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Abstract

Genre analysts have conducted contrastive studies on research articles (henceforth RAs) written
in different languages giving primary attention to the introduction section. The methods section
has not been given similar attention although it is an essential part of empirical RAs. There are
no contrastive studies, to the best of my knowledge, which have tackled accounts of
methodology of English and Arabic RAs. This dissertation, therefore, aims to identify and
discuss the cross-cultural similarities and differences in the rhetorical features (i.e. moves and
steps; see Swales 1990) of the accounts of methodology of Educational RAs written in English
and Arabic and to compare these articles in terms of the assumed shared knowledge between
writers and readers.

In pursuing these aims, two sets of method sections were analysed based on Swales’ (1990)
move analysis approach and bottom-up processing. One set is written in English and it consists
of 36 method sections. The other set is in Arabic and consists of 40 method sections. All sections
were selected from RAs published in prestigious English and Arabic journals in the field of
Education. In order to identify the assumed shared knowledge, the perspective of tacit
knowledge was used.

The findings show that there are similarities at the move level between the English and Arabic
RAs and there are some differences at the step level. In some Arabic articles, some steps reoccur
in one and in the same RA resulting in repetition while this is found in fewer English articles.
The findings also illustrate some cultural differences in identifying the assumed shared
knowledge.

The key contribution to knowledge is to provide similarities and differences in the rhetorical
features which shape the accounts of methodology of English and Arabic Educational RAs, so
information about Arabic academic discourse is given. The results of this dissertation offer
insights for enhancing writing textbooks. The results may also help empower beginner academic
writers from the two discourse communities. This can be realised by the proposed framework
which describes all possible rhetorical features of the accounts of methodology. Beginner
academic writers could follow the rhetorical structures in their writing of accounts of
methodology. Another contribution is to identify the presuppositions about what readers already
know. Identifying the authors’ assumptions presents a picture about how the two discourse
communities differ and about what it is that readers may need to understand.

Keywords: Rhetorical structures, cross-cultural, contrastive genre, methodology and
presupposition.
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Chapter one

Introduction

1.1 Background

This section is divided into five sub-sections. The first describes a classical conceptualisation of
rhetoric and it shows how it is related to the present study. The second reveals the relevance of
the current study to the field of contrastive rhetoric. The third considers the importance of writers
and readers’ relations. The fourth sub-section deals with writers and readers’ shared knowledge.

The last sub-section shows what elements writers and readers can share within genre knowledge.

1.1.1 Rhetoric

Since its coinage in classical Greece, the term ‘rhetoric’ has been considered an art whose main
function is to study how persuasion is achieved in any subject matter (Aristotle, 2009). One of
the most powerful means of persuasion, according to Aristotle, is demonstration because people
are persuaded when matters are demonstrated. It can be said that ‘persuasion’ is relevant to this
study which deals with accounts of methodology of research articles (henceforth RAs) whose

writers try to convince their readers of the validity and reliability of the methods described.

In terms of rhetoric as practice, Corbett (1966, p.22-28) demonstrates that rhetoric passes
through five phases which are: ‘invention, arrangement, style, memorizing of speeches and
delivery’. The first phase means discovering the way of finding arguments that can help an orator

support his viewpoint. Corbett mentioned that some proofs are already available and orators need
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in this case to look for the correct source or place to find their supporting arguments. This phase
is relevant to my study as empirical methods already available are used and their use is
persuasive of the validity and reliability of what is being described because they are generally
accepted in the field. In the second phase, an orator enters a stage of selecting and organising
ideas within spoken or written discourse. Corbett outlines how ideas can be organised using the
Latin rhetoricians’ organisational pattern of discourse, as follows: 1- introduction, 2- description
of the case, 3- outline of an argument, 4- proof, 5- refutation of counter ideas and 6- conclusion.
The third phase ‘style’ deals with the choice of words in connection with some qualities such as
simple, correct, clear and ornamental. Style also considers combining words in phrases or clauses
using syntax and collocation. It can be said that the consideration of the choice of words is
related to the origin of the word ‘rhetoric’. Corbett clarifies that the Greek word of rhetoric is

‘rhéma’ which means ‘word’.

The second and third phases go in line with Young, Becker and Pike’s (1970) explanation of
rhetorical process in terms of arrangement of ideas in discourse and in terms of writers’ choices

in their writing process. Young et al. (1970, p. xii) argue that

rhetoric is concerned primarily with a creative process that includes all the choices a
writer makes from his earliest tentative explorations of a problem in what has been called
the ‘pre-writing’ stage of the writing process through choices in arrangement and

strategy for a particular audience, to the final editing of the final draft.
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The fourth phase was not given a lot of attention by rhetoricians. Corbett explains that there is
not a lot to talk about memorising and there was no more need for it after the increased interest
in written discourse by rhetoric. The last part of rhetoric is considered significant in realising
persuasive discourse and it can be possessed by practice and by analysing orators’ delivery. This

phase was also ignored after the invention of printing and focusing on written discourse.

The definitions of rhetoric and the description of its parts presented above are related to what
rhetorical features mean in the current study, which describes the discourse features employed in
the accounts of methodology of English and Arabic RAs. As for the first phase, this study is
concerned with identifying the text segments the writers compose in their writing process. In line
with the second phase, my study describes how these segments are arranged, positioned and
realised. With regard to the third phase, this study discusses the linguistic features used to realise
these segments and how these features are joined together and it shows what effect a change in
parts of a text can create. In addition, the current study deals with assumed shared knowledge

interpreted according to writers’ choice of words or phrases.

1.1.2 Contrastive rhetoric

The present study is relevant to contrastive rhetoric, which is concerned with different types of
texts. It is associated with the ‘theory of text types and genres’, which is essential to make a
comparison between texts (Connor, 1996). Contrastive rhetoric, according to Connor (2002, p.

497), draws on four areas: ‘text linguistics, the analysis of writing as a cultural and educational
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activity, classroom-based studies of writing, and contrastive genre-specific studies’. The current

study as a contrastive genre analysis falls under the fourth domain.

The significant work in the field of contrastive rhetoric was initiated by Kaplan (1966), who
analysed paragraph organisation in ESL. He affirms that the rhetorical patterns of the first
language interfere with second language writing. He maintains that this field can meet the needs
of students who are good at syntax but cannot write good texts. It helps them understand
grammar, new vocabulary and ideas beyond the sentence level. Connor (2002) adds that this
approach has an invaluable influence on the teaching of writing in ESL and EFL settings and on

recognising the differences in writing across cultures.

It has been shown that culture influences writing and writers’ practices (Candlin and Hyland,
2014). Ostler (2013) adds that both writing and reading are affected by the differences in the
rhetorical patterns across cultures. Contrastive rhetoric can help readers by providing them with
knowledge about these patterns so they can construct their schema which includes knowledge of
conventional patterns and a set of expectations. Ostler (2013) explains that communication fails
to occur if the writer’s schema does not meet the readers’ expectations. This can happen with
readers who do not have the schemata that help them understand a text as they are from a
different culture to the writer. This is important in the context of academic writing because this is
now an international domain, so that it is expected that readers will hail from many different
cultures. Furthermore, knowledge of readers’ expectations can help writers decide if writing is
coherent and clear (Connor, 2002). Therefore, writers need to anticipate readers’ reactions
according to which they adjust their texts to make communication possible (Bhatia, 2013).
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1.1.3 Writes and readers’ relations

It is very important to make sure that written texts are clear and can be understood. Wright
(2014) points out that readers will stop reading if they do not understand as they are ‘economical
with their time’ (p. 90). Therefore, writers need to make special efforts to engage their readers
and consider their expectations to enable them to recognise and interpret the writer’s purpose,
respond to the text and compose a similar text to the writer’s (Hyland, 2007, 2014). According to
Hyland, the writer can engage his readers by anticipating and commenting on their reactions and
directing them to parts of the text. By doing this, relations can be established between writers and
readers, who write or interpret a text according to each other’s objectives and strategies. Within
these relations, writers share meanings with their readers by using accepted resources (Hyland,
2004). This is important for academic writing, both because the aim is the communicating of

knowledge and because its subject matter is often complicated.

Matsuda and Silva (2010) considered the relationship between writers and readers in their
discussion of aspects of writing. In the relational aspect, writers are required to consider the
relationships among the writing elements: ‘writer, reader, text and reality’. The strategic aspect
of writing involves relying on different strategies to create and develop texts in response to the
rhetorical situation, which is ‘a particular social and material condition under which written
expression and communication take place’ (Matsuda and Silva, 2010, p. 233). In the textual
aspect, writers in formalised situations rely on structural and discursive features. These situations

involves constraining typographical features stylistically. Writers are not only required to write
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grammatical sentences, but also cohesive ones in a coherent text to allow the readers to follow

their text.

Writers and readers need to consider each other’s needs to establish successful communication.
This means that the writer is aware of readers’ need to understand a text and the reader is aware
of the writers’ needs for expression. Nystrand, Himley and Doyle (1986) discussed these needs
under the principle ‘mutual co-awareness’ resulting in interaction in writing. Moreover, Myers
(2014) demonstrates that, in order to create a text, writers rely on some text conventions given by
the discourse community and the readers do the same while interpreting the text. Writers and

readers depend also on each other’s awareness of these conventions.

1.1.4 Shared knowledge

Writers need to consider the audience and their prior knowledge because these can influence the
writing content (Bhatia, 2014; Swales and Feak, 2004). Burgess (2013) shows that the readers’
knowledge influences the process of writing RA introductions. She compared the rhetorical
patterns employed by different groups of contrastive linguistics. Burgess states that one of the
groups (the English Spanish Language Specialists) focuses mainly on ‘making topic
generalisations’ by providing a lot of background information within this step in the introduction
section. She explains that this group writes for general English journals whose readers have their
interest in departments of English Philology in Spain; therefore, the readers tend to have limited

knowledge about the issues that this group addresses.
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It can be noted that considering the readers and what they already know is essential while
composing a text. A writer needs to look carefully at his/her language choices and see whether
these choices can be known to his/her readers. In doing so, readers are likely to understand
written texts as the writer intends. Expert writers do not only consider their readers but also
check if their readers interpret the communicative purpose of their texts as they intend (Bhatia,
2014). Bhatia’s example on this is how news reporters assure that their readers understand the
events as they intend by giving what is called in journalism a slant to the news report. The
purpose of a text is realised by some language features which might be part of knowledge shared
between writers and readers and consequently can enable the reader to understand easily. A
writer can also help readers by taking into account the content knowledge of the field. Awareness
of the audience, as Bruce (2008) clarifies, includes the shared knowledge between the writer and
readers. This awareness causes writers to consider the already established aspects of content

knowledge about a discipline to produce an acceptable genre.

1.1.5 Shared knowledge and genre

Johns (1997) explains that writers and readers who have a shared knowledge of a genre can share
some elements. The first is the name of a genre. Writers and readers may share names for written
texts and these names can help identify these texts, comprehend the discourses that people are
interested in and understand the main purposes of the text. A shared name can cause writers and
readers to have some expectations about features of the text and its context. Swales (1990)
showed the importance of using nomenclatures for genres by members of a discourse
community. He provided some examples on nomenclatures that can indicate the communicative

18



purpose of a certain genre such as ‘introductory lecture’. Some other examples describe the

occasion such as ‘final examination’.

The second element is ‘shared communicative purposes’. They can play an important role in
categorising genres and in achieving communication between writers and readers. Johns adds
that identifying writers and readers’ purposes can help students develop their genre knowledge.
She asserts that a writer needs to establish background knowledge on conventions, such as form,
content and argumentation, in the area of a genre and uses this background to adjust suitable
conventions to assist him/her in fulfilling communicative purposes in a particular context.
Swales (1990) demonstrates the importance of communicative purposes in his definition of genre

as it:

comprises a class of communicative events, the members of which share some set of
communicative purposes. These purposes are recognized by the expert members of the
parent discourse community, and thereby constitute the rationale for the genre. This

rationale shapes the schematic structure of the discourse. (p. 58)

Swales illustrates that a genre is associated with the kind of communicative event and the
communicative purpose is a criterion to identify a genre. The purpose forms the rationale which
determines the content and distinguishes one genre from another. Swales’ example on this is how
a ‘good news’ letter differs from a ‘bad news’ letter. The rationale for the first is that
communication will go on and the information conveyed is welcome unlike the rationale of the

‘bad news’ letter, which indicates that the information is not welcome. (However, Swales did not
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give attention to the importance of linguistic features in his definition as they can play a role in

realising the purpose itself and hence contributing to define a genre — see section 1.5).

Johns’ third element is knowledge of writers and readers’ social roles as they are within texts and
contexts. The role is associated with the purpose and they both influence writing and reading of a
text. Johns’ example on roles is that the writer of an RA might explain and the reader
understands and criticises. The writer and reader here have discourse roles. But these roles take
place within the social roles of professional academia. The discourse roles can be influenced by
the social roles of those having power or authority. Johns” example on this issue is when a judge

exerts power over readers of his given court order.

The fourth element, as Johns describes, is having ‘shared knowledge of context’ which she used
to refer to the physical place and non-textual elements that accompany reading and writing. She
demonstrates that this kind of knowledge enables individuals to deal easily with texts by
identifying and recognising contextual features which occur repeatedly in daily life. When a text
occurs in a common context as a result of recurring contextual elements, people can call their
prior genre knowledge to predict, process and recognise that text. Johns describes this fourth
element in terms of events and non-textual elements; however, this element can be better
identified as shared knowledge of scripts. One can become familiar with a genre after having
experience in dealing with that genre. For example, the more a researcher reads and writes an RA
the more experience s/he gains and such experience can establish familiarity with the genre of

RAs. A researcher after a period of time can produce RAs more easily than in his/her first time.
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With Johns, the fifth element is ‘knowledge of formal text features’. There are features which
can refer to the macrostructure of the whole text. Johns explains that they can be headings such
as methodology, phrases such as: it can be concluded, or other conventions. However, it would
seem more logical to include the first element (name of a genre) under this fifth element for the
similarity it shares with headings (see the new typology below). Johns demonstrates that there
are also some rhetorical features described as ‘moves and steps’ and they can appear within a
section of RAs. The term ‘move’ is used by Swales (1981) to refer to a rhetorical unit that carries
a function in a text. A move can be realised by some elements which Swales calls ‘steps’. A
good example on exploring the rhetorical features is Swales’ (1981) analysis of RA
introductions. He found that these introductions consist of four moves: ‘Establishing the Field,
Summarising Previous Research, Preparing for Present Research and Introducing Present
Research’ (Swales, 1981, p. 22a). Hyland (2004, p. 67) gives another example on the moves of
RA abstracts. The moves are: ‘introduction, purpose, methods, product and conclusion’. Johns
(1997) adds that grammatical choices can appear at the sentence level as in the use of the
compound nouns in the sciences. All these text forms can reveal the generic purposes to writers

and readers and they are essential to understand and produce a genre.

The sixth element, according to Johns, is ‘shared knowledge of text content’. Constructing genre
knowledge requires considering the types of text content, vocabulary, the organisation of content
and the assumptions about readers’ past knowledge and about suitable use of details. Based on

this and what has been mentioned above by Bhatia (2014), Bruce (2008) and Swales and Feak
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(2004), it can be said that writers need to consider readers’ prior knowledge to create acceptable

genres.

The seventh element is ‘shared register’. Johns mentions that this aspect focuses on the
concentrations of particular vocabulary and grammatical features within a text. It gives attention
to how vocabulary contributes to writers and readers’ communicative purposes and to an
understanding of a discipline. It can be noted that this element is different from the fifth one
(knowledge of formal text features) because it deals with specialist terminology relevant to a
specific discipline. As for the grammatical features aspect, it can discuss the frequency of a
grammatical pattern in a text such as the passive voice in RAs. The last element is ‘awareness of
intertextuality’. Johns demonstrates that academic texts are influenced by texts of the same genre
or from outside the genre, and writers and readers rely on their past genre knowledge and

experiences to interpret a text within a certain context.

Given the above overlaps in the elements presented by Johns, | propose that the elements can be

classified in a new typology, as shown below:

1- Shared knowledge of writers and readers’ social and discourse roles.
Communicative purpose

2- Shared knowledge of scripts.
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3- Shared knowledge of formal text features:
3-1 name of genre/headings
3-2 rhetorical features communicative purpose
3-3 grammatical choices
4- Shared knowledge of text content.
Communicative purpose
5- Srlw_rfd register.

Communicative purpose

6- Shared awareness of intertextuality.

It can be seen that the element ‘communicative purpose’ can go with other elements. This is

because of the following: 1- it is associated with writers and readers’ roles, 2- the subcategories

under the third element (formal features) can signal the communicative purpose and 3- the use of

vocabulary (under the fourth and fifth element) contributes to writers and readers’

communicative purpose. Some of the elements given in the new typology are deemed useful to

the analysis conducted in the present study. Firstly, the first element is considered in the current

analysis by discussing the roles of the authors and the subjects of the RAs being reported.

Secondly, this study compares English and Arabic RAs in terms of the third element (formal text

features) while paying special attention to the rhetorical features. Finally, the current analysis

tackles the fourth element (text content) by describing how the discourse features are organised

in the accounts of methodology of English and Arabic RAs.
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1.2 Genre of RAS

Swales (1990, p. 177) shows that the RA has a close relationship with other ‘research-process
genres’ such as theses, dissertations, grant proposals, monographs, presentations and abstracts.
The genre of RA has gained attention from genre analysts. Flowerdew (2013) and
Kanoksilapatham (2005) justify this attention in terms of the role that the RA plays in creation of
knowledge and in showing academic performance and professional progress. An RA is a means
of communicating knowledge among scholars in many fields. Therefore, it is necessary to

analyse the rhetorical structure of RAs.

Bruce (2008) explains that creation of extended texts like RAs may depend on the following
areas of knowledge used for categorisation: ‘social genre, cognitive genre(s) and linguistic
features’. Bruce (2008, p.8) clarifies that a social genre is ‘socially recognized constructs
according to which whole texts are classified in terms of their overall social purpose’. Bruce’s
example of social aspect of genre is the sections conventionally found in RAs (e.g. the
introduction, methods, results and discussion sections). Each section is realised by specific
rhetorical purposes shaping cognitive aspect of genres. He proposes that social genre includes
knowledge of context, epistemology, stance, content schemata and cognitive genre. Thus, Bruce
(2008) and Johns (1997) have discussed some similar elements involved in the knowledge of
genre. They both point to the knowledge of context as a way to assist writers and readers in
producing and understanding academic genres. However, Johns discusses context in terms of

non-textual elements of a situation where writing is conducted while Bruce refers to discipline
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knowledge, epistemology, cognitive genre and schematic structure. Also, both researchers point
to the rhetorical features of a genre. Bruce mentions this under content schemata as they involve

the system of moves and steps by which patterns for academic texts are provided.

1.2.1 Analysis of RAs

The analysis of text structures can be performed using a top-down approach (Biber, Connor &
Upton, 2007). One way to apply this approach is by following the move analysis that was
initially developed by Swales (1981). Swales has classified the discourse units of the
introduction section based on their communicative purposes and he uses the term ‘move’ with its
realisations ‘steps’ to refer to these discourse units, which shape the schematic structure of a text.
Swales’ idea of using rhetorical moves in genre analysis was also used by Bhatia (2013), who
considers a move as a tool serving ‘a typical communicative intention which is always
subservient to the overall communicative purpose of the genre’ (Bhatia, 2013, p.75). A move can
be realised in a phrase, clause, sentence or a paragraph and it consists of at least one proposition

(Connor and Mauranen, 1999, p. 51).

The terms move and steps are employed in this research following Holmes (1997), Nwogu
(1997) and Swales (1981). Swales (2004, p. 228) defines a ‘move’ as ‘a discoursal or rhetorical
unit that performs a coherent communicative function in a written or spoken discourse’.
Similarly, Holmes considers a move as a text segment formed by a particular communicative
function. Nwogu (1997) defines a move as a segment of text consisting of linguistic features and

elements, which can indicate the discourse content in the segment. He states that there should be
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a match between the linguistic features and the function of a segment to realise a move. These
definitions can serve the meaning of a move in this study. It can be defined as part of a text

which consists of categories having specific purposes and is realised by some linguistic choices.

One of the RA sections that has been most extensively studied is the introduction. For example,
Swales (1990) focused on the rhetorical structure of the introduction section in hard and social
sciences. Kanoksilapatham (2011) identified the moves and steps of RA introductions in the field
of Civil Engineering. Lakic (2010) analysed the introduction section of RAs in Economics.
However, other sections have not been given the same attention. Some researchers have
examined the discussion section like Peacock (2002), who analysed the moves of discussion
sections across seven disciplines. Brett (1994) described the moves of RAs in Sociology focusing
on the results section. The literature review section was analysed by Jian (2010). Some work has

been done on the methods section (see section 1.2.2 below).

1.2.2 Analyses of the methods section

Methodology can be considered the backbone of conducting empirical research and reports of
this research describe how a study was conducted and how it may affect the research results
(Weissberg and Buker, 1990). Lim (2006) observes that the methods section is important for
several reasons: 1- to connect a research method with previous procedures or with the other
sections of the research, 2- to strengthen the credibility of the results, 3- to persuade readers of
the validity of the instruments utilised to obtain the results, 4- to prevent possible challenges to

research designs and 5- to avoid uncertainties about results and relevant explanations. In
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addition, it is the information given about empirical method which makes a piece of research
replicable. Therefore, as Mur-Duefias (2007) states, methodology plays a major role in writing a

successful RA.

Some researchers have analysed the methods section of RAs. Firstly, Brett (1994, p. 49-50)
shows that there are three tasks present in the methods sections of Sociology RAs, namely, 1-
describing how the data are collected, 2- explaining how the concepts and variables work and 3-
stating the statistical techniques used in obtaining the findings. This last task limits the
description to quantitative research. Secondly, Pramoolsook, Li and Wang (2015) compared the
methods section of 20 RAs from two sub-disciplines; Management and Marketing. They adopted
Lim’s (2006) structure of the rhetorical features representing the method sections of
Management RAs (as shown in section 2.1). They have found that most of the sections of the
two sub-disciplines varied from Lim’s moves pattern and there are differences between these
sub-disciplines. Thirdly, Musa, Khamis and Zanariah (2015) identified the moves of 60 method
sections in the field of Biomedical Engineering. Two of the moves: stating the inclusion criteria
for the sample and describing the materials might be considered as part of the first task in Brett’s
categories above (how data was collected). Lim (2006) indicates that the description of sample
and sampling technique or criterion in his pattern are steps within the procedures of data
collection. Another move found by Musa et al. (2015) about the statistical analysis of the
experiment is similar to task 3 in Brett’s as they both (the move and task 3) deal with the
statistical analysis of data. The last move found by Musa et al. is different from Brett’s categories

as it is about describing study procedures.
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Fourthly, Nwogu’s (1997, p. 135) identified the moves constituting the methods section of
Medical RAs. These moves are: describing procedures of data collection, describing
experimental procedures and describing procedures of data analysis (further information about
the constituent steps are provided in section 3.4). Finally, Kanoksilapatham (2005) conducted a
move analysis on Biochemistry RAs. Her results revealed that there are four moves in the
methods section of these articles; two of the four moves are conventional and other two are
optional. The conventional moves are: 1- describing materials and 2- describing experimental
procedures. The description of materials is represented by listing the material and providing the
source and background of the materials. The experimental procedures are realised by the steps:
documenting established procedures, providing detailed description of procedures and justifying
them. The optional moves are: 1-providing detailed information about the apparatus and 2-
describing statistical procedures. It can be seen that the move analysis of the two researchers
(Nwogu and Kanoksilapatham) agree to a large extent with what was found in the analyses of
Brett (1994) and Musa et al. (2015) mentioned above. Both Nwogu and Kanoksilapatham have
found that the experimental procedures and the statistical analysis of data are among the moves
which appear in their analyses. Moreover, similar to Brett, the procedures of data collection
occur also in Nwogu’s analysis. The move, ‘describing materials’ appears in the analysis of
Musa et al. (2015) and Kanoksilapatham (2005). This may indicate to some important moves to

be employed in the methods section.
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1.2.3 Relation between genre of RAs and culture

Some researchers have examined the relation between culture and genre. Hamori (as cited in
Sun, 2014, p. 296) mentions that genre is ‘culturally defined’. Bhatia (2014) observes that the
selection of the rhetorical strategies varies from culture to culture and writers need to be aware of
cross-cultural restrictions. This is similar to Kaplan’s (1966) notion about rhetoric as it evolves

out of a culture and varies across cultures.

As an example on the relation between culture and the introduction section, Sun (2014)
conducted an analysis on 60 MA thesis introductions written in English by Chinese, Norwegian
and English native students. He noted that both Norwegian and English groups, who have more
cultural similarities between them than with the Chinese group, employed the step, ‘counter
claiming’ while Chinese students did not. Chinese students consider it inappropriate to challenge
previous work. Chinese students, in contrast with the other two groups, avoid using the pronoun

‘I’ as they are influenced by their traditional culture which supports modesty.

Another researcher Yakhontova (2013) showed how culture exerts its influence on conference
abstracts. For example, English writers, compared with Ukrainian and Russian (U/R), favour a
writer responsible tradition as they express their ideas in a way that ensures readers’
understanding. The English abstracts appear to show a rhetorical feature of ‘interestingness’ as
they use appealing language and they do a ‘selling’ task while the U/R abstracts look
‘uninteresting’ as they perform a ‘telling’ task. Yakhontova explains that the different cultural

contexts influence the rhetorical features of these abstracts and they are behind the appearance of
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‘interestingness’ feature. She adds that the English abstracts ‘are reader oriented, use helpful (for
the addressees) metadiscourse and have a distinct cognitive and formal structure’ while the U/R

abstracts ‘avoid textual organisers and any formal structuration’ (Yakhontova, 2013, p. 230).

The different cultural contexts may affect the rhetorical moves or steps of RA methodology. One
study by Kafes (2016) claims that the disciplinary culture constrains the steps and the sub-steps
of the method sections of MA theses and RAs written by Turkish writers. This researcher applied
Lim’s (2006) moves pattern and found that some steps in this pattern are absent from the
methods sections he analysed. In another study, Mur-Duefias (2007) discussed cultural effects on
the methods section of English and Spanish RAs in the field of Business Management. She notes
that all of the English RAs employ the step: referring to previous research which follows a
similar procedure, while five out of 12 Spanish RAs use this step. Mur-Duefias believes that the
writers of the English RAs use this feature as a persuasive strategy because they work in a more
competitive environment trying to publish their products internationally unlike the writers of the
Spanish RAs whose research aimed at national readership. This can be related to the
‘communication context’ dimension wherein the writers of the English RAs communicate their

thoughts internationally and the writers of the Spanish RAs communicate nationally.

1.3 Rhetoric in Arabic tradition

The discussion above has surveyed the western tradition of scholarship on rhetoric and genre.
Indeed, most of the studies cited above have focused on the sections of, specifically, English

RAs, mainly the introduction section, and have showed description of their rhetorical structures.

30



This thesis, however, compares English RAs with Arabic RAs, so we need to take a quick look at

the Arabic tradition of scholarship in this area.

Rhetoric in Arabic was most significantly characterised by conciseness in the pre-Islamic era
(Husein, 2001). Conciseness, as Husein clarifies, was used by Arabs only when required to do so
in a way that does not impact the intended meaning and its value. In addition to conciseness,
Husein adds that there are some other features such as simile, metaphor and metonymy, which
were important in the Arabic notion of rhetoric. Arabs’ poetry employed a great deal of these
features to the extent that it became an artistic image reflecting rhetoric. Husein confirms that
rhetoric is then represented in the Quran, which displays a major and a challenging example of

perfect rhetoric.

Rhetoric is defined by some linguists as conformity of speech to context and showing the
eloquence of speech (Sabbagh, 1998, p. 140). Moreover, Al-Bakr (2013), just like Al-Jarim and
Ameen (1999), regards rhetoric as an art by which ideas are expressed clearly, eloquently and
correctly and by which speech is produced appropriately according to context and to recipients.
Al-Bakr’s (2013, p. 177) definition of rhetoric has diverted the emphasis to the use of language
in a way that makes it capable of persuading and effecting. This is similar to what has been

already mentioned about the persuasiveness function of rhetoric.

Arab rhetoricians emphasise three rhetorical disciplines which are [9ilm albadii9], [9ilm al
ma9aanii] and [9ilm albayaan]. These are demonstrated by Al-Jarim and Ameen (1999) as

follows: the first one is concerned with improving pronunciation and meaning aspects of speech.
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The second considers meaning and ideas and how to select a linguistic construction according to
the context. The third is concerned with expressing explicitly or implicitly one meaning using
different ways or constructions such as metaphor, simile and metonymy. Abdul-Raof (2006)
argues that it is not easy to distinguish one discipline from the other and some rhetorical features

of one discipline mix up with another discipline.

It is clear from the above explanation of rhetoric that it is similar to how Corbett (1966)
identifies the ‘style’ part of rhetoric as it is associated with a correct, clear and ornamental
selection of words (see section 1.1.1). Rhetoric in Arabic revolves around the suitable use of
eloquent and ornamental speech according to context and this use presupposes a correct selection
of words. This is similar to the definition of Young et al. (1970) of rhetoric in terms of writers’

choice of words in their writing process (see section 1.1.1).

1.3.1 Arabic rhetorical analysis

Abdul-Raof (2006) offers a general overview of the practices in the Arabic rhetorical analysis.
He indicates that Arab rhetoricians have referred to the Quran to benefit from its stylistic,
semantic, lexical and syntactic case study while conducting their rhetorical analysis. He clarifies
that Arab rhetoricians have conducted their analysis at three separate levels as follows: At the
word level, they have examined the morphological, phonetic and semantic characteristics of a
lexical item in an attempt to set up the forming features of eloquence (faSaaHah). At the
sentence level, the Arab rhetoricians have tried to create the theoretical framework of Arabic

rhetoric and to prove the inimitability (’19jaaz) of the Quran. At the text level, rhetoricians have
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analysed literary and Quranic texts. Abdul-Raof adds that Arab rhetoricians have been aware of
foreign rhetorical works and they have learned from translations of foreign studies like

Aristotle’s.

Abdul-Raof points to the significance of the Arabic rhetorical studies in raising awareness of: the
relation between the producer of text and the addressee, the relation between text and context,
the addressee’s expectations, the appropriate use of a lexical item in the proposition and the
selection of appropriate proposition in the appropriate situation and for the suitable addressee. It
can be seen, therefore, that the relationship between the speaker and the addressee attracts the
attention of the Arabic rhetoricians. It is a relation in which a speaker makes assumptions about

the audience cognitive abilities. (Abdul-Raof, 2006).

Rhetorical analysis in Arabic has been conducted on literary and academic discourse. Some
studies have shown that repetition occurs a lot in Arabic prose and it can have a rhetorical effect.
Najjar (1990) indicates that repetition performs a function in literary Arabic as opposed to
scientific discourse. It can create text cohesion (Fakhri, 2004; Johnstone, 1983). Johnstone shows
how it can be used as a persuasive strategy, which is viewed by this researcher as argumentation

by presentation because it relies on presenting the truths by repeating and paraphrasing them.

Arabic argumentation is not the same as western argumentation. The first focuses on ‘through
argumentation’ by supporting ideas and substantiating them, but the latter relies on
counterargument by opposing ideas and substantiating counterclaims (Hatim as cited in Connor,

2002, p. 500). Other differences appear between rhetoric in Arabic and English at the level of
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culture. Some of what Abdul-Raof (2006) called ‘allegorical’ meanings are used in Arabic but
are not familiar in English. This researcher gives an example by which an Arab husband may
describe his wife as a dairy cow. It is considered a positive feature because it praises a wife that
has got a lot of milk for her newly born baby. On the other hand, it is considered derogatory if an

English husband describes his wife as a cow.

Many other studies have focused on the introduction section of Arabic RAs (Alotaibi, 2013; AL-
gahtani 2006; Fakhri, 2004, 2009; Najjar, 1990). Fakhri (2004) investigated the rhetorical
patterns of 28 RA introductions from Humanities and Social Sciences. He found that only 11 of
the introductions employ all of the moves identified by Swales (1990) (these moves are
presented in chapter two). 11 introductions do not review previous works and another 17 include
a few citations without challenging previous work. Fakhri attributes the lack of criticising
previous work to cultural differences in terms of the way knowledge is conveyed and of what is
considered as scholarship. These Arabic introductions focus on showing information so they are
‘knowledge-telling’ type, as opposed to ‘knowledge-transforming’, which involves reflection
and criticism. Fakhri concludes that it seems enough for the Arabic introductions to rely on

knowledge-telling to prove scholarship deserving of publication.

1.4 Statement of the study problem

Some studies have paid a lot of attention to introductions in Arabic RAs and a few other studies
have analysed the methods section written in different languages and in different disciplines.

However, no contrastive studies, to the best of my knowledge, have tackled the accounts of
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methodology of Arabic and English RAs. This study attempts to fill this gap by analysing the
rhetorical structures of the accounts of methodology of RAs written in English and Arabic in the
sub-field of Curricula and Methods of Instruction and by identifying the presupposition about

what readers already know.

Methodology is a low-profile aspect of RAs, the least glamorous bit, so that misunderstandings
can perhaps occur more easily, and non-understandings more easily brushed aside as not
important, than in other parts of RAs. Methodology is necessary for completing research as it can
be considered as a plan to deal with the research problem (Wong, 2002). Despite its significance,
methodology has not been given adequate attention (Kanoksilapatham, 2005; Peacock, 2011)
and it has been downplayed in the scientific fields as it, according to Berkenkotter and Huckin
(as cited in Lim, 2006, p. 283) has occupied a small space or been placed in a non-traditional

location in articles.

In addition, personally, | faced a difficulty when | wanted to write an RA for the first time as |
did not know how to build my research in general and how to explain my methodology in
particular. In my MA study, | did not have enough instruction in research writing and I had only
a comprehensive exam to obtain the degree; therefore, | did not have any practical knowledge in
writing research. When | began looking for sources to help me write my research, | found most
of the work was conducted on the introduction section, for example Swales’ (2004). Only a few
researchers have analysed the methods section of RAs written in English in some disciplines. For

instance, Medical RAs by Nwogu (1997) and Biochemistry RAs by Kanoksilapatham (2005).
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A few move structures have been proposed for the methods section of English RAs, for example
Lim’s (2006) pattern and Nwogu’s (1997). The existence of such structures contradicts Bruce’s
(2008) observation. He claimed that there are generally no proposed structures for the methods
section. On the other hand, the only move structure, as far as | know, that describes the rhetorical
structure of the methods section of RAs written in Arabic is Najjar’s (1990). However, Najjar
analysed RAs drawn from the field of Agricultural Sciences, which is different from the one
dealt with in the current study, and he addressed six components, as mentioned in section 2.2.
Thus, due to scarcity of such move/step structures, novice Arabic research writers may have
difficulties in finding a resource to help them write their accounts of methodology. Peacock
(2011) shows that researchers, non-native speakers in particular, need to have knowledge of the
moves of the methods section. In order to help them with their writing, he presented the moves
that appear in the method sections of RAs in eight disciplines, as shown in section 2.1. Indeed,
there is also a need to find out what RA writers consider important (and not important) in their
accounts of methodology and whether these assumptions are rhetorically justified/realistic in

terms of reader understanding.

Tawalbeh and Al-Zuoud (2013) pointed to the necessity of conducting research in Jordanian
universities as a condition for graduation. In their study, they assert that many students do not
have enough knowledge in research writing as they make many errors while writing their
research including methodology. For example, the students did not give a full description of the
sample and did not mention the theoretical framework. The current study might help such

students improve their writing of accounts of methodology.
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1.5 Significance of the study

Some studies (Brett, 1994; Kanoksilapatham, 2005 and Nwogu, 1997) have analysed the whole
RA, but they did not give methodology central focus in their analysis. Also, there are no studies,
to the best of my knowledge, which have dealt with the accounts of methodology of Arabic RAs
in the sub-field of Curricula and Methods of Instruction (see section 3.2 for the rationale of
choosing this sub-field). Accordingly, this study comes to make a detailed analysis of the
accounts of methodology of English and Arabic Educational RAs by exploring the rhetorical
structure as well as the linguistic exponents. This analysis includes also identifying the assumed

shared knowledge between writers and readers of the accounts of methodology.

Readers can establish not only familiarity with convention, but also conscious and declarative
knowledge of the moves and steps of the accounts of methodology. Having such knowledge can
inform readers about the purpose of text segments and can help them better understand this
section. Johns (1997) points that the moves that represent the introduction section of RAs can

assist experienced readers to efficiently understand the introduction section.

The current study focuses on the accounts of methodology, not on the section headed ‘Methods’
or something like that, in order to examine how the empirical procedures are reported in the RAs.
This identifies the moves and steps which occur not only inside the methods section but also
those outside it. This examines the position of these moves and steps and the location of
methodology in the RAs (see section 7.2). Therefore, such analysis can help us understand how

methodology is constructed in RAs and it can serve as a guide for readers of RAs because it
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gives them a general idea of what to expect and how it is likely to be presented. The analysis can
also inform these readers of where to read to have a complete understanding of all
methodological elements employed in an RA. In addition, exploring the linguistic features may
reveal to readers what sentences, clauses or phrases are doing and what a text intends to achieve.
The analysis of linguistic features is conducted to find how steps are represented and it is carried
out based on the transitivity framework which, to the best of my knowledge, has not been applied
to the English and Arabic RAs, except for Paltrdige (1997). This researcher examined only one
element, ‘background information’ of the introduction sections from RAs in the field of

Environmental Studies (see section 4.3).

It is hoped that this study forms an image about what it is that the reader needs to understand by
identifying the presuppositions about what the reader already knows. Writers may assume shared
knowledge with readers on some concepts that may not be recognised by readers. This can lead
to miscommunication between writers and readers not only across cultures but also within one
same culture. Therefore, writers need to anticipate their readers’ expectations and write their
texts accordingly. Moreover, this study may help researchers understand different academic
cultures and help Arab students to write the accounts of methodology of English or Arabic RAS
more effectively by teaching them the rhetorical features which may enhance teaching materials.
Bruce (2008) and Flowerdew (2013) assert that descriptions about the organisation of
information (moves and steps) can be an important part in instructional materials. Furthermore,
this study is a response to Peacock’s (2011) demand for conducting research which investigates

RA methodology. Finally, a non-language-specific framework is proposed for the accounts of
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methodology. This framework may be considered as a reference for Arab beginner writers who
need help in writing their accounts of methodology. Such framework can be used as a guide for
analysing and comparing more texts of the same genre and as a medium for writers to compose
their texts (Bruce, 2008). This framework is a guide for practice and an inventory of all the

elements that are possible in the accounts of methodology.

1.6 Purpose, aim and objectives of the study

The purpose of this study is to examine the methodological elements of English and Arabic
Educational RAs. It aims to compare the two sets of texts and identify and discuss their cross-

cultural similarities and differences. This is to be realised by achieving the following objectives:

1- Analysing the rhetorical structure ‘moves and steps’ of the accounts of methodology of RAs

in the field of Education, specifically in Curricula and Methods of Instruction.

2- Identifying the linguistic exponents which realise the moves and steps and showing how they

are put together.

3- Describing the sequence of these moves and steps.

4- Identifying the location of the methodological elements in the RAs.

5- Identifying the assumed shared knowledge between writers and readers of the English and

Arabic articles.

6- Proposing a non-language-specific framework for the accounts of methodology.
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In other words, these objectives are reflected in the following research questions:

1- What is the rhetorical structure of the accounts of methodology in the field of Curricula and

Methods of Instruction?

A. What are the moves and steps of the accounts of methodology?

B. How are these moves and steps realised (linguistic exponents)?

C. What is the sequencing of these moves and steps?

D. Where are they located in the RAs?

2- What do the writers of the accounts of methodology assume is known to readers?

3- How can the moves and steps of the accounts of methodology of English and Arabic RAs be

used to propose a non-language-specific framework?
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Chapter two

Literature review

This chapter reviews the studies that have investigated the sections of RAs. It is divided into four
sections. The first deals with studies conducted on the main sections of English RAs such as the
abstract, introduction, results and discussion. It then compares, contrasts and evaluates the
studies that have analysed the methods section. The second section reviews the literature
examining RAs written in Arabic. The third section of this chapter begins with a review of
studies which have compared and contrasted RAs in English and other languages and it ends
with reviewing contrastive studies on English and Arabic RAs. The last section is a summary and

it indicates to the gap intended to be bridged by this study.

2.1 Reviewing the rhetorical analysis in English RAs

Many researchers have investigated various sections of English RAs: the introduction section
(Swales, 1981), the methods section (Nwogu, 1997) and the results, discussion and conclusion
sections (Ruiying and Allison, 2003). The most seminal work was conducted by Swales (1981)
in an attempt to represent the rhetorical structure of RA introductions. His analysis shows that
there are certain moves and steps which represent the introduction section. Such analysis offers a
significant example of how move analysis has been applied to RA introductions and may be
extended to such other sections as the methodology. Swales analysed 48 RA introductions, 16 of
them were selected from the field of Physics, 16 from Social Sciences and 16 from

Biology/Medicine. He found that there are four moves forming most of the introductions of these
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disciplines (these four moves are already given in section 1.1.5). Swales’ description of moves
was criticised by Crookes (1986) for the difficulty of separating the first two moves. Thus,
Swales (1990) solved this problematic issue by combining these two moves in one move called
‘establishing a territory’. The second move in his edited structure is ‘establishing a niche’ and the
third is ‘occupying the niche’. He called this structure ‘Create a Research Space (CARS) model’,

as in the table below.

Table 2. 1 Swales’ ‘CARS (1990, p.141) model’

Move 1 Establishing a territory
Step 1 Claiming centrality
and/or
Step 2 Making topic generalization(s)
and/or
Step 3 Reviewing items of previous research
Declining rhetorical effort
Move 2 Establishing a niche
Step 1 A Counter-claiming
or
Step 1 B Indicating a gap
or
Step 1 C Question-raising
or
Step 1 D Continuing a tradition v
Weakening knowledge claims
Move 3 Occupying the niche
Step 1 A Outlining purposes
or
Step 1 B Announcing present research
Step 2 Announcing principal findings
Step 3 Indicating RA structure

Increasing explicitness

Swales then modified this model in 2004 by mainly changing the steps of the moves. Step 1 and

2 became one step named as ‘topic generalizations of increasing specificity’. Step 3, ‘Reviewing
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items of previous research’ can be used within the three moves. The first three steps in move 2
were combined into one step which is ‘indicating a gap’ that conveys a function similar to the
three steps. Step 1D in move 2 was replaced by a new clearer step which is ‘adding to what is
known’. A new optional step was also added to move 2 which is ‘presenting positive
justifications’. Finally, move 3 was renamed as presenting the present work. This move consists

of seven steps as clarified in the following table.

Table 2. 2 Swales’ ‘CARS (2004, p. 230,232) modified model’

Move 1 Establishing a territory (citations required)
via
Topic generalizations of increasing specificity

Move 2 Establishing a niche (citations possible)
via
Step 1A Indicating a gap
or
Step 1B Adding to what is known
Step 2 (optional) Presenting positive justifications

Move 3 Presenting the present work (citations possible)
via
Step 1 (obligatory) Announcing present research descriptively and/or purposively
Step 2* (optional) Presenting RQs or hypotheses
Step 3 (optional) Definitional clarifications
Step 4 (optional) Summarizing methods
Step 5 (PISF**) Announcing principal outcomes
Step 6 (PISF) Stating the value of the present research
Step 7 (PISF) Outlining the structure of the paper

*Steps 2-4 are not only optional but less fixed in their order of occurrence than the others
** Probable in some fields, but unlikely in others
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The introduction section has been given a lot of attention by many researchers compared with
other RA sections. For example, Briones (2012), Kanoksilapatham (2012), Lakic (2010) and
Samraj (2002) applied Swales ‘CARS model’ to RA introductions to analyse the moves and
steps of this section. They show that, in spite of the similarities between the rhetorical structures
of the RA introductions they analysed, and Swales ‘CARS model’, there are disciplinary

variations which appeared in the generic structure of this section.

Another area which move analysis has been conducted on is RA abstracts. A remarkable analysis
of a typical abstract was done by Bahtia (2013). He found four main moves which are: ‘1-
introducing purpose 2- describing methodology 3- summarising results 4- presenting conclusion’
(Bahtia, 2013, p. 148-149). These moves appeared in Hyland’s (2004) classification of moves.
He carried out a move analysis on 800 abstracts selected from eight disciplines and he found five
moves (as mentioned in section 1.1.5). The most frequent patterns appearing in Hyland’s
analysis are purpose-method-product in hard sciences and introduction-purpose-product in
Humanities and Social Sciences. Hyland reported that these differences are due to disciplinary
variations. He clarifies that writers of hard sciences belong to the same community and draw on
shared knowledge between them and readers that is necessary to analyse the texts. Those writers
assume that their audience possess a great deal of knowledge that helps them understand the
rationale, the significance and the value of their studies. On the contrary, writers of soft sciences
provided more explicit information in the introductions of these abstracts to familiarise the

readers with the background of their research.
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Move analysis has been extended to the other sections of RAs. Brett (1994) analysed 20 RAs in
Sociology and focused on the communicative functions of the results section. However, Brett did
not mention what framework he used to analyse his data. He only stated that he used Swales
‘CARS model’ to analyse the introduction section. Brett (1994, p.52) classified the functions of
the results section under three main categories: ‘Metatextual, Presentation and Comment’. Brett
explains that the writer, under the first category, introduces information in a text that directs
readers to other texts. The Presentation category is to present or emphasise the findings and how
they have been created. The last category gives explanation, comparison, evaluation, summary
and/or implications of the results. Brett showed that these categories are similar to the elements
of the results section presented by Weissberg and Buker (1990). For example, the first move,
‘Pointer’ from Metatextual is identical to the first element, ‘Location of results” which appeared
in Weissberg and Buker’s analysis. The ‘Statement of Finding’ move from the ‘Presentation’
category is the same as the second element, ‘most important findings’. The ‘Implications of
Finding’ move from the ‘Comment’ category is similar to the last element, ‘comments on the

results’.

