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Abstract—The present study aimed at making a comparison between integratively motivated IELTS 

candidates and their instrumentally motivated peers in terms of their proficiency. Moreover, the cohorts were 

compared based on their proficiency scores on IELTS Test. The participants were initially 245 Iranian IELTS 

candidates who had taken the actual IELTS test in Iran; in addition to that, a questionnaire by Laine (1987) 

was utilized to determine the type of motivation each participant possessed. The data made up two groups of 

86 integrative and 110 instrumental candidates. Using the results obtained from the proficiency test, a one-way 

ANOVA was run. The results indicated there was no statistically significant difference between the two groups 

with regard to their proficiency. It therefore was concluded that the two cohorts stood at the same level of 

proficiency. Moreover, the statistical analyses, using one-way ANOVA, revealed there was no significant 

difference between the integratively oriented participants and instrumentally oriented ones as far as their 

writing performance exam was concerned.  

 

Index Terms—instrumental, integrative, motivation, writing, IELTS 

 

I.  INTRODUCTION 

Needless to say, motivation plays a pivotal role in life. According to Brown (1987, p.114) motivation is “an inner 

drive, impulse, emotion or desire that moves one to a particular action”. 

In education, given the difficulties associated with learning and the required persistence in the process, motivation 

takes on a significant role. According to Chomsky (1988, p.181) “about 99 percent of teaching is making the students 

feel interested in the material”. 

When it comes to language learning, motivation takes on a more crucial role. As regards the central part motivation 

plays in learning, Oxford and Shearin (1994) claim that motivation influences the amount of input learners receive in 

the target language, the amount of L2 learning strategies they utilize, the extent they interact with native speakers and 

the extent they maintain L2 skills after language study is over. 

A.  Types of Motivation 

As for the classification of motivation, different kinds of motivation have been proposed. Deci and Ryan (1985) 

differentiate between intrinsic or extrinsic motivation. Intrinsic motivation is generally possessed by people having 

personal interest(s) in doing something. Extrinsic motivation, on the other hand, derives from an anticipation of rewards 

such as praise, awards, prizes, and evaluation, and fear for punishment. An extrinsically motivated student does the 

activity in order to obtain some reward or avoid some punishment external to the activity itself and this kind of 

motivation refers to learning situations where the reason for doing a task is something other than an interest in the task 

itself and undertaking the task may be something the person feels pressured to do rather than genuinely wants to do. 

Gardner and Lambert (1972) differentiate between two kinds of motivation: instrumental and integrative. Integrative 

orientation occurs once a learner tries to identify himself with the culture of L2 group; it characterizes students who 

study a second language because they are interested in the cultural values of the target language group. An instrumental 

motive occurs when a learner wishes to attain a goal by means of L2 and refers to language situations where the student 

has a utilitarian goal for instance employment, professional advancement, or exam purposes. Gardner and Lambert 

(1972) suggest that integrative motivation is more effective for second language acquisition. It is believed that students 

who like the people that speak the language, admire the culture and have a desire to become familiar with or even 

integrate into the society in which the language is used are most successful (Falk, 1978). In contrast to integrative 

motivation, there is instrumental motivation. Hudson (2000) characterizes instrumental motivation by the desire to 

obtain something practical or concrete from the study of a second language. Brown (2007) makes the point that both 
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integrative and instrumental motivations are not necessarily mutually exclusive. Learners rarely select one form of 

motivation when learning a second language, but rather a combination of both. 

Irrespective of the types identified for motivation, obviously motivation is an important factor in L2 achievement. 

Globally, language learners attempt to attain certain goals, one of the most significant of which is writing 

achievement. Throughout the history of education, language researchers have been at pains to find effective ways to 

help students achieve writing as a major skill. It goes without saying that motivation has a leading role in gaining 

writing proficiency. The point at issue is what type of motivation can be more conducive to writing achievement.   

B.  Significance of L2 Writing 

Writing is a mode of learning, a facility which gives students the power to create meaning and to affect those with 

whom they share their writing. Writing, then, is far more than merely the act of transferring thought to paper; the act of 

writing helps to shape and refine our thinking. It seems, however, that teaching and learning this skill can be the most 

demanding task for both teachers and students. This means that writing requires a good command of language 

knowledge as well as the orchestration of several processes. Therefore, it may be reasonable to survey different views 

concerning this skill as well as the different studies conducted on L2 writing. 

Academic writing ability has been particularly recognized as one of the most crucial aspects of language ability for 

successful academic achievement. Although many researches have been conducted concerning this ability, no study 

thus far has examined the motivational factors on students L2 writing development. The present study aimed to 

investigate the role motivation played with its sub-types, instrumental and integrative, in writing proficiency among 

IELTS students in Chabehar, Iran. 

C.  The Current Status of IELTS  

The International English Language Testing System (IELTS) is widely recognized as a reliable means of assessing 

whether candidates are ready to study or train in the medium of English. 

All IELTS candidates take the same listening and speaking modules. There is a choice of reading and writing 

modules according to whether a candidate is taking the academic or general training version of the test. The academic 

version of the reading and the writing modules is especially designed for candidates taking the test for entry to 

undergraduate or postgraduate studies or for professional reasons. The general training version of these modules, on the 

other hand, has been designed for candidates taking the test for entering to vocational or training programs not at degree 

level, for admission to secondary school, and for immigration purpose. 

IELTS results are reported on a nine-band scale. In addition to the score for overall language ability, IELTS provides 

a score, in the form of a profile, for each of the four skills. These scores are also reported on a nine-band scale. Each 

Overall Band Score (OBS) corresponds to a descriptive statement which gives a summary of the English language 

ability of a candidate classified at that level. 

D.  The Academic Writing Module 

The Academic Writing Module takes 60 minutes; there are two tasks to complete. It is suggested that about 20 

minutes be spent on task 1 which requires candidates to write at least 150 words. Task 2 requires at least 250 words and 

should take about 40 minutes. The assessment of task 2 carries more weight in marking than task 1. In task 1, 

candidates are asked to look at a diagram or table and to present the information in their own words. They are assessed 

on their ability to organize, present, and possibly compare data, describe the stages of a process, describe an object or 

event, or explain how something works. In task 2, candidates are presented with a point of view, argument or problem. 

They are assessed on their ability to present a solution to the problem, present and justify an opinion, compare and 

contrast evidence and opinions, evaluate and challenge ideas, evidence or arguments. Candidates are also judged on 

their ability to write in an appropriate style. 

II.  LITERATURE REVIEW 

Gardner and his associates (Gardner and Lambert, 1959 & 1972; Gardner, 1968, 1979 & 1985) draw a distinction 

between integrative and instrumental orientation to second language learning. The former means that the learner wishes 

to identify him/herself as part of the community where the target language is spoken. The latter occurs when the learner 

finds the utilitarian value in learning a language, such as a future career perspective. 

Gardner and Lambert (1972) carried out empirical studies in different contexts showing the effect of two different 

types of integrative and instrumental motivation on L2 learning. Students with integrative orientation were found to be 

more successful as compared with those with instrumental motivation. 

Nevertheless, contrary to their expectations, Lukmani (1972) found that the two kinds of motivation were related to 

each other as well as ESL achievement. He reported that instrumental motivation was more highly correlated with 

achievement in English than integrative orientation. 

Quite a few studies have been done after Gardner and Lambert‟s controversial researches and results; some have 

challenged their model and some have attempted to supplement their theories. Oller, Baca and Vigil (1977) carried out a 

study on Mexican-Americans in the state of New Mexico and reached the conclusion that the students who were anti-
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integrative towards the Anglo-American majority but were instrumentally motivated did better on the proficiency test. 

One year later, Oller and Perkins (1978) conducted a study on a group of Chinese alumni in America and concluded that 

positive attitudes towards the students‟ own cultural group lead to proficiency. Their research to some extent supported 

the dichotomy of integrative/instrumental; however, they believed that these terms needed to be redefined based on 

personal traits of the community members. Gliksman, Gardner and Smythe (1982) tested students in grades 9, 10, and 

11 at the beginning of the term and observed them in class once every two weeks for four months, and found that those 

students who were marked as integratively motivated, volunteered answers more frequently, gave more correct answers, 

and were rated as more interested in class than students who were not integratively motivated. These results were 

consistent for all assessments of classroom behavior. 

Strong (1984) studied the relationship between integrative motivation and acquired second language proficiency 

among a group of Spanish-speaking kindergarteners in America. He found no positive relationship between integrative 

motivation and acquired English proficiency. A further comparison of beginners and advanced level English speakers 

showed the advanced learners had more integrative motivation towards the target language than the beginners. 

Svanes (1987) investigated the acquisition of Norwegian language by foreign students from different cultures with 

regard to integrative and instrumental sort of motivation. The findings indicated that American and European learners 

were more integratively motivated than the Middle Eastern, African and Asian students while the latter group were 

more instrumentally motivated than their western peers. 

Clement, Dornyei and Noels (1994) acknowledged the importance of integrative motivation in the classroom 

research. In their view in a setting where foreign language learning is largely an academic matter, students‟ motivation 

remains socially grounded. They do not regard instrumentality and integrativeness as two ends of an axis, which are 

antithetical; instead, they hold that they can correlate positively with each other. Van de Klein (1995)‟s research did not 

support the suggestion of a relationship between integrative motivation and inclination to contact French people. 

Tamada (1996) carried out a study on 24 Japanese students who were learning English as a second language in the 

context of England and found that differences in motivation (instrumental versus integrative) significantly influenced 

the use of language learning strategies. Other studies done in this area are as follows: Ramazanian (1998); Hassanpur 

(1999); Chang and Huang (1999); Salimi (2000); Sedaghat (2001); Roohani (2001); Hassani (2005); Fazel and Razmjoo 

(2007); Neissi (2007); and Zarei (2009). 

The present study is an attempt at finding the relationship between the type of motivation and language proficiency 

as determined through IELTS. The study is specifically after the following research questions: 

1. Is there a relationship between instrumental motivation and writing proficiency among Iranian IELTS candidates? 

2. Is there a relationship between integrative motivation and writing proficiency among IELTS candidates?  

3. Is there any significant difference between the instrumentally motivated and integratively motivated candidates in 

their writing proficiency? 

4. Is there a relationship between the writing proficiency of the instrumentally motivated candidates with their 

language proficiency? 

5. Is there a relationship between the writing proficiency of the integratively motivated candidates with their 

language proficiency? 

III.  METHOD OF THE STUDY 

A.  Participants 

The participants of the study were initially 245 Iranian IELTS candidates who had taken the actual IELTS test in Iran 

(academic module). All the participants sat for the actual IELTS test held in IELTS Center of International University 

of Chabahar in Tehran, on 26th May 2009. All participants, both males and females, were from Iran and spoke Farsi as 

their first language. To minimize the effect of age on the study, the range of 18 to 27 was chosen, as a result, 29 

candidates whose ages were above or below the range were excluded from the study. The type of motivation each 

participant possessed was then determined. The participants of the study selected one of the five choices which were 

given for each item and their responses were scored on the basis of the Likert-scale. To avoid any confusion and 

enhance validity, the Persian version of the questionnaire was utilized. It went without saying that, items 9 to 12 and 13 

to 16 were needed for the purpose of this study (Section 3.2.2). The choices were given numerical values from 5 to 1 

that manifested the degree of the preference or tendency of the participants to the items of the questionnaire. The 

numerical value 5 was assigned to „strongly agree‟, 4 to „agree‟, 3 to „undecided‟, 2 to „disagree‟, and 1 to „strongly 

disagree‟. The scores for the items, then, are summed up and averaged. It was found that 86 candidates were 

integratively motivated, 110 instrumentally motivated and 20 stood in borderline. The twenty borderline candidates 

were left out and the remaining 196 candidates (110 instrumental candidates, and 86 integrative candidates) were 

selected for the purposes of the study. To make sure that the two groups did not differ in terms of their language 

proficiency, a one-way ANOVA was run on the scores of the students on the IELTS Test and no statistically significant 

difference was found. 
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TABLE 1. 
ONE-WAY ANOVA FOR PROFICIENCY SCORES 

  Sum of Squares df Mean Square F Sig. 

IELTS 

Proficiency 

Scores 

Between Groups .561 1 .561 3.860 .051 

Within Groups 28.187 194 .145   

Total 28.748 195    

 

As shown in Table 1, the computed significance is 0.051, which is greater than the significance level set for the study 

(0.05). Statistically, it follows that there is not a significant difference between the two groups. Consequently, the 

groups are not different in terms of their proficiency scores; it means that the candidates in the two groups are 

statistically at the same level in terms of their proficiency performance. 

B.  Instruments 

1.  IELTS Test 

The information presented in this and subsequent parts are mainly gathered from IELTS Handbooks, and the official 

website of IELTS (www.IELTS.org). IELTS, the International English Language Testing System, is designed to assess 

the language ability of candidates who need to study or work where English is the language of communication. IELTS 

conforms to the highest international standards of language assessment (UCLES, 2005). It covers the four language 

skills _ listening, reading, writing and speaking. One of the steps of the present study was to assess the subjects‟ level of 

proficiency. A further problem was that the subjects‟ “writing proficiency” ability was in the focus of the study. In other 

words, the job of the investigator was to identify the subjects‟ level of proficiency and their writing proficiency ability. 

Moreover, practical considerations (like the subjects‟ unwillingness to cooperate) made it even more urgent to hit the 

two goals with one shot. The justification for this choice lies in the “reliability and validity” claims for the IELTS made 

by the University of Cambridge Local Examinations Syndicate (UCLES). For further information, please refer to 

section 3.2.1.4. 

1.1. Reliability of IELTS 

IELTS differs from the Cambridge exams in that published reports recognize the need to address reliability and 

include information to that effect. For example, IELTS manuals describe a detailed approach to the certification of 

interviewers/assessors for the speaking test and raters for the writing component that requires re-certification procedures 

every two years. This process of training raters is commendable. IELTS developers report that the speech and writing 

samples are re-rated when there is an inconsistency in the profile of the scores and that centers are monitored as part of 

regular reliability studies conducted by the developers. Such information, while reassuring, needs to be augmented with 

research evidence. 

It has always been important to maintain adequate reliability in both the objectively and the subjectively marked 

modules of IELTS. A rigorous process of test production has produced Reading and Listening versions with an average 

Cronbach Alpha of 00.88, calculated from the performance of over 90,000 candidates on thirteen reading and listening 

versions (UCLES, 2007). The reliability of Speaking and Writing Modules cannot be estimated in the same way, but 

quality is assured through a comprehensive program of training, certification, and monitoring of examiners. 

Performance in the Speaking Module is recorded onto cassette and the recorded interviews, together with scripts from 

the Writing Module, are kept by the test center for a minimum of two months. All IELTS results are routinely checked 

prior to release, and automatic remarking is required where consistent profile scores across the four skill areas are 

identified. In addition, a formal procedure now allows candidates to query their results within one month of the results 

being issued. 

1.2. Reporting IELTS Composite Reliability 

The IELTS exam contains four components upon which an overall band score is awarded. Thus an estimate of 

composite reliability offers a useful measure for overall test reliability. The method to estimating the reliability of a 

composite test used here is taken from Feldt & Brennan (1989). 

Composite reliability estimates were carried out from the period 1st January to 20 December, 2004. To generate an 

appropriately cautious estimate, minimum alpha values were used for the objectively marked papers; and g-coefficients 

for the single rater condition on subjectively marked scores. The composite reliability estimate for the Academic 

module was 0.95 and produced a composite SEM of 0.21. This finding shows a 95% probability for a candidate‟s true 

score to fall within less than half a band (0.41) of the observed score. For General Training the composite reliability was 

0.95 with a SEM of 0.23. In order to estimate how reliable the use of IELTS is, the reliability index for the IELTS was 

also found to be .83 with 541 Iranian learners through a pilot study by Salmani-Nodoushan (2002), which is considered 

a positive reliability. 

2. Validity of IELTS 

The phrase "international English language'' in IELTS' name represents a distinguishing feature of this assessment as 

it acknowledges the ever-expanding status of English as an international language. Researchers such as Ingram and 

Wylie (1993) and Clapham (1996), however, indicate that IETLS' representation of the language construct is rooted in 

the skills and components models typically used in language testing.  

http://www.ielts.org/
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IELTS' manuals point out that the internationalization of the test refers to the partnership of the British Council and 

UCLES, on the one hand, and the International Development Projects (IDP) Education Australia, on the other. 

Additionally, IELTS' publications state: '' the fact that test materials are generated in both the UK and Australia ensures 

that the content of each test reflects an international dimension'' (IELTS, July 1996, p. 16). Research documenting 

claims that IELTS can be used as a measure of English as an international language needs to be made available. 

IELTS' commitment to research and its responsiveness to research findings is well documented in the literature. In 

the late 1980s and early 1990s, IELTS underwent major changes - from a test with three academic subject modules to 

its current form. According to Clapham (1996), IELTS had intended the change to be more of a revision. Nevertheless, 

based on the results of various investigations, IELTS' developers made more comprehensive changes to the test. As 

such, IELTS has shown commitment to test practices informed by research findings. As argued above, due to the fact 

that the IELTS is a standard test of proficiency, its validity and reliability were assumed to be satisfactory. 

C.  Motivation Questionnaire 

The second data collection instrument was the motivation questionnaire. It was used to collect data on the students‟ 

instrumental and integrative motivation. The motivation questionnaire designed by Laine (1987) and validated by 

Salimi (2000). The reliability of the questionnaire was further tested through test-retest method of estimating reliability 

by Fazel (2002). The reliability index for the questionnaire obtained through this method was 0.80.  To avoid any 

confusion and enhance validity, the Persian version of the questionnaire was utilized. The questionnaire is made up of 

20 questions, questions 1 to 4 measure the students‟ direction of motivation, questions 5 to 8 attempt to measure the 

students‟ intensity (strength) of motivation, items 9 to 12 measure the students‟ instrumental motivation and questions 

13 to 16 measure the students‟ integrative motivation and finally items 17 to 20 measure the students‟ cognitive 

motivation. The format of the questionnaire items was likert. The respondents were asked to indicate their motivation 

by choosing one of the five alternatives, strongly agree, agree, Undecided, Disagree, and Strongly disagree. The 

participants of the study selected one of the five choices which were given for each item. The choices were given 

numerical values from 5 to 1 that manifested the degree of the preference or tendency of the participants to the items of 

the questionnaire. The scores for the items are summed up and averaged to yield a questionnaire score and interpreted 

the differences between shades of opinion from ' strongly agree ' to 'strongly disagree'. Accordingly, the participants, 

based on their scores divided into instrumental and integrative motivation groups. 

D.  Data Collection 

The required data were collected in two places in International Chabahar University and in IELTS Center of 

International University of Chabahar in Tehran. To gather the data, the motivation questionnaire was distributed among 

the candidates who took part in IELTS preparation course held in Chabahar International University. To avoid any 

confusion and enhance validity, the Persian version of the questionnaire was utilized. Fazel (2002) and Fazel & 

Razmjoo, (2007) also used that Persian version in their study.  Before administrating the questionnaire the researchers 

explained the nature of the questionnaire and the participants were requested to complete the questionnaires patiently 

and with utmost attention and asked them to provide identifying information such as name, level and age. Then, 

instructed the students to read each statement carefully, chose the appropriate responses and put a tick on the answer 

sheet. It went without saying that, items 9 to 12 and 13 to 16 were needed for the purpose of this study. 

The candidates sat for the actual IELTS test held in IELTS Center of International University of Chabahar in Tehran, 

on 26th May 2009, and their IELTS scores (reported to/ made available to the investigator by Chabahar International 

University) are utilized as data obtained from language and writing proficiency tests necessary for this thesis. 

E.  Data Analysis 

In order to investigate answers to the proposed questions, the results obtained from the IELTS and the motivation 

questionnaire were analyzed and the following statistical analyses were run on the data: 

1. One-way ANOVA: One-way ANOVA was used to compare the mean scores for two different groups of 

instrumentally oriented students with those of their integratively oriented peers so as to realize whether the participants 

in the two groups differ in their proficiency or not.  

2. Pearson Correlation Coefficient:  Correlation analysis was used to describe the strength and direction of the linear 

relationship between the variables. 

IV.  RESULTS AND DISCUSSION 

A.  Descriptive Statistics 

Table 2 shows descriptive statistics for the scores of the subjects on the IELTS proficiency test. The table provides a 

summary of minimum, maximum and mean scores, as well as standard deviations in listening, reading, writing, 

speaking and overall IELTS scores. 
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TABLE 2. 
DESCRIPTIVE STATISTICS FOR THE SCORES OF THE SUBJECTS ON THE IELTS PROFICIENCY TEST. 

Group motivation L R W S IELTS Proficiency Scores 

Integrative 
motivation 

Mean 5.5767 6.5349 6.8140 6.1233 6.2622 

Std. Deviation .79523 .81454 .71145 .97228 .40784 

Minimum 3.00 5.00 5.50 4.50 5.12 

Maximum 6.60 8.00 8.00 8.00 6.90 

Instrumental 
motivation 

Mean 6.5455 5.7600 6.6473 6.5273 6.3700 

Std. Deviation .83651 .92282 1.02998 .87482 .35901 

Minimum 5.00 3.00 5.00 5.00 5.75 

Maximum 8.50 8.50 8.50 8.50 7.25 

Total Mean 6.1204 6.1000 6.7204 6.3500 6.3227 

Std. Deviation .94819 .95595 .90582 .93822 .38396 

Minimum 3.00 3.00 5.00 4.50 5.12 

Maximum 8.50 8.50 8.50 8.50 7.25 

 

As the table demonstrates, minimum scores for the participants in integrative-group and instrumental-group are 

recorded as „5.12‟ and „5.75‟ respectively. The maximum scores are „6.90‟ for integrative-group and „7.25‟ for 

instrumental-group. The resulting data demonstrate more or less the same characteristics of the subjects in the two 

groups. 

As can be understood from the table above, there is a slight difference between the mean scores of the two groups 

(„6.26‟ and „6.37‟ for integrative-group and instrumental-group respectively). This can be an evidence of more or less 

the same level of proficiency of the participants in each group. 

The standard deviation measures how widely spread the values in a data set are. Then the obtained results for 

integrative -candidates (0.40) and instrument-candidates (0.35) indicate how far from the mean the data points tend to 

be.  Since the standard deviations are small, the data set are said to be close to the mean. The small standard deviation 

indicates more or less homogeneous groups. 

In the table below (Table 3) the participants are characterized with respect to their motivation type and their scores on 

the proficiency test as well as theirs on the   writing performance test. 
 

TABLE 3. 

PARTICIPANTS‟ MOTIVATION TYPES AND THEIR PROFICIENCY LEVELS 

Motivation Instrumental Integrative 

Number  110 86 

Proficiency Mean 6.37 6.26 

Proficiency SD .35 .40 

Writing Perf. Mean 6.64 6.81 

Writing Perf. SD 1.02 .71 

 

 
Figure 1. Bar graph based on the mean of participants in each motivation group 
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As shown in Figure 1, the mean scores of the listening, reading, writing, speaking in each section and overall IELTS 

scores is shown as a bar graph. Here is not a significant difference between the two groups (Integrative motivation and 

Instrumental motivation). Consequently, the groups are not different in terms of their mean scores. 
 

 
Figure 2. Bar graph based on the standard deviation of participants in each motivation group 

 

As could be understood from the figure above, the standard deviation of the listening, reading, writing, speaking in 

each section and overall IELTS scores is indicated as a bar graph. There is not any significant difference between 

Integrative motivation and Instrumental motivation. Therefore, the groups are not different in terms of their standard 

deviation. 

B.  Inferential Statistics 

Inferential statistics deals with appropriate data analysis to answer the research questions of the study. In order to 

provide answers to the posed questions of the present study, the researchers have taken the following data analysis into 

consideration. 

1. Is there a relationship between instrumental motivation and writing proficiency among Iranian IELTS 

candidates? 

To find out whether there was any significant relationship between candidates' instrumental motivation towards their 

IELTS writing scores, Pearson Product Moment Correlation was run between candidates' instrumental motivation 

scores and their TELTS writing scores. The results are summarized in Table 4. 
 

TABLE 4. 

PEARSON CORRELATION COEFFICIENT BETWEEN INSTRUMENTAL MOTIVATION AND WRITING PROFICIENCY 

  Writing Proficiency Scores 

Instrumental motivation Pearson Correlation .298** 

Sig. (2-tailed) .002 

N 110 

Correlation is significant at the .01 level (2-tailed) ٭٭   

 

As shown in Table 4, the correlation is „.298‟ and p-value is „.002‟. Thus, it can be concluded that there is a 

correlation between instrumental motivation and writing proficiency. The size of value of correlation usually can range 

from „-1.00‟ to „1.00‟. This value will indicate the strength of the relationship between language proficiency and the use 

of each subcategory. A correlation of 0 indicates no relationship, a correlation of „1.0‟ indicates a perfect positive 

correlation and a value of „-1.0‟ indicates a perfect negative correlation (Pallant, 2005). 

2. Is there a relationship between integrative motivation and writing proficiency among IELTS candidates? 

To find out whether there was any significant relationship between candidates' integrative motivation towards their 

IELTS writing scores, Pearson Product Moment Correlation was run between candidates' instrumental motivation 

scores and their TELTS writing scores. The results are summarized in Table 5. 
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TABLE 5. 
PEARSON CORRELATION COEFFICIENT BETWEEN INTEGRATIVE MOTIVATION AND WRITING PROFICIENCY 

  Writing Proficiency Scores 

Integrative motivation Pearson Correlation .329** 

Sig. (2-tailed) .002 

N 86 

Correlation is significant at the .01 level (2-tailed) ٭٭   

 

As shown in Table 5, a significant relationship was found at 0.01 level of significance (P=.002). Thus, it can be 

concluded that there is a correlation between integrative motivation and writing proficiency. 

3. Is there any significant difference between the instrumentally motivated and integratively motivated 

candidates in their writing proficiency? 

In order for the study to find out which group (instrumental or integrative) of the candidates was better in terms of 

their writing performance, one-way Analysis Of Variance (ANOVA) was made use of. One-way ANOVA demonstrates 

the significant differences in the mean scores on the dependent variable (Pallant, 2005). In Table 6, the means of 

instrumental and integrative groups are compared, based on the mean of the scores obtained from the writing scores so 

as to determine which group (integrative or instrumental) scored higher on each test. 
 

TABLE 6. 

ONE-WAY ANOVA FOR INSTRUMENTAL AND INTEGRATIVE GROUPS IN TERMS OF THEIR WRITING PERFORMANCE 

  Sum of Squares df Mean Square F Sig. 

Writing Proficiency 

Scores 

Between Groups 1.341 1 1.341 1.640 .202 

Within Groups 158.657 194 .818   

Total 159.998 195    

 

As shown in Table 6, the existing significance value (.202) is larger than the significance level (p>0.05). In other 

words, there are no significant differences between the two groups of learners (instrumental vs. integrative groups) in 

terms of their writing performance. 

The fourth research question: 

4. Is there a relationship between the writing proficiency of the instrumentally motivated candidates with their 

language proficiency? 

Table 7 provides the actual value of the Pearson Correlation Coefficient between the variables along with the p-value.                    
 

TABLE 7. 
PEARSON CORRELATION COEFFICIENT BETWEEN WRITING PROFICIENCY OF THE INSTRUMENTALLY MOTIVATED CANDIDATES WITH THEIR LANGUAGE 

PROFICIENCY 

  IELTS Proficiency Scores 

Writing Proficiency Scores Pearson Correlation .415** 

Sig. (2-tailed) .000 

N 110 

 

As the Table 7 shows, the correlation is „.415‟ and p-value is „.000‟. Thus, it can be concluded that the correlation 

coefficient is significant. On the other words, there is a significant correlation between writing proficiency of the 

instrumentally motivated candidates with their language proficiency.      

5. Is there a relationship between the writing proficiency of the integratively motivated candidates with their 

language proficiency? 

Table 8 gives the actual value of the Pearson Correlation Coefficient along with the p-value demonstrating the 

existing relationship between writing proficiency of the integratively motivated candidates with their language 

proficiency 
 

TABLE 8. 

PEARSON CORRELATION COEFFICIENT BETWEEN WRITING PROFICIENCY OF THE INTEGRATIVELY MOTIVATED CANDIDATES WITH THEIR LANGUAGE 

PROFICIENCY 

  IELTS Proficiency Scores 

Writing Proficiency Scores Pearson Correlation .248* 

Sig. (2-tailed) .021 

N 86 
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As could be inferred from the table, the direction of the relationship between the existing variables is positive. It 

implies, the correlation is „.248‟ and the p-value is „.021‟.. It means that there is a linear correlation between the writing 

proficiency of the integratively motivated candidates with their language proficiency. 

V.  CONCLUSION 

Motivation is probably the most frequently used catch-all term for explaining the success or failure of virtually any 

complex task. It is easy to assume that success in any task is due simply to the fact that someone is"motivated". There 

are many contributing factors in order for any kind of learning to take place. One of the determining factors recognized 

to be involved in learning is motivation. 

On the other hand, writing as one of the four language skills, and most often as the last one, plays an important role 

in the processes of language learning. Chastain (1988) states that writing skill is viewed as a basic communication skill 

and a unique asset in the process of learning a second language. Writing is considered as a wing of literacy and plays a 

very important role in today‟s world. As a case in point, much of the information exchange around the world takes place 

through written texts. Besides, the rapid development in every field is due to the ability of the researchers to write their 

findings and actually record them. Nowadays writing is thought of as a skill in whose teaching all language skills are 

involved. In other words, it is a whole-language teaching skill since its teaching involves practicing all language skills 

(i.e., speaking, reading, listening, and writing). Writing proficiency seems to be necessary in both academic 

environments (e.g., writing papers, theses, etc.) and non-academic situations (e.g., writing letters, invitation, etc.). 

Finally, it increases language retention as well as ensuring availability for later use and reference. It seems, thus, that 

teaching and learning this skill can be the most demanding task for both teachers and students. This means that writing 

requires a good command of language knowledge as well as the orchestration of several processes. Therefore, it may be 

reasonable to survey different views concerning this skill as well as the methods writing has been taught in different 

periods of time. 

Globally, language learners attempt to attain certain goals, one of the most significant of which is writing 

achievement. Throughout the history of education, language researchers have been at pains to find effective ways to 

help students achieve writing as a major skill. It goes without saying that motivation has a leading role in gaining 

writing proficiency. The point at issue is what type of motivation can be more conducive to writing achievement. 

Finding ways around to enhance writing as a major skill has always been of great interest to educators in the field of 

language teaching. Numerous studies have been conducted on the influence of motivation and motivational factors; 

nonetheless, as yet there has not been a comprehensive study on the study of relationship between integrative and 

instumental motivation of students and their relationship with writnig proficiency among Iranian IELTS candidates. To 

this end, this study investigates the role motivation plays in improving  writing and gaining writing proficiency, the 

results of which can serve to help the board of education at universities as well as institutes nationwide to take measures 

so as to instill stronger motivation among the students and consequently deal with the existing problems which students 

across the country experience in writing. 

In addition to the afore-mentioned objective, the classification of motivation into integrative and instrumental by 

Gardner and Lambert (1972) and the effect each can have on writing as well as on proficiency is studied for the first 

time ever in an Iranian context, the results and implications of which can serve to give teachers an in-depth 

understanding of motivation as one of the factors which can optimize learning. 

This finding accords with Gardner and Lambert (1972) who carried out empirical studies in different contexts 

showing the effect of two different types of integrative and instrumental motivation on L2 learning. Results in Quebec 

and Ontario indicated that the kind of motivation and attitude towards speakers of the target language (L2) played a key 

part in the process of L2 acquisition. Students with integrative orientation were found to be more successful as 

compared with those with instrumental motivation. 

The findings of the study also stand in contrast with Strong (1984) who studied the relationship between integrative 

motivation and acquired second language proficiency among a group of Spanish-speaking kindergarteners in America. 

He found no positive relationship between integrative motivation and acquired English proficiency. 

