543 | (oSasseiize wxudly - B Laa)- Lilatles o315 638

Investigating the Impact of Multimedia-aided Coherence Teaching on

the Quality of EFL Writing in Sulaymani City

Louay Salman Haji Asst.Prof. Dr. Hoshang Faruq Jawad
MA Student in ELT PhD in English Language & Linguistics
University of Sulaimani University of Sulaimani
Louay.haji@gmail.com Hoshang.jawad@univsul.edu.iq
w93

S3S38 S8 &ylS glosas iy xilel Soganiigl daydaliyainle & aCrady agoganiiol pdl
ogyam (YY) J cSalisde yawd 33gazaly JaxSyi8 gograay Slodla) [Bos g sgdiiwdy
Slailing JSd Siaalean 4 389ledi gogrady Slodila) Bos wizg dgdiiway J3)S38 S8y &yls
Slosd goosay Sogasiugi . Soganlaiay Siwsgd sidlgS gogdiasSiya dyesila Sjlyel dog guasd
6)[9:-).‘19 $0 .Q‘SO)\SJ&Q‘Q} d.w.)g_‘ &)Lo‘j 9 géo.x 6°943~’)§<%‘i’ 4 Oﬁﬁ)ogdswdq Son uu.»ctg- 6°94’;‘75“§§<5]
dg9igs a8 twasda § ylaidled Slay &S g 4 4 099935 LidSoganiiiel gyladdy 35S Sila)
09ds aSogantugl  JSSaSeydw sgaisids Flyte SliwayoS adyan — Slalu oylas o l6ley gyasiaus row o
g 09ditwdy S35 5.8 09 33 gduwly gogxdas Jlodila) Bos g dgditwdy 35538 oS Oilsouy0n
3 oaily SGilsel dog suasd Sluilicy JB8d Saskdads 9 o)Bolodi gosxaas Sloaila Bos
Slos Gigoydy S8 Sasogrady olySaies wwed oS (Seggsylaiay gl 2dlgS c094is)Shydy
l23al8ed 5335528 S8 auny3S o oS 09e0idSed il gogatis SBasS (3ydl panss (355338 4 ayolya @
SBoggusladay Tdayls aSoglsSiluacy Ky g9u oS yosos glid jnogdd aSegaiiagi (SSegaiigs .ogarisigos
gaiogady Sailyidals o (e wsSy 9 (LilSSEyy SaSaadS d coyaa lyualy SaSdly oS ogls
sNogaay Slailins § &lnf Saesxid jlobe 5S4 g3yl SluaslSa o Bazuy ylsbd HL3 rwggss
K SluaySa logyan |6liBawg d ooy Saossia Bl uwsjes o (BSh olew
SBawydS o) Oy (BoylSailgs swsgd (dydd Sagegxiiay cdySes lsageganiisd sdl SeglyS Loy
saaliyay Shydls &y o igyosddayly edySes aSeganiisd SSogdnids . uiad redsde 3y laidSd ila)
B0 iz g dgaitady 5335303 9 Gl @ g (S35 588 L8031l 8 3L ila) Sadiss
Sz 9 63488 Slay HaxS318 SaasS & Luse (F4e glaay yawd )88 Sl 5 STl Llgdile
Sloy SisxSss S8day d ilgios o 3K Siled HasSyud Sibliwdels 8y cewsd Ghilyte paias
Lo S a3 dSs

jzsb.univsul.edu.iq

JZSB p-ISSN: 1813-0852, e-ISSN: 2617-3034


mailto:Louay.haji@gmail.com
mailto:Hoshang.jawad@univsul.edu.iq

(oSassaByse wily - B Law)- et 3515 o83 | 544

gelall
Sl 13kl godlll baglydl yolie 555 Blastiul J] condl Bags sezanlll Ay o 23 o & dulyll
83458 8118 (48l gloliia) Bassiall Jilugll dawslsy peaall goslll bulydll yolic 35lig dLee (2002) ) z3gal
LS JilasYly adl Sl plascnly oSl condl @b piaas dwlyall gl oS luall LS 839> e
duialoa ! @8l 1gys cpill danl 4818 dy il 48Ul oMb oo W 0 (e B3g5-lo duliS d8yg A+ wll> oMbl
o35 Gl Ayl 2l ot ol Byl ¢y Liws ysS @elBly dgilaglud] digan 8 Ol 3S1ye &35 5 dalall (ol