Furthermore, the moves in Brett’s analysis are also equivalent with those found by Hopkins and
Dudley-Evans (1988) and Weissberg and Buker (1990) in the discussion section. The shared
moves are: 1- presenting the findings, 2- explanation of findings, 3- comparison of results with
previous studies, 4- evaluation of findings; whether or not they agree with the hypothesis, and 5-
implications of results. Such similarities between the moves of results and discussion might

explain why some researchers tend to combine both results and discussion sections in one
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section. Another similarity between Brett and Hopkins and Dudley-Evans’ studies is that the
moves of both sections, results and discussion, occur in a cyclical pattern. That is, certain moves
are repeated more frequently than other moves throughout a section. For example, the following
move pattern appeared several times in Brett’s study: pointer— statement of finding—

substantiation of finding— comment.

Within the discussion sections, some researchers (Basturkmen, 2012; Holmes, 1997; Peacock,
2002) captured rhetorical variations across different disciplines. They found that the moves or
steps vary according to the discipline to which they belong. Making an analysis at the level of
steps or sub-steps can be useful for displaying disciplinary variations (Basturkmen, 2012). The
following is an example that can show similarities and differences between Social Sciences and
Natural Sciences as given by Holmes (1997). He selected 30 discussion sections from Social
Sciences; History, Political Science and Sociology. Then, he applied Hopkins and Dudley-
Evans’ (1988) move pattern of discussion section to his data. He maintains that the structures of
the whole RAs and of the introductions of Social Sciences are similar to those in Natural
Sciences, which were already examined by Hopkins and Dudley-Evans. In this sense, Holmes
pointed out that the RAs of both sciences can be considered as parts of the same genre. However,
those disciplines of Social Sciences have certain characteristics that distinguish them from
Natural Sciences. For example, the number of move cycles, mainly in Political Science and
Sociology, is smaller than those in the Natural Sciences and no obligatory move occurs in all of

the RAs in the Social Sciences. A move cycle does not usually occur in the discussion sections of
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History. Holmes states that History RAs have particular features but it may be considered as a

subgenre of the Social Sciences RA genre because it shares features with these sciences.

In contrast with the above mentioned studies, there are a few researchers who have analysed the
RA methods section. Lim (2006) collected 20 RAs in the discipline of Management for analysis
of communicative moves and steps. He wanted also to describe the linguistic features associated
with these rhetorical categories. He identified three moves in most of the methods sections: 1-
describing data collection procedures, 2- outlining how variables are measured and 3- explaining
procedures of data analysis. Move 1 is realised by describing the sample, recounting data
collection procedures and justifying these procedures. The steps that realise the second move are:
1- giving an overview of the design and 2- explaining and justifying how variables are measured.
The third move consists of the steps: 1- recounting and justifying procedures of data analysis and
2- previewing results. Lim showed how constituent steps which belong to the same
communicative move bear rhetorical differences that could affect the choice of linguistic
features. However, he identified neither how much information is given to readers of
Management RA methods section nor what knowledge was shared with them to be able to know

what they need to understand about this section.

Lim’s move pattern (2006) was used by Kafes (2016) to compare the method sections of MA
theses written by novice Turkish writers and RAs written by expert Turkish writers. His results
indicate that the two groups employed all of the moves in Lim’s pattern. However, the main
differences occur at the step and sub-step levels. The RA writers did not employ some steps such
as ‘justifying data collection procedures’ and ‘justifying the methods of measuring the variables’
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while these steps are included in the MA theses. Kafes mentions that the reason behind the
differences might be due to the continual feedback and support that the MA theses writers
receive from their supervisors and can help them in their writing. He claims that writing of MA
theses is more careful than RA writing. It is clear that Kafes compared two different types of
sample; the MA theses versus RAs and novice writers versus expert ones. It could be these

differences that caused the differences in the method sections.

The methods section is considered one of the main four sections that construct an RA:
Introduction, Methods, Result and Discussion. Some researchers have analysed the generic
structures of the methods section as part of an analysis of the whole RA (Brett, 1994,
Kanoksilapatham, 2005; and Nwogu, 1997). The most common moves that appeared in their
methods section are: 1- describing the procedures of experiment and 2- describing the statistical
procedures/tools. Nwogu and Kanoksilapatham classified the second move as optional because it
occurred in less than 50% in Nwogu’s data and in less than 60% in Kanoksilapatham’s. The
moves described in Nwogu and Brett’s structures are similar to those outlined above by Lim
(2006). Yet, Brett’s analysis focused mainly on the results section and gave less attention to the
methods section. In addition, Weissberg and Buker (1990) prescribe ‘information elements’ of
the methods section, but without indicating the function of these elements. It would be more
beneficial to provide the functions of these elements to help have a better understanding of the
methodological elements. Those elements are: 1- overview of the design, 2- population and/or

sample, 3- setting, 4- restrictions, 5- sampling technique, 6- procedures, 7- materials, 8- variables
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and 9- statistical analysis (Weissberg and Buker, 1990, p. 92). It is noted that the focus of these

studies is on the entire RA not solely on the accounts of methodology.

The only study that analysed the method sections of English Educational RAs was conducted by
Zhang and Wannaruk (2016) using Swales’ move analysis approach. Zhang and Wannaruk
collected 120 RAs which belong to different sub-disciplines in Education. These sub-disciplines
do not involve the sub-field of Curricula and Methods of Instruction, which is tackled in the
current analysis. 96 of the articles use quantitative or mixed research design of quantitative and
qualitative and 26 articles use a qualitative design (It is not clear how many RAs these
researchers collected as the numbers 26 and 96 do not match with the total number (120) they
selected). These researchers relied on the communicative purpose regardless of linguistic forms
to identify the moves of the method sections. It would be more helpful and convincing to
consider the linguistic exponents in determining what they represent because they can help
identifying the purpose of text segments. The moves found in their data are as follows: 1-
describing the design of the study, 2- describing procedures of data collection and 3- describing
data analysis procedures. The first move has no constituent steps while the second involves
description of the research context, sample, and instruments; elaborating and justifying data
collection procedures; and considering ethical standards. The third move consists of the
following steps: 1- recounting and justifying data analysis procedures and 2- establishing coding
reliability. These elements are found in some other researchers’ data such as Lim’s categories
presented above except for the steps which tackle research context, ethical standards and coding

reliability.
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However, the different sub-disciplines and designs dealt with in Zhang and Wannaruk’s study
can be considered as a variable threatening the consistency of their data. RAs of different
disciplines or sub-disciplines can have different generic structure, as described below in
Peacock’s (2011) study. As an example of such variation, Zhang and Wannaruk found that the
step ‘compliance with ethical standards’ is more concentrated in the Journal of Health Education
than the other journals they selected for the analysis. These researchers suggest that this variation
is apparently due to variations in the journals. Therefore, it can be said that this is a sub-
disciplinary variation because the journal of Health Education publishes RAs in the sub-field of
Health Education. Another example of variation caused by different research designs, Zhang and
Wannaruk admit that the step, ‘establishing coding reliability’ is specific to the RAs of the
qualitative design only. It can be seen that Zhang and Wannaruk’s study is different from the
present study in terms of relying on the communicative purpose only in the analysis and in using
different research designs and different sub-disciplines. Zhang and Wannaruk’s findings given
above encourage adopting one design and one sub-field to avoid any possible variable that can

influence the accuracy of the rhetorical analysis.

The methodology has appeared to display not only disciplinary differences but also
interdisciplinary variations. Peacock (2011) analysed 288 RA methods section in eight different
disciplines: Biology, Chemistry, Physics, Language and Linguistics, Business, Environmental
Science, Law and Public and Social Administration. He found that ‘procedure’ is the only move
that occurs in all RAs. The other two moves that occur frequently in the sciences (Biology,

Chemistry and Physics) are: material and data analysis, and there are two move cycles which are:
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materials —procedure and procedure —data analysis. In Language and Linguistics, Business,
Law and Public and Social Administration, a higher number of moves appears frequently: they
are, 1- overview of the method used in the research, 2- aims, hypothesis and questions of
research, 3- location and 4- limitations. The cycle of moves is more varied and complicated in
these non-sciences and there are differences in the moves used and their frequency within these
disciplines. As for the Environmental Science, Peacock confirms that it is different from all of
the disciplines above in having longer and more complex methods section. Nevertheless,
Peacock did not provide elaboration on what steps or linguistic features may be used to realise

the function of those moves.

Peacock indicated that the methods in the sciences depend on readers and writers’ shared
knowledge while in the non-sciences they are described carefully, step by step. This confirms
Swales’ (1990) view about the methods in hard sciences. Swales (1990, p. 170) describes them in
Physical and Life Sciences as ‘enigmatic, swift, and presumptive of background knowledge’.
Hence, variation in RA methods relies on how much information and elaboration they provide
(Swales and Feak, 2004). These two researchers describe the methods in soft sciences as
extended and as condensed in hard sciences. They explain that the methods in Social Sciences
contain detailed description and there could be some development, but they are already

established and sometimes taken for granted in Natural Sciences and Engineering.

It is important to consider the idea of assumed shared knowledge by authors while writing
research methods to achieve successful communication with readers. They need to take into
account also the amount of information needed for explicit indication (Najjar, 1990).
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2.2 Reviewing the rhetorical analysis in Arabic RAs

In reviewing studies that have dealt with Arabic academic discourse, most of them have analysed
RA introduction sections. Ahamad and Yusof (2012) and Fakhri (2004) examined the rhetorical
organisation of RA introductions using Swales (1990) ‘CARS model’. Such studies mean that
move analysis is applied to the introductions of Arabic articles and may be applied to the
accounts of methodology of Arabic RAs. These studies state that the Arabic introductions differ
from the ‘CARS model” with regard to their organisation and only a few of them use CARS
moves. Fakhri has added that the Arabic introductions are hybrid because they represent a
mixture of two rhetoric types, reader-responsible and writer responsible. This caused different
degrees of explicitness and directness in announcing the organisation of the RAs. Fakhri explains
that most of the introductions do not present the structure of the RAs explicitly and thus they are
a reader-responsible type whereas a few of the introductions directly guide the readers by stating
the RA structures. It is the writer’s responsibility to communicate ideas clearly and directly.
Fakhri also discussed the presence of repetition and flowery expressions as they strengthen the

text content.

On the other hand, there are some other distinctive features available in the Islamic RA
introductions analysed by Ahamad and Yusof (2012). These researchers state that the writers of
these introductions have made reference to the Quran and Hadith as significant sources to
support their views on a certain topic in the literature review aspect of the introductions. The

writers have established background knowledge by reviewing notions and issues instead of
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reviewing other research findings. Ahamad and Yusof conclude that these particular

characteristics cannot be explained by the ‘CARS model’.

Religious beliefs may be reflected in the genres produced by Arab writers. These writers might
add new components to an already established genre due to these beliefs. Al-Ali (2010)
investigated 100 acknowledgments of Ph.D. dissertations written by Arabic native speakers in
Humanities and Social Sciences. He examined the rhetorical and linguistic choices used to
express gratitude. He showed how the generic structure of this section is affected by the socio-
cultural norms and religious traditions. For example, in 25% of the acknowledgments, the writers
start with an opening move in which he used Quranic verses or prophetic sayings. In addition,

70% of data include another move which is ‘praising and thanking Allah (God)’.

Rhetorical variation may also appear between different Arabic disciplines. An example of this is
Fakhri’s (2009) comparison between Humanities and Law. He collected 50 introductions from
each field for a contrastive analysis based on two rhetorical functions; research justification and
reader orientation. The findings showed that the introductions in Law consist of more statements
of purpose and declaration of article structure to guide readers. The differences between the two
disciplines occur mainly in announcing the structure of research. Fakhri explains the existence of
this function in Law as a reflection of French rhetorical features in these introductions turning
them into a hybrid state. Another finding relates to the scarcity of references to previous
scholarly work to justify the research in both disciplines and there are no challenges to them. The

writers, instead, used more topic importance claims in Law to justify their research. Similar to

53



this, Najjar (1990) reported that the writers in his study refer to others’ research to provide only

background information without challenging scholars’ work.

Najjar’s (1990) dissertation is the only study, as far as | know, that investigated the methods
section in Arabic RAs. He analysed the rhetorical and linguistic components of 48 method
sections in the sub-fields of Agricultural Sciences: Soil, Plant Production, Plant Protection and
Animal Production Sciences. The components that Najjar found are: ‘1- Establishing time and
place of study; 2- Re-announcing purpose(s) of study; 3- Describing investigated sample(s); 4-
Describing study design; 5- Describing investigative and experimental procedures; 6- Describing
statistical procedures for data assessment’ (p.149). The most frequent components are
‘investigative procedures’ and ‘describing samples’. Further, cycling of some components,

mainly 3, 4 and 5, exists in this section.

Najjar found that writers have mentioned standard procedures in a form of checklists without
explaining them in detail because they form part of shared knowledge with readers. He states that
they are labelled and can be ‘presumptive of a highly specialised knowledge by the reader’
(Najjar, 1990, p. 154). This finding corresponds with Swales’ description of the RA methods in
hard sciences as condensed. On the other hand, the procedures of experiment, which constitute a
large part of component 5, are described in detail. Finally, Najjar added that repetitions and
redundancy are highly noticed in the methods section although they are not usually exclusive to

it.
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Najjar did not only analyse the methods section in his study, but he also investigated the other
sections conventionally found in RAs; introduction, results and discussion. As he concentrated
his attention on the introduction section, the methods section was not the main focus in his
analysis, a reason that makes his study different from the scope of the current study. Another
difference is that the discipline considered in Najjar’s dissertation belongs to the scientific field
while the discipline considered here in the present study relates to Social Sciences. Variation
across these disciplines may arise as noticed earlier in some studies above. Also, he did not take
into consideration interdisciplinary variation that might result from analysing the different sub-
fields of Agriculture. Moreover, Najjar did his analysis in 1990, so it might be considered
important to update the analysis of the generic structure of RA methods as genres may change
over time (Swales and Najjar, 1987). Finally, Najjar’s study does not answer the question of the
present research about similarities and differences between the methodological elements of
English and Arabic RAs. His focus was only on Arabic and there was no comparison with

English RAs.

2.3 Reviewing cross-cultural studies

This section presents some examples of studies that contrast RA sections in English and other
languages. The following sub-sections tackle contrastive studies between English and Chinese

RAs, English and Spanish RAs and English and Arabic.
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2.3.1 English and Chinese

The study presented below displays a contrastive genre analysis between English and Chinese
RA introduction sections. Zhang and Hu (2010) examined the generic structures and linguistic
features of 40 medical RA introductions written in Chinese and English. They employed Swales’
(1990) ‘CARS model’ to contrast the move and step occurrences in the RA introductions of these
two languages. Zhang and Hu state that there are significant differences in the rhetorical
structures of these introductions. Firstly, about 90% of the English RA introductions follow the
‘CARS model” while 50% of the introductions in Chinese RAs deviate from the model.
Secondly, the English introductions are of knowledge transforming form because they include
critical evaluation of previous studies whereas the Chinese introductions are of knowledge telling
form as most of them avoid challenging previous work. Thirdly, the moves and steps of the
Chinese introductions are realised by culture-specific linguistic features such as ornamental
expressions and humble statements. The existence of such study encourages conducting a similar

one between other languages on the other sections of RAs including the methodology.

Another paper presented by Ping and Lingli (2010) contrasted English and Chinese method
sections. They applied Swales’ (1990) theory of genre to 60 RAs drawn from two different
fields, the Linguistics and the Medical. They assert that there are four moves which represent the
function of the English and Chinese RA methods in the two disciplines. These moves are: 1-
introducing purposes, questions or hypotheses; 2- describing the population/sample; 3-
describing experimental/data collection procedures and 4- describing data analysis procedures
(Ping and Lingli, 2010, p. 130). It can be noted that Ping and Lingli’s analysis shows moves
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which are very similar to those already presented above by Najjar (1990) and Peacock (2011).
Moves (3 and 4) also go in agreement with the ones found in other studies already discussed

such as Brett (1994), Lim (2006) and Nwogu (1997).

Ping and Lingli (2010) pointed out that the variations between the English and Chinese articles
occur at the level of move and step frequencies. There are barely noticeable differences between
step frequencies in the methods section written in English and those in Chinese in the same field.
Furthermore, the move and step frequencies vary according to the discipline. For example, the
occurrence of move 1, ‘introducing the purposes and questions of the research’ in the field of
Applied Linguistics is greater than that in the Medical field. Another variation concerns the
amount of information given under a move or a step. For instance, the procedures of experiments

are not explained in detail in the Medical articles as they rely on readers’ background knowledge.

2.3.2 English and Spanish

A genre contrastive analysis of English and Spanish RA abstracts was done by Martin (2003). He
wanted to explore what rhetorical differences are between English RA abstracts published
internationally and RA abstracts published nationally in Spanish journals. He gathered 160
abstracts from Phonetics and Psychology RAs. Martin noticed that the Spanish abstracts
followed the international standards founded by the English academic community. They consist
of four main units that form the essential structures of an RA: introduction, methods, results and
conclusion. Although the introduction unit occurs in all of the abstracts, except in one English

abstract, move 2, ‘Establishing a niche’ of this unit is present in much fewer Spanish abstracts
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than English ones. Another significant difference is that the frequency of occurrence of the result
unit in the English abstracts is much higher than that in the Spanish ones. As regards the methods
unit, the only main distinction is the longer statements that describe the method unit of the
Spanish abstracts. The most common linguistic features utilised to express this unit are the past
tense and passive constructions and there are some examples of present tense and active forms in

the Spanish data.

The reasons for such rhetorical variation between the two languages, as Martin declared, refer to
socio-cultural factors and, most importantly, to different numbers and expectations of the
members of the two discourse communities. Martin explains that the deletion of move 2 in the
Spanish texts has to do with the type of community the Spanish researchers are addressing. This
community in the Social Sciences field considers criticising other researchers’ work as
unconventional so there is no need to establish a niche. On the contrary, the English community
in the same field considers it necessary to justify a research as there is a higher number of
members who work in a more competitive research environment and try to publish their products
internationally. Martin’s finding supports Zhang and Hu’s (2010) in terms of criticising previous
work in the English introductions and avoiding that in the Chinese ones. Such findings may
reveal that the critical evaluation of other researchers’ work is a practice followed in the English
community and that the Spanish and Chinese communities are similar in avoiding this practice.
With regards to the socio-cultural factors as summarised by Martin, they involve different

intellectual and cultural styles and insufficient academic writing instruction.
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The socio-cultural context was also found to form and restrict the methods in an RA (Mur-
Duefas, 2007). Mur-Duefias contrastively examined the rhetorical functions of 24 Business
Management RAs published in English and Spanish. She found that there are a number of steps
which realise the function of the RA methods in the two languages. The followings are the steps:
1- describing the sample, 2- describing procedures of data collection, 3- stating final size of
sample, 4- presenting and/or defining variables and measures, 5- describing procedures of data
analysis, 6- referring to past literature, 7- referring to previous research which follows a similar
procedure, 8- claiming validity, 9- comparing results with previous research, 10- pointing to
findings of marginal analysis and 11- introducing aim or structure of the section (Mur-Duefias

2007, p. 127-130).

Mur-Duefias (2007) confirmed that the number and type of steps in the English RA methods are
more homogenous than the Spanish ones. Other significant differences relate to the frequency of
inclusion of some steps. For example, step 7 was found to occur in all English RAs while it
appeared in only five Spanish RA methods. The researcher attributes the generic differences to
the highly competitive environment in which writers of English RAs try to persuade their readers
of their research credibility, and then try to publish their articles internationally. The cross-
cultural analysis conducted by this study raises a question about cultural differences or

similarities in RA methodology produced in other languages such as English and Arabic.
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2.3.3 English and Arabic

The following studies show that a contrastive analysis has been conducted between the two
languages, English and Arabic, using move analysis approach. They offer insights into the
differences in rhetorical features found in the abstracts, introductions and job application letters
of English and Arabic and urge conducting research to contrast other sections of English and

Arabic RAs.

Similar to the previous contrastive studies, Al-Ali (2004) confirms the effects of the culture on
shaping a particular genre. He used Bhatia’s (1993) approach to investigate the differences and
similarities between move structures of 60 job application letters written by English native
speakers and Arabic native speakers. The findings reveal that the letters share similar
communicative functions recognised by certain moves. The variations between the two
languages are in the number, length and types of moves employed. There are two moves,
‘Glorifying the institution’ and ‘Invoking compassion’ which appeared only in the Arabic letters.
Al-Ali explains that the Arabic writers used such cultural specific features as a persuasive
strategy to gain the employer’s help. On the other hand, the English writers gave more
supporting information under the move, ‘promoting the candidature’ and employed the move,
‘Asking for interview’ to convince the employers. The latter move is absent from the Arabic
corpus. Al-Ali justifies its absence in terms of some cultural restrictions, which cause employers
to ignore occasionally the interviews held for employment. Finally, Al-Ali states that the opening
and the closing moves of Arabic job application letters are realised by Quranic verses and
religious expressions as a reflection of the writers’ religious beliefs. It can be seen that religious
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beliefs exert their influence on Arabic texts such as the acknowledgment section and job

application letters (Al-Ali, 2004, 2010) and introduction section (Ahamad and Yusof, 2012).

Rhetorical dissimilarities exist also between English and Arabic RA abstracts (Al-Ali and
Sahawneh, 2011; Elbadri, 1998). These researchers conclude that the moves constituting the
abstracts are not shared in the two languages. In addition, they state that the methods move is
included in a few abstracts in the Arabic data. Al-Ali and Sahawneh (2011) explain that the
Arabic writers, unlike the English, tend to focus on what (i.e. content) rather than how through
the high frequency of ‘introducing thesis structure’ and ‘outlining purposes’ moves. As a result,
the methods and results moves are present in only 42% and 40% of abstracts respectively. The
deletion of these moves results in a new format making the Arabic abstracts asymmetric, a

feature that was also found by Elbadri (1998) in the Arabic abstracts.

Al-Ali and Sahawneh (2011) added that while Arabic writers use only active voice in the
methods move, the English writers emphasise the procedure by using passive constructions.
Another difference relates to the type of information mentioned within the methods move. In the
English abstracts, there is an identification of the source, setting, characteristics and size of
sample, description of tools used and defining criteria for data collection. In the Arabic abstracts,
the information given describes only the source of the sample. Similar to Martin (2003), Al-Ali
and Sahawneh consider that the socio-cultural context and academic expectation can be behind
the rhetorical differences between English and Arabic RA abstracts. For example, a reader from
the English academic community anticipate that the abstract will present the procedures of
implementing the study as these are sometimes considered more important than the findings.
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This explains, according to Al-Ali and Sahawneh, why the methods move exists in more English

abstracts.

There are two dissertations (Alotaibi, 2013 and AL-gahtani, 2006) which analysed the
introduction section of English and Arabic RAs. AL-gahtani (2006) compared and contrasted the
introductions written by three groups of researchers. The first is an Arabic group educated in the
Arab world, the second is an Arabic group educated in the United States and the third is a group
of American native speakers. AL-gahtani wanted to examine the effects of different educational
backgrounds on the generic organisation of RAs introductions. He collected five introductions
written by each group in the field of Educational Psychology. He reported that there are
considerable differences between both Arabic groups in the aspect of number of sentences that
shape each move of the introduction. As an example, move two ‘establishing a niche’ was given
more weight by the second Arabic group educated in the US. Next, the second Arabic group used
fewer religious sentences, deemed irrelevant, at the onset of their introduction than the first
Arabic group. AL-gahtani affirmed that those differences are due to different educational

backgrounds of the Arab writers.

AL-gahtani illustrates the moves of the Arabic introductions in two rhetorical structures. One is a
‘homegrown Arabian’ employed by the first Arabic group. The second structure is hybrid which
consists of features drawn from the local structure and the American structure. These mixed
features, as pointed out by AL-gahtani, are the results of cross-cultural effects of US writing
norms that affect the Arabic group who were educated in the US. Finally, AL-gahtani shows that
other differences do exist between those Arabic groups and the Native American group. For
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instance, all introductions written by the Americans contain the three moves of the ‘CARS
model’ and cycles of moves 1 and 2, unlike most of the introductions by the Arabs which include
only two moves and lack move cycles. These differences cannot be explained in terms of the
effects of the writers’ educational backgrounds and can raise the importance of considering other

factors such as cultural ones.

The main focus of the second dissertation (Alotaibi, 2013) is the examination of the relationship
between RA abstracts and introductions. He chose 40 English and Arabic RAs from Educational
Psychology and Sociology and analysed the generic organisation of the two sections, the
introduction and abstract. The findings of his study confirm that these sections as well as their
relation are varied across languages and across disciplines. First, there is one paragraph that
represents the English abstracts whereas the Arabic abstracts include from one to five
paragraphs. Moreover, the moves in the Arabic abstracts are explicitly introduced but they are
implicitly realised and combined with each other in the English abstracts. The most frequent
move pattern appearing in all abstracts is the purpose, method and product moves. This finding
resembles Hyland’s (2004) pattern for abstracts in hard sciences and contradicts his abstract
move pattern of Social Sciences. Finally, unlike the Arabic texts, the introduction and abstract
sections are more related in English in the field of Sociology in terms of move 1, ‘establishing a
territory’ and move 2, ‘establishing a niche’. Alotaibi’s dissertation differs from the current study

because it examines disciplinary differences in the introductions and abstracts of RAs.
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2.4 Summary

The first part of this chapter reviews the studies that have examined the generic organisation of
the main sections (abstract, introduction, methods, results and discussion) of RAs written in
English. The researchers have shown how these sections differ across the disciplines that they
belong to in terms of moves, steps and move cycles. Methodology of RAs has not been discussed
in enough detail by many researchers as the rhetorical analysis of the methods section has been
done as part of a comprehensive investigation of the whole RA. Some findings have revealed
that the methods in RAs vary according to how much information they include. They depend on
readers and writers’ shared knowledge in hard sciences while they give background knowledge

in Social Sciences.

The second part focuses on the rhetorical features of Arabic RAs. The results have pointed to
rhetorical variation due to different disciplines and due to writers’ religious beliefs. Some RA
introductions consist of hybridised components. Other characteristics found in the Arabic
introductions and acknowledgment sections are repetitions, redundancy, ornamental expressions
and references to Quranic verses and Hadith (prophetic speech). Only one past study has
examined all sections of Arabic scientific RAs including the methods section. The researcher in
this study affirmed that standard procedures are given in a form of shared checklists without
elaboration. The last section of this chapter reviews the studies on contrastive genre analysis. The
researchers have shown how the occurrence frequency of some moves and steps that realise the

same section of an RA differs across disciplines and across cultures. Some findings have shown
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the role of socio-cultural factors in shaping and restricting a particular genre. The RA methods
section represents an example of rhetorical variation across scientific and social disciplines and it
can show how its moves might be formed according to the cultural context in which they are

produced.

It is clear that the RA sections written in different languages have received the attention of many
researchers in order to investigate the rhetorical patterns with or without their linguistic
exponents. However, to the best of my knowledge, there are no contrastive studies that have
examined the rhetorical and linguistic features of the accounts of methodology of English and
Arabic RAs. In addition, there are not any studies that compared these languages in terms of
readers and writers’ shared knowledge about the accounts of methodology. Therefore, this study
attempts to fill this gap by investigating the rhetorical and linguistic features which shape the
accounts of methodology of RAs of the two languages and by identifying the presupposition
about what readers already know about this section. This is conducted by using not only the
move analysis approach, as noticed in the studies reviewed in this chapter, but also other
approaches and techniques that have not been applied yet to this section of journal articles (see

section 3.1).
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Chapter three

Methodology

3.1 Theoretical background

The current study belongs to the field of contrastive rhetoric as it culturally contrasts a research
genre (the methodology) across two different languages, English and Arabic. It was Kaplan
(1966) who initiated work in this field by examining writing in ESL settings. His main finding is
that students transfer their first language rhetorical patterns while writing in English resulting in
interference. The current study matches with the field of contrastive rhetoric and with Kaplan’s
view about how writing is different across cultures as it examines cross-cultural similarities and
differences in the rhetorical structure of the accounts of methodology written in English and
Arabic. In addition, the view that this study as a contrastive genre analysis falls under the
umbrella of the contrastive rhetoric field is supported by Connor (1996, 2002). He states that

genre-specific domain is one important area under this field.

The genre analysis conducted in the present study follows two important approaches: the
approach of English for Specific Purposes (henceforth ESP) as in the work of Swales (1990) and
Bhatia (2013) (as already mentioned in Chapter One) and the systemic functional approach
(henceforth SF). In the SF approach, genre is analysed in terms of what Martin (1992) calls
schematic structure which he uses to refer to text structure. Schematic structure is defined by
Bruce (2008, p.16) as ‘The stages or steps that are conventionally followed in the typical

organization of the content of a genre’. Bruce summarises that genre analysis in SF can be
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conducted according to the schematic structure and lexico-grammatical features which correlate
with the steps of the schematic structure. The present study follows this method by examining
the lexico-grammatical features in terms of the transitivity analysis (see section 3.5) and by
describing how these features realise the organisational rhetorical structures of the accounts of

methodology of English and Arabic RAs.

Similar to the SF approach, Bruce clarifies that the ESP framework examines the organisational
stages of text content (moves and steps) and their linguistic realisations. Within this framework,
the major contribution in genre-specific domain is offered by Swales (1990) in his analysis of the
research genre; the introduction section. For him, a genre is identified basically in terms of the
communicative purpose it carries. He does not refer only to communicative purpose in his move-
step analysis, but also to the linguistic exponents used to realise a step. Some other researchers
have a stance similar to Swales. Firstly, Bhatia (2013) clarifies how the introduction and abstract
sections share the same context but they are considered as different genres because they have
different communicative purposes. He also analysed genres occurring in different contexts;
introductions of a dissertation and of a laboratory report. He maintains that they are considered
as sub-genres of the academic introductions genre because they have similar communicative
purposes. Secondly, Biber (1988) indicates that genre, as opposed to ‘text type’, is identified
according to external factors concerning writers’ purpose. ‘Text type’ makes reference to the
linguistic form as a basis to determine similarity between texts. Therefore, ‘text type’ is needed
to identify communicative purpose as there are linguistic features which can tell what a text

intends to achieve. The theory of text type and genres is relevant to the field of contrastive
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rhetoric (Connor, 1996). It is needed to compare different types of texts. Connor’s definition of

genre is also in line with Swales’, as texts created according to specific purposes.

3.1.1 Top-down and bottom-up

Swales’ ‘move analysis’ approach was used in the current study to analyse the rhetorical features
(moves and steps) of the accounts of methodology. However, it is not enough to use only this
approach in the analysis. This approach works as a top-down process by breaking the higher
units of discourse into smaller ones. Some rhetorical features (moves and steps) in the data of
this study do not match with the features of the empirical framework initially used in the analysis
(see section 3.4). Therefore, it is worthwhile to look at the smaller elements of these features (see
below) and then to see what they do in the text. One useful way to do this is by using bottom-up
processing. Jeffries and Mclntyre (2010) distinguish between ‘bottom-up processing’ and ‘top-
down processing’ and clarify their importance for readers to understand a text. The first relies on
using textual elements to make meaning while the second refers to the use of prior knowledge of

the world to help comprehend a text.

An example of bottom-up processing comes from the psychologist Gibson (1966) in his study of
perception. According to Gibson, perception is formed when the senses detect and convey to the
brain information about the world. The senses are activated by being exposed to stimuli from the
surrounding environment, which is the source of all stimuli and the source of sufficient detail
about the stimuli. Gibson (1972) asserts that perception is direct. It depends on detecting sensory

information and does not require employing past experiences or memories of the past. It can be
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understood that bottom-up is a process that begins with experiencing incoming data (stimulus) in

the bottom level and ends with perception at the highest level.

Bottom-up processing is described in specifically visual terms by Palmer (1999). The bottom
level includes depicting the retinal image which passes through subsequent interpretations via the
visual pathways at higher levels. Palmer points out that the input of this process is lower-level
representations and the output is higher-level representations. Similarly, Norman (1976) uses the
phrase bottom-up to describe a sequence of processes that starts out from the incoming data and
is developed in an increasingly sophisticated analysis. The incoming data, according to Norman,
is at the bottom level of the analysis which proceeds in successive layers until they reach the top
level wherein the final recognition of the data occurs. Therefore, the concept of bottom-up

processing is also described as a data driven process.

The objection to the concept of bottom-up processing as a way of making sense of the world is
that it does not take account of expectations (Norman, 1976 p. 41). It could, in fact, be argued
that the idea of starting any process without some expectations, and often without some previous
experience, simply does not conform to reality. The mention above of increasingly ‘higher-
levels’ seems to imply some already-existing cognitive organisation, which is at least partly
formed by our past experiences. People are not blank sheets of paper onto which images can be
simply impressed. To put this another way, perception, like everything else, always takes place
in a context. This context (which includes our personal context i.e. past experience) gives us
expectations which we use to make inferences about what it is that we are seeing. From this point
of view, Gregory (1970) proposed an alternative (top-down) hypothesis about how people
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perceive things. According to Gregory, perception is indirect and depends on employing past
experience and previously stored knowledge in the brain to interpret a stimulus from the
surrounding environment and to make inferences about what we see. This top-down process, as
Norman (1976, p.41) clarifies, depends on conceptualisation of incoming data and involves

analysis of the context to make sense of the world.

All this theorising about processes was concerned chiefly with visual perception. Reading an
academic article is visual too but it has a great deal of context. For example, the knowledge of
the reader that s/he is reading an academic article about a certain topic leads to various
expectations, as does his/her knowledge of a particular writing system in a particular language.
Such knowledge generates expectations concerning grammar, punctuation, spelling, content and
style of writing which can help the reader/viewer to make sense of the marks on the flat surface
(i.e. writing) and to interpret them in a way that enables him/her to comprehend what s/he
reads/sees. The reader/viewer can see the marks on the surface as not only an object, but also as a
message to understand and comment on. Therefore, perceiving these kinds of marks has lots of
context and it is different from perceiving an object such as a flower. That is why it makes sense
to start the analysis in this thesis from a top-down perspective. However, the limitation of top-
down is that it can miss (i.e. not ‘see’) phenomena which, as they do not fit easily into top-down
expectations, are new to the perceiver and so have never been conceptualised by him/her. While
top-down is a better reflection of how people make sense of the world, scholarly analysis needs
bottom-up as well, as a way of finding new ways of looking at the world, in this case, academic

texts.
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In light of the above considerations, the analysis in this thesis starts with top-down; that is, it is
framed and organised according to moves and steps that have been observed by Nwogu (1997),
as this is the best available representation of what likely readers would expect to find in an
account of the methodology of an RA. The analysis then uses bottom-up. Both processes are
essential for the processing of information and for making more sense of the data (Norman,
1976). Bottom-up processing is useful in this study for conducting fine-grained analysis of the
data. It performs tasks that the top-down process may not do in discovering features that are not
part of the pre-defined categories that this study starts with. This indeed turns out to be the case.
The ‘new’ features include moves and steps which add to and develop the existing categories of
Nwogu’s (1997) outline initially used in this thesis (see section 3.4 for further information on the

new features added to Nwogu’s outline).

Bottom-up processing helps me in moving in organised steps from one phase to another higher
phase to compose a complete detailed image of the data. It investigates the texts by focusing in
its first phase on relatively small elements of a text: verbs and their tenses and then phrases and
clauses and the lexico grammatical features employed therein. But notice that even the analysis
of such small elements as the word involves some top-down processing as the concept of a word
is an expectation and we use our past experience to recognise words. The second phase involves
examining the function introduced by such elements to realise a sub-step or a step and finding a
match between the lexico grammatical features and these sub-steps and steps. In another higher
phase, the overall purpose for a group of steps representing a move is deduced. It is at these two

latter phases of analysis where the new steps or moves appear and are used to develop Nwogu’s
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outline. After that, the series of moves with their constituent elements are gathered into groups to
represent one structure for the accounts of methodology in English RAs and another structure for
the Arabic. In the top final level of the process, the whole image that groups all of the

methodological elements in both English and Arabic RAs is introduced.

3.1.2 Tacit knowledge

In order to help identify the assumed shared knowledge between writers and readers, the concept
of tacit knowledge has been found useful in this study. This concept was first considered by
Polanyi (1983) in terms of the notion that ‘we can know more than we can tell’ (p. 4). Polanyi’s
example of this is how we can recognise someone’s face among a million other faces, but we
cannot spell out how we recognise it. This observation can perhaps be more obvious if we
consider how it is possible to guess where a person comes from by his/her face. As a result of
culture-specific norms, people from a particular place do the same kinds of things with their
facial muscles. This in turn can play a role in shaping their face. People sometimes talk
confidently about an Irish face or a French face, but there appears to be no racial basis for this
distinction so it could be the muscles, of which there are so many it would be impossible to spell
out the information received about all of them. However, as Bruce and Young (2012) point out,
there are some qualities about human face that can be easily articulated such as sex, age and skin
colour (Bruce and Young also mention the debatable concept of ‘race’). It can be said, then, that

there is some information about the human face which can be articulated.
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Polanyi contends that tacit knowledge is acquired by the active shaping of experience and it
cannot be articulated. Polanyi’s discussion of tacit knowledge as untellable fits with the origin of
this concept in the Latin ‘tacitus’ which means silence (Zappavigna, 2013). Zappavigna points
out that one of the synonyms of tacit is ineffable. Ineffability, as she summarises, is used as a
criterion to distinguish tacit knowledge from explicit knowledge. Zappavigna observes that there
are two positions regarding the notion of tacit knowledge: the strong position denies the
possibility of its articulation in any linguistic form while the weak position maintains that it is
merely difficult to put such knowledge into words. There is an analogy to be drawn here between
these two positions and the two positions that have been taken on the Sapir-Whorf hypothesis.
This hypothesis has two versions: the strong version states that language determines thought
while the weak one states that language merely affects thought (Connor, 2002). The strong
version can be interpreted as meaning that there is no thought without language, which therefore
runs directly counter to the strong position of tacit knowledge, which separates linguistic
articulation from knowledge. The weaker versions of the two conceptions are, however,
compatible. The weak position on tacit knowledge allows for the possibility, albeit sometimes
very difficult, of articulating all knowledge, while the weak position on the Sapir-Whorf
hypothesis recognises that what gets articulated can have an effect on thought, and therefore
knowledge. In both cases, a relation between language and thought/knowledge — but not a

deterministic one — is maintained.

The idea that it is sometimes absolutely impossible to articulate what one knows threatens the

relation between knowledge and language and can indicate, as Zappavigna (2013) points out,
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that knowledge is separated from language. Gascoigne and Thornton (2013, p.5) also observe
that considering tacit knowledge as not tellable confirms the principle of inarticulacy: ‘there can
be knowledge that cannot be articulated’. Gascoigne and Thornton argue that the impossibility of
articulating tacit knowledge may affect its status as knowledge because it does not make sense

that there is something known if knowledge is untellable.

This discussion can be illuminated by considering the work of linguists. It can be said that
Polanyi’s conceptualisation of tacit knowledge as not tellable ignores the role of linguists in
making tacit knowledge visible and in uncovering implicit meaning in discourse (Zappavigna,
2013). Zappavigna demonstrates that our knowledge of language is an example of tacit
knowledge that has been made explicit in grammars and textbooks. This is an example of
representing tacit knowledge explicitly by linguists. There are different approaches as to how
direct these representations of our linguistic knowledge are. Only Chomskyan linguistics
purports to represent it directly; that is, it purports to actually tell exactly what it is that we
human beings know linguistically (i.e. what our brains actually know) (Sampson, 1980). Other
approaches (e.g. Halliday and SFG) simply attempt a useful way of organising information we
know so it becomes tellable and accessible to readers. These two different approaches to
linguistic description were contrasted by Householder (1952) as ‘God’s truth’ versus ‘hocus
pocus’. In the former, the linguists’ role is to find out the structure of human linguistic
competence and to describe it clearly while the ‘hocus pocus’ position considers a language to be
an incoherent mass of data and linguists perform the task of arranging, organising and imposing

a sort of intelligible structure on this mass (Householder, 1952). The former approach makes a
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stronger case for the tellability of tacit knowledge but even the latter succeeds in putting into

words knowledge that has previously been unarticulated.

Another example on how tacit knowledge has been made explicit is given by Rice (2015) in
terms of the ability of articulating knowledge about physical environment without being experts.
Rice interviewed university students who developed specific experiences about the design of
their university campus. They described this design in terms of that of a prison. Thus, she
observed that those students’ experiences helped them produced tacit knowledge that had not
been articulated using the technical vocabulary of disciplinary specialists, but it was articulated
in a particular discourse. The two examples mentioned above can help me deal with the
shortcoming of the theorisation of tacit knowledge: the claim of the impossibility of putting it
into words. It can be said that there is still an ability for giving explicit information about what
people tacitly know. Therefore, the weak position is adopted as a point of departure in this thesis
to study what information is made explicit — and what is not made explicit — by RA writers in the

accounts of their methodology.

Tacit knowledge can offer an important contribution to identify referents relying on the
functional relation between two entities. Polanyi (1983, p. 10) illustrates this relation as follows:
‘we know the first term only by relying on our awareness of it for attending to the second’. He
describes the first entity as proximal of which our knowledge may not be tellable and from which
we attend, and the second as distal which we attend to. Polanyi clarifies that particulars in the
proximal entity appear in isolation while they appear as a comprehensive unit in the distal entity
(for a collection of Polanyi’s essays, see Grene, 1969). He adds that looking at the particulars in
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isolation does not yield comprehension and they are meaningless while seeing the coherent unit
which these particulars constitute makes them meaningful and raises our awareness of them. To
further demonstrate the from-to relation, Polanyi claims that tacit knowledge has a power of
integration that can integrate a set of sounds (proximal) to an entity (distal) after they have been
converted tacitly into the name of that entity. Making sense of the sounds is achieved by
attending from them to the entity which shapes their meaning. Attending from particulars to the
comprehensive entity of which they are part is a process of interiorising that endows these

particulars with meaning.

The process of attending from the proximal to the distal entity can be useful in the current
analysis to help identifying the referents of nouns and have better understanding of different
terms used by the RA writers. This, in addition to the tellability principle of information
discussed above, can help show what information may be needed and help identify what the
writer assumes is known to readers and can form part of a shared knowledge. In addition, the use
of the bottom-up allows referring to the given linguistic choices in the accounts of methodology
to determine how referents are identified and who the writer assumes the reader is. Another way
to look at the linguistic features is by making reference to some practices of the ‘linguistic model
of naming’ designed by Jeffries (2010, p.18). One of these practices includes the selection of a
noun to identify a referent and another is to look at the modifiers accompanying a noun to give a

clearer identification of that referent.
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3.2 Database and selection criteria

The database for this study consists of two sets of RAs in the area of Curricula and Methods of
Instruction. One set is written in English and the other set in Arabic. The English set consists of
36 method sections while the Arabic consists of 40 sections. These sections were selected from
RAs published in prestigious English and Arabic journals in the field of Education. Articles in
Curricula and Methods of Instruction are published in Educational journals. Choosing the
Educational field is based on the importance of the methodology in Educational research
compared with other areas such as Biochemistry (Swales, 1990). Swales (1990, p.170) explains
that this importance is due t0o a number of parameters such as ‘the nature of the discourse
community, the level of agreement about appropriate methodology, the extent to which a
demonstrably adequate methodology is deemed necessary, and the role assigned to controlled
experiment in the discipline’. It seems that these aspects indicate that methodology is
problematic in the Educational field that it is in others and therefore has to be made explicit.
Perhaps this salience of methodology is shared by a number of related fields. However, all
aspects of methodology tend to be made explicit in the Educational field more so than others, so

that in this study we can see all aspects of methodology displayed.

The second reason for considering the Educational field is as Fakhri (2009) states that this field
shows considerable cultural characteristics. The third reason for choosing this field is to be able
to find RAs published in Arabic. In scientific disciplines, researchers in the Arab world publish

their work in English.
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The RAs included in this study met the following criteria: Firstly, English articles were written
by authors affiliated with universities located in countries where English is spoken as the first
language. These countries are the United States, the United Kingdom, Canada, Australia and
New Zealand. The Arabic articles were written by authors affiliated with universities in countries
where Arabic is spoken as the first language. The countries that are deemed to have Arabic as L1
are Algeria, Sudan, Comoros, Djibouti, Egypt, Irag, Jordan, Kuwait, Lebanon, Libya,
Mauritania, Morocco, Oman, Palestine, Qatar, Somalia, Sudan, Syria, Saudi Arabia, Bahrain, the
United Arab Emirates and Yemen. This criterion can show that all authors partake of a particular
academic culture. This means that the RAs were written by authors who belong to universities in

countries deemed to have English or Arabic as L1.

This criterion does not rely on the native-speaker status because it is very difficult to determine if
the authors are native speakers. Rampton (1995) argues that although nativity implies language
inheritance, one can acquire a language in social settings. This can happen by being members in
many social groups such as the family and region. When this membership changes, the language
changes too. Another reason for not considering the native speaker status is that there can be
RAs written by non-native speakers, but they have a native-like status. Rampton adds that non-
native speakers can do things such as writing reports that native-speakers cannot. It can be
misleading to consider one as a native-speaker of a language just by being born in the group

where that language is spoken as s/he may not speak that language well (Rampton, 1995).

Secondly, all RAs belong to the discipline of Curricula and Methods of Instruction. There are
other sub-disciplines that fall under the umbrella of Educational Sciences such as Educational
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Psychology, Educational Administration, Special Education, Educational planning, Educational
Technology and Educational History and Philosophy, but they are not included in the analysis in
order to avoid variations that might occur between these sub-disciplines. Swales and Feak (2004,
p. 224) maintain that ‘Methods are very variable across the disciplines’. Such variations are
considered as a possible variable which was excluded by sticking to just one clearly defined sub-
field to make sure that the data are consistent and properly comparable. Another practical reason
for choosing Curricula and Methods of Instruction is due to my familiarity with this sub-field

that can help me in analysing the data.