To wrap up, Findings of the current study indicated that there is a significant relationship between both instrumental 

and interagative motivation and writing proficiency among Iranian IELTS candidates. However, There is no significant 

difference between the instrumentally motivated and integratively motivated candidates in their writing proficiency. On 

the other hand, There is a significant relationship between the writing proficiency of the instrumentally and integratively 

motivated candidates with their language proficiency. 
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Abstract—Research on coursebook selection and evaluation suggests that the process of selecting an English 

coursebook is a complex and multifaceted task. Especially at a time when the market is inundated with a host 

of coursebooks for the teaching of English as a second or foreign language, selecting a suitable coursebook 

becomes a critical process, since it can have an enormous impact on students’ engagement, motivation to learn, 

and ultimately their language performance. In this article we present the theoretical background on 

coursebook selection. We first discuss the role of the coursebook in English language instruction, and a short 

literature review on the advantages and disadvantages of using it. We also describe the two main types of 

coursebook evaluation, predictive and retrospective evaluation. The next part deals with the critical issue of 

adapting English coursebooks, so that they cater for the specific students’ needs and match the purposes of the 

curriculum. We finally deal with the pedagogical implications, offering practical advice and suggestions about 

how teachers might become more successful in selecting a coursebook in the teaching of English as a second or 

foreign language. 

 

Index Terms—coursebook, teaching of English as a second or foreign language 

 

I.  INTRODUCTION 

A common element in the teaching of English as a second or foreign language is the coursebook. Indeed, it has been 

argued that the coursebook is an almost universal element of ELT teaching (Hutchinson and Torres, 1994). However, at 

a time when “the ELT market is inundated with state-of-the-art coursebooks teaching modern-day English” (Illes, 2009, 

p. 145), English teachers often have a difficult time selecting an appropriate coursebook that will suit the needs of their 

students and is in accordance with the curriculum. Researchers have supported the view that “the selection of a 

coursebook signals an executive educational decision in which there is considerable professional, financial and even 

political investment” (Sheldon, 1988, p. 237). 

Bearing this in mind, the aim of this paper is to provide a synthesis of theory and practice and present an effective 

implementation of the process of coursebook selection in the teaching of English as a second or foreign language. 

Although a lot of research has been conducted on the theoretical principles underlying coursebook design, evaluation 

and selection, it remains a challenge to select and appropriate English coursebook. Thus, our purpose is to fill this 

research gap between theory and practice, and in doing so to provide teachers with an array of easy to follow 

suggestions and strategies which they can use in the coursebook selection process, after taking into account their unique 

teaching situation and their students‟ needs. 

II.  WHY DO WE NEED COURSEBOOKS? 

It is widely accepted that the coursebook lies at the heart of any English language teaching situation (Sheldon, 1988; 

Hutchinson and Torres, 1994). They offer advantages for teachers and language students alike, and they constitute a 

useful resource for both teachers and learners (Richards, 1993). They are a convenient basis “on which to mould the 

unpredictable interaction which is necessary to classroom language learning” (O'Neill 1982, p. 104).  According to 

Sheldon (1988) the following reasons justify the widespread use of coursebooks in the teaching of English as a foreign 

or second language throughout the world. Firstly, coursebooks are indispensable in ELT contexts because it is difficult 

for teachers themselves to create their own teaching material. In addition, coursebooks lessen preparation time by 

providing ready-made teaching texts and learning tasks and. Finally, coursebooks can serve both as a syllabus and as a 

framework of classroom progress, a measure by which teaching can be evaluated by external stakeholders. Coursebooks 

usually serve multiple roles in ELT, such as (Cunningsworth, 1995): 

a)  a resource for presentation material (spoken/written) 

b)  a source of activities for learner practice and communicative interaction. 

c)  a reference source 

d)  a syllabus 

e)  a resource for self-directed learning or self-access work. 

f)  a support for less experienced teachers. 
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III.  ADVANTAGES AND DISADVANTAGES OF COURSEBOOKS 

A growing body of research examines the advantages of using a coursebook. In the relevant literature the following 

positive outcomes of the effective exploitation of coursebooks in the English classroom are mentioned:  

a)  Coursebooks are psychologically indispensable for students since their progress and achievement can be measured 

concretely when they are used in the English classroom (Haycroft, 1998) 

b)  Published materials have more credibility for students than teacher-generated or "in-house" materials (Sheldon, 

1988) 

c)  Coursebooks are usually sensitive to students' needs, even if they are not written specifically  for them, they save 

time and money, and they can and should allow for adaptation and improvisation to suit the requirements of a given 

teaching situation (O'Neill, 1982) 

d) Coursebooks are relatively inexpensive and need little preparation time for lesson planning, whereas teacher-

enerated materials can be defective in terms of time, cost and quality. They also reduce the danger of teacher 

occupational overload (Sheldon, 1988) 

e)  Coursebooks constitute an effective resource for self-directed learning and for presentation of material, a source 

of ideas and activities, a reference source for students, a syllabus where they reflect pre-determined learning objectives, 

and support for less experienced teachers who may be lacking in confidence (Cunningsworth, 1995). 

Apart from the above benefits, coursebooks provide structure and a syllabus for a program, they help standardize 

instruction, maintain quality, provide a variety of learning resources, are efficient because they save teachers' time, can 

provide effective language models and input, and are usually visually appealing and attractive for students. Furthermore, 

they can provide the initial framework which can be adapted by teachers to suit the needs and learning style of students 

(Cunningsworth, 1984). Empirical research in ELT settings has provided strong evidence that coursebooks can provide 

practice activities, a structured language program for teachers to follow, present language models, and information 

about the language (Richards, Tung, and Ng, 1992). 

Finally, Harmer argues that “where a textbook is involved there are obvious advantages for both teacher and students. 

Good textbooks often contain lively and interesting material; they provide a sensible progression of language items, 

clearly showing what has to be learnt and in some cases summarizing what has been studied so that students can revise 

grammatical and functional points that they have been concentrating on. Textbooks can be systematic about the amount 

of vocabulary presented to the student and allow students to study on their own outside the class. Good textbooks also 

relieve the teacher from the pressure of “having to think of original material for every class” (Harmer, 1991, p. 257). 

Despite the above undeniable benefits of coursebooks, however, coursebooks have also been criticized for the 

following reasons. 

a)  Coursebooks are not flexible and generally simply mirror the pedagogic, psychological, and  linguistic preferences 

and biases of their authors 

b) Coursebooks contain social and cultural biases, such as gender bias, sexism, and stereotyping (Carrell and Korwitz, 

1994; Renner, 1997) 

c) They are often too contrived and artificial in their presentation of the target language. For example many scripted 

language models and dialogues are unnatural and inappropriate for communicative or cooperative language teaching 

d) Textbooks may prevent teachers‟ creativity if teachers are obliged to follow the coursebooks sequence to the letter 

(Skierso, 1991, p. 432) 

e) The teacher‟s role is undermined. Teachers may find themselves as mediators; they only carry out teaching 

practices imposed on them (Ur, 1991). 

Among the main negative effects of the use of coursebooks is that they may contain inauthentic language, may distort 

content, they may not satisfy students' needs and they may be expensive to buy. 

Summarising the above research findings, it should be noted that both the benefits and limitations of the use of 

coursebooks need to be considered in the critical process of coursebook selection for the teaching of English as a second 

or foreign language. If the coursebooks that are being used in a program are judged to have some negative 

consequences (e.g. the do not stimulate the students; interest, and/or they contain a few authentic reading texts), 

remedial action should be taken, e.g. by adapting or supplementing books or by providing appropriate guidance and 

support for teachers in how to use them appropriately. 

IV.  TYPES OF COURSEBOOK EVALUATION: PREDICTIVE AND RETROSPECTIVE EVALUATION 

As has already been stated, one of the most challenging tasks English teachers are often faced with if that of choosing 

a coursebook suitable for their teaching situation. They have to select a coursebook that suits the needs of their students, 

their unique characteristics and their preferences and one that the teacher believe will motivate them. The ultimate 

purpose, of course, is to choose a coursebook that will help the students increase their language performance. However, 

choosing a coursebook is a demanding task, because “it is clear that coursebook assessment is fundamentally a 

subjective, rule-of-thumb activity, and that no neat formula, grid or system will ever provide a definite yardstick” 

(Sheldon, 1988, p. 245). Selecting a suitable coursebook is not a straightforward process, as “selecting a suitable 

coursebook is not a simple task” (Chambers, 1997, p. 29). In the process of evaluating teaching material there are some 
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pedagogical factors to be considered such as “suitability for the age group, cultural appropriateness, methodology, level 

quality, number and type of exercises, skills, teacher's book, variety, pace, personal involvement, and problem solving” 

(Chambers,1997, p. 29-30). 

A brief review of the literature on materials evaluation reveals that most researchers distinguish between two types of 

materials evaluation: a) predictive evaluation, and b) retrospective evaluation (Cunningsworth, 1995; Ellis, 1997). The 

basic principles and theoretical assumptions of each type are presented below. 

A.  Predictive Evaluation 

Predictive evaluation refers to evaluation with the aim of deciding what materials to use. Teachers first take into 

consideration the materials available to them, and then they determine which are “best suited to their purposes” (Ellis, 

1997, p. 36). There are two main ways through which teachers can conduct this kind of evaluation. First, they can 

depend on evaluations and assessment of teaching materials and coursebook conducted by experienced researchers and 

educators. For example, they can rely on evaluations published in scientific journals, in which the reviewers describe 

the criteria they have used, and their general philosophy for evaluation. Second, teachers may decide that it is best for 

them not to rely on other people‟s evaluations (no matter how experienced they may be), but instead, they may wish to 

carry out their own evaluation. It is also possible that teachers can use both types of predictive evaluation. If they want 

to conduct their own evaluation, they will need to read and consult books and articles dealing with materials evaluation, 

which provide a set of criteria for evaluating teaching materials. For example, a number of researchers provide 

checklists and sets of relevant criteria that help teachers in the evaluating process (Cunningsworth 1984; Skierso, 1991; 

McDonough and Shaw, 1993). The underpinning philosophy is that such sets of criteria assist teachers conduct a 

predictive evaluation in a systematic way. For example, For example, Cunningsworth (1995) proposes the following 

criteria for the evaluation of coursebooks:  

a)  Coursebooks should correspond to learner‟s needs. They should match the aims and objectives of the language-

learning program. 

b)  Coursebooks should reflect the uses (present or future) learners will make of the language. Textbooks should be 

chosen that will help students use language effectively for their own purposes. 

d) Coursebooks should take account of students‟ needs as learners and should facilitate their learning processes, 

without dogmatically imposing a „rigid‟ method. 

d)  Coursebooks should have a clear role as a support for learning. 

B.  Retrospective Evaluation 

The term retrospective evaluation refers to evaluation designed to examine materials that have actually been used. 

The teacher does not carry out an evaluation with the ultimate aim of predicting whether a given coursebook is suitable 

for his/her teaching situation. Instead, the teacher makes a decision as to a coursebook s/he has used was worth using, if, 

in other words, was in accordance with the learners‟ needs, if the tasks and activities included in it motivated them, and 

helped them improve their language performance. In this way the teacher decides whether a specific coursebook is 

worth using again, or if a new one has to be used. There are two main ways through which retrospective evaluation can 

be conducted. The first, and the most commonly used way of conducting retrospective evaluation, is to engage in what 

is known as “impressionistic evaluation”. This involves teachers‟ assessing, during the language course, which activities 

and materials were actually beneficial, so that at the end of the course they can make a summative judgement of the 

materials they have used (Ellis, 1997). The second way to carry out retrospective evaluation is to try to collect 

information in a more systematic manner, and conduct an empirical evaluation. This usually involves a “micro-

evaluation”, which requires an overall assessment of whether an entire set of materials has proved to be beneficial and 

suitable in a given teaching situation. Most commonly a micro-evaluation of teaching materials is carried out in relation 

to a task, defined as an activity in which meaning is of primary importance, there is a correlation to real-life situations, 

and the evaluation of how well students performed in the task is carried out on the basis of the outcome of the task 

(Skehan, 1998). The evaluation of a given task involves the following steps (Ellis, 1997): 

Step 1: Choosing a task to evaluate 

Step 2: Describing the task 

Step 3: Planning the evaluation 

Step 4: Collecting the information for the evaluation 

Step 5: Analysing the information 

Step 6: Reaching conclusions and making recommendations 

Step 7: Writing the report 

V.  EVALUATING TASKS IN COURSEBOOKS 

When we evaluate the quality of reading tasks and activities included in an English coursebook, four questions are 

important: 

a)  Do the reading tasks contribute to the learners‟ language acquisition and development of reading skills? Some 

activities included in textbooks are convenient for teachers (e.g. multiple choice activities which have one “correct” 
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answer), but they do not necessarily contribute to the learners‟ reading development. Coursebooks should include 

reading tasks that offer students opportunities to practice their reading skills. For instance, activities that require 

students to draw inferences, read between the lines, attend to writer bias, may support the development of reading skills 

and help students negotiate for meaning in real-life situations. 

b)  Are the activities balanced in format, containing both free and controlled practice? Multiple choice tasks, or fill-

in-the-blank activities guide students to a single correct answer. Free practice involves open-ended activities (such as 

writing or speaking in the post-reading stage, making a prediction in the pre-reading stage or confirming predictions in 

the while-reading stage) which offer students an opportunity to read with a real-life purpose (e.g. to read in order to 

confirm or reject a prediction). 

c)  Do activities progress in such a way that they capitalize on what students have already learned? Activities should 

progress from simple to more complex, both linguistically and cognitively. Coursebooks should require more from 

students as their language skills develop to keep them interested and challenged. 

d)  Are the activities challenging and varied in format? Routine can make students lose interest and lead to boredom. 

Tasks and texts should serve as a stimulus for communication and lead to stimulating writing or speaking tasks. For 

example, many coursebooks rely too heavily on comprehension questions, depriving students of an opportunity to read 

a text with a real-life purpose. Coursebooks need to include reading activities that demand students to make use of a 

wide range of cognitive skills so as to be challenging to students. 

VI.  ADAPTING ENGLISH COURSEBOOKS 

An essential skill for teachers is to be able to adapt the coursebooks they use in their classrooms so as to cater for 

their students‟ level of language development, and to address weaknesses of the coursebooks. Through the process of 

adaptation the teacher a) personalizes the text making it a better teaching resource, and b) individualizes it for a 

particular group of foreign language learners. Normally this process takes place gradually as the teacher becomes more 

familiar with the book since the dimensions of the text which need adaptation may not be apparent until the book is 

tried out in the classroom. 

It is therefore virtually impossible for a given coursebook to be used without some form of adaptation. Adapting the 

coursebook is almost inevitable in the English classroom because a coursebook is not designed and written with a 

particular classroom of students in mind, and as a result, it may contain materials and tasks that the teacher feels are not 

suitable for his/her teaching situation. As a result, teachers will almost certainly need to adapt the coursebook, after 

taking into account: a) the specific needs and experiences of their students, b) the general context in which the 

coursebook will be used, and c) material constraints (e.g. they may not be able to choose expensive coursebooks). This 

adaptation may take a variety of forms. For example, teachers may choose the following types of adaptations to the 

coursebook they use: 

1.  Modification of the content of the coursebook. 

The content may need to be modified because it does not suit the target learners, perhaps because of factors related to 

the learners' age, linguistic level, infrastructure restrictions of the school or/and classroom, or even cultural background. 

2.  Addition or deletion of the content of the coursebook. 

The book may contain too much or too little. It is not unlikely that parts of units throughout the book should be 

omitted. For example a coursebook may focus primarily on listening and speaking skills and hence writing activities in 

the book will have to be added. 

3.  Reorganization of the content of the coursebook. 

Teachers may decide to reorganize the book, and arrange the units in what they believe is a more appropriate order. 

4.  Dealing with important omissions of the coursebook. 

The text may omit items that the teacher feels are important. For example a teacher may add vocabulary activities or 

grammar activities to a unit. 

5.  Modification and alteration of language tasks and activities. 

Tasks, Exercises and activities may need to be changed to give them a different content and/or focus. For example a 

listening activity that focuses only on listening for information can adapted so that students listen a second or third time 

for a different purpose. 

Gabrielatos (2000) argues that the adaptation of the coursebook can take the following forms: a) teachers may omit 

materials and tasks included in a coursebook, b) teachers may re-order/combine materials and tasks included in a 

coursebook, c) teachers may replace materials and tasks included in a coursebook, and d) teachers may add materials 

and tasks. For instance, he argues that teachers may choose to omit or modify materials and/or tasks for the following 

reasons: 

a)  Learners are already familiar with a language point, or are already competent in a skill. 

b)  There are too many tasks on a specific area. 

c)  The item/area concerned is not a priority. 

d)  The item/task is not well designed. 

e)  The item/task is not well-suited for its aim. 

f)  The topic is not appropriate for the learners. 
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g)  Texts are of inappropriate length (e.g. too long) 

h)  Materials are inappropriate for the aim they were designed to fulfil. 

i)  Materials are inappropriate for the learners‟ age, needs or experience. 

j)  Materials are unclear, confusing, or misleading. 

k)  Tasks are not well designed. 

VII.  A CASE STUDY 

The following case study is intended to illustrate a very common phenomenon in many English language classes in 

Greek state secondary schools. The vast student diversity in terms of language performance and knowledge presents 

many difficulties for the English teachers, who find it hard to work with the coursebook they use. 

Mrs Andreou, a junior state high school English teacher is very concerned about the coursebook she uses. More 

specifically, the overall classroom level is low intermediate, so she has chosen an English coursebook of that level. 

However, there are marked differences between the students as far as their proficiency level and foreign language 

performance are concerned. First, some students, who receive private tuition have very high performance. However, she 

feels that the private supplementary tutoring has also negative effects on her teaching situation, because, as it has been 

noted in the relevant literature, it exacerbates diversity in the classroom, upsets the sequence of learning, and distorts the 

curriculum. In addition, all these students‟ parents knew English, so they could help them with assignments. For 

example, these students already know the materials taught in the classroom, and the coursebook as well as the language 

activities and tasks are “easy” for them. They complete assignments, tasks and activities in a very short period of time, 

and usually disrupt their fellow students who need more time to finish. They also lack motivation, because they believe 

that the teaching of the English language at school has very little, if anything, to offer them. By contrast, for the 

majority of students, the coursebook and the teaching materials represent a challenge, and they can usually complete 

assignments if they apply reasonable effort. The level of the coursebook corresponds to their language level, and they 

find the materials and the language tasks interesting and worth studying.  However, their motivation is hampered by the 

fact that some of their fellow students‟ language level is substantially above the level of the coursebook and the 

teaching materials. Finally, a significant minority of students finds it very hard to keep up with the rest of the classroom. 

Their knowledge of the English language is well below the level of the coursebook (e.g. in terms of vocabulary, reading 

and speaking skills). None of these students‟ parents or older siblings knew English, so they could receive any help at 

home. As a result, they remain withdrawn most of the time during classes, and suffer from communication 

apprehension, because they are afraid that they will make to many mistakes when they speak. 

On the basis of the literature presented in this chapter, the following may prove to be helpful: The three students may 

be provided with supplementary material and individualized tasks, while some coursebook tasks can be adjusted to their 

ability level. Students‟ parents should be informed that supplementary material aimed at helping the students, and is not 

a form of punishment. Engaging parents in their children‟s progress is a characteristic of successful teachers (Brophy, 

2004). Personalizing the curriculum will also entail creating specific short and long term goals for these students, which 

are clear, challenging, but achievable with reasonable effort. 

VIII.  PRACTICAL SUGGESTIONS FOR EFFECTIVE CCOURSEBOOK SELECTION 

Despite the fact that there are many important features of coursebooks that need to be taken  into consideration when 

selecting a coursebook, the following criteria and principles can be used to help teachers with the often daunting task of 

selecting a coursebook. 

a)  Is task design appropriate for the aims and goals of the syllabus? 

b)  Do students find the tasks and texts interesting and relevant for them? 

c)  Is the language in the tasks relevant? 

d)  Is there variety in the types of tasks? 

e)  Are the tasks authentic, simulate real-life situations, or are they too contrived? 

f)  Are the objectives clearly stated for each task, so students know why they engage in a given task? 

g)  Are tasks and texts culturally suitable for the students? 

h)  Moreover, the following should be considered (Ornestein, 1995, p. 200-201): 

i)  The coursebook should be in line and support the teaching objectives, the teaching situation. 

j)  The materials in the coursebook are well organised. 

k)  There is a match between the difficulty level of the coursebook and students‟ linguistic ability. 

l)  The coursebook is well designed. The coursebook should be attractive with pleasant and clear illustrations, the 

print should be readable, with adequate margins, legible typeface, and comfortable type size. 

m)  The instructional design of individual tasks and of task sequences should be carefully planned. 

n)  The number of different materials should be limited so as not to overload or confuse students. 

o)  Artwork in the materials must be consistent with the text. 

p)  Cute, nonfunctional, space- and time-consuming materials should be avoided. 
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q)  When appropriate, materials should be accompanied by brief explanations of purpose for both teachers and 

students. 

In addition, an effective coursebook should contain authentic texts, which provide students with motivation and 

increase engagement. The concept of authenticity refers to “actually attested language produced by native speakers for a 

normal communicative purpose” (Widdowson 1983, p. 30). Authentic texts are “created to fulfil some social purpose in 

the language community in which it was produced (Little, Devitt, and Singleton, 1988, 27). Authentic materials are 

important, because they are more meaningful to students, challenge their cognitive abilities, engage them personally, 

and increase interest and intrinsic motivation. As regards the characters in the stories in coursebooks (whether they are 

fictitious, or real), they shouldn‟t be “two dimensional and static personae who leave little for individual interpretation 

or imagination” (Illes, 2009, p. 6). 

Apart from the issue of authenticity, coursebooks should be designed so that they provide opportunities for students 

to cooperate with others, engaging in project work, which can lead to increased social, cooperative skills, and group 

cohesiveness (Fragoulis and Tsiplakides, 2009). In addition, coursebooks should help students to develop their self-

confidence. For example, effective and well written coursebooks help to build up students‟ confidence by providing 

tasks or activities that students can cope with provided they apply reasonable effort. Coursebooks should also meet 

students‟ needs. What is covered in the textbooks should be relevant and useful to what the students need to learn and 

what they want to learn. 

Of course, English teachers should bear in mind that an effective coursebook evaluation is not limited to assessing 

only the coursebook, since it is usually part of a whole package. Most publishers offer English coursebooks which are 

accompanied by: 

a.  Teacher ś Book (with suggestions, lesson plans, teaching ideas, etc.) 

b.  Workbook 

c.  Activity Book 

d.  Companion 

e.  CD with the listening texts 

f.  Tests 

g.  DVD 

h.  CALL materials  

i.  Internet support  

IX.  CONCLUSION 

In the above discussion we have attempted to provide a synthesis of theory and practice. The overall aim of the 

article is to provide English teachers not only with a theoretical framework for the evaluation of coursebooks, but also 

with a set of practical suggestions. It has to be noted, however, that the strategies and suggestions suggested can be 

adapted and used by teachers in various teaching situations after taking into consideration their own teaching context. 
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Abstract—The use of language learners’ mother language has traditionally been banned and the potential uses 

of it still continue to be undermined and neglected. To date, research has not conclusively demonstrated a 

detrimental effect resulting from use of learners’ mother language in foreign language learning classes. On the 

other hand, there are many studies which have demonstrated the potential power of using the learners’ mother 

language in different areas of foreign language learning. This study examined the possible role of the learners’ 

mother tongue in learning new vocabulary items through a relatively unexplored presentation technique. The 

results showed the group that learned the words through first language definitions outperformed the group 

that learned the words through English definitions. 

 

Index Terms—vocabulary, mother tongue, word association 

 

I.  INTRODUCTION 

The importance of lexicon and knowledge of lexical items in foreign language learning is quite obvious. Vocabulary 

plays a central role in the mastery of all four language skills, namely speaking, listening, reading and writing. Research 

has demonstrated the importance of vocabulary knowledge for language learners in reading (Haynes & Baker, 1993; 

Huckin & Bloch, 1993), speaking (Joe, 1998), listening (Elley, 1989; Ellis, 1994), and writing (Hinkel, 2001; Laufer & 

Nation, 1995; Lee, 2003; Walters & Wolf, 1996). 

Among different possible vocabulary treatments, incidental approaches to vocabulary acquisition have been in vogue 

for quite a long time; however, not many people refer to the role of the learners‟ first language (L1) in vocabulary 

acquisition. 

The use of the learners‟ L1 in foreign language learning has been frowned upon for a long time. It was after 

questioning the grammar translation method and the beginning of the audio-lingual approach that the rule of “English 

only” came into prime and it still has its own advocates. Right now in the majority of Iran‟s English language institutes, 

the rule of “English only” or “No Farsi” is quite prevalent. This tabooing of the use of the learners‟ L1 in the process of 

second language acquisition has spread to all areas of foreign language learning, particularly vocabulary learning. 

Philipson (1992) has named this prevalent belief the “monolingual tenet” according to which the teaching of English as 

a second or foreign language should be done entirely through the medium of English. Similarly, Stern (1992) calls this 

approach toward L1 the “Intralingual Strategy,” which refers to the marginalization of the use of L1 in foreign language 

classes. And, as one can see, this seems to be based on a propagated belief rather than sound theoretical foundations. 

Although the behavioristic principles behind the audio-lingual method regarded learners‟ L1 as an interfering factor to 

be avoided and overcome, the tenets of the communicative approach to language teaching do not prohibit the use of L1 

and allow for it whenever it can be helpful (Finocchiaro & Brumfit, 1983). 

Similarly, in the realm of vocabulary such a common belief exists that the learners‟ L1 is not an appropriate tool for 

vocabulary learning. Folse (2004) aptly introduces this as one of the myths in second language vocabulary acquisition. 

Another myth mentioned is that the best dictionary for second language learners is the monolingual dictionary. He 

appropriately calls these notions myths because they are both widespread and wrong. In both of the above mentioned 

myths we see the trace of the wrongly held belief that there should be no place for language learners‟ L1 in vocabulary 

learning whatsoever. This problem has been the vogue in language learning and still continues to be. 

The significance of lexicon 

The importance of lexicon in learning a foreign language has recently attracted the attention of scholars more than it 

did in the past. In the field of linguistics, with the emergence of minimalistic theory and later corpus linguistics, the 

words and chunks of language, as its building blocks, gained a more important position. In the field of ELT, materials 
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writers started preparing materials based on words and chunks as central units of language learning and teaching. 

Examples of such materials are the lexical syllabus (Willis, 1990), lexical phrases and language teaching (Nattinger & 

DeCarrico 1992), and the lexical approach (Lewis 1993). Likewise, Richards and Rodgers (2001) mention a new 

innovation which has added to the ease of incorporating lexical items into classrooms: advances in computer-based 

studies of language (referred to as corpus linguistics) have also provided a huge, classroom accessible database for 

lexically based inquiry and instruction. These studies have focused on collocations of lexical items and multiple word 

units. A number of lexically-based texts and computer resources have become available to assist in organizing and 

teaching the lexicon. 

Many researchers have worked on the importance of lexical knowledge on different language skills and have found it 

to be a significant and determining factor. For instance, Zareva, Schwanenflugel and Nikolova (2005) studied the 

relationship between vocabulary knowledge and general proficiency factor and found some aspects of vocabulary 

knowledge to be highly related to overall proficiency. They finally suggest that the measures identified as sensitive to 

capturing the overall state of vocabulary knowledge of learners were also good indexes of language learners‟ general 

proficiency. 

In the realm of vocabulary acquisition, the state of the art approach has been incidental vocabulary acquisition. For 

instance, Krashen (1985) refers to extensive reading as a most suitable way of incidental vocabulary acquisition. Other 

researchers have expressed more or less the same view. Ellis and He (1999) discuss the possible effects of input and 

output on the incidental acquisition of lexical items. Gardner (2004) lays emphasis on the role of extensive reading on 

incidental vocabulary acquisition. Paribakht and Wesche (1999) maintain incidental vocabulary acquisition through 

reading thematically related topics. Rott (1999) investigates the effect of exposure frequency on incidental vocabulary 

learning and retention through reading and finds a significant relationship between exposure and vocabulary acquisition. 

However, researchers have voiced disagreement regarding incidental vocabulary learning, too. For example, Gass (1999) 

has argued against the notion of “incidental” and argues that it is not an easy job to define what incidental means or 

whether the type of learning experience that the learners are having is really incidental, if by incidental one means that 

the learner‟ attention is not drawn to the lexical item. Elsewhere, Huckin and Coady (1999) review the related literature 

on incidental vocabulary acquisition and raise several unresolved questions about this concept and sum up by 

concluding that research findings about incidental vocabulary acquisition are yet inconclusive. 

Inasmuch as the importance of knowledge of lexicon is not deniable in the overall proficiency of language learners 

and its profound importance is agreed upon, the search for a more efficient way of vocabulary acquisition has always 

been continuing throughout the history of foreign language learning. Yet because of the traditional tabooing of native 

language use in language learning the potential use of the learners‟ L1 in the process of learning a foreign language has 

been neglected. 

As indicated earlier, the use of the learners‟ L1 particularly in vocabulary acquisition has not been investigated 

seriously as an option. Rather, it has been undermined and disdained as either an interfering factor or otherwise harmful 

device. 

In the present study, the researchers have used a new approach in putting the native language of the learners to use 

for the acquisition of lexical items of the second language. The researchers did not provide the learners with simple 

word lists as commonly known and used by many. The words were given with their explanations instead of simply 

giving their synonyms in the learners‟ mother tongue. The researchers believe this is significant in several respects, 

some of which are discussed below: 

The problem of synonymy: the fact is that one can seldom find an exact synonym for a given word either in the 

same language or in another language. The Oxford Advanced Learner’s Dictionary provides the meaning of words in 

form of sentences and explanations and avoids giving synonyms for words even as supplementary for explanations 

because it is believed that complete synonymy does not exist between any two words; by the same token, it can be 

claimed that one had better clarify the meaning of the words in another language in the form of explanations instead of 

giving translations which are believed to be the synonyms of that word in that language. It has been argued that any 

concept can be explained in any language though not necessarily through words. As Wardhaugh (1976) put it, “It 

appears possible to talk about anything in any language provided the speaker is willing to use some degree of 

circumlocution” (p. 74). 

The problem of wrong associations: any word in any language is ordinarily associated with some other words 

which appear with it in different contexts. This is also referred to as collocation of words or syntagmatic relations. The 

problem with giving synonyms for words in this regard is that the assumed synonym or the translation of the word in 

another language may not have the same word associations and collocations. Therefore, equating a word in one 

language with a closely related word in another may lead the learner to create wrong associations for the word and this 

in turn causes problems in subsequent production of the given word. On the other hand, using explanations for making 

the words understood for the learners can safely avoid such a problem since it just gives the underlying concept of the 

word to the learners and does not equate it with any false equivalents the in learners‟ mother tongue. 

The problem of production slowing: learning vocabulary items through using bilingual word lists has not been a 

very good experience. It is said that when students learn the meaning of words by associating them with their L1 

equivalents (i.e. through bilingual word lists), they will always have to depend on remembering the native language 
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word translation at the time of comprehension and production as a prerequisite, and this can slow the process of 

comprehension and especially production to a considerable extent (second researcher‟s personal communication with 

several EFL teachers). This is not expected to be the problem when explanations replace single words since the 

underlying concept of a word is given in the form of a sentence or a clause and not in the form of a word to be 

associated with the newly learned word forever and based on Ausubel‟s (1968) Obliterative Forgetting, the message 

itself (in this case the meaning explanation) is expected to be forgotten after some time while the information (the 

meaning of the word in this case) is retained by the brain. 

Given the above problems, the purpose of the present study is to investigate the potential power of language learners‟ 

L1 as a source of help and a constructing factor for acquisition of foreign language lexical items. Thus, the study is 

guided by the following research questions: 

1- Is there any difference between learning the meaning and form of the lexical items through English explanations 

versus Persian explanations? 

2- Is there any difference between the long-term retention of lexical items learned through English and those learned 

through Persian? 