B39 (30 5SSy oy B35 81318 gua8ll pboliay lae s codlll baylyall yusyiSg slss IS godlll baylyall
deparl &3lS Gyl @l Boao 6 ey Al Eyialacl dalll sl ye HLSII gy &slie oUWl &S
e Sl Sy lnall Ssels o8l baglydl puoyyad ppgeyiall iyl o) Lol bl opgbsl dale (o156 Y
SBMall lgby dalzsall byl Slgal plascisly Ul 4381 Jan 1Sg (agulsS qulasis (@a)K8l jushas 8 agilsl
S 38 dulyl 03a 8 do yatall giladl slazel agULS 8 oy Sy pailil sleb] Lle 8yailly 4IK8Y1 oy
zalis sasas Loyl dull 255 selud 485 dalall (o133 dyjdasyl &bl Olyes 8 oM SLLS ;e Lla]

godlll bulydl ol zos JM5 o HLSII B3lgn s 6 paedllol sl Lle downl 481S Gyl dall
4l ales g3ty (dnidloayl 48Ul uoyas dasall cosl 3 dsaszall Wilwgll Lle dadld)l duaded] dasillg

Joab 5 lgalaszal oSay 4l &l Bylga dtlazall eladl Sliasilizal o desanay Lual &IS G lasil
g 4818 3 laidl dall

Abstract

The present study is an extract from an MA dissertation. The study aimed to investigate the impact
of teaching coherence elements explicitly based on Lee’s (2002) model, and the effect of teaching
coherence elements integrated with videos as a stimulus tool on the quality of participants’ writing.
The study followed quantitative method research design utilising textual and statistical analysis of
students’ writings. 90 writing papers taken from 45 EFL students who studied English for general
purposes in three language centres in Sulaymaniyah city, Kurdistan Region, Iraq were involved in the
study. The main study findings showed that teaching coherence explicitly and teaching coherence
integrated with videos as a stimulus tool significantly improve the quality of the students’ writing
compared to teaching writing via ELT textbooks taught in those EFL courses. The findings also
showed that the two proposed ways of teaching coherence helped participants to have better
performance in developing their ideas, organising their paragraphs, establishing more logical relations
between sentences, using different cohesive devices judiciously to show relations between ideas and
indicating their opinions explicitly in their writings. Adopting the suggested approaches of teaching
coherence in this study may positively improve students’ writing in English language courses for
general purposes. The findings of the study may also help writing EFL curricula designers change
their approaches to writing by integrating coherence elements and multimedia-based instructional
tasks and activities into ELT textbooks and equip EFL teachers with a range of writing strategies that
can be used in EFL classrooms.

Keywords: EFL Writing Strategies, Coherence, Cohesion, Multimedia, Videos, ELT Textbooks,
Writing Instruction, EFL Teachers

1. Introduction
Writing is one of the essential skills in the English language. Being an essential mean of
communication in the twenty-first century, writing plays a vital role in determining language learners'
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academic success. Even beyond academia, writing continues to be an important attribute of many
disciplines such as business, commerce, science and many more (Hyland, 2003; Light, 2001).
Nonetheless, this importance is usually associated with much difficulty for many English as a Foreign
Language (EFL) learners and native speakers alike (Hyland, 2003; Kellog, 2008). This difficulty can
be traced to several factors that are both related to the nature of the writing itself and the way it is
often taught in many EFL classes.