Thirdly, all articles are experimental or quasi-experimental and review articles are excluded.
Finding RAs whose design is experimental or quasi-experimental is an indicator that these
articles contain a methods section. These kinds of research design involve manipulation of one
variable as an intervention and examining its effects on other dependent variables. There can be
some other extraneous variables affecting the dependent variable of a study, but these are
controlled in the experimental design by allowing the random assignment of participants to any
of the experimental or control groups. Each participant in this design has an equal chance of
assignment to these groups. When it becomes difficult to control the extraneous variables,
researchers implement a quasi-experimental design wherein participants are not randomly

assigned to the conditions of a study.

Fourthly, all articles were published within (2013-2014) to make sure that the genres of RASs are
the most current as these years were the two most recent, readily available at the time of the data
collection. Furthermore, a genre might undergo some changes through time (Swales, 1990).
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Thus, the RAs were selected within a span of two years. These contiguous years (not e.g. 2009
and 2014) were selected because the focus of the present study is not on diachronic variation but
rather on presenting a synchronic picture (the cross-cultural variation). In addition, this timespan
would give enough data and choosing a shorter span might risk the possibility of an atypical

dataset due to special issues of journals, which are guest-edited.

Finally, all articles were published in prestigious journals. These journals are likely to have the
most influence in the field, with the most respected academics in the field wishing to publish in
them more than others, to some extent acting therefore as a model for articles written in this
field. They are also likely to have a large and wide (though not necessarily the largest)

readership.

3.3 Data collection procedures

To ensure that the journals are prestigious, the English journals were selected according to their
impact factors as provided by the Journal Citation Reports (2013 and 2014). Kanoksilapatham
(2005) used the same procedure in selecting the top journals for her study. The following tables
show the ranks of the top Educational journals in 2013 and 2014 as classified by the Journal

Citation Reports, respectively:
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Table 3. 1 Journal ranks in 2013

Impact factor

Journal

1- Review of Educational Research 5.000
2- Educational Psychologist 4.844
3- Journal of Research on Educational Effectiveness | 3.154
4- Educational Research Review 3.107
5- The Journal of the European Association for | 3.079
Research on Learning and Instruction.

6- Journal of Research in Science Teaching 3.020
7- Educational Researcher 2.963
8- Science Education 2.921
9- Journal of the Learning Sciences 2.862
10- Research in Developmental Disabilities 2.735

Table 3. 2 Journal ranks in 2014

Impact factor

Journal

1- Review of Educational Research 3.897
2- Educational Psychologist 3.611
3- The Journal of the European Association for | 3.585
Research on Learning and Instruction.

4- Journal of Research in Science Teaching 3.162
5- Scientific Studies of Reading 2.941
6- Reading Research Quarterly 2.884
7- Science Education 2.825
8- Computers and Education 2.556
9- Educational Researcher 2.527
10- Internet and Higher Education 2.463

The journals Review of Educational Research and Educational Research Review are excluded
because they publish only reviews of research literature which make them different from original
RAs. The journal Educational Psychologist is also excluded because it does not publish
empirical RAs. Therefore, the selected journals that are at or near the top are 1- Journal of

Research on Educational Effectiveness (JREE), 2- The Journal of the European Association for
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Research on Learning and Instruction (EARLI) and 3- Journal of Research in Science Teaching
(JRST). Moreover, all these journals are refereed, international and have global readership. The
editors of these journals are affiliated with respected universities in the United States, the United

Kingdom, Australia, New Zealand and in some other European countries.

On the other hand, there is no classification for the top Arabic journals. Therefore, two Jordanian
experts in the field of Education were consulted to recommend the prestigious Arabic journals in
Education. One of them is a member in the editorial board of a Jordanian journal and the other is
associate professor in Curricular and Methods of Instruction. The two experts agreed that the
following three journals have high prestige in Education: 1- Almajalah al'urduniyah fii al9uluum
altarbawiyah: The Jordanian Journal of Educational Sciences (JJES) which is published
quarterly by the Deanship of Research and Graduate Studies, Yarmouk University, Jordan. 2-
Almajalah aldawliyah IlI'abHaath altarbawiyah: The International Journal for Research in
Education (IJRE) which is published at the United Arab Emirates University. 3) Majalat
al9uluum altarbawiyah wa alnafsiyah: Journal of Educational and Psychological Sciences
(JEPS) which is published by the Faculty of Education at the University of Bahrain. The
members of the consultative board of these journals are professors from well-regarded and
international universities located across the Arab world, in the United States and in the United
Kingdom. These journals are international, refereed and bilingual. Researchers can publish their

articles in either English or Arabic and their papers are considered for promotional purposes.

After selecting the top journals, some procedures were employed in collecting the appropriate
RAs. Firstly, | have collected the abstracts of the Educational RAs published in 2013 and 2014.
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Then, | have gathered information about the authors from the RAs to ensure that they meet the
first criterion. After that, | have decided which articles are experimental or quasi-experimental by
reading the abstract and looking for helpful keywords which are experiment, intervention,
control group, experimental group, treatment condition, experimental design or quasi-
experimental design. The presence of one of these words is enough to satisfy the third criterion. I
have used this strategy instead of downloading all articles and looking for methodological
elements. It was sometimes slow to download an article due to some errors in internet
connections. The next step was for one of the experts and | to sit together and read the keywords
of the RAs and then the titles and/or the abstracts to identify which of them belongs to Curricula
and Methods of Instruction. The keywords given in all of the RAs could give initial indication
that the RAs are related to this sub-field, but it was necessary to read the abstracts to make sure
of this. The keywords and phrases that help identifying the RAs as belonging to this sub-field are
those that denote the use of different teaching strategies, educational programmes or language
skills-related interventions. Some of the keywords are as follows: construct map, case/schema-
based instruction, problem-solving strategy, inquiry instruction and team/collaborative learning.
Finally, I have only downloaded the complete articles that satisfy the selection criteria mentioned

above in section 3.2.

The highest number of articles was selected from EARLI because this journal occupies the fifth
rank in 2013 and the third rank in 2014. Thus, data were collected from this journal in 2013 and
2014, as can be seen in table 3. 3. Other RAs were chosen from JREE only in 2013 and from

JRST in 2014 according to their ranks in those years.
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Table 3. 3 Total number of English RAs

No. of RAs in | No. of RAs in | Total number
Journal 2013 that | 2014 that | of selected
matches the | matches the
criteria criteria
EARLI 14 11 25
JREE 4 - 4
JRST - 7 7
36

The RAs were collected from the Arabic journals in 2013 and 2014, as shown in table 3. 4.

Table 3. 4 Total number of Arabic RAS

Journal No. of RAs in | No. of RAs in | Total
2013 that | 2014 that | number of
matches the | matches the | selected
criteria criteria

JIES 6 6 12

IJIRE 2 8 10

JEPS 8 10 18

40

3.4 Analytical framework

The framework that has been initially used in this study is Nwogu’s (1997, p. 135) outline for the
methods section of Medical research papers. His study was conducted on all sections of RAs
chosen from five referred medical journals. The outline consists of the following moves and

constituent elements:

Move 1: Describing Data-Collection Procedure.
1-1 Indicating source of data.
1-2 Indicating data size.
1-3 Indicating criteria for data collection.
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Move 2: Describing Experimental Procedures.

2-1 Identification of main research apparatus.

2-2 Recounting experimental process.

2-3 Indicating criteria for success.
Move 3: Describing Data-Analysis Procedures.

3-1 Defining terminologies.

3-2 Indicating process of data classification.

3-3 Identifying analytical instrument/procedure.

3-4 Indicating modification to instrument/procedure.
This outline was used by Mur-Duefias (2007) in analysing 24 method sections of Business
Management RAs written in English and Spanish. The RAs were selected from four journals
published during 2003 and 2004 in each of the two language communities. The results indicated
that some steps of Nwogu’s (1997) outline do not appear in Mur-Duefias’ (2007) sample. These
steps are: 3-2 indicating process of data classification, 3-3 identifying analytical
instrument/procedure and 3-4 indicating modification to instrument/procedure. On the other
hand, there are some new steps found in Mur-Duefias’ (2007) sample which are not present in

Nwogu’s (1997). These include ‘outlining variables and measures’, ‘reference to previous

literature’ and ‘reference to past research which follows a similar methodological procedure’.

In addition, Nwogu’s (1997) outline was also adopted by Huang (2014) to analyse five Medical
RAs which were published between 2005 and 2013.The moves and steps that occur in Huang’s
study are different from Nwogu’s. The first move in Huang’s is to describe the materials of the
study and it is realised by steps different from those within the first move in Nwogu’s; they are
‘length of study period’ and ‘type of data’. The second move differs from Nwogu’s in the sense
that it describes what criteria the subjects have to meet. Although the third move carries a name

similar to the second move in Nwogu’s outline, it consists of three different steps, which are:
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randomisation, the measure used and a summary of results. Move 4, ‘analysis of the experiment’
is realised by two steps similar to those in Nwogu’s. The two steps describe the statistical tests
and the software used to make the calculations. However, steps 3-1, 3-2 and 3-4 in Nwogu’s

outline are not available in Huang’s.

Nwogu’s outline was initially applied to a sample of three English RAs; one article from each
journal. It was found that his outline does not accommodate the data under investigation because
some moves and steps in the outline do not match with the sample. As a result, bottom-up
processing was employed by exploring the linguistic features and deciding what step they can
represent and under what move a step falls (for more information on employing bottom-up
processing, see section 3.5 below). The outline was inductively developed by adding some
moves and steps which appeared to become necessary for representing the accounts of
methodology. The following are the modifications which were performed at the level of moves
and resulted in changing the constituent steps: the first move, ‘Describing data-collection
procedure’ falls under the new move, ‘measure’ and it is replaced by the move, ‘sample of
study’. The modified version contains ‘sample of study’ as the first move which consists of the
following steps: 1- size of sample, 2- study population, 3- setting and site of study, 4-
characteristics of sample and 5- sampling technique/design. The second move is identical to
Nwogu’s, namely, ‘procedures of study’. Under this move, the steps 1- design of study and 2-
implementing of an intervention or a material are added. This move also describes the fidelity of
implementing the experiment and identifies the interventionists. The third move, ‘measure’

consists of the following steps: 1- identify a measure of variables, 2- items of a measure, 3-
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validity and reliability of a measure, 4- data collection and 5- scoring procedures. The last move,
‘data analysis procedures’ is the same as the third in Nwogu’s, but with differences between the
constituting steps. It is composed of 1- statistical analysis model, 2- statistical test, 3- performing
preliminary analysis and 4- analysis procedures. These moves and steps are outlined in table 3.5

below.

Table 3. 5 The modified version of Nwogu’s (1997) outline

Moves Steps

1- Sample of study 1- size of sample

2- study population

3- setting and site of study
4- characteristics of sample
5- sampling technique/design

2- procedures of study 1- design of study

2- implementing of an intervention or a material
3- fidelity of implementing the experiment

4- identifying interventionists

5- identifying apparatus

5- recounting procedures

3- Measure 1- identify a measure of variables

2- items of a measure

3- validity and reliability of a measure
4- data collection

5- scoring procedures

4- data analysis procedures | 1- statistical analysis model
2- statistical test

3- preliminary analysis

4- analysis procedures

3.5 Procedures of the analysis

The data analysis proceeded as follows: The first procedure was conducted based on top-down

process using Swales’ (2004) move analysis approach to identify the moves and steps of the
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accounts of methodology by reading and understanding the general purpose of the texts and the
specific rhetorical function of text segments. | then began matching the moves and steps from
Nwogu’s (1997) outline with my data. As mentioned above, | used a sample of three English
RAs and found that my sample does not match with some moves and steps from Nwogu’s and

this resulted in modifying the outline.

The modification of the outline occurs in a bottom-up processing by starting at the first level
with analysis of the linguistic elements: tense, voice and the lexico grammatical features to help
determine the steps and then the moves. Dudley-Evan (1994) relied on the linguistic evidence
and on understanding both the text and the discourse community’s expectations of the text in

determining the moves of the discussion section.

The lexico grammatical features that realise the moves and steps were described using the
systemic functional grammar approach (Halliday, 1985) in the first level of analysis. Halliday
and Matthiessen (1999) demonstrate that there are three metafunctions for making meaning:
ideational, interpersonal and textual and they are all realised in the lexico-grammar system. The
focus of the current analysis is on identifying the components of ideational meaning;
participants, processes and possibly circumstances, all of which are assigned semantic labels
(Halliday, 1985). Identifying the ideational meaning helps in showing which semantic label is
used to realise a step and what types of processes are used to realise one step. Halliday explains
that there are three main process types realised by verb groups and each process has its own
participants realised by noun groups. The different types of processes with their participants form
the transitivity analysis. The first process is the material (doing/happening) and it involves the
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following participants: 1- an actor who performs an action; 2- a goal affected by the action; 3- a
recipient, who receives something and 4- a client, for whom something is done. The second
process is a mental one (sensing) and it includes two participants: a conscious one (senser)
performs the mental process and what is perceived, thought, or felt (phenomenon). The third
process is the relational process (being/having) and it is of two types: 1- The attributive process
has one participant (carrier) and it is assigned an attribute. 2- The identifying process has a
participant (token) and it represents another one (value). These two processes can also be
possessive ones, in which one participant is a possessor that owns something (possessed). The
circumstances are adjuncts or prepositional phrases that are optionally attached to the process.
Halliday adds that there are other types of processes such as: 1- The behavioural process, which
comes between material and mental processes, 2- The verbal process has a participant (sayer)
saying something (verbiage) to another (receiver) and 3- The existential process indicates that

something exists called existent.

In the analysis of the linguistic features of the Arabic data, transcription and word by word
translation are given under some examples to give a clearer image of the original construction
and word order employed in the Arabic examples. The transliteration was conducted based on

the transcription system used in Najjar’s (1990) study.

The second level in the bottom-up processing includes making inferences about the function of
text segments to assign steps for the linguistic constructions. The third level investigates what
purpose a set of steps can share to classify them under a move. A small number of steps and
moves from my data were matched with the ones in Nwogu’s (1997) outline while several new
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ones were added to the outline. This modified version, already presented in table 3.5, was
applied to all of the sample, to which the same series of bottom-up steps as described above were
applied. The resulting moves and steps were matched with those in the modified outline. This
stage includes adding any new moves or steps to the modified outline if there was no match with
the existing ones. The fourth level ends with one final modified outline for the accounts of
methodology of the English RAs and one for the Arabic. To obtain reliability of move analysis, a
rater participated in analysing the data. The rater is a PhD candidate in Linguistics. Two training
sessions of two hours each, were conducted to make sure that the rater knew how to analyse the
data. The rater was asked to use the final modified outline to assign the sentences, clauses or
phrases to a move or a step type. And then, the rater and | discussed the findings of the analysis
and solved small discrepancies, as presented in section 3.6. The final level of the process
combines the final outlines to form the whole picture of a non-language-specific framework for

the accounts of methodology.

The second procedure of the data analysis was to analyse the accounts of methodology by
identifying the assumed shared knowledge using the perspective of tacit knowledge. This was
accomplished by relying on the tellability principle of information which reveals whether the
writers of RAs give information about what they tacitly know or not. In addition, the functional
relation aspect of tacit knowledge was employed to help identify the referents of nouns by
attending from the particulars in the proximal entity to the distal entity which shapes the meaning

of these particulars. The distal entity represents the coherent entity that makes the particulars in
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the proximal entity meaningful. In other words, it is a process of attending from the terms the RA

writers provide to the comprehensive entity that represents these terms.

The technique ‘textual intervention’ designed by Pope (1995) was used to find out what effect on
the participants (i.e. the author and those engaged in the text) a change in the text can create.
Pope’s work can help show how such participants in the English and Arabic data are put in the
steps using his classification of the ‘agent position: personal; interpersonal and depersonalised’

(Pope, 1995, p.49-50).

3.6 Coding reliability

3.6.1 Coding reliability in English RAs

After the rater had finished analysing the data, we found few disagreements at the step level. We
then discussed the differences and reached an agreement. The following formula presents the

percentage of agreement in the analysis of the English articles:

Number of agreements x100 = percentage of agreement

Number of agreements + number of differences
747 % 100 =98.8%

747+9

One area of disagreement occurred around the step, ‘identifying interventionists’. The rater
considered that five articles identify interventionists by using the noun ‘experimenter’. As

mentioned in section 5.1, this noun does not identify who the interventionist is and thus it cannot
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be considered that these articles have this step. Another difference was in the step, ‘identifying
the apparatus’. The rater did not notice that one article mentions the apparatus indirectly, as in
the example: ‘Web-Based Inquiry Photosynthesis Unit’. Therefore, s/he agreed to add this article
to those that identify the apparatus. Other differences occurred in identifying the steps, ‘situation
of study’, ‘recounting procedures’ and ‘analysis procedures’. The rater considered that three RAs
do not include these steps as s/he did not recognise that these are represented in the articles. After

discussion, we solved the discrepancy.

3.6.2 Coding reliability in Arabic RAs

The percentage of agreement in the analysis of the Arabic articles, based on the preceding

formula, is as follows:

714 > 100 =99.1%

714+6

There were differences in identifying the following four steps: scoring procedures, setting and
site of study, characteristics of sample and population of study. The rater reported that two
articles include ‘scoring procedures’ because they mention that the writers followed standards to
score the data, as seen in section 5.2. However, the writers of these articles claim that scoring is
accomplished based on some standards which are not given in these articles, so these article were

excluded from those having this step.
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The step, ‘setting and site of study’ was initially excluded from my analysis in two RAs because
they do not show the site of study. However, it can be known to many people which country the

setting belongs to. Thus, the two articles were then added to those including this step.

The rater considered that one article does not have the step, ‘characteristics of sample’ because
s/he did not notice that it appears immediately before the beginning of the methods section. S/he
also thought that one article includes the step, ‘population of study’, but it appears that there is
no clear identification of the study population in that article. Therefore, it was excluded from

those containing this step.
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Chapter four

Linguistic features

This chapter is at the first, ‘micro’ level of bottom-up processing and is divided into three
sections. The first two sections describe the linguistic features which realise all of the steps in the
RA accounts of methodology using transitivity analysis. They show what process type/s used in
each step and how these features are put together. For each step, some examples from the RAs
are provided to demonstrate how that step is realised. In addition, these sections describe the
roles of the participants (i.e. the authors and the subjects of the RAs being reported) and their
relation to the activity described. The third section summarises and discusses the linguistic

features.

4.1 The English RAs

Move 1: sample of study

Step 1: size of sample

The size of sample is realised by a number, simple past tense (e.g. consisted, participated,
completed, attended, included, volunteered, recruited) and noun phrase (e.g. our sample, a total
of, complete data) or nouns (e.g. students, teachers). It is not enough to look only at the number
to know the size of sample included in a study because the number can refer to those who did not

participate in the study, as in example 6 below.
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1- Our sample consisted of 1,163 seventh-grade students and their 15 teachers from 42

classrooms at six middle schools in the three school districts. (JREE 1)

2- In total, 48 kindergarten teachers and 162 students from 10 elementary schools participated.

(JREE 2)

3- A- A total of 528 students were randomized prior to treatment onset;
B- 472 students completed the study, as indicated by a posttest score on the Gates—MacGinitie.

(JREE 3)

4- Three hundred thirty-two 7th-grade students from 11 classes participated in this study.

(JRST 2)

5- Nine teachers from eight schools in six U.S. states volunteered to participate in STaRRS.

(JRST 5)

6- A- Out of the 260 eligible teachers from the 64 schools, a total of 37 were not included in the
study.
B- Therefore 227 teachers participated in the study, but 223 provided adequate data to be

included in this analysis. (JRST 3)

7-Data were collected from 91 children, with complete data from 86 students. (EARLI 5)

It can be seen that there are different presentations of the roles of the subjects of these studies. To

some extent, these can be placed on a cline from active to passive. Some sets of subjects are

presented as active entities (with their own agency) in the study being reported in the RAs:

3 sets (2, 4, 6b above) ‘participated’ in the study.

1 other (3b) ‘completed’ it.
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- 1 other (5) ‘volunteered to participate’.

Other sets are accorded no agency at all:

- In 1 above they are just members of a ‘sample’.
- In 3a, 6a and 7, they are the subjects of passive verb formations (i.e. they were acted

upon).

Most of the examples above (2, 3, 4, 5, 6b, and 7) include a material process. In 2, 3b, 4, 5 and
6b, ‘participated’, ‘completed’, ‘volunteered’ denote a material process and the subjects of the
studies are the actors. They are presented as co-creators of the results of the study and its
analysis. In 3a and 7, the subjects ‘528 students’ and ‘91 children’ are the goal and the
circumstance, respectively, of passive verbs. Another type of process is relational possessive as
in 1: ‘our sample’ is possessor and the subjects of the study ‘1,163 seventh-grade students’ are
possessed. This example is different from the others because it is presented by an overt ‘our’ and
thus it is addresser-centred. It is primarily ‘personal’ and readers can imagine that it has absent
agents referring to the researchers who selected the study sample. The other examples are
‘message-centred’. They have no overt addresser or addressee as they are all centred on the third

person and are primarily ‘depersonalised’.

Step 2: Population of study

There is only one article which has a subsection entitled ‘population and participants’ wherein

the writer describes clearly the study population. A few other articles indicate clearly to this step
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within the circumstance (mainly after the preposition ‘from’) of a material process, as in 1 below

or of a relational process as in 2:

1- Students were recruited from a large organic chemistry course at Texas A&M University (N =

225). (EARLI 14)

2- Participants in Experiment 1 were 56 students from Education courses of a large Australian

university. (EARLI 3)

Step 3: Situation of study

This step is represented by a noun phrase describing a place such as a school or a university to
show the setting of a study and a noun phrase revealing a year to show the time of a study. These
elements are located as the circumstance of a sentence whose process type is either material or
relational. The example below has active agency ‘we conducted’, whose process is material. The
rest of the sentence ‘during...high school’ gives the time and place of the study in the

circumstance.

1- We conducted this experiment during the 2010 summer academy at MATCH Charter

Public Middle School and High School. (JREE 4)

The next example has passive verb formation and the setting of the study is in the circumstance:

2- This study was conducted in six middle schools located in three school districts (two

near-urban and one urban) in two states. (JREE 3)

The setting of a study appears in a relational circumstantial process type, as in:
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3- The site for this study is an urban research university in the Midwest. (JRST 4)

‘The site for this study’ is the token and ‘urban research university’ is the value.

Example 1 is different from 2 and 3 because it has an overt ‘we’ (speaking subject) and primarily
personal. The use of ‘we’ means that the authors’ role is conflated with the interventionists’ role
because the authors position themselves as actors engaging in the material process ‘conducted’.
This sentence can have another effect on readers if it is rewritten as: ‘the researchers
conducted...’. This can show that the researchers are the interventionists allowing for a
separation of the roles. Example 2 and 3 are ‘depersonalised’ as they are centred on the third
person ‘study’ and ‘site’. They separate between authorial role and the interventionist role. In 3,
it can be said that there are absent agents who carried out the experiment in that university. It can
be rewritten as: ‘two teachers implemented the experiment in an urban research university’,

making the ‘teachers’ as active agents and the “‘university’ becomes in the circumstance.

Step 4: Characteristics of sample

This step includes information about gender, age, ethnicity, educational level and experience.
Nouns such as characteristics and demographic are used to indicate this step. They are employed

most often in a relational process type as in:

1-A- The mean age of the students was 12.83 (SD = 0.38).
1- B- The majority of the students were Caucasian (60%). (JREE 1)
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In 1a, ‘the mean age’ is the token and “12.83’ is the value. In 1b, ‘the majority of the students’ is
a carrier and ‘Caucasian’ is attribute. In the example below, the characteristics of sample occur

as attribute, ‘advanced students’ and circumstance, ‘with an average age...’.

2- They were all advanced students with an average age of 22.2 years. (EARLI 2)

The subjects in 1b and 2 are not doing anything and they are just assigned a quality.
Characteristics appear also below in a relational possessive type where ‘the nine teachers’ is

possessor and ‘5...experience’ is possessed.

3- The nine treatment teachers had between 5 and 21 years of experience. (JRST 5)

A few sets of characteristics are represented by a combination of material and relational process

type, as in:

4-A- 34% of students received free or reduced lunch,

4-B- 11% were special education students. (JREE 1)

5-A- All teachers earned a bachelor’s degree,

5-B- and eight possessed a master’s degree. (JREE 3)

In 4a, the sets ‘free or reduced lunch’ are the goal for a material process while in 4b and 5b they
are (‘special...’/master’s degree’) in a relational process type. 5a presents an example of a
problem with systemic functional classification: from a strict syntactic point of view, the process
here is presented as a material one, but from the point of view of meaning relevant to this

context, it is clearly a relational one because this sentence means that the teachers have a
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bachelor’s degree. The sets of characteristics, as well as the size of sample, appear also as
existent in an existential process type in a few instances. This type of process introduces the

subjects of the studies into discourse, as in the following:

6- There were 79 females (56%) and 61 males (44%). (EARLI 4).

All examples above show that the subjects of the studies being reported are ‘spoken-about’ as the

focus is on the third person (they): ‘students’ or ‘teachers’.

Step 5: Sampling technigue/design

This step is realised by nouns describing sample (e.g. participants, students, classroom, and
groups), noun phrases such as treatment condition and control condition, simple past tense such
as assigned (most commonly used), allocated, randomised, nested and selected and adverbs such
as randomly. Sampling technique is represented in a passive verb form, as in the examples

below, and rarely in an active form.

1- First, 64 schools were randomly selected from a pool of 206 available schools ‘...” Second, the

64 schools were randomly assigned to 32 experimental and 32 control schools. (JRST 3).

2- The participants were recruited via web advertising and through university friends of those

students ‘...". The students were randomly allocated to one of the four conditions (EARLI 3).

These examples have no active agency. The sample (‘schools’/ ‘participants’/ ‘students’) is the
goal of passive verb form and the sampling method (1- ‘randomly’/ 2- ‘via...students’) is the

circumstance of the material process: were selected/assigned/recruited/allocated. This way of
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reporting sampling design is found in most of the English RAs. The actors in these examples are
absent and they can be referred to as researchers who engaged in designing the sample. These
examples can be rewritten as: the researcher selected, recruited or allocated students, showing

how the actor ‘the researcher’ acted upon the students in his selection process.

A different case below shows that the technique is represented by the material process itself in

the passive verb form:

3- A total of 528 students were randomized prior to treatment onset. (JREE 3)

4- Five groups were self-contained with one teacher instructing students in all subject areas.

(JRST 5).

Moreover, sampling technique can be placed as the goal of a passive form, as in:

5- A two-phase process was used to identify children who were eligible to participate in the study.

(JREE 2).

In all of these examples (1-5), the subjects of the studies are acted upon, but they are not passive
subjects because they have a role in participating in the experiment. For instance, example 2

above can be followed by: they worked in groups in the experimental condition.

Sampling design is also represented in sentences with active agency:

6- We then randomly assigned seven of the 14 class-taking groups to either the treatment or

control condition. (JREE 4).

7- Thirty students served in the enhanced group and 34 served in the control group. (EARLI 1).
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8- Students from two schools participated in the experimental condition while students from the

other two schools acted as the comparison group. (EARLI 5).

In 6, the method ‘randomly’ is the circumstance and the sample ‘seven...groups’ is the goal. It is
the authors who are the active party. This example is centred on the addresser through the overt
use of ‘we’, which shows that the writer role is conflated with designer role. In 7 and &, the
sample, ‘students’ are the immediate agents having the function of co-designer of the sampling

method. These examples are message centred/depersonalised.

Step 6: Motivation

This step is realised by some nouns (e.g. payment, gift, stipend), numbers (e.g. $ 10) and simple
past tense (received, were given, was provided). In the examples below, there is no active
agency. The subjects are the beneficiaries and the motivation (‘gift card’, ‘payment’ and ‘$35°) is

the goal of a material process type.

1- To finish the session, the participants received the gift card. (EARLI 3).

2- Payment was provided upon completion of the second session. (EARLI 14).

3- The top scorer on the test questions would receive an additional $35 at the end of the study.

(EARLI 4).
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Move 2: Procedures of study

Step 1: Design

The most common verb and noun utilised in this step in the majority of the RAs is ‘design’; it is
used in simple past tense form as a verb. Some other verbs as: used, utilised and employed also

exist.

1- To isolate the causal effect of teacher—family communication on student engagement, we

designed a cluster randomized trial. (JREE 4 —my italics)

2- We used a randomized treatment-control, pretest—posttest design. (JREE 1 —my italics)

The name of the design in 1 and 2 (in italics) occurs as a goal of a material process type. The
examples above have active agency ‘we’ which means that the authors position themselves as
actors involved in the material process. They made their trial in (1) and applied their design in
(2). Therefore, the authorial role and the figure role are conflated, while using the ‘study’ in the

following examples separates these roles:

3- The study used a cluster randomized trial design. (JRST 1 —my italics)

4- This study utilized a within-subjects A-B—A—-B research design across four topics with lecture
as a baseline condition (A1 and A2 phases) and case-based instruction as the treatment

condition (B1 and B2 phases). (JRST 3 —my italics)
5- This study employed a cross-over intervention design. (EARLI 6 —my italics)

6- A pre-test—post-test single group design was used to assess impact on teachers’ science

content knowledge, attitudes, and pedagogical strategies. (JRST 5 —my italics)
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These examples have no personal agency and the design performs as the goal of a material

process (see italics). In 6, it is placed in the subject position of passive verb construction.

Step 2: Identifying interventionists

The interventionists in the English RAs are almost teachers or the researchers themselves. The

following examples show different roles of those who implement the experiments of the RAS:

1- Kindergarten classroom teachers served as interventionists in each classroom. (JREE 2).

2- A total of 11 peer leaders and both chemistry faculty members who taught the course

participated in one-on-one interviews. (JRST 4).

3- The teachers of these students (11 female, 4 male) had a mean age of 31.27 years. (JREE 1)

4- The instructor was familiar with the case study method having previously implemented cases in

the same course. (JRST 1)

5- We replicated a procedure “..." and asked participants to rate their understanding. (EARLI 2)

6- Students were taught by two science teachers who had six years of experience. (JRST 2).

7- The Number Net classes were led by another member of the research team, who was also a

former teacher. (EARLI 5).

The interventionists in the examples 1, 2, 5, 6 and 7 (‘classroom teachers’, ‘peer leaders and
chemistry faculty members’, ‘we’, ‘science teachers’ and ‘another member...”) are active entities.
They function as the actors of material processes (served, participated, replicated, were taught

and were led). The only difference is that the active agents in 5 are the authors, who
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implemented the procedure. The active entities here have an authorial role conflated with
empirical role. It is also conflated with a speaker role indicated by the verbal process ‘asked’,
which gives the authors an authoritative voice. In 6 and 7, the interventionists are placed in the
subject position of passive voice. They have an active role represented by the material processes
of teaching and leading the subjects and a non-active role given by the relational possessive
process ‘had six...” in 6 and by the identifying process ‘was also...” in 7. Similar to this role, in 3
and 4, the interventionists are possessors and carrier, respectively in a relational process

performing no action.

On the other hand, the interventionists (‘members of the research’ and ‘teachers’) in 8 and 9
below act as the goal for the material process ‘were assigned’/ ‘directed’. In 10, they ‘teachers’

act as receiver for the verbal process ‘were asked’:

8- Three members of the research team were each assigned to a group of treatment schools.

(JRST 3)

9- We directed teachers to focus their texts/notes on the third component of the phone call

protocol. (JREE 4).

10- Teachers were asked to implement the intervention for 50 min a day. (JREE 3).

In 8 and 10, there is no active agency. The verbal process in 10 shows that there is an
authoritative voice given by an external absent agent who has only a role of sayer. The
‘members..." in (8) and the ‘teachers’ in (10) are acted upon, but they are not passive subjects as

they are the interventionists. For example, the sentence in 8 can be changed to: Three members
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of the research team worked with a group of treatment schools, confirming that they are actors
having an active role in the implementation procedure. In 9, the active entities are the authors
who have another role as instructors of the interventionist; thus, they can be considered as meta-

interventionists.

This step shows also how to prepare the interventionists to be able to implement the intervention.

The examples below clarify how this sub-step is realised:

1- A- The professional development familiarized interventionists with lesson structure ‘...".
B- Interventionists viewed publisher-developed video clips of lesson elements and participated in

hands-on sessions with the curriculum materials “...". (JREE 2)

2-A- All teachers in this project participated in 12 hours of professional development ‘...".
B- The training consisted of (a) engaging teachers in a discussion of how their students would

approach Ratio ‘...". (JREE 1).

The noun phrases (‘professional development’ and ‘the training’) and the simple past tense
(‘familiarized’, ‘viewed’, ‘participated’ and ‘consisted’) indicate that preparing interventionists
occurs. These verbs in simple past tense create three process types. Firstly, in 1a, there is a
mental process type ‘familiarized’ and the senser ‘interventionists’ is placed in the object
position. They were prepared by taking part in ‘the professional development’, which acts as the
phenomenon. In 1b, it represents again a mental process ‘viewed’ but with its participants put in
order different from la. The senser ‘interventionists’ appears at the subject position and
‘publisher-developed...elements’ is the phenomenon in the object position. Secondly, in 2a, there

is a material process established by ‘participated’, whose actor is ‘all teachers’ (the
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interventionists) and the ‘professional development’, in which the teachers took part, is in the
circumstance. Thirdly, in 2b, ‘the training’ is possessor and ‘engaging teachers in a discussion...’

is possessed. They are joined together by a relational possessive process ‘consisted of’.

Step 3: designing and implementing an intervention or a material

One of the sub-steps within this step is the components of an intervention/material and
implementation procedures. Some writers, see below, announce explicitly the beginning of this
sub-step by nouns like components or parts and simple present tense of ‘comprise’, ‘consist of’

and ‘be’, or simple past tense of ‘consist of” and ‘include’.

1- The experimental treatment consisted of two components of increased teacher communication.

(JREE 4).

2-A The first lesson of the intervention introduced the idea that the way we spell words is not just

about writing how, ‘...". B- The children were told. (EARLI 6)

3-A- Three scientific fieldwork components at Yellowstone National Park (YNP) were developed

for STaRRS. B- These included the use of (a) whole group photographic data collection. (JRST 5)

4- The learning materials for this study consisted of four different computer-based presentations

on the organization and function of the human nervous system. (EARLI 4).

5- The CSR intervention comprises four comprehension strategies that students learn to use

before reading (i.e., preview). (JREE 3).

6-A- It consists of 15 units and covers all topics ‘...". B- There are three parts in each unit: (i)

A Self-Test. (JRST 4)
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Most sets of components occur in a relational possessive process as in 1, 3b, 4, 5 and 6a (i.e.
consisted/consists of, included, comprises and covers). The grammatical subjects of these
examples are possessors (intervention) and the objects are the possessed components. In 2a, there

b

is a verbal process ‘introduced’ and the components being introduced ‘the idea...’ are the
verbiage. In the context where example 2 occurs, there is an interventionist (a teacher) who
introduced that idea of the intervention to the students. The role of the interventionist as a sayer
is confirmed in 2b by the second verbal process ‘were told’. The inanimate item ‘the first lesson’
in 2a functions as the source of communication and replaces the interventionist’s role. Another
set in 3a appears as the goal in the subject position of a material process in passive formation

‘were developed’. In 6b, the components ‘three parts’ are existent coming after existential

process ‘there are’.

The examples given above include procedures followed in implementing the intervention with its

components. For example, number 2 above adds:

2- B-The children were told that parts of words have meaning ‘...". They were shown examples of

words on the whiteboard ‘... The children were encouraged to identify the base words °‘...".

Examples were given orally.

The sets of procedures are given here in the passive voice of simple past tense. They are realised
by different process types: 1- Verbal processes represented by ‘were told’, ‘were encouraged’
and ‘were given’. The verbiage: ‘that parts ...meaning’ and ‘examples’, and the circumstance

‘orally’ complete the description of the procedures. 2- Mental process ‘were shown’ which is
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followed by a description of the procedures in the phenomenon ‘examples of words’ and in the

circumstance ‘on the whiteboard’.

Other sets of procedures are introduced in sentences with active agency as in 5b below:

5-B- The preview practice encompasses four activities: (a) the teacher introduced the passage
topic and preteaches any proper nouns ‘..., (b) students discussed what they already knew about

the topic.

The first procedure has a sayer ‘the teacher’, a verbal process ‘introduced’ and verbiage ‘the
passage’. The source of communication is the teacher who introduced the passage because he has
an authoritative voice. There is also a material process ‘preteaches’ and the goal is ‘any proper
nouns’. The second procedure shows that the ‘students’ have a role of sayer and senser because

2

there is a verbal process ‘discussed’ and the projected clause ‘what they...” includes a mental
process ‘knew’. It should be noted that the existence of different process types here depends on

what intervention is used by the researchers and these processes may change accordingly.

The usages of active/passive in 2b and 5b can be swapped as: ‘They saw examples of words on
the whiteboard’. ‘The children proceeded to identify the base words’ and (5b) ‘They were
introduced to the passage topic by the teacher’. Therefore, the usages of active/passive are not
dictated and there is a choice between them. The swap from passive to active in 2b confirms that
the subjects ‘children’ are not passive subjects (in the passive form of the sentence), but they are

the active party who cooperated in carrying out the experiment.
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It is found that the implementation procedures are joined together using sequential words such as
first, second, third, after, then, once and finally and linking words such as in addition, when,

during, and furthermore.

Step 3 introduces the apparatus used to implement an intervention. The way by which an

apparatus is described in an RA is demonstrated below:

1- The apparatus consisted of 5 iMac computers with 21-inch screens. (EARLI 1)

2- The participants watched and performed all tasks on a laptop color LCD monitor of 1500 at a

resolution of 1440 _ 900 pixels. (EARLI 3)

3- All materials were presented on Microsoft Windows XP personal computers equipped with

monitors and headphones. (EARLI 4).

4- All cPLTL sessions included the various online classroom components: spoken dialog, chat

pods, the white board, and camera. (JRST 4).

The apparatus in 1 and 4 (‘5 iMac computers’ and ‘the various...”) is possessed in a relational
possessive process (consisted of and included). The possessor is the grammatical subject, ‘the
apparatus’ in 1 and ‘all cPLTL sessions’ in 4. The apparatus in 2 is the circumstance for the
mental (watched) and material (performed) processes whose subject ‘the participants’ are
immediate agents presented as creators of data. Example 3 has no active agency and the
apparatus ‘Microsoft Windows...” is in the circumstance for material process of passive

formation (were presented).
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Step 4: Recounting procedures

The procedures within this step include what was done in the whole study: before, during and
after the experiment. The first phase is an opening one signalled by phrases as those in the italics

in the following examples:

1- At the beginning of the experimental session. (EARLI 3 -my italics).
2- At the start of each session. (EARLI 4- my italics).
3- First, the experimenter described the study. (EARLI 1- my italics).

4- Participants in both conditions received an individual paper based pre-test in their classroom

one week before the intervention. (EARLI 5- my italics).

The italicised elements are the circumstances in all of the examples except for ‘pre-test’ in 4,

which is identified as the goal of the material process ‘received’.

The first phase also tackles ethical principles. The writers use some noun phrases (‘consent
form’, ‘informed consent’ and ‘ethical approval’) with simple past tense most often in passive

formation as in:

1- Teachers from the treatment schools were provided with informed consent and then asked to

complete the background information form. (JRST 3)

2- Full ethical approval from the Human Research Ethics Advisory of the university was granted

for the experiment (Approval No. 11035). (EARLI 3)
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3- Written consent was required and obtained from each participant prior to administering the

background information questionnaire. (EARLI 4)
4- Informed consent was collected from the students’ parents or guardians. (EARLI 5)

It can be seen that ethical principles have the role of goal for the passive form in all examples
above. The passive voice in these examples can be swapped to active and shows that the subjects
of studies are active party in realising the ethical principles. For example, (4) can be swapped to:
the students’ parents or guardians provided informed consent. The parents or guardians here
function as actors who granted their approval. The ethical principles can also appear as the goal

within active formation as in;:

5- We obtained active written consent from the parents of 140 of 145 students. (JREE 4)

The second phase describes procedures associated with the conditions of study (i.e. treatment
condition with intervention and control group without intervention). The linking words used at
this phase are: after the pretest, second, third, and then. The italicised elements below are
significant for identifying step 4:
1- In treatment classrooms, SBI was implemented in five 45- to 50-min mathematics classes a
week over 6 weeks. In the same period (6 weeks), students in the control condition were taught

the same topics as in SBI classrooms but using instructional practices specified in their textbook.

(JREE 1- my italics).

2- The traditional lecture method, on the other hand, involved the instructor teaching the topic via

lecture. (JRST 1- my italics).
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3- Participants viewed the multimedia lesson corresponding to their treatment group-enhanced or

control-for 5 min. (EARLI 1)

The passive voice in 1 can be swapped to active form such as: ‘students attended traditional
classrooms to learn the same topics’. This reveals that ‘students’ are present agents in

implementing the experiment.

The last phase is realised by connectors like ‘finally’, ‘to finish the session’ and ‘upon

completion of’. For example:

1- Finally, the students completed the individual post-test on paper. (EARLI 5)

2- Posttest data on the same variables were collected. (JREE 1)

It is noticed that by administering a post-test, writers come to the end of step 4. The material
processes in 1 and 2, completed and collected, point to the end of a task. In addition, the goal in 1
and 2 (post-test) refers to the test administered after implementing the whole experiment.
However, there is a stark contrast between 1 and 2. In (1) the step itself and how it was taken are
both described, while in (2) it is just a noun phrase denoting the result of this step. Moreover, the
‘students’ in 1 are the immediate agents having the role of creators of data. In 2, the agents are
absent, but they can be inferred as the researchers who have already administered the test.
(Absent agents in the sense that they have done something relevant, such as administered the

test, at some other time).
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Step 5: Fidelity of implementing an intervention or material

This step is realised by the nouns ‘fidelity’ and ‘adherence’ and the way in which fidelity is

measured, as in;

1-A: We videotaped 39 observations of classroom instruction ‘..." to ensure fidelity of treatment.
B: Two observation instruments were used to describe and measure teachers’ adherence to the

implemented intervention or curriculum. (JREE 1)

2- Procedural fidelity and adherence of the ERI intervention was assessed by direct observations

using a checklist. (JREE 2)

3- Correspondence between the intended and enacted program in treatment classes was the

basis for conceptualizing fidelity. (JREE 3)

4- Although systems were in place to monitor and support teachers in the implementation of the

treatment. (JREE 4)

The above RAs try to make sure of fidelity of implementation by monitoring the participants
(teachers) of study. In 1a, there is a material process ‘videotaped’ in an active form and a goal
‘39 observations’. They are all available to achieve the purpose ‘to ensure fidelity’ given in the
circumstance. This example, unlike the remaining examples, has an overt ‘we’ (speaking subject)
which allows conflating the writer’s role with observer’s role. 1b is similar to la except that it
has no personal agents (depersonalised) and it is centred on the message. In 2, ‘fidelity’ is the

goal in the subject position of passive construction of material process ‘was assessed’. Examples
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3 and 4 carry a relational process, in which ‘correspondence’ and ‘systems’ are the token and

carrier, respectively, shaping the way to make sure of fidelity.

Move 3: Measure

Stepl: Identify a measure of variables.

Writers of the English RAs present the measure they used in both active and passive forms of
different process types. The first one is material process with active agency in the examples

below from 1-4 and with passive form in 5:

1- We also used two tests of spatial ability from the kit of cognitive tests by Ekstrom, French, and

Harman (1976): Card Rotations Test, and Paper Folding Test. (EARLI 3)

2- We administered the Writing Beliefs Inventory (White & Bruning, 2005) to measure.

(EARLI 2).

3- We utilized Mazur’s paired problem task (Mazur, 1998). (JRST 1).

4- The experimenter designed 23 item mathematical problem-solving test.

5-A 30-item multiple choice knowledge test was designed to measure. (EARLI 4).

The verbs ‘used’, ‘administered’, ‘utilized’, ‘designed’ and ‘was designed’ in simple past tense
express material process type. They are put with the goal ‘test/s” and ‘task’ in 1, 3, 4 and 5 and
with the infinitive clause ‘to measure’ in 2 and 5 to successfully identify the measure. Only 4 and

5 imply or allow for a separation between writer and empirical worker.
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The following example shows the realisation of this step through a relational process:

6- The Gates—MacGinitie Reading Test is a timed, group-administered assessment of reading

comprehension. (JREE 3-my italics)

The measure in italics is the carrier followed by the attribute ‘a timed...assessment’ and the
variable ‘reading comprehension’ intended to be measured is in the circumstance. The last

process type found to identify a measure is a verbal process in passive voice ‘was assessed’:

7- Vocabulary was assessed at pretest only, using the Peabody Picture Vocabulary Test—Third
Edition (PPVT lll; Dunn & Dunn, 1997), an individually administered oral test of receptive

vocabulary. (JREE 2)

This process is considered verbal because the assessment was carried out orally by the
‘vocabulary test’, which is given in the circumstance, while example two under step five above is

interpreted as having a material process ‘was assessed’ because it includes written assessment.

Step 2: Items of measure

The English RAs show items of a measure in the text, as in 1, 2 and 3 below or define their

source only, as in 4:

1- The retention sheet contained the following item: ‘Based on the lesson you just read, please

describe how a cold virus attacks the body’. (EARLI 1 —my italics)

2- The following is an example of a transfer question. (EARLI 4 —my italics)

3- Table 3 includes sample questions from each of the scales used. (JRST 5 —my italics)
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4- The problem-solving test consists of multiple choice items derived from the Trends in

International Mathematics and Science Study (TIMSS). (JREE 1 —my italics)

The items of the measure in italics in all of these examples are put in a relational process. They

are possessed as in 1, 3 and 4 and a value as in 2.