II.  METHODOLOGY 

A.  Participants 

The participants for this study were 42 EFL intermediate students (both male and female) who were selected on the 

basis of not knowing the target words and later tested in the study. The participants, whose age ranged from 18 to 35, 

were taking a general English course at Zaban Negar Institute in Tehran, Iran. 

B.  Instrumentation 

The major instrument used in this study was the vocabulary test given to the students in both pretest and posttest. The 

test, including 20 vocabulary items selected for the purpose of the study, followed the VKS scale. This scale was 

developed by Wesche and Paribakht (1996) and tests both receptive and productive knowledge of vocabulary. The 

knowledge of each vocabulary item can be scored from 1 to 5 in the following format: 

1.  I don‟t remember having seen this word before. 

2.  I have seen this word before, but I don‟t know what it means. 

3.  I have seen this word before, and I think it means …….. (Synonym or translation) 

4.  I know this word, and it means ………. (Synonym or translation) 

5.  I can use this word in a sentence: ……………. (If you do this section, please also do section IV.) 

The other instruments were the vocabulary lessons prepared by the second researcher and made available in print for 

both groups, one of which with the target words accompanied by English explanations taken from Oxford Advanced 

Learner’s Dictionary and the other with the same words accompanied by the same explanations translated into Persian 

by the second researcher and approved by the first researcher. There were two lessons prepared, each consisting of 10 

words. 

C.  Procedure 

Twenty vocabulary items were selected and presented to the students who participated in the study. Among those 

students who received the lowest scores on the pretest, 42 intermediate students were selected for the study and were 

randomly assigned to either of the two experimental groups. 

One of the groups received the list of the target words accompanied by explanations from a monolingual English 

dictionary, and the other group received the words with the same explanations in their native language, i.e. Persian (see 

Appendices A and B). The first group was called the English explanation group (EEG) and the second the Persian 

explanation group (PEG). A list of ten words was given to the students in each of the two treatment sessions. The 

English explanations were extracted from a monolingual dictionary (Oxford Advanced Learner’s Dictionary) and the 

Persian explanations were the same sentences translated into Persian. The follow up examples were provided for both 

groups. After the two treatment sessions, a posttest containing the taught words was given to both groups and their 

knowledge of the given words was taken as a measure of the efficiency of the treatment for each group. 

D.  Data Collection 

The data used in this study came from the results of the vocabulary test given to the students serving as both the 

pretest and the posttest. As mentioned previously, the test was based on the VKS scale. There were 20 vocabulary items 

on the test, each having a score ranging from 1 to 5. Therefore, the test had a maximum score of 100. Needless to say, 

each student took the same test twice as the pretest and the posttest. 

E.  Data Analysis 

A t-test was run between the posttest scores of the two groups after the data collection in order to see if there was any 

significant difference between the performances of the English and Persian groups in terms of vocabulary learning. 

There did not need to be any comparison between the pretest scores of the two groups or between the pretest and 
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posttest scores of each group because the participants were selected on the basis of having little or no familiarity with 

the target words. Therefore, their scores on the pretest turned out to be very low. 

III.  RESULTS 

The posttest was administered as planned after the two treatment sessions. Each participant‟s score was calculated 

out of 100 and a t-test was employed to compare the mean scores of the two groups and look for any significant 

differences. The descriptive statistics related to the analysis of the results are displayed in Table 1. 
 

TABLE 1. 

DESCRIPTIVE STATISTICS FOR BOTH GROUPS 

 
 

The results obtained from the t-test revealed that the mean score of the PEG group (55.09) is significantly higher than 

the mean score for the EEG group (45.71), t(40)=2.16, p=.03. This suggests that the instructions given to the PEG 

group were more effective and practically more successful. 

IV.  DISCUSSION 

As mentioned above, the PEG outperformed the EEG on the posttest. This can be due to several reasons and is 

congruent with the findings of other studies (Celik, 2003; Ramachandran & Abdul Rahim, 2004; Rott, Williams & 

Cameron, 2002) as well as expectations raised by the literature on the possible role of L1 in language learning in 

general. 

One important reason is the ambiguity which low proficient students face when reading the English explanations of 

word meanings. This ambiguity is virtually zero in the case of Persian explanations, since all the students have a high 

level of proficiency in their mother language. 

The other issue is the limitations that exist on the explanation of concepts in English. The writers of monolingual 

English dictionaries need to stick to a limited number of words (defining vocabulary) to be able to assume that 

understanding the explanations will be possible for students, though as stated above, with some degree of ambiguity. 

This, however, does not need to be the case with Persian explanations due to the high proficiency of the learners which 

was mentioned above. This was a fact that the researchers came across while trying to translate the word definitions into 

Persian. 

The other advantage that one could assume for the use of Persian explanations is that they are expected to be easier 

for the learners to learn or memorize. Although some readers may object to this, it should be noted that a second 

language learner with limited level of proficiency in the second language could easily claim that memorizing two 

statements of the same length, complexity and difficulty is certainly harder in a language at which one has a more 

limited proficiency. 

One might claim that there is one big advantage in learning new words through using a monolingual dictionary as it 

exposes learners to a large amount of extra input in the form of word definitions that they have to read. This input, 

however, will be absent if the definitions are given in the learners‟ mother tongue (i.e. use of bilingual word lists or 

dictionaries). Although this is a remarkable criticism, one could see how much better it would be for the learner to learn 

the concept and the meaning of the word more concisely and efficiently and then go about receiving extensive input 

through other sources since the process of reading has been facilitated by clear knowledge of words. Otherwise, they 

could keep struggling with the meaning of words whenever they see them inasmuch as they have not learnt them well in 

the first place. 

Therefore, the researchers recommend the use of language learners‟ mother tongue (especially in the form of word 

definitions instead of synonyms) in the process of language teaching in general and vocabulary learning in particular. 

This is feasible for classes where the learners share the same first language since the implementation of this strategy in 

ESL contexts where students might have different mother tongues would be very hard if not impossible; however, in 

situations like what we have in Iran, it is hard to find a reason for all the negligence that has ever existed about the 

potential uses of learners‟ first language. 

V.  CONCLUSION 

It seems that despite the bulk of studies that have demonstrated a potentially useful role for language learners‟ L1 in 

the process of learning a foreign language, there is still an unannounced consensus on the “harmful” presence of 

language learners‟ mother tongue in foreign language leaning. Although making use of learners‟ L1 is very difficult, 

even impossible, in classes where learners come from differing first language backgrounds, good use of learners‟ L1 

could be practical in classes with students who share the same L1, as is the case in our native country, Iran. 
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The results of this study demonstrate the potential positive effect of using learners‟ L1 in vocabulary treatment in the 

form of word lists with Persian definitions. Moreover, further research is needed to shed light on the long term retention 

of acquired words through this technique since the researchers did not have a chance to examine this aspect of 

vocabulary learning through this technique. It seems that more constructive roles can be determined for learners‟ L1 in 

other areas of language learning as well and teachers and learners need to stop viewing the learners‟ L1 simply as an 

interfering factor. 

While the findings of this study might be of interest to the advocates of using L1 in their English classes, it should be 

noted that this study was not faultless and suffers from a number of limitations, the most important of which is lack of a 

comparison group against which to compare the outcomes of the two vocabulary learning conditions in the present 

study. 

APPENDIX A. A SAMPLE LESSON OF THE ENGLISH GROUP 

Process (n.): a series of things that are done in order to achieve a particular result 

To begin the difficult process of educational reforming 

So-called (adj.): used to show that you do not think that the word or phrase that is being used to describe sb/sth is 

appropriate 

The opinion of a so-called „expert‟ 

Productive (adj.): Doing or achieving a lot 

A productive meeting 

Involvement (n.): The act of taking part in sth 

US involvement in European wars 

Feature (n.): something important, interesting or typical of a place or thing 

An interesting feature of the city is the old market 

Determined (adj.): Very certain that you will do sth 

She is determined to win the match 

Conservative (adj.): opposed to great or sudden social change, showing that you prefer traditional styles and values 

The conservative views of his parents 

Grateful (adj.):  Feeling or showing thanks because sb has done sth kind for you or has done as you asked 

I am Extremely Grateful to all teachers for their help 

Chairman (n.): a man in charge of a meeting, who tells people when they can speak, etc 

Sir Herbert took it upon himself to act as chairman 

APPENDIX B. A SAMPLE LESSON OF THE PERSIAN GROUP 

Process (n.): یک سزی اقذاهبت کَ ثزای دستیبثی ثَ ُذف خبصی صْرت هی پذیزد 

To begin the difficult process of educational reforming. 

So-called (adj.): چیشی ثکبر هی رّد ًب هٌبست است/استفبدٍ هی شْد تب ًشبى دُذ ثَ ًظز شوب کلوَ یب ػجبرتی کَ ثزای تْصیف کسی .  

The opinion of a so-called „expert‟ 

Productive (adj.):  ثسیبر ًتیجَ ثخش یب دارای دستبّرد ُبی هطلْة 

A productive meeting 

Involvement (n.): یب هشبرکت داشتي در رًّذ یب فزایٌذی درگیزی  

US involvement in European wars 

Feature (n.): هشخصَ ی هِن، جبلت یب هؼزف هکبًی یب چیشی 

An interesting feature of the city is the old market 

Determined (adj.): دارای ػشم راسخ ّارادٍ استْار ثزای اًجبم کبری 

She is determined to win the match 

Conservative (adj.):  هخبلف ثب تغییزات ثشرگ یب سزیغ اجتوبع، ثَ ػلت تزجیح سجکِب ّ ارسشِبی سٌتی اس سْی شوب 

The conservative views of his parents 

Grateful (adj.):   ٍهتشکز یب قذرداى ثَ ػلت ایي کَ کسی ثَ شوب لطفی کزدٍ یب کبری را ثزایتبى اًجبم داد  

I am Extremely Grateful to all teachers for their help 

Chairman (n.):  ًی صحجت کٌٌذهزدی کَ هسئْل ُذایت یک جلسَ است، کَ ثَ حضبر هیگْیذ چَ سهب .  

Sir Herbert took it upon himself to act as chairman 
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Abstract—This paper analyzes the phenomena of pragmatic failure committed by non-English-major college 

students in intercultural communication from pragmatics perspective, and discusses the manifestations of 

pragmatic failure in real communication. After getting a better understanding of the phenomena of pragmatic 

failure, some suggestions are made on how to raise the pragmatic awareness, and foster the pragmatic 

competence of non-English majors. 

 

Index Terms— pragmatic failure, pragmatic competence, linguistic competence 

 

I.  INTRODUCTION 

As mankind’s communication tool and information carrier, language, like the air we breathe, is something which the 

society and its members cannot do without, not even for a short period of time. English, as an international language, is 

the most widely used all over the world. As a result, it is absolutely vital for many Chinese learners to have a good 

command of English. However, although many Chinese learners have little difficulty understanding the literal meaning 

of target language in authentic communication situations, they may not interpret the utterances correctly, or express 

themselves appropriately. Intercultural communication sometimes breaks down in real situations, not because of the 

non-native speaker’s errors in grammar, or their inaccurate pronunciation in the target language, but because of their 

pragmatic incompetence, which leads to pragmatic failure. In other words, they may be incapable of using target 

language effectively in intercultural communication. 

Pragmatic failure, which is first proposed by Thomas (1983), refers to the inability to understand what is meant by 

what is said. She points out that interference in communication is generally referred to as pragmatic failure, which has 

nothing to do with grammatical mistakes but comes from inappropriate ways of speaking or the unconventional 

expressions resulting from different perceptions of what is considered as appropriate linguistic behaviors (Thomas, 

1983). He (1988) defines it as ―failure to achieve the desired communication effect in communication‖. He proposes 

that pragmatic failure is not the general performance errors in using words or making sentences, but those mistakes 

which fail to fulfill communication because of infelicitous style, incompatible expressions and improper habit (He, 

1988). Pragmatic failure belongs to the field of cross-cultural pragmatics, a new branch of pragmatics which has been 

developed rapidly in the past two decades. Several main studies about pragmatic failure have been conducted at home 

(Huang, 1984; He & Yan, 1986; Wang, 1990; Hong, 1991; Gu, 2003; Li, 2005) and abroad (Thomas, 1983; Wolfson, 

1983; Leech, 1983), but few have been done on Chinese Learners of English, especially non-English majors. 

With the advancement of society and economy, communication among people from different countries is more 

frequent and important, which makes a claim for higher requirement for English learners’ pragmatic competence. In 

2007, Chinese College English Curriculum Requirements for non-English majors clearly states that the ability of 

students’ comprehensive language application should be trained. However, the fact is often that college graduates’ 

pragmatic competence can hardly be expected to meet the needs of practical work. Therefore, we should not only find 

the reasons theoretically but also deal with it in actual practice. 

Through questionnaire survey, this paper attempts to analyze the phenomena of pragmatic failure committed by 

non-English majors and discuss the manifestations of pragmatic failure in real communication. And then, some 

suggestions are made on how to avoid pragmatic failure and foster the pragmatic competence of non-English majors. 

II.  EMPIRICAL STUDY 

A.  Research Purpose 

So far, many studies which have been made on pragmatic failure mostly aims at college students of English major or 

research into the inspiration of English teaching in general. Few studies have been carried out on Chinese non-English 

majors. Therefore, author attempts to investigate the pragmatic failure of Chinese non-English-major college students. 

Then the paper tries to come up with some countermeasures to improve the method of English teaching, which may 

benefit the avoidance of college students’ pragmatic failure and the improvement of their pragmatic competence. In 

order to get a clear knowledge of pragmatic competence of non-English majors, and take appropriate instructional 

strategies, a survey is carried out with questionnaires in some college students of non-English majors from Zhengzhou 
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Institute of Aeronautical Industry Management (hereinafter called ZZIA). These can be illustrated by the research 

questions as follows:  

1) After acquiring the knowledge of language system, will Chinese non-English-major college students are able to 

naturally use language? 

2) Will Chinese non-English majors with good grammatical competence necessarily develop their pragmatic 

competence in English? 

3) In what aspects pragmatic failure will occur as far as Chinese non-English majors are concerned? 

B.  Subjects & Instruments 

The subjects in the research are 220 freshmen and 188 sophomores of non-English majors in ZZIA. Although they 

cannot represent all the non-English majors in China, the test results can offer some inspirations for further researches. 

220 freshmen are non-English-major learners who mainly study liberal arts, such as, Chinese and literature, philosophy 

and economics, law, history, etc. It is generally assumed that students who major at liberal arts have a better command 

of linguistic competence because they are much more sensitive to language. Whereas 188 sophomores are non-English 

majors who passed CET-4 (College English Test Band-Four). They should have certain linguistic competence. 

Freshmen and sophomores are chosen in the study because they are needed to confirm the conclusion, which is 

proposed by Bardovi-Harlig (1999), that high levels of grammatical competence do not guarantee concomitant high 

levels of pragmatic competence. 

The instruments employed in this study are questionnaires, which are designed on the basis of He’s (1988) ―English 

Pragmatic Competence Investigation‖ attached to ―A Survey of Pragmatics" and He & Yan’s (1986) ―The Pragmatic 

Failures of Chinese Students in Communication in English — An Investigation of Chinese-English Pragmatic 

Difference‖. The content involves some common pragmatic phenomena in our daily lives, which included rejection, 

request, invitation, apology, praise, acknowledgement, greeting, etc. 

C.  Procedure of the Study 

Methods of this study are conducted by using an anonymous questionnaire with random sampling and literature 

analysis. The questionnaire covers two parts: the fist part includes some personal information, such as grade, gender and 

the range of average score of regular quizzes, midterm exams, final exams, etc. The second part goes to the 

questionnaire to which subjects are required to respond according to the situation given. In order to improve the 

accuracy of statistical analysis, each item of questionnaire is followed by scales of confidence investigation through 

which mental attitudes of subjects can be clearly observed when choices are made.  

408 subjects from ZZIA aged from 18 to 21 are asked to respond to some items of refusal, instruction, 

acknowledgement, praise, request, greeting, apology, etc. in the questionnaire. Before the questionnaires are distributed 

to the subjects, it is made clear to them that the purpose is to test their pragmatic competence and get the valuable data 

about current situation of their pragmatic failure. They have to finish the questionnaire individually. The answer sheets 

of questionnaires are collected soon after the subjects finish responding to them in order to keep them from discussing 

and altering their choices. All the subjects have to hand in the questionnaires. All items in the questionnaires should be 

responded to. Otherwise, such questionnaires will be excluded from this research. All questionnaires should be valid. 

The study has roughly gone through three periods: First, the investigation about English pragmatic competence and 

pragmatic failure, which started in September, 2010 and ended in October, 2010. Second, the collection of reference 

materials and statistical analysis about pragmatic failure from the testing results from October, 2010 to November, 2010. 

Third, attempt to illustrate some inspirations on how to avoid pragmatic failure based on the statistical analysis about 

the research findings from November, 2010 to March, 2011. 

III.  RESULTS AND DISCUSSION 

A.  Contrastive Analysis of Pragmatic Competence between Freshmen and Sophomores 

During research, 408 pieces of questionnaire are handed out among freshmen and sophomores with 395 pieces 

handed in which accounted for 96.8%. Through random sampling, 360 pieces of questionnaire from freshmen and 

sophomores are chosen for research analysis. And then, the result data of questionnaire responses are fed into the 

computer. Microsoft Excel 2003 is adopted to make an accurate analysis. Research findings are demonstrated in the 

table as follows: 
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TABLE I 

INVESTIGATION ON PRAGMATIC COMPETENCE OF SUBJECTS 

Items 

Subjects (Freshmen) Subjects (Sophomores) 

Number of 

Subjects 
(Correct 

Answers) 

Number of 

Subjects 
(Wrong 

Answers) 

Pragmatic 

Failure 

Rate 

Average 

Failure 

Rate 

Number of 

Subjects 
(Correct 

Answers) 

Number of 

Subjects 
(Wrong 

Answers) 

Pragmatic 

Failure 

Rate 

Average 

Failure 

Rate 

1 26 154 85.6% 

48.6% 

25 155 86.1% 

49.2% 

2 131 49 27.2% 134 46 25.6% 

3 66 114 63.3% 64 116 64.4% 

4 59 121 67.2% 57 123 68.3% 

5 101 79 43.9% 104 76 42.2% 

6 144 36 20% 141 39 21.7% 

7 104 76 42.2% 100 80 44.4% 

8 122 58 32.2% 126 56 31.1% 

9 130 50 27.8% 125 55 30.6% 

10 33 147 81.7% 37 143 79.4% 

11 142 38 21.1% 139 41 22.7% 

12 91 89 49.4% 92 88 48.9% 

13 155 25 13.9% 145 35 19.4% 

14 64 116 64.4% 69 111 61.7% 

15 119 61 33.9% 117 63 35% 

16 42 138 76.7% 48 132 73.3% 

17 78 102 56.7% 73 107 59.4% 

18 49 131 72.8% 46 134 74.4% 

19 107 73 40.6% 106 74 41.1% 

20 86 94 52.2% 84 96 53.3% 

 

In 20 items of the questionnaire, the average pragmatic failure rate for freshmen is 48.6%, and that of sophomores is 

49.2%, which is 0.6 percent higher than that of freshmen. This clearly shows that those sophomores, who have passed 

CET-4, are assumed to have a better command of linguistic competence, are inferior to freshmen in pragmatic 

competence. Thus, it can be concluded that there is no direct relationship between linguistic competence and pragmatic 

competence, that is to say, a language learner who is proficient in grammatical rules does not necessarily well in 

pragmatic competence. Even for everyday language spoken by people, for example, ―It doesn’t matter‖, ―Never mind‖, 

―That’s all right‖ which are taught at English beginners’ level, some Chinese English learners still can not use them 

appropriately in reality, which is illustrated by item 1 of questionnaire. The pragmatic failure rate for freshmen and 

sophomores are respectively 85.6% and 86.1%.  

Also, out of 360 pieces of questionnaire, 90 pieces are randomly sampled in the process of research, which are used 

to count their average pragmatic correctness rate according to the range of average score of regular quizzes, midterm 

exams, final exams, as follows: 
 

 
Figure 1. The range of score of quizzes & exams and average correctness rate 

 

Fig.1 shows us that students with a better command of linguistic competence don’t have the advantage in pragmatic 

competence. Although research findings above are not absolute, it bears out the conclusion that high levels of 
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grammatical competence do not guarantee concomitant high levels of pragmatic competence again. 

B.  Manifestations of Non-English Majors’ Pragmatic Failure 

In order to explore the manifestations of non-English majors’ pragmatic failure, 140 pieces of questionnaire which 

are randomly sampled are used to carry out items analysis. 
 

TABLE II 
ANALYSIS OF PRAGMATIC FAILURE OF TYPICAL ITEMS 

Communicative Function Items Failure Rate 

First Part 
rejection 13 4% 

phone calls 11 13% 

Second Part 

order 9 21% 

acknowledgement 2,19 33% 

instruction 6,17 36% 

Third Part 

expressing concern 4,15 50% 

praise 8,12,18 52% 

request 5,7,16,20 55% 

regular usage 3 67% 

greeting 14 69% 

responding to apology 1,10 93% 

 

From Table II we can see that the students perform well in items 13, 11 and 9 with failure rate at 4%, 13% and 21% 

respectively. It shows the students, as for refusal, phone calls and order, have got a good command of cross-cultural 

communication, and can be qualified for communicating with English native speakers. Nevertheless, they are poor at 

the proper use of regular usage, greetings and responding to apology with failure rate at 67%, 69% and 93% 

respectively. It brings home to us that the students’ pragmatic competence should be improved through cultural teaching. 

Here is a concrete analysis of manifestations of non-English majors’ pragmatic failure. 

1. Misusing expressions against English idioms 

In item 1, one day, when an American lady accidentally bumped into a Chinese young man, she apologized, ―I’m 

terribly sorry‖. Out of 140 students, 106 for ―It doesn’t matter‖, only 10 at correct answer ―That’s all right‖. As a matter 

of fact, students are familiar with four expressions in item 1, but the difficulty comes in how to correctly use in the real 

situation. Although the choices both ―It doesn’t matter‖ and ―Never mind‖ are used to respond to others’ apology, they 

both suggest making others not mind and comforting others. These choices whose correctness rates are not higher are 

also tested in item 2, 4 and 5 with expressions of acknowledgement, concern, request respectively. Once again, the 

result demonstrates that students’ weakness lies in correct usage of these expressions. 

2. Negative transfer because of ignorance in the cultural difference 

Native language, as for English learners, has an impact on correct usage of English expressions. The involvement of 

native language and the influence of native culture can lead to negative transfer. For example, Chinese students hold the 

idea that they should remain modest when praised, because they are educated on the Chinese cultural background which 

is different from western culture since childhood. Therefore, in item 8, when it comes to the context Miss Ma is praised, 

―Your English is quite fluent‖, 29 % students make the choice at ―Oh, no. Far from that. I still have a long way to go.‖ 

Another example is just as item 19 shows, Xiao Li as a secretary in the International Computer Engineering Corporation 

is praised, ―Thanks a lot. That’s a great help.‖ For this item, 27% students at the answer, ―Oh, it’s nothing‖. Although 

students answer the questions with strictly observing the principles of modesty and politeness, yet this makes listeners 

feel suspicious of their own understanding. 

3. Inappropriate for the Cooperative Principle (CP) 

Famous linguist and language philosopher Grice (1975) proposes the Cooperative Principle (CP) in the article, Logic 

and Conversation. In Grice’s opinion, in all verbal communication, in order to achieve specific aims, there is a tacit 

understanding between the speaker and hearer, a principle that should be obeyed by speaker and hearer. He called this 

principle as the Cooperative Principle of conversion. There are four maxims in Cooperative Principle. 

(1) The maxim of quantity 

a. Make your contribution as informative as is required (for the current purposes of the exchange); 

b. Do not make your contribution more informative than is required. 

(2) The maxim of quality 

Try to make your contribution one that is true, especially: 

a. Do not say what you believe to be false; 

b. Do not say that for which you lack adequate evidence. 

(3) The maxim of relation 

Be relevant 

(4) The maxim of manner 

Be perspicuous, and specifically: 

a. Avoid obscurity of expression; 

b. Avoid ambiguity; 
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c. Be brief (avoid unnecessary prolixity); 

d. Be orderly. 

If everyone obeys the four maxims strictly, the communication would be the most reasonable and efficient. But in 

real communication, in order to be polite or something else, the participants often flout the cooperative principle and its 

maxims. 

For example, in item 12, Soon after Mr. Smith’s lecture, Li Hua goes on the platform and wants to express the praise 

for Mr. Smith. 41% students at the choice, ―Dr. Smith, you’ve made a wonderful lecture‖. Apparently, it is inappropriate, 

because in westerners’ eyes, academic report should be authentic, which can not be described by the word ―wonderful‖. 

Also, in item 13, ―if someone offers you some food that you really don’t like, you might say‖, obviously, the choice C is 

not proper for real situation of speaker. As a result, this is against the maxim of quality.  

Another example is in item 7, ―Xiao Li wanted to ask his advisor, Mr. Smith, to revise his application so he went to 

his office, entering the room and said‖, 39 students choose their answer at D: ―I am sorry to interrupt you. You see I’ve 

never written a letter in English before, so I’ve probably made lots of problems‖, which embodies some information 

beyond requirement, thus it offends against the maxim of quantity.  

4. Inappropriate for the Politeness Principle (PP) 

The linguist Leech (1983) agrees with the Cooperative Principle (CP) and in his Principles of Pragmatic says that 

there exists a set of maxims that guide and constrain the conversation of rational people. But he claims that the CP 

should be modified because it can not explain very well why people do not often observe the CP. Therefore, he proposes 

Politeness Principle which makes up for the lack of Cooperative Principle and increases the expression of politeness. He 

patterns on Grice’s CP and divides the PP into six maxims, each of which has two sub-maxims as follows:  

(1) Tact maxim (in impositives and commissives) 

a. Minimize cost to other 

b. Maximize benefit to other 

(2) Generosity maxim (in impositives and commissives) 

a. Minimize benefit to self 

b. Maximize cost to self 

(3) Approbation maxim (in expressives and assertives) 

a. Minimize dispraise of other 

b. Maximize praise of other 

(4) Modesty maxim (in expressives and assertives) 

a. Minimize praise of self 

b. Maximize dispraise of self 

(5) Agreement maxim (in assertives) 

a. Minimize disagreement between self and other 

b. Maximize agreement between self and other 

(6) Sympathy maxim (in assertives) 

a. Minimize antipathy between self and other 

b. Maximize sympathy between self and other 

Leech notes that not all the maxims are equally important. Tact maxim appears to be a more powerful constraint on 

conversational behavior than generosity maxim, while approbation maxim is more important than modesty maxim. And 

he suggests that ―politeness is focused more strongly on other than on self‖ (Leech, 2003, p.536). 

For example, in item 14, ―Wei Dong meets his English teacher, Dr Johns, outside the classroom. Wei says‖, 46 

students agrees with the choice ―Hi, Dr Johns.‖ But, we know that the words ―Hi‖ and ―Hello‖ are qualified for friends, 

rather than the elders, thus, this is against Politeness Principle. 

However, over-politeness also is not too tactful, as in item 20, sixty-five students’ the choice at B ―Excuse me, would 

you mind taking me to the airport?‖ and C ―Would you please take me to the airport?‖ which accounts for 47%. In fact, 

it is OK for you to say ―Airport, please!‖ to taxi driver. 

IV.  CORRESPONDING SUGGESTIONS FOR AVOIDING PRAGMATIC FAILURE 

According to survey findings and analysis of pragmatic failure, it can be apparently seen that the phenomenon of 

non-English majors’ pragmatic failure is very common. To some extent, much pragmatic failure is more serious than 

grammar mistakes. Wolfson (1989) points out, in communication with foreigners, they are more lenient towards those 

mistakes on pronunciation and grammar, while for violation of communicative principles, they will consider it impolite. 

Language learners must not only acquire the correct forms and sounds of the target language, but also the knowledge of 

how language is pragmatically used in the target culture (Leech, 1983). Therefore, pragmatic competence seems more 

important than linguistic competence. The reasons of non-English-major college students’ pragmatic failure lie in many 

facets, such as inappropriate teaching concept, ignorance of pragmatic knowledge, lack of interactive English learning 

environment, etc. Thus there are some advice for improving English learning and teaching and avoiding pragmatic 

failure in the following: 
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A.  Raising English Teachers’ and Learners’ Intercultural Awareness 

Cross-cultural awareness is the term used to describe sensitivity to the impact of culturally-induced behavior on 

language use and communication. In order to successfully interact with English native speakers, we have to understand 

our own and target cultural values, norms, customs and social systems. Teachers should not only teach language 

knowledge but also the culture connotation and try to integrate the target culture into English teaching, and remind the 

students of understanding the pattern of thought, social convention, value orientation, life style, history tradition, etc. 

between China and western countries. Try to provide opportunities for students to know about the English-speaking 

countries’ culture as much as possible, training the comprehensive competence of cross-culture communication. It is 

practical to make good use of textbooks together with authentic materials such as English film scripts, plays, 

newspapers, articles and Internet, etc. to provide relevant cultural information so as to widen the students’ cultural 

knowledge. In addition, it is possible to develop their ability to identify areas of possible misunderstanding so as to 

avoid such miscommunication. 

B.  Instructing Pragmatic Knowledge as Much as Possible 

Many researches have explored the impact of instruction on pragmatic development in several facets, such as 

implication (Kubota, 1995), pragmatic fluency (House, 1996). Hymes (1972) points out that grammar rules will be 

useless if one does not know the applied principles of language. It is well accepted that the ultimate purpose of language 

learning is for successful communication, which demands both linguistic and pragmatic competence. Kasper (2001) 

proposes that learners' awareness of appropriate pragmatic behavior can be raised through explicit teaching and 

meta-pragmatic treatment of pragmatic features by way of description, explanation, and discussion. As a result, English 

teachers should provide students with explicit teaching on pragmatic knowledge, exposing learners to the pragmatic 

aspects of language. Also, teachers should create much more opportunities for students to increase their use of 

pragmatic knowledge. Eslami-Rasekh (2005) suggests that awareness-raising activities, such as what is considered an 

offence in their culture compared to the target culture and what are different degrees of offence for different situations 

in the two languages (L1 and L2), are helpful to expose students to the pragmatic aspects of language and provide them 

with the analytical tools they need to arrive at their own generalizations concerning contextually appropriate language 

use. Since pragmatic knowledge is as important as linguistic knowledge, teachers should integrate pragmatic knowledge 

teaching into English teaching.  

C.  Creating an Interactive Language Learning Environment 

Definitely, a favorable language learning environment is essential for students to pick up English well. It involves in 

many aspects. Undoubtedly, in class, it is necessary for English teachers to create a relaxing, interactive environment 

and offer some opportunities for learners to use the target language rather than one-way learning from the teachers. The 

teachers should create some situations close to reality, such as how to interview for a job, how to teach as a teacher, how 

to do business as a boss, etc. Role-play, simulation and drama engage students in different social roles and provide 

opportunities to practice the wide range of pragmatic and sociolinguistic abilities (Olshtain & Cohen, 1991). Fostering 

pragmatic competence relies largely on the practice of pragmatic knowledge in interactive communication. Therefore, 

we should adopt various kinds of modern teaching media and methods in order to make the students have an immersed 

sense and learn English naturally. For instance, students should be encouraged to communicate with English native 

speakers on and off campus, or through the Internet as much as possible, for constant exposure to use of the language. 

Also, we may introduce some English original movies as much as possible to students and let them contact a large 

number of real English materials through surfing on the English websites, which help widen students’ horizon and 

intensify the understanding of culture difference between China and English-speaking countries. On the whole, a good 

language learning environment has greater influence on English learning of the students. Every teacher and every 

student should realize the crucial role that an interactive language learning environment plays in arousing the students' 

passion of learning English well. 

V.  CONCLUSION 

This paper carries out questionnaire survey on Chinese non-English-major college students, aiming at analyzing the 

phenomena of pragmatic failure committed by non-English majors in the real communication with native English 

speakers. After analyzing and generalizing some common manifestations of non-English majors’ pragmatic failure, 

some suggestions for avoiding pragmatic failure and improving English teaching and learning are come up with above. 