Researchers were able to recognise two elements, which they perceive to have an important
influence on the quality of written texts: coherence and cohesion. De Beagrande and Dressler (2002)
assert that a well-written text derives its communicative value from its conformity to two important
standards of communication: cohesion and coherence. They argue that “to some degree, cohesion and
coherence could themselves be regarded as operational goals without whose attainment other
discourse goals may be blocked” (p.3). Similarly, Richards (1990) states that coherence is "an
essential practical construct in discussing the quality of written discourse" (p. 104)

2. The Rationale of the Study

A clear distinction between coherence and cohesion is not provided in most of the writing
textbooks used in writing courses in terms of their roles and their appropriate implementation. Lee
(1998) states that “coherence is central to effective writing. However, it is often regarded as a fuzzy
and elusive concept that is difficult to teach and difficult to learn” (p.36). For example, Boardman
and Frydenberg’s (2002) Writing to Communicate elusively describes a coherent paragraph as a group
of “sentences that are ordered according to a principle (p.31). This principle is achieved simply by
organising sentences in certain orders (chronological, spatial and logical). Students with this vague
description are left with no clear explanation of how to implement these orders in their writing.
Opposed to the previous explanation, Oshima and Hogue’s (2006) Writing Academic English, widely
used in writing courses, advises students that the way to gain coherence is through the skilful use of
key nouns, pronouns and transition signals.

Halliday and Hasan (1976) and Richard, Platt and Weber (1985) assert that cohesion is "the
grammatical and/or lexical relationships between the different elements of a text in order to create a
unified text” (p. 45). Lee (2002) believes that “such conceptions of coherence, [...] construe
coherence narrowly in terms of sentence-level connectedness and paragraph unity rather than
discourse unity” (p.33).

This difficulty is probably one of the reasons why despite the fact that coherence and cohesion are
important features of writing, they are hardly taught in many EFL textbooks such as New English
File, Interchange, New Headway, and Face2Face, which are commonly used in English language
institutes and centres around the world. The writing skill is neglected, and no appropriate and explicit
materials and activities are included to focus on coherence and cohesion. Furthermore, English
language teachers at many language institutes and centres do not supplement those books with
appropriate materials due to writing complexity, time limitations and lack of training and knowledge
in designing materials.

This gap has created a major issue for many English language learners in EFL classes in terms of
their writing skill since the majority of people, especially adults (engineers, accountants, lawyers,
teachers, educators) in Sulaymaniyah city choose to learn the English language using those textbooks,
which are taught in different private language institutes. As a result, EFL learners complete those
classes without developing appropriate writing skills and be capable of passing international language
exams.

Therefore, adopting a practical definition of coherence and its elements and suggesting how it can
be integrated into EFL textbooks will be of great importance and would solve some major issues that
face EFL students both in Sulaymaniyah city, Kurdistan Region and the other countries that use the
common ELT textbooks. Based on the literature, this research adopts Lee’s (2002) model as the basis
for teaching elements and adds to it videos as a stimulus tool to maximise the effectiveness of the
instruction.
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3. Elements of Coherence

Lee (2002) suggests five important elements, which form coherence: cohesion, information
distribution, propositional development, macrostructure and metadiscourse. Those five elements may
not only provide a more explicit definition for coherence, but it also can provide the theoretical
knowledge to develop educational materials needed to teach coherence in different EFL and ESL
classes. Adopting this model can help change students’ perspective on writing. Ferris and Hedgecock
(1998) found out that ESL/EFL students focus almost exclusively on the word and sentence levels
rather than the level of the whole discourse when writing. This is because they believe that “their only
sense of security comes from what they have learned about grammar” (Leki 1996, p.34) and that
grammar is the only tool they can use in writing English essays, (Silva, 1992). Therefore, Lee (2002)
believes that this pedagogical emphasis on the elements of coherence can move students’ attention
from phrase-level grammar to discourse features such as textual structuring and propositional
cohesion, which are critical to creating meaningful texts.

3.1 Cohesion

Cohesion, as explained above, is defined as a distinctive element yet related to coherence that
connects words, phrases, clauses and sentences via cohesive ties aiming to construct a coherent text.
Different sentences in a text are connected according to the linguistic, lexical or grammatical
meanings of the cohesive ties rather than the accumulated meaning of the individual words
themselves. Therefore, cohesion is considered to represent the surface structure of the text (Peterson
and McCabe, 1991). Cohesion achieves coherence through the use of cohesive ties: reference,
substitution, ellipsis, lexical cohesion and conjunctions (Halliday and Hasan, 1976).

3.2 Propositional Development

This element is based on the notion that if the meaning and the information of sentences are not
taken into