Steps 3 and 4: validity and reliability of a measure

Writers of the English RAs either imply that their measure is valid and reliable by appealing to
another source, as in 1 below or they test the validity and/or reliability of their measure, as in 2

and 3:

1- Detailed validity and reliability information for each measure can be found in Maerten Rivera,

Adamson, and Ahn (2012). (JRST 3).

2- Two scientists, two middle level science teachers, E:Y! Rangers, and the researchers
established the content validity of the instrument by matching the items to NSES earth science

content standards and state standards for Idaho, Wyoming, and Montana. (JRST 5)

3- The high positive correlations between the Schonell test and the Study test demonstrate

the construct validity and the reliability. (EARLI 6)

4-A- A test—retest reliability rating was achieved by using assessments from a group of 36 E:Y!
Students who took the measure right before and after their expedition.

B- The Spearman coefficient reliability for the instrument was 0.69. (JRST 5).

5-The internal consistency coefficient (Cronbach’s alpha) is .88 for the age 5 sample. (JREE 2).
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The verbs in 1, 2 and 4a denote material process. In 1, the steps ‘validity and reliability’ occur as
the subject of passive construction and their source ‘in Maerten...” is the circumstance. Example
2 has active formation in which the ‘scientists, the teachers and the researchers’ are the actors;
‘content validity’ is the goal and the way of establishing validity ‘by matching...” is the
circumstance. However, if the way of establishing the validity was conducted by matching the
items orally, the example can be considered as having a verbal process. Example 4a shows a way
of establishing reliability by ‘a test-retest’, which is the goal for the material process ‘was
achieved’. The circumstance in this sentence ‘by using...” gives further information about how

reliability was achieved.

In 3, there is a relational process: the way of testing validity and reliability by the ‘positive
correlations’ is the token and ‘construct validity and reliability’ is the value. A report about
reliability is provided in 4b and 5 by a relational process. The measures of reliability in 4b (the
spearman) and (Cronbach’s alpha) in 5 are the token and the results of these measures (0.69 and

.88, respectively) are the value.

Step 5: data collection

The process of data collection is achieved by administering a measure as presented above under
step 1 and 2 or by implementing some other tools such as interviews and observation, as seen

below:
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1- After the observation was completed, there was no discussion between the observer and
teacher, as the observations were conducted to collect data on classroom instruction, not to offer

PD. (JRST 3)

2- Formal interviews were conducted with selected peer leaders and university faculty ‘...

Interviews were audiotaped and transcribed verbatim. (JRST 4 — my italics)

The procedures of implementing the tools (observation and interviews) in 1 and 2 are realised by
material processes in passive formation: was completed, were conducted and were
audiotaped/transcribed. The tools are the goals introduced as the grammatical subject in the
sentences above. The second clause in 1 includes existential process and it has a delayed agent

‘the observer’ who worked with the observed ‘teacher’ as creators of data.

Step 6: scoring procedures

It is found that different derivations of ‘score’ are employed in representing step 6. It is a noun (a
score, scoring) in 1a, 1b and 2 below, a simple past in passive voice in 3a and a simple past with

active agency in 4.

1 A- For every correctly spelled word in both the Schonell (Schonell & Goodacre,1971) and study
spelling tests a score of one was given.

B- This is the standard scoring for the Schonell test. (EARLI 6)

2- Responses from the free recall test were assessed with a conventional proposition scoring

method (Nesbit & Adesope, 2011; Rewey, Dansereau, Skaggs, Hall, & Pitre, 1989). (EARLI 4)

3 A- TEST was scored out of 38 possible points.
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B- For each multiple-choice question, one point was awarded for each correct answer. (JRST 3)

4- The primary researcher scored the teachers’ GCI, and ToSRA items using keys provided by

the instrument developers (Fraser & Butts, 1982; Libarkin & Anderson, 2008).

Scoring procedures are represented in all of the examples except 1b by a material process type.
In 1a and 3b, scoring method is assigned the role of recipient (every correctly spelled word, each
correct answer) and goal (a score of one, one point) linked by simple past passive ‘was
given/awarded’. Examples 2 and 3a denotes the scoring process by the passive constructions
‘were assessed’/ ‘was scored’ and by the circumstance ‘a conventional...’/ ‘out of 38...” while 4
has an active agency: ‘researcher scored’, the goal: ‘the teachers’ GCI...” and a reference to
accomplish scoring in the circumstance. The ‘researcher’ in this example is not the only agent
who could make scoring happen. There are also delayed agents ‘instrument developers’ without
whom the scoring process was not completed. Example 1b shows a relational process in which

the scoring method is the value.

Move 4: Data Analysis Procedures

Stepl: Statistical analysis model

The analysis model is introduced within both active and passive formations, as noted in the
examples below. Both 2a and 5 have the authors as active agency ‘we fitted” and ‘we adopt’
followed by a model of analysis which has the role of goal. Being a goal is also found in 1 and 3
but as the grammatical subject of passive voice. The statistical model occurs also in the

circumstance ‘using factor models’ preceded by the material process ‘was estimated’ in 4. In 2b,
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‘the first model’ is in a relational process having the role of a token, whose value is

‘unconditional’, and of a possessor of ‘no covariates’.

1- Cross-sectional multilevel modeling (MLM) using HLM 6 software (Raudenbush, Bryk, &

Congdon, 2005) was conducted. (JRST 3)

2 A- For the mathematical problem-solving posttest, delayed posttest, and transfer test, we fitted
three different models.
B- The first model was an unconditional model and contained no covariates at either level.

(JREE 1).

3- Because of the nested structure of our data ‘..." multilevel modeling (Hox, 2002) was chosen to

analyze the data. (JREE 2)

4- Treatment fidelity and spillover effects were estimated using confirmatory factor models.

(JREE 3)

5- We adopt a parsimonious multilevel modeling framework across all three outcomes following

Raudenbush (1997, 2007). (JREE 4)

Step 2: Statistical test

The statistical tests that appeared in the RAs include: ‘maximum likelihood estimation’,
‘descriptive statistics’, ‘ANOVA’, ‘ANCOVA’, ‘MANOVA’, ‘t-test’ and ‘Chi-squared’, as

given below:

1- We initially conducted two-way (Presentation _ Hands) ANOVAs to examine. (EARLI 3)
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2- A 2 x 2 between-subjects multivariate analysis of variance (MANOVA) was conducted.

(EARLI 4)

3- Analysis of covariance (ANCOVA) was used to analyze. (JRST 5)

4-The two questions were analyzed separately using a one-way repeated measures univariate

analysis of variance (ANOVA) ‘...’ to examine. (JRST 1)

5- Descriptive statistics were generated for student course grades ‘... independent t-tests were

conducted to compare ‘...". Chi-squared tests were performed to examine. (JRST4).

6- Because of the small number of Level 2 units (J = 42 classrooms), restricted maximum

likelihood estimation was used for all analyses reported. (JREE 1).

In 1, the statistical test ‘ANOVA’ is the goal that comes after the material process ‘conducted’ in
active construction. All other examples have no active agency. The statistical tests in 2, 3, 5, and
6 are placed in the subject position of the passive construction performing the role of goal. In 4,
however, the test (ANOVA) occurs in the circumstance after the material process ‘were
analyzed’. Most of the examples include the rationale of using the test (e.g. to examine), as in 1,

3, 4 and 5. It is given in an infinitive form in the circumstance.

Step 3: Preliminary analysis

This step is realised by the noun phrase ‘preliminary analyses’, as in 1 and 2 below, which has
the role of sayer for the verbal process (indicated/confirmed). The verbiage (no significant.../no
difference...) is the result of the analysis. The preliminary analysis is also realised in the

examples 3 and 4 by checking the assumption of a statistical test. In 3, the ‘null hypothesis’ and
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‘assumptions’ have the role of phenomenon in the subject position and the results of testing them
are realised by the mental processes themselves ‘was accepted’/ ‘were not violated’. In 4a, the
‘assumptions’ were tested and the result of analysis ‘satisfactory’ is given in a relational

attributive process in 4b.

1- Preliminary analyses indicated no significant interaction between the treatment variable and

pretest scores for any of the outcome variables. (JREE 1)

2- Preliminary analyses confirmed no differences in groups’ covariance structures. (JREE 3)

3- For each outcome the null hypothesis of equal variances was accepted, and thus the

assumptions of the ANOVA were not violated. (JRST 3)

4 A- All models were checked for compliance with assumptions of normally distributed and

homoscedastic residuals. B- Distributions were satisfactory. (EARLI 2)

Step 4: Analysis procedures

This step describes what statistical tests and models used in the analysis, as mentioned above

under step 1 and 2, and some other steps followed in the analysis, as given below:

1- Critical incidents of student dialog were identified and transcribed ‘...". The critical incidents

identified for this portion of the study were coded with an analytic framework. (JRST 4 -my italics)

2- The proportion of within-teacher variance accounted for (PVAF) in science achievement by the

set of background predictors was computed. (JRST 3 -my italics)

3- For each analysis, we began by entering variables in sets “...". We carried out simple slopes

analysis using the SPSS package. (EARLI 2 -my italics)
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It can be noted that there is no active agency in 1 and 2 and data is acted upon because it is the
subject of passive formation of simple past tense. In 3, the authors are the analysts because they
consider themselves as actors engaging in the material process of conducting the analysis. The

analysis procedures are identified by material process type in all of the examples (see the italics).

4.2 The Arabic RAs

Move 1: Sample and Population

Step 1: Size of sample

The size of sample is identified by giving the number of subjects and using simple past tense

such as: ‘consisted of” and ‘became’. Some examples are given below:

1- After excluding for absence, the number became 50 male students in the control group and 48

male students in the experimental group. (JJES 2)
Cadda Gyl s aol (88) 4nl )l e senal Sledl) aal) gl
2- The final number of the two study groups reached 44 female students. (JEPS 5)
s W 1471 e i 5S84l all de Wl

3- The study sample consisted of 141 male and female students. (JJES 5)

anl s Ul agie et cllla 23 Caall b (o pealall 4l sae &L

124



4- The number of students present in the class reached 23 male students; one of them dropped

out. (JJES 4)
CAala g Llla (Y4) &l ol sadiall Adlall I o2l asal?

5- The total number of students included in the experiment became 29 male and female

students. (JEPS 2)
S Gl Caall (B (e Lla (V) (e 435Sl s ylall e sl (sl o8 38 2

6- The two researchers selected the study sample composed of 62 male students from the fifth

elementary grade. (JEPS 1)

These examples show no active agency at all (except for the dropping out in 4 and ‘researchers
selected’ in 6). All of them present subjects as members of a study population, as ‘the number
became’ (1 and 5), ‘the number reached’ (2 and 4) or ‘the sample consisted/composed of* (3, 6).

In (5 and 6) they are acted upon (‘included’ and ‘selected’).

The size of sample is put in all examples in a relational process. There is an identifying relational
process in 1, 2 4, and 5; ‘the number’ is the token and the size of sample is the value. 3 and 6
have possessive relational process; the ‘sample’ is possessor and the size of sample is possessed.
Examples 4 and 6 have also material processes ‘dropped out’ and ‘selected’. In 4, the ‘student’ is
the actor playing an active role in leaving the study and changing the sample size. In 6, it is the

‘two researchers’ who engage in the process of selection and decide on the sample size.
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An interesting feature entirely absent from the English RAs but found in 1,2 ,4 and 5 is the use of
‘zual: became’ and ‘& reached’, highlighting the establishment of sample size as a developing
process and thus drawing attention to the researchers’ process. The use of these verbs presents

the data collection process as narrative.

Step 2: Characteristics of sample

The characteristics of the participants in the Arabic RAs are represented by only ‘male’ and/or
‘female’, as shown in the examples under step 1 above. The type of processes discussed there

also applies to this step.

Step 3: Sampling technique/design

This step is represented by using the adverbs ‘randomly’ or ‘deliberately’ joined with simple past

tense, as in:
il e iy sy e sl 581 6
1- The two groups were randomly selected. (IJRE 3)

Al 48y Hlay aa a3 a5 Wil (141) (e i 5S5 dul )all die Wi®

2-'amma 9ayyinat aldiraasati fatakawanat min 141 Taaliban wa Taalibah,

2- Asfor sample thestudy consistedit from 141 male student and female student,
tamma 'ikhtiyaaruhum bi Tariigatin  gaSdiyatin.

done selecting them by a method deliberately.
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2- The study sample consisted of 141 male and female students. They were deliberately

selected. (JJES 5)

These examples have no active agency at all and they are centred on the message because they
focus on the third person ‘it or they’. The subjects of the studies being reported here are the goal
for the material process ‘were selected’ and the sampling technique is the circumstance. The
Arabic version of the second example includes an alternative way for expressing the passive
form by using the verb ‘a” ‘tamma’ which has the meaning of ‘done’. It is in active form, but it
functions as passive showing that the process of selection was accomplished. This verb is
followed by the gerund ‘sl ‘selecting’ which expresses the action and has the role of
grammatical subject, but it does not function as an actor. The actor is absent supporting the

passive form of the sentence.

Sampling technique is also realised by a noun phrase as in italics in 3 below with the verb
‘tamma’ and the gerund ‘taTbiiqu: G=k3 > (applying). The actor is absent and the sampling

method is the goal for the material process (done applying):

aaliall dial) 48 Hla sl st o3 8

3-wa gad tamma taTbiiqu ‘'usluubi Tariigat al9ayyinah  almutaaHah.
3- And done applying style method the sample available.

3- Available sampling method was applied. (JEPS 3-my italics)
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Step 4: Time of study

The time of conducting a study is given within sentences having no active agency. The time in
the examples below is the circumstance for material process (1and 2) and relational process (3).
The material process is represented by the construction of ‘tamma’ and a gerund (selecting and

implementing), as seen in 1 and 2 below:

alall ey ) Aailan b aalall s A i) A ppned il o laal) (e i) NN Caall Al (g Ayl sl a0 jLa) o7

SYOVY/Y N

1- tamma 'ikhtiyaaru 'afraadi aldiraasati min Talabati alSafi althaalith “..." .
1- Done selecting members the study from students the grade the third “..." .

1- The study members were selected from third elementary grade students from the schools in

the Irbid Directorate of Education in the academic year 2011/2012. (JEPS 4)
YN/ Y el Al alall e SN il el Jeadll 8 Caal) A jat (Gaadal o

2- tamma taTbiiqu tajrubati albaHthi fii alfaSli aldiraasii althaanii “...".

2- Done implementing experiment the research in the semester the second ‘... .

2- The research experiment was implemented in the second semester of the academic year

2010/2011. (JEPS 3)

e\ ) 3 A 53 A j0ae (8 e sSal) G el 8 uiailall ) Gualid) Coall Al avas (e sl Hall pine () 5S35

2012/2011 sl 2 alall 3 A

3- takawana mujtama9u aldiraasati min  jamii9 Talabati‘...".

3- Consisted population the study from all students “...".

128



3- The study population consisted of all sixth elementary grade students enrolled in the public

schools of Alzarga Aloula Directorate of Education in the academic year 2011/2012. (JJES 5)

Step 5: Place of study

Similar to the preceding step, the place where a study was conducted is given within the
circumstance, as in 1 and 3 above ‘from the schools...” /‘in the public schools...”. It is also

represented in the circumstance for a material process of passive voice, as in the example below:
Comallue it )58 el daala (8 A il LS Gllla e Al Aie G0

1- 'ukhtiirat Qayyinatu aldiraasati min  Taalibaati kuliyati altarbiyati “...".
1- Was selected sample the study from female students faculty the Education ‘...".

1- The study sample was selected from the female students of the Faculty of Education at

Princess Noura University. (IJRE 4)

This example has no active agency as it carries the passive voice of simple past tense ‘was

selected’.

Step 6: Population of study

This step is most often introduced using the noun phrase ‘study population’ as a possessor and
the members of which (the possessed) are preceded by the prepositional phrase ‘min jamii9:
from all’, as in example 3 under step 4 above. In another example below, ‘the population’

appears as the token and the members of which ‘the female students’ are the value:
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1- yatamathalu  mujtama9u aldiraasati bi jamii9 Taalibaati alSafi
1- Is represented population the study by all female students the grade
alHaadii 9ashar “...".

the eleventh *...".

1- The study population is represented by all eleventh grade female students in the public

schools in the United Arab Emirates. (IJRE 5)

The Arabic version of this example starts with the active form of the verb (Ji<i : yatamathalu)
but it has the same meaning of the passive verb: is represented. It is followed by the prepositional
phrase (by all...) which includes ‘female students’ and makes the sentence form similar to the

agentive passive in English.

The population is also given within the circumstance for a material process type, as in example 1
under step 5 above. The population in this example is: ‘the female students’ preceded by the

preposition ‘from’ which signals the source from which the sample was selected.

Move 2: Procedures of study

Step 1: Design of study

The name of design is reported in sentences using both active and passive forms. The design in

the following examples is acted upon because it is the goal of passive formation:

‘@JA:\S\ ad G@.Ld\ PRE

1- The quasi-experimental design was used. (IJRE 1)
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‘ﬁ)ﬂ\‘\.ﬁﬁac@.ﬂ\} ‘5;}_\3\ cg_\.aj\ M\).ﬂ\ ol (55 Aaie |’
2- The qualitative and the quasi-experimental design were adopted in this study. (JJES 2)
‘M\J.ﬂ\ oda é L;:;:)Aﬂ\ ad c@_mn e\d;:u.u\ (‘;3’

3-tamma ‘istkhdaamu almanhaji  shbhi altajriibii fii hadhihi aldiraasati.
3- Done  using the design quasi the experimental in this the study.

3- The quasi-experimental design was used in this study. (JJES 3)

In 2, the writer used the material process (x<i=!: " u9tumida: were adopted) which means that s/he
selected and approved the design. In 3, the passive formation is the combination of ‘tamma’ and
the gerund ‘using’, which serves as the grammatical subject. The difference between these
examples is that the ‘design’ in 1 and 2 is the grammatical subject (substitute of the doer) while
in 3, ‘design’ is an annexe (muDaaf 'ilyh) and ‘using’ (the gerund) serves as the grammatical

subject. In both cases of a substitute or annexe, the ‘design’ functions as the goal.
The design of study appears also in sentences having no active agency:
ool 4ud el Ldle) yal b Aal) Lyl p
4-The current study follows the quasi-experimental design. (JEPS 5)
Sl meiall 4yl aadi
5- The study uses the experimental design. (IJRE 5)
S emoadl) 4nd meiall Al Cueadiul’
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6- The study used the quasi-experimental design. (JJES 1)

‘The study’ acts in 4, 5 and 6 as actor for the material processes: ‘follows’, ‘uses’ and ‘used’, and
the ‘design’ functions as the goal. 4 and 5 can be considered marked cases of using the tense in
simple present as the other writers use simple past tense. A few other sets of Arabic articles

present the design in sentences that have active agency as in:

‘GASX\ C'_\A.\l\ c.@_m :\.u\)ﬂ\ XYY @ &_\AU\ ed;:uu\’

7- The researcher used the quantitative research design in this study. (IJRE 2)

‘L;\:\)Aﬂ\ 4\_\.& ce_l.d\ GJL :\.m\‘)ﬂ\ 2Ja ‘"; uﬁ;\.\]\ e )’

8- The two researchers drew on the quasi-experimental design. (JEPS 4).

These two examples (7 and 8) have human actors (‘researcher’ and ‘two researchers’) who acted
upon the design, which is put as the goal. The actors here have the same role as the nonhuman
actors in 4, 5 and 6 in functioning as designers. All of the examples are message centred because
they are depersonalised. They use the third personal pronoun: it (study/design) and they

(researchers).

Step 2: Introducing an intervention

This step is realised by providing a definition, features and/or aims of the intervention, as in the

examples:
Al (169 2009) Ges Nlve Leh e a5 ¢, :AAl A a5 dadl il
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1- ‘istraatiijiyat tawliid al'as'ilatu aldhaatiyatu: wa gad 9arafahaa 9abdualraHmaan ‘...".
1- Strategy  generating the questions the self.... and defind it Abedlruhman “...".

1- Self-generating questions strategy: Abedlruhman (2009) defined it as. (IJRE 3)
Cleda g Ly e ASEQN Jalas A e kel e Akl 3 508 daii g daadi] i) (e caagdl?

2- alhadafu min al'istraatiijiyati huwa tanmiyatu ‘...’ .
2- The aim of the strategy s developing ‘...".

2- The aim of the strategy is to develop students’ thinking ability by analysing, illustrating and

solving the problem. (JJES 2)
Ae YY) AUSH ) jlea dail tamalill (e pladl Caagll oS82

3- The general aim of the programme was: to develop persuasive writing skills. (IJRE 5)
lgxaen sl gl ok e ang 4y gelidl paty

4- yatamayyazu albarnaamaju bi '‘annahu ya9malu 9ala taTwiiri almahaaraati
4- |Is characterised the program by its ability in  developing the skills
alllaghawiyati jamii9ihaa.

the language all.

4- The programme is characterised by its ability in developing all language skills. (IJRE 4)
roh Lot L Jaan s Lgnaiad Jlan) (Say Bl i) o3 dyanl a0

5- lita'kiidi ‘ahamiyati  hadhihi al'istratiijiyah yumkinu ‘ijmaalu
5- To confirm importance this the strategy canbe  summarising

khaSaa'iSiha wa mumayizatiha fiimaa yalii.
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characteristics its and features its in the following:.

5- To confirm the importance of this strategy, its characteristics and features can be

summarised as follows: . (IJRE 3).

Although example 1 has an active agency, the order in which the words of the sentence appear in
the Arabic version displays a passive formation. The example in the Arabic version starts with
the strategy, which is the object, followed by the verb ‘defined” and then the agent
‘Abedlruhman’. This object-verb-subject order is similar to the passive construction in English:

the strategy was defined by Abedlruhman.

Examples 2 and 3 present ‘the aim of the strategy’ and ‘the aim of programme’ as the token for
the relational process followed by the value, which is the aim: ‘to develop...’. Example 4 in
Arabic has an equivalent passive form in English. The verb in the Arabic version (Jsi:
yatamayyazu) is in an active form but has the meaning of passive: is characterised. The
programme, which is the subject, cannot perform as an actor because it does not characterise
something else; it is acted upon because the prepositional phrase (by its ability...) works as the

subject that characterises the programme.

Example 5 includes a similar case to ‘tamma’ and gerund; it has the active form of the verb
(yumkinu) which functions as hedging and followed by the gerund (summarising) which is the
grammatical subject. The process of summarising forms the action whose actor is absent and
whose goal is ‘characteristics and features’. Therefore, the construction of ‘yumkinu’ and

‘summarising’ works as a passive formation and this means that the summary can be done.
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Step 3: Designing and implementing an intervention or a material

The first sub-step within this step begins either with providing citation about previous studies,
which tackled an intervention or a teaching material, or with stating that researchers have already
reviewed the literature. The noun phrases and nouns found to signal this sub-step are: ‘previous

studies’, ‘previous research’ and ‘literature’, as in the examples below:

Aul 525 (2012) Asiad) Gl )38 A jall o3 & gaage gl ) AR Clal all g Slagl) ) g ga )l 5 ¢ Y a3

_‘:\:d}):\ﬁ}[\ 3 gaud) ehiﬁul_] e:\laﬂ\ Jilis pdasali Jg#w'éduium (20]2)u;uaj\ s

1- tamma al'iTilaa9u wa alrujuu9u ilaa al'abHaathi wa aldiraasaati alsaabigati ka *...".
1- Done the seeing and the referring to theresearch and the studies the previousas‘...’.

1- Relevant previous research and studies such as Alkhatatneh’s (2012) study and Abu Alenein’s
(2012) were reviewed to benefit from designing and developing teaching aids using the

electronic board. (JEPS 1-my italics)

o) Jall OLSle U (e (24) A alad¥) Ll oda a5 a8
.‘(Flood, Hasbbrouck, Hoffman, Lapp Lubcker, Medearis, Paris, Stahl, Tinajero, & Wood, 2005)
2-wagad tamma  'ikhtiyaaru hadhihi alkalimaati al'injiliziyah 24 min ‘..." .

2- And done selecting these the words the English 24 from “....

2- These 24 English words were selected from Macmillan’s reading book (Flood, Hasbbrouck,

Hoffman, Lapp Lubcker, Medearis, Paris, Stahl, Tinajero, & Woo0d,2005). (IJRE 1-my italics)

2005 isdle) ¢ il siall 5 sl o) e g Y1 T 3 AEY) i shall 385 dunaall 038 sialdl pana 36 7

.“(Trawick-Smith, 2002
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3- The researchers designed this software according to the following steps: 1- reviewing the

available literature *...". (2005 i3 ; Trawick-Smith, 2002). (JJES 1)

The first two examples above present the reviewed studies (in italics) as the circumstance for the
mental process ‘were reviewed’ in 1 and for the material process ‘were selected” in 2. The
passive voice in these examples is formed by combining the verb ‘tamma’ with the gerunds
‘¢ sl &3 reviewing® and ¢_Lsa): selecting’; this formation means that reviewing literature
in (1) and selecting the words in (2) were accomplished. The last example (3) uses active agency
‘researchers designed’ and puts the reviewed literature in the circumstance. The researchers here

engage in the material process of establishing and designing the intervention.

The second sub-step is about using a tool to design or to implement an intervention or a material.
The example below shows a procedure for preparing and implementing a teaching material using

the publisher programme as a tool:

IR (e e g s ki AY 5 iy gy sall el e JDIA (g i e i Jee J5Y) c0nand e dall) 537

.(Publisher) _-&ull zali 5

1- tawzii9u almaadati 9alaa gismayni: al'awalu 9amalii liyatimu 9arDuhu

1- Dividing the material into two parts: the first practical to be done displaying it

min khilaali barnaamaji albawarbuuynt wa alakharu naZarii wa yatimu 9arDuhu.
by programme the powerpoint and the second theoretical and is done displaying.

1- Dividing the material into two parts: the first is practical to be displayed by PowerPoint

programme. The second is theoretical and is displayed by the Publisher programme. (JJES 5)
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The Arabic version of the example shows a case of infinitive form in passive using ‘liyatimu’
and the gerund ‘displaying’. This form is preceded by the goal and followed by the actor (by
Power Point programme). This construction is similar to the passive voice in English that
includes a subject in the prepositional phrase: object+ passive verb+ by+subject. However, the
use of ‘liyatimu’ in this example makes it looks as if the authors are writing instructions for
readers to implement (instead of reporting what was done). Alternatively, the use of simple past

passive of i: tamma can report the procedure mentioned in the example.

The apparatus was found to occur in the circumstance in other examples having senser, as in 2

below ‘students’, and an actor as in 3 ‘they operate’:

Cdamatl) Slea IMA e A1 ol 50 51 ) Al gLl o5 ¢ Rga) i) o2 (penal

2- tataDaman hadhihi al'istraatiijiyatu “...” thuma 'stimaaQu alTalabati ‘...".
2- Includes  this strategy ‘... then listening students ‘...".

2- This strategy includes ‘...". Then, the students listen to the chant or to the song using an audio

recorder. (JEPS 4)
SO Jrie ol (A dani ¢ €7 A I dpagledl] aadll Cran’
3- The electronic educational pieces included ‘..., they operate in any Flash player.

Example 2 includes a mental process represented by the gerund ‘listening’ as a result of

nominalisation process which changed the verb ‘listen’ to the noun ‘listening’.
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The third sub-step is to provide the components of an intervention or a material and describe how
they are implemented. The content of an intervention or a teaching material is presented in a

relational process type using the verbs ‘consist of’, ‘include’ and ‘be’, as in:

el O sie (el w5 (3) Lo A 55 (47) Oo el i) 0

1- The educational software consisted of 47 chipsets. Three chipsets include the title of the

software. (JJES 1).
g paill 3t g ¢ Glaall 1A Gle g gall a8 5 ¢ A2 Cile g gall (e 220 AL Gl 8

2- The male researcher selected a number of rhetorical topics ‘.... The topics are allegory,

declarative metaphor. (JEPS 5).

In 2, the ‘researcher’ is the actor who engages himself in designing the teaching material and he

refers to himself in the third person (he) making the example depersonalised.

The procedures of implementing an intervention are given within sentences having active forms
and different process types due to different interventions used in the studies, as in 1, 2 and 3

below:
e adaie Ul AL

1- The female students watch a video clip. (IJRE 4).
il Lpula) jualiall S35 e COUall saclisey aleall & 58
2- The teacher helps students remember the key elements of the story. (JEPS 4).
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3- The first piece begins with specifying the name of each geometric shape. (JJES 4)
langen sty Romill I poali G L 5

4- thuma yatimu munaagashatu wa ‘iDaafatu tafaSiil ‘ilaa alqiSati wa tawsii9iha.
4- Then is done discussing and adding detail to the story and elaborating it.

4- Then, the story is elaborated by discussing and adding detail to it. (JEPS 4)

The first two examples above have active agency (‘students watch’ and teacher helps’) while 3
and 4 have not. In 1 and 2, the ‘female students’ and the ‘teacher’ are the senser of the mental
processes ‘watch’/ ‘help...remember’. In 3, there is a material process ‘begins’ whose actor is
non-human ‘the first piece’. Example 4 has the active form of the verb ‘yatimu’ (i.e. present
tense of tamma) and the gerunds ‘discussing’/ ‘adding’; they have the function of passive voice.
There are two different processes which appeared in this example; they are verbal ‘discussing’
and material ‘adding’. It can be noticed that the examples above (1, 2, 3 and 4) have simple
present tense leaving an open question whether the procedures are implemented. Some writers

used the past tense in demonstrating how they implement their intervention, as in:

laan s SLISH ia e o7

5- tamma 9arDu alkalimaati wa ma9aaniihaa.
5- Done displaying the words and meaning their.

5- The words and their meanings were displayed. (IJRE 1)
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biUall dpalel) AACEL] 2065 dalnall IS
6- kaanat almu9alimatu tugadimu almushkilata al9ilmiyata liTaalibaati.

6- Was theteacher present the problem the scientific to the female students.

6- The teacher was presenting the scientific problem to the female students. (JJES 3).

Example 6 shows that the procedure is carried out in a continuous manner using the past
continuous tense (kaanat tugadimu). Unlike 5, example 6 identifies the agents who implemented

the intervention.

The last sub-step is to test the validity of an intervention or a teaching material and this was
conducted by consulting referees or experts. Most of the RAs use the construction of ‘tamma’
with the gerund ‘presenting’ to act as passive, as in 1 below, and a few articles include the
passive voice, as in 2. The intervention in 1 ‘educational programme’ and the ‘objectives’ of a

teaching material in 2 are put as the goal for the material process ‘was/were presented’:

SomSadl (e de sena o paadedll il (i je o

1- tamma 9arDu albarnaamaji  alta9liimiyi 9alaa majmuudtin min almuHakimiin.
1- Done  presenting the programme the educational to group of the referees.

1- The educational programme was presented to a group of referees. (JEPS 4).
ConaSaall g el pall (e e Walac) o3 3 dpaglaill Cilaal Caa e

2- 9uriDat al'ahdafu alta9liimiyati “...".
2- Were presented  the objectives the learning “...".

2- The learning objectives were presented to some experts and referees. (JEPS 1)
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A few authors present this sub-step in sentences with active agency, as in 3 below. It is the
‘researchers’, functioning as agent, who presented the intervention to specialists to test its
validity. The gerund ‘presenting’ is a result of turning the verb ‘present’ into a noun, which

realises the material process:

il o Bl e R sl e %2 A sl 565 R o8 yinll pn

3- The researchers designed this software according to the following steps: ‘... presenting the

software to two specialists. (JJES 1)

These examples 1, 2 and 3 can be rewritten as: ‘a group of referees/specialists tested the validity
of the programme’ showing that the referees play an active role as co-designers of the

intervention and not just acted upon.

Step 4: Identifying interventionists

The writers of RAs introduce interventionists within sentences having active agency, as in:

Sle sanall Gy (Aialil) Gaal) aaf 8

1- gaama ‘aHadu albaaHithayni (albaHithah) bitadriisi
1- Performed one the two researchers (the female researcher) in teaching
almajmuu9aati.

the groups.

1- The female researcher taught the groups. (JEPS 2)
O sanall (ilg] a3l Cpluail) ales o siy”
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2- yaquumu mu9alimu alfaSlayni bi altadriisi ‘...’
2- Perform  teacher the two classes in the teaching ‘...

2- The teacher of the two classes teaches the two groups. (IJRE 3)

In the two examples above, there is a material process. The Arabic version of these examples
consists of the verb: gaama in 1 and its simple present tense: yaquumu in 2. These verbs are
followed by the actors and then the prepositional phrase: bitadriisi. This construction means in
Arabic that the researcher/teacher performed/performs the action of teaching. These two
examples show the use of an alternative way to express the same meaning of the verbs ‘taught/
teach’. They rely on delaying the action to the prepositional phrase resulting in a longer sentence
with apparently redundant words. The verb ‘qaama’ carries no significant meaning in the
sentence. In addition, the use of the simple present tense (05 :yaquumu: perform) sounds
unacceptable as the teacher already performed the action and it occurs that other writers use the

simple past tense ‘qaama’.

Other examples below show another way in which interventionists are introduced using active

agency:

Cdhalll Jd ey e © IS d;g‘.;m:ﬁ\)&.u\ B8 4..44.4_)533\ ic ganall )i €Ay Silel ) t\_ﬁ\ ?3’

3- The following procedures were followed: ‘... teaching the experimental group according to

the problem solving strategy ‘... by the researcher. (JJES 2)
il A e (e Aalza e L G glad?

4- The two researchers co-operated with a female teacher from the girls’ school. (JEPS 4)
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The interventionists are given within a prepositional phrase in both 3 and 4 above. In 3, ‘the
researcher’ is a delayed actor for the material process ‘teaching’ and he plays the role of a
teacher who implemented the intervention by using the ‘problem solving strategy’. In 4, the
‘female teacher’, with whom the researchers worked to implement their intervention, is a co-

interventionist positioned in the circumstance for the material process ‘co-operated’.

On the other hand, the interventionists are introduced in other examples using passive
construction of ‘tamma’ and a gerund, which indicate that the interventionists were prepared to

implement the intervention, as in:

_‘@Uﬂ\ﬂ)ﬁ&w\%‘)ﬁ?ﬁﬁ}’

5-wagad tamma tadriibu  almu9alimati Qalaa tadriisi  albarnaamaj.
5-And done training the female teacher to teaching the programme.

5- The female teacher was trained to teach the programme. (IJRE 5)

‘The female teacher’ is put as the goal for the material process ‘was trained’ indicating that the
teacher was prepared to implement the intervention. In this example, readers are invited to
imagine the researchers as the active hidden agency (as opposed to the active constructions

above).

Step 5: Recounting procedures

It was noted earlier that some steps, which are part of moves 1, 2 and 3, reoccur within this step

‘recounting procedures’; therefore, they are discussed under these moves and only two sub-steps
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are addressed here as they are not discussed under other steps. One of them is considering ethical
principles. This step is represented using nouns like ‘approval’ and verbs as ‘address’ and

‘obtain’, as in:
REIR PR PRIV EN P EVP T A EOR IV
1- tamma rasmiyan mukhaaTabatu jamii9i almadaarisi ‘...’ wa 'akhdhu almuwaafaqati.

1- Done officially = addressing all the schools ‘...” and obtaining the approval.

1- A- All schools were officially addressed ‘..." B- and approval was obtained. (IJRE 2)
2-tamma  ‘akhdhu muwaafagati almadaarisi alma9niyati.

2- Done obtaining approval the schools targeted.

2- Approval of the targeted schools was obtained. (JEPS 1)
eyl Gl el e Hlialll Jias?
3- The two researchers obtained official approvals. (JJES 4)

The first two examples use the passive formation of the verb ‘tamma’ and the gerunds
‘addressing’/ ‘obtaining’ representing material processes. In 3, there is also a material process
signalled by the verb ‘obtained’, but it is in an active form and it has immediate agents ‘the two
researchers’, who already engaged in a process of communication with concerned parties to

realise the ethical principles.
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Another sub-step is to conduct an experiment by applying an intervention to an experimental
group and using a traditional method to teach a control group. This sub-step is represented using

material process ‘teach’/ ‘apply’ in passive formation. For example:

s Adajlall Ao ganall Cus po o (8 s gaal) Apadail) Ji3l A aladinly Ay jall A samall g )05 &5

Caaaledl) 2y lall danl Al Cile guia sal)

1A- tamma tadriisu  almajmuu9ati  altajriibiyati ‘...".
1A- Done teaching the group the experimental “...".

1A- The experimental group was taught using computerised instructional package (Intel) while

B- durrisat almajmuu9atu alDaabiTau nafsi almawDuu9aati ‘...".
B- Was taught the group the control same the lessons ‘...

B- the control group was taught the same lessons by the traditional method. (JJES 5)
s Y15 sl Aoy L yadl e ganall oy
2- The experimental group is taught using smart board. (JEPS 1)

The Arabic RAs follow the same formation given in example 1 by using ‘tamma’ with the
gerund ‘teaching’ (1a) and the passive voice (1b). One article (2) uses the passive voice of the
simple present tense (is taught), while other writers use the simple past tense. The use of simple
present tense in 2 raises a question whether the experiment was conducted or not. Another article

represents this sub-step using active agency:

il galiil) G slu§L il Aaglall de sanall DAl 3 gacall e Ll & gain g (g a5 8 el alra ainl?
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3- The biology teacher continued teaching the photosynthesis lesson to the male students of the

control group using the prevalent traditional method. (JEPS 3)

There is a material process in this example ‘continued’ meaning that the actor ‘the teacher’ kept

following the same traditional method in teaching the control group.

Move 3: Measure

Step 1: construction of a measure

The writers begin this step by presenting the name of a measure and showing how they establish
or develop it. This step is realised by the nouns: («\ss: migyaas: measure: or Wil 'ikhtibaar: test
and gerunds such as <\ binaa": constructing and 2x=! : '9daad: preparing, as in the examples

below:

bl ooyl il s

Seab )l e lay) HsEl e Caall alae dulh <l e el | lal Gaalill ac

1- A- Mathematical creative thinking test

B- The researcher prepared a test to measure the class teacher-students’ skills in mathematical

creative thinking. (JJES 2)
2- The two researchers used the psychometric method in constructing the test. (JJES 5)

(22x5a (n JERYT) e guin g iy sy Caalill 0 e JLERY) e o
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3-tamma ‘'i9daadu al'ikhtibaari min gibali albaaHithi biTariigatin mawDuu9iyatin “...".
3- Done  preparing the test by the researcher by method objective “...".

3- The test was prepared objectively by the researcher (multiple choice). (IJRE 1)

Example 1a gives the name of the measure and 1b states the purpose of the test, which is to
measure the dependent variable: the ‘students’ skills...’. The writer of this example specifies the
variable based on which he prepared the measure. Determining the purpose or the aim is the first
step in constructing a measure. The purpose of the test in 1b is the circumstance for the material
process ‘prepared’ whose actor is ‘the researcher’. Example 2 includes also a formation similar
to 1b; it has a material process ‘used’ followed by the actor and then by the method by which the
test was constructed. Example 3 shows the use of agentive passive because it has its agent in the
prepositional phrase ‘min qibali” which occurs after the passive construction. The circumstance
in this example describes how the test was prepared. In all of these examples, the researchers

have the role of creators of data collection instrument.

The step ‘constructing a measure’ is realised also by agentless passive formation, as in the

examples below:

o8 LAY 13 Cangy : HLaaY) Coan apaa - AU ) shadll (385 ealae ) iy ¢ 2Ol oY) Hlial acl i

4- The rhetorical performance test was prepared according to the following steps: a- determining
the aim of the test: This test aims at measuring the female students’ performance level in the

rhetorical topics. (JEPS 5)
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S ) i lge anan Y 1l L 8 caliaid GLaRY) dlae ] b Candl G AN Sle ) jaY) s @l ghadll Ll

gl A yall a3

5- The steps and implementing procedures which were followed in constructing the test are: first,

the writing skills the study intends to measure were identified. (JEPS 4)

The measure in example 4 is labelled as the goal for the passive voice ‘was prepared’. In 5, the
dependent variable ‘the writing skill’ is put as the grammatical subject of the passive voice ‘were
identified’. These two examples are similar to 1b above in terms of considering the aim and the
dependent variable as the first step to construct a measure. Another step used in constructing a

measure is achieved by making reference to literature, as in:

):ie e LY AL ol e Gali) L) Caadd il Gl daliy 5 Al cilul ¢ g b sy ol 237

.(Udell, &Wadiya, 2007

6- tamma binaa'u al'ikhtibaari fii Duu' aldiraasaati alsaabiqati ‘...".
6- Done constructing the test in light the studies previous ‘... ".

6- The test was constructed in the light of previous studies, especially those provided tests to

measure persuasive writing skills such as (Udell & Wadiya, 2007). (IJRE 5-my italics)
(2011) Ao pzaal) aine | A LAY e HLEAY) 3 51y (any 33T 8 57

7-wa gad 'ukhidhat ba9Du bunuudi al'ikhtibaar min  al'ikhtibaar alldhii 'a9adathu
7- And  were taken some items thetest from the test which prepared it
alHaDramiyah (2011).

Alhadramiah (2011).
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7- Some of test items were taken from the test prepared by Alhadramia (2011). (JJES 3-my

italics)

In example 6, reference to previous studies is given in the circumstance (in italics) within the
clause that has a material process ‘provided’ and an actor ‘those’. Example 7 in the Arabic
version has a word order similar to the passive voice in English (object-verb-subject) and this is

put in the circumstance (in italics).

Constructing a measure involves describing the type of test items and providing their number.

Most of the articles use relational process to present the number and type of test items, as in:
CORAD (63 dantia e LAY & 55 e LAY Al culs?
8- The test questions were two-tier multiple choice. (JJES 3)
Al 4 ) gamn & LAY gl 5 ¢ L7 20xie (e JUERY) £ 58 e Vg (Y£) o Al Y1 4 e B LAY S8
W (Y0) e LisSa

9- A-The test in its initial form consisted of 24 multiple choice questions ...’

B- The test became 20 questions in its final form. (JEPS 1)
L sasa A AUSH Al e 4 allay sy (e g (e JLdaY) (S5

10- The test consists of one essay question in which the female student is asked to write on a

subject. (IJRE 5)

There is a relational identifying process in 8 above where ‘the test questions’ are labelled as the

token and their type is the value. In 9a, the number of items and the test type are possessed in a
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relational possessive process. The number of items declined to ‘20’ in 9b showing that it went in
a procedure expressed by the verb ‘became’. This example can draw readers’ attention to the
way in which the measure was constructed as a developing process presented as narrative.
Example 10 provides another type of test ‘essay question’ labelled as possessed and followed by
clarification in the embedded clause. This clause has a mental process whose senser ‘the female
student’ is not only acted upon, but plays an active role in providing the data to complete the

study.

The type of test items appears as the circumstance with material process type in a few articles

using the verb ‘tamma’ and the gerund: 4¢Lu=; Siyaaghatu: formulating. An example is:
e (e JLERY) ARyl AN Aelua o7

11-tamma Siyaaghatu al'as'ilati biTariigati al'ikhtiyaari min muta9adid.
11- Done formulating the questions inform the choice from multiple.

11- The questions were formulated in a form of multiple choice. (JJES 4)

Step 2: Validity of the measure

Information about this step is most often prefaced by using noun phrases such as ‘sh¥! Baa’:
Sdqu al'adaah: validity of the tool and ‘_lWia¥) saa’: sdqu al'ikhtibaar: validity of the test, as
headings or as introductory phrases within texts. The verbs used to realise this step are of

material process type, as seen in:
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1- The researchers checked the face validity of the measure by presenting it to eight

referees. (JJES 1)

CoeSaall e de sana o ALY 45 ) pem B Gulilall (i yas Canlll Q8 Cum: uliall (5 allall Baall
2- alSdqu alZaahiriiyu limigyaas: gaama albaaHithu bi9arDi ‘...
2-Validity face of the measure: performed the researcher in presenting ‘...".

2- Face validity of the measure: the researcher presented the measure in its initial form to a

group of referees. (IJRE 3)
5ol Gl cildas Dl 3AY) &5 a5 ¢ G all A eliac (e paSae ADE e HLEAY) (e’

3- The test was presented to three referees from the faculty members “...°, their comments

were considered. (IJRE 1)
leSaa 12 e 4 Y1 a8 geas i e 3 JLEAY) Baa (e BEaiD
4- To check the validity of the test, it was presented in its initial form to 12 referees. (JJES 2)
OpeSan dused e 4 jay LEAY) Baua (e Gl 5 5 50
5- The validity of the test was checked by presenting it to five referees. (JEPS 4)
Sl Y Sllas 3ok e 5 siaall Baa Clus &P
6- Content validity was calculated by correlation coefficients. (JEPS 3)

The first two examples above include active agency; ‘researchers checked” in 1 and ‘the
researcher presented’ in 2. The first example can be rewritten as ‘Eight referees confirmed the

face validity of the measure’. This change results in moving the referees from the circumstance
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to act as the actors who tested the measure validity. The Arabic version in 2 realises the material
process by the verb ‘qaama’ and the prepositional phrase ‘bi9arDi’; they have the same meaning
of ‘9araDa: presented’. The remaining examples have no active agency as they use the passive
formations. In 3, ‘the test’ is the goal for the passive voice ‘was presented’ and the ‘referees’ are
the recipients, who checked the validity of the test. Examples 4, 5 and 6 use the verb ‘tamma’
and the gerunds: presenting (4), checking (5) calculating (6) to function as passive voice.
Examples 1-5 are similar in that they include ‘referees’ as the recipients to validate the measure
while 6 uses another way to check the validity of the measure by using ‘correlation coefficients’
labelled as circumstance. It is found that another article follows a similar way to 6 in validating a

measure, but it uses simple present tense instead of simple past tense.