As the core of communicative competence, pragmatic competence is the prerequisite to successful intercultural 

communication. Since communication is a dynamic process which consists of coding and decoding, it is not possible to 

convey all pragmatic rules to students, but it is necessary to strengthen students’ awareness of those rules by exposing 

them to authentic English materials and practice in context.  

From the survey findings and analysis above, it can be seen that the phenomenon of non-English majors’ pragmatic 

failure is very common. ―High levels of grammatical competence do not guarantee concomitant high levels of 

pragmatic competence‖ (Bardovi-Harlig, 1999, p.686). We gain the inspiration that only by integrating the pragmatic 

knowledge and culture teaching into the training of pragmatic competence and linguistic competence and then 
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innovating teaching concept, teaching method, teaching content, etc. can we intensify the students’ pragmatic 

consciousness, reduce their pragmatic failure and strengthen their pragmatic competence.  
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Abstract—This research paper aims to measure the awareness level of reading strategies of the English as 

Second Language (ESL) Learners in Universiti Teknologi MARA, Penang. This study has included the 

measurement of their perceived use of reading strategies while reading academic materials since reading of 

specialized academic material in the second language is beginning to receive attention. This type of academic 

reading is also important to test the learners’ reading comprehension skills and their knowledge of the text. An 

instrument of the Survey of Reading Strategies (SORS) was used for this study where it consists of three broad 

categories of reading strategies namely, Global Reading strategies, Problem Solving Strategies and Support 

Strategies. Analysis of the collected data revealed that the learners perceived the three strategies with a 

different frequency level depending on the purpose of reading academic materials. The data also provided 

evidence that they were able to practice them. The findings of the reading strategies awareness of ESL learners 

are discussed. 

 

Index Terms—reading strategies, global reading strategies, problem solving strategies, support strategies 

 

I.  INTRODUCTION 

Reading strategies are important as they can actually assist the ESL learners’ reading process and gives them a clear 

sense of direction on what they are actually digesting while reading. English as Second Language (ESL) learners in 

general have employed different reading strategies that suit them well especially when they have different reading 

materials. However, most of them have no knowledge of what these reading strategies are as they might not have been 

exposed to the various reading strategies. As such, it is not known to them that should these reading strategies be 

employed, it can enhance their understanding and memorizing of the materials being read. This results in having both 

effective skills that may help the ESL learners to succeed in examination. There are different kinds of reading strategies 
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that are employed by ESL learners namely, Global Reading Strategies (GLOB), Problem Solving Strategies (PROB) 

and Support Strategies (SUP). Basically, these reading strategies can be employed simultaneously on one reading 

material such as, the academic materials but some ESL learners are not aware of which reading strategies they have 

employed. 

Strategies as defined by Winograd & Hare, 1998 (as cited in Anderson, 1999) are “deliberate actions that learners 

select and control to achieve desired goal or objectives.” Finding out which reading strategy is employed and effective 

in improving or helping a learner in understanding or memorizing any reading materials such as the academic materials, 

can be a great help in determining which strategies should be included in the syllabus when teaching the reading 

comprehension skill. 

In the context of second language learning, learners use the strategies to make learning more effective and improve 

comprehension. According to Singhal (2001), reading strategies “indicate how readers conceive a task”, help them to 

understand and guide them to comprehend. It is important for second language readers to be aware of their 

comprehension processes during reading. In order to do that, strategies are selected to assist in getting at the meaning of 

what they read.  Indirectly, metacognitive awareness, which is the “readers’ awareness of strategies during the reading 

process” is the skill that second language readers used while reading to make them better readers. (Singhal, 2001). 

Therefore, students who are deficient in metacognitive awareness, tend to use extra time to understand words than to 

construct meaning from the text. As a result, they “often have difficulties coping with academic materials and “tend not 

to possess the necessary reading strategies and skills for efficient comprehension.” (Mokhtari & Sheorey, 2002). 

Consequently, to increase students’ awareness of such strategies, it is not easy and not the learners’ responsibilities 

solely. Teachers play a vital role in helping to use the “given strategy” and also “taught how to determine if they are 

successful in their use of that strategy” (Anderson, 1999). Grabe (1991) cautions, “effective strategy training is not a 

simple or easy matter” since it needs “duration of training, clarity of training procedures, students responsibility and 

strategy transfer.” As highlighted by Mokhtari & Sheory (2002), for students “to be strategic and constructively 

responsive readers” it is strongly recommended to introduce skilful academic reading to accomplish in academic. As for 

teachers to implement reading strategies is not an easy task. It takes time to be taught and requires guided practice on 

the teachers’ part on “how to teach; why, when and in what problems or circumstances to use a strategy” and it also 

“involves frequent modelling and re-teaching specific strategies when necessary” (Ciborowski, 1991). 

Although excessive research and reliable instrument in assessing reading awareness of native English speakers have 

been done, it is Mokhtari & Reichard’s, 2002 stand that there is yet a specific design to measure metacognitive 

awareness of adolescent and ESL learners that has prompted us to use and adopt the instrument such as SORS in this 

study. The significance of using SORS is to measure awareness of ESL learners’ reading strategy as well as to provide 

suggestions to improve their reading skills. This instrument can help to identify the learners’ strategies in 

comprehending and acquiring the academic text. SORS are categorized in three different strategies such as Global 

Learning Strategies, Problem Solving Strategies and Support Strategies, which help the readers to control, evaluate and 

manipulate the reading materials during the process of reading. 

It is vital for ESL learners to be aware of their reading strategies in order to aid their comprehension in the tasks 

assigned. By having the metacognitive strategies and being aware of the strategies used, it may help students to be 

responsive as well as to be able to construct meaning from the text. The information provided in the research could 

perhaps increase the awareness of reading strategies of the readers while reading and to improve their understanding of 

the process and help them to be “thoughtful, constructively responsive and strategic readers” (Mokhtari & Sheorey, 

2002). Second language readers should know how to comprehend the reading strategies to help them in absorbing the 

academic materials better. 

Therefore, in short, the objectives of this study are three-folds, namely to identify differences in the reading strategies 

employed by learners, to identify learners awareness in employing reading strategies, and lastly is to highlight the 

effectiveness of some reading strategies that help the learners to understand the text better. 

Apart from that, a median and mode analysis were also conducted on the overall means of each sub-scale category so 

as to shed some light on the answers to our research questions of: 

1) What is the most prominent type of reading strategy as perceived to be employed by these students when reading 

academic materials? 

2) What are the frequencies for the three categories of reading strategies as perceived to be employed by these 

students when reading academic materials? 

II.  METHOD 

The Survey of Reading Strategies (SORS) questionnaire that were constructed and validated by Mokhtari & Sheorey 

(2002) was used. 

A.  Sampling Design 

Using a simple random sample, the subjects of this study were sixty (60) third semester students who came from the 

Engineering Faculty of UiTM Penang. This sample population refers to about 20% of the total number of third semester 

students who were pursuing Mainstream English II (BEL 250) Preparation for MUET (BEL260) of this institution 
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whereby about sixty percent of the subjects were male and forty percent were female aged between nineteen to twenty-

one years old. 

B.  Questionnaire 

A selected-response format of thirty items was measured using the Likert –Scale that provided us with an ordinal 

scale measurement. The instrument was adopted, constructed and validated by Mokhtari & Sheorey, 2002. The 

responses were then rated based on a five-point Likert-scale which ranged from numbers one to five; 

1 means “never” or “almost never” 

2 means “only occasionally” 

3 means “sometimes” 

4 means “usually” 

5 means “always” or “almost always” 

These 30 items were categorised into three categories of reading strategies comprising of Global Reading Strategies 

(13 items), Support Strategies (9 items) and Problem Solving Strategies (8 items) by Mokhtari & Shoerey (2002), 

adapting this formula from the work of Oxford & Stock (1995). All the items in this questionnaire were mainly used to 

indicate the extent of awareness to which the respondents perceived themselves to be using the described strategy when 

reading academic materials. 

Frequency and percentage were carried out on all the responses made by the sixty samples in this study. The 

descriptive statistics of frequency and the percentage were used to determine the level of awareness of the reading 

strategies preferences among the students in UiTM Penang. 

In addition to that, mean and mode scores were used to determine the sub-scales and frequency of reading strategy 

awareness as perceived by the respondents. 

C.  Data Analysis 

The data collected from the 60 respondents were computed and analyzed using the SPSS 11. Individual scores from 

the questionnaire that were grouped together according to their sub-scale category namely the Global Reading 

Strategies (GLOB), Problem Solving Strategies (PROB) and Support Strategies (SUPP) were recorded and added up to 

obtain the total score for the entire instruments. The statistical procedures used in this study were the descriptive 

statistics – mean and mode scores and also frequency and percentage. The overall means for each sub-scale are 

categorized as below: 

High  –  (mean of 3.5 or higher) 

Moderate   –  (mean of 2.5 to 3.4) 

Low  –  (mean of 2.4 or lower) 

III.  RESULTS 

A.  The Awareness of Reading Strategies Employed 

 

TABLE 1: 
MEAN FOR GLOBAL READING STRATEGIES ( GLOB ) 

Mean n % 

H 14 23.3 

M 42 70.0 

L 4 6.7 

 

The data above shows the moderate usage of designation of reading strategies being the most prominent with 70% of 

the respondents showing their awareness in various techniques such as highlighted in Table 1. About forty-two students 

fall under the moderate usage designation of reading strategies as compared to only a mere 6.7 percent of the total 

respondents showing the lack of awareness of such techniques. This shows that a majority of the respondents are able to 

monitor and manage their reading such as being aware that they do actually preview the text, have a purpose in mind 

about the text and use typographical aids, tables and figures. The high mean score, as suggested by the SORS; made up 

of 3.5 and higher sees only a total of fourteen respondents being in this category. 
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TABLE 2: 

ANALYSIS OF PERCENTAGE OF GLOBAL READING STRATEGIES ( GLOB ) 

Item No. Description of Items   1 2 3 4 5 

1 I have a purpose in mind when I read n 0 4 34 16 6 

    % 0.0 6.7 56.7 26.7 10.0 

3 I think about what I know to help me understand what I read n 0 7 20 27 6 

    % 0.0 11.7 33.3 45.0 10.0 

4 I take an overall view of the text to see what it is about before I read it n 4 9 23 19 5 

    % 6.7 15 38.3 31.7 8.3 

6 I think about whether the content of the text fits my reading purpose n 2 15 21 18 4 

    % 3.3 25.0 35.0 30.0 6.7 

8 

I review the text first by noting its characteristics like length and 

organisation n 4 13 25 15 3 

    % 6.7 21.7 41.7 25.0 5.0 

12 When reading, I decide what to read closely and what to ignore n 3 12 28 11 6 

    % 5.0 20.0 46.7 18.3 10.0 

15 I use tables, figures and pictures in text to increase my understanding n 8 18 18 10 6 

    % 13.3 30.0 30.0 16.7 10.0 

17 I use context clues to help me better understand what I am reading n 2 9 20 26 3 

    % 3.3 15.0 33.3 43.3 5.0 

20 

I use typographical features like bold face and italics to identify key 

information n 10 16 14 13 7 

    % 16.7 26.7 23.3 21.7 11.7 

21 I critically analyze and evaluate the information presented in the text n 4 15 30 9 2 

    % 6.7 25.0 50.0 15.0 3.3 

23 I check my understanding when I come across new information n 0 8 28 18 6 

    % 0.0 13.3 46.7 30.0 10.0 

24 I try to guess what the content of the text is about when I read n 1 4 18 25 12 

    % 1.7 6.7 30.0 41.7 20.0 

27 I check to see if my guesses about the text are right or wrong n 6 8 20 21 5 

    % 10.0 13.3 33.3 35.0 8.3 

 

As for Item 21 in Table 2, fifty percent of respondents indicated that they sometimes critically analyse and evaluate 

their reading texts in answering comprehension questions. In gauging their frequency of awareness on item 17 - I use 

context clues to help me better understand what I am reading, the majority of respondents which amounted to forty-

eight percent of respondents stated a higher degree of awareness in using contextual clues while reading. This shows 

that the technique of using contextual clues is a skill the respondents need especially in making intelligent guesses about 

a certain lexis or vocabulary based on the context of the reading passage. 
 

TABLE 3: 
MEAN FOR PROBLEM-SOLVING READING STRATEGIES (PROB) 

Mean N % 

H 39 65 

M 20 33 

L 1 1.7 

 

As can be seen from Table 3, the Problem Solving Strategies (PROB) which skill readers are to have localised, the 

focus technique especially when understanding of textual information is hindered, the respondents of this sub-skill 

strategies account to 65% (39 respondents). This suggests that these respondents do indicate a higher level of  

awareness in applying some of the Problem Solving Strategies; for instance adjusting one’s speed of reading when the 

text become difficult or easy, guessing the meaning of unknown word and rereading the text to improve comprehension. 

Contrastively, the Problem Solving mean score for the lower usage designation only recorded the one and only 

respondent as showing the least awareness of such strategies to be applied in his academic reading. Since the focus is on 

the reading of academic materials, usually the readers are given specific time to comprehend the texts. 
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TABLE 4: 

ANALYSIS OF PERCENTAGE OF PROBLEM-SOLVING READING STRATEGIES (PROB) 

Item No. Description of Items   1 2 3 4 5 

7 I read slowly and carefully to make sure I understand what I am reading n 0 4 10 24 22 

    % 0.0 6.7 16.7 40.0 36.7 

9 I try to get back on track when I lose concentration n 0 8 10 29 13 

    % 0.0 13.3 16.7 48.3 21.7 

11 I adjust my reading speed according to what I am reading n 1 13 22 18 6 

    % 1.7 21.7 36.7 30 10 

14 When text becomes difficult, I pay close attention to what I am reading n 1 8 11 27 13 

    % 1.7 13.3 18.3 45.0 21.7 

16 I stop from time to time and think about what I am reading n 7 15 23 13 2 

    % 11.7 25.0 38.3 21.7 3.3 

19 I try to picture or visualize information to help remember what I read n 4 9 17 21 9 

    % 6.7 15.0 28.3 35.0 15.0 

25 When text becomes difficult, I reread it to increase my understanding n 2 3 8 25 22 

    % 3.3 5.0 13.3 41.7 36.7 

28 When I read, I guess the meaning of unknown words or phrases n 1 5 16 28 10 

    % 1.7 8.3 26.7 46.7 16.7 

 

In Table 4, for item 7, a majority of forty two respondents acknowledged the awareness of staying focussed and not 

being easily side-tracked. In fact, more than 40 respondents acknowledged that they have usually, always or almost 

always used the strategies as given in items 9, 14 and 25. 
 

TABLE 5: 

MEAN FOR SUPPORT READING STRATEGIES (SUPP) 

Mean N % 

H 19 31.7 

M 31 51.6 

L 10 16.7 

 

Table 5 as shown above preview another moderate usage of designation of reading strategies being the most 

prominent but this time, with 51.6 percent of the respondents showing their awareness in techniques used such as 

highlighted in Table 6 below. About thirty-one students fall under this moderate usage designation of reading strategies 

as compared to other group of means, of the same strategy. The percentage of 31.7 shows the high mean score whereas, 

16.7 percent indicates the low mean score, which can be observed as showing the lack of awareness of techniques in the 

items such as shown in Table 5. This shows that a majority of the respondents are aware of the strategy that could assist 

them to understand the text so that they would be able to interpret it as what has been requested by the questions. 
 

TABLE 6: 

ANALYSIS OF PERCENTAGE OF SUPPORT READING STRATEGIES(SUPP) 

Item No. Description of Items   1 2 3 4 5 

2 I take notes while reading to help me understand what I read n 3 26 18 11 2 

    % 5.0 43.3 30.0 18.3 3.3 

5 When text becomes difficult, I read aloud to help me understand what I read n 12 10 15 17 6 

    % 20.0 16.7 25.0 28.3 10.0 

10 I underline or circle information in the text to help me remember it n 6 10 16 15 13 

    % 10 16.7 26.7 25 21.7 

13 I use reference materials (e.g., a dictionary) to help me understand when I read n 3 9 13 17 18 

    % 5.0 15.0 21.7 28.3 30.0 

18 I paraphrase (restate ideas in my own words) of better understand what I read n 5 10 27 11 7 

    % 8.3 16.7 45.0 18.3 11.7 

22 I go back and forth in the text to find relationships among ideas in it n 6 12 25 16 1 

    % 10.0 20.0 41.7 26.7 1.7 

26 I ask myself questions I like to have answered in the text n 4 14 21 18 3 

    % 6.7 23.3 35.0 30.0 5.0 

29 When reading I translate from English into my native language n 5 9 13 12 21 

    % 8.3 15.0 21.7 20.0 35.0 

30 When reading I think about information in both English and my mother tongue n 3 5 24 22 6 

    % 5.0 8.3 40.0 36.7 10.0 
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In Table 6, as seen in item 13 - I use reference materials (e.g., a dictionary) to help me understand what I read, 

shows that the respondents are very concerned about the needs to understand the text given. Item 29 nonetheless 

recorded a number of 42 respondents who stated that they frequently translate from English Language into their native 

language as compared to other items which shows a range of 13 to 35 respondents attesting to their frequency in 

resorting to the strategies provided under the Support reading strategies. 

B.  The Effectiveness of Reading Strategies Employed 

The technique of using contextual clues in Global Reading Strategies is a skill the respondents need especially in 

making intelligent guesses about a certain lexis or vocabulary based on the context of the reading passage. Since the 

aim of this study is merely to measure their levels of awareness, to conclude the analysis and observations made on the 

validity and reliability of such techniques of gauging their level of awareness and perceived use of reading strategies, 

we applied a t-test and below is the summary: 
 

TABLE 7: 

T-TEST SCORE 

  Mean Std Deviation p-value 

GLOB 3.18 0.48 0.000 

PROB 3.59 0.50 0.000 

SUPP 3.17 0.62 0.000 

 

From Table 7, with reference to the Global strategies, the average of this data recorded a mean of 3.18 which 

therefore can be inferred that the respondents themselves are consistent in using the much-discussed items provided in 

the SORS, in their daily readings of academic texts. It could also be said that these respondents do possess the necessary 

reading strategies and skills for efficient comprehension. 

As for Problem – solving strategies, the average mean is 3.59 and it can be concluded that there is a tendency for the 

students to be involved in the actions and procedures in working directly with the text they read. Being active readers 

and thinkers as advocated by this study is highlighted in their level of awareness of such skills that necessitate better 

comprehension of the academic texts. 

The mean for the Support Strategies meanwhile is 3.17 which indicates that the respondents have identified 

themselves well with the reading strategies in this sub-scale category. 

Thus, it can be summarized that since the level of significance is lower than 0.05, therefore the difference between 

means of the samples is significant. 

IV.  CONCLUSION 

This study concludes that learners are aware of some reading strategies which they use when reading academic 

materials. Their level of awareness may differ since they do not know that they perceive certain strategy unless 

someone tells them about it. Their preference to certain strategy is due to their ability to read and understand the 

materials and to know the purpose of doing so. Data indicate that a lower level of awareness and strategy use would be 

related to the low ability readers. Contrastively would be the high-ability readers who can easily identify themselves 

with a variety reading strategies. Instances of higher level usage strategies are re-reading, main ideas detection, 

meaning-analysis through context. The students used mainly problem-solving strategies that involve using their 

concentration while reading and monitoring one’s comprehension. This shows that learners are more concerned about 

the text comprehension because this may somehow, helps them answering the reading comprehension questions better. 

With these findings, the awareness of reading strategies (SORS) should be instilled or rather inculcated in students as 

the advantages of realising and putting them into actual use when reading academic materials far outweigh the 

disadvantages and the lack of awareness on these selected strategies. This would also enable them to acknowledge the 

needs and importance of reading comprehension skills. The realization on the relevance of this skill for the learners is 

basically for their daily academic tasks and for the performance and achievement in it. This may result in becoming 

active readers and thinkers. 

This is especially significant and relevant in the case of these respondents since the course they are taking, outlines a 

45% of the total assessment. 
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Abstract—Not many students relish writing; instead, they fear it and avoid it.  A lack of motivation is the 

prime reason behind their predicament. Teachers can positively encourage and motivate their students to 

write by employing the most appropriate teaching techniques and materials in the classroom. This study aims 

to propose a lesson model for enhancing motivation in EFL writing classes. The suggested lesson plan was 

experimentally employed wherein the students were observed and interviewed during and after the class. For 

data collection of the study, we also utilized a combination of classroom observations and product analysis. 

The collected data when analyzed and interpreted in the findings of the study indicated that the suggested 

lesson model was effective in motivating the learners well and encouraging them for writing. 

 

Index Terms—increasing motivation, writing in a foreign language, content-based approach, a lesson model 

 

I.  INTRODUCTION 

Motivation, writing and content-based instruction 

Research on the psychological aspects of writing commenced a few decades ago, giving away to the motivational 

reasoning of writing. Encouraging students’ positive beliefs about writing, fostering authentic goals as well as contexts 

for writing and creating a positive classroom environment are some elements that affect students’ motivation to write 

(Bruning and Horn, 2000). According to Jones (1988) “an important challenge for the ESL/EFL writing teacher is to 

interest and challenge students enough with the course curriculum for them to want to learn to write well” (p. 340). 

Assigning students appropriate writing topics increases learner motivation and leads to an exciting writing classroom 

experience (Irmscher, 1979). 

One way of increasing students’ motivation in writing classes is to employ a content-based instruction methodology. 

It has been previously used in a variety of language learning contexts for the last few decades. Content-based instruction 

implies an integration of language learning and content learning while the language is learned within the context of a 

specific academic subject. In a content-based approach, language class activities are specific to the subject matter being 

taught and they stimulate students to learn through the use of the target language (Brinton, Snow&Wesche, 1989). 

According to Stryker and Leaver (1997), content-based approaches enhance students’ motivation and accelerate their 

acquisition of language proficiency. The four major principles underlying content-based instruction are: automaticity, 

meaningful learning, intrinsic motivation and communicative competence (Brown, 2001). Brown (2001) also suggests 

“content-based classrooms may yield an increase in intrinsic motivation and empowerment, since the students are 

focused on subject matter that is important to their lives” (p. 49- 50). By generating content instruction and materials, 

content-based instruction keeps students interested and motivated. Content-based classroom is learner centered 

(Littlewood, 1981) where students actively engage in the learning process. Content-based instruction introduces 

students to the discourses of their future professions and motivates them to work with authentic language resources 

(Swales & Feak, 1995 in Grabe& Stoller, 1997).The teaching of writing to non-native speakers of English has matured 

since 1966. Raimes (1996) discussed this development under four approaches: A form-dominated approach, a process 

approach, a content-based approach and an English for specific purposes approach. In content-based writing instruction, 

writing is connected to an academic subject matter and it is considered as a means of teaching the content 

(Beach&Bridwell, 1984; Emig, 1977; Fulwiler, 1982). Shih (1986) suggests “It is argued that such instruction develops 

thinking, researching, and writing skills needed for academic writing tasks and does more realistically than does 

traditional instruction…” ( p. 1). 

II.  METHOD 

This qualitative study aims to propose a lesson model to increase learner motivation in EFL writing classes using the 

content-based approach. The lesson is prepared to teach writing to a group of intermediate level Turkish students 

learning English as a foreign language at the Department of Tourism at a university in Turkey. The lesson aims to teach 

a piece of content in an enjoyable writing class and help students profit most from the applied approach during the 

lesson. It is thought to serve a good model for teachers who want to increase learner motivation in writing classes. 

Twenty-three Turkish students, 13 boys and 10 girls took part in the study. All participants, chosen randomly, were 
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freshman students enrolled in the department of tourism. Before the conduction of the study, consent from both the 

teacher and their students and school principals was obtained. The suggested lesson model was conducted in the writing 

class by the researcher in a regular classroom environment, and included an interview as a data collection instrument on 

the participants. Classroom observation was the second source of data collection procedures. The collected data were 

analyzed and necessary recommendations were made in the results of the study. 

The suggested lesson model was designed to teach writing to the learners of English as a foreign language with 

content-based instruction. The lesson model was designed taking several points and features of content-based 

instruction into account. A “six-T’s Approach” to unit design by Stoller and Grabe (1997) constituted a basis for the 

suggested model. The theme selected is of interest to the students enrolled in the department of tourism (a summer 

holiday resort- the Maldives) while the activities developed meet the needs of the students (replying to e-mail messages, 

the role of a tourist guide and writing a tour program to the Maldives). It includes the pre, while and post writing stages, 

and utilized authentic resources in the target language (e.g., an informative power-point slide show). The tasks are 

communicative in nature (e.g., replying to an e-mail, a role-play) and activities are based on cooperative learning (e.g., 

learning in pairs, in groups). Students develop the four language skills (power-point slide for listening and reading; 

replying to an e-mail develops writing; role-play develops listening and speaking skills). Three experts in the field were 

consulted  for the validity, the reliability and the practicality of the suggested model. Their opinions about the suggested 

model in terms of form and content were obtained. All of the experts agreed that the model was appropriate both in 

form and in content. 

III.  SUGGESTED LESSON MODEL 

The suggested model was presented under two sub-headings: lesson plan and classroom applications. The level of the 

students, the subject and the duration of the course, the course objectives were given and the three stages of the writing 

lesson (pre-writing, while writing and post-writing) were described in detail in the lesson plan. In the classroom 

applications part,   the teaching steps were described in detail. 

A.  Lesson Plan 

Replying to e-mail messages 

Students: Freshman students (enrolled in the Department of Tourism) learning English as a foreign language 

Course: English 

Level:  Intermediate  

Subject: A glimpse of the Maldives 

Duration: 45+45 minutes 

Approach: Content-based Instruction 

Materials: Teacher-created slides: a visual resource for clarifying content and developing writing skills 

Lesson Objectives:  
-learning about the Maldives 

-picking up necessary language from the slides 

-responding to a customer e-mail giving detailed information about the Maldives 

Pre-writing stage: 

Classroom Discussion: The students talk about their favourite holiday resorts. 

Introducing relevant vocabulary and idioms before writing  

Note Taking: Students take notes during the slide show (22 teacher produced slides). 

While writing stage: 

The students are asked to write an e-mail replying to a customer who is asking for advice about a nice summer 

holiday resort for his summer vacation. They will write a detailed e-mail about the Maldives by introducing the resort to 

the customer. They will write in groups of 3 students (Group work). For the task, the students use their notes taken from 

the slide show. 

Post- writing stage: 

The students were placed in pairs and assigned to play the roles of a tourist and a tourist guide. 

Student A: A tourist in the Maldives wants to learn about it as much as possible, asks whatever he wants to learn 

from the tourist guide. 

Student B: A tourist guide, answers the guest’s questions as much as he can. 

Peer editing and giving feedback 

Rewarding the best writer 

Homework: 

The students write a package tour program to the Maldives individually. 

Instruction: You are a tour operator and required to write a package tour programme to the Maldives in detail (250-

300 words). Write about tour dates, the cost of the tour, transportation and accomodation, the planned daily activities on 

the island, and etc. 

B.  Classroom Applications 
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The researcher herself conducted the lesson. First, she held a warm up session, motivating the students and focussing 

their attention to the topic. Later, she conducted the pre-writing stage consisting of a class discussion activity, during 

which the students discussed their favourite holiday resorts. After the class discussion, the informative slides about the 

Maldives were presented and the students took notes from the slides in order to use them in their writing. Finally, they 

were asked to do the writing task (writing a reply to an e-mail). The students were given ample time to write the task. 

They did the task in groups of three students. Having completed the task, they read it aloud and received feedback from 

the researcher and from the whole class. After the task was over, a role-play activity was conducted by pairs of students 

as a post-writing activity playing the role of a tourist and a tourist guide. With the post-writing activity, writing was 

integrated with speaking and the subject matter was reinforced. The students were assigned homework at the end of the 

class. 

IV.  RESULTS AND DISCUSSION 

According to Gardner (1985), three components are necessary for motivation language learning: effort to achieve a 

goal, desire to learn the language and satisfaction with the task of learning the language. Characteristics such as effort, 

persistence, and attention are the descriptors of the motivational behaviour and such characteristics of an individual can 

be perceived by an outside observer (Tremblay& Gardner, 1995). 

The researcher, as an observer, assessed the students’ motivational behaviour in the classroom. The students were 

found to be persistent; they attended to the task for a long period of time, signalling high learner motivation (Maehr & 

Braskamp, 1986). In addition, they directed attentional effort to the writing task. As there is a close link between 

motivation and attention (Crookes & Schmidt, 1991), the students were considered highly motivated during the lesson. 

They spent considerable energy on taking notes, participating in pairs and group works, and writing dialogues, giving 

additional signs of motivation. 

The students seemed to enjoy the lesson and participated successfully by taking notes, writing the task and 

interacting with one another. They did not show any signs of boredom during the lesson. On the contrary, they were 

very much interested in the topic and undertook the task successfully. They seemed to enjoy the group-work and pair-

work activities. They also showed positive attitudes in working with class-mates. 

Their written products also confirmed that they were motivated and performed well during the lesson. When the 

written products were evaluated, they were found to be complete in form and meaning. Composed of syntactically and 

semantically appropriate sentences, the written products included the necessary vocabulary items to describe the 

intended facts and opinions. Furthermore, the written products were found to be cohesive, coherent and relevant with all 

ideas supporting one central theme using suitable linking devices. The written texts were also successful in terms of 

function; the e-mails written to a customer to persuade him to buy a package tour to Maldives were extremely effective 

and persuasive as the students wrote about all the attractions in the islands. 

The students were interviewed following the lesson and their opinions about the lesson were recorded and 

subsequently investigated. The question “What do you think about the writing lesson you were taught?” was directed to 

all of them and the replies were as follows: (mechanical errors corrected and identical responses written once only) 

-I noticed I like writing for the first time. 

-I liked the lesson, it was enjoyable. 

-It was not boring as regular writing classes, I enjoyed it. 

-I liked the slides, they really helped me with my writing. I used the ideas and the vocabulary presented in the slides. 

-I find it very beneficial, it is related to my field. I like learning English related to my field. 

-It was fun, I wanted to write. 

-I usually waste a lot of time before I start to write as I usually do not know what to write and how to start. But this 

lesson was different; it taught ideas and the words before writing. 

-I liked the topic “The Maldives”, I wanted to write about it although I don’t like writing. 

-I liked to write and speak in English while learning about a touristic place. Previously, I did not know much about 

this island. 

-I think we should always learn English related to our field, I will need to use English in the field of tourism in the 

future. 

-It was easier and more comfortable to write with my friends. 

-The lesson was so interesting for me. I learnt a bit more about the real world. 

-I liked the slide show, it really helped me with my writing. I used the ideas and the vocabulary presented in the 

slides. 

-It was even easier to play the roles of a tourist and a tourist guide after learning the necessary vocabulary. 

-I never like writing but I wrote an e-mail and participated in the activities. 

The students’ responses to the interview showed that they enjoyed the lesson and the topic. The students liked the 

topic as it was authentic and related to their field. The answers reveal that they had no difficulty in generating ideas and 

using the required vocabulary as they were previously introduced to them in the slides. They considered the lesson 

beneficial as it was related to their fields of study. They indicated their desire to learn language related to their fields. 

The results of the study support previous research in that important and interesting content provides motivation to learn 
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(Irmscher, 1979; Stryker&Leaver, 1997; Brown, 2001). They find writing with their friends easier and more 

comfortable. Their responses correspond with research on cooperative learning. When students work in groups, there is 

improvement in students’ learning (Slavin, 1995). The answers indicate that they all did the task willingly. They also 

reported to have enjoyed the integration of speaking as a post-writing activity. 

The model worked well in the class in encouraging writing. Based on the result of the study, the lesson model is 

suggested to be adapted and used by teachers in writing classes to motivate and encourage students to write. This study 

is limited to the teaching of writing and to a small number of participants. Thus, it is suggested that further studies be 

conducted with larger numbers of participants for proposing new models of teaching other language skills. With regard 

to data collection in future studies, additional methods may be applied with a larger number of participants, such as 

detailed product analysis, and using motivation scales. 

REFERENCES 

[1] Beach, R., and Bridwell, L. (1984). Learning through writing: A rationale for writing across the curriculum. In A.D. Pellegini 

& T.D. Yawkey (Eds.), The development of oral and written language in social contexts (pp. 183- 198). Norwood, NJ: Ablex. 

[2] Brinton,D. , Snow, M. A., Wesche, M. B.(1989). Content-based second language instruction. Rowley, MA: Newbury House. 

[3] Brown, H. D. (2001). Teaching by principles: an interactive approach to language pedagogy Second Edition.  NY: Pearson 

Education. 

[4] Bruning, R. , and Horn, C. (2000). Developing motivation to write. Educational Psychologist, 35, 25- 37. 

[5] Crookes, G., and Schmidt, R.W.(1991). Motivation: Re-opening the research agenda. Language Learning, 41, 469- 512 

[6] Emig, J. (1977). Writing as a mode of learning. College Composition and Communication, 28, 122- 128. 

[7] Fulwiler, T. (1982). Writing: An act of cognition. In C.W. Griffin (Ed.), Teaching writing in all disciplines (pp. 15- 26). San 

Francisco: Jossey- Bass 

[8] Gardner, R. C. (1985). Social psychology and second language learning: The roles of attitudes and motivation. London: 

Edward Arnold. 

[9] Grabe, W., and Stoller, F.L. (1997). Content-based instruction: research foundations. In M.A. Snow and D. M Brinton (Eds.), 

The content-based classroom: Perspectives on integrating language and content (pp. 5- 21) NY: Longman. 

[10] Stoller, F.L. and Grabe, W. (1997). A six-T's approach to content-based instruction. In M. A. Snow & D. M. Brinton (Eds.), 

The content-based classroom: Perspectives on integrating language and content (pp. 78- 94). NY: Longman. 

[11] Irmscher, W.F. (1979). Teaching expository writing. New York: Holt, Rinehart & Winston. 

[12] Jones, N. B. (1998). Comments on Tony Silva’s “On the ethical treatment of ESL writers”: a defense of using themes and 

topics to teach ESL/EFL writing. TESOL Quarterly, 32 (2). 338- 342. 

[13] Littlewood, W. (1981). Communicative Language Teaching. New York: Cambridge University Press. 

[14] Maehr, M.L., and Braskamp, L. A. (1986). The motivation factor. A theory of personal investment. Lexington, MA: Lexington 

Books. 

[15] Raimes, A. (1991). Out of the Woods: emerging traditions in the teaching of writing, TESOL Quarterly, 25 (3). 407- 430. 

[16] Shih, M. (1986). Content-based approaches to teaching academic writing. TESOL Quarterly, 20 (4), 617- 648. 

[17] Slavin, R. E. (1995). Cooperative learning: Theory, research, and practice (2nd ed.). Boston: Allyn & Bacon. 

[18] Stoller, F.L., and Grabe, W. (1997). A six-T's approach to content-based instruction. In M. A. Snow & D. M. Brinton (Eds.), 

The content-based classroom: Perspectives on integrating language and content (pp. 78- 94). NY: Longman. 

[19] Stryker, S.B. and Leaver, B.L. (1997). Content-based instruction in foreign language education: models and methods. 

Washington, D.C: Georgetown University Press. 

[20] Tremblay, Paul. F., and Gardner, R. C. (1995). Expanding the motivation construct in language learning. The Modern 

Language Journal.  79 (4), 505- 518. 

 

 

 

Selma Deneme was born in Ankara in 1969. She graduated from Gazi University in 1996 (as honour student) and she earned her 

MA in 2000, in the field of ELT from Gazi University- Turkey, and her PhD from Ankara University- Turkey in the field of FLT in 

2008. 

She has been teaching more than 15 years- worked at Gazi University as an instructor for 13 years, and as an assistant professor at 

Trakya University from 2009 up to present. She has  publications in the field: 2008, “Language Learning Strategy Preferences of 

Turkish Students”, Journal of Language and Linguistic Studies; 2010, "Teaching English as a Foreign Language to Very Young 

Learners: A Case from Turkey", Language in India; 2010," Cross cultural differences in language learning strategy preferences: A 

comparative study", The International Journal of Language, society and culture, She is mostly interested in ELT methodology, 

language learning strategies, academic writing, teaching English to young learners and teacher training, At present, she is an assistant 

professor at Trakya University- ELT Division. 

Dr. Deneme has received two best paper awards from pedagogy and the knowledge society- Croatia- the first one was for her 

paper “An Application of skills Integration in Language Teaching” in 2009 and the second was for "Trakya Children's University: 

The English compartment" in 2010. 



ISSN 1799-2591 

Theory and Practice in Language Studies, Vol. 1, No. 7, pp. 789-797, July 2011 

© 2011 ACADEMY PUBLISHER Manufactured in Finland. 

doi:10.4304/tpls.1.7.789-797 

© 2011 ACADEMY PUBLISHER 

Improving L2 Writing Ability in the Light of 

Critical Thinking 
 

Mostafa Morady Moghaddam 
Ferdowsi University of Mashhad, Iran 

Email: mostafa_morady@yahoo.com 

 

Shirin Malekzadeh 
Islamic Azad University of Urmia, Iran 

Email: sh_malekzadeh196@yahoo.com 

 
Abstract—With a cursory glance into the field of SLA, one can vividly recognize that the place of writing has 

been marginalized in comparison to other skills. Likewise, with the widespread implementation of 

communicative approaches to language teaching, writing has turned to a Cinderella skill in current EFL 

classes since most of the attention is paid to speaking and listening activities. However, improving writing 

ability has always been a concern for teachers, materials developers, and researchers. In this paper, the role of 

critical thinking (CT) in improving the writing ability of EFL learners was investigated. For this purpose, 70 

EFL learners were asked to write a composition about a unique topic they had never thought before. A 

placement test was given to learners to divide them into proficient and less-proficient groups to see whether 

there is any variation between them. The common themes of the writings of these two groups were examined 

before introducing the principles of CT. After the first drafts of learners’ compositions were gathered, all of 

the learners were taught some underlying principles of CT. The results showed that after explicitly teaching 

the principles of CT, learners’ writings, in both groups, improved qualitatively and quantitatively; however, it 

had better effects on proficient learners. Background knowledge was also considered. It was revealed that 

having sufficient background knowledge is not the main key toward success in better writing. The findings 

proved that CT remained useful even when learners did not have any background information about the topic 

they were asked to write. Critical thinking was a way to provide learners with specific tools, namely, 

imaginative, supportive, and disciplinary. Finally, some recommendations are given. 

 

Index Terms—critical thinking, writing skill, background knowledge, EFL learners 

 

I.  INTRODUCTION 

As a great analogy, Brown (2001) likened writing to swimming. With more considerations, one can readily recognize 

the subtle commonalities that exist between these two skills. Writing is not an ability which is innately given to human 

beings and even when it is learned, there is a range of qualities as it is the case with swimming. No matter how excellent 

one swims, the sea will challenge even the best swimmers just like a writer who should always deal with a world of 

uncertainties. Writing sometimes becomes a nerve-racking activity even for native speakers. Here a thought-provoking 

statement by Brown (2001, p. 334) comes to forefront which stated that ―What is it about writing that blocks so many 

people, even in their own native language‖? Surely, the answer is not totally related to lexical or syntactic knowledge. A 

mature person is able to build complex structures and can understand or produce novel sentences which have never 

been heard before. S/he is also able to easily distinguish the nuances in a conversation between two individuals in 

his/her first language but writing a paragraph will be drudgery for him/her. 

Researchers have endorsed the importance of writing skill in the success of learners. As Pecorari (2006) mentioned, 

―learning to write appropriate text is an essential component of academic success‖ (p. 5). There are many occasions that 

one needs to write as writing a letter or a composition, to name a few. Learners have a lot of problems dealing with 

writing skill and it is worthy to propose some solutions to reduce the problems. It requires a great deal of studies to find 

a way to remove some barriers of L2 writing skill. Therefore, it is important to improve learners’ L2 writing skill so that 

they would be able to represent their thoughts at a satisfactory level. 

Throughout the history of SLA, some methods and approaches toward language teaching have targeted the writing 

skill to show its nature and its intricacies. Whole Language proponents, for instance, advocated that ―writing is not 

primarily as a means of demonstrating knowledge to a teacher, but a way of discovering for oneself what one thinks‖ 

(Rigg, 1991, p. 522). Maybe it is the process of thinking itself which render the task so cumbersome. Moreover, as it is 

mentioned by Cottrell (2005), it is difficult for many individuals to manage their thoughts in a logical and consistent 

way. Maybe the key to success in improving writing skill is laid outside the realm of linguistic elements. For solving the 

mystery of writing skill, other areas such as the ability to reason and logic may prove to be useful—two major aspects 

of critical thinking. 
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When words such as discovering and introspection are highlighted in a particular activity, the role of thinking 

becomes much more obvious. Some researchers have stated that thinking and writing skill go hand in hand and are 

inseparable (Brown, 2001); therefore, the better one thinks, the better that person is going to deal with writing. 

Unfortunately, EFL curriculum is alienating itself from such important aspect of education—critical thinking. Moon 

(2008) believed that, ―although thinking must surely be at the heart of education, it is not often explicitly taken into 

consideration in pedagogy‖ (p. vii). As learners grow up in their academic life, some crucial elements of education 

become much more outstanding though unknown to most learners and, disappointingly, to many educators. In order to 

think well, one should impose control and discipline on his/her thinking. This imposition is called critical thinking. 

The importance of critical thinking has been addressed variously through educational life. Taylor and Mackenny 

(2008) stated that ―critical thinking is a natural outgrowth of normal educational efforts‖ (p. 131). In Toward a 

postmethod pedagogy, Kumaravadivelu (2001) proposed the idea of ―liberatory autonomy‖ in which the learners are 

empowered with critical thinking skills (p. 547). As the review of literature reveals, critical thinking is an underlying 

element of any educational effort and surely one cannot separate writing from critical thinking. According to Zamel 

(1982, p. 197), ―writing is the record of an idea developing‖ in which individuals should manage their thoughts to come 

up with a consistent and coherent writing. Critical thinking is a subject of considerable current interest, both in terms of 

theory and pedagogy and most researchers have advocated the integration of critical thinking into other areas of foreign 

language learning (Bailin, Case, Coombs, & Daniels, 1999). 

Research on composition has traditionally been concerned with the written product (Zamel, 1982). This line of 

research mainly focused on the belief that a better pedagogical approach, particularly one that focused on usage, 

structure, or correct form, would improve writing (Zamel, 1982). However, with the advent of task-based approach and 

communicative language teaching, meaning and purpose gained importance. Witte and Faigley (1981) argued that the 

quality of compositions should be evaluated according to features of the text that extend across sentence boundaries. 

They believed that traditional approaches are too short-sided in order to distinguish the value of essays and besides 

explicit links within a text (cohesion), a text must conform to a reader’s expectations for particular types of texts and the 

reader’s knowledge of the world (coherence). Van Bruggen (1946) conducted a study in order to obtain a quantitative 

measure of the rate of flow of words during written expression and to determine what factors affect it and to discover 

differences in composing structure of superior and inferior compositions of pupils. 

Crossley and McNamara (2009) examined how lexical differences distinguish between texts written by first and 

second language writers of English. They used two corpora one of them was essays written in English by native Spanish 

speakers and the other was a matching L1 corpus collected from undergraduate students. The results of this study 

revealed that L1 writers use more abstract and hierarchically connected words than L2 writers of English. In order to 

obtain this finding, they used a computational tool which was called Coh-Metrix. 

Tuzi (2004) explored the relationship between electronic feedback and its impact on second-language writers’ 

revisions. In this study Tuzi developed a database-driven web site and participants were required to write their essays in 

this web. Results of this study showed that learners prefer oral feedback but e-feedback proved to be more useful. The 

study focused on the role of online collaboration in improving writing skill. In another study which was conducted in 

this line of research, Gunel, Hand, and McDermott (2009) implemented a quasi-experimental design of a biology course. 

They used four groups of participating students and investigations aimed at finding the impact of writing-to-learn on 

students’ understanding and the value of writing to different audiences. Bitcher, Young, and Cameron (2005) studied 

the effect of corrective feedback on L2 writing. Their study comprised 53 post-intermediate ESOL learners. The results 

of this study showed that different types of corrective feedback on three targeted linguistic errors helped learners 

improve the accuracy of their writing when producing new texts. Lee (2008) studied the relationship between writers’ 

perceptions and their performance. Two tests were used in the study: a newly established FS test and an ESL placement 

test. The analysis of the relationships among the prompts, examinees’ perceptions, and their performance showed that 

only the effects of the FS test prompts on students’ perceptions were significant. The above-mentioned studies and so 

many similar investigations have shown how vast and complex the writing skill is. Although there have been 

considerable researches studying the nature of writing skill, interdisciplinary studies regarding the relationship between 

writing and other fields are not so welcomed. 

The effect of critical thinking on writing skill is still ambiguous for most instructors and researchers. So many 

researchers have tried to find the answer of high-quality writing in the realm of linguistics ignoring the fact that writing 

is an interdisciplinary skill, as the line of research showed above, which interacts with various levels of thinking one of 

which is critical thinking. In this article we tried to find the effects of critical thinking on writing skill. Moreover, this 

study will shed some light on some difficulties that L2 learners encounter when dealing with writing skill. 

II.  STATEMENT OF THE PROBLEM 

 Writing skill challenges even the native speakers. Therefore, writing skill is not rooted just in linguistic competence. 

 A mature person is able to build complex structures and can understand or produce novel sentences which have 

never been heard before. S/he is also able to easily distinguish the nuances in a conversation between two individuals in 

his/her first language but writing a paragraph will be drudgery for him/her. 



 

THEORY AND PRACTICE IN LANGUAGE STUDIES 

© 2011 ACADEMY PUBLISHER 

 
791 

III.  METHOD 

A.  Participants 

To see whether critical thinking skills can help learners achieve better proficiency in their writings, 70 randomly-

chosen learners (41 female, 29 male) were investigated who were studying EFL in language institutes in Mashhad, Iran. 

They were mainly around 18 and the main textbooks of most of them were Passages and Interchange Third Edition. All 

of the learners were from the same native language (Persian). Among these learners, 39 were in less-proficient group 

and the rest 31 were proficient learners (according to their scores in a placement test). The average year of studying 

English for the learners was two. 

B.  Procedure 

In order to investigate the effect of critical thinking on writing skill, all of the learners were given a paper in which 

there were presented a list of strange and unusual topics. Then, they were required to check those topics they had no 

idea about. The purpose was to choose topics that learners had not any background knowledge. We wanted to see 

whether lack of background knowledge can hinder learners continuing writing or they would improvise something. 

When background knowledge on a specific topic is at minimum, learners have to resort to other devices which exist 

outside the realm of linguistic elements and the role of thinking will be much clearer. The titles which most learners 

selected as being unique were chosen. One of those titles—which was unique for the learners—along with a general 

topic was given to learners and they were asked to write three paragraphs for each. The motive behind giving learners a 

general topic was to consider whether having enough background information is the main key to success in writing skill 

and whether it leads to high-quality writings. There may be some arguments that if individuals know the background to 

a topic, they write better. The title, Problems of transportation, was given to learners to see whether background 

knowledge is the main concern in writing. 

It should be mentioned that learners were taught right after the first draft of their writings were gathered. The 

teaching session did not postpone to another time, for there may be some enhancement in knowledge due to passage of 

time. Thus, there was no delay between the first draft and the second draft of the composition. The main interval was 

the teaching process which took about two hours and in this session some principles of critical thinking were taught. We 

gave some examples in order to make the point clear. 

After the data were gathered, they were carefully investigated to gauge the quantity and quality of learners’ writing. 

At the first level, all the compositions were gathered and they were studied. At the second level, all the learners were 

taught some underlying principles of critical thinking which are presented in Cottrell (2005, p. 2). They were used as 

the guidelines in order to familiarize learners with critical thinking processes. After this, learners were asked again to 

write a composition about the topic they had written once: You have three more days to live, what would you do in these 

three days? The compositions were gathered and they were compared with learners’ first drafts. In order to consider the 

effect of background knowledge, the entire learners were given a very general topic for which all the learners had 

something to write. The data were examined and the results were compared using the two drafts of learners’ writings. 

IV.  RESULTS AND DISCUSSION 

In the first phase of the study, we tried to find the quality of learners’ writing. All of the learners were first given a 

list of peculiar and bizarre topics and they were asked to check those topics they had no idea about. There were ten 

topics included in the list. Table 1 shows the results of this investigation: 
 

TABLE 1 
THE DISTRIBUTION OF TOPICS AND ITS PECULIARITY ACCORDING TO LEARNERS’ VIEW 

  Topics Number of learners who 

select the topic 

1. Going to March 70 

2. Future of Earth 62 

3. Lost in the middle of a desert 67 

4. Teaching a class full of noisy children 60 

5. Winning a large sum of money in a lottery 61 

6. Interviewing the president of your country 70 

7. Traveling to a foreign country 50 

8. Your plane encounter turbulence and drops 67 

9. You have three more days to live 70 

10. Lost in a jungle full of wild animals 64 

 

As Table 1 reveals, most of the learners chose topics number 1, 6, and 9 as being unique and strange for them. 

Numbers 4, 5, and 7 were the topics marked as being more common to learners. They were asked to write a 

composition about the topic which was, “You have three more days to live, what would you do in these three days?” 

Learners had 15 minutes to finish their compositions. Learners’ papers were gathered and were investigated. After 

giving the learners a placement test, we divided the data into proficient and less-proficient learners. The following are 

common themes gathered from learners’ writing in these two groups before acquitting them with critical thinking: 
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The common themes which were mentioned above are to some extent different regarding proficient and less-

proficient learners. For proficient learners, problematic areas are more related to elements outside the realm of 

vocabulary and syntax. The problematic areas are mainly related to organizational factors, style, persuasive devices, and 

imaginative skills. Lexical and syntactic knowledge is more related to less-proficient learners. In general, problematic 

areas in both proficient and less-proficient groups are provided in Table 2: 
 

TABLE 2 

PROBLEMATIC AREAS IN LEARNERS’ WRITINGS BEFORE TEACHING CRITICAL THINKING ABILITIES 

Category  Problematic areas 

Imaginative  Imaginative ability is ignored 

 Truth value of sentences are mostly advocated 

 Writings are not provided with open-minded expressions 

Supportive  The view points are not clarified 

 The viewpoints are not verified or exemplified 

 Main ideas are not supported 

 Details are not provided 

 Persuasive devices are not used 

Disciplinary  The whole text is disorganized  

 There is no clear main idea 

 Sentences are attached to each other purposelessly 

 Syntax is ambiguous 

 Style shifting is used in writings 

 Language is not accurate 

 Sentence connectors are not used 

 

Learners’ writings had some positive points too. For instance, some of the learners understood the topic well and they 

did not deviate from the main points. There were some errors but the writings were comprehensible above all. The topic 

is ―you have three more days to live.‖ Learners are asked to write a composition about what they would do in these 

three days (Case 1a, one of the learners’ writings before teaching the principals of critical thinking): 

Case 1a (The composition before teaching the principles of critical thinking) 

You have three more days to live 

Every time should be ready to die. I go to a holy shrine or mosque. I want God to forgive my sins. I ask people 

around me to forgive me. I believe the best things to do to be kind with people and helping to them. Because every thing 

is died except good deeds. Then I thank my parents and family because all of their kinds. I wanna happy them. The last 

point is I ask God forgive my sins because of his kindly. And I am kind to people and my friends. 

The example in Case 1a shows some problems which were mentioned earlier in this paper. Sentences are short and 

the whole composition is not well-organized. Sentences are attached to each other arbitrarily, without any relationship 

between them. The learner has used wanna which is an informal way of saying want to. This shift of style is one of 

those problematic areas mentioned earlier and learners should be explicitly taught not to use informal structures in their 

writings. 

In the next phase, we taught all the learners using four underlying principles which are mentioned below. As it is 

mentioned in Cottrell (2005), there are some underlying principles that can foster better critical thinking abilities: 

 Evaluating the evidence for alternative points of view. This requires seeing one issue from different glasses to come 

up with new ideas. In other words, a writer should be able to read between the lines, seeing behind the surface. This 

would make the composition eye-catching and outstanding since it contributes something new, something from 

nowhere but existing. 

 Weighing up opposing arguments and evidence fairly. This means that a writer should put the prejudices aside and 

evaluate different view points in a clear way. This would surely help the writer to have an open mind which allows the 

information to come to his/her mind. For example, it is helpful to form arguments in the writing. One case in point is the 

use of opposite views in writing. A good writer always considers different viewpoints of a particular event or activity. 

In a particular topic, for instance, one may write about this idea that ―We should increase prison sentences for crime.‖ 

Another argument which may add to the quality and quantity of writing is forming counterarguments. For instance, in 
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the previous sentence, one can use the following sentence as a way of expanding the thought: ―Increasing prison 

sentences is not helpful‖ (Cottrell, 2005). It is a suitable way to increase the writing skill and this requires the writer to 

put his/her prejudices aside and form fruitful arguments. Geertsen (2003) mentioned that ―proper attitude shapes good 

thinking‖ and further defined the proper attitude as having an open mind. He stated that in order to see hidden and 

unnoticed places, an open mind is necessary (p. 5). 

 Recognizing techniques used to make certain positions more appealing than others, such as false logic and 

persuasive devices. A good writer always tries to convince the reader by using some examples or by giving some 

statistics and the like. This would insure the reader that what is written is not a junk good for the trash can. Some of 

these devices that can make the writing as colorful as possible are, ―poems,‖ ―numbers,‖ ―scientific sentences,‖ 

―expressions,‖ ―personal experiences,‖ ―words of the eminent people,‖ and ―common belief,‖ to name a few. 

 Presenting a point of view in a structured, clear, well-reasoned way that convinces others. A good strategy to write 

a composition is to bring order to the information. That is, the data should not be presented on the paper in a haphazard 

fashion. This would surely bring confusion to the reader. The writer should keep the flow of writing in a clear way like 

a soap opera. Every paragraph should be dedicated to one point and different ideas should not be mixed without any 

link between them since writing is not like a hotchpotch to be served. Using some formulaic writing can help writers to 

present a more academic composition which is appealing to the eyes of the reader. Sentences such as, recently, it has 

been suggested that… makes the composition more meaningful and organized. 

After teaching these principles, all of the learners were asked to write the composition again. Learners were 

familiarized with some principles of critical thinking and they were given some examples to make the point clear. When 

the teaching session finished, they were asked to write about the same topic they had written once. There was no delay 

between the first draft and the second draft but the teaching process itself. This would reduce the effect of knowledge 

which is likely to increase due to passage of time. The following writing is from the same learner his writing was 

presented in Case 1a. This is about the same topic but after teaching the principles of critical thinking (Case 1b): 

Case 1b (The composition after teaching principles of critical thinking) 

You have three more days to live 

The first thing that I think is necessary and vital for me is that I would go to holy shrine or mosque and say pray at 

there. Because these are the first things that will come to help you there when you are in front of God. You know what 

because I think that the forgiveness of God is necessary I try to worship and adore and say to God forgive me. God is so 

kind and will forgive my sins. 

The second thing that is important it can be people who are around me. I want do the something that I say to God. I 

want people to forgive me and try to relent and don’t be strict about what I has done before. And the guys can be my 

parent at first and then my brother and sister and relatives and my intimate friends. I try to do good things for them and 

try to make them happy. 

The last one I should do, is that enjoy myself and have fun in three days that I think two day take time for forgiveness 

and just 1 day left. In one day I try to be friendly and sociable with people and the guys around me and I went to be 

lovely. 

It is obvious that, comparing the two writings of Case 1a with Case 1b, both the quality and quantity of writing have 

increased to a considerable degree. The information is more organized and the learner’s point of view is more vivid 

(disciplinary tools of critical thinking). The learner has organized his writing by categorizing each paragraph using 

words such as the first, the second, and the last. The learner, his two drafts are presented above, was able to improve the 

quality of his writing and make it more appealing just after he was taught the principles of critical thinking. In the 

second draft, the learner has used some persuasive devices to convince the reader that he is right and to support his 

ideas (supportive tools). It is one of the principles of CT which was about recognizing techniques used to make certain 

positions more appealing than others, such as false logic and persuasive devices: 

“Because these are the first things that will come to help you there…” 

Moreover, in the second draft, the learner has come to a new insight, to enjoy himself (using alternative view points). 

This idea is in contrast with the idea of death. Usually the term (death) brings with itself a kind of regret and misery but 

this learner is going to enjoy life and to forget dying altogether (imaginative tools).  

After all the data were investigated, common themes of learners’ writings were found and categorized under specific 

headings. Most of these changes are related to clarifying the writings and organizing the paragraphs with providing 

specific tools. Table 3 refers to common themes of learners after teaching the principles of critical thinking: 
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TABLE 3 

COMMON THEMES IN LEARNERS’ WRITINGS AFTER TEACHING CRITICAL THINKING PRINCIPLES 
Category  Problematic areas 

Imaginative  Imaginative ability is considered 

 More open-minded sentences are used 

Supportive  The viewpoints are verified or exemplified 

 Different view points are considered 

 

 

Disciplinary 

 Writings are categorized in different paragraphs 

 Use of conjunctions are more common 

 The main idea is clear 

 Sentences are clearer 

 Sentences are attached to each other purposefully 

 

Below is presented another composition from another learner. The results remained the same for this learner too. The 

following compositions make the point clear (Case 2a, learner’s composition before teaching the principles of critical 

thinking): 

Case 2a (The composition before teaching the principles of critical thinking) 

You have three more days to live 

If I would have three more day to live, I will do all the things that I wanted to do. I travel around the world and go to 

sight seeing. I go to the nature and speak to God. 

One point that we may think about it, is our sins and wrong deeds. What can we do in this short time? Just small 

things satisfying people and being kind to them and giving back the money or other things that I had borrowed. I asking 

God to forgive us. 

I would do good deeds and being kind with others especially with our parents. In a testament I give my things to 

family. Then I make myself ready to leave this world. 

It is clear that the same problems which were observed in Case 1a can be seen in Case 2a. The learners mostly tried 

to see the point realistically without considering various points that are relatable to the topic (lack of imaginative power). 

For instance, Case 2a shows that the learner has adhered to truth value of sentences. Two issues she has mentioned are 

doing good deeds and respecting others. It would be of interest to use some imaginative sentences to make her writing 

more appealing. It is also obvious that paragraphs are too short. There is not a good conclusion at the end of the writing 

and it may be realized that she has just written what has come to her mind without organizing them (lack of disciplinary 

power). The following is from the same learner her writing was presented in Case 2a. After teaching some underlying 

principles of critical thinking, she was given the same topic and she was asked to write three paragraphs about it. The 

following represents her writing (Case 2b): 

Case 2b (The composition after teaching principles of critical thinking) 

You have three more days to live 

Being alive just for three days. If I know that I’m alive just for three days, I try to do all the things that I wish to do in 

my life. I always want to travel around the world and see beautiful places all over the world but because I’m not alive 

more than three days I can’t do it and go inside the nature and think about myself and speak with God to forget dying. 

I also try to be kind with people even more than before. I should be very careful with people around. For example I 

should give back the money I borrowed from people. It is very important for me. Others view toward me is very 

important. If they are unhappy about me I should satisfy them. 

Finally, I write a testament and give my things to my family and my friends. If I had a problem with somebody and 

solve it and want to forgive me. I try to get ready for die mentally and physically. I must accept it and be ready to leave 

this world and all the things that are related to this world. I ask God forgive me for all my sins. 

Comparing the two writings in Case 2a with Case 2b, it is clear that in Case 2b the content is more organized and 

there is more clarification of ideas (supportive tools). Use of words such as finally and also (structured writing) reveals 

that the learner has tried to connect the paragraphs to each other to increase the organization of the writing (disciplinary 

tools). The concept of beautiful places (opposing arguments) is not compatible with the concept of dying which is 

included indirectly in the topic. However, the learner has used her imaginative power to increase the quality of her 

writing. Supportive tools will contribute to the improvement of writings quantitatively. The learner has used some 

persuasive devices too. To forget dying is the phrase which is used to give the reason why it is needed to go to the 

nature and speak with God. In addition, the learner has used I must accept it to relieve herself. The sentence because 

I’m not alive more than three days I can’t do it, is used to show that traveling is not possible since there is not enough 

time to do so. 

Background Knowledge vs. Critical Thinking 

As it was mentioned earlier, a general common-sense topic was given to learners for which they were supposed to 

have background knowledge. The results showed that even in general topics, principles of critical thinking can be 

beneficial. With a comparison between the first drafts and the second drafts of the writings above, it is clear that the 

second drafts (after teaching the critical thinking skills) of learners’ writings are more organized and the information is 

presented more clearly. In addition, writings are richer regarding supportive, imaginative, and disciplinary skills. The 

findings showed that explicitly teaching the principles of critical thinking can bring considerable change to learners’ 
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writings. The following are two drafts of a learner’s composition about the Problems of transportation. (Case 3a, a 

general topic is proposed and learners are asked to write three paragraphs about that): 

Case 3a (The composition before teaching the principles of critical thinking) 

Problems of transportation 

The first problem is the system which is unorganized. The incorrect organization system of traffic time and street is 

not standard for vehicles. There are many old vehicles in city. There are so many people in bus stops and it took a lot of 

time they come. The road is also a problem. Roads outside the cities are too dangerous and it causes accident. 

Every days factories are producing new cars and over producing of cars are problems to transportation. People be 

used to use the private car and another point is over using of vehicles for transportation and the lack of public vehicles 

for use. 

In Case 3a, there is little organization between paragraphs. Furthermore, sentences are combined with each other 

without any relationship between them. The opinions are not clarified and there is no example to persuade the readers. 

With administrating the four principles of critical thinking, the learner was able to write the following passage. (Case 3b, 

the same learner his writing was analyzed in Case 3a is asked to write the same writing but this time after teaching the 

principles of critical thinking): 

Case 3b (The composition after teaching the principles of critical thinking) 

Problems of transportation 

One of the most important problems is an unorganized system. I think if we improve our organization we could solve 

our problems. For example if we consider the number of vehicles, population and jam we could have better public 

transportation. 

The second problem is old vehicles that use in the city and the number of them. It’s not sufficient for the population 

and most of the times a lot of people standing at taxi and bus stops and waiting for a long time especially in certain 

times of the day that the streets are busy it is worse. Cars should be reduced otherwise the people will be reduced as the 

result of pollution. We can replace old vehicles with new ones. 

The third problem is road. A lot of our roads between cities are one way and it’s too dangerous and causes a lot of 

bad accidents. They must change and be more safty. In cities we don’t have standard roads and most of the times cause 

bad accidents. 

After teaching some underlying principles of critical thinking, learners take more time to contemplate the topics. 

When asking learners to write about a general topic, Case 3a, they were supposed to have enough information in their 

minds. However, even with enough background knowledge, some problems occurred. It was revealed that critical 

thinking skills influenced the quality of writings. Explicit teaching of critical thinking strategies had great effects on 

learners’ writing. One of the critical thinking principles, which is organizing information, helped learners to classify and 

organize their thoughts; this is clear in Case 3b, in which the learner has used phrases such as one of the most important 

problems, the second problem, and the third problem. The sentence especially in certain times of the day that the streets 

are busy, is used as a persuasive device. From this example we can conclude that background knowledge is not the 

main road to success in L2 writing skill. An individual may have enough background knowledge and may be familiar 

with the topic, but presenting the information in an acceptable and precise manner is not in the scope of familiarity with 

the topic. It does not mean that background knowledge is completely useless, but it should be attached to other fields 

such as critical thinking skills in order to present a fine piece of writing. The learner has used alternative viewpoints in 

Case 3b. The sentence the people will be reduced as the result of pollution, is used to show that cars are dangerous for 

peoples’ health since they produce gases which pollutes the air. The learner has related the two concepts in a smart way 

to convey the meaning in an appealing manner. 