Step 3: Reliability of the measure

This step is introduced by either using direct headings such as ‘sls¥) <l: thabaatu al'adaah:
reliability of the tool, or explicit introductory items such as ‘ JLiay! &l (e @830: iltaHaqugi min
thabaati al'ikhtibaar: to check the reliability of the test. The researchers check reliability by
administering the test on a pilot sample, calculating reliability coefficient and reporting

reliability values. The examples below show how this step is realised:
LAge Datu Yl Al e (Test-Retest) Jlia ! Gadai sale) 5 LAY A8 ey LA Jalae ass

1- Reliability coefficient was calculated by testing and retesting the pilot sample. (JJES 5)

M gl LY Jalaa iy Ll Jalas s o
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2- tamma Hisaabu muQ9aamili althabaati “...".
2- Done calculating coefficient reliability “...".

2- Reliability coefficient was calculated by using ‘Pearson correlation coefficient’. (IJRE 5)

Cge Sl Age clilaind o 55 S Wl Alale Gkt a3 olaY) il (g I
3- liitaHaquqi min thabaati al'adaati tamma  taTbiiqu mu9aadalati‘...’.

3- Tocheck from reliability the tool done applying equation “...".

3- To check the reliability of the tool, Cronbach’s alpha equation was applied to the responses of

a pilot sample. (JEPS 3)

BN il (e 2S5 L 58 Wl LS Jalre alies 48k aladinly Glialll Culs?
4- gaamat albaaHithataan bi'istikndaami ‘...’

4- Performed the two female researchers inusing “...".

4- The two female researchers used Cronbach’s alpha coefficient to check the reliability of the

tool. (IJRE 4).

The first three examples demonstrate how most of the Arabic RAs confirm reliability of a
measure. These examples include material processes in passive formations. In 1, there is a
material process ‘= Husiba: was calculated’, goal ‘Reliability coefficient’ and the way in
which reliability is calculated is in the circumstance. Example 2 is similar to 1 except that it uses
the passive construction of ‘tamma’ with the gerund ‘calculating’. In 3, the writer begins with the
circumstance to introduce what s/he intended to do ‘to check the reliability...’. S/he uses the
material process ‘tamma’ with the gerund ‘applying’ followed by the goal ‘Cronbach’s alpha’ to
achieve his intention. On the other hand, a few Arabic RAs check measure reliability within

sentences having active agency, as in example 4. This example has the actor ‘female
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researchers’, a material process ‘qaamat’ with the prepositional phrase ‘in using’, the goal

‘Cronbach’s alpha’ and the circumstance ‘to check reliability’.

Values of reliability of a measure are reported in the Arabic articles using relational process, as
in:
4(0.87) il Jalas dad caaly
5- The value of the reliability coefficient reached 0.87. (JJES 5)
LY G Cllas e gy SV Jsaall”
6- The following table demonstrates test reliability coefficients. (JJES 4)

Most articles do the same as example 5 in using the verb: ‘&L: balagha: reached’ highlighting the
establishment of measure reliability as a narrative process. This example reports the value of
reliability using identifying relational process ‘reached’. The token is ‘the value...” and the value
is ‘0.87°. A few other articles report reliability results using the verb ‘m<s: yuwaDiHu:
demonstrate’, as in example 6, wherein ‘The following table’ is token and the ‘coefficients’ are

the value.

Step 4: Scoring procedures

The noun phrases used to realise this step include ‘m=ai ulae’: maQaayiir taSHiiH: scoring

criteria, ‘zesaill sUai’: niZaamu altaSHiiH: scoring method, ‘ssbiall msaa?’: taSHiiH almigyaas:
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scoring the measure, or a noun such as ‘4s2’: daraja: a score. The examples below clarify how

scoring procedures are realised:

R 138 grmaal lae dae ) 437

1- tamma 'i9daadu  maQaayiiri taSHiiHi hadhaa al'ikhtibaar.
1- Done preparing criteria scoring this the test.

1- Scoring criteria of this test were prepared. (JJES 2)
2- The scoring method which gives one score for the correct answer was followed. (IJRE 1)

e Silaall Canas anig <0 Hal cblal dlaly AN byl i ¢ Likert” oSl ddy )l e Gubiall aas?
Cualil) e g s Jle JSI(3-1)
3 A- The scale was designed based on ‘Likert's’ method of the three answers ‘always,

sometimes and rarely “...".

B- The marks were set from 1-3 for each question that the student answers. (IJRE 3).
_‘@M Qﬁi\dﬁﬁh\j&;)ﬁ&&hi 28 ¢
4- One score was given for each correct choice. (JJES 4)

All of the examples above have no agency and they use material process in passive voice to
represent scoring method. Inl, 2 and 3, ‘scoring criteria/ method, scale’ are acted upon in the
passive formations of: ‘done preparing’ in 1, ‘was followed’ in 2 and ‘was designed’ in 3. In 3b

and 4, scoring process is represented by assigning scores to correct answers. These examples (3b
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and 4) represent the ‘marks’ and ‘one score’ as the goal for the passive voice ‘were set’/’'was
given’. On the other hand, scoring process is represented using active agency and agentive

passive, as in 5 and 6, respectively, below:
Y sl e Al Glagall pusaal julae sl aaa?

5- The two researchers specified scoring criteria for the writing tasks, as in the following.

(JEPS 4).

Slamaa ¥,0 1) ) i V) el e okl o) I i) fialdl OB (e (elile puza g o3
6-tamma  waD9u migyaas min gibali albaaHithayni ... .

6- Done setting scale by the two researchers....
6- A scale was set by the two researchers based on the literature, as in the following: 1.

1- 2.5is weak. (JEPS 1)

In these examples, there is a material process (‘specified’ in 5 and ‘done setting’ in 6), an actor
‘the two researchers’ and the circumstance ‘as in the following...” which details the scoring

process.

Move 4: variables of study

The noun phrase used to realise this move is ‘Caillfiul i &l eie’:  mutaghayyraat
aldiraasah/albaHth: variables of study/research. This move is represented using relational process

type, as in:

lagd i) Gl i) el o €2l puriiall - g Al jall & e Wb
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1- The variables of the study are: a- the independent variable ‘... b- the two dependent

variables are. (JEPS 1)

2- The independent variable is the team teaching method. (JEPS 5)

ool dad) yia) e JEiie Harde e Al al) calaidl

3- The study consisted of an independent variable which is the teaching strategy. (JJES 2)

There is an identifying relational process in and 1 and 2 above. In 1, ‘the variables’ are the token
and the independent variable is the value. In 2, the variable is the token and the teaching method
is the value. Example 3 has possessive relational process and identifying relational process: the
‘independent variable’ is possessed and it is the token whose value is ‘the teaching strategy’. On
the other hand, one example has active agency as seen below and it presents the variable

‘enriching programme’ as the goal for the material process ‘used’:

e HrieS ‘5_1\‘):\2“ G“L')"M :L.ubﬂ\ FRYY L§3 utﬁ:\_\l\ Caeddlial?

4- The two researchers used the enriching programme as an independent variable. (IJRE 4)

Another example below shows also the use of material process ‘tackled’ to represent the

variables:

Y i) Al ) el i

5- The study tackled the following variables. (JJES 9)
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Move 5: Data analysis procedures

Step 1: Statistical test

This step presents the statistical tests used in analysing the data and it is realised in most of the
articles by the noun phrase ‘4ilasy) 4allaall’: almu9aalajatu al'iHSaa'iyatu: statistical procedure

and simple past tense in passive formations, as in:
Cabaadl AU el Jalas andin) WS ¢ 2 cla jall &y jlmal) Gl i) 5 Anbuall Gl giall G’

1- The means and the standard deviations of the marks were calculated ‘...". Two-way analysis of

variance was also used. (JJES 1- my italics)
“(SPSS) delaia¥) o slall dibian ) ol alasinly LYY 5 ddea ol dilan ) sl ey al

2- Inferential and descriptive statistics were conducted by using Statistical Package for Social

Sciences (SPSS). (JEPS 1- my italics)
A laall ld) jaiV) g Aglual) Slas gial) &) jatul 237

3- tamma 'istikhraaju almutawasiTaati alHisaabiyati wa al'inHiraafaati almi9yaariyati.
3- Done extracting the means and the deviations the standard.

3- The means and the standard deviations were extracted. (JEPS 4- my italics).

Caliiall e genall (@) il aladiuly Wikaa!) ULl dallee ca’

4- tammat mu9aalajatu albayaanaati ‘iHsaa'iyan bi'istikhdaami ‘...".

4- Done  processing the data statistically by using “...".

158



4- The data were statistically processed by using the independent samples t-test. (JEPS 5- my

italics)

All these examples have material processes either in the passive voice of ‘calculate’, ‘use’ and
‘conduct’ in 1 and 2 or in the construction of ‘tamma’ with the gerunds ‘extracting’/ ‘processing’
in 3 and 4. The statistical tests (in italics) in 1 and 3 are set as the goal for the material process
while in 2 and 4 they are put in the circumstance. Most articles follow the construction of
‘tamma’ with a gerund representing passive voice as in 3 and 4 whereas a few of them have

active agency as in:

Al ils s ldan e G (3 sAl Ailas ) AVl paadl (@) jlad) Galill aadiul

5- The researcher used the t-test to determine the statistical significance of mean differences

between the students’ marks. (JEPS 3)

The statistical test ‘t-test’ appears in (5) above as the goal for the material process “‘used’ whose

actor is ‘the researcher’ functioning as the analyst of data.

Step 2: Preliminary analysis

This step is realised by using the noun phrase ‘group’s equivalence’ and by the writers’
confirmation that the groups, to which an experiment is applied, are equivalent based on the

results of a statistical analysis. The examples below show how these results are presented:

OSE Jsal e A yaill g adaial) (e genall S5 i Laa ¢ Lilan) 4lla (g aa g8 Y adl ] Jisan il

AR
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1- .., mimaa yu9nii takaafu'u almajmuu9atayn alDaabiTah wa altajriibiyah “...".
1- ..., which means equivalence the two groups the control and the experimental “...".

1- Results of table 1 demonstrate that there are no statistically significant differences ..., which
means that both the experimental and the control groups are equivalent in the creative thinking

test. (JJES 2-my italics)

s adl i sanall Ll o) 10 (e Mlleg ¢, Aplian] IV 3 (338 25 8 adf 1 Jgaall (e iy

Aan il adlaall Galai b sl U GlilSie dajlall g

2- It is clear from table 1 that there are no statistically significant differences ‘...’; therefore, it can
be said that the female students of both the experimental and the control groups are equivalent

before implementing the experiment. (JJES 3- my italics).

The two examples include existential processes to display the results of the analysis. The results
(in italics) stating that the groups are equivalent are put as a value for the relational process
‘means’ in 1 while in 2 they are the verbiage for the verbal process ‘can be said’. There is an
authoritative voice whose sayer is absent, but it can be recovered if this sentence is rewritten as:

we can say... . This swap will result in conflating the authorial role with the sayer role.

4.3 Summary and discussion

It appears that the methodological steps of English and Arabic RAs are represented using all
process types except the behavioural one. The existential process appears in the methodology of
Arabic RAs in a few cases and it is associated with presenting results of preliminary analysis.

Verbal and mental processes realise a few steps in both English and Arabic RAs. They mainly
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appear within the step, ‘implementing of an intervention’ because the nature of the intervention
used in a study helps such processes to exist. There can be an intervention which relies on

viewing material or giving the subjects of a study some information.

These findings are similar to Paltridge’s (1997), who found that all process types, except the
existential and behavioural processes, occur in the ‘background information’ element in the
introduction sections of the RAs he analysed. He affirmed that the existential process occur in
other parts of the introduction sections and predicted that the behavioural process would occur if
the subject matter of the RAs is different from the ones he dealt with. However, Paltridge (1997,
p.81) pointed out that ‘no particular process type would always occur at specific points in the
texts’. This is different from what this thesis reveals as there can be one process type that
represents one step. For example, the steps ‘sampling design’ and ‘design of study’ are

represented in both English and Arabic RAs using the material process type.

The prevalent processes used to realise the steps are either material or relational ones. In some
steps in different articles, both processes are used to realise one same step. The identifying
relational process is realised in the methodology of Arabic RAs within the steps ‘size of sample’,
‘number of measure items’ and ‘values of reliability’ using the verbs ‘became’ and ‘reached’.
These verbs make the numbers and values in these steps as passing through a developing process
connected to time lines. This is different from the observation about timeless truth discussed

under the step ‘time of study’ in the English RAs (see section 5.3).
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The material processes in the methodology of Arabic RAs are realised not only by verbs, but also
by constructions which consist of the verb ‘tamma: done’ and a gerund or the verb ‘qamma:
performed’ and a prepositional phrase. The material processes are also represented most often by
using passive formations or by having words order similar to passive construction in English.
Most of the passive formations are constructed as a consequence of having verbs in active form
functioning in passive. The writers of the Arabic RAs have employed such verbs as an
alternative to replace forms of active agency and passive voice and to avoid the use of personal
pronouns. There is no single case of personal pronoun which refers to the researcher(s) in the
Arabic data. The researchers only ever refer to themselves in the third person resulting in
message-centred texts. The methodology of English RAs is either message-centred or addresser

centred as the researchers refer to themselves using the personal pronoun ‘we’.

The dominant construction appears in the Arabic RAs is the use of the active form of the verb
‘tamma: done’ with a gerund performing passive voice. This construction has the meaning that
an action was accomplished with no actor appearing in it. This formation results in more
representations of passive voice than forms of active agency. Another feature which
characterises the passive in a few Arabic RAs is the occurrence of agentive passive which is
similar to the middle voice in English as it includes the active form of verbs indicating passive.
The difference between them is that the agentive passive accepts the prepositional phrase ‘by’
followed by an agent while the middle voice does not. This finding cannot give full support to
Najjar (1990), who asserts that agentive passive occurs in his data, because this feature is found

in only a few articles in the current study. The occurrence of this kind of agentive passive and the
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construction of ‘tamma’ with a gerund can be due to the effect of the Arabic language system

that allows such formations to appear in the Arabic RAs.

It is found also that the steps in the English and Arabic articles are presented using simple past
tense. However, some steps in the Arabic RAs use simple present tense making the procedures

read like instructions and leaving an open question whether these procedures are implemented.

The analysis of the Arabic RAs shows that there are some steps which are realised using similar
linguistic choices across different articles. These steps/sub-steps, as demonstrated above in
section 4.2, are: ‘population of study’, ‘citing literature to help design the intervention or the
material’, ‘conducting the experiment’ (as part of the step ‘recounting procedures’), ‘validity of
the measure’, ‘reliability of the measure’ and ‘preliminary analysis’. It can be said that many
researchers involved in the Arabic RAs follow each other in using a set of conventional
established procedures which are represented using similar linguistic exponents. For example,
most of the researchers test the validity of the intervention or the measure by presenting it to a
group of referees and they represent this in texts by using the construction of ‘tamma’ with the
gerunds ‘presenting’ and ‘checking’. The similarity of the linguistic choices can indicate the
uniformity of some text segments across different Arabic RAs. Therefore, readers can expect
what the methodology of an Arabic Educational article may include and what researchers do by

having read a few articles in the field.

This finding indicates that there are cross-cultural differences between English and Arabic RAs.

The Arabic RAs display what Hua (2011) calls ‘interpersonal harmony’ which characterises the
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culture to which the authors of the Arabic RAs belong as collectivistic. These authors tend to
belong to collective societies as they trust their in-groups’ decisions and formulas and prioritise
the groups’ goals over the individual’s goals (Samovar, Porter and Stefani, 2011). On the other
hand, the authors of the English RAs tend to belong to individualistic culture which emphasises
individuals’ goals and decisions over the groups’ and motivates individuals’ thoughts, opinions
and competition (Samovar et al., 2011). This finding supports Hofstede (1980), whose
sociometric research suggests that western countries such as the United States, Australia and the

United Kingdom have the highest values on individualism.
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Chapter five

Moves and steps

The second level of bottom-up analysis comprises the rhetorical analysis which reveals the
moves and steps that occur in the RA accounts of methodology. This analysis introduces the
function of a text segment (a phrase, a clause or a sentence) that can realise a step or a sub-step.
Then, in a higher level, a move type is assigned for a group of steps relying on the overall shared
purpose that represents these steps. These moves and steps are identified in two sections below:
The first shows those in the English RAs and the second presents those of the Arabic RAs. Each
step is explained with examples from the texts. The examples are followed by the name of the
journal coded with a number to identify which RA the examples were selected from. The items
in the examples that exemplify a certain step are in italics. In addition, the assumed shared

knowledge is identified under each move or step using the perspective of tacit knowledge.

5.1 The English RAs

The analysis of the English articles shows all of the moves with their constituent steps, as
presented in table 5.1. A description of the presence and absence of the steps in each English
article is given in appendix 1, which includes descriptive statistics of the frequency of step

occurrences.
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Table 5. 1 The moves and steps of the accounts of methodology in the English RAs

Steps

Moves

1- Sample and population of | 1- Size of sample.

study 2- Population of study.
3- Situation of study.
4- Characteristics of sample.
5- Sampling technique/design.
6- Motivation.

2- Procedures of study 1- Design.

2- ldentifying interventionists.

3- Designing and implementing an
intervention or a material.

4- Recounting procedures.

5- Fidelity of implementing an
intervention or a material.

3- Measure 1- Identify a measure of variables.
2- Items of a measure.

3- Validity of a measure.

4- Reliability of a measure.

5- Data collection.

6- Scoring procedures.

4- Data analysis procedures 1- Statistical analysis model.
2- Statistical tests.

3- Preliminary analysis.

4- Analysis procedures.

Move 1: Sample and population of study

There are 25 articles that start this move with the heading ‘participants’ and two RAs begin with
‘sample’. The move is called sample so it can refer not only to people, but also to institutions

such as schools or classes.
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Step 1

The first step, ‘size of sample’ gives the number of participants, classes or schools. This step
includes also a description of those included and excluded as well as a direct reason for

excluding them. An example of this step is:

Three hundred thirty-two 7th-grade students from 11 classes participated in this study. (JRST 2

— my italics)

According to the tellability principle of tacit knowledge, it can be said that the writers here know
more than what they tell about the participants. They do not give all information to make the
description of participants clear to readers not familiar with the working of the particular
education system in which the sample is located. They assume that readers can understand what
7th-grade refers to in that education system. Still, the referent of this noun is not identified
because the information about the classification of students in this system is absent. Attending to
the distal entity which represents the “7"" —grade’ can better identify it as group of students who

can be classified based on age or ability, as in the two examples below:

All the children in two Year 1 classes and two Year 2 classes participated. (EARLI 6)

The writers of this article do not presuppose that readers know what is referred to by ‘Year 1 and
Year 2°. The text goes on to explain that this division of children is not based on ability, as in the

following sentence:

The age range of the children in Year 1 was 5 years 1 month-5 years 11 months, while for

those in Year 2 it was 6 years 1 month-6 years 11 months.
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The number of participants might be followed by the duration of participation, as in:

A total of 395 students participated in the study over the course of six academic semesters.

(JRST 4 — my italics).

It seems that the phrase ‘academic semesters’ is an interesting example of what we might call
‘over-telling’. Assuming that the reader knows the referent of ‘semester’ as a period of six
months which is most usually applied in an educational context, it might seem that the word
‘academic’ is redundant. But it is probably there to alert the reader to the fact that each semester
was not necessarily precisely six months. It therefore relies on the presumed tacit knowledge
that, although ‘semester’ literally denotes a period of six months, it is often used in academic
contexts to denote one of two periods in the year of teaching and assessment, each of which may
last significantly less than six months. In this respect, it is also under-telling, in that only a reader
familiar with the precise institutional context would be able to know exactly how long each

period was.

Step 2

This step includes a description of the study population. The writers of almost all the articles
focus briefly on whom the sample is selected from in their description of study population. The
writer of only one RA describes the target and accessible population in detail. The example

below describes the study population and its size:

Students were recruited from a large organic chemistry course at Texas A&M University (N =

225). (EARLI 14— my italics)
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Step 3

The third step, ‘situation of study’ points to the location and time of study. There are ten RAs
which add more elaboration to the setting than the remaining articles. The details about the
setting contain a rationale for selecting the location, the teaching materials used in the location
and the characteristics of people involved in the setting. This kind of information is not only
about place or time of study; this is why the term ‘situation of study’ is used. The following

example shows this step:

We conducted this experiment during the 2010 summer academy [time] at MATCH Charter Public
Middle School and High School [setting]. Like many Boston [site] public schools, MATCH serves

a largely low-income, minority student population; 78% of students are eligible for free or
reduced-priced lunch, and 93% of students are Hispanic or African American [characteristics of

population]. (JREE 4 — my italics)

Before establishing the setting and site of the study in this example, the writers announce the
time of implementing the experiment ‘during the 2010 summer academy’. The existence of this
prepositional phrase at the beginning of the paragraph assumes a lot of knowledge on the part of
the readers. The writers do not give here explicit information on what they tacitly know about
this academy. Instead, they provide background information about it at the end of the paragraph

(as seen below) using the relative clause ‘in which...” as post-modification:

Students at MATCH are admitted through a lottery, with students entering in Grades 6 and
9, the first grades in their middle and high schools. Incoming sixth- and ninth-grade students are

required to attend a 4-week summer academy in which they take a mathematics class, two
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English (fiction and nonfiction) classes, and a class about the norms of the schools

[identifying setting].

The writers do not presuppose that readers are familiar with what summer academy refers to. On
the other hand, the writers assume shared knowledge with readers about the referent of ‘free or
reduced-priced lunch’. It can be said that, by attending to the distal entity covering ‘free or
reduced-priced lunch’, the referent is recoverable to any reader without it being spelt out. It can
refer to lunch provided by schools for their students in that part of the world and this is provided

free or at a reduced price.

As mentioned early, step 3 can include a description of teaching materials used in a setting, as in:

The three districts included in our sample used MathThematics (Billstein & Williamson, 2008),
Math Course (Larson, Boswell, Kanold, & Stiff, 2007), and Math Connects Course (Day, Frey, &

Howard, 2009) at the middle-school level. (JREE 1)

Introducing these materials assumes that readers can recognise the titles (indicated by the
italicised words) as textbooks. It does not assume that readers have any acquaintance with them.
The writer was able to tell what s/he knows about these material by providing references for

more information and giving a few definitions about them under the procedures of his/her study.

Unlike the example of 7th-grade, one writer provides explicit information about ‘penultimate
year’ when s/he describes the setting in his study, as seen below, without assuming that readers

can understand what it refers to:
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Data were collected from 91 children, with complete data from 86 students, in the penultimate
year in primary school from four schools in England (Mean Age=10 years, 2 months, SD=4

months). (EARLI 5 — my italics)

Step 4

The fourth step, ‘characteristics of sample’ describes mainly the participants’ demographics. The

writers provide the characteristics in texts and/or by tables. An example of this feature is:

The course included 26 juniors and 44 seniors, with 14 females and 56 males, which is similar to
the gender balance shown in the data on engineering courses (Loftus, 2007). (JRCT 1 — my

italics)

This example shows indirectly that this sample is representative and does not assume that readers

know that the ratio of ‘14 females and 56 males’ is typical.

The following example does not realise step 4 because it shows that the characteristics of sample

are only labelled and not defined:

Students’ gender, ethnicity, and Pell Grant eligibility status were obtained from the university.

(JRST 4 — my italics)

The writers of this article do not identify the gender and ethnicity of students in the body of their
research. Moreover, they do not define what ‘Pell Grant eligibility’ refers to or what criteria must
one have to apply for this programme. They have knowledge about it and they can articulate it,

but they do not tell what they know. It presupposes that readers have knowledge about it, but the
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given information may not be considered as part of shared knowledge. A different example

shows how the ambiguity of the referent is partially resolved:

Eighty-four participants from the Faculty of Arts at the University of Groningen were recruited to
take part in the experiment. They were all advanced students (no first year students) with an

average age of 22.2 years (SD = 3.8). (EARLI 2 —my italics)

The noun phrase in brackets can be considered as the distal entity to attend to. It explains that the

referent of advanced students is those who are in any other year.

Step 5

The fifth step, ‘Sampling technique/design’ introduces the method by which a sample is selected
and how the subjects of a study are assigned to treatment and control groups. An example of this

step is:

We began by randomly assigning students to their class-taking groups. We then randomly
assigned seven of the 14 class-taking groups to either the treatment or control condition so that
students in the treatment group would only attend classes with their treatment-group peers.

(JREE 4 — my italics)

The writer assumes that readers are researchers who know what treatment and control conditions
refer to based on their knowledge about research designs. Attending to the distal entity which
represents these conditions shows that the treatment condition may refer to an intervention being
applied to an experimental group while the control one may refer to the absence of that

intervention. This suggests that the writer can articulate more information than what s/he did.

172



Step five also involves inclusion criteria for the sample because it states the conditions based on
which the sample is selected. Ten RAs state criteria/criterion for sample inclusion either
explicitly or implicitly. A reader can directly understand that what is mentioned is a criterion by

finding explicit linguistic items, as in the following example:

Students were determined to be at risk and qualified to participate in the study if they met either
of the following criteria: (a) a score at or below the 33™ percentile on the DIBELS LNF measure
(i.e., fewer than six letters correctly named in 1 min) or (b) a score below the 37th percentile on

the CTOPP Sound-Matching subtest. (JREE 2 —my italics)

It is obvious here that the selection of sample is determined by the measure score. The measure
name (DIBELS LNF) is given and identified. More information about this measure is discussed
in a recycle under the measure administered in the study. Three RAs introduce a measure within

the sample move to decide who can participate in the study and be part of data to be analysed.

The researchers in the example below assign a criterion for participating in the study although it

is not directly stated as a criterion:

Volunteering to be in the treatment group required the ability to participate in an initial summer
workshop and be scheduled to participate in E: Y! during the 2008—-2009 school year. (JRST 5 —

my italics)

It is found that seven RAs do not mention how the subjects were selected and they only show

how they were assigned to the groups. This causes lack of detail for this step.
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Step 6

The last step, ‘motivation’ means that researchers motivate participants by compensating them

for their participation in their studies. This is clarified in the example:

Students who volunteered to participate in the experiment signed a consent form and were paid a

$15 participation fee upon completing the session. (EARLI 4 — my italics)

To sum up, one higher level in bottom-up processing is to reveal the move type within which the
above steps fall. It can be seen that the preceding steps provide information relevant to the
sample of a study so they all share one overall purpose, which is to detail the participants of a
study and how they are selected. Therefore, they all are assigned under the move, ‘sample and

population of study’.

Move 2: Procedures of study

Step 1

The first step within this move is the design. This means that a researcher creates a framework by
which he tries to find answers to his research questions. In the data under analysis, the writers of
18 RAs directly name the design and then give more information about it. This is clearly shown

in the example below where compound nouns are used to name the design:

We used a randomized treatment-control, pretest—posttest design. Blocking by teacher at each
school, the 42 classrooms were randomly assigned to the SBI (n = 594 students) or control (n =

569 students) condition. (JREE 1 —my italics)
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The information about a design reveals what knowledge is expected to be produced by a design

to answer research questions, as in the italics below:

Impact of the STaRRS partnership on participant students’ science content knowledge and
attitude toward science and scientists [expected knowledge] was assessed using a pre-test—post-

test, non-randomized, comparison group design. (JRST 5- my italics)

Information about a design includes the rationale of adopting a design supported by a link to

literature, as in the example:

A pretest-posttest control group design was used [name of design], as it is the most appropriate
when the independent variable is manipulated by the researcher and randomization of

participants is not possible [rationale] (Campbell & Stanley, 1963) [link to literature]. (JRST 6)

Other 16 articles also provide direct explanation of procedures which represent a certain design

but without naming it. An example on this is:

Students in each class were randomly assigned to either a generating (N=165) or a reading
(N=167) condition. Before and after the study, all students individually completed an identical,
online pretest and posttest within one class period (50 minutes) [design]. After the pretest,
students worked on one of two Photosynthesis inquiry units in pairs for 6 days. Except for
the reading and generating guidance in the visualization activity, everything was identical in  the

two versions. (JRST 2 — my italics)

The writers imply here that they control other variables (everything was identical). They also
point to the materials used ‘Photosynthesis inquiry units’ without detailing them because these

have already been defined in the introduction section of the RA.
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Step 2

Step two, ‘identifying interventionists’ shows who implements an intervention. The information
under this step identifies interventionists, their number, their characteristics and criteria for

inclusion, as in:

During Year 2 of the study, 12 [number of interventionists] teachers [interventionists] (3 male, 9
female) [characteristics] who taught English/Language Arts or Reading to seventh and eighth
graders and who patrticipated in the CSR study the previous year (Vaughn et al., 2011) were
included [criteria for inclusion]. All teachers earned a bachelor’s degree, and eight possessed a
master’s degree. Teaching experience ranged from 2 to 36 year. Teacher demographic

information is provided in Table 1. [characteristics]. (JREE 3 — my italics)

Three articles present the interventionists by using only first plural pronoun ‘we’ assuming that
readers will identify the referent as the research team. In this case, attending to the distal entity
can help identify the referent as the research team and make sense of it. However, in five articles
information about interventionists is absent as they only use the noun ‘experimenter’ without
identifying its referent. The writers of these articles must know who they refer to by
‘experimenter’, but they do not tell. Therefore, these articles are not considered having this step.
In the example below, the referent of the noun ‘experimenter’ is not identified in the whole

article:

An experimenter was present all the time. (EARLI 3)
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This step also reveals information about how to prepare an interventionist before implementing
an intervention. Eight RAs describe how they were prepared and four articles announce that they
were already prepared or qualified. The example below shows how the interventionists were
prepared by participating in a professional development session. The example presents the
rationale, duration, goals, content of this professional development as well as steps of training

the interventionist:

Professional development was designed to approximate the type of training that is typical when
schools adopt published programs [rationale]; it was limited to 2 days [duration]. The goals of this
professional development session were to develop ‘..” [goals]. The professional development
familiarized interventionists with lesson structure “..." [content]. Interventionists viewed publisher-
developed video clips of lesson elements and participated “..". They were also shown how to set

up. [steps of training]. (JREE 2 —my italics)

Step 3

The third step is designing and implementing an intervention or a material. Four RAs have
introduced this step before the beginning of the methods section. Therefore, readers should not
ignore the introduction section in order to understand the intervention and the procedures of
implementing it. This step in addition to step 1 and 4 of move 2 are the core of any RA of this
kind. They describe what was done and how it was done. Step 3 is realised by a number of sub-
steps: introducing an intervention or a material, duration needed to implement the intervention or
the material, size and source of materials, components of interventions/material and the

procedures followed in implementing them and identification of the apparatus.
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The first sub-step includes a description of an intervention and provides a reference based on

which researchers design or develop their intervention or material, as in the example:

All schools in this Florida school district implemented a consistent core reading program
(Harcourt Trophies; Beck, Farr, & Strickland, 2007). Harcourt Trophies is a comprehensive
reading/language arts program that uses explicit phonics instruction, guided reading strategies,

phonemic awareness instruction. (JREE 2 — my italics)

The writer does not assume shared knowledge with readers of the referent of ‘Harcourt Trophies’
as s/he clearly describes the programme and provides a reference for it. S/he articulates what s/he
knows by introducing the programme as a comprehensive entity. Researchers cite literature to

show what reference or framework they rely on to create their intervention or material, as in:

Our work adopts Wilson’s framework (2009) [framework] for building LPs from a set of inter-linked

construct maps [intervention] (Plummer, 2012). (JRST 7)

Other six RAs introduce also the aim of an intervention or a material, as seen below:

The cases presented students with real life scenarios and were designed to help them
understand complex dynamic models, develop/test hypotheses, and mitigation strategies for

component failure in complex systems. (JRST 1-my italics)

The duration needed to implement the intervention is described in the example below using

compound nouns:

In treatment classrooms, SBI was implemented in five 45- to 50-min mathematics classes a week

over 6 weeks. (JREE 1 — my italics)
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The following example shows the size and source of a teaching material:

The control lesson consisted of 8 slides, with a total of 442 words and 6 graphics [size], and was

adapted from a lesson used by Mayer et al. (2008) [source]. (EARLI 1 — my italics)

Components of an intervention with procedures of implementing it are described below:

The instructional content consisted of ratio, proportion, and percent topics [components]. Within
SBI and as described next, teachers used four instructional practices. First, teachers primed the
mathematical structure of problems by focusing ‘... Finally, teachers worked to develop
students’ procedural flexibility, including explicit teaching of multiple solution methods for solving
proportion problems “.."”. (For further details of the SBI instructional approach, see Jitendra et al.,

2009). [Procedures]. (JREE 1 —my italics)

This is an example where the writers provide explicitly a lot of information about what they
tacitly know. The procedures are explained in clear detail by providing examples and a table for
more information and they are joined using sequential words. The information given in the text
can be enough for readers to understand the components of materials and the implementation
procedures. Moreover, the writers establish a reference for more details about the procedures of
implementing the intervention. In other 13 articles, writers provide a reference that supports or

justifies following a certain procedure, as in:

The tutor provided students with reflection questions *...". In a prior classroom experiment, we
found these prompts to be effective when students learn with multiple graphical representations

of fractions (Rau et al., 2009) [supporting reference]. (EARLI 17)
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The last sub-step is identifying the apparatus. It refers to which equipment used to accomplish a
task in an experiment. One of the articles does not directly mention the apparatus and readers
need to draw inferences about it. An example of this is the heading of a subsection about

materials used in a study:

Web-Based Inquiry Photosynthesis Unit. (JRST 2)

The phrase ‘Web-Based’ presupposes that the researcher used electronic equipment such as
computers to implement his intervention. Although this can be considered as part of shared
knowledge, detailed characteristics of the device and its type are absent. Other RAs inform

readers at least about the type of apparatus, as in the example:

All materials were presented on Microsoft Windows XP personal computers equipped with
monitors and headphones. Each monitor had a resolution of 1280 _ 1024 pixels. Times spent by
each participant viewing each slide of the animated presentations were logged by an HTML

JavaScript computer program and used for further analyses. (EARLI 4 — my italics)

The writer does not only identify the apparatus but he also explains its characteristics.

Step 4

The fourth step is recounting the procedures of the whole study or experiment wherein a
researcher narrates what steps s/he follows to conduct his/her study. This step is different from
step 3 mentioned above because it describes what was done before and after conducting the

experiment or the intervention. A good example on this is:
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Up to 3 participants were tested in a session, with each participant seated in an individual cubicle
out of sight from other participants. First, the experimenter described the study and participants
read and signed an informed consent form. Second, participants completed the participant
guestionnaire at their own pace. Third, participants viewed the multimedia lesson corresponding
to their treatment group-enhanced or control-for 5 min “...". Finally, students completed the post-
guestionnaire at their own rate. The entire session lasted approximately 30 min. (EARLI 1 — my

italics)

The previous example includes clear and arranged steps which are described in detail using
sequential words (first, second, etc.). They also show researchers what they need to do in
conducting a similar experiment. One of the steps which occurs prior to the experiment is
considering ethical issues and it refers to the importance of obtaining consent from participants
to take part in a study or from a certain institution to conduct an experiment. Also, it takes into
consideration any possible negative effects on participants as a result of taking part in the

procedure. The examples below illustrate the function of this step:

1- At the start of each session, written consent was required and obtained from each participant
prior to administering the background information questionnaire, pretest, studying activity, and

posttest. (EARLI 4 —my italics)

2- Full ethical approval from the Human Research Ethics Advisory of the university was granted

for the experiment (Approval No. 11035). (EARLI 4 — my italics)

The remaining steps under recounting procedures include a description of what researchers do to

conduct their experiment and the duration spent on completing a task or a test.
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Step 5

The fifth step is the fidelity of implementing the intervention or material. The main purpose of it
is to make sure that participants adhered to the implementation of the intervention and to the
material. This step consists of 1- aspects of the study experiment to which fidelity was measured,
2- a measure of fidelity with its items and 3- a summary of findings. An example of the first sub-

step is:

Our approach to documenting and measuring fidelity of implementation addressed four distinct
dimensions of treatment integrity (Dane & Schneider, 1998; Gersten et al., 2005): (a) procedural
fidelity and adherence to the ERI program, (b) quality of the instructional delivery of both the ERI
and SDI interventions, (c) dosage of the ERI and SDI interventions, and (d) documentation of the
content focus of the SDI intervention to evaluate program differentiation compared to ERI.

(JREE 2 — my italics)

The writers of this study give then more information about the aspects of study experiment and
how to measure them. The second sub-step shows what instrument was used to measure fidelity,

as in the example below:

Two observation instruments were used to describe and measure teachers’ adherence to the

implemented intervention or curriculum (SBI or control). (JREE 1 — my italics)

The writers here just label the instruments without describing them. However, they make this
clearer by adding examples on the items of the measure, as in the text below, and giving all items

in a table:
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The fidelity measure for the treatment condition consisted of five items measuring general teacher
behaviors (e.g., provides positive feedback) and 15 items corresponding to critical elements of
the treatment (e.g., solving the problem using the DISC four-step strategy). Examples of items
associated with Step 1 of the DISC strategy are identifying the problem type by focusing on the
key problem features and discussing whether the problem is similar to/different from previously

solved problems. (JREE 1 — my italics)

The last sub-step is to reveal the findings of fidelity measure. An example of this is:

More generally, Table 3 shows that fidelity scores for teacher behaviors were relatively stable
across the three observations for both treatment and control classes. These data suggest that
teachers in control classes consistently adhered to their curriculum and teachers in treatment
classes consistently implemented SBI at a moderately high level over time to allow us to attribute

group differences to the implementation of SBI. (JREE 1 — my italics)

The researcher presupposes here that there are group differences which are due to the
implementation of the intervention (SBI) itself and are not caused by other variables because the

teachers adhered to the intervention and to the curriculum.

It can be noted from the above steps that the writers of the RAs describe the procedures to allow
replications for future studies. This overall purpose can justify the move type assigned to these

steps as ‘procedures of study’.
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Move 3: Measure

Stepl

The first step is to identify a measure of variables. The following example describes the measure,
its source and content, the variable measured, how to administer the measure and the duration

needed to complete it.

Gates—MacGinitie Reading Test (4th ed.; MacGinitie, MacGinitie, Maria, & Dreyer, 2000) [source].
The Gates—MacGinitie Reading Test [measure] is a timed, group-administered assessment of
reading comprehension [variable]. The assessment consists of narrative and expository passages
ranging in length from three to 15 sentences [content]. Students read each passage silently and
then answer three to six multiple-choice questions related to the most recently read passage [how
to administer the measure]. Items increase in difficulty as the student progresses through the

assessment during the 35-min time limit [duration]. (JREE 3 — my italics)

It can be seen that the name and content of the measure are given as an indication that it can be
replicable. In addition, the writer does not directly state that ‘reading comprehension’ is the
dependent variable in his study as it may be a part of knowledge shared with readers. On the
other hand, in 16 RAs, the variables are introduced using explicit lexical items without assuming
that readers know them, suggesting that the writers do not consider them to be a part of the
shared knowledge. In these 16 RAs, the writers know what counts as dependent variables in their
studies and they provide such information to identify the given variables as dependent ones, as

seen in the example:

2.1.4. Dependent variables:
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We measured three dependent variables, accuracy score, time on task, and efficiency measure.

(EARLI 3 —my italics)

In this example, readers still need prior knowledge about the concept of dependent variables.

Step 2

The second step is items of measure and it refers to questions used to collect data from
participants. The first example below shows the number, name, source, examples and purpose of

the items:

The pretest and posttest assessments included five items [number of items] aligned with
instruction. Three items were typical knowledge integration items [name of items] (Liu, Lee,

Hofstetter, & Linn, 2008) [source] that asked students to make connections between the concept

of energy transformation ‘...” [purpose]. (see Table 1 for an example) [example]. ‘.... Energy

Stories [name of items] extend typical knowledge integration items ‘..., asking students to explain
a series of connections between energy concepts in a coherent way [purpose]. (JRST 2 — my

italics)

The writers do not give the name of the measure itself and indicate that it is a pretest and posttest
measure only. However, they name the items and give examples in a table to point that the
measure can be replicable. In addition, there is a recycle pattern of the items’ names followed by
the purpose of the items in the example above. Therefore, the writers do not assume that readers
know the items and their purpose as they make them explicit and give elaboration by examples

and description.
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The second example below does not mention examples or descriptions of the items of measure,

yet the source and the name of the measure are provided to indicate that it can be replicable:

Teacher Science Knowledge Test (TEST) [name of the measure]. The teacher science
knowledge test consists of 24 multiple-choice and six short response items [number and type of
items]. Of the 30 items, 24 were taken from Trends in International Mathematics and Science
Study (TIMSS) or National Assessment of Educational Programs (NAEP) [source]. (JRST 3 —my

italics)

Step 3

Step 3, ‘validity of a measure’ occurs in nine RAs. Implying that the measure is valid occurs in
five RAs wherein researchers use already designed measures. The writers in the following
example imply that the measures are valid and reliable and they give reference for more

information:

Detailed validity and reliability information for each measure can be found in Maerten Rivera,
Adamson, and Ahn (2012) and Maerten-Rivera, Huggins, and Adamson (2013). (JRST 3 — my

italics)

In four RAs, the researchers either create or develop the measure, so they test its validity. They

explain briefly how validity is established. For example:

Two scientists, two middle level science teachers, E: Y! rangers, and the researchers established
the content validity of the instrument by matching the items to NSES earth science content

standards and state standards for Idaho, Wyoming, and Montana. (JRST 5 — my italics)
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Step 4

This step is concerned with providing a report about reliability of a measure. Detailed

information about how reliability is established appears in three RAs, as in the example:

The CGI-MLS reliability was established in two ways. First, a test—retest reliability rating was
achieved by using assessments from a group of 36 E: Y! students ‘...". The Spearman coefficient
reliability for the instrument was 0.69. Due to the non-linearity of the questions, the GCI-MLS was
also subjected to a RASCH analysis using students’ pre-tests (n=187). This analysis indicated

that the test was well matched to the sample. (JRST 5 — my italics)

Step 5

The fifth step is data collection. It might be used to replace move 3, ‘Measure’ because it
describes how data were collected using a measure. In three RAs, the section about measure is
entitled with ‘data collection’. However, because all RAs focus within move 3 on what
instrument was used to measure a variable, this move is named as ‘measure’. Since all RAs
describe a measure, they all discuss either directly or indirectly how data were collected. This

step points to who collect the data, as in the following example:

All assessments were administered by trained data collectors individually to students in quiet
locations outside of the classroom. Data collectors included graduate students who had
participated in training that consisted of a review of general assessment procedures. (JREE 2 —

my italics)
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This example explains who collected the data and justifies the selection of those data collectors.
Another function under this step presents the tool that was used to collect the data, as in the

example:

After the observation [tool] was completed, there was no discussion between the observer and

teacher. (JRST 3 — my italics)

Finally, step 5 shows procedures which were followed in implementing a tool to collect the data:

Formal interviews [tool] were conducted with selected peer leaders and university faculty
involved in creating the course and workshop materials. Interviews lasted 30-45 minutes.
Each interview followed a semi-structured protocol “..". Interviews were audiotaped and

transcribed verbatim [procedures]. (JRST 4 — my italics)

Step 6

The last step is scoring procedures and it takes place after collecting the data. It describes the

method or criteria used to score the items of a measure. An example of scoring process is:

The pretest was scored out of 20 points, a point for each part of the human nervous system listed
and another point for proper description of the function(s) of each listed part. (EARLI 4 — my
italics)

The same article from which the example above is taken recycles scoring with another measure

and with more detailed steps, as mentioned below:

Responses from the free recall test were assessed with a conventional proposition scoring

method (Nesbit & Adesope, 2011; Rewey, Dansereau, Skaggs, Hall, & Pitre, 1989). We analyzed
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the original passage into 72 propositional statements ‘...". We classified the 72 propositional
statements into two major categories: 25 central idea statements and 47 detail idea statements.

(EARLI 4 — my italics)

The writers here both make reference to the literature on this particular ‘scoring method’ and
proceed to imply what it entails by saying exactly how they employed it. Moreover, they

illustrate the rubric of scoring in detail:

A researcher who was blind to the experimental conditions assigned a score from 0 to 2 for each
proposition recalled by the participants: 0 points if the proposition was absent or completely
inaccurate; 1 point if the proposition was partially present or partially accurate; and 2 points if “..".
Each participant’s free recall score was the sum of the proposition scores. The maximum score

was 144. (EARLI 4 — my italics)

In order to make sure that this scoring is reliable, data were scored by another rater and then a

report about the results of coding reliability was provided:

Another trained researcher scored 51 randomly selected free recall responses, and the interrater

reliability for the two raters was high, r = .94. (EARLI 4 —my italics)

The steps above share one purpose which is to detail the assessment method of measuring

variables. Therefore, the move type, ‘measure’ is used to represent these steps.

Move 4: Data Analysis Procedures

This move appears in 17 RAs under the method section and in 19 RAs under the results section.

It is accomplished by the following steps:
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Step 1

The first step describes the statistical analysis model used for analysing the data and what
variables are included in the model. An example of this description shows the use of compound
nouns to label the model without explaining or providing information about it, thereby assuming
a lot of shared knowledge with readers. The writer tacitly knows the model but s/he does not

articulate his knowledge:

Student data were analyzed using multilevel, multigroup models with sampling- and assignment-
related clustering adjusted according to the TYPE = COMPLEX and TYPE = TWOLEVEL defaults
in MPLUS 6 [Model] (i.e., teacher was specified as a stratification variable and class was the

cluster variable) [variables]. (JREE 3 — my italics)

Step 2

Step two involves the application of a statistical test. All RAs name the statistical test utilised, as

in the example below which also shows the rationale for using the test:

The resulting factor scores were analyzed using Wilcoxon Signed Rank Test [test] to check if
student perceptions were significantly different between lecture and case-based instruction

[rationale]. (JRST 1 — my italics)

Step 3

The third step is preliminary analysis wherein results of applying a statistical test are presented.
This step is realised in seven RAs within the methods section. The next examples state that the
assumptions of the statistical tests were met:
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1- The Q-Q plot was examined and a Levene’s test of homogeneity was conducted for TEST,
SKS, and OBS. For each outcome the null hypothesis of equal variances was accepted, and thus

the assumptions of the ANOVA were not violated [preliminary analysis]. (JRST 3 — my italics)

2- All models were checked for compliance with assumptions of normally distributed and
homoscedastic residuals. Distributions were satisfactory [preliminary analysis]. (EARLI 2-my

italics)
Providing results of analysis can also be realised using explicit lexical items, as in the examples:

3- Preliminary analyses indicated no significant interaction between the treatment variable and

pretest scores for any of the outcome variables. (JREE 1 — my italics)

4- Preliminary analyses confirmed no differences in groups’ covariance structures. (JREE 3— my

italics)

It can be seen that the writers only mention ‘the Q—Q plot’, ‘equal variances’, ‘homoscedastic
residuals’, ‘outcome variables’ and ‘groups’ covariance structure’ without giving post-
modifications. They assume a lot of shared knowledge with readers; they do not spell out enough
information for a reader unfamiliar with these concepts to identify or understand them. Readers

still need prior knowledge to identify the referent of these noun phrases.

Step 4

The last step is to state the analysis procedures. It involves the steps which were followed to

analyse the data including an indication to what statistical tests and/or models utilised in the
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analysis. In the following example, the writers start with establishing a model and then they

describe the procedures of analysis:

A model-building approach was generally employed as suggested by Raudenbush and Bryk
(2002). First, the student background predictors (e.g., GEN, BLK, HSP, LUNCH, ESOL, and ESE)
were entered into the model; then, the reading achievement predictor was added. ‘...". Only the
final model is presented here for parsimony, but details of the model building can be found in the

online Supporting Information. (JRST 3 — my italics)

Like the example of the ‘scoring method” within move 3 step 6, ‘scoring procedures’, the writers,
while not assuming readers are familiar with the ‘model-building approach’, avoid ‘talking
down’ to them; that is, the explanation does not read like a textbook (e.g. the model-building
approach is ...). No definition is given. This way, readers to whom this approach is new can infer
what it entails and refer to the citations if they want to know more, while readers who are
familiar with it will not feel insulted. The writers are in a way hedging their bets about the
reader’s knowledge here. In other words, the writers assume neither that readers know this
approach nor that they don’t. Then, they complete their description of the procedures that were

followed in the analysis:

Once the final model for student background predictors was established, the proportion of within-
teacher variance accounted for (PVAF) in science achievement by the set of background
predictors was computed “..." In addition, the proportion of “..” was computed by comparing a
baseline model without a predictor of interest to the fitted model with the predictor of interest and

examining the change in 02. (JRST 3 — my italics)
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Replacing a noun by a symbol like ‘62’ without explaining its referent assumes that there is a
knowledge shared with only specific group of readers. More information about this symbol is
needed to help readers understand it. Attending from ‘o2’ to its distal entity can make it
meaningful by clarifying and introducing its referent as the variance of a set of values from the

mean, instead of just mentioning it as ‘62’.

In summary, the above steps fall under the move ‘data analysis procedures’ because they all

share one purpose- to explain what was done to analyse the data.

5.2 The Arabic RAs

The analysis of the Arabic articles presents the same moves found in the English ones. However,
there are differences in terms of addition of a new move called ‘variables’, as can be seen in
table 5.2 below. There are also differences in terms of absence of some steps, which are
‘motivation’, ‘analysis model’ and ‘analysis procedures’. All similarities and differences are
discussed under section 5.3. A description of the presence and absence of the steps as well as
descriptive statistics of the occurrence frequency of these steps in all of the Arabic articles are
given in appendix 2. All steps are represented by examples from the RAs and translations are

given immediately below each example.
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Table 5. 2 The moves and steps of the accounts of methodology in the Arabic RAs

Steps

Moves

1- Sample and Population 1- Size of sample.
2- Characteristics of sample.
3- Sampling technique/design
4- Time of study.
5- Setting and site of study.
6- Population of study.

2- Procedures of study 1- Design.
2- Introducing an intervention or a
material.

3- Designing and implementing an
intervention or a material.

4- ldentifying interventionists.

5- Recounting procedures.

3- Measure 1- Construction of measure.
2- Validity of the measure.
3- Reliability of the measure.
4- Scoring procedures.

4- Variables of study

5- Data Analysis Procedures 1- Statistical tests
2- Preliminary analysis

Move 1: Sample and population

The analysis of all of the Arabic RAs shows a description about the participants of the studies.
This description does not always completely identify the referent of some nouns in this move, for

example:
Sl Y1 Caall il (e (S Gtie gana e Al jall A claidl

The study sample comprised two equivalent groups from the first secondary female students.

(JEPS 5)
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Introducing the noun phrase ‘two equivalent groups’ without clarifications under the sample
assumes a lot of knowledge on the part of readers. A reader can identify who these groups are
because the information about them has already been given in the abstract of the research. The
writer knows what types of groups s/he employed in the study and s/he tells about them. Yet,
s/he does not say what equivalence means here. The distal entity of ‘equivalence’ could refer to
groups that are equal in terms of social background and/or age and/or achievement. The reader
will not be able to understand until s/he reaches the results section where the missing information

satisfies his/her question.

The writer of this article must know what the ‘first secondary’ refers to, but he does not clarify
its referent assuming that readers can identify what it refers to. The writer’s study was conducted
in Saudi Arabia where students enter their first school year at the age of six and are not
distributed in classes according to their achievement in a test. This procedure for accepting
students applies throughout the Arab World. Therefore, only Arab readers of this article can
know that students in the grade ‘first secondary’ are classified according to their age. This means
that this article has no aspirations to an international (extra-Arab) readership. In addition, more
information is needed here to explain what school year is meant by ‘first secondary’ and to know
the approximate age of students. A reader from Jordan may interpret the distal entity of ‘first
secondary’ as those students who are about 17 years old and they are in the year before the last
school year as it is in Jordan, but this grade in Saudi Arabia refers to tenth grade which is the
first year in secondary schools and students still have two remaining years to finish their study at

schools. This implies that the obligatory grades in Saudi Arabia are nine because the tenth grade
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is the first grade in the secondary schools whereas the obligatory grades in Jordan are ten and the
eleventh grade is the first secondary. In other words, this article can cause confusion even among
Arab-world readers. Such differences in the education systems in the Arab countries require

adding definitions for the grades mentioned under the sample.

Another ambiguity occurs in four Arabic RAs conducted in Saudi Arabia. The writers of these
articles use the terms ‘alSaf al'awal almutawasiT: ‘first intermediate grade’ and ‘alSaf althaanii
almutawasiT’: ‘second intermediate grade’ to describe the participants in their studies. Readers
may need identification for the term ‘almutawasiT’ because they might understand that the first
or second grades are classified into different levels, so they might think of the existence of first
advance grade. Readers need more modifications because a different term is used in another
article to refer to this grade: ‘alSaf al'awal al'i9daadii’. Readers who are familiar with this term
may not know that the term ‘alSaf al'awal almutawasiT’ refers to the same grade. Indeed, the
distal entity of both terms refers to those students who are in the same grade, seventh grade with

an average age of 12 years.

On the other hand, four Arabic RAs give explanation or a definition about the sample at the end
of the introduction. Two of them state that the sample consists of the eleventh grade students.
Readers can easily understand after reading the introduction that these students are in the year
before the last school year. The other two articles present a definition of the fifth and seventh

grade in the introduction under the subsection ‘Key terms’. For example:
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s el A 2l 5 ) IV Gl ja ) andy oY1 dadadll ol el san) day 1l Gudal) Caall?

Aol A el (e el A ga el Al) Caiall g ol g e ) Al Als jall diad g oAy 53

Fifth elementary grade is one of the educational grades in Jordan and are divided into two
stages, the first is the elementary and the second is the secondary. The elementary stage lasts

for ten years and the fifth grade is the fifth year of the elementary stage. (JEPS 1)

The case of unidentified referent which describes the sample is not limited to school year only. It
can be found in a description of a sample of students enrolled in a university, as in the example

below:

Bl sl G AdUa (120) e Aadda (1668) e @l s 4 il IS Gl maas (g Al )all adinea ()5S

558 Y] daala A il IS il (558 (it ililan) G a3l 3k 5 ralial) sy

The study population consists of all the female students of the Faculty of Education whose
number is 1668. 120 of them are students in the seventh level in the department of Curricula
and Methods of Instruction according to the statistics of the Student Affairs Office in the Faculty

of Education at Princess Noura University. (IJRE 4)

The writer assumes that readers are Saudi and can understand what the noun phrase ‘seventh
level’ means. The writer assumes that all readers are familiar with the education system in the
country where the study was conducted. Attending to the distal entity of ‘seventh level’ can
reveal that it refers to a year in a university, but there is no information given to clarify the
referent of this noun phrase or to show what year it is. Readers who can understand this might

misunderstand the same concept when it is used in another country. They might think that ‘level
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two’ in the following example has the same referent as ‘a year in a university’. The example

describes a sample from another country:

b Cplanaall s el gl mals 8 2 53 A 3l dlaa anadi Al (g Al g il (102) Glisncl) (il ana?”

¢ (5 stoaall Zaiy) Ala yall abead il Sl Glse

The two sections include 102 male and female students whose major is classroom teacher in the
Faculty of Education at Yarmouk University, and who are registered in the mathematics course

for teachers of elementary stage level two. (JJES 2)

The writer of this article needs to provide more information to help identifying the referent of
such ambiguous noun phrase. This sentence can be rewritten in a clearer way to resolve the
ambiguity because ‘level two’ in this sentence of the Arabic version might refer to the students
themselves registered in the course so this might mean that they are in a year at the university. In
Saudi Arabia, they use level instead of year to refer to students in a certain year at a university.
For example, they know that ‘level two’ refers to students in a university in their second
semester of the first year. Thus, they might be confused when they read ‘level two’ in this
example. In this case, it would be clearer if ‘the second year’ is used instead of level two and is
moved to an earlier position of the sentence. ‘Level two’ can refer also to grade two of the
elementary stage. If so, it would be clearer if the noun ‘grade’ (alSaf) used here instead of ‘level’
(almustawaa). On the contrary, one article refers to the students in a university by using the noun
phrase ‘fourth group’ (alfrqah alraabi9ah). The writer makes it clear in the introduction of his

research that those students are at their final stage in their relation with the university. It can be
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understood that ‘group’ here means a year in that university and those students are in their fourth

year.

The previous example (JJES 2) and its complement below show the most frequent steps (within

move 1 and as explained below) that occur in the Arabic RAs:

22013)abadl (e J V) Gl g Canll Lo g A Cansll (pa L) sic Lo JEAN a3 (i (e A jall dige < oS57
ol o ) dralas (8 A i 4S8 Cauall alrs panadi Al (e dalla 5 allda (102) Gl Bl auais (2014

S (5 ginall Al Als ) caleal ilpaly Hl) (Ble (& Cplasall

The study sample consisted of two sections which were randomly selected [sampling technique]
from the sections [population] that the researcher teaches in the first semester of the year (2013
2014) [time of study]. The two sections include 102 [size of sample] male and female
[characteristics] students whose major is classroom teacher in the Faculty of Education at
Yarmouk University [Setting and site], and who are registered in the mathematics course for

teachers of elementary stage level two. (JJES 2-my italics)

Step 1

The first step is the size of sample. The writer of the article reported above does not only give the
number of participants included in the study, but also those excluded from participating in the

study. S/he adds information about this at the end of his/her paragraph:
S el de saaall 8 Ll 48 el de sanal) 8 Wi 50 colus)) alesin/ ey 2321 maal’

After excluding for absence, the number became 50 male students in the control group and 48

male students in the experimental group. (JJES 2)
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A reader can infer that the number excluded is four. Such information about the excluded
number is available in four RAs. One of these four articles states directly the rationale for

excluding some participants without assuming shared knowledge with readers, as in the example:

Fl e AL agdl a5V S D Cle ganall YoV V2Y 0 ) 0l el alall Gl S lagiad a3 ) ey

el g el cile gana) 8 2l s Uit (Y4) &yl ¢l sadiall Lllall IS saall sl ¢ Y

After excluding for repeaters from the three groups in the academic year 2010-2011, so their
previous experiences do not affect the test results [rationale for exclusion], the total humber of
students included in the experiment became 29 male and female students in both the

experimental and control groups. (JEPS 2-my italics)

Step 2

The second step found in the same example (JJES 2) is the characteristics of sample. The
characteristics in the Arabic articles inform readers only about the gender of participants, as
stated in the example (JJES 2). It is found that one article directs readers to the beginning of this
step using a heading ‘di=ll Lallai: characteristics of sample’, but the information presented
under it is irrelevant to the characteristics and realises the ‘sampling technique’ step, as seen

below:
A 5aladY) ARl (8 () glue o ddgal) 31 a1 0 55

Distributing the members of the sample according to their level in English. (IJRE 4).
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Step 3

The third step, ‘sampling technique/design’ tells how the sample is selected. In the example
already given under step 1 (JJES 2), the writer adds more information about the procedures used

to design and select the sample:

ALalB Ay 55 i sl (385 (Blasal) iy 385 ¢l e sanall Jial (Al s Ll 50) Wil giie L as) & sl

Ao 1 A& plall (385 A (Slusall o 3 Adalia e ganeS (Al s Wl 52) (s_AY) < ptal 5 cISEa Ja e

One of them was randomly selected (50 male and female students) [sampling design] to
represent the experimental group which studied the course according to a teaching strategy
based on problem solving. The second group (52 male and female students) was selected as a
control group that studied the same course according to the traditional method [sampling design].

(JJES 2-my italics).

The writer here, like all of the RAs, assumes that readers are researchers who can understand
what experimental and control groups are as this is part of their knowledge about research
methods. S/he must also know what ‘the traditional method’ is, but s’/he does not explain it
presupposing that it is a well-known method which is connected with control groups and the
readers are familiar with it. (There are three Arabic RAs which define this method within the
methods section and seven RAs define it in the introduction section under the subsection ‘key
terms” without assuming that readers know it). On the other hand, the writer does not assume that
readers know the non-traditional method, ‘the teaching strategy’ in this example, as s/he defines

it in the introduction and later under the intervention.
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Sampling technique is followed by a rationale of selecting the sample in 14 articles because they

include purposive samples. An example of this is:

Clall Al Al S sy (o dtecad 45 k) 20 LIRS a7 Adln g Wil (141) (e i 558 sl all die Lal?
s yal) ] dinslio 5 481 pu) U pgan 5 Cprinlal] aaf ue o g0 (o Lag il [ ki 5 sSA ApulsY) a3 ) 53} Ay

S 30lgd o Gpibld] i prall 6 Gpaleall o JS Jsan s iCpan cpuls O pise 405

The study sample consisted of 141 male and female students. They were deliberately selected
[Sampling technique] from Alkaramah Elementary School for girls and Alkhwarzmi Elementary
school for boys because of the following: the schools are near one of the researchers’ work place;
the researcher can easily supervise and follow implementing the study; the availability of modern
computer labs; and all teachers in both schools have Intel certificates [rationale for selecting].

(JJES 5-my italics)

There are five RAs which report how the sample was selected, but they do not mention how the
subjects of study are assigned to the experimental and control conditions. This results in lack of

detail for sampling design.

Step4and 5

Step 4 and 5 show the time and place of study respectively, as mentioned in the example (JJES
2). Step 4 is to announce the time of selecting the sample or the time of implementing the
experiment. It is found in eight RAs within the methods section, but it occurs in 20 RAs under
both the introduction and the sample move as a repetition and in nine articles only in the

introduction under the subsection ‘limitations of the study’. Step 5, ‘the setting and site of study’
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gives information about the place from which the sample was selected and where the experiment
was conducted. This can be followed by the rationale for selecting the location, as mentioned in
the example (JJES 5) above. The writers of two articles provide information only about the

setting making it difficult to know the exact location. One example is:
ALl Al ) el Ay b el PG Caall ddla e Al jall ol 8 () oS5

The study sample consisted of the second elementary grade students in Almazar Elementary

Co-education School. (JJES 1)

The selected school is in a village in the north of Jordan. The writers assume that readers are
Jordanians; they assume that readers would know which country or city the selected school
belongs to. Adding information about the site or population is necessary to make the location

clearer for readers from other different countries.

Step 6

The sixth step, ‘population of study’ tells whom the sample is selected from. It can be understood
from the example (JJES 2) that the population is the sections that the researcher taught in the
Faculty of Education at Yarmouk University that year. A more direct description of the

population exists in most of the Arabic RAs. An example of this is:

Lo 5 Al all aaine’
£l 30 A 55 34 jae  Age sSall Guylaal) 8 cpiailal) ) Gualad) Cocall Atk maas (g sl ) adine (555

Sl g Lila (8471) adaae alldls 2012/2011 ¢oud sl alall (& Y

203



Population and study sample

The population of study consisted of all sixth elementary grade students [population] in the
public schools of Alzarqa Aloula Directorate of Education [setting and site] in the academic
year 2010/2011 [time] and whose number is 8471 [size] male and female students

[characteristics]. (JJES 5-my italics)

This example shows the same steps found within the sample move: 1- the setting and site
containing the population, 2- time of selecting the population, 3- size of population and 4-
characteristics of population. As can be noticed from the above example, the writers provide a
direct description of the population using an explicit lexical item ‘population’ (a<is=) which is
used also as a heading for this paragraph. Guiding readers in such a way is found in 34 RAs
where the writers use ‘population and sample of study’, ‘sample of study’ or ‘members of study’
as headings indicating the first move. However, it is noted that one article includes some
information under this move that realises another step which is ‘designing an intervention’. Such

case can misguide the readers of this article.

It is obvious that reading the introduction section is important to help identify nouns or noun
phrases given in the accounts of methodology. It is the subsection ‘key terms’ of the

introductions that gives definitions for key words employed in the methodology.

Move 2: Procedures of study

All of the Arabic RAs explain how the experiment is implemented. This is achieved by six steps

explained below.
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Step 1

The first step is the design and it is realised by giving the name of the design under a direct
heading called ‘design of the study’ or by presenting procedures that explain the design. Only
three RAs just describe the procedures without giving the design name. In addition, more
illustrations are added to the design by giving abbreviations in English and this is found in eight

RAs. An example of this is:

e el st

Gl 01 X 02

G2 03 - 04

olail) 4l L) 102,04 Ll alall dmdls JLial 101,03 dafiall de ganall :G2 G yaill de senall :G1

e Y1 il a1 Aadal e ) 2S5l lal) ;X (g0

The design of the study is as follows: G1: The experimental group, G2: The control group, O1,
O3: Pre-test of learning motivation, 02, O4: Post-test of learning motivation, X: Teaching by using

the instructional software and - : Teaching by the traditional method. (JJES 1-my italics)

The writer here adds clarification to his description of the design, but with some ambiguous bits.
The referents of the abbreviations in the example above are defined only in Arabic. The writer
does not mention what they refer to in English assuming that readers can know that. However,
this may not be considered as part of the shared knowledge and readers may ask what such
abbreviations stand for in English. To make more sense of them, we attend from them to their
distal entity to reveal what they represent, as in attending from G1 to its distal entity which is

group one.
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There are four RAs which give a definition of the design or the purpose of using it. The writers
of these articles articulate what they know without assuming that readers have background
information about research designs. The writer in the following example gives the purpose for

adopting the design (expected knowledge to be produced):

&8sl g Le s Cilan Jad (e 4l 2y A alel) Cand) o aal zrgiall 138 22y 5 5 53300 J5Y) Canall il

The current study follows the quasi-experimental design to investigate the effects of team
teaching method on the level of the rhetorical performance of the first secondary female students.
This design is considered one of the scientific research methods that is applied to make a change
in the reality and to observe the results and effects of this change [description of design]. (JEPS

5- my italics)

Introducing a design includes the rationale of using certain design and provides a supporting

reference, as seen in:

ng.b)éﬁg;ﬂ\ﬁﬂ\@i&mﬂ\ﬁ&»bﬂ\al@&b@\@uﬂjﬂj "@\M\@Jﬂ\é&;&e}@;’

“(Gay & Aiirasian, 2000; 2003) -~ sl Gaall g Jalall Gaall Glaagal Luslia

Random assignment is not possible ‘...’; therefore, the most appropriate design for this study is
the quasi-experimental which controls threats of the internal and external validity [rationale of

design] (Gay & Airasian, 2000; 2003) [supporting reference]. (JEPS 13)

206



Step 2

The second step is introducing an intervention or a material. This step is realised by defining the
intervention and/or stating its aims. Aim/s of the intervention is stated in 23 RAs, as in the

example below:

e oSl e Allal) 3 )08 Apat oo Aad) i) (e caagd) g KA Ja Aal jia) (35 ¢ Aaalail) salal) ol o8

Sl by jad 5 ASA s A

The educational material was constructed ‘...” according to the problem solving strategy which
aims to develop students’ thinking ability by analysing, illustrating and solving the problem [aim].

(JJES 2-my italics)

One RA gives two definitions taken from previous studies for the intervention although it has

already been defined in the introduction under the ‘key terms’. The example is:

Uans 48 Lal Ul aleall ol ) 5 40 53" 1Ll (169 ¢2009) e e Led je 412 Aul A 58 dadl jiul?
e gun gall ) calldall oLl Lgia Coagll ()55 ¢ omsl oAl ) jiall J s Jucadll Jals 43a 5 4nsdi ) g 535 ALY

M5 sinall Jaks Asaciall Yl L Juaill Jaks 8 43S Lt 5 Lo de 55 (5 sinall 3 dagal

Self-generating questions strategy: Abedlruhman (2009, 169) defined it as: The teacher guides a
student to raise some questions about the textbook and direct them to himself and his colleagues
inside the classroom. The aim of these questions is to attract the student’s attention to the
important topics in the course content and to promote his participation in the issues contained in

the content in the class. (IJRE 3- my italics)
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There are 38 RAs, including the above article, which define the intervention implemented within
the introduction under ‘key terms’, so there is no need to provide the definitions within the

methods section.

Step 3

The third step is designing and implementing the intervention or the material and it shows that
the researchers in all of the articles create an intervention or a material. This step is realised by
the following sub-steps: 1- reviewing available literature and sources about the intervention or
material, 2- using a tool to design them, 3- establishing the components of the intervention or
material and describing the procedures for implementing them and 4- checking the validity and

reliability of the intervention or material.

The researchers make reference to the literature and sources to help them design the intervention,
to select the material that suit the sample of their study and to find out how the intervention is
used. The example below shows that the researchers cited the literature they have already

reviewed in their introduction to help them design their intervention:

Lul 505 (2012) Al dul 1< Al jall 038 & guia sa gl Al AL il Hall 5 Sl ) g ga 5l 5 g UY) o5

LA g STV B sand) e‘JS:b.uLj (a:d’:\j‘ Jils g atasal a gkl (e LN (ZOIZ)U,-.U’J\ 5l

Relevant previous research and studies such as Alkhatatneh’s (2012) study and Abu Alenein’s
(2012) were reviewed to benefit from designing and developing teaching aids using the electronic

board. (JEPS 1-my italics)
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The second sub-step mentions a tool or the apparatus by which the intervention or the material is

designed or implemented. In the following example, the writers mention what tool they used to
design and to implement the software:

Jl Al e daaa il oda (gauai (Sas s Microsoft Power Point gl (b (e dasa ) avenal o7

e cinall dalea (1o Lo len Lt (Sa) LeS 4318 3 el il 5 day 5 Ly gas sl s apen 5l 2l 5 il e (50 8

.‘Data Show jlea P&

The software was designed using Microsoft Power Point [tool]. It can be applied individually
to one student or to all students together provided that there are enough devices. The software

can be applied collectively by the class teacher using Data Show [apparatus]. (JJES 1-my italics)

The apparatus (data show) is identified only in English as readers are more familiar with it in
English. This could be a reason why a writer is code-switching into English as a way to identify

the referent of some nouns.

The third sub-step is to provide the components of an intervention or the content of a material
and procedures of implementing them. Most of the articles illustrate the components and the
procedures either in the body of the methods section or by making reference to teachers’ guide
books. Four articles indicate to these procedures or components under ‘key terms’ in the
introduction. One article presents the components of intervention within the methods section and
makes a reference to an unattached appendix resulting in lack of detail about the intervention.
The following example shows one of the components of an intervention and how to implement

it:
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:(Finding Stories in Song) el sa syl 2 Aaadl) Alay) Y Al iy
Jlea DA e At ) 5l 5001 ) Aullall ¢ Lail o5 dal Saidgie] ol 50 gl alag) W ) daasi) i) o2a e
LBle oy o3 ) g Lainl) o A A 50 saW) Lgtianad il Al 4y )y Aallall (oS 5 calaall 36l 8 51 Jomasl)

CAe Y 5l 33 9351l jia (e Bl giose daalll il (any =) 581 5 clgaes 55 daalll I Jralds A8l

The first strategy- Identifying stories in a chant or a song [a component]: This strategy includes,
firstly, finding a chant or a song that tells a story. Then, the students listen to the chant or to the
song using an audio recorder or the teacher’s reading and they are asked to narrate the story
included in the chant or in the song. Then, the story is elaborated by discussing and adding
details to it, and then proposing some alternatives to the story inspired by the vocabularies of the

song or the chant [implementing procedures]. (JEPS 4- my italics)

The writers here use sequence words like first (¥sf) and then (&) to organise the procedures in a
step by step description. Another example below introduces the elements of a teacher’s guide

book:

@JJ\BJ‘&L&Y\}EJ&#\B)\&L&Y\} ‘Z\:\..\SA”B‘)L’.L.&Y\} 63..1\;:\}4:\”3)\&3“‘2“} &j@\:‘ﬁjwj‘)d&uiéc‘_;)h\’

LAl g

It consisted of five lessons which are: allegory, explicit metaphor, implicit metaphor, good and bad

metaphor and metonymy. (JEPS 5- my italics)

The writer here must know what these lessons mean, but s/he does not articulate this knowledge,
assuming specific linguistic knowledge on the part of readers as s/he introduces these lessons for

the first time in the methods section without any clarifications given before.
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It is found that the writer of one article code-switches to English to list the components of an
intervention assuming that readers know them in English and they can better understand them
this way. However, the writer does not identify how these components work and these need more

information to be given for readers who are unfamiliar with. The components are in the example

below:
List, Form, Design, Agents, Question) :Jiec*.. . 4dbisall Jeliid) < sl (e laae zali il panaly
.‘(Navigation
The programme includes a number of different interaction tools ‘..." such as: list, form, design,

agents and navigation. (JJES 11)

The third sub-step might also include the rationale of selecting the content of the material or the

intervention, as in:

Sl ST s ey cadal geeli jall oL Zmll 300 5 50 oy s 3 g il il (e i) il gl ) &

Four strategies were selected from Forest's story telling model to build the educational
programme as they are more appropriate to the characteristics of the study members and they

are able to develop the writing skills [rationale]. (JEPS 4- my italics)

As part of the procedures followed in implementing the intervention, the same sub-step indicates

very briefly to the fidelity of implementation in eight RAs. An example of this is:
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‘GJLL\H ¢L5L€_A.d\) PEIEON| u&hﬁﬁﬂ\ e\m‘gﬂse&}éyf&ﬁum‘}u\ﬂ\ EM(;S;SS\ Rl
XYY QAB};)A\Q\JA&\&&MQA&MU sM\}M\MM}M\ﬂY\MuJ@qﬂJ}(@Uﬂ\

A jiy)

In order to control the strategy objectively and sequentially, different forms of evaluation
(introductory, formative and summative) were used. This aims at adjusting the strategy,
improving the teaching and learning process and achieving the desired goals of the strategy.

(JJES 2- my italics)

The writer assumes that readers know that controlling the implementation of the intervention was
conducted by the evaluation methods and s/he assumes that readers know these methods. It may
be advisable to articulate more information about the meaning of these terms because readers not

familiar with them may struggle here.

The researchers in the last sub-step try to make sure that the intervention or the material are
appropriate for the sample, valid and can achieve the objectives of their studies. The researchers
have consulted referees to make sure of the validity of the materials and interventions. This is

explained in the following example:

QG\AL.\HeGcM\Q%L;&\AJﬁAJ;\);F&_B sWJMuﬂu\_g@ﬂ\w\C&ud&&M\

ComeSaall e 9pA s Lede &4;\ ‘;"\S\ Anliall CBaedll o) jals

Having designed the educational programme in its final form, it was presented to a group of

referees specialists in Arabic Curricula and Methods of Instruction. In the light of the referees’
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suggestions and comments, the two researchers made the appropriate amendments which are

unanimously approved by 80% of the referees [validity of the intervention]. (JEPS 4- my italics)

In order to find that the participants can deal with the intervention, seven researchers applied it to
a pilot sample. They wanted to check if the intervention suits the participants or if the duration is

enough to implement the components of the intervention.

Step 4

Step four is identifying interventionist. The researchers point to who implement the intervention
or the experiment and only announce that they prepared the interventionist to be able to
implement the intervention. The preparation was accomplished by training the interventionist on
how to implement the intervention and on some tasks and instructions but without informing
what these instructions or tasks are. Preparation process is mentioned also as a sub-step of step 5

below. Below is an example of the step:

wgﬁ}_a\jﬁM}‘ﬁU}SA}b}A&JSQG.AUJ,\HUALAA_%L\,\QJ:U‘}SJ &@Uﬂ\ﬂ)ﬁécw\%‘)ﬁéﬁ)’
%JJ&G&ABL@J\&Pc%ﬁ@\&ﬂ@ﬂ\aﬂ\@&#d@&jﬁﬂ\}i;ﬁﬂbﬁﬁﬂ\&bl&b&d\

Sl QA G piealall g sl aalad 8 sy SIS

The female teacher [interventionist] was trained to teach the programme and provided with a
special file including all elements, components and content of the programme [preparing the
interventionist]. The teacher has experience and competence in the field of teaching Arabic
curricula for the secondary grade. She has a bachelor degree in teaching the language and a

master degree in Arabic Literature [rationale for selecting]. (IJRE 5- my italics)
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This example includes the rationale for selecting the interventionist. Giving such information can
guide researchers to build their selection of interventionists on a rationale and to inform their

readers that the selection is not random.

Step 5

Step 5 is recounting the procedures of the study. It mentions the steps followed in conducting the
whole experiment. This step occurs in the RAs after the third move, ‘Measures’, but it is
presented here because it includes procedures and thus it is considered as part of the second
move. This step is realised by a number of sub-steps which explain what is done in the pre-
experiment phase, during the experiment and post-experiment phase. These sub-steps are
summarised as they appear in the RAs in the following order 1- considering ethical principles, 2-
selecting the sample, 3- selecting and designing the material or the intervention, 4- establishing
the measure, 5- preparing the interventionist, 6- administering the measure (pre-test), 7-
conducting the experiment, 8- administering the measure (post-test) and 9- collecting data. By
announcing these steps, the writers follow a writer responsibility approach as they guide their
readers in a step by step description. The writers have already discussed the sub-steps: 2, 3, 4, 6,
7 and 8 in previous texts (under the sample, intervention and measure) and they repeat them

under this step.

In sub-step 1, the researchers obtain consent from the sample or from certain institutions to

conduct their study. The following is an example:
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Approval of the targeted schools was obtained to cooperate in conducting the study. The school
head teacher and the science teacher agreed to implement the study in the school. (JEPS 1- my

italics)

Sub-step two announces again that the sample was selected. Selection of sample has been

previously explained under the sample. An example is:
CnbaY) Gudal) Caall i (e izt LAl
Selecting two sections from the fifth elementary grade students. (JEPS 1- my italics)

Sub-step 3 mentions that the researchers selected or prepared the material and they designed the

intervention although they demonstrate this before. The example is:

oY) SN Caall (o puall 8o g w5 50 qaen add Gy ¢ ialall U8 (e Apasledl) Zuma 5l avenai Y f

The study was conducted according to the following steps:
First: designing the educational software [intervention] by the two researchers to include all the

lessons of the multiplication unit [material] for the second elementary grade. (JJES 1- my italics)

The measures used are presented in the RAs prior to the step, ‘recounting procedures’.
Therefore, the sub-steps 4, 6 and 8 have already been introduced under the measure or the

design. Presenting sub-steps 6 and 8 here can just indicate to when the measures were
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administered in the study as before and after implementing the intervention. In the following
example, the writer repeats information about the name of the measure, its validity and

reliability, but he adds information only about the duration needed to administer the measure:

Oe Gl 5 e Sainl de o 4k s (paSaall (e de gane A (e Aaa (e a5 oo la) pSal lad) oLy

")m.;:j\lu‘):‘\ﬁééd70¥&}ﬁwuw “C}*'A}} ‘431.\3

Constructing the creative thinking test, checking its validity by consulting a group of referees,
administering it on a pilot sample to check its reliability and clarity of instructions and deciding that

the test duration is 70 minutes. (JJES2)

Conducting the experiment in sub-step 7 refers to applying the intervention to the experimental
group and the traditional method to the control group. Thus, this procedure is introduced under
the sample design and repeated here under step 5 in 15 RAs. The writers add here who the
interventionist is or the duration required to conduct the experiment. The example below

explains carefully the duration needed to complete the experiment:
CAe sane UK e gl el G &8 505 <2014-2013 abad) e IV dacadll clpasd 50 Sad gy 51 5 58 8 jciaal?

The teaching period lasted for one semester; the first one of the year 2013-2014. Each session

lasted for three hours a week for each group [duration]. (JJES 2- my italics)

On the contrary, the writers in some articles do not give enough information to identify the exact
duration, as in ‘six weeks’ or ‘one semester’, ‘4 classes’ and ‘3 classes a week for three weeks’.
They assume that readers know how long one class is and that is a part of knowledge shared with

them.
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The last sub-step, ‘data collection’ refers to the data collected from the pre-test and post-test. The
writers inform readers that scoring and/or statistical procedures have been conducted on the data.
The scoring procedures are considered as a step within the move, ‘Measure’ and are explained
later. The statistical analysis is also given within the move, ‘Data analysis’. The examples (JJES

5) and (JJES 4) summarise this sub-step:
Clilias) giallaa s oiald) 38 (e JLEaY) GBI paai o7

The test papers [data] were marked [scoring] by the two researchers and statistically

processed. (JJES 5- my italics)
COUHRY (e lgran o5 G ULl any) sl 5 al

The data collected from the two tests [data] were statistically analysed [statistical analysis].

(JJES 4- my italics)

Move 3: Measure

This move identifies the tool used to measure variables of a study. It is realised by a number of

steps:

Step 1

The first step is construction of a measure. Firstly, the writers identify the measure used by

displaying its name, as in the example:

mal gl el il )
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Mathematical creative thinking test [name of measure]. (JJES 2- my italics)

Secondly, the process of construction starts with determining the aim of the measure. This

reveals the rationale of establishing the measure, as in the example:

Gl alaaiuly (i) ey g U8 @l 5 42 Sl Cile gua gall Ul ¢l (5 sise (b ) HLisY) 138 Caagy’

This test aims at measuring the female students’ performance level in the rhetorical topics

[variable] before and after teaching, using the team teaching method. (JEPS 5- my italics)

Thirdly, the process of measure preparation in 18 RAs is based on referring to other relevant
studies as a source to help the researchers themselves establish or develop the measure. In six
RAs, the researchers design their measure according to some available standards but not

identified to readers, as in the example:

gl G e lgle o laial) iasill JLsaY) sliyy alae) ae) 56 gLl &5 50

The familiar rules for preparing and constructing the achievement test were followed in terms of

the goal. (JEPS 1)

The writer presupposes that certain rules exist and that readers know them. It seems that the
writer has tacit knowledge about these rules, but s/he does not put what he knows into words. In

fact, there is a need for more information explaining what these rules are.

Fourthly, establishing the measure contains determining the number of items, their type and

which topics the items measure. An example of this is:
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The number of the test items reached 25 [number of items] multiple choice questions [type of test]
set according to the levels of different objectives: recalling, understanding and comprehension

and higher thinking processes [topics]. (JJES 5- my italics)

In this example, the writer provides the topics according to which the items are assigned.
Examples on these items are not given. It is found that only two articles show examples of items
and other five make a reference to appendices of items without attaching them. Another article
draws readers’ attention to a measure in its final form without showing what this form is. The

writers of this article mention:
ot LS il 43 ) gay bl B
The measure in its final form remains as in. (JJES 1)

Finally, the construction process ends with including instructions about how to complete the test.

Below is one example of four RAs which have this function:

Gladdill 238 Casin g 28 g c‘)\_\.\AY\wt_u@J\u@lCuA)S Ul (5 giunal dialia g dlgus daly HLIAY) Claddet Caziia o

ALY e e LAYy ciila) Ji sa Bel 8 Ve JS el 555 ey dilaY) 85 e il A4S

The test instructions were set in a simple language suitable for the female students’ level. The
instructions demonstrate the aim of the test for the students. These instructions include
illustrations about writing the data on the answer sheet, reading every question carefully before

answering it and answering all questions. [Instructions]. (JEPS 5- my italics)
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Step 2

The second step, ‘validity of the measure’ is achieved by consulting referees or specialists in the
field and considering their comments or suggestions to make amendments on the measure if

needed. This is explained in the following example:

LIS 8 50 A eliac] (V) (e A sSe aiSad A e dumje ais ¢ A V) Alia 8 LAY slaely Gdialy) L8
&)mé}wuy\w&\mueju‘zduwjuumécBﬁbjuﬁyﬂ\uﬁw\uau}@yﬂ\e#\

cdelual) ale) 5 Jaawil 5 A8LRY) Cun (ol Gmny Jaad o3 388 ¢paSaall cillaaSla

The two researchers prepared the test in its initial form “...’. It was presented to a refereeing

commission consisting of 7 faculty members in the Faculty of Educational Sciences, to some

’

supervisors and to some science teachers of fifth elementary grade. In the light of the referees
comments, some items were amended in terms of addition, modification and paraphrasing

[validity]. (JEPS 1- my italics)

In addition, three RAs start this step by defining the validity or by giving an overview about it
without assuming that readers are familiar with this concept and what it means. Such information
may be considered as part of shared knowledge that readers may already recognise. An example

of this is:

Canll Bl 0 685 5 sl 50 (gl aaatiad ) 310Y) 8 La i) g3 a3l o 5l e Bl dey ;A BLSY) s’

Al Camiia g Lo Slad i o by gaiay S 13 d8alia
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Internal consistency: validity is considered one of the conditions that the tool adopted in any study
should meet. The tool is considered valid if it can really measure what it is supposed to measure.

(IJRE 4)
Step 3

The third step is testing the reliability of the measure and it is confirmed by administering the
measure on a pilot sample and then showing a report about the measure reliability. The example

below demonstrates this step:

o sl ) pains (o oasbia¥ 1 uabiall Canall Al (g Ll (25) (e cdlls e Slaiasl e e JLadY! ke &3
ds.: ?j} ‘(080-020)% IUM\ O lalee CilS Enny c'é‘)gé dﬁ‘):\:\.qﬂ\) :\JM\ O alesa &L\;);L.u\ 63 P PREIS C)\A
= (Test-Retest) sy Gubisale] s HLiayl 44 )y GUN Jales cas LS (0.20) oo Dpadll alzs

e MaiuY) Ll

The test was administered on a pilot sample consisting of 25 male students from the sixth
elementary grade from the study population outside the sample [to check reliability]. Then, the
difficulty and discrimination coefficients were calculated for each item. The difficulty coefficients
were between (0.20-0.80) and the discrimination coefficient was not less than (0.20). Reliability

coefficient was also calculated by testing and retesting the pilot sample. (JJES 5-my italics)

The writers here describe the sample of this pilot study and calculate the difficulty and
discrimination coefficients of the test items. They also indicate to the method used to calculate
reliability coefficient using English nouns ‘Test-Retest’. They add the report confirming

reliability:
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CAlall Al al) a2 Y A s Al 02 5 (0.87) Sl Jalrs dad izl

The test was administered again three weeks after the first test. “Pearson” correlation
coefficient was then calculated. The value of the reliability coefficient reached (0.87), which is

acceptable for the purpose of the current study [report of reliability].

Based on a pilot study, researchers calculate also the duration required to take a test, as in the

example:

)i un Al A0 5 Al ) 48 i) (531 < gl Jan s dlagly sy Alid Ge s Sl anliall a3l s

RN (£Y) Jia¥) e o5 Jgn g ¢dddy (§Y-Y9)om

The time required to answer the test questions was calculated by finding the average time that
the first and the last female student took. It ranged between 39-43 minutes. Therefore, the test

duration is 42 minutes [duration]. (JEPS 5- my italics)

Step 4

Step 4, ‘scoring procedures’ is represented by assigning values to the items of the measure. This
step is also found within the step ‘recounting procedures’ in two RAs. There are 12 articles
which guide the readers to the beginning of this step using direct headings. This last step is

explained in the following example:

osliall il )5 el 5 Ml bl Ll 2000 cililaiul) @l “Likert” @S 4yl e (i) sz’
bY@ Ll cudael (el Lie cuay s je JSI(3-1) (e Sl all Canas s 5 a3 (120) A a2 (40) o
©(100) Baa) g A pa g cblal cpim ya g o(Laily) s o &0
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The scale was designed based on “Likert’s” method of the three answers ‘always, sometimes and
rarely’ so the marks range from 40 to 120. The marks were set as 1-3 for each question that the
student answers. In the positive statements, three marks were given if the answer is ‘always’, two

marks for ‘sometimes’ and one for ‘rarely’ [scoring procedures]. (IJRE 3-my italics)

A writer of one RA details the criteria used to mark a test, but some information about one

criterion is not given, as seen below:

Crgh el Wy e IS e GLILY) jies pmsaalt g Jala
Analysing and marking all answers for each question according to:. (JJES 2)

Another article is not considered having this step because the researcher just states that s/he sets
standards and an answer key to mark the test, which includes one writing question. As the
researcher sets the standards and the answer key, s/he must know how s/he uses them in marking
the test and he can put that in words. However, there is no information given that helps illustrate

the ‘standards’ or ‘answer key’, so readers do not know how the test was marked.

For scoring reliability, data were scored by the researcher and by another rater. Then, the

researcher calculates scoring reliability and provides a report on reliability, as in the example:

‘_CA..AAS\ QL\J&S‘SM::AAJ% AT éﬁ\)ﬂ\:\.\mg_\d.:j £ )J}Sz\hbu ehslwl..: CA-AAM Gl Claa (.\35’

Inter-rater reliability was calculated using Coper’s equation ‘..." and the agreement percentage

reached 86% which is adequate for reliability. (JEPS 12)
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Move 4: Variables of study

Writers of the Arabic RAs specify which variable is the force and described as independent and
which is the result of that force and called as dependent. In this move, the writers know and
articulate which independent variable is manipulated as an intervention and which dependent
variables may be affected by this intervention. They give direct information using explicit
headings about these variables without assuming that readers know them although readers can
draw their inferences and find what these variables are when they read the titles of the articles.
This move appears in 24 RAs indicated by explicit lexical items and 16 of them include a
separate subsection entitled with ‘variables of study’. The following is an example of how the

variables are displayed:

Gl aladiidy G ail) sa r il uiall
ic ganall QULH‘;GM\ 1Y) L;)LMGAMJ (Jiiall paiall e 40 yiall 438 yeal) @'\jﬂ\ .Y ;@m\ ariall

A )

The variables of the study are:

-The independent variable is the team teaching method.

-The dependent variable is the knowledge outcomes which draws on the independent
variable. This variable is represented in the level of the female students’ rhetorical performance in

the experimental group. (JEPS 5- my italics)
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Move 5: Data analysis procedures

Step 1

This step appears in 22 RAs at the end of methods section and in 18 RAs under the results
section. The researchers indicate that the statistical tests were applied and some articles name
them in English to make the referent clearer to readers. The writers’ tacit knowledge here
pertains to technical terms being articulated using English and Arabic phrases. The example

below displays what statistical tests utilised and the rationale for their use:

Al Ailaay) ciladleal) aladinl &5 A jall gt HI J) gl e a3
Ao el 8) s g Anbuad) o giall Glas -]
Gila )3 Slan sia (3540 AV wasil(Paired-Samples T-Test) ddasl il Gle gaaall () JLad) gulai -2
sl 2 310 gamall 5 L (il o glall aiadd 8 Cpaleall (D)
The following statistical procedures were used to answer the main question of the study:
1- Calculating the means and the standard deviations.
2- Applying the paired samples t-test [statistical test] to determine the significance of mean

differences between the marks of the science teachers-students in the pretest and posttest [the

rationale]. (IJRE 2- my italics)

Step 2

The second step is preliminary analysis and it is reported by showing that the groups of a study

(the experimental and the control) are equivalent in their level of achievement in a pretest and/or
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in their age. Groups’ equivalence appears under the results section in six articles. An example of

this step is:

Capn 5 s ) Gy 00 U8 (il A el (e sanall il e el Sl a8 Gl o7
JLERY 5 ALY & 5 el s B i lea e (i panall ulla il A jlanall bl jaiV) s Auboaall illaus gial)

bl e il G 35 il 48 yaal Aiuaall cilipall () lsal adiiued 5 (JSS

The creative thinking test was administered on the students of both the experimental and the
control groups before conducting the study. The mean and the standard deviations of the
students’ results were calculated on fluency, flexibility and originality skills and on the whole test.

The t-test for independent samples was used to find the differences between the means. (JJES 2)

It can be seen that the statistical tests were applied to make sure of equivalence in achievement.

The writer then adds the results of the analysis which confirms that both groups are equivalent.