The principles of critical thinking had better effect on proficient learners since they were more cognitively ready and 

their better underlying linguistic system helped them get the most out of the feedbacks they received. For instance, 

proficient learners were ahead of the others (less-proficient learners) in using sentence connectors, forming 

counterarguments, providing conclusion, providing details, using persuasive devices, using imaginative tools, and 

categorizing information. This superiority may be the result of their higher sensitivity to feedback they received during 

the session in which some principles of critical thinking were taught. Since proficient learners can benefit more from the 

input they receive, the feedback had better effects on them. 

V.  CONCLUSION 

In this study we tried to investigate the effects of critical thinking on improving learners’ L2 writing skill. During the 

first phase of the study, learners were asked to write a composition about an unknown topic and then the writings were 

studied carefully. In the next phase, learners were explicitly taught some principles of critical thinking skills 

immediately after they have finished the first draft of their writings. Most of the learners had a considerable 

improvement both qualitatively and quantitatively. However, critical thinking principles were more useful for proficient 

students since they are cognitively much ahead of the others and this positive point helped them to be more sensitive to 

the input and feedback. Moreover, after teaching the principles of critical thinking, learners’ composition enjoyed much 

more discipline and order. In general, critical thinking provided learners with three powerful tools which proved to be 

useful in improving L2 writing skill. These tools are: 
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 Imaginative (e.g., counterarguing, open-minded views) 

 Supportive (e.g., giving examples, clarification of ideas) 

 Disciplinary (e.g., clear main ideas, paragraph organization) 

Besides critical thinking, in order to improve L2 writing skill, it is helpful to take into account the following 

recommendations which were driven from the results of this study: 

 Learners should reflect on an issue or happening 

 Learners should analyze their classmates’ writings 

 Learners should synthesize new and incomplete ideas and information 

 Learners should take into account the reader when they write 

 Teachers should explicitly explain the differences between critical thinking and thinking  

 It is good to manage workshops in which learners can extend their thinking 

 Learners should be taught to compare and contrast their thoughts with various perspectives 

It should be mentioned that one cannot put all the responsibilities of better L2 writing skill on the shoulder of critical 

thinking. Writing is a skill which is related to many fields critical thinking is only one of them. However, through 

teaching the principles of critical thinking, learners are more likely to overcome some of the problems that they will 

encounter in the process of writing. As it was mentioned in this study, learners were able to organize their compositions 

after they were acquainted with critical thinking skills and their implications. Moreover, learners’ compositions were 

much clearer and void of undue ambiguities in the second draft. There were some learners who came up with new 

insights. The effect of drafting itself should not be underestimated. The process of drafting may have some effect on the 

learners’ compositions; however, the changes are more related to the principles of critical thinking. 

Authorities and teachers can bring change to the teaching of L2 writing skill by integrating critical thinking skills into 

the writing system of a foreign language. Teachers also can help learners increase their insights so that they would be 

able to be judges of their own writings. To put it in a nutshell, teaching L2 writing can go further than considering the 

linguistic elements. Increasing learners’ consciousness and higher-level thinking processes can improve learners’ 

proficiency in dealing with writing and even with other aspects of L2 competence. 
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Abstract—Graded English Teaching Model is based on Krashen’s Input Hypothesis and Learner-centered 

Theory. Based on the two theories, Three-Division Model of Graded College English Teaching is put into 

practice in Tianjin University of Technology. The data shows that the Model has been well received by the 

students and the positive result has been achieved. 

 

Index Terms—Graded English Teaching Model, Input Hypothesis, Learner-centered Theory 

 

I.  INTRODUCTION 

Since the enrollment of colleges and universities expanded in 1999, the number of the colleges students has increased 

greatly. In 2001, there were 11,000,000 students in China‟s colleges and universities, but in 2005, the number has 

reached 23,000,000, which, especially, is considered to be a big challenge to the English teaching in colleges and 

universities of China. A statistic conducted by Foreign Languages Committee shows that the average size of the English 

class in colleges and universities is 50 students. In 2007, College English Curriculum Requirements was formally issued, 

which indicates college English education has entered into a new phase. Requirements points out that “ As China is a 

large country with conditions that vary from region to region and from college to college, the teaching of college 

English should follow the principle of providing different guidances for different groups of students and instructing 

them in accordance with their aptitude so as to meet the specific need of individualized teaching”. 

II.  THEORETICAL BACKGROUND 

A.  The Theory of the Input Hypothesis 

The Input Hypothesis, advanced by Stephen Krashen, a famous American applied linguist, in the late 1970s and the 

early 1980s, is an all-round theory concerning second language acquisition. The theory provides a good theoretical 

framework for China's foreign language teaching. The Input Hypothesis is the most important one of Krashen‟s theories 

of second language acquisition. The input hypothesis attempts to explain how learners acquire a second language. In 

other words, this hypothesis is Krashen‟s explanation of how second language acquisition takes place. 

Krashen argues it is essential not to focus on explicit grammatical structures or learning activities but rather to 

occupy classroom time with acquisition tasks or activities. Therefore, the Input Hypothesis is only concerned with 

“acquisition”, not “learning”. Given the correctness of the Natural Order Hypothesis, how do acquirers move from one 

stage to another? More generally, how do acquirers move from stage “i”, where “i” represents current competence, to 

“i+1”, the next level? The Input Hypothesis makes the following claim: a necessary (but not sufficient) condition to 

move from stage “i” to stage “i+1” is that acquirers understanding input that contains “i+1”, where “understanding” 

means that acquirers focus on the meaning but not the form of the message. According to this hypothesis, acquirers 

improve and progress along the “natural order” when they receive second language “input” that is one step beyond their 

current stage of linguistic competence. How is this possible? This is done with the help of context or extra-linguistic 

information. That is, acquirers use more than their linguistic competence, context, knowledge about the world, 

extra-linguistic information, to help understand language that contains structures a bit beyond their current level of 

competence. 

Furthermore, the Input Hypothesis says that input must contain “i+1” to be useful for language acquisition, but it 

need not contain only “i+1”. If acquirers understand the input, and there is enough of it, “i+1” will be provided. In other 

words, if communication is successful, “i+1” is provided automatically. This implies that the best input should not even 

attempt to deliberately aim at “i+1”. While the teaching syllabi try to deliberately cover “i+1”. Usually both teachers 

and learners feel the aim of the lesson is to teach or practice a specific grammatical item or structure. Once the structure 

is mastered, the syllabi proceed to the next one. On the basis of the Input Hypothesis such a deliberate attempt to 

provide “i+1” is not necessary. 

The Input Hypothesis also states that acquirers must not be forced to produce early. Their production is not taught 

directly. That is, a certain amount of comprehensible input must be built up before acquirers start to produce their own 
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structures. Acquisition will come when acquirers feel “ready”. For example, if an acquirer is at a stage “i”, then 

acquisition takes place when he/she is exposed to enough comprehensible input that belongs to level “i +1”. 

The best methods are therefore those that supply “comprehensible input” in low anxiety situations, containing 

messages that students really want to hear. These methods do not force early production in the second language, but 

allow students to produce when they are „ready‟, recognizing that improvement comes from supplying communicative 

and comprehensible input, and not from forcing and correcting production. (Krashen, 1985). 

Krashen believes that by means of context and other extra-linguistic cues language acquisition is caused by 

acquirers‟ understanding input “i+1” which is slightly beyond their current stage of knowledge “i”. Krashen defines 

“i+1” as comprehensible input which means that learners should be able to understand the essence of what is being said 

or presented to them. Comprehensible input is particularly beneficial in acquisition and production. It is crucial that 

acquirers receive the input that is comprehensible and challenging enough to lead to improve in linguistic competence. 

The main task of a teacher is to provide comprehensible input to the students as much as possible. When an acquirer is 

provided with comprehensible input, his/her LAD is activated and he/she acquires. Comprehensible input has four 

characteristics: (1) comprehensible; (2) interesting and relevant; (3) not grammatically sequenced; (4) sufficient “i+1”. 

B.  Learner-centered Theory 

Learner-centered teaching is an approach to teaching that is increasingly being encouraged in higher education. 

Learner-centered teachers do not employ a single teaching method. This approach emphasizes a variety of different 

types of methods that shifts the role of the instructors from givers of information to facilitating student learning. 

Traditionally instructors focused on what they did, and not on what the students are learning. This emphasis on what 

instructors do often leads to students who are passive learners and who did not take responsibility for their own learning. 

Educators call this traditional method, “instructor-centered teaching.” In contrast, “learner-centered teaching” occurs 

when instructors focus on student learning.  

Educators commonly use three phrases with this approach. Learner- centered teaching places the emphasis on the 

person who is doing the learning (Weimer, 2002). Learning-centered teaching focuses on the process of learning. Both 

phrases appeal to faculty because these phrases identify their critical role of teaching in the learning process. The phrase 

student centered learning is also used, but some instructors do not like it because it appears to have a consumer focus, 

seems to encourage students to be more empowered, and appears to take the teacher out of the critical role (Blumberg, 

2004). 

III.  RESEARCHES ON GRADED COLLEGE ENGLISH TEACHING 

A few researches have been conducted to investigate the graded English teaching in China. Huang (2009), Wang 

(2008) and Qu (2007) study the major factors involved in this regard, such as class division, teaching methods and 

curriculum design. Huang (2009) surveys 26 universities and colleges in China about class division for graded teaching. 

The research shows that 2-level class division is adopted in 5 colleges and universities, 3-level class division in 16 and 

4-division in 5. At the same time, each university carries out the graded English education according to its own 

evaluation and class division system. The survey also shows that students‟ English marks for college entrance 

examinations are used for the measure of class division in 5 colleges and universities; a test is administered by 13 

colleges and universities to test the students‟ different language skills and divide them into different levels based; 8 

colleges and universities adopt the combination of the two. Ming Anyun (2009) also focuses his research on class 

division of graded English teaching. In his research, he has put class division into four categories: 3-level class division. 

IV.  METHODOLOGY 

A.  Procedures of Graded Teaching 

To explore the feasible approaches and effect, we, School of Foreign Languages, Tianjin University of Technology, 

experimented with the teaching reform with graded teaching for Grade 2008, 2009. The concrete methods are as 

follows: 

B.  Class Division 

We began to try graded teaching among the students of Grade 2008 and 2009. In this new teaching program, the 

freshmen of each Grade were divided into new classes with levels A, B, C according to their actual English scores upon 

entrance. 20－30％ of the students with higher scores were graded into levels A to begin their study, which were 

supposed to attain the higher requirement and pass CET Band 4 at the end of the first year. The students with medium－

level B（40－60％）and low－level C（20－30％）learn the courses according to the original teaching program to attain 

the general requirement in two years. 

C.  Curriculum Design 

We made curriculum adjustment according to the new teaching program mainly for the students of classes A. When 

those students of classes A passed CET Band 4 in the first year, they were classified into advanced classes once again in 
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the second year and were provided with some practical courses like Advanced English, Practical Translation and 

Writing, Listening－Speaking course and English and American Culture, etc. These courses aimed to create a 

supportive environment to excite the students motivation so that they could exert their internal learning mechanisms to 

study actively and independently. 

D.  Promoting and Demoting Mechanism 

At the end of each term all the students used a one－level test paper to participate in the final examination. 10％ of 

the students of classes B or C could go on the more advanced classes to study respectively or vice versa, namely those 

students of classes A or B who failed to pass the examination would be descended to the lower classes. This kind of 

competitive mechanism urges all the students to study harder to meet the requirement of the course. 

E.  Benefits of Graded Teaching 

Until now, we carried out graded teaching for three terms. The experiment showed that the mode of the graded 

teaching stimulated greatly students‟ initiatives and participation in study, and realized individualized learning and met 

the needs of students‟ different levels and learning styles. The teachers and students benefited from it. The nearly 70％ 

the students with classes A passed when they took part in CET Band 4 by the end of the second term. Most of them not 

only mastered necessary linguistic knowledge but also learnt language practical application and improved expressing 

abilities in spoken and written English. The students with classes B or C played the solid foundation in linguistic basic 

knowledge. In a word, all the students made greater progress in it．In order to know the effect brought by graded 

teaching, after a year in December, 2010, we made an investigation which contains students‟ perspectives and benefit 

from graded teaching. The students investigated were selected from three different classes（A, B, C）. We delivered 400 

questionnaires and got back 370 effective ones．The result is as follows: 
 

TABLE 1 

THE STUDENTS‟ RESPONSE TO GRADED ENGLISH TEACHING 

 Necessary Partly Necessary Not Necessary Total  

Number  301 34 35 370 

Percentage 81.4% 9.2% 9.4% 100% 

 

TABLE 2 

THE STUDENTS‟ BENEFITS FROM GRADED ENGLISH TEACHING 

 Very Beneficial Beneficial  Not Beneficial Total 

Number  77 261 32 370 

Percentage 20.8% 70.5% 8.7% 100% 

 

Table 1 shows that students suited to his／her English level study all along. The students who considered graded 

teaching necessary took up 81.4% of the total number. Most of them took positive attitude towards graded teaching. The 

statistic of Table 2 shows that the students who benefited from graded teaching took up more than 90% of the total and 

not beneficial only 8.7%. 

V.  CONCLUSION 

From the above analysis we can see the experiment of graded teaching in Tianjin University of Technology has 

achieved success. The mode of Graded Teaching also stimulates the students to take initiatives in their English study 

and improve their English level. At the same time, the students can exercise more choices to choose the textbooks 

tailoring to their needs than before. Graded teaching has become a wide scope in our college and gave an unparalleled 

advantage which displayed new vitality. It will produce the positive and profound effect on college English teaching 

reform. 
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Abstract—The focus of this paper is on a further investigation into the growing area of research in the idea of 

unreliability in literary studies. The paper seeks to examine the issue of unreliability with reference to 

Raymond Carver's seminal short story "What Do You Do in San Francisco?" The first part of the paper 

provides an overview of the contrasted key theoretical investigations into the concept of unreliability, and in 

the second part, I have made an analysis of Carver's story by applying the ideas of unreliability, mainly A. 

Nünning's cognitive model. Even with the publication of Booth's (1961, [1983]), narrative element assumes the 

central significance in narratology. In recent times, many theorists have taken issue with Booth and have even 

denounced some of the fundamental ideas propounded by Booth. Taking into cognizance both sides of the 

arguments, my paper, besides discussing the notion of unreliability, attempts a detailed analysis of Carver's 

narrative. In essence, the paper highlights how the foregrounded language of the surface of the story 

contributes to the reader's suspicion of the reliability of the narrator, thus forcing him/her to scrutinize its 

depth in an attempt to fathom an ample meaning. 

 
Index Terms—unreliability, cognitive analysis, stylistics, Raymond Carver, narratology 

  

I.  INTRODUCTION 

Taking cue from Chenetier's (qtd. in Runyon, 1992) important observation on Carver's stories that "perpetually 

suggest that surfaces tend to have two sides and that the one we see is not the one that matters" (p. 7), I propose to 

investigate how such a technique has been employed by Carver. Although most critics have taken notice of this feature, 

none to my knowledge, has endeavored to present a thorough analysis of Carver's stories pointing to this element. This 

paper is an attempt to address this argument by analyzing one of Carver's most amazing short stories "What Do you Do 

in San Francisco?" Deploying A. Nünning's (1998) cognitive model of unreliable narration in the story, the paper shows 

that the narrator's unreliability can be determined by textual signals. The reader first detects the narrator's unreliability 

through the textual signals based on the surface of the narrative, and then s/he moves beyond the literal meaning of the 

text to dig out a meaning in its depth. Interpreting the story as an unreliable narrator allows the thematic meaning of the 

story to be easily identified. 

II.  UNRELIABILITY IN NARRATIVE 

Since Wayne Booth's introduction of the concept of unreliable narrator in 1961, it has been one of the most hotly 

debated issues in narratology. The idea has led several recent studies to promote a critical re-examination of the 

traditional understanding of the unreliable narrator. For Booth, a narrator is "reliable when he speaks for or acts in 

accordance with the norms of the work (which is to say, the implied author‟s norms), unreliable when he does not" (p. 

158-159). He observes further that the "narrator is often radically different from the implied author who creates him" (p. 

152). In other words, a narrator is considered to be unreliable if his remarks and expressions convey perceptions and 

values that deviate from those of the implied author.
1
 Accordingly, the notion of the unreliable narrator is seen as a 

"text-internal" issue between the "postulated narrator" and the implied author "(the author‟s „second self‟)” (p. 151). 

Olson notes that "Booth's emphasis on the pleasures of exclusion suggests that the reader and implied author belong to 

                                                 

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1 See Kindt and Müller (2006) for a thorough discussion of the notion of the implied author. The concept of "implied author" first appeared in Wayne 

C. Booth's The Rhetoric of Fiction (1961[1983]) as the "core of norms and choices" in any text (p. 74). The implied author is different from the 
narrator in that the implied author does not narrate events or dialogue, but instead is present through ideology. The principal idea behind suggesting an 

implied author as distinguishable from the real author is to accommodate a sense of an authorial presence within a given literary work without being 

assigned directly to the real author him/herself. 
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an in-group that shares values, judgments, and meanings from which the unreliable narrator is ousted" (p. 94). Although, 

Booth's definition of unreliable narrator remains the chief inspiration for narratologists, it went through further 

refinement and classification by a number of narratological scholars who mainly pay a considerable attention to the 

interrelationship between author, narrator and reader without achieving unanimous agreement (see Chatman, 1978, 

1990; Cohn, 2000; Rimmon-kenan, 1983). 

In recent times, several cognitive and literary theorists have raised issues with Booth's traditional definition of the 

unreliable narrator for its reliance on the implied author, e.g., Yacobi, Wall, Olson, Zerweek, Vera Nünning, Cohn and 

Hansen. Pioneer among them is Ansgar Nünning, a cognitive narrarologist, who contests the rhetorical approach, 

suggesting that the technique of the unreliable narration can be reinterpreted within a cognitive approach. He criticizes 

Booth for his view of unreliable narrator as a matter of relationship between the implied author and the personified 

narrator which led to the exclusion of the reader's role in the perception of the concept of unreliability. Unreliability 

develops in the process of reception, depending on the reader's interpretive strategies. For that reason, he proposes to 

renounce the notion of the implied author for its inadequate definition in support of a "reader-oriented" approach (see A. 

Nünning, 2008, for more discussion). He also claims that critics who rely on the notion of the implied author to detect 

unreliability are those whose aims are to represent their own values onto texts (Olson, 2003, p. 79). Nünning supports 

his argument by a research conducted by Vera Nünning (2004) who takes the cultural context into consideration and 

proves that the historical variability of values and norms affects our perception of the concept of unreliability, for 

instance, The Vicar of Wakefield's narrator Primrose was interpreted as sympathetic and trustworthy by two centuries of 

readers, only to have his reliability questioned during recent decades" (ibid). V. Nünning's elucidation of the concept of 

unreliable narration is regarded as a fundamental change towards a wider view of discernment. This is because ignoring 

the cultural context or ahistorical interpretation of any text will do injustice to the complexity of the concept (V. 

Nünning,  p.  238). In V. Nünning's words: 

The historical variability of values and norms, therefore, centrally affects the evaluation of unreliable narration. Since 

the criteria for judging what counts as "common sense", "normal," or "good" differ from epoch to epoch as well as from 

culture to culture, critics from different times and cultures will evaluate the unreliability of narrators differently. (ibid) 

In view of that, A. Nünning posits that unreliable narration should be (re)conceptualized within the context of frame 

theory "as an interpretive strategy or cognitive process of the sort that has come to be known as 'naturalization'" (qtd. in 

Zerweek, 2001, p. 151). In fact, A. Nünning adopted the notion of "naturalization" from Culler (1975) and Fludernik 

(1996) which the former explains, in such terms, that "naturalization processes are reading strategies which familiarize 

the unfamiliar, and they therefore reduce the unexpected to more manageable proportions, aligning it with the familiar" 

(1996, p. 34). When readers detect any obvious contradiction or discrepancies acted or narrated by a narrator, then they 

can relate such contradiction or discrepancies to their frames of experiences (p. 98). Olson further mentions that: 

According to theories of “naturalization” (Culler; Fludernik, Fictions and ‘Natural’ Narratology), readers relate what 

they read to ordinary human actions, motivations, and behavioral scripts. They impose their expectations about how 

texts should work and how people tell stories onto the text in order to make sense of it. A part of this process of fitting 

the text into one‟s worldview is identifying the narrator (if there is a clearly identifiable one) and deciding what sort of 

person that narrator is on the basis of one‟s referential frames. (2003, p. 98) 

In A. Nünning's vision, unreliable narrators are not to be comprehended "as a structural nor as a semantic aspect of 

the textbase alone, but only by taking into account the conceptual frameworks that readers bring for the text" (qtd. in 

Hansen, 2007, p. 228). In the current age of increasingly rapid movements towards cognitive sphere of influence, A. 

Nünning's cognitive re-conceptualization of the notion of unreliable narrator represents a radical shift.  

In order to simplify his interpretive strategy of how to detect unreliable narration, A. Nünning suggests a detailed list 

of textual signals: (1) the narrator's explicit contradictions and other discrepancies in the narrative discourse; (2) 

discrepancies between the narrator's statements and actions; (3) divergences between the narrator's description of herself 

and other characters' descriptions of her; (4) contradictions between the narrator's explicit comments on other characters 

and her implicit characterization of herself or the narrator's involuntary exposure of herself; (5) contradictions between 

the narrator's account of events and her explanations and interpretations of the same, as well as contradictions between 

the story and discourse; (6) other characters' corrective verbal remarks or body signals; (7) multiperspectival 

arrangements of events and contrasts between various versions of the same events; (8) an accumulation of remarks 

relating to the self as well as linguistic signals denoting expressiveness and subjectivity; (9) an accumulation of direct 

addresses to the reader and conscious attempts to direct the reader's sympathy; (10) syntactic signals denoting the 

narrator's high level of emotional involvement, including exclamations, ellipses, repetitions, etc.; (11) explicit, self-

referential, metanarrative discussions of the narrator's believability; (12) an admitted lack of reliability, memory gaps, 

and comments on cognitive limitations; (13) a confessed or situation-related prejudice and (14) paratextual signals, such 

as titles, subtitles, and prefaces (adapted from Olson, 2003, p. 97-98). However, although the theory of unreliable 

narration has undergone a paradigm shift towards cognitive domain, it does not escape criticism either because A. 

Nünning "exaggerates his difference with Booth, since the norms of the implied author are of course also arrived at 

through an interpretation of textual data" (D'hoker, 2008, p. 465) (see also Olson, p. 105 and Cohn, 2000, p. 307).  By 

and large, A. Nünning's and V. Nünning's hermeneutical study of unreliable narration produces a promising package for 
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a reliable analysis as it opens a world of interpretive possibility by showing us how unreliability meaning functions 

within a larger reading community.  

Irony is also targeted within the concept of unreliable narration. Irony is a rhetorical device, in which there is a 

discordance between saying and doing. In A Rhetoric of Irony, Booth (1974) posits that unreliable narrator is "the butt 

of the ironic point" (p. 304). He proposes four steps through which a reader can elicit irony in any fictional text and 

hence measure out the possible existence of unreliability: 

1. Reader has to reject the literal meaning, identifying a disagreement between what he reads and what he knows. 

2. Reader has to try out alternative interpretations or explanations. 

3. Reader makes a decision about the author‟s knowledge or beliefs. 

4. Reader chooses a new meaning or cluster of meaning with which a reader can rest secure. (p. 11-12) 

If a reader recognizes striking discrepancies between the narrator's values and those noticeable in the fictional text as 

a whole, then the narrator will be received as unreliable, taking him to be the focus of the text's irony. On the other hand, 

if the narrator is viewed as "egotistical know-it-all" who turns out to be the "butt of the joke" in his own story, then the 

reliability will be questionable (V. Nünning, 2004, p. 239). Olson notes that those who make sense of irony and elicit 

unreliability "share the insider joke and enjoy having survived the initiation ritual the text appears to require" (2003, p. 

94-95). Whereas, A. Nünning claims that "unreliable narration can be explained in terms of dramatic irony because it 

involves a contrast between a narrator's view of the fictional world and the contrary state of affairs which the reader can 

grasp" (qtd. in D'hoker, 2007, p. 466). In fact, my analysis of Carver's story "What do You do in San Francisco?" will 

deploy A. Nünning's cognitive model which is basically a reader-oriented approach along with his constructive list of 

the textual signals as the main strategies for detecting the unreliability of the story's first person narrator. 

III.  RAYMOND CARVER 

Carver is often acknowledged as the most influential American short story writer after Ernest Hemingway. Many 

critics, including Campbell, Chenetier, Facknitz, Henning, Meyer, Runyon, Saltzman, among others, have paid 

significant attention to Carver‟s surface style and structure asserting that the surface of every story tends to have two 

sides of meaning: one, on the surface which looks calm and ordinary, and the other, beneath the lines. Nevertheless, 

these critics fail to address how a reader can distinguish between these two sides of any given story or to explain the 

implicit involvement of any specific rhetorical indicators which could mark out Carver‟s technique. This is, perhaps, 

becuase these critics have failed to notice the issue of foregrounding (conveyed in various forms of regular patterns of 

pragmatic or linguistic choices, prominence and repetition) which can be seen as one of the most consistent elements in 

Carver‟s style that could assist the reader in making a distinction between the two surfaces of any given story. Another 

issue that those critics have overlooked is the concept of (un)reliable narration. 

IV.  NARRATORIAL UNRELIABILITY IN "WHAT DO YOU DO IN SAN FRANCISCO?" 

By taking one of Carver‟s most interesting short stories "What Do You Do in San Francisco?" as a case study, the 

paper attempts to show how right from the beginning of the story, the reliability of the narrator is thrust into question. 

Additionally, it will be shown, how, at a certain point when regular repetition of many parts of the main narrative begins 

to be visible, my initial understanding of the main narrative of the story comes out to be evidently suspicious. Hence, 

unavoidable questions have been raised, namely, how far the narrator can be trusted upon? What is implication of this 

foregrounded narrative? And how does answering these two questions can reveal the thematic meaning of this rather 

short story? 

The story "What Do You Do in San Francisco?" is basically narrated by a first person narrator, a post mail worker, 

who is recalling a flashback story of a young couple who moved to his neighborhood. The events of the story are 

presented in the past tense with some shifts to the present tense. As the narrative develops, more filtering of setting 

information is provided. Gradually, we receive more detailed accounts of the place where the characters live, the 

location of the small town, its people and its surrounding and the life style of the young couple.  

The narrative of "What Do You Do in San Francisco?"  is peculiar, initially, on account of its opening paragraph and 

the account of the story as a whole. The narrator, with a definite tone, begins his story by discharging himself from any 

responsibility for what he is about to narrate:  

This has nothing to do with me. It's about a young couple with three children who moved into a house on my route 

the first of last summer. I got to thinking about them again when I picked up last Sunday's newspaper and found a 

picture of a young man who'd been arrested down insane Francisco for killing his wife and her boyfriend with a 

baseball bat [....] (Carver, 1993, p. 82, emphasis added) 

Yet, right from the second paragraph, the narrator contradicts himself and begins introducing himself in a fairly long 

paragraph: 

Henry Robinson is the name. I'm a postman, a federal civil servant, and have been since 1947. I've lived in the West 

all my life, except for a three-year stint in the Army during the war. I've been divorced twenty years, have two children I 

haven't seen in almost that long. I'm not a frivolous man, nor am I, in my opinion, a serious man. It's my belief a man 
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has to be a little of both these days. I believe, too, in the value of work-the harder the better. A man who isn't working 

has got too much time on his hands, too much time to dwell on himself and his problems. (ibid. emphasis added)    

This passage stands out from the rest of the story and appears as a surprising twist. The conspicuous contradictory 

shift between his statements (his claim of non- involvement in the story he is about to recall in the first paragraph and 

his self-portrait in the second paragraph) invites doubt worth commenting upon. Right from the very outset of the 

narration, the narrative discourses between these two opening paragraphs are in conflict and include a sign of a sneaking 

suspicion of the reliability of the narrator. Although one may say that this intuitive description of himself might seem 

quite innocent, it can arguably render the narrator suspect, and it can also be received as the first inkling of the narrator's 

mentality. Another salient feature anticipated from these two paragraphs is the utilization of the present tense structure, 

normally called the historical present tense.
2
 The narrator skillfully employs the present tense to bring in a vividness and 

a continuation to the present moment so that the reader will be drawn in to relive the immediacy of the narrator's 

narrative. Also it appears that the present tense structure is used here to put an emphasis on the preliminary parts of the 

narrative where the narrator wants his reader to be more focused. In the first paragraph, for instance, he wants to 

highlight his detachment, "this has nothing to do with me", whereas in the second paragraph, he tries to show up his 

identity as well as his values and beliefs (see italicized sentences). Although, the narrator's acclaimed values could 

unsurprisingly be true when related to real life, they come out with some reservation as to how his statement can be 

taken as a reliable declaration or as conveying a hidden message. This is because straight from the third paragraph the 

narrator strikes our attention again when he summarizes his conclusion about the events he is to narrate; the woman is 

undoubtedly held accountable for the trouble happening to the whole family: 

I'm convinced that was partly the trouble with the young man who lived here – his not working. But I'd lay that at her 

doorstep, too. The woman. She encouraged it. (p. 82) 

Before adding more speculation about the unreliability of the narrator, let us move to the narrator‟s story of the 

young couple. When Lee Marston and his wife, "beatnik" painters, arrive, in Arcata, at a house on the narrator's route, 

the narrator begins to puzzle over their life style. He repeatedly tries to get the family to change their name on the mail 

box; he feels uncomfortable whenever he is around the woman; the family never does unload the U-Haul trailer; the 

three children roam freely because of their neglected mother and rumors percolate through the community about the 

man being a criminal on the lam and the wife a dope addict. However, after a thorough reading of the story, I will show, 

in the following section, how the narrator, on the one hand, uses a number of rhetorical techniques to present his story, 

on the other, how these rhetorical strategies bring the narrator's account into focus and thus provide extra-textual signs 

to confirm his unreliability as narrator. 

The readers are directly addressed a number of times throughout the narration through the pronominal shifts "you". 

The narrator is cautiously drawing the readers in as a strategy to actively make them into more of participants thereby 

securing their sympathy and support. Here are a few examples: 

Beatniks, I guess you'd have called them if you'd seen them  (p. 82) 

You hear rumors  (p. 85) 

You hate to see something like that  (p. 86) 

You'd ever really get used to  (p. 87) 

A. Nünning argues that the technique of "an accumulation of direct addresses to the reader and conscious attempts to 

direct the reader's sympathy" signals out the narrator as unreliable. Furthermore, five portions of this rather short story 

emerge to be foregrounded through repetition. Such repetition comes, in fact, through repeating five key words, 

distributed throughout the narration, i.e. “work”, “the woman/she”, “the kids”, “the man/he” and “the name”. These 

repetitions seem to generate meaning and suggest interpretive possibilities that have link to the thematic meaning. Let 

us now look at the five portions respectively (the key words are in italics for emphasis): 

[1]- The foregrounded narrative of the narrator‟s judgmental view of “work”. Notice, the word “job” is repeated 

twice. 

the value of work – the harder the better. A man who isn‟t working has got too much time on his hands, too much 

time to dwell on himself and his problems   (p. 82) 

his not working  (p. 82) 

she encouraged it (work)    (p. 82, emphasis added) 

neither of them worked   (p. 82) 

if you‟re looking for a job  (p. 82) 

“he‟s not looking for a job” she put it  (p. 82) 

who live here work either in the lumber mills or have something to do with the fishing industry, or else work in one 

of the downtown stores  (p. 83) 

men who don‟t worked  (p. 83) 

he was going to work in Eureka  (p. 85) 

if he‟d just go to work now  (p. 86) 

they surely didn‟t come looking for work   (p. 86) 

                                                 
2 For an elaborate discussion on the historical present tense, see Nessa Wolfson 1987, 1979. 
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why don‟t you go to work and forget her?  (p. 88) 

what have you got against work?  (p. 88) 

It was work day and night, work that gave me oblivion   (p. 88) 

It‟s all work, one way or the other, and I‟m always glad to have it  (p. 89) 

[2]- The foregrounded narrative of the narrator‟s obscure attitude towards “the woman/she”. 

she encouraged it (p. 82) 

she wasn‟t a good wife and mother (p. 82) 

I always found myself feeling awkward the few times I was around this woman  (p. 83) 

but she stood there with her arms crossed, cool as a cucumber  (p. 84) 

the woman was a dope addict (p. 85) 

the husband had brought her up here to help her get rid of the habit (p. 85) 

there was something funny about them – the woman, particular (p. 85) 

Sallie was still talking and start to work on her painting as if Sallie wasn‟t there (p. 85) 

she‟d be fondling and kissing the kids, the suddenly start screeching at them for no apparent reason (p. 85) 

one time only I had anything to do with the woman direct (p. 86) 

she‟d taken off the week before with somebody (p. 87) 

I called out, she‟s no good, boy, I could tell that the minute I saw her (p. 88) 

[3]- The foregrounded narrative of the ill behavior of “the kids”. 