5.3 Comparing the two sets

The rhetorical analysis of the current study sample shows some similarities and differences
between the English and Arabic RAs. At the move level, all articles share the same moves which
are: 1- sample and population, 2- procedures of study, 3- measure and 4- data analysis
procedures. The only difference between the English and the Arabic RAs is in the addition of the
‘variables’ move in the Arabic articles. The variables in the Arabic sample are assigned within a
move because they occupy a separate subsection entitled with ‘variables of study’ under which a
description of independent and dependent variable is given. Similar to this, variables appear in

Weissberg and Buker’s (1990) study as one of the ‘information elements’ shaping the methods
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section. This move presents mainly independent and dependent variables. The independent
variables are introduced as the source of an effect and the dependent variables are the result of
that effect. The writers of the Arabic RAs do not assume that readers know these variables
although the information given about them may be considered as part of the knowledge shared
with readers. Readers can identify what variables are independent or dependent by just reading

the RA title, which clearly display these variables.

On the contrary, variables appear in the English articles as a sub-step within ‘the measure’ or
‘data analysis’ moves. They are introduced as part of a description of the measure or within the
analysis procedures. Lim (2006) found in his analysis that ‘defining variables’ is a sub-Step
described within the ‘methods of measuring variables’. The writers of the English RAs introduce
some variables without assuming that readers know them because the information about these

variables is new and may not considered as part of knowledge shared with readers.

The moves and steps found in the two sets of texts are not similar to the ones found in Nwogu’s
(1997) study. The following steps from Nwogu’s framework of the methods section of Medical
papers do not exist in my data: ‘indicating criteria for success’, ‘defining terminologies’ and
‘indicating modification to instrument/procedure’. These steps might be considered as features
relevant to the experiments conducted in the Medical field. Therefore, the differences between
the methodological elements analysed in the current study and in Nwogu’s study might be
attributed to disciplinary differences between Medical RAs and the Educational RAs. This
finding is supported by Briones (2012), Kanoksilapatham (2012), Lakic (2010), Peacock (2011)
and Samraj (2002), who found some rhetorical differences across different disciplines. However,
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it could be said that these steps which Nwogu lists are still valuable in Education. Perhaps they
occur in other sections of the RAs in the current study sample. For example, the step, ‘defining
terminology’ has a similar one in the introduction section of Arabic RAs under the sub-section,

‘key terms’.

On the other hand, the moves presented by the current study are similar to the ones found by
Ping and Lingli (2010), as given in the Literature Review. Except for the first move in their
analysis, ‘aim or questions of research’, all other moves are similar. Their analysis of the RA
methods in Medical and Applied Linguistics RAs can justify the similarity between the moves.
The field of Applied Linguistics can share similarities with the discipline considered in this study

as they both fall under the umbrella of soft sciences.

It can be noted that the English and Arabic RAs share the same moves. They also share
similarities at the level of steps within the first move. They both include the following steps: size
of sample, population, setting and time of study, characteristics of sample and sampling
technique/design. However, there are some differences in how/how often some of these steps are
realised. Firstly, the accounts of methodology of Arabic RAs provide much more information
about the population than the English RAs. The information gives the setting containing
population, time of selection and size and characteristics of population. Moreover, 85% of the
Arabic articles use subsection headings to guide readers to a description of study population
while only one English article uses a subsection heading under which a detailed description of
population is given. Therefore, the writers of the Arabic RAs give more weight and attention to
the population of the study to make the description of participants clearer to their readers.
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Secondly, the step, ‘situation of study’ provides some more information in the English articles
than the Arabic about teaching materials used in the setting and characteristics of people there.
Such information gives readers an overview about the setting from which a sample was selected.
However, the step, ‘time of study’ is found in only 8% of the accounts of methodology of
English RAs, but it is included in 92.5% of Arabic RAs. The writers of the English RAs do not
employ this step implying that introducing the time of study may not have any effects on the
results of the study or on its procedures in the educational settings. This suggests that these
writers adhere to a notion of timeless truth, that they are researching what [people] do rather than

what they did.

Finally, as part of ‘sampling technique’, English RAs include one feature about inclusion criteria
for the sample that is not available in the accounts of methodology of Arabic RAs. The authors
establish this step to perhaps indicate that the right sample has been chosen. Another feature,
‘motivation’ is also absent from the Arabic RAs. It shows that the researchers involved in the
English RAs are willing to pay some money to attract some members to participate in their
study. The researchers involved in the Arabic RAs may rely on the social relations to help
selecting the sample of their studies. They might refer to a colleague, relative or a friend in an
educational setting to facilitate the selection of participants. Those participants might participate
in a study to gain their teacher’s satisfaction even they are not interested in doing so. This

suggests that the motivational aspect may appear in Arabic RAs in a different way.

The writers of the English and Arabic RAs assume shared knowledge with readers about some
concepts within the sample of the study. For example, they assume that readers are researchers
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who know what experimental and control conditions refer to. However, the shared knowledge
about some concepts in the English articles is different from that in the Arabic RAs. Such
differences have already been explained by some examples such as ‘first secondary grade’ and
‘“first intermediate grade’. The shared knowledge about these concepts is different within
different Arab countries. All these differences might be attributed to different academic cultures,
as was shown by Al-Ali (2010) and Martin (2003). These researchers pointed to the role of
cultural contexts in shaping a particular genre. Furthermore, the two academic cultures do not
always give enough modifications that can help identify the referents of some noun phrases, as in
the example of 7th grade, but sometimes the Arabic RAs include glossing in English and some
definitions for some phrases within the methods and introduction sections. For example, 25% of
the Arabic RAs define the traditional methods used with control groups without assuming that

readers know such methods.

The steps within the second move are similar in both English and Arabic RAs. They both give
the name of the design. However, 92.5% of Arabic RAs guide their readers using subsection
headings for the study design under which the name of the design is directly given whereas only
50% of English RAs follow this process. Moreover, the description of the design in the accounts
of methodology of Arabic RAs includes repetitions of procedures used to design the sample;
these procedures have already been presented within the sample move. Another difference found
is in adding abbreviations in English to explain the design in the Arabic RAs; these abbreviations
are identified in Arabic, but they could leave a question about their referent in English. Finally,

some Arabic RAs present glossing and definitions of the design. It can be seen that the writers of
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the Arabic RAs try to give enough information to deliver the message clearly to their readers by
including headings, abbreviations, glossing and definitions. The instances of glossing may be
considered as part of the assumed shared knowledge that Arabic readers may be familiar with
(see section 7.1.1.2: Glossing). In the case of definitions, the writers do not assume that readers

have background knowledge about the meaning of a design.

The step, ‘identifying interventionists’ occurs in 92.5% in the Arabic articles and in 66.6% in the
English RAs. The writers of the English RAs, however, explain how to prepare interventionists
in detail in some articles while the Arabic RAs only announce that the interventionists are
prepared. Another step, ‘introducing an intervention or a material’ relies on introducing the aims
of intervention in both English and Arabic RAs. This feature is available in 57.5% of Arabic
articles, but it occurs in only 16% of English articles. In addition, the Arabic articles introduce
their intervention by defining it within the introduction under ‘key terms’, a section that is not
available in the English articles. The writers of the Arabic RAs do not assume that the
intervention is part of knowledge shared with readers as they give other researchers’ definitions

and then they clarify what it means for them in their studies.

English and Arabic RAs have similar sub-steps within ‘designing and implementing an
intervention or a material’. They introduce the components of intervention or material and the
procedures of implementation. They also present the type of the apparatus used in designing and
implementing an intervention. The writers of the Arabic RAs name the devices in English
because the readers are possibly more familiar with their English names and these names may be
considered as part of the assumed shared knowledge. In addition, the writers of the English and
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Arabic RAs cite literature to show what reference they depend on to justify the way they design
their intervention or material. This finding does not agree with what Al-Ali and Sahawneh
(2011) showed in their analysis of the abstracts of the Arabic PhD dissertations. They concluded
that the writers do not refer to previous research to justify their work. A few differences occur
between the two sets of data. Firstly, the Arabic RAs include one sub-step that is not found in the
English RAs; it is: checking the validity and reliability of the intervention or material. Secondly,
the English RAs use references to support a procedure they have followed in their research. The
writers of these RAs do not assume shared knowledge and acceptance of these procedures. The
use of references lends Al-Ali and Sahawneh support because they affirmed that the English PhD

candidates tend to focus on how more than what.

The step, ‘fidelity of implementing the intervention’ exists in some English and Arabic RAs. The
writers of the English RAs, unlike the Arabic articles, give much more information about the
fidelity and how to measure it without assuming shared knowledge with readers. They may want
to convince their readers that their results are not influenced by any external variables. The
writers of the Arabic RAs do not explain how they control the implementation of an intervention
assuming shared knowledge with readers about how to ensure fidelity. They still need to add

more illustrations and information to this function to help their readers understand it.

Both English and Arabic RAs have the step, ‘recounting procedures’ as they both narrate
carefully the steps followed in conducting the whole study. However, the writers of the Arabic
RAs do not assume that readers know these steps although readers can understand them by
reading the previous texts occurring before the ‘recounting procedures’. This step repeats most of
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the procedures that have already been discussed. On the contrary, these procedures in the English
articles are new to readers as they have not been introduced before and they may not be part of

the shared knowledge.

There are three differences within the third Move, ‘measure’. Firstly, the writers of the English
RAs provide examples on the items of a measure in 83% of articles, but only 5% of Arabic
articles include such examples. Hence, there are more English RAs than the Arabic that indicate
that the measures can be replicable. Secondly, the process of measure construction in nearly half
of the Arabic RAs includes referring to other relevant research and studies as a source to help the
researchers themselves establish their measure. This lends supports to the result indicated
previously about reviewing literature to establish the intervention in the Arabic articles. The
writers of the Arabic RAs try to persuade their readers of their measure credibility because they
themselves construct the measure. Mur-Duefias (2007) pointed out that referring to previous

research is a way to convince readers of research credibility.

Thirdly, the writers of the Arabic RAs also try to persuade their readers of the measure validity,
which was tested by consulting some specialists and referees. The writers of only two Arabic
RAs which used measures from previous studies did not mention such testing. These writers
claim that the instrument can measure the variables of their studies. The other researchers
involved in the Arabic RAs established the measure themselves and they probably want to
confirm to readers that their design of measure is not based only on their experiences but also on
some referees’ views to make sure that their measure is valid. On the other hand, most of the
researchers involved in the English RAs used already designed measures that are available in the
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literature and they did not test its validity. Therefore, the writers of these RAs assume knowledge
and acceptance of these procedures in a way which the Arabic RAs do not. In addition, the step,
‘validity of measure’ occupies more space in the Arabic articles than in the English RAs and
there is an obvious orientation to readers by using more explicit headings. The process of guiding
readers using direct headings exists also in step 3, ‘reliability of the measure’ and in step 4,
‘scoring procedures’ in the Arabic articles making it easier for readers to find information about
the reliability and the scoring processes. However, the writers of the Arabic RAs add some
information which may be considered as part of the assumed shared knowledge because the

information presents a few definitions about the validity of the measure.

The last move, ‘data analysis procedures’ in the English RAs contains two steps that are not
available in the Arabic articles. They are: ‘statistical analysis model’ and ‘analysis procedures’.
This move occupies more space in the English articles due to the existence of analysis
procedures, which show detailed steps followed by the researchers in their analysis of data.
There are two shared steps within this move in English and Arabic RAs. The first is the use of
‘statistical tests’ within which the writers name the tests used to analyse the data. A few writers
of the Arabic RAs, moreover, add glossing to the names of these tests. The statistical techniques
in the accounts of methodology of both English and Arabic RAs are not explained assuming
shared comprehension with readers. Brett (1994) also showed that the statistical procedures in
the sociology articles are shared by the members of the discourse community. It can be helpful
for readers to add some clarifications to these techniques, so they do not struggle in

understanding them. The second step is doing preliminary analysis. Unlike English RAs, all
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Arabic RAs which have this step follow the same procedures in their preliminary analysis by

making sure that the groups included in their studies are equivalent in a pre-test.

The differences between English and Arabic RAs presented above support Kaplan’s (1966)
claims about cross-cultural differences in rhetoric. However, both English and Arabic RAs share
similarities in terms of the way in which writers’ main points are delivered. The writers of the
English and Arabic RAs present their main points directly at the beginning of their paragraphs.
Such similarities disagree with Kaplan’s discussion about the differences between English and
Arabic paragraph writing. Kaplan reports that expository paragraphs in English develop in a
linear sequence by initiating a paragraph with a topic sentence and then providing supporting
examples and demonstrations. The reverse procedure may be employed by presenting the
examples firstly and ending with the main idea. In Arabic, paragraphs rely on using a chain of
parallel patterns. Kaplan demonstrates the development of English and Arabic paragraphs using

the following graphic (1966, p. 15):

English Arabic

-

-

It is found that both English and Arabic RAs follow the first representation shown above in the

graphic as they both go directly to the main point. For example, the first move, ‘sample and
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population’ presents directly relevant information about sample size and the remaining steps
immediately at the onset of the move. This way of representing ideas in Arabic RAs does not
match with the parallel forms explained by Kaplan. For example, Kaplan mentions that climatic
parallelism is a form in which an idea is only completed at the end of a passage. This is not
found in the representation of ideas in the accounts of methodology of Arabic RAs. It could be
that the nature of methodology influences Arab writers’ style as it deals mainly with procedures;
therefore, writers just need to list directly their procedures. Moreover, the use of the linear
sequence by the writers of the Arabic RAs raises the possibility that English language discourse

patterns have become norms used by other languages in international scholarship.

Some problematic cases appeared in the Arabic RAS, as in providing information which is totally
unrelated to ‘characteristics of sample’ in one article causing realisation of another step,
‘sampling technique’. Another article also within the sample of study move includes information
part of which realises another step, ‘designing and implementing of an intervention’. Other
articles left some information empty within a few steps, as in ‘components of intervention’ in
one article and ‘scoring procedures’ in another article. This causes lack of detail for these steps.
Other five RAs make reference to appendices on items of measure, but they fail to attach them.
Lack of detail is also found within the step, ‘sampling design’ in both English and Arabic
articles. 19.4% of the English articles do not state how the subjects were selected and only
mention how they were assigned to control and treatment groups and 12.5 % of Arabic articles

do the other way around. Such problematic issues may be attributed to lack of solid review
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conducted on RAs by the researchers themselves and by the reviewers of the journals where

these RAs were published.

237



Chapter six

A non-language-specific framework

The moves and steps of the English and Arabic RAs already identified are the results of an
inductive process which involves adding new categories and modifying existing ones in
Nwogu’s (1997) outline which has been initially used. This outline was modified because it does
not accommodate the data under analysis. The modification results in one framework for the
moves and steps of the accounts of methodology of English RAs and another for the Arabic (see
tables 5.1 and 5.2). At the final level of bottom-up analysis, the aggregate of moves and steps
from the two tables can be combined to propose a more comprehensive framework for accounts
of methodology which is non-language-specific. It is found that most of the moves and steps are
shared in both of the English and Arabic frameworks. Such similarities help combining these

moves and steps in one framework, as presented in the following table:

Table 6. 1 A non-language specific framework

Steps
Moves
1- Sample and Population 1- Population of study.
2- Size of sample.
3- Situation of study.
4- Characteristics of sample.
5- Sampling technique/design.
5.1 inclusion criteria for sample.
6- Considering ethical principles.
7- Motivation.
2- Procedures of study 1- Design.
1.1 name of the design.
1.2 expected knowledge to be produced.
1.3 rationale of adopting the design.
2- ldentifying and preparing interventionists.
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3- Introducing an intervention or a material.

4- Designing and implementing an
intervention or a material.

4.1 reviewing available literature and sources
about the intervention or material.

4.2 size and source of materials.

4.3 components of the intervention or the material.
4.4 checking the validity and reliability of the
intervention or material.

4.5 identifying apparatus.

4.6 implementation procedures.

4.7 duration needed to implement the intervention
or the material.

5- Fidelity of implementing an intervention or
a material.

6- Recounting procedures.

3- Measure 1- Establishing or identifying a measure of
variables.

1.1 name of the measure.

1.2 variables intended to be measured.

1.3 referring to relevant studies to help establish
the measure.

1.4 items of the measure.

1.5 measure/test instructions.

2- Validity of a measure.

3- Reliability of a measure.

4- Data collection.

4.1 data collectors.

4.2 atool used to collect the data.

4.3 procedures of implementing the tool.

5- Scoring procedures.

5.1 coding reliability.

4- Data Analysis Procedures | 1- Statistical analysis test/model.
(*PIM) 2- Preliminary analysis.
3- Analysis procedures.

* Possible in the methodology or in the results section

This framework is important for a number of reasons: Firstly, it is detailed and more
comprehensive than Nwogu’s outline as it adds new categories that are not part of Nwogu’s as

given in section 3.4. Secondly, it does not only compare English and Arabic Educational RAs
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whose design is experimental or quasi-experimental, but also shows what sub-steps are
employed to realise a step. It can reveal whether the information given within a step is relevant to
that step or it realises another different step as seen within the step ‘characteristics of sample’ in
section 5.2. This is important for laying out the methodology clearly by knowing correct
realisation of steps in order not to mislead the readers. Thirdly, the proposed framework can be
useful for students to learn what elements represent the methodology and to have a good
understanding of the organisation of the methodological elements. Then, students, as a kind of
practice, can employ what they learn to write the methodology. Teachers may find it easy to use
the framework in teaching the students detailed elements to help them write their methodology

chapter.

Fourthly, although the proposed framework relies on one field of study, Curricula and Methods
of Instruction, it displays an exhaustive description of accounts of methodology. This is because
the methodological elements have to be made explicit in the Educational field (see section 3.2).
This framework, for example, can cover almost all of the ‘information elements’ prescribed by
Weissberg and Buker (1990) in their textbook, which serves as a guide for writing RAs (see
section 2.1). The only element that the framework misses is ‘restrictions’. This element is found
in the Arabic RAs, but it is not added to the framework because it appears in the introduction
section of these articles (see section 7.2.2). Moreover, this framework is more detailed than
Weissberg and Buker’s pattern because it presents the steps and the sub-steps that can clarify the
function of each move. It can be noticed that this framework includes many more steps than

those in Weissberg and Buker’s as these researchers do not give what categories can go under the
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‘information elements’ they provide. It should be noted that the prescriptive approach taken by
Weissberg and Buker is inherently top-down. This fact signposts the point in this thesis in which

a top-down perspective comes into play.

Another academic writing guide is presented by Singh and Lukkarila (2017) and it prescribes the
components of the methods section. These are: ‘description of research approach, participant
demographic information, study procedures, study instruments, data collection and data analysis’
(Singh and Lukkarila, 2017, p. 204). These researchers demonstrate these components as
follows: the first component includes a description of the study design such as a qualitative or a
quantitative design. This component in quantitative research also focuses on describing the
research context and the instrument used in a study. The second component shows information
about the characteristics of sample such as the gender, education and ethnicity. The third
component begins with the place of a study followed by informed consent and sampling
procedures. The fourth component in qualitative research includes description of the researchers
and demographic surveys while in quantitative research it narrowly provides description of
surveys and gives information about the validity and reliability of instruments, if there is any.
The last component presents chronologically the steps followed in collecting and analysing the
data. Collection and analysis of data can be either in one section or separated into two sections. It
can be observed that the proposed framework covers all of these components and it has some
more steps and sub-steps that are not present in Singh and Lukkarila’s guide. The absent steps
are ‘population of study’, °‘size of sample’, ‘motivation’, ‘preparing interventionists’,

‘introducing an intervention or a material’, ‘designing and implementing an intervention or a
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material’ with its constituent sub-steps, ‘fidelity of implementing an intervention or a material’,
‘recounting procedures’, ‘establishing or identifying a measure of variables’, ‘scoring

procedures’ and ‘preliminary analysis’.

The proposed framework offers detailed description of the steps and the sub-steps and has the
possibility of covering methodological elements prescribed in some guided writing textbooks,
which are not discipline specific, as in the examples given above. Therefore, it can escape from
the confinement to one discipline and can have relevance beyond Educational RAs to cover the
accounts of methodology of RAs of multiple fields falling under the umbrella of Social Sciences
such as History, Geography, Linguistics, Economics, Political Sciences, Psychology and
Sociology. Moreover, as this framework is detailed and has multiple set of steps and sub-steps, it
can cover the methodological elements or help unpacking them in some fields of scientific
research which have limited methodological elements as such RA methods are described as
‘condensed’ (Swales and Feak, 2004). However, this framework is limited to the RAs whose
design is experimental or quasi-experimental and it is unlikely to cover the accounts of

methodology of different designs as they may proceed in a different way.

Finally, this framework includes multiple set of methodological elements which can be used by
novice writers in some other languages. This framework is compared with Robitaille and
Vallée’s (2017) guide which prescribes the components of the methods section in Humanities
and Social Sciences in French. This guide includes the following categories as the sub-sections

of the methods section: ‘Conception de 1’étude’ (design of the study), ‘Participants’, ‘Collecte de
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données’ (data collection) and ‘Analyses des données et approbation éthique’ (data analysis and

ethical approval) (Robitaille and Vallée’s, 2017, p.19-20).

Robitaille and Vallée state that each sub-section should consist of some components as follows:
the first sub-section describes the type, place and time of study. The second mentions the
population of study and size of sample, details the type of sampling technique and how the
sample was recruited, mentions the inclusion and exclusion criteria for the sample, mentions the
socio-demographic data of sample and describes the composition of the control group. The third
sub-section defines the dependent and independent variables of the study and how they were
measured, describes the measurement tools and mentions when they were made. The last sub-
section describes how the data were analysed, presents the analysis performed for each research
question and declares informed consent process. In quantitative research, this sub-section
describes the statistical tests applied to the data, ensures identifying the variables of study and
shows the statistical significance of results. In qualitative research, it introduces the type of
analysis and details the encoding technique and ways of analysis. It can be noticed that the
proposed framework includes all of the above categories and it has some more steps to add such
as ‘motivation’, the steps within the second move ‘procedures’, ‘validity and reliability of

measure’ and ‘scoring procedures’.

As an another example of comparison with Italian, Boni, Cesqui, Gallani, Pasquale and Tenti
(2016) offer some guides to write the methods section of scientific articles. This guide includes
the following four categories: ‘Descrivere il disegno dello studio e dare informazioni sul setting e
sul periodo di conduzione’ (1- describing the study design and giving information on the setting
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and time of conducting the study), ‘Descrivere le informazioni tecniche’ (2- describing the
technical information), ‘Descrivere i parametri misurati (0 endpoints) e i relativi metodi di analisi
utilizzati nei diversi momenti dello studio’ (3- describing the measured parameters and related
methods of analysis used at different times of the study) and ‘Descrivere le procedure statistiche
e i tipi di analisi utilizzati’ (4- describing the statistical procedures and the types of analysis used)

Boni et al. (2016, p. 60-61).

Boni et al. give further information about what each category includes. The first one considers
the ethical principles and describes the study design, sample, selection of participants,
experimental observation, inclusion and exclusion criteria, presence of diseases and concomitant
treatment. The second category describes the methods, the apparatus, the relative procedures
followed and it justifies each action carried out. The third category focuses on articulating and
defining the main variables of the study and identifies the relationship between them. The fourth
category reveals the level of significance, the appropriate measures of error or uncertainty, how
to calculate the number of participants and the statistical methods used. These categories exist in
the proposed framework except for experimental observation, presence of diseases, concomitant
treatment and measures of error or uncertainty. These last four elements can highlight

disciplinary differences as they belong to scientific RAs, specifically the Medical field.

Therefore, the proposed framework can be considered as non-language specific and it can offer
the possibility for cross-cultural comparison with RAs of different languages. Comparisons can
be made in terms of presence and absence of moves and steps, realisation of steps and frequency
of step occurrences. Some same steps can appear in RAs of different languages, but they can be
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realised using different sub-steps or different amount of information. Writers may give enough
information within a move or a step resulting in the clarity of their methodology while others
may provide less information which can cause lack of details and ambiguity. Cross-cultural
comparison can also be made in terms of how the same moves, steps and sub-steps with their
linguistic exponents can appear across different articles of one language and compare the
realisations of these moves and steps in RAs of a different language. This comparison can show
which cultures are described as collectivistic, which results from harmony and using similar
categories across different texts in a language, or individualistic which reflects differences in
individuals’ thoughts (Samovar, Porter and Stefani, 2011). All of the above possible aspects of
comparison are used to discuss the differences between English and Arabic RAs, as given in

sections 4.3 and 5.3.

This activity of comparison, by using the proposed framework as a reference, is inherently top-
down — it starts from the highest unit of organisation (the framework itself) and proceeds to see

whether particular components appear and how they are realised.
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Chapter seven

Organisation of moves and steps

The word ‘organisation’ involves both the order in which the moves and steps appear (sequence)
and where they appear in the RA as a whole (location). This chapter takes a firmly top-down
perspective and examines how the components of accounts of methodology are deployed in the
RAs. It is divided into two sections. The first describes the sequence of these components. The
study of sequencing reveals the occurrence of repetition of steps in the RAs. Therefore, this first
section includes two sub-sections which identify and discuss other rhetorical features: repetition
and glossing. In the second section of this chapter, the location of these components in the RAs

is identified and discussed.

7.1 Sequencing

The sequencing of the moves and steps in the methodology of English RAs is as presented in
table 5.1 in section 5.1. At the step level, some same steps in different articles appear in different
order or under different categories. Within the sample move, the size of sample is preceded by
the situation of study in seven articles. Step 5, ‘sampling technique/design’ is presented as part of
the second move in eight RAs. M2 S1 the ‘design’ appears before the sample of study in eight
RAs. This step is considered as part of the second move, ‘procedures of study’ as it explains
procedures representing a design. The sub-step, ‘considering ethical principles’ appears within
the first move in six RAs or as part of M2 S4, ‘recounting procedures’ in nine RAs. M2 S2,

‘identifying interventionists’ occurs in 15 articles within the sample move mainly after the size
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of sample and it is found in nine articles within the second move. M2 S3, ‘designing and
implementing an intervention or a material’ has been introduced before the methods section in
four RAs. The steps within the third move, ‘measure’ do not follow a stable sequence. Their
sequence is either as described in table 5.1 or it allows the ‘scoring procedures’ to come after the
‘items of measure’ in seven articles. The step, ‘reliability’ could occur before the step ‘items of

measure’ in three articles.

There is also another description for the sequence of the moves and it appears in 13 English RAS:
1- sample 2- measure 3- procedures 4- data analysis. According to this sequence, move 3
includes information which has been previously discussed within the measure. Some information
about the first step, ‘identify a measure of variables’ and the fifth step, ‘data collection’ reoccurs
within the procedures of study. The reoccurrence of steps in the English and Arabic articles is

discussed in more details under the feature of repetition in the following sub-section.

In the Arabic articles, there are two patterns of moves sequence. The first is as follows: 1-
sample 2- procedures of study 3- measure (or 2- measure 3- procedures) 4- variables 5- data
analysis. The second pattern is: 1- variables 2- sample 3- procedures of study 4- measure (or 3-
measure 4- procedures) 5- data analysis. The only difference between the two patterns is in the
place of the variables move. It is either the first or the fourth move and it occurs before or after
the design of the study. As for the second move, ‘procedures’, it occurs after the ‘measure’ in 26

articles regardless of the ‘variable’ position.
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At the step level, it can be said that there is no fixed sequence for the steps within the first move,
‘sample and population’. It can be said only that the ‘population of study’ appears at the

beginning of this move in most of the articles and the ‘size of sample’ is followed by the step
‘characteristics of sample’ in all articles. The sample size reoccurs within the second move, ‘the
procedures’ in four articles. The steps, ‘time and setting of the study’ appear in the introduction

section and again within the first move allowing for repetition to occur.

The sequence of the steps under the second move, ‘procedures of the study’ is: 1- design 2-
introducing an intervention or a material 3- designing the intervention or the material 4-
introducing the interventionists 5- recounting procedures. However, most of these steps do not
occur in this order or within this move. The design of the study precedes the ‘sample’ move in 24
RAs. It is also found at the end of the methods section allowing for the procedures of sampling
design to reoccur. Step 2, ‘introducing an intervention or a material’ is also found in the
introduction section. Step 4, ‘identifying interventionists’ appears after any of the steps of move
2. Step 5, ‘recounting procedures’ occurs after the third move, ‘the measure’. This step
announces again some steps which are parts of move 1, ‘the sample’; move 2, ‘the procedures’
and move 3, ‘the measure’. These steps are: selecting the sample, selecting and designing the
material or the intervention, establishing the measure and procedures representing the design.

More detail about this is presented in the next section under the feature of repetition.

Unlike the English articles, the third move, ‘measure’ presents its steps in the following constant

sequence: 1-construction of the measure 2- validity of the measure 3- reliability of the measure
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4- scoring procedures. Move 5 in the Arabic articles, ‘data analysis’ includes two steps; one is
about the application of the statistical test and it appears more frequently in the results section.
The second step, ‘preliminary analysis’ occurs within the sample, within or after the recounting

procedures, or at the beginning of the results section.

It is obvious that the sequence of steps mainly under the first move, ‘sample of study’ and the
second move, ‘the procedures’ is not stable in both English and Arabic RAs. Some steps from
the second move sometimes occur within or before the first move. The whole move 2 comes
after the measure in 36.1% of the English RAs and in 65% of the Arabic RAs. Such occurrences
might be explained in terms of the nature of RA methods as they mainly discuss procedures
allowing the steps in the second move to appear under different categories throughout the

accounts of methodology.

7.1.1 Other rhetorical features

The rhetorical features that describe the English and Arabic RAs have already been identified in
terms of the moves and steps in chapter five. Some other features are also found to frequently

occur mainly in the Arabic articles; they are repetition and glossing, as explained below.

7.1.1.1 Repetition

Most of the Arabic RAs include repetitions of the content for what is given in Move 1, ‘sample

and population’, or for what is mentioned in the introductions of the articles. These repetitions
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occur mainly in M1 S4, ‘time of the study’; M1 S5, ‘setting and site’ and M2 S5, ‘recounting

procedures’.

It is found that M1 S4, ‘time of study’ occurs under the sub-section, ‘limitations of the study’ in
the introductions of Arabic RAs and then it is repeated within the first move in 20 RAs. It seems
that the writers of these articles treat the methods section separately from the introduction as they
announce again the time of study although they have already mentioned it. Such repetitions can
be useful for readers who might only read the methods section of an RA. The same also happens
with the step, ‘setting and site’ in 7 RAs. One example below shows the time of a study followed

by another one which displays the repetition:

S S R S TN PR (PR . V(05 e I SV I

1- Tubiga albaHthu fii alfaSli aldiraasii  althaanii min  al9aami
1- Was implemented the research in the semester the second of the year
aldiraasii 2010/2011.

the academic 2010/2011.
1- The research was implemented in the second semester of the academic year 2010/2011.

(JEPS 3)

S2011/2010 (ol S alall (g (S sl 5 Jucadll (8 Canl) 4y 503 (s o3
2-tamma taTbiiqu tajrubati albaHthi fii alfaSli aldirasii althanii min
2-Done implementing experiment the research in the semester the second of
al9aami aldiraasii 2010/2011.

the year the academic 2010/2011.
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2- The research experiment was implemented in the second semester of the academic year

2010/2011. (JEPS 3)

The second example repeats exactly what is given in the first example. It also uses the
construction of ‘tamma taTbiiqu’ which expresses the same meaning of ‘“Tubiga’, which is used

in the first example (see section 4.2).

There are nine articles that include repetitions of the setting within the methods section. It could
be that the writers of these articles consider this repetition as an important piece of information
that needs to be stressed. However, one of the nine articles repeats the setting eight times in
exactly the same way. In this case, repetition is apparently redundant. The writers of 21 RAs who
make repetitions of this step within the sample either add more information to make the
description of the setting clearer to the readers or they give less information because the
remaining description of the setting has already been given under the ‘limitations of the study’ in
the introduction. That is, the writers repeat part of what they have mentioned. These repetitions
can act as a connection between the sample move and the introduction. It was stated by
Johnstone (1983, 1991) that repetition plays an important role in creating text cohesion and in

producing new information in Arabic prose when new items are added to the same class of items.

Step five, ‘recounting procedures’ in move 2 arises as a result of repeating some steps that are
already presented as part of the previous moves, ‘sample’ and ‘measure’. It is shown in section
5.2 that most of the sub-steps belonging to this step are just repetitions with no new information

is presented. These sub-steps are: selecting the sample, selecting and designing the material or
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the intervention and constructing and administering the measure. These repetitions can be

reduced from the articles without influencing the procedures adopted in the Arabic RAs.

There are some other examples of repetitions within other steps. In M2 S1, ‘design of a study’,
six RAs consist of a repetition of the procedures used to design the sample; these procedures
have already been given within the sample move. These articles add new information to the
design creating a connection with sampling design mentioned within the sample move. The

examples below display how repetition occurs:

CulS G (8 A i) de senall Jidll Ui sde (fie sanall saa) LIS &5 (e gana (A Lol sdie )5Sl a5 55 o

Cadalisn 406N Ae ganall

1- The males were randomly distributed into two groups. One of them was randomly selected to

represent the experimental group while the other was a control group. (JJES 1)

c@gﬂkwuﬁ@\;&@ﬁ%\h\uﬁ\ ¢l gana Slia IS cﬁﬂ\@i@@.&d\&mbﬂ\&am\’

‘(:tu:ﬂzﬂ\ :&.\M‘)ﬂ\) © gulall e\JAA.uaLI Sl ) g;ﬁ @ pall 3as 5 Ay il de ganall G jo Adaslis Al

2- This study used the quasi-experimental design. There were two groups, one of them was
randomly selected to represent an experimental group and the other one was a control group.
The experimental group studied the multiplication unit using computer (the instructional software).

(JIES 1)

The second example repeats ‘sampling design’ given in the first example and it adds the name of

the study design and some information about the procedures that clarify the design.
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There are six RAs which include repetitions of the components of an intervention or of a material
(a sub-step within M2 S3 ‘designing an intervention or a material’). The components in these six
articles have been previously mentioned and then they are repeated within the description of the
intervention or within step 5, ‘recounting procedures’. For example, the writer in the following

example points to the rhetorical subjects taught in his experiment:

5 iae¥) 5 oy paail 5l 5 ¢ Slaall 1o e gaim sall 634 5 ¢, RS e gaim sall (e 20 AL ialyl L8

S 5 A5 1 5 i) 5 saad) 5 jlatiasY] 5 (Sl

‘

1-The researcher selected a number of rhetorical subjects *...". These subjects are: allegory,

explicit metaphor, implicit metaphor, good metaphor, bad metaphor and metonymy. (JEPS 5)

The example below restates these subjects within the step, ‘designing an intervention or a

material’ as the content elements of the teacher’s guide book:

%JJ\B)@\JUE#\BJ@Y\}cW‘B)@Y\jc@M\B)@Ybﬂj@\:‘ﬁjwj‘)daauiéc‘_;)h\’

AL

2- It consisted of five lessons which are: allegory, explicit metaphor, implicit metaphor, good

metaphor, bad metaphor and metonymy. (JEPS 5- my italics)

The writer here may want to emphasis such elements considering them as crucial information
included in the teacher’s guide book. Similarly, a repetition of the sample size, as given in the

example below, seems to have a purpose:

Al 5 Ll et s 2800 Lonie Al Lo L1 ot 5 ) g Al 3 Lo (gmad) el o
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The post test was administered on the same sample on which the pre-test had been administered

and whose number is seventy-three male and female students. (IJRE 7).

The writer here reminds the readers of the sample size and confirms the same sample size on
which the pre-test was administered. Furthermore, four RAs introduce the size and
characteristics of sample in the introduction and they repeat them within the sample move with
adding information about sampling technique and about distribution of participants into control
and experimental groups. However, repetition of sample size occurs within the step, ‘recounting
procedure’ in three articles and one of them makes the repetition three times. In this latter case,

repetition can be considered redundant as it apparently performs no function.

In M3 S1, ‘construction of the measure’, a few researchers give some instructions to help the

study sample complete the test. An example of this is:

o AlaY) s cailal Jid sam el 8 Jlg JS 36 83 55 iy cAlay) 48 5 o bl US Glaaladl) oda Caaun g iy

SAla) O Jiee ) A aae ALY aues

The instructions include illustrations about writing the data on the answer sheet, reading every
question carefully before answering it, answering all questions and not leaving any questions

unanswered. (JEPS 5)

It can be noticed that the last phrases ‘not leaving...” paraphrase the preceding one ‘answering all
questions’. This repetition is employed purposefully to confirm following the same instruction.
However, perhaps this example just faithfully reports the instructions as the repetition was not

here, but in the original text.
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In the English articles, repetition occurs in nine RAs. In one article, some information about the
size of sample is repeated within the step, ‘design of the study’ in the second move, as in the

examples below:

1- All the children in two Year 1 classes and two Year 2 classes participated. (EARLI 6).

2- Four complete classes of children participated (two Year 1 and two Year 2 classes). Each
class was divided into two sub-groups of mixed ability based on teacher assessments. This

produced eight subgroups overall, each with 15 children. (EARLI 6)

The writers of this article give the number of the classes, in example 1, within the sample and
they possibly want to remind the readers of this number again, in example 2, within the design to
help them understand the sampling design. The writers could create a connection between this
text and the previous information about the sample size by repetition. Moreover, this article in
addition to another article have already stated the name of the design in the introduction section

and they repeat it in the methods section adding further clarification to the nature of that design.

M3 S5, ‘data collection’ includes a repetition about the procedures followed in collecting the
data. The writers of one article give more elaboration on this step in the repetition part and they
establish cohesion between this part and what they have already mentioned, as in the examples

below:

1- Classroom observations were conducted with one randomly selected teacher from each of the

64 schools three times from September to January. (JRST 3)
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2- One randomly selected teacher from each of the 62 [ sic ] schools was observed three times
between September and January. ‘.... Throughout the data collection period, 10% of the

observations were conducted with pairs of observers. (JRST 3)

It can be seen that example 2 repeats exactly what is mentioned in example 1 about how and
when observation was conducted and it gives more clarification about data collection procedures.
In another article whose sequence is: sample-measure-procedure, a procedure of data collection
from the ‘measure’ move reoccurs within the move ‘procedures of the study’. This repetition
adds more information about how this procedure is implemented and it reminds readers of the

already given procedure.

In two articles having the same sequence presented above (measure-procedure), the step,
‘identify a measure of variables’ reoccurs within the move, ‘procedures of the study’ and the
duration required to complete the test is added to this step. The ‘measure’ move in one of the two
articles includes a repetition of this step within the same move; within the step, ‘scoring
procedures’. This step is repeated in another article within the ‘measure’ move to give more
clarification about the measure. The first example below identifies a measure, which is repeated

under other two steps:

1- A measure of each participant’s prior knowledge was obtained through a pretest that asked the
participants to list 10 parts of the human nervous system that they know and to briefly describe

the function(s) of each listed part. (EARLI 4)
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2- Prior knowledge of human nervous system was assessed by using a pretest that asked
participants to list 10 parts of the human nervous system that they know and to briefly describe

the function(s) of each listed part. (EARLI 4)

3- For the pretest, the participants were allowed 6 min to list 10 parts of the human nervous

system that they know and briefly describe the function(s) of each listed part. (EARLI 4)

The second example restates the measure within the step, ‘scoring procedures’. That is possibly
because the writer considers the given information important for establishing the scoring criteria.
The third example repeats this information again within the step, ‘recounting procedures’ to add

the duration needed to complete the pre-test.

The move, ‘procedures of the study’ in three articles includes a repetition of the step, ‘sampling
design’. One of these articles only repeats the step without adding new information. It is possible
that the writer wants to emphasise it as a crucial piece of information. Two of the three articles
add some information to the step such as adding the duration that the subjects of study took to
complete the experiment. A different article makes a repetition of the steps, ‘identifying

interventionists’ and ‘procedures of implementing an intervention’, as seen below:

1- Kindergarten classroom teachers served as interventionists in each classroom. (JREE 2)

2- Groups in both conditions comprised three to five students. Interventionists in both conditions

were asked to meet with their groups for 30 min 5 days per week. (JREE 2)

3-Kindergarten teachers who served as interventionists in the comparison, or SDI, condition were
asked to provide typical school-designed beginning reading intervention to identified students for

30 min daily, in groups of three to five students. (JREE 2-my italics)
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Example 3 identifies again the interventionists already introduced in example 1. The writer of
this article may want to stress the fact that the interventionists worked in all of the study
conditions (comparison and SDI conditions). This example also repeats the procedure of
implementing the intervention (in italics) provided in example 2 to let the readers make a clearer

image about the intervention being applied in the study.

It is clear that there are more repetitions in the Arabic RAs than the English. The Repetitions in
the Arabic RAs shown above can serve Johnstone (1983, 1991), who affirmed that repetition is a
main rhetorical strategy in literary Arabic that can perform an effect (see section 1.3.1). The
appearance of repetition is possibly because it is traditional in Arabic rhetoric and it exists to
display rhetorical credibility. In addition, the existence of repetition can be considered a feature
that characterises the Arabic discourse as a result of its orality. Fakhri (2009) mentioned that the

oral nature of Arabic discourse is behind the appearance of some features such as repetitions.

Repetition can have possible effects on writer/readers relations. On the one hand, the writer’s
credibility is (thought to be) enhanced because, by demonstrating his/her consistency in the
presentation of information, it underlines the veracity of that information. In addition, it indicates
a real desire to communicate with the reader (to get the reader to follow the discourse). More
generally, it could be said that credibility is enhanced simply by demonstrating that the writer is
familiar with conventions of rhetoric in Arabic. On the other hand, repetition risks insulting the
reader by implying that s/he cannot be trusted to believe the information if it is only presented

once and/or that s/he is too stupid to remember.
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7.1.1.2 Glossing

The second feature that characterises the Arabic RAs is to give English glosses for some Arabic
phrases. Some writers of these articles, as seen below, give glossing under the following steps:
sampling technique, design of study, designing an intervention or a material, reliability of
measure and statistical tests. The gloss is inserted into the running Arabic text immediately after
the phrase which it glosses without signposting of any kind other than (usually but not always)

bracketing.

Firstly, it is found that three RAs add glossing to the sampling technique. This implies that the
writer believes that the English name is familiar to readers. But of course, it is possible that the
writer doesn’t really believe this and is using the gloss simply to add to his/her credibility. An

example of this is:
Séasdl dne Y Convenience Sampling Asbial) &l oo shuf ks 25 38 57
Convenience sampling technique was applied to select the study sample. (JEPS 3)

Secondly, glossing for the research design is provided in four RAs, as in the following example:

One group pre-test ) sasls de seaaal (gl 5 Ll arenaill 13 Gy il dallaall & Sl Canll gt Sy’
. (post-test

The quantitative research is represented in the experimental process which has one group

pretest posttest design. (IJRE 2- my italics)
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Thirdly, six RAs include glossing for the components of the intervention. In the example below,

the English gloss is not a technical term as in the previous examples.
~*(Finding Stories in Song) 4se¥) sl 535351 & sl dlay) - 5 Lol iy
The first strategy- Identifying stories in a chant or a song. (JEPS 4).

In addition, one article adds glossing to the stages used in designing the intervention. These
stages form an instructional model known in English as ‘ADDIE: Analysis, Design,
Development, Implementation and Evaluation’. It seems that the writer of the article assumes
that such glossing can better identify the model because it allows readers to refer to it in the

original English texts.

Fourthly, one article gives the type of measure in English, as in the example below. Although the
writers show the type of test in Arabic and demonstrate its parts, they provide its type in English
assuming that there are some readers who can recognise it in English. It is also possible that the

writers want to show their readers that they know the English name for this test type.
S(Two-Tier MCQs) Gall (53 aaia (o JLEAYI & 53 e JlidY) Al culs?
The test questions were two-tier multiple choice. (JJES 3)

Fifthly, reliability of the measure can be confirmed by test and retest method. Three RAs give

glossing for this method, as in the example:

“(Test-Retest) Jlaay!) Guk sale) 5 LAY 48 jlay Gl Jalee cawa’
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Reliability coefficient was calculated by the test and retest method. (JJES 7)

Finally, the statistical tests that researchers used to analyse their data are described in 18 Arabic
RAs either using English glosses, as in 1 below, or using an international specialist item, as in

example 2:

.“(Paired-samples T-test)4dal iall Cile sanall (<) jlidl (Gl

1- Applying paired-samples t-test. (IJRE 2)

canliaall U Ll Jidas aladiod 5 4 el caldl iV s dpleal) e gid) 7l jail 257
LAl all bl (TWO WAY ANCOVA)

2- The means and standard deviations were calculated and two way ANCOVA was used to

analyse the data. (JEPS 4- my italics)

To sum up, presenting such glossing may help readers understand more about the Arabic phrases
to which the glosses are added. It is possible that the writers have originally learned such phrases
in English and they also assume that readers may know them in English. In the examples above,
‘convenience sampling’ and ‘Two way ANCOVA’ may even be considered as part of the
repertoire of an Arabic-speaking social scientist. In the above cases, it can be said that the writers
are not code-switching to English as they give the Arabic equivalents and they use English

phrases as part of their repertoire.

The writers of the Arabic RAs might also want to display their knowledge in English and
familiarity with the international world of scholarship and its associations of expertise through

the use of such glossing in their texts. The writers’ educational level supports them with a state
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of power to show this knowledge to readers. Having this knowledge might reflect the strategy of
‘elite closure’ associated with the writers’ occupations at universities. Elite closure here pertains
to technical knowledge because the glosses are given in a form of technical specialist terms in an
international domain. Scotton (1990) defines ‘elite closure’ as a strategy which employs
language choices by those people in power to preserve their power. This can be achieved by the
elite’s use of a linguistic variety that is different from the masses’. Scotton explains that ‘elite
closure’ can be created when there are linguistic differences between the elite of a community
and other members of the same community. These differences can be either within the same
language or by knowledge of another language different from the one/s known by the other

members, as in the case of utilising English by the writers of the Arabic articles.