It‟s about a young couple with three children (p. 82) 

I‟ve been divorced twenty years, have two children (p. 82) 

The kids picked that moment to come flying out the front door, yelling and tearing for the end of the porch (p. 84)  

There were three kids (p. 84) 

the kids were carrying little sticks and hammering on the sides of the trailer (p. 84) 

also the way she‟d be fondling and kissing the kids (p. 85) 

but the kids were always there, running in and out of the house (p. 86) 

then I noticed the kids playing with it (the hose) over in the field (p. 86) 

after a few days he‟d taken the kids to his mother‟s over to a Redding (p. 87) 

[4]- The foregrounded narrative of the inactive role of “the man/he”. 

trouble with the young man who lived here- his not working (p. 82) 

the young man, I don‟t know what he did (p. 82) 

Marston was his name (p. 83) 

I thought Marston was going to jump out of his skin (p. 84) 

He didn‟t look good at all (p. 84) 

It did surprise me to see he still hadn‟t unloaded it (p. 84) 

I saw him out in the yard again and reminded him about changing the name on the box (p. 85) 

He never did change the name on the box (p. 85) 

But he never did change the name on the box (p. 85) 

He was ex-con on parole (p. 85) 

Another story was that he had committed a crime and was hiding out here (p. 85) 

None of the kids belonged to him (p. 85) 

He‟d taken the kids to his mother (p. 87) 

He was out there at the box every day waiting for me to hand over the mail (p. 87) 

He was sitting on the porch steps smoking cigarette, waiting (p. 87) 

He was suffering, though – anyone could see that (p. 87) 

I was him walking up and down (p. 87) 

Next day he was out there same as always (p. 88) 

He didn‟t wait outside for me any more (p. 88) 

The last time I saw him he was standing at the window calm and rested (p. 88) 

The next day he was gone (p. 89) 

[5]- The foregrounded narrative of the “the name”. Here in this part the narrator repeatedly tries to ask the man to 

paint his “name” on the mailbox: 

„you might want to change the name on the box.‟ (p. 84) 

on Thursday I saw him out in the yard again and reminded him about the name on the box. (p. 84) 

he never did change the name on the box (p. 85) 

I‟ll have to change the name on that box one of these days. (p. 85) 

I‟ll get myself a can of paint and just paint over that other name (p. 85) 

But he never did change the name on the box, and after a time I shrugged and forget about it. (p. 85)  

Astonishingly, a close scrutiny of these foregrounded narratives reveals unpredictable account of events which 

creates a sense of irony. Labov (1972) argues that repetition in narrative is effective in two senses “it intensifies a 

particular action, and it suspends the action” (p. 379). The rhetorical effect of the irregular repetition seems to 
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foreground five different perspectives of the narrator; the hypercritical attitude towards the position of the couple as 

being out of work, the antagonistic attitude towards the woman, the inconsequential outlook on the behavior of the 

children, the repetitive reminder of changing their name on the mailbox and the intrusive outlook on the passive role of 

the man. The cumulative effect of the five foregrounded accounts, arguably, produced a meaning behind the surface 

meaning of the narration that needs to be examined for it contributes to the general interpretation. The reader who 

follows the preceding analysis this far will surely discern that there must be a hidden implication behind this 

foregrounded narrative. Short (1996) points out that: 

in language, the background is what is linguistically normal – the rules, norms and expectations which we associate 

with a particular kind of speaking or writing; the foreground is, in large part, the portions of text or talk which do not 

conform to these expectations. (p. 12) 

Miall and Kuiken explain that when certain words or passages in the text attract the attention of the readers and 

heighten their feelings, they tend to give more focus on them. This is in order to consult their feeling in an attempt to 

reach an appropriate interpretation (1994a, p. 337). Johnstone et al. (1994) claim that: 

It makes sense to suppose that when you say the same thing again, the referential meaning stays the same. But 

something other than the referential meaning has changed. As an element is repeated, a history for it is created; as the 

context within which elements are used changes, their meaning changes. (p.12) 

Also, Johnstone et al. argue that repetition creates a cognitive effect (p. 12), making it easy for the readers to work 

out their minds to assimilate information. If we look back at the five repeated key words within their context, it can be 

easily observed that the “referential meanings” of these words remain the same about “work”, “woman”, “the man”, 

“name” and “kids”. Although the context within which those words are used is slightly modified yet it still carries the 

same meaning. Hence, such repetition may appear to support the ongoing criticism that Carver deals with his characters 

ironically. Nesset (1995) states that Carver‟s characters, from the earlier to the last one, are those who are classified as 

unhappily estranged, out of work, disillusioned by meaningless jobs and meaningless marriages; they suffer in various 

degrees from alcoholism as well as bad luck and bad timing, battered by a world which typically leaves them inert and 

speechless on the wake of longings and fears they cannot begin to identify. (p. 2) 

Carver, on the other hand, denies such criticism by saying: 

I‟m not talking down to my characters, or holding them up for ridicule, or slyly doing an end run around them. I‟m 

much more interested in my characters, in the people in my story, than I am in any potential reader. I‟m uncomfortable 

with irony if it‟s at the expense of someone else, if it hurts the characters. (qtd. in Gentry & Stull, 1990, p. 185) 

If this is indeed the case, then what is the function of repetition in the story under test? The repetition is presented as 

a series of accumulated words rematerialized with the same characteristics and with the same sustained tone throughout. 

Apart from the fact that repetition brings some kind of cohesion into the text, it also brings the foregrounded account of 

the narrator into focus keeping the reader in a state of being repeatedly informed about the same entity. It restricts the 

readers‟ attention to receive at almost the rate the narrator is intending to convey; the outcome is a production of daily-

connected events resulting from a few repeated words carrying roughly the same perspectives (see Tannen, 1987a) for a 

fuller discussion on similar issues). Runyon explains that Carver‟s style: 

Seemed to say so little but somehow suggest so much. As Susan Lohafer (1992) explains „while it might seem that 

we could be bored by Carver‟s lean style […] we are in fact kept alert by having to look through the interstices for the 

meaning- and by being rewarded for doing so‟. (p. 1) 

The descriptions made by the narrator are presented through a certain angle. Scanning throughout the main narrative 

and concentrating on the emphasis of the narrator on the value of having work and contrasting this with the nature of his 

actual job, one can realize that there is a sense of contradiction between the two statements. Noticeably, from the events 

of the story, the narrator has a lot of free time on his hands that allows him to interfere in the couple‟s life and keep 

spying on them daily. This is, maybe, because of his simple work as a postman delivering letters in a small community. 

Moreover, it can be detected that the narrator is exaggerating about his unexplained attitude towards the woman in 

emphasizing that she is a negligent and uncaring mother. There is a lack of alignment between reality and the narrator's 

obsession for criticizing the woman. This is due to the fact that, when comparing the behavior of the woman‟s children 

with any other children‟s behavior, perceptibly such behavior could be normal among all children, especially when 

there is more than one. It is another way of expressing his aversion to the woman. A. Nünning suggests that "syntactic 

signals denoting the narrator's high level of emotional involvement, including exclamations, ellipses, repetitions, etc." 

challenge the credibility of the narrator. To surmise, the narrator‟s account of the events sounds to be distorted, 

projecting textual signs of the critical position of the narrator who is ultimately materialized as unreliable. 

As the recall goes on, the narrator attempts to capture the definite voice of a more subjective mode of presentation, 

through the predominant deployment of direct speech and the occasional use of free direct speech, in all his face-to-face 

encounters with the young couple (see Banfield, 1982, on discussion of subjectivity and speech presentation). This 

subjectivity increases when he further presents the proclaimed "rumors" about the couple: 

You hear Rumors [….] He just didn't look the sort who'd do something really criminal [….] The woman was a dope 

addict, so this story went, and the husband had brought her up here to help her get rid of the habit [….] Sallie Wilson 

from the welcome wagon. She dropped in on them one afternoon and said later that, no lie, there was something funny 
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about them – the woman, particular [….] Well, just the way her eyes looked if you came up close to her, Sallie said. 

(Author emphasis p. 85-86) 

When a piece of narrative is displayed subjectively through the eye of its first person, all events, beliefs and 

perceptions are cautiously filtered through his/her idiosyncrasies. The narrator uses subjective narration to separate 

himself from the community as a whole and describes the rumors from his position as an ordinary hearer. Likewise, the 

narrator holds controversial values and concepts, forcing the reader (whom he directly and repeatedly addresses) to take 

part in his narrative and challenge and test his own perspectives. The narrator distances himself from the first-person 

narrator and alludes to the subjectivity in order to drag the prospective reader "you" (whom he repeatedly addresses 

directly) to take part in his narrative. From this vantage point, the narrator uses the thoughts of other characters as a lens 

in order to receive and interpret events. The narrator holds controversial values and concepts, forcing the reader to 

challenge and test his own perspectives. The events of these rumors are pieced together and presented as a speculation 

which helps to realize a clear insight into the narrator's motivation. Apparently, these rumors mirror closely his own 

perception of the contrasting pictures of young couple, the man as being good–for-nothing as well as victim and the 

woman as being a negligent mother. In other words, such rumors add nothing except reinforcing his ongoing conception 

about the couple. For instance, taking a quick look at the account of the rumors, inconsistencies appear overtly. The 

rumor associated with the woman being a dope addict, and her husband bringing her to help her get rid of the habit is in 

direct contradiction to his constant criticism against them for being out of work. Although the narrator tries to isolate 

himself from such rumors, the whole account represents his biased contention and accusations, conveying his negative 

position against the young couple. Readers can make sense of the assorted contradiction pertaining to the fact that he is 

seen through many different ways of fallible and subjective perspectives. What is interesting in this analysis is that it 

projects a further set of signs of his narratorial unreliability, as explained by A. Nünning in these words "an 

accumulation of remarks relating to the self as well as linguistic signals denoting expressiveness and subjectivity" are 

an indication of unreliable narration. 

Generally speaking, the reliability of the narrator‟s story about the couple is unsteady because what might be argued 

here is that the narrator seems to have gone through hard experiences and usually has been changed by them. It seems to 

me that the narrator is trying by all means to portray obliquely his failure in his life by presenting the life of this couple 

from his own perspective and through repeating their faults. In other words, he seems to be taking this couple as a 

scenario in attempting to reveal his own life story. Let us look back again at the paragraph where the narrator presents 

his identity, and also take into account his incongruities about his conception of the value of work in a man‟s life as 

discussed above; we can observe that there is a lot of resemblance between the narrator‟s life and the life of the couple, 

particularly, in relation to broken faith in the marriage life. To put it differently, within his apparent inconsistencies, he 

tries to mask certain feelings concerning his past life for there is a clash between what he narrates and the interpretation 

that he offers us to consider. 

However, though the inferences I have made to fill in further information from my general knowledge and 

experience seem to be convincing, another theoretical issue is raised, that is, the issue of point of view. From an analytic 

point of view if my conclusion that the narrative seems to be self-focused, then interestingly it belies the first sentence 

of the story where the narrator declares: “This has nothing to do with me”. This observation tends to be disenchanted 

hence worth some analysis. Lyons (1977) argues that: 

the demonstrative „this‟ and „that‟ „include a number of subjective facts (such as the speaker‟s dissociation of himself 

from the event he is referring to) which are non-proximity, but are difficult to specify precisely. (p. 668) 

Toolan (1995), on the other hand, explains that: 

the narrators of Carver‟s acclaimed and allegedly „minimalist‟ fiction: characters‟ values and preoccupations and 

kinds of hurt are not declared directly in what they say and do, but only indirectly, via what is presupposed by what they 

say and do. (p. 133) 

Toolan‟s prediction is accurate enough to support my argument that what is involved here is more than just a simple 

story about a young couple, rather it is the life story of the narrator himself. What is more, "contractions between the 

narrator's explicit comments on other characters and her implicit characterization of herself" (A. Nünning) cast shadow 

over the narrator's reliability. 

Based on the critical observation I have discussed so far, I can assert that in order to produce a fruitful analysis for 

such an intractable text that is crammed with different sorts of stylistic features, a reader, from my point of view, should 

be familiar with a choice of stylistic analytical tools and be able to apply them in the textual analysis of the text. The 

first of which is, as discussed above, the awareness of the concept of the narratorial unreliability which enables us to 

obtain insights into the subtleties of the incongruities and peculiarities deployed in the main narrative, and the second of 

which is exploring how repetition works in the text and what kind of effects it produces. 

V.  CONCLUSION 

To sum up, this paper critically re-examines Carver‟s short story "What Do You Do in San Francisco?" It has been 

argued that to provide a better account of understanding Carver‟s text is to account for the affective stylistic means used 

by Carver. The outcome of the analysis gives an outlook on how the repetition of the five portions of the narrative, 

through five key words, and the utilized rhetorical strategies, stand out from their surrounding and bring the narrator‟s 
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world into focus, evoking a world behind the surface world of the narration that needs to be explored comparatively as 

it offers an alternative way of examining the story. Furthermore, this paper has shown how using A. Nünning's theory of 

detecting unreliability provides the reader with signs about the existence of the manifold textual inconsistencies and 

contradictions which emerge noticeably on the surface of the story, leading the readers to work out an alternative 

meaning within its depth. After all, this study remains relatively under-researched but it provides a promising area of 

further research. 
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Abstract—Having synthesized many findings of studies that have recently been conducted on Sudan Practical 

Integrated National English (SPINE); having tried to move linguistic pragmatics to the area of applied linguis-

tics, the researcher found that these studies' findings have unanimously attributed SPINE problems only to 

typing errors and the use of Sudanese culture to teach English language. By comparing random selected mate-

rials from both SPINE the current syllabus and the READERS an earlier English syllabus, the researcher at-

tempts in this paper to provide general framework of using deixis as a pragmatic inference as a helpful item in 

deciding and revitalizing the syllabus materials writing process which is considered as the most important 

stage of curriculum development. Considerable number of studies in syllabus design have viewed language 

learning through the 'subject' or knowledge offered by the given materials, how these materials account for 

ways in which teachers and learners interact with each other, how materials develop problem-solving abilities, 

and to what extent materials can transmit to the learners attitudes and values presented in the syllabus texts . 

The present study, however, investigated four aspects in both the aforementioned syllabi. Those are the num-

ber of paragraphs in each syllabus, the mechanism of sentence functional perspective, error and mistakes, and 

the structuring of deixis category in the two mentioned syllabi. The study has arrived at that it would be possi-

ble for English language syllabus designers in general to predict, and for SPINE designer in particular to have 

predicted proximate guides of what the EFL students will learn if the mentioned areas are seriously considered. 

 

Index Terms—deixis, materials, curriculum development 

 

I.  INTRODUCTION 

Deixis in English is represented by person pronouns, demonstratives, tense, specific time and place adverbs like 

‗now‘, ‗here‘, and other features of grammar held tightly to the circumstances of utterance. Deixis or ‗indexical expres-

sions‘ lie within the border of pragmatics and semantics. To put it another way, ‗pragmatics‘ main function is to catch 

the evasive meaning of language which cannot be traced in a truth – conditional semantics as pointed out by (Levin-

son,1983, P. 58) in following examples: 

1/ John Henry Mc Cavity are six feet tall and weigh 200 pounds. 

2/ John Henry Mc Cavity are six feet tall. 

3/ I am six feet tall and weigh 200 pounds. 

4/ I am six feet tall. 

It is clear from the above examples that if (2) and (4) are valid inferences from (1) and (3) they must be said by the  

same speaker, that is to say the speaker who describes ‗John‘ and the speaker ‗I‘. 

Here (Levinson, 1983) relates ‗logic‘ to contexts of utterance. Because sentences as indicated by (Francis & Dinesen 

1967, P 360) always underlie different propositions on different occasions. Levinson (1983) also indicates that the ref-

erence in the above sentences will be valid only if the speaker index and the time index are tied together. 

It becomes clear from this approach that sentences in their abstract can be glossed as vague and meaningless, and do 

not express specific propositions at all. There are only utterances in specific contexts that negotiate definite states of 

affairs. One of the aspects by which Levinson draws a clear cut boundary between sociolinguistics and pragmatics is the 

category of social deixis. To put it another way he restricts this category of deixis to the study of facts that lie in the 

scope of structural studies of linguistic systems. He also shows that it disambiguates the social identities and the relation 

between participants. He adds that such following examples can be true only if they are indeed identical to the individu-

al who is the mother of Napoleon and false otherwise. 

1/ I am a mother of Napoleon. 

2/ Eliza de Rambling was the mother of Napoleon. 

3/ you are the mother of Napoleon. 

II.  A BRIEF REVIEW LITERATURE 
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Making use of a philosophically oriented deixis, the writer of this paper conceives a pedagogically oriented aspect of 

deixis whose potential meaning could help reconcile between what is called the structural syllabus and the notional syl-

labus. Potential meaning defined by Holliday, quoted in (Widdowson, 1979, P.249), as that the form itself contributes to 

the meaning process. Here, it is better to pedagogically perceived (Ariel's,2008, P.343) three forces behind grammar, 

namely, cognition, socio -cultural norms and pragmatic inferences. It is also important to pedagogically contemplate 

(Cooren's, 2010) logic of configuration that is as he mentioned can be found in any type of interaction, a debate, a di-

alogue, a conversation, etc. He mentioned that arguing for or against something consists of implicitly staging figures 

that are suppose to support the position one is putting forward regarding specific topic. He shows that those figures can 

be facts, principles, persons, traditions, institutions, expertise, knowledge, documents etc and interactants in a given 

conversation usually animate or ventriloqualize those figures explicitly or implicitly. Here it better also to mention 

(Mustafa's, 2011, P. 68) conceptualization of presupposition inference and how it motivates language users to fit in their 

ideas in order to extend and adjust the discourse the interlocutors are in. It can be said that both Cooren's mentioned 

figures and Mustafa's notion of presupposition as a mechanism that generates and extends the discourse by relatively 

bringing the necessary support may include the notion of deixis categories and they should fully be regarded in the se-

lection of syllabus writing of materials. The paper also makes use of (Kaplan's, 1989) two sorts of indexical which are' 

character' (or linguistic meaning), and' content'. Using these two conceptions in teaching process, teachers could easily 

help their students differentiate between for example the word 'I' in the sentence' I am a female' knowing that it has a 

single character (or linguistic meaning), but it may also have different contents in different contexts. 

A.  Person Deixis 

It looks for the encoding of the role of participants or pronouns and their associated predicate agreements in the 

speech event. That is speaker‘s reference to himself (first person), speaker‘s reference to one or more addressees 

(second person); and the encoding of reference to persons and entities which are neither speakers nor addressees of the 

utterance in question (third person). Levinson (1983) symbolizes for first person (+s) which means speaker‘s inclusion; 

and for second person (+A), which indicates addressee‘s inclusion. And for third person (-S, -A) which means speaker‘s 

and addressee‘s exclusion since this third type does not refer to any participant role in the speech event.  For example 

the pronoun 'we' has a potential for ambiguity i.e. between exclusive 'we' which (excludes the hearer) and the hearer- 

including (inclusive) 'we'. He further states that deictic usage of this centre appears in pronouns, vocatives and greetings. 

But although pronouns are commonly used not deictically, there are some natural uses which cannot easily be captured. 

Example of that is provided by (Fillmore, 1971)
 
of the editorial ‗we‘ of the New Yorker. That is although it takes plural 

verb agreements (thus we are not we am), it appears in the proceeding text of the same editorial with reflexive singulari-

ty in phrases like ‗for ourself‘. Another example is provided by Levinson of the hostess who announces in an air – flight 

something like the following: 

- You are to fasten your seat-belts: 

He indicates that in order for someone to understand such utterance, there must be a distinction of speaker from 

source of information, and the addressee from the target. Levinson further shows that person role is marked in many 

ways. He shows that title and proper names often come in two sets. One is used in address as vocative in second person 

usage. Example of this is the following: 

- Hey you, you just scratched my car with your Frisbee: 

And the other way is used in reference (i. e referring to individuals in third person role). Example of this type is the 

following. 

- The truth is, Madam, nothing is as good nowadays. 

He also provides an example of proper names in a situation of a mother who says to the father in the presence of the 

little Billie something like the following. 

- Can Billie have an ice-cream Daddy? 

In the above example, he notes that there must be clear-cut distinction between addressee and hearer. He further 

states that where face to face is lost e.g. ‗I am Joe Blogs, language instead tends to introduce itself e. g. in a phone con-

versation ‗this is Joe Blogs. 

B.  Time Deixis 

Time deixis encodes point and spans relative to the time at which an utterance is spoken. An essential point to be 

mentioned here is (Fillmore‘s, 1975) classification of time into coding time ‗CT‘ (the time at which the speaker produc-

es in his\her utterance). And receiving time ‗RT‘ of the addressee to the particular code or message. It is important to 

note that time deixis is central for texts to be meaningful since ‗language always wears its time‘. Therefore, the word 

‗now‘, for example, can be glossed as the time at which the speaker is producing the utterance containing it that is the 

notion of Coding Time ‗CT‘. Time deixis can also interact with cultural measurements of time in non deictic way. For 

instance ‗today‘ can be considered as ‗the diurnal span including CT, Yesterday‘, however, can be conceived as ‗the 

diurnal span preceding the diurnal span that includes CT (Levinson, 1983, P. 75). 

He proceeds to show that in the application of ‗next‘ to cylindrical names of days an ambiguity may arise. For in-

stance ‗next Thursday‘, can either be referred to as the Thursday of the week that succeeds the week that includes ‗CT‘, 

or that Thursday that first follows the ‗CT‘. 
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Complexities also may arise in this deictic centre of time in the usages of tense, time adverbs, and other time deictic 

morphemes. For instance (Levinson, 1983) states that in letter writing, or pre-recording of media programmed that a 

decision has to be made of the time, whether Coding Time ‗CT‘, or receiving one (to be projected in the addressee RT). 

(Fillmore‘s, 1975) examples illustrate this phenomenon. 

- This programmed is being recorded today - --Wednesday April 1 s t, to be relayed next Thursday. 

- This programmed was recorded last Wednesday April I s t, to be relayed today. 

As noted above, deictic time adverbs like ‗now‘, ‗then‘, ‗soon‘, ‗recently‘ so on, can be conceived pragmatically by 

the given span including CT. (Harris, 2005) shows how temporal adverbs help support students' memory and reduce 

tense shifting. Harris' experiment shows that 45% of the sentences given to the tested students were recalled with shifts 

in the verb tense and this shift appeared to be due to lack of temporal adverbs. Harris' study concludes that verb tenses 

either the present, past, future, present perfect, past perfect, or future perfect tenses are relatively meaningless without a 

temporal deictic context. This time span as indicated by (Levinson, 1983) may be the instance associated with the pro-

duction of the morpheme itself as in the gestural usage in (1) or perhaps in the interminable period indicated in (2). 

1/ Pull the Trigger now. 2/ I‘ m now working on a ph. D 

C.  Place Deixis 

Place deixis is concerned with the encoding of spatial locations relative to the location of the participants in the 

speech event. Examples of this proximal deictic place and distal one can be conceived in demonstratives ‗this‘ and 

‗that‘ and deictic adverbs 'here‘ and ‗there‘. This category of deixis always incorporates a covert time deixis element, 

while the converse is not true (Levinson, 1989, P. 58). Places as physical entities can deictically be identified in relation 

to the location of the participants at the time of speaking as in the following examples. 

-  It‗s two hundred yards away. 

-  Kabul is four hundred miles west of here. 

D.  Discourse Deixis 

Discourse (or text) deixis primarily concerns the expressions within some utterance to refer to some portion of the 

discourse that contains that utterance. Therefore, discourse deixis has a sense of reference being anchored to its location 

of the current utterance. For instance utterance initial ‗anyway‘ seems to indicate that the utterance which contains it is 

not addressed to the immediate preceding discourse, but to one or more steps back (Levinson 1989, P. 85) Levinson 

also made a clear-cut distinction between discourse deixis and what is called ‗anaphora‘. He relates a pronoun in the 

former to a linguistic expression (or chunk of discourse). Anaphoric expressions always relate the pronoun of the same 

entity as a prior linguistic expression. Older rhetoricians divide discourse in four types indicated by (Davidson, 1964, 

P.39) as exposition, description, narration, and argument. (Levinson, 1983) assumes that utterance initial usages of 'but', 

'therefore', 'in conclusion', 'to the contrary', 'still,' 'however', 'anyway', 'well,' 'besides', 'actually' all in all,' 'so', 'after all' 

etc, can pragmatically be interpreted as having discourse communicative values. This can be done as how the utterance 

contains them is considered as actual response to, or a continuation of some portion of the prior discourse. That is prior 

explaining, describing, narrating, and arguing which are considered as intricate issues when selecting for example par-

ticular materials for particular syllabi or pedagogical teaching situations and learning activities should be considered. 

E.  Social Deixis 

Social deixis always encodes aspects of social relationship between speakers and addressees, and the social distinc-

tions that are relative to participants‘ roles in speech event. This social relation in every language has specific spatio-

temporal, socio-political, and cultural dimensions which are intuitively employed by the interlocutors of that particular 

language to show their presuppositions and the dimensions of the discourse they have been involved in. Here arises the 

following questions; does social deixis category with that sense allow syllabus designers to materialize English syllabus 

on a different culture? To what extent have evidence- based practices of English language syllabi of non -natives syn-

thesized that issue of deixis? How to identify 'best practices' or scientifically based methods on this linguistic aspect? 

How do syllabus designers encourage classroom educators to use the research findings of this linguistic field? However, 

this category of deixis in English language is best glossed by Brown and Levinson (1978) as the language structure 

which contains social identities of participants and their relations. (Levinson, 1983) provides an example on ‗polite‘ 

pronouns and title of address and honorifics show that they cannot be treated unless social deictic values are available. 

He also states that all social deixis and most aspects of discourse deixis lie beyond the scope of a truth – conditional 

semantics. He restricts the study of social deixis to the study of facts within the scope of structural studies of linguistic 

system. He further points out two kinds of socially deictic information in languages around the world. That is relational 

and absolute and he quotes (Irvine, 1979) and (Fillmore, 1975) for further details. Deixis category is considered as es-

sential part in pragmatic interpretation. The basic five categories of deixis has one deictic centre which includes the 

central person (speaker).The central time (when the speaker produces the utterance).The central place (where the speak-

er‘s location at CT). Discourse centre is the point which the speaker is currently at in the production of his utterance. 

Social centre is the speaker‘s social status and rank to which the rank or status of the addressee or referents is relative. It 

is worth noting that these five categories of deixis, mentioned above, should be considered as having one deictic centre 

which anchored upon the speaker at CT. They also help identify the referents of referring expressions through its special 
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or temporal relationship with the situation of the utterance (Harford & Healy, 1993, P. 64). Referring expressions as 

indicated by (Searle 1969:P. 27) are expressions that serve to identify any thing; process, event or any other kind of 

individuals. They provide answers to questions who? What? Which? And they are known by their functions. The con-

ception of proposition on the other hand has been conceived as any aspect of the meaning of the stretch of language, 

whether derived from what is actually said, or from what hearers assume or infer. Many other linguists define it as that 

part of the meaning of the utterance which describes some state of affair.  So it can be said that both primary deixis (ex-

ospheric deixis), and secondary deixis (endophoric deixis) serve the context surrounding an utterance and the contextual 

use of deictic expressions in a particular utterance. That is deixis categories help specify the referring expressions of any 

written or spoken discourse and this reason which makes deixis categories revitalize English language syllabi materials. 

III.  METHODOLOGY 

A content analysis design is employed for this study through carefully counting paragraphs and specifying deictic 

expressions of two paragraphs in some texts taken randomly from Sudan Practical Integrated National English (SPINE). 

It is an integrated series of six textbooks for the use of both the basic level where book 1,2,3, are taught from grade five 

to grade eight, and in the secondary level where book 4, 5, 6 , are taught from the first year to the third final year . The 

study attempts to show how far deixis categories help text linguistics which is considered as an analysis of texts that 

extends beyond the traditional concept of sentence level and considers the communicative constraints of the situation. 

Counting paragraphs and specifying deictic expressions of two paragraphs are also followed in some texts taken from 

new method READERS an earlier Sudanese school curriculum by Michael West. Randomization process is conducted 

by numbering both types of the books serially to assign the units of SPINE and the Lessons of the READERS. The 

process of randomization ends by selecting SPINE Book 2 (Unit 3), and READERS book 2, (Lesson 3) from a random 

table. The main hypothesis of this study is that deixis categories help launch and sustain the foreign language learners' 

written and spoken discourse. Deixis categories are not fully considered upon the design of SPINE series. The afore-

mentioned hypotheses have been raised by the following questions: 

1. Does deixis category as syllabus materials help expand students' learnability? 

2. Piecing together findings from a number of studies is a system usually used by organizations and professionals to 

collect and synthesize research–based practices. Do the writers of SPINE materials consider the latest issue of linguistic 

pragmatics and what is currently synthesized on deixis category as an important element in discourse analysis theory? 

IV.  DATA COLLECTION PROCEDURE 

An unobtrusive observation (syllabus documentary analysis) was applied to Sudan Practical Integrated National Eng-

lish which is currently being taught and the syllabus of READERS which has earlier been taught in Sudan. Four aspects 

were investigated in both types of syllabuses. The number of paragraphs in each book, functional sentence perspective 

or topic-comment relation, errors and mistakes, and how far deixis categories have adequately been selected by the de-

signers of SPINE. The ultimate aim is to provide a scientific base for considering and moving research on linguistic 

pragmatics to practice which in this case may be syllabus design and curriculum studies. 

V.  RESULTS 

A.  The Number of Paragraphs 

Counting the number of the paragraphs in SPINE book 2,3 and the paragraphs in READERS 2,3, the researcher has 

come to a frightening conclusion, that is, if considering the number of words and the length of READERS paragraphs, it 

can be decidedly said that the  paragraphs in READER 2,3 alone equals the whole paragraphs of the SPINE series. This 

can proportionally be illustrated in the following table. 
 

TABLE 1 

SHOWS A PROXIMATE GUIDE OF PARAGRAPHS IN SPINE2, 3 AND READERS 1, 2 

SPINE 2 SPINE3 READER 2 READER3 

17 96 160 180 

 

The READERS according to what is written in their blurb constitute a seven-year course starting at the Primary 

School Level and are the result of carefully graded word – count. Accompanying these are Companions providing word 

lists and additional exercises, and composition books designed to teach how to deal in speech and writing with the ma-

terial already encountered in reading. In Sudan the seven READERS were taught in the Intermediate Level which was 

constituted of three years and which was cancelled and been replaced by adding two additional classes to the Basic 

Level to become eight years rather than six years. English language teaching now begins from the fifth year of the Pri-

mary. As the above table shows that the number of paragraphs in the READERS is more than SPINE paragraphs and 

this is a serious indication lessening or preventing Sudanese students from exposing to the many varieties of the English 

Language. Exposure to the language here is a materially - thought of category which should be fully regarded when 
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designing school English syllabuses as exactly done by the materials writers of READERS. It has been observed that 

the paragraphs of the READERS are longer and more cohesive and coherent than SPINE paragraphs. 

B.  Functional Sentence Perspective 

(Connor 1999, P.80) illustrates that Prague School of Linguistics was the first to show how the presentation of infor-

mation in whole texts should be studied along with the formal structures of sentences, such as a subject- predicate rela-

tion.  (Connor, 1999) shows in western Indo- European Languages such as English, new information of one sentence in 

most texts becomes the topic or the old information of the next sentence. That is, new information is always introduced 

at the end, in the predicate. This topic – comment relation which been adequately considered in the READERS, has 

been severely violated in SPINE. The following are two paragraphs taken in turn from SPINE 2 (unit3) and   READER 

2 (Lesson 3.). 

Example 1: (Taken from SPINE 2, unit3, lesson 5). 

John is British. He comes from Britain. He is tall. He has got green eyes and straight hair. He is quiet and gentle, but 

sometimes he is very funny. Everyone likes him because he is very kind 

The Unit has only three paragraphs and a dialogue for reading. The unit consists of twelve lessons. The rest of it is 

designed from tasks based activities and exercises ranging between ' Look and sing', 'Choose and write', 'Answer the 

questions,' and 'Fill in the blanks. Every paragraph of the three ones is a separate unit describing individuals, Alex lives 

in Nigeria, John from Britain, and Hajj Ibrahim and Hajj Musa are going to the market .The sentences following the 

topic sentence are not the type of functional sentence perspective mentioned earlier. 

Example 2 :( Taken from READER 2, Lesson 3). 

Prospero put down his book. He called Ariel." Bring the King and Antonio here," he said." My plan is ready."Then 

Prospero stood up. He went out of the house. He looked to see where Ferdinand was. He looked to see where Miranda 

was, and what she is doing. Ferdinand and Miranda were sitting on a load of wood talking to each other. 

It has been observed that in all of the READERS texts the comments or the new information of one sentence always 

becomes the topic or the old information of the next one and this coincides with (Connor‘s, 1999, P.80)
 
conception of 

topic- comment relation. (Johnson, 1977, P.18) urged that at paragraph level, English course should teach the student 

not only to write cohesive texts, consisting of sentences which grammatically follow on from each other. He also re-

commends other type of sentences that follow on from each other on the level of sense as well as grammar. The texts of 

the READERS are that kind of texts which incorporate both types of Johnson's notions. Those texts have a high quality 

of novelty that satisfies the aforementioned four types of discourse mentioned earlier. 

C.  Error and Mistakes in Spine 

Having synthesized twenty M.A theses conducted in Spine, the writer of this paper found that all of them have come 

to the same conclusions which SPINE main problem lies in typing mistakes (see the appendixes).There are also some 

grammatical errors in SPINE 6 in which the designers of the course have replaced the present participle with the ge-

rund .The questions arises here what if these errors and mistakes are rectified? Will the educational authorities still keep 

SPINE as a national syllabus in Sudan? Will the problem of SPINE materials writing be renegotiated seriously in order 

to restore to the Sudanese students the much language that has unintentionally stolen from them? 

D.  Deixis Category and Syllabus Materials 

The writer of this paper thinks that the potential value of each text selected as a syllabus material is to provide servic-

es of both learnability and teachability for both the student and the teacher as syllabus decision- makers in classroom 

implementation which is considered as the last and crucial stage of curriculum development. The ability to learn and 

teach English language texts requires drawing a text contours or let us name it as text geography and this can clearly be 

done by identifying the text's indexical words which are deictic expressions, deictic markers, and deictic words and the 

pro forms such as 'so' and 'do'. Even the English 'Tense' itself can be conceived as deictic. (Cormrie, 1976)
 
states that 

'tense' is described as situational- external-time and this description gives it a deictic sense since it locates the time of  a 

situation relative to the situation of the utterance. 'Aspect' is described by (Cormrie, 1976) as situational- internal time 

of a verb showing a specific time distinction. What makes a paragraph smooth and interesting is the ability of the writ-

ers to gain variety by using different structures and different modifiers. The varied sentence structures can be conceived 

in forms such as the sentence types whether it is a simple, complex, compound or compound complex. The verbal 

whether it is a participle phrase, a gerund or an infinitive also add to the components of the paragraph variety. What 

gives the forms their spirit is the deixis category. That is deixis category is overlapped between all the mentioned forms. 

The interpretation of the indexical words should be glossed in relation to the speaker's location or the deixis centre. 

(Prabhu, 1987) argues that students' internal linguistic competence increases if the teacher abstract from any piece of 

language its meaning besides deploying abstracted structures that have already been formed in the teaching of new 

grammatical forms. For the system development (Prabhu, 1987)
 
illustrates that every instance of deployment should 

constitute a step in the further development of those structures. In deploying abstracted structures, teachers need to 

make use of deictic expressions found in the texts or the selected materials. Abstracting structures appears in presenting 

vocabulary, asking questions, presenting and practicing structures, etc and all these need deixis centre to be identified 

by both teacher and student. If deictic expressions adequately manipulated, this will help sustain learning process and 
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make text itself a pragmatic visual aid that helps much in the process of teaching. Deixis can provide input for noticing 

language forms and meanings. It is generally acknowledged that acquisition involves a number of processes such as 

noticing and reasoning and hypothesizing. (Oxford, 1990)
 
quoted in (Hedge, 2000) divides reasoning and hypothesizing 

in reasoning deductively, analyzing contrastively, translating, and transferring, structuring and restructuring, and auto-

matzing. By the term 'noticing' it is meant that language features has to be noticeable for the learners. For example they 

should firstly know that 'don't' used in English language to express negation, and then they can work out on the relation-

ship between meaning and form. What makes the process of language acquisition and language learning one entity, the 

researcher thinks, is deixis category. Deixis serves both the form (the structural form of syllabus materials) and the 

meaning (functional/notional materials that incorporating communicative properties). Deixis category, the researcher 

believes, can however, support proponents of the argument which claims that the work on notional syllabuses should 

best be seen as means of developing the structural syllabus rather than replacing it (see Widdowson, 1979, P. 249). Ma-

terials writing process helps increase or decrease the use of this deixis centre. That is if the designers of a syllabus have 

selected much different materials, this will increase the chance of using more deictic expressions. For example, READ-

ER (7) as a whole is a story which is called 'Dead Man's Rock'. The text is so arranged that the meanings of new words 

can probably be guessed either from the context or by analysis of the word itself. The five deixis categories are proven 

to be found and this helps facilitate the process of teaching and learning of the READERS' written and spoken dis-

courses. Discourse is to coherently make sense of what is said or read, to understand speakers or writers who communi-

cate more than they say, and  the ability to take part in that complex activity which is called conversation . The present 

study sees the functions of discourse analysis can easily be dealt with by the producer of the utterance and the interpre-

ter of it only if this deixis category is well illustrated in the written or spoken discourses. The second paragraph of 

READER 2, Lesson 3, can be taken as an example to illustrate how personal deixis category leads the process of dis-

course analysis 

Ferdinand loved Miranda. Miranda loved Ferdinand. They loved each other. That was Prospero's plan. Prospero 

meant Ferdinand and Miranda to love each other. He wanted Ferdinand to marry Miranda. He meant Ferdinand to be 

king of Naples, and Miranda to be the queen. 

The underlined deictic expressions help learners notice, narrate, explain, describe and argue about what is going on in 

the first paragraph. For example the demonstrative 'that' has dual roles of a grammatical form and of a communicative 

property. The learner thus may feel secure and enjoy both the prior and the coming discourse since s/he has been given 

pragmatic restrictions or deictic contours to help him/ her proceed successively through the text. The teacher can also 

make sense of these deictic contours to develop the ability of asking questions. The questions that may be developed 

here like the following: 

- Did Ferdinand really love Miranda? 

- Did Miranda really love Ferdinand? 

- Who wanted Ferdinand to marry Miranada? 

- What was Prospero's Plan? 

-If Prospero's plan succeed, who is going to be the king / and who's going to be the queen? In what place they are 

going to be king and queen? 

The compared paragraph is taken from the SPINE 2, Unit 3, Lesson 5, comes as follows: 

Hajj Ibrahim and Hajj Musa are going to the market. They are carrying their baskets. They want to do some shop-

ping. Hajj Ibrahim wants to buy some meat, eggplants, onions, potatoes and bananas. Hajj Musa is going there to buy 

some fish, okra, cucumber, and grapefruit. 

The underlined deictic expressions do not narrate, explain, describe or argue anything at all in the first paragraph. 

There are only few uses of personal deixis. This may lessen the teacher's ability of asking questions and student's an-

swers will all be about Hajj Ibrahim and Hajj Musa.  Paragraphs in SPINE2 are short and they do have scattered ideas, 

and this has lessened the teacher's ability of using deixis category appropriately. 

VI.  CONCLUSION 

The literature on writing syllabus materials concentrate mainly in the types of syllabuses and whether for example the 

particular syllabus is notional , structural, task –based or ESP one. (Widdowson, 1979, P.249) see that notional syllabus 

is no more than a means of developing the structural syllabus since writing materials cannot be defined as forms or 

functions. The present paper is, however, arrived at the importance of person, place, and time deixis categories in the 

process of designing materials which is considered as a crucial element in designing English language syllabi in general. 

The paper has tried to set forth significant policies and inputs of syllabus design. It has been proven that the English 

language teachers teach deixis in linguistic patterns that have been identified by (Connor, 1996, P.47-50) as textual Me-

ta discourse and interpersonal discourse. Meta discourse are text connectives (e.g. first, next, however, but), code 

glosses (e.g. x means y), illocution markers (e.g. to sum up, to give example), Narrators (e.g. according to x). By inter-

personal meta discourse Connor (ibid) meant the validity markers (hedges e.g. might, perhaps), (emphatics e.g. clearly, 

obviously), (attributors e.g. according to x), attitudes markers (e.g. surprisingly, it is fortunate that), commentaries (e.g. 

you may not agree on that, dear reader, you might wish to make the last section first). Reviews (Connor, 1996) said 

should contain indicators that an earlier text is being repeated or summarized (e.g. so far we have assumed). Previews 
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on the other hand usually contain indicators that a later stage of text is being anticipated (e.g. we show below). (Morrow, 

1977, P.14) defines text as 'stretch of language that is organized in some way to form a coherent whole'. He claims that 

the idea of text is an important one in language teaching. The present study has also reached to that SPINE series has 

not been built on the idea of text, while the READERS syllabus has. Chomsky's idea of competence which is the native 

speaker's intuitive knowledge of his language should seriously be considered and fully assigned when designing English 

syllabi for non natives by involving professional natives in the stages of curriculum development. Those developmental 

stages are ends/means specification, program implementation. That is natives should participate as needs analysts, me-

thodologists, materials writers, and as teacher trainers to safeguard an appropriate English language curriculum for non 

natives speakers of English language. A unique part of native speakers' competence is their unconscious use of indexi-

cal words, and this intuitive knowledge of the indexical words may, however, help positively in writing syllabus mate-

rials for non natives. 

APPENDIXES 

 
TABLE (1) 

SHOWS MISTAKES IN SPINE (2) IN GENERAL: 

No Error Type of mistakes Unit Lesson Page Correction 

1 oak  spelling 1 11 56 look 

2 garage spelling 2 13 60 garage 

3 Tell Who it is? punctuation 3 5 70 Tell who… 

4 Tell Who it is? punctuation 3 5 70 Tell who it is 

5 the marled Spelling/ articles 3 9 77 market 

6 ….are in a day? tense 4 4 92 …are there 

7 ….are in half an hour? tense 4 4 92 …are there in a day? 

8 …are in a minute? tense 4 4 92 …are there in a minute?  

9 …are in a lesson tense 4 4 92 ….are there in a lesson?  

10 Six five punctuation 4 4 92 six five 

11 Antarctica spelling 4 10 104 Antarctica  

12 thinning spelling 4 11 105 thin 

13 bold spelling 4 11 105 bald 

14 Himalayas spelling 5 11 129 Himalayas  

 

TABLE (2) 
SHOWS MISTAKES IN SPINE (3) THE PUPIL'S BOOK IN GENERAL 

No Error Type of mistakes Unit Lesson Page Correction 

1 the market articles 4 2 91 market 

2 Ladies and gentlemen punctuation 4 4 94 Ladies and gentlemen. 

3 The Red sea punctuation 4 6 99 The Red Sea 

4 The great wall of China punctuation 4 6 99 The Great Wall of China 

5 Cold wind cool down the clouds agreement  4 8 103 Cold winds cool down the clouds 

6 Emirates spelling 4 13 119 Emirates Faculty of Chemistry 

7 faculty punctuation 4 13 119 Faculty of Chemistry   

8 "Guest of the day" punctuation 4 13 120 "Guest of Day" 

9 Deck punctuation 5 2 125 deck 

10 Bones spelling 5 3 127 honest 

11 Turkish  spelling 5 3 127 Turks 

12 Desert spelling 6 2 157 dessert 

13 Goalie spelling 6 2 158 garlic 

14 sewing machine spelling 6 3 161 sewing machine 

15 Can me….. Punctuation 6 7 179 Can me…. 

16 Breath Spelling 6 8 181 breathe 

17 Gradually Spelling 6 11 189 gradually 

18 Rootles Spelling 6 11 189 noodles 

19 The Sea view Punctuation 6 11 189 The Sea View  

20 Racquets Spelling 6 11 190 racquets or rackets 
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TABLE (3) 

SHOWS MISTAKES IN SPINE (4) IN GENERAL: 

No Error Type of mistakes Unit Lesson Page Correction 

1 bamboo  spelling 1 2 5 bamboo 

2 exercise spelling 1 2 8 exercise 

3 Iron sheet Spelling 1 2 8 sheet iron 

4 Tea tab Spelling 1 3 11 Tea table 

5 refrigerator Spelling 1 4 13 refrigerator 

6 filling cabin Spelling 4 13 13 filing cabinet 

7 factories Spelling 1 5 14 factories 

8 joint Spelling 1 9 27 join 

9 vinegar Spelling 2 3 38 vinegar 

10 bandage Spelling 2 3 38 bandage 

11 sleeves spelling 2 5 44 sleeves 

12 greyhound spelling 2 6 48 greyhound 

13 ingest spelling 2 10 59 longest 

14 paragraph spelling 2 10 60 paragraph 

15 sentences  Spelling 2 1 60 sentences 

16 question Spelling 2 10 60 Question 

17 hampered Spelling 2 11 60 happened 

18 Joni Spelling 2 12 64 Jane 

19 OREDER Spelling 3 3 72 ORDER 

20 want Spelling 3 5 76 wasn't 

21 weak Spelling 3 9 86 week 

22 school Spelling 4 6 109 school 

23 Conner Spelling 4 10 126 Corner 

24 country  side Spelling 4 12 134 countryside 

25 home work Spelling 5 2 143 homework 

26 cigarettes Spelling 5 2 143 cigarettes 

27 February Spelling 5 5 154 February 

28 Natal Spelling 5 6 158 Natal 

29 Michael Spelling 5 6 159 Michael  

30 tiding Spelling 5 6 16 tidings 

31 confirmed Spelling 5 8 165 confirmed 

32 round  about Spelling 5 8 166 roundabout 

33 vocation Spelling 6 1 180 vacation 

34 holly Quran Spelling 6 8 207 Holy Quran 

 

TABLE (4) 
SHOWS MISTAKES IN SPINE (5) IN THE PUPIL'S BOOK IS IN GENERAL 

No Error Type of mistakes Chapter Page Correction 

1 Family society and community Punctuation 1 1 Family, society and community 

2 Doubled Letters With verbs Punctuation 1 9 Doubled Letters with Verbs 

3 The Life of a mechanic punctuation 2 21 The Life of a Mechanic 

4 First, it is situated near a big market 

which makes it easy for… 

punctuation 2 22 First, it is situated near a big market, 

which makes it easy for… 

5 Women Issues and concerns   Punctuation 1 37 Women Issues and Concerns 

6 Arch, for example is both…. Punctuation 3 38 Bear, for example, is both. 

7 Bare, for example is both, nutritious 

drink and good for satisfying thirst 

Punctuation 3 38 Bare, for example, is both nutritious 

drink and good for satisfying thirst  

8 Al Nada Girls secondary School Punctuation  3 39 Al Nada Girls' secondary School 

9 breath  Spelling 5 69 breathe 
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TABLE (5) 

SHOWS ERRORS IN SPINE (6) IN THE PUPIL'S BOOK IS IN GENERAL 

No Error Type of error Chapter  Page Correction 

1 The Gerund as a Noun and 
Adjective 

in-form 5 73 The Gerund  as a Noun 

2 Increasing  amount  in-form 5 73 'Increasing ' is present participle not a gerund. 

3 Surprising  number  in-form 5 73 'Surprising' is present participle not a gerund  

4 Exciting  idea in-form 5 73 'Exciting' is present participle not gerund. 

5 aging  parents in-form 5 73 'Aging' is present participle not gerund. 

6 The Gerund can be used as 

a noun or adjective  

in-form 5 73 The gerund can be used as a noun but not as an 

adjective.  

7 welcoming smile  in-form 5 74 'welcoming' is present participle not  a gerund 

8 ….situation in-form 5 74 The in –form that precedes (excuse) must be 

present participle.  

9 …..situation  in-form 5 74 The in-form that precedes (situation) must be 
present participle.  

10 …results in-form 5 74 The in-form that precedes (results) must be 

present participle  

11 ….experience in-form 5 74 The in-form that precedes (experience) must be 
present participle. 

12 ….number  in-form 5 74 The in-form that proceeds (nimbler) must be 

present participle. 

13 surds Spelling 8 126 swords 

14 so he tired  Spelling 10 169 so he was tired 
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Abstract—In this paper, the verbs in Mazi (past tense) are presented in Persian language and Sabzevarian 

dialect for a detailed comparison of their structures as well as their similarities and differences. The result of 

this study shows that although there are some similarities between two sources but there also exist some 

important differences among them from the structural and phonetic point of view. 

 

Index Terms—verbs structures, phonetics, Sabzevarian dialect, Persian language 

 

I.  INTRODUCTION 

The importance of research around Persian language, the great ancient national and cultural state, is obvious. There 

have been many studies at this area today, but still can be found some dialects, which need to be studied among them is 

Sabzevarian dialect in Khorasan province. 

A Brief history of Sabzevar: 

Sabzevar, which Abolfazl -e -Beihagi recognized its root name as Sasanabad , as he believed the city was funded by 

Sassanid dynasty was first called Sasanvar and after the entry of Islam to Iran , it was changed to "Beihag" and finally 

to Sabzevar. (Beihaghi ,1991) 

Sabzevar is one of the counties of Khorasan province, located at North -East region of Iran. Measuring about 20628 

km
2
 with 511616 population, it is the second large city of the province after Mashhad, covering % 16 of total area of the 

Khorasan province. It is located in 226 and 66 km far from Mashhad (the capital of the Khorasan province) and Tehran 

(Capital of Iran) respectively. (Mohtasham ,1999). 

Due to its geographic, economic and financial situations, Sabzevar region has been agriculturally significant, Azar 

Barzin Mehr altar of Sabzevar which is one of the four important altars of Sassanid era is located in this area (Beihaghi, 

1991) 

Khorasan province is the source of "Arsacides  Pahlavi language" and Pahlavi is related to parthuh (following the 

name of a big tribe) (Farahvashi, 1979 ) which is the name of present Khorasan (Asadi Tusi, 1986) and its 

neighborhood towns are Damqan and Sabzevar according to the present divisions . (Bahar, 1990) 

According to Ebn – e – Nadims (cited from Ebn-e Moqfae) "Dari is the language of the East and Balkh" a 

transformed version of Arsacides Pahlavi language (Vahidian Kamkar,1991 ). 

Sabzevarian dialect has been under the influence of standard Persian language taught in schools, although it is being 

preserved through oral contacts of artists, businessmen and people of the older generation in the region. 

As any language is alive when it is spoken and the time it loses its speakers, comes its death, it seems necessary to 

scientifically study and gather the dialects which are the valuable scientific materials for Iranologists to enable them to 

enrich Persian language even more. 

We often find some interesting words and lexicons in dialects of Sabzevar which could be the best and most suitable 

alternatives for foreign words whose repeated use by language professionals may lead to language abnormality and in 

some cases may be accounted as the sign of language dependency. 

Detailed recognition of Sabzevar dialect would be a great aid for recognition of the missed Arsacides Pahlavi 

language. At the recent time, when cultural borderlines are about to be vanished and dialects are going to be 

disappeared, recognizing the scientific, practical and linguistic characters of each zone's dialect is very effective for 

their preservation leading to (1) higher enrichment of Persian vocabulary, (2) description and interpretation of Persian 

literature and finally (3) prohibiting foreign lexicon entry to some extent. 

On the other hand, the identity, nationality, traditions and ethics are resulted from language recognition which is a 

perfect way to understand oral literature of any region. 

In this paper the verbs in Mazi (past tense) are presented in Persian language and Sabzevarian dialect for a detailed 

comparison of their structures as well as their similarities and differences. 

II.  METHODOLOGY 
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In this study, the author was involved in gathering lexicons which do not exist in Persian language anymore or have 

encompassed a high phonetic change through the time. Over fifteen thousands words and about two thousands 

sentences were gathered and tape recorded. Then 2000 lexicons were compared based on their equivalent in the two 

resources based on International phonetic alphabet. Since Arabic, as the base of Persian Script, is unable to represent 

consonants of Sabzevarian dialect, the Sabzevarian dialect words were collected in the form of phonetics and their 

standard Persian equivalent was regarded as the basis for the study of phonetic system and word making characteristics 

in this dialect. 

A.  Verbs in Persian Language and Sabzevarian Dialect 

Verbs in Persian language and Sabzevarian dialect, usually come at the end of sentence with different forms for each 

person, i.e. it takes different forms and indicates four concepts, solely or accompanied with its dependent companions: 

a- Doing or occurrence of an action: Majid wrote the letter 

b- Doing an action upon someone or something: Majid is not killed. 

c- Accepting an state or situation: It gets dark 

d- Attributing an adjective to someone or something: It isn't dark 

The concept of person is also presented within the verb. The person refers to the speaker attributes the verb to him or 

herself, to the listener or the other third person (s) (Ahmadi Givi & Anvari, 1995) 

Verb represents the tense too, i.e. in what time the action has been occurred or will occur. The main tenses in Persian 

and Sabzevarian dialect are: past, present and future. In Persian, the past tense is also called "Mazi(past)", present 

"mozare (present)" and future  "Mostaqbal". In Persian language and Sabzevarian dialect Id indicates part of verb which 

shows the person or speaker, second person or listener, third person or other person (Khanlari, 1971). 

Ids are in two categories: singular and plural. 

Ids in Persian (Ahmadi Givi & Anvari, 1995) and Sabzevarian Dialect (Beroqani, 2001) are presented in the 

following table: 
 

TABLE 1: 

IDS IN PERSIAN LANGUAGE (AHMADI GIVI  & ANVARI , 1995) AND SABZEVARIAN DIALECT 

 In Sabzevarian dialect  In Persian language  

First singular person                        um م  اّم 

Second singular person  I                           ی ای 

Third singular person  - د 

First plural person  Em                       ین م 

Second plural person  e یذ 

Third plural person  En                       ًذ  اى 

 

As in standard Persian, each verb of Sabzevarian dialect has two roots , including Mazi(past) and Mozare (present).  

Verb root ( بن فعل) :There is a structure of any verb including its main concept as a whole and is constant in all the 

verbs structures. 

1.  Verbs root in simple verbs of Persian: 

In simple verbs of Persian the mazi(past) root  remains after the omission of suffix ى (an) and their Mozare (present)) 

root will be made after some change on Maz i(past) root, which can be divided into eight groups. (Ahmadi Givi & 

Anvari, 1995). 

For example in verbs whose infinitives end to یذى – (idan) after omission of یذ – (id) from the mazi (past) verbs 

root ,the  mozare (present) root is obtained". For example: 

For the verb  ًالیذى (nalidan) (crying): 

Its Mazi(past) root is will be ًالیذ (nalid) (cried) 

and its Mozare (present) root is ًال (nal). 

Most of the Persian verbs are included in this class (Khanlari, 1971). 

2.  Verbs root in simple verbs of Sabzevarian dialect: 

In Sabzevarian dialect omitting suffixes such as  «تي ، دى، یي»  (in, dan ,tan) from the end of  infinitives makes the  

Mazi(past) root. 

For example in Sabzevarian dialect: 

For the infinitive  دّضییي (dosiyan), 

its Mazi(past) root is doši, 

and its Mozare (present) (present )root is but in Persian language «ى»  (n) is excluded from the end of infinitive 

making a Mazi(past)(past) root. 

Note: infinitive signs in Sabzevarian dialect are ((in یي  , dan دى  ,tan تي"  ))and their omission will result in Mazi(past) 

root and by omitting the sign of Mazi(past) in regular verbs, the Mozare (present) root is achieved. 

In Sanscrit , pahlavi and Avesta languages , are «تي»  (tan) and   «دى»  (dan) ,also the signs of infinitive and «تي» (tan) 

is the basic one (Khanlari, 1971). 
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In Sabzevarian dialect, Mozare (present) root of simple verbs is: 

The imperative without "ب " (be). 

Some verbs in Sabzevarian dialect have both Mazi(past) and Mozare (present) roots : 

Example: 

 ,(to say) گفتي

Mazi(past) root = "گف "  

Mozare (present) =  (ْگ ) and (گا)  (go and ga). 

In the Sabzevarian dialect, the root of some verbs can make verbs with different meanings,  

Example: 

 ". to kill" = "to turn off" = (kosh) " کص"

Also there are some verbs which have the Mozare (present) root in dialect but lacking any mazi(past) root, 

Example: 

 (to become) (shodan) " ضذى"

Mozare (present) root = "ْض " (Sho) 

Mazi (past) root = Verb of "رفتي " (to go) (Brogani, 2002). 

For the verb گر ّختي (grokhtan) (to escape) 

Mazi (past) root " گرّخت   "(grokht) is going to be forgotten nowadays and the Persian words  'فرار کرد " (farar kard) 

(escaped ) is about to be used instead. 

B.  The Person in Persian Language and Sabzevarian Dialect 

Person is one of the important features of the verb in Persian language and Sabzevarian dialect (including third 

persons) .By person  we means one the speaker attributes the verb to. 

Some verbs in Persian language and Sabzevarian dialect may have only two persons (i.e.: imperative or negative 

imperative including only the second singular person and the second plural person. 

Some verbs in Persian language and Sabzevarian dialect lack any person: 

Example: 

 .(it can be said that) (هی ضْد گفت)(meshodf goft) " هطذگف "

What imparts the verb in its character is Id. Id determines the person and the count. For verbs without person, while 

having Id, since there is no possibility for choosing an auxiliary verb to take different forms for different persons so 

they are called "without person" (Ahmadi Givi & Anvari, 1995). 

There are some other verbs in Persian language and Sabzevarian dialect with only one person called as "single person 

intransitive verbs" (Khanlari, 1971) 

Example: 

«خْضن آهذ»  (I liked it) 

which the verb «آهذ»  always comes as the form of third singular person. 

In this article some types of mazi(past) verbs which are common in Persian language and Sabzevarian with more 

application nowadays are incuded 

C.  Structure of Simple Past Tense in Persian Language and Sabzevarian Dialect 

Simple past tense in Persian language is made by Mazi (past) root plus Id suffix, except the third singular person 

which doesn't have any Id suffix and past tense root is applied as verb (Ahmadi Givi & Anvari, 1995). Simple past in 

Sabzevarian dialect is made by adding the prefix "ب " (be) at the beginning of the past root conveying an emphasis. 

In table -1, the structures of simple past in Persian language and Sabzevarian dialect is represented 
 

TABLE 1: 

STRUCTURE OF SIMPLE PAST IN PERSIAN LANGUAGE AND SABZEVARIAN DIALECT 

The person  Past root  Simple past in Persian language  Simple past in Sabzevarian 

dialect(the prefix be at the 

beginning of the past root)  

First person singular   رفت (raft)(went)   رفتن (raftam)  برفتْم berafum  

Second person singular  رفت(raft)  رفتی (rafti) رفتی ب  berafti  

Third person singular   رفت(raft) رفت (raft) 
the third singular person which 

doesn't have any Id suffix and past 

tense root is applied as verb 

 beraf برف

First plural person  رفت (raft)  رفتین(raftim)  برفتین Beraftim  

Second plural person   رفت(raft)  رفتیذ(raftid) برفت berafte  

Their plural person    رفت(raft)  رفتٌذ(raftand)  برفتي beraften 

 

Similar application of simple past in Persian language and the Sabzevarian dialect  

(A) showing an action in past tense, which is the same for the both: 

Example:  

gow we ow bedū گاّ را آب داد  

(He/ she gave the cow some water) 
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Different application of simple past in Persian language and the Sabzevarian dialect 

1- Such type of difference is mainly in conditional sentences in Persian which is presented as non conditional 

sentences in the dialect. 

Example in Persian language (as a conditional sentence): 

. بابک ، ساعت چِار بیا جلْ هذرسَ اگر ًیایی هي رفتن   

(Babak , Come to school at four o'clock, if you don’t come, I will go). 

Example in Sabzevarian dialect (non- conditional sentence) : 

bes amayam بایست آهذم .  

(wait , I will be there ) 

2- In Persian language, simple past tense is used for stating occurrence of the verb at present tense, instead of past 

continuous: 

Example; 

verbs such as  "بْدى " (to be) and "داضتي" (to have ). 

3-Infinitives as auxiliary verb and in past perfect made of "بْدى "  (to be) infinitive as auxiliary verb, are unique to 

Persian language and do not have any application in Sabzevarian dialect. 

4-Sometimes the simple past of «رفتي» (to go) is used as a inking verb. 

Example; 

"ُْا سرد ضذ" means " ُْا سرد رفت"  (it got cold). 

D.  Past Continuous Tense 

Past continuous tense in Persian language is made of the past simple tense in which the prefix "هی"  (mi) is added to 

the beginning of the past simple tense (Ahmadi Givi  & Anvari , 1995) . To make Past continuous tense in Sabzevarian 

dialect " Different forms of  َمُ ، مِ ،   م )  - ma-me-mo ) are added to the beginning of  the past simple tense. 

In the following table, structures of past continuous tense is represented in Persian language and the dialect. 
 

TABLE 2: 

STRUCTURES OF PAST CONTINUOUS TENSE IN PERSIAN LANGUAGE AND THE SABZEVARIAN DIALECT 

Past continuous in Persian                          past continuous in Sabzevarian dialect 

First person singular  هی بردم mibordam  هبردم         mobordum 

Second person singular  

mibordi 

 هی بردی 

  mobordi هبردی

Third person singular  
mibord 

  mobord هبرد 

First person plural  

mibordim 

  mobordim هبردین 

Second person plural  

mibordid 

  moborde هبرد 

Third person plural 

mibordand  

  moborden هبردى

 

1.  Similar application of past continuous in Persian language and Sabzevarian dialect: 

1- To express an action which continued in past tense. 

Example: 

In Sabzevarian dialect: 

xoršid medrexšigo yexar ow mekord 

the sun was shining and melting ices. 

2- To express an action which has occurred several times: 

Example: In Persian language: 

In Sabzevarian dialect: yake mama yake maraf 

translation: one was coming one was going. 

3- To express an action which has occurred at the same time with another action. 

Example: 

In Persian language: 

 توریٌِای دستْر را هی ًْضتن کَ صذای در زدى را ضٌیذم 

In Sabzevarian dialect: 

temrinay destore menvištom ke soday dar ziyane šenofom  

translation  I was writing the grammar exercises when I heard the  door knocked. 

4- In place of perfect implicit 

Example: in Persian language:  ای کاش دّبارٍ ضوا را هی دیذم 

In Sabzevarian dialect: 

kaš dibara šomar mediyom 

I wish I would see you again. 

2.  Application Difference of past continuous in Persian language and Sabzevarian dialect 
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