Wonyo (2015) also discussed the existence of ‘elite closure’ phenomenon in Ghana. The ruling
elites; politicians, officials and educated people use English there as the official language, as a
way to maintain ‘elite closure’. However, the situation in Ghana is not similar to the one found
among the writers of the Arabic RAs. The ruling elites in Ghana use English for ‘intra-elite
communication’ and they use the native language for communication with the other members of
the community. English is not only used as a means of communication among the educated elites
in Ghana, but also as a key to open the door to political and economic power. Thus, the educated

elites can maintain power and be members of the ruling elites.
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7.2 Location

The English and Arabic RAs analysed in this study follow a standard structure that consists of
the main elements of an RA. These elements are: introduction, methods, results and discussion.
All RAs also include another section wherein writers review previous studies, either within the
introduction section or in a separate section immediately afterwards. English RAs end with a
section wherein they present at least one of the following elements: conclusion, implications,
recommendations, limitations and suggestions for further research. Arabic RAs end with
recommendations and some of them add suggestions for future research. It is found that all
Arabic RAs include recommendations for classroom /curriculum practice while only three
English RAs employ this feature. This would indicate a divergence in assumptions about the
value of the research. It can be said that English RAs value truth more while Arabic RAs value

practical application more.

The current study is concerned with the accounts of methodology and it presents the moves and
steps occurring in the methods section, as seen in sections 5.1 and 5.2, or elsewhere. It is pointed
out in these sections and in section 7.1 (sequencing) that there are some steps and a whole move
(data analysis procedures) which occur outside the methods section. This current section

identifies and discusses these steps.
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7.2.1 The English RAs

Some of the steps realised in the methods section are also found either in the introduction or in
the results section of English RAs. These steps are presented below with examples and are

compared with other examples realising the same steps in the methods section.

Move 2 Step 1: Design of study

This step occurs in the introduction section of four RAs and it is realised by presenting the

design name, as given below:

1- This study used a 2 x 2 factorial design to assess the effects of animation (animation vs.

static). (EARLI 4)
2- A simple cross over design was employed. (EARLI 6)
3- We conducted a group-randomized trial. (EARLI 13)

4- We employed 2 (hands: no-hands vs. with-hands) x 2 (presentation: statics vs. animation)

factorial designs. (EARLI 3)

Examples 1 and 2 have no active agency and they present the design as the goal of a material
process type. In 2, the design name is acted upon in the passive construction of ‘was employed’.
However, examples 3 and 4 have active agency ‘we conducted’/ ‘we employed’ followed by the

design name set as the goal of the material processes.
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It can be noted that the step, ‘design of study’ is realised in both the introduction and the
methods sections using the same active/passive constructions in simple past tense and the same

process type (see section 4.1).

Move 2 Step 2: Identifying interventionists

One article identifies who implemented the intervention in the introduction section, as seen

below:

CFC coaches averaged 12 years of elementary teaching experience (ranging from 0 to 22

years) and 2 years of prior coaching experience. (EARLI 13)

This example identifies the characteristics (the teaching and coaching experience) that qualify
the interventionists to implement the intervention. There is a relational process type in this
example because the interventionists ‘CFC coaches’ are possessors of the given characteristics.
The realisation of this step here is similar to one example occurring inside the methods section of

an RA, as given below:

3- The teachers of these students (11 female, 4 male) had a mean age of 31.27 years. (JREE1)

The interventionists in this example ‘the teachers’ are also possessors in a relational process type
of the simple past tense ‘had’. Therefore, this step is realised in and out of the methods section
using the same process type and tense. Such similarities indicate that some categories of the

methodology can appear in such sections as the introduction.

265



Move 2 Step 3: Designing and implementing an intervention or a material

It has been discussed that this step consists of some sub-steps such as the procedures of
implementing an intervention, identification of the apparatus and duration needed to implement
the intervention. They are all found to occur in the introduction of four RAs. The following set of

examples demonstrate each of the preceding sub-steps:

1- The third strategy, the Full-worked example strategy, provided full-worked example where

all four calculations were presented each time. (EARLI 18)

2-The EPMs and ball-and-stick representations were presented simultaneously.

(EARLI 14)

3- We used an online eye tracking methodology to determine the degree of visual attention

directed to the novel EPMs versus the standard ball-and-stick displays. (EARLI 14)

4- We therefore compared an outline condition, in which writers were given five minutes to

make an outline, with a non-outline condition. (EARLI 2 — my italics)

Examples 1 and 2 introduce the interventions (the third strategy and the EPMs) and how they
were implemented. Material processes ‘provided’/ ‘were presented’ in active and passive
constructions of the simple past tense are available to realise the implementation procedures.
Example 3 introduces the device ‘eye tracking’ used in the study as the goal of the material
process ‘used’. The embedded italicised clause in example 4 includes passive construction of
simple past tense to display the duration assigned to implement the intervention. It is clear that

these representations are similar to the ones used to realise the same step, ‘designing and
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implementing an intervention” when it occurs inside the methods section as they all include

material processes and passive and active constructions of simple past tense (see section 4.1).

Move 3 Step 1: Identify a measure of variables

The writers of two RAs present the measure they used in their studies in the introduction and the

literature review, as in the following:

1- We used standardized measures of WIAT-II mathematics and reading performance. (EARLI 7)

2- We used a more complete set of outcome measures (free recall, transfer and knowledge

tests) to. (EARLI 4)

The measure adopted in these articles is set as the goal in 1 and 2. It can be seen that both
examples present similar representation of the step by using the same material process and
having the active agency ‘we used’. This matches with the realisation of this step in the methods

section, as seen in the example below:

1- We also used two tests of spatial ability. (EARLI 3)

Move 4: Data analysis procedures

This move with one or more of its constituent steps appear in the results section in 19 RAs
(52.7%). Its steps and the frequency of their occurrence in the results section are described below

and compared with those appearing in the methods section:
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Move 4 Stepl: Statistical analysis model

This step occurs in five RAs in the results section of English RAs. The examples below represent
this step:
1- A- A hierarchical linear model (see Raudenbush & Bryk, 2002) with four nested levels was

used to analyze the data ‘...’,

B- we modeled performance *...". (EARLI 17)
2- Multilevel modelling ‘...” was chosen to analyze the data. (JREE 2)

3- A- GEE analysis for the delayed posttest data was conducted with two new models ‘...".

B- Both models included the following covariate predictors. (EARLI 12)

4- Due to the repeated measurements and nested structure of the data ‘..., a mixed-effects

modeling approach was adopted for all analyses. (EARLI 10)

In all of these examples except 1b and 3b, there is a material process realised by verbs in the
passive form of simple past tense: ‘was used’, ‘was chosen’, ‘was conducted’ and ‘was adopted’.
Example 1b denotes the material process ‘modeled’ within active agency: ‘we’. Example 3b
displays a relational possessive process denoted by the simple past tense: ‘included’. Such

representations of the step find similar ones inside the methods section, as seen below:

1- We used a Rasch analysis as our interpretational model. (JRST 7)
2- Cross-sectional multilevel modelling ‘... was conducted. (JRST 3)

3- The first model was an unconditional model and contained no covariates. (JREE 2)

268



However, two examples below show a different realisation of the step in the methods section:

We adopt a parsimonious multilevel modeling framework ‘...". We model our dichotomous.

(JREE 4)

We fit a logistic regression model in which the dependent measure was. (EARLI 18)

The use of simple present tense ‘adopt, model and fit’ represents this aspect of the processing of
the data as something pertaining to the authors not to the reported experiment. It tells what they

do, not what they did.

Move 4 Step 2: Statistical test

This step appears in the results section of 19 RAs. It reveals what statistical test the researchers
used in their analysis and gives the purpose of using that test in an infinitive form in the

circumstance, as in:

1- One-way ANCOVA was used to examine the null hypothesis. (JRST 6)

2- We conducted chi-square tests to determine any differences in attrition patterns for each of

the two years. (JREE 2)

3- To examine the effects of generating and reading explanations ‘...", we compared each
pair's scores on the prediction and reflection questions using a repeated measures ANVOA.

(JRST 3)

Example 1 has no active agency and it presents the statistical test as the goal of the material

process ‘was used’ in passive construction of simple past tense, whereas the remaining examples
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have active agency revealing the material processes in an active form of simple past tense. These
representations of the step are similar to those found in the methods section. One example below

from the methods section is the same as 1 above:

Analysis of covariance (ANCOVA) was used to analyze. (JRST 5)

Some other examples from the methods section use active agency and simple past tense similarly

to 2 and 3 above, as in the italics in the example below:

Because group means differed at pretest, we used 3 (Condition) x 2 (Time) repeated-measures

ANOVAs to analyze gains in biology. (EARLI 15- my italics)

Move 4 Step 3: Preliminary analysis

This step appears in ten RAs, three of them present the preliminary analysis in the results section
while the remaining seven articles present it in the methods section without having any

differences in the realisation of the step. The examples below are from the results section:

1- Preliminary assumption testing was completed to assess for assumption violations.

Histograms demonstrated that the data were normal for the control group. (JRST 6- my italics)

2- A preliminary analysis evaluating the homogeneity-of-regression assumption indicated no

interaction between condition and pretest performance. (EARLI 20)

3- Preliminary analyses revealed that Prior Knowledge-centred was a significant predictor for

each dependent variable. (EARLI 18)
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All of these examples indicate to the analysis using explicit items and they all use simple past
tense to show the results of the analysis. In 1, the results, given in italics, are expressed in a
relational process using the past tense: ‘were’, and this is similar to the example below taken

from the methods section:

Distributions were satisfactory. (EARLI 2)

Examples 2 and 3 above are also similar to some other instances, as given below, drawn from
other RA methods section as they all use the same verbs which denote results and the same noun

phrases that signal the beginning of the step:

1- Preliminary analyses indicated no significant interaction. (JREE 1)

2- Preliminary analyses confirmed no differences. (JREE 3)

Move 4 Step 4: Analysis procedures

Step 4 reveals the steps followed in the analysis in the methods section of 18 RAs (50%) and in
the results section of ten RAs. The selected examples below show how analysis procedures are

represented in the results section:

1- The data were examined for normality and homogeneity of variance. All dependent variables
were normally distributed with skewness and kurtosis values in acceptable ranges. (JRST 2-

my italics)

2- An independent t-test was first conducted to ensure ‘...". Thus, ANCOVA was used to control

for preexisting differences. (JRST 6- my italics)
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3- ...” we disregarded the order of representation in the reported analyses ‘...", we analysed

the effect of “...". Finally, because *...", we computed a covariate that describes. (EARLI 17)

The first two examples report the analysis procedures using passive formations of simple past
tense, as shown in the italics, whereas example 3 displays the steps of analysis using active
agency with simple past tense. All of these examples have equivalent ones in the methods

section, as discussed in section 4.1.

7.2.2 The Arabic RAs

Move 1: Sample and population

Step 1: Size of sample / step 2: Characteristics of sample

It has already been mentioned that these steps occur in the introduction of four articles and is
repeated within the first move: sample and population of study. These steps are discussed again
here to state that such steps from the methods section can occur outside it in Arabic RAs. The
examples below show how these steps appear in the introduction under the sub-section

‘limitations of the study’:

AL L (87) paoe gy’

1-wa balagha 9adaduhum (87) Taaliban wa Taalibah.
1- and reached their number 87 male student and female student

1- and their number reached 87 male and female students. (JJES 7)

Ul (OT)‘_AG 4.'&\:1\(;_;;‘).\.4:\3\’
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2- 'qtaSara Hajmu al9ayyinah  9ala 56 Taaliban.
2- Was limited size the sample on 56 male students.

2- The sample size was limited to 56 male students. (JEPS 16)

Three out of the four articles follow the first example in using the relational process ‘reached’ in
simple past tense. They also present the gender of participants to realise the characteristics of the
sample. This way of realising the two steps is similar to what is found in representing them in the

methods section, as in the example below:
The final number of the two study groups reached 44 female students. (JEPS 5)

The second example above uses a different verb from those used in the methods section as a
reflection of the limitations of the study due to its occurrence under the sub-section ‘limitations
of study’. However, the example still represents the steps using a material process in past tense

and shows the gender of participants.

It is also found that the step, ‘size of sample’ occurs in the results section of only one RA whose
writer displays the size of sample in a form of a table only. This step is delayed to the results and
it would be better to inform the readers about the sample size earlier within the sample move.
The same article also introduces step 2, ‘characteristics of sample’ only in the introduction under
the sub-section ‘limitations of study’. This step is represented in a way similar to example 2

above using the material process ‘was limited to’ followed by the gender of participants.
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Move 1 Step 4: Time of study

As mentioned in section 5.2, this step occurs in the introduction in most of the articles; it occurs
in both the introduction and methods sections of 20 RAs (50%) and in only the introduction of
nine RAs. It is found under the sub-section ‘limitations of study’ and represented as given in
example 2 above using the verb ‘was limited to’. The examples below demonstrate the

realisation of the step in the introduction:

alall J Y Jaadll & diad) 4 ) sgandl danalall dilaly (55 5l ds yan (8 bl Ciall 30030 e 4l jall o3 & )

SaY O Y d ol

1- This study was limited to the seventh grade male students in Al-Farouq school in the capital

of Yemen in the first semester of the academic year 2009-2010. (JEPS 13)

ol 391 ) il aulal 5 A i Al Al alell L g lme Gt (b (Jias Al 3 yaa Aallal) il ol

2013-2012 ol 3 Alall (g0 I sl pall Sl b Jii Aila ) 52

2- The study has spatial limitations represented in the learning disabilities resource rooms of the
Irbid Aloula Directorate of Education and it has temporal limitations represented in the first

semester of the academic year 2012-2013. (JJES 8)

It can be seen that the time of conducting the studies reported here is realised in the circumstance
for the material process in 1 and for the relational process in 2. These examples are similar to
what is given in section 4.2 showing similar representation of the step inside and outside the
methods section. The appearance of this step under the sub-section ‘limitations of study’ raises a

question about what is limiting about the time frame. After all, any empirical study has to occur
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within time. This may tell that the researchers do not adhere to the notion of timeless truth as

they are concerned with when they conducted their studies.

Move 1 Step 5: Place of study

This step occurs outside the methods section in three RAs under the ‘limitations of study’ and it
is also found in both introduction and methods sections of 35 RAs (87.5%). It is realised, inside
and outside the methods section, in the circumstance for a material and relational processes, as

can be seen in the examples above (1 and 2) under step 4, and as in the example below:
ol 8 sr Glld) Al 4l all o Cuy gl B 9
1- This study was conducted in King Saud University in Riyadh. (IJRE 9)

The place of the study in this example is the circumstance for a material process type. This
example shows that step 5 is realised in the same way in both introduction and methods sections

of RAs using passive formation of simple past tense (see section 4.2).

Move 2: Procedures of study

Move 2 Step 3: Designing and implementing an intervention or a material

There is one article which presents the components of an intervention in its introduction, as can

be seen below:

SV Clalae dad e (g 5ia ¢ 7 gaall dagdedll 4p3al
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1- The computerised instructional package: ‘...’ it consists of five folders. The first is. (JJES 5)

This example has a relational possessive process and it presents the components of the
intervention as possessed parts. This way of representation is utilised by the writers of the Arabic
RAs in displaying the components of an intervention in their methods sections, as shown in

section 4.2.

There are also two writers who present the procedures followed in implementing the intervention

as part of the introduction of their studies, as in the example below:

Al alaall Qs 43l die ALl cole)yal) Gaalll aiil By ¢ Sl gha s b b jeall 1 jeall Cile) ja) pud’

Cosel Al Al jlew

2- The cognitive conflict strategy proceeds in a number of steps “...". The researcher followed the

previous procedures in constructing teacher’s guide book to develop the reading skills. (IJRE 10)

This example presents some steps used in implementing the intervention ‘cognitive conflict
strategy’. The researcher here confirms that he followed the implementation steps using a
material process in simple past tense ‘followed’. Similarly, writers report the procedures in the

methods section using simple past tense in both active and passive constructions.

Move 4: Variables of study

This move appears as part of an introduction section of one RA, as can be seen below:

il il €7 Jiiall juatall ;L La Gallall dud jall G ke 2085
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1- The variables of the current study are determined as follows: The independent variable ‘...

The dependent variable *...". (JJES 3)

The writer here displays the independent and dependent variables of the study using material
process type. This is similar to the example below which shows how a study variables are

introduced in the methods section:
VALY ) el Al pall el gl
2- The study tackled the following variables. (JJES 9)

Other examples which use material and relational processes in both simple present and simple
past tenses are found in the methods section. This can prove that there is no difference in

representing move 4 in the introduction or in the methods section of an RA.

Move 5: Data analysis procedures

Move 5 Step 1: Statistical tests

It is found that 18 RAs (45%) locate the statistical tests used in the analysis in the results section.
This step is realised using either active agency, as in 1 below, or using passive formation of

simple past tense, as in 2 and 3:

*SPSS lan ¥l zaliyll JUA (4o () dad ooy Caalil) A8

1- gaama albaaHithu biHisaabi gimat t minkhilaali albarnaamaj

1- Performed theresearcher incalculating value t using the programme
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al'iHSaa'ii SPSS.
the statistical SPSS.

1- The researcher calculated t value using SPSS. (IJRE 10)

.‘paired samples t-test 4dasi yall iliall "t jLadl o) ja) &5
2-tamma ‘ijraa'u ikhtibaari t lil9ayyinaati almurtabiTati paired samples t-test.
2- Done  conducting test t of samples paired.

2- The paired samples t-test was conducted. (JEPS 8)

.(ANCOVA) abaall il Jilas axasil
3- 'ustukhdima taHliilu altabaayun almuSaaHib ANCOVA.
3- Was used analysis  covariance.

3- Analysis of covariance (ANCOVA) was used. (JEPS 7)

Example 1 has a material process ‘calculated’, which is represented in the Arabic version by the
verb ‘qaama’ and the prepositional phrase ‘biHisaabi’. The statistical test is given in the
circumstance. There is a material process in example 2 and it is realised by the verb ‘tamma’ and
the gerund ‘conducting’. This construction has the same meaning of the passive voice: was
conducted. The statistical test is set as the goal in this example and it is accompanied by glossing
in English. Example 3 includes a material process in passive voice and a statistical test set as the
goal. All of these representations of the step in the results section find equivalent ones in the

methods section of the Arabic RAs (see section 4.2).
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Move 5 Step 2: Preliminary analysis

This step appears in the results section in six RAs. Three of them introduce step 1, ‘statistical
tests’ inside the methods section. There are also other six articles that present their preliminary
analysis inside the methods section, but they provide the statistical tests in the results section.
This means that sometimes part of move 5 occurs inside the methods section while another part

is given outside. The example below shows how step 2 is realised in the results section:

WSl i jlge JLa) b i senall SISE ey 3 g ¢ Lilian Ay e (<) Aad 0 (1) by Jsaal) e il

Ll A8 jmall o) gla
1- ‘., wa hadha yu9nii takaafu'u almajmuuQatayn fii 'ikhtibaari *...".
1-*.’, and this means equivalence the two groups intest ‘...
1- It is clear from table 1 that t value is not statistically significant ‘...", and this means that the

two groups are equivalent in the pre-test of metacognitive thinking skills. (JEPS 10 — my italics)

This example presents the results of preliminary analysis (given in italics) which was conducted
to check if the experimental and control groups are equivalent in achievement before initiating
the experiment. The results are set as the value for the relational process in simple present tense
‘means’. This representation of the step appears also inside the methods section of the Arabic

RAs.

279



7.2.3 Summary

This section shows that there are some steps which occur outside the methods section of English

and Arabic RAs, as summarised in table 7.1 below.

Table 7. 1 Occurrence of steps outside the methods section of English and Arabic RAs

The section in which
the steps appear

Steps outside the methods section of
English RAs

Steps outside the methods
section of Arabic RAs

Introduction section

Move 2 Stepl: Design of study.
Move 2 Step 2: Identifying
interventionists.

Move 2 Step 3: Procedures of
implementing an intervention,
identification of the apparatus and
duration needed to implement an
intervention.

Move 1 Step 1: Size of
sample.

Move 1 Step 2:
Characteristics of sample.
Move 1 Step 4: Time of study.
Move 1 Step 5: Place of
study.

Move 2 Step 3: components
of the intervention and the
procedures of implementing
them.

Move 4: Variables of study.

Introduction or
literature review
section

Move 3 Step 1: Identify a measure of
variables.

Results section

Move 4 Step 1: Statistical analysis
model.

Move 4 Step 2: Statistical tests.
Move 4 Step 3: Preliminary analysis.
Move 4 Step 4: Analysis procedures.

Move 5 Step 1: Statistical
tests.

Move 5 Step 2: Preliminary
analysis.

This table indicates that it is possible for some steps of move 2, ‘procedures of study’ to occur
outside the methods section of both English and Arabic RAs. Within this move, there are some
more steps found in the introduction section of the English articles than the Arabic ones, as can
be observed in the table. On the other hand, some steps within the first move, ‘sample and
population of study’ occur in the introduction section of only the Arabic RAs. As for the steps
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from the move ‘data analysis procedures’, they occur in the results section of both English and
Arabic RAs. The whole move with one or more of its steps are presented as part of the results
section in 52.7% of the English RAs and in 37.5% of the Arabic RAs. The difference between
English and Arabic RAs is that this move does not allow for separating its steps across the
methods and results sections in the English RAs. When this move appears in the results section,
its constituents steps also appear there and none of them remains in the methods section. In nine
Arabic RAs, one of the two steps within this move appears in the methods section while another

step appears in the results section. This can separate this move across these sections.

It is noted that all steps mentioned above are represented similarly inside and outside the
methods section. Therefore, it can be said that the methodology need not have a specific location
as its steps can appear in the introduction or in the results sections with no change affects their

realisations.
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Chapter eight

Conclusion

This contrastive study examines the rhetorical features of the accounts of methodology of
English and Arabic Educational RAs whose design is experimental or quasi-experimental and
culturally compares the two datasets in terms of what the writers assume is known to readers. It
reveals the moves and steps of accounts of methodology with their realisations, their sequencing,
their location in the RAs and other features such as repetition and glossing. The shared
knowledge assumed by authors is identified using the perspective of tacit knowledge in terms of
the tellability principle of information and the functional relation aspect of tacit knowledge (see
section 3.1.2). The analysis of moves and steps relies initially on Swales’ (2004) moves analysis
approach and then uses bottom-up processing. The first phase of this processing begins with an
analysis of the linguistic features using the transitivity framework. The analysis shows the type
of processes employed and how these features are put together to realise the various moves and
steps of the accounts of methodology. The second phase identifies the moves and steps across the
two sets. In the final phase, these moves and steps are used to propose a non-language specific

framework for accounts of methodology that has a number of possible applications (see below).

8.1 Summary comparison of the two sets

It is found that English and Arabic RAs share the same moves and that there are very few

differences in terms of presence or absence of a few steps or sub-steps (as discussed in section
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5.3). Therefore, the proposed framework is able to combine all of the moves and steps occurred

in the accounts of methodology of the English and Arabic RAs.

The analysis of the rhetorical structures of the two sets reveals that the two are very similar in
terms of the moves they employ. Both sets make use of the following moves: 1- sample of study,
2- procedures of study, 3- measure, and 4- data analysis procedures. This similarity is
presumably to a large extent because these moves can be regarded as essential from an
introspective point of view (see chapter six for the comparison between these moves with the
elements prescribed by Weissberg and Buker (1990) and Singh and Lukkarila (2017)). Another
possible reason for the similarity is simply that it reflects the fact that scholarship is an
international domain. Also, it could be that Arabic and English academic communities partake of
largely the same intellectual (broadly ‘western’) history. The Arabic RAs, however, give more
space and prominence than the English articles to the description of the variables giving this
aspect a separate subsection. Thus, they are assigned a fifth move, ‘variables of the study’ in the

framework which describes the moves and steps in the Arabic RASs.

A number of differences between the English and the Arabic RAs are apparent at the step level.
Within the first move, ‘sample of study’, Arabic RAs employ the step, ‘time of study’ in 92.5%
while the English RAs employ it in 8%. The writers of the Arabic RAs also give more detailed
information within the step, ‘population of study’ and there is more use of sub-headings to
describe the study population (see section 5.2). This can result in a clearer description of the
source of participants and a clearer orientation for readers. The emphasis placed on these two
steps may indicate that the writers of the Arabic RAs are not so firmly attached as the writers of
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the English RAs to the notion of timeless truth. They appear to give greater significance to
particularities of who the people are (population of study) and what they did in a particular time
(see also below for particularities of the way of testing the validity of an intervention or a
measure). On the other side, the English articles employ two additional features within this
move, which never appear in the Arabic RAs, namely: inclusion criteria for the sample and
motivation of the participants. The appearance of the step, ‘motivation’ seems to suggest that the
researchers involved in the English RAs feel a greater need to ensure that their study participants
are fully engaged in the process and taking it seriously, hence the mention of rewarding them in
some way. As for the step, ‘inclusion criteria for sample’, its existence might suggest a greater

concern for the replicability of the studies.

The second move, ‘procedures of study’ in both academic communities is realised by the steps,
‘design of study’, ‘identifying interventionists’, ‘describing and implementing an intervention or
a material’ and ‘recounting procedures’. The differences between the two communities are as
follows: firstly, there is one sub-step which is found to occur only in the Arabic articles, which is
‘checking the validity and reliability of the intervention or material’. In this aspect, the
researchers foreground the efforts they have made to make sure that their interventions or
materials are appropriate to the participants in their experiments. They consult referees and
experts in the field and then they amend their materials according to the referees” comments, if
there are any. Therefore, readers may observe that the interventions or materials are carefully
constructed and may help the researchers in pursuing their objectives. Secondly, the writers of

the English RAs make reference to studies which follow the same procedures to support their
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selection of procedures. Thirdly, the English articles give more detailed information within the
following steps: ‘fidelity of implementing the intervention” and ‘identifying interventionists’.
The writers of the English RAs provide detailed description of how they measure fidelity; in this
way, their results regarding adherence to implementing the intervention are foregrounded,
perhaps indicating a greater concern that these results are convincing than in the Arabic articles.
Finally, the writers of the English RAs give more information about interventionists including a

description of how they prepare them to be able to implement an intervention.

Move 3, ‘the measure’, consists of similar steps in all of the English and Arabic RAs. Unlike the
Arabic RAs, the English articles give more examples on the items of a measure to indicate that
their measure can be replicable. Within the first step, ‘construction of the measure’, the writers of
the Arabic RAs in 45% of the articles refer to other studies to help them establish their measures
as they might want to convince their readers that their measure is plausible. The remaining steps
about validity and reliability of the measure, data collection and scoring procedures are available
in all of the articles. Testing the validity and reliability of the measure occurs in many more
Arabic articles than English ones. The researchers involved in the Arabic RAs have consulted
referees to test their measure validity as they themselves establish the measure, while the
researchers involved in the English RAs have used measures from previous studies. These steps
‘validity and reliability’ in addition to ‘scoring procedures’ in the Arabic articles are prefaced by

sub-headings which can give obvious guidance to readers.

The last move, ‘data analysis procedures’ in the English RAs includes two steps that are not part

of the Arabic RAs. These are ‘statistical analysis model’ and ‘analysis procedures’. Therefore,
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this move occupies more space in the English articles and shows more advanced statistical
procedures conducted there. The two steps which appear in both the English and Arabic articles
are the application of statistical tests and preliminary analysis. The step, ‘statistical tests’ in all
articles shows what tests were applied to analyse data. The step, ‘preliminary analysis’ is realised
in Arabic articles in the same way, unlike the English RAs, by presenting the results of testing

the equivalence of the groups: the control and experimental.

It can be said also that the sequencing of moves in the Arabic RAs is essentially the same as that
in the English RAs. The sequence of the moves in both English and Arabic RAs is: 1- sample of
study, 2- procedures of study, 3- measure, and 4- data analysis procedures. There is an
alternative pattern in which the procedures and measure are swapped around and it occurs in
65% of the Arabic RAs and in 36.1% of the English RAs. The Arabic RAs present the move,
‘variables of the study’ at either the start of the above sequence or just before ‘data analysis

procedures’.

With the exception of the ‘measure’ move in the Arabic RAs, there is no discernible regularity to
the order in which the steps within each move appear. Some of the steps from the sample move
are sometimes presented as part of the procedures move, or even in the introduction section of
the article; some from the procedures move are presented as part of the sample move, or appear
just before it. The steps, ‘size of sample’ and ‘sampling design’ reoccur within the second move,
‘procedures’ in a few English and Arabic RAs. The steps which show the time and setting of
studies in the Arabic articles are given in the introduction section and are repeated within the
sample move. The first step, ‘design of study’ of the second move, ‘procedures’ appears before
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the sample in eight of the English RAs and in nearly half of the Arabic articles. The step,
‘recounting procedures’ occurs after the measure in the Arabic RAs allowing for some steps to
appear again. In a few English articles, move 2, ‘procedures’ also appears after the measure
allowing for some steps from the measure to reoccur. Thus, the importance of move 2, the
‘procedures’ as the core of the RAs analysed in this study can give its steps flexibility to be

found under different categories in the accounts of methodology of the English and Arabic RAs.

The analysis of sequence reveals that some of the moves and steps realising the accounts of
methodology of English and Arabic RAs can appear in other sections of RAs. For example, the
introduction or literature review sections of English RAs include occasionally the steps: ‘design
of study’, ‘identifying interventionists’, ‘designing and implementing an intervention or a
material’ and ‘identifying a measure of variables’. In Arabic RAs, move 4, ‘variables of study’
and some other steps occur sometimes in the introduction sections. These steps are as follows:
‘size and characteristics of sample’, ‘place and time of study’, and ‘designing and implementing
an intervention or a material’. The result sections of both English and Arabic RAs present
frequently the whole move, ‘data analysis procedures’ with one or more of its constituent steps.
The variable position of all of these moves and steps indicates that the accounts of methodology
can be extended to sections of the RA other than the methods section. This phenomenon is
perhaps a warning for readers who rely on the headings as the starting point to read and find the
methodological elements of research as there could be readers who are interested in knowing
only about the accounts of methodology of an RA who may begin reading only when they see a

heading such as methods or procedures.
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The above observations indicate that repetition of steps is not uncommon, though it occurs in
significantly more of the Arabic texts than the English ones. It is possible that this repetition is a
reflection in written discourse of the traditional practice in Arabic oral discourse of using it to
establish rhetorical credibility (see section 7.1.1.1). The methodological steps in the Arabic
articles that reoccur are: ‘size of sample’, ‘time of the study’, ‘setting and site of the study’,
‘sampling design’, ‘components of the intervention or the material’ and some sub-steps within
the ‘recounting procedures’. These sub-steps restate that the sample was selected, the material or
the intervention was designed and the measure was established and administered. The repetition
of such sub-steps does not add any new information. However, some steps, such as ‘setting of
study’ reoccur to add some information to the already mentioned, to create cohesion, or to
confirm what has already been given. In a few English articles, some steps reoccur to give
clearer information to readers and to establish cohesion (see section 7.1.1.1 for these
observations on repetition in English and Arabic RAs). The reoccurrence here shows information
about the following steps: ‘size of sample’, ‘sampling design’, ‘identify a measure of variables’,

‘procedures of implementing the intervention” and ‘procedures of data collection’.

A feature that characterises the accounts of methodology of Arabic RAs is glossing. The writers
give glossing for some Arabic phrases by adding English equivalents next to them. They
presuppose that readers already know these glosses and such glosses can help those readers
understand and recognise the glossed phrases. Glosses can be found with the following steps:
‘sampling design/technique’, ‘design of study’, ‘components of the intervention’, ‘testing the

reliability of the measure’ and ‘statistical tests’. The writers of the Arabic RAs give the English
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equivalents for the sampling technique and the statistical test because these equivalents can be
part of their repertoire, so these may also be known to some readers. Moreover, it could be that
the writers want to display what they know in English to be close to or be part of the elite (see

section 7.1.1.2).

The transitivity analysis found examples of all of the process types in the accounts of
methodology in both sets except for the behavioural one. Most of the process types that occur are
either material or relational. It appears that the type of intervention implemented in a study can
decide what process type is used and it even helps to establish verbal and mental processes. This
analysis shows what semantic label is used to realise a step and how the same step can be
realised by two different processes or by the process itself. This analysis also reveals the roles of
the participants (i.e. the authors and the subjects of the RAs being reported) and their relation to
the activity described. The English RAs show how different roles (e.g. actor and/or sayer) are
conflated with the writer’s role through the use of the first person plural pronoun ‘we’, a case

that is not found in the Arabic RAs.

This study employs tacit knowledge as a helpful perspective to identify the assumed shared
knowledge. It concludes that the English and the Arabic RAs display some cultural differences
which appear in identifying the assumed shared knowledge between the writers and readers. In
some cases, as the results suggest, it seems that the writers of the Arabic RAs do not articulate
what they tacitly know. They assume a lot of knowledge on the part of their readers as they do
not provide all the information that can help identify the referents of some nouns (see section
5.2). This may run the danger of readers building incorrect and different identifications for these
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nouns and may lead to misunderstanding not only among readers beyond Arab communities, but
also among readers in Arab communities. A reader from one Arab country may misunderstand a
concept when it is used in a study conducted in another Arab country. As the results show, the
writers of the English RAs also assume shared knowledge with their readers about some nouns
or noun phrases wherein there may be a need to provide more descriptions to identify the
referents of these nouns. In this aspect, it may be said that those writers tacitly know more about
the terms they provide, but they do not articulate what they know. For example, the writers of the
English RAs (as well as the writers of the Arabic RAS) assume that their readers are researchers
who know what experimental or control groups refer to. Therefore, in all of the preceding cases,
more information may be needed to help readers understand what is given. In some other cases,
the writers of the Arabic RAs give some information that may be considered as part of
knowledge shared with readers or can be presented in the introduction section such as the
definitions. Thus, there is no need to provide some information which readers may already know.
This means that what can be considered as shared knowledge can determine what to be given in
texts. In other words, writers should be aware of the notion of shared knowledge to decide on the
amount of information required for successful communication. Some writers appear to imagine

geographically limited readership as perhaps they do not have international reach in mind.

8.2 Implications of the study

The results of this study provide insights into English and Arabic academic discourse in terms of

the rhetorical features and linguistic devices and how these devices are joined together in the
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accounts of methodology of the Arabic and English Educational RAs. They have some

implications for research into academic discourse, for readers and writers of research and for

pedagogy.

8.2.1 Implications for research into academic discourse

Researchers may use the non language-specific framework proposed in this study to analyse the
accounts of methodology of RAs across different disciplines. Moreover, this framework may
serve as a blueprint for researchers to conduct a cross-cultural comparison of the accounts of
methodology of RAs written in other languages (see chapter six). The application of the
transitivity framework in this study raises a question about the usefulness of its applicability to
the accounts of methodology of RAs whose design is other than experimental or quasi-
experimental. Its usefulness can also be tested by applying it to different sections of RAs written

in different languages.

This study relies on different approaches and techniques in analysing the accounts of
methodology of English and Arabic RAs. Firstly, it not only employs Swales’ move analysis
approach, but also adopts bottom-up processing to analyse the rhetorical features (moves and
steps). Bottom-up processing helps identify the moves and steps by examining their realisations:
the linguistic exponents. Secondly, this study uses the SF approach to analyse the lexico-
grammatical features of the accounts of methodology in terms of the transitivity framework.
Thirdly, tacit knowledge is employed to identify the assumed shared knowledge between writers

and readers and to examine how referents are identified. Finally, Pope’s (1995) ‘textual
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intervention’ technique is used to make a change in the text and find the effect of that change on
the participants (see sections 4.1 and 4.2). It is possible that these techniques may be useful for

analysing all sections of journal articles

8.2.2 Implications for readers and writers of research

The analysis of the transitivity system used in this study, as it shows how one step is represented
and where it is represented in a sentence, suggests that readers may benefit from the knowledge
of this system. It is also possible that beginner writers may choose from the available options
offered in realising the same step. Furthermore, awareness of the linguistic features is likely to be
useful for informing readers about the purpose of a text segment. Also, the analysis of the
linguistic features reveals that it would perhaps be wise for researchers and reviewers of Arabic
journals to conduct more proofreading of RAs before publishing to make sure that there is no
lack of details and the steps are realised using relevant information and the appropriate tense (see

sections 4.2 and 5.2).

Finally, there is also a possibility that knowledge of the framework proposed in this study may
benefit readers of RAs by building their expectations about what they will read in the accounts of
methodology and by helping them understand the communicative function realised by the moves
and steps. Beginner writers from the two academic cultures might also benefit from knowledge
of this framework by allowing them to follow the rhetorical features they need to compose their

accounts of methodology.
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8.2.3 Implications for pedagogy

The detailed analysis conducted in this thesis also has the possibility of being useful for second
language learners (Lim, 2006). It would, presumably, be useful for students, writers and readers
to have an idea about the possible rhetorical features found in the accounts of methodology of
RAs, certainly in the two languages (the English and the Arabic) and possibly more generally in
other languages. This, though, would require some adaptation so that these features could be
added to textbooks and teaching materials. Teachers might refer to them to develop their
teaching practices by teaching students how the accounts of methodology of experimental and
quasi-experimental design proceed and to help students avoid redundant cases of repetition. This
addition to the teaching materials perhaps has the potential to improve beginner academic writers
and students’ knowledge and understanding of the organisation of the accounts of methodology
and might thus enhance their writing and reading abilities of this section. Teachers need to draw
students’ (mainly the Arab) attention to a correct realisation of a step. Otherwise, the texts
produced can confuse and distract readers. Students could perform a task of analysing a sample
of methodology to find the constituent features and to examine how the textual elements are

organised to develop their knowledge in producing similar texts of the same genre (Bruce, 2008).

The identification of the assumed shared knowledge conducted in this study may also be
beneficial for writing teaching materials. Teachers could draw students’ attention to the need to
consider what information needs to be given to readers while writing their texts -and what does
not. Students could put themselves in the position of readers by rereading their products after a
while to make sure if what they write is clear enough and can be delivered successfully to
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readers. They need to check if what they consider as shared with readers is really shared with
them; otherwise, communication fails to occur. In this aspect, teaching materials could tackle the
importance of using common unified terms by researchers to avoid miscommunication and show
how terms can be demonstrated for readers by adding definitions or glossing, as shown in this

study.

8.3 Recommendations

There are several ways in which the approach taken here might be expanded and refined. As a
way of testing the wider applicability of some of its aspects, it would be instructive for
researchers to conduct further research in which they analyse all of the main sections
(Introduction, Method, Result and Discussion) of RAs in English and Arabic and, as suggested
above, in other different disciplines. Researchers might also analyse RAs whose design is
different from the one dealt with in this study and find whether the research design influences the
rhetorical features of these RAs. Other studies may compare RAs of Arabic and other academic
cultures. Researchers might also test whether the framework proposed by this study is applicable
to the accounts of methodology of other RAs from other soft disciplines. Further, they might test
to what extent this framework can cover the accounts of methodology of RAs drawn not only
from soft disciplines, but also from hard disciplines. With this knowledge, the framework could
perhaps be used to compare these disciplines and find what methodological aspects these

disciplines differ in and whether this framework misses any elements.
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8.4 Limitations of the study

The current study deals with a qualitative analysis and it provides descriptive statistics to
describe the occurrence frequency of steps. The reason for this is that the size of sample makes it
difficult to generalise about the population that the sample represents. Another limitation is that
this study deals only with Educational RAs that allowed collecting data published in Arabic as

researchers in other scientific fields publish their articles in English.
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Appendix 1: presence and absence of the steps in the English RAs

Appendices

ML | ML | ML | ML | ML |ML M2 M2 [ M2 M2 M2 M3 M3 [ M3 M3 M3 M3 [ M4 [ M4 M4 | M4
Journal S1 S2 S3 S4 S5 S6 S1 S2 S3 S4 S5 S1 S2 S3 S4 S5 S6 S1 S2 S3 S4
JREE1 + + + + + _ + + + + + + + _ + + + + + + +
JREE2 + + + + + _ + + + _ + + _ _ + + + + + _ +
JREE3 + + + + + _ + + + _ + + _ _ + + + + + + +
JREE4 + + + + + _ + + + + + + _ _ + + + + + + +
JRSTL + + + + + _ + + + + _ + + + _ + + _ + _ +
JRST2 + _ _ _ + _ + + + + _ + + _ _ + + _ + _ +
JRST3 + + + + + + + + + _ _ + + + + + + + + + +
JRST4 + + + _ + _ + + + _ _ + + _ _ + + _ + _ +
JRSTS + + + + + _ + + + _ _ + + + + + + _ + _ +
JRST6 + + + + + _ + + + + + + _ _ + + _ _ + + +
JRST7 + + + + + _ + + + _ _ + + + + + + + + _ +
EARLI1 + + + + + + + _ + + _ + + _ _ + + _ + _ _
EARLI2 + + + + + + + + + + _ + + _ + + + + + + +
EARLI3 + + + + + + + _ + + _ + + _ _ + + _ + _ _
EARLI4 + + + + + + + _ + + _ + + _ + + + _ + _ _
EARLI5 + + + + + _ + + + + _ + + _ _ + + _ + _ +
EARLI6 + + + + + _ + + + + _ + + + + + + _ + _ _
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EARLI7 + _ _ + + + _ _ + _ _ + + + + _ + + _ +
EARLI8 + + + + + + + _ + + _ + + _ + + + + _ +
EARLI9 + + + + + _ + + + + _ + + + + + + + _ +
EARLI 10 + _ + + + + + + + + _ + + _ + _ + + _ _
EARLI 11 + _ + + + _ + _ + + _ + + _ + + _ + _ +
EARLI 12 + + + + + _ + _ + + _ + + _ + + + + _ _
EARLI 13 + + + + + _ + + + _ + + + + + + + + _ +
EARLI 14 + + + + + + + + + + _ + + + + + + + _ _
EARLI 15 + + + + + _ + + + + + + + + + + _ + + +
EARLI 16 + + + + + _ + + + + _ + + _ + + _ + + +
EARLI 17 + + + _ + _ + + + + _ + + _ + + + + _ +
EARLI 18 + _ + _ + _ _ _ + + _ + + _ + + _ + + +
EARLI 19 + + + + + _ + _ + + _ + + _ + + _ + _ +
EARLI 20 + + + + + + + + + + _ + + + + + _ + + +
EARLI 21 + + + + + + + + + + _ + _ _ + + + + _ +
EARLI 22 + _ + + + _ + _ + + _ + _ _ + _ _ + _ +
EARLI 23 + _ + + + + + _ + + _ + + + + + _ + _ +
EARLI 24 + + + + + + + _ + + _ + + + + + _ + _ +
EARLI 25 + _ + + + _ + + + + _ + + + + + _ + _ _
Total 36 28 34 32 36 13 34 24 36 28 7 36 30 20 36 32 16 36 10 28
@ 1O |@®» @ ® | @ | @ | 10
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Appendix 2: presence and absence of the steps in the Arabic RAs

M1 M1 M1 M1 M1 M1 M2 M2 M2 M2 M2 M3 M3 M3 M3 M4 M5 M5
Journal S1 S2 S3 S4 S5 S6 S1 S2 S3 S4 S5 S1 S2 S3 S4 S1 S2
JES1 + + + _ + _ + + + + + + + + + + + _
JES 2 + + + + + + + + + + + + + + + + + +
JJES 3 + + + + + + + _ + + + + + + + + + +
JES 4 + + + + + _ + + + + + + + + + + + _
JJES 5 + + + + + + + _ + + + + + + _ _ + _
JJES 6 + + + + + + + + + + + + + + + + + +
JES7 + + + + + + + _ + + + + + + _ _ + _
JJES 8 + + + + + + + + + + + + + + + + + +
JIES 9 + + + + + + + + + + + + + + + + + +
JIES 10 + + + + + + + + + + + + + + + + + +
JJES 11 + + + + + + + _ + + _ + + + + + + _
JIES 12 + + + + + + + + + + + + + + + + + +
URE 1 + + + + + + + _ + + + + + + + _ + +
JRE 2 + + _ + + + + + + + + + + + _ _ + _
IJRE 3 + + + + + + + + + + + + + + + _ + +
URE 4 + + + + + + + + + _ _ + + + _ + + _
URE5 + + + _ + + + + + + _ + + + _ _ + _
URE 6 + + + + + + + + + + + + _ _ _ + + _
URE7 + + _ + + + + + + + + + + + + _ + _
URE 8 + + + + + + + + + + + + + + _ _ + _
URE9 + + _ + + _ + _ + _ + + _ + _ _ + _
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IURE 10 + + _ + + + + + + + _ + + + _ _ + _
JEPS 1 + + + + + + + _ + + + + + + + + + +
JEPS 2 + + + + + + + _ + + _ + + + + + + +
JEPS 3 + + + + + + + _ + + + + + + _ + + +
JEPS 4 + + + + + + + _ + + + + + + + + + _
JEPS 5 + + + + + + + + + + _ + + + _ + + +
JEPS 6 + + + + + + + _ + + + + + + + _ + _
JEPS 7 + + + + + + + _ + + + + + + + + + +
JEPS 8 + + + + + + + + + + + + + + + _ + _
JEPS 9 + + + + + + + _ + + + + + + + + + _
JEPS 10 + + + + + + + _ + + _ + + + _ + + +
JEPS 11 + + _ + + + + + + + + + + + _ _ + +
JEPS 12 + + + + + _ + + + + + + + + + _ + +
JEPS 13 + + + + + + + _ + _ _ + + + + + + +
JEPS 14 + + + + + + + + + + + + + + + _ + +
JEPS 15 + + _ + + + + + + + _ + + + _ _ + +
JEPS 16 + + + _ + + + _ + + + + + + + + + +
JEPS 17 + + + + + + + + + + + + + + + + + +
JEPS 18 + + + + + + + _ + + + + + + + + + +
Total 40 40 34 37 40 36 40 23 40 37 31 40 38 39 26 24 40 23
(6)
(Y] (Y] (©)] (©)] (©)] (6] (18)

Notes: 1- M stands for move and S stands for step. For example, M1 S4 means step four under the first move.
2- The + sign points to the presence of a step whereas the — sign indicates the absence of a step.

3- The brackets show how many RAs include a step outside the methods section.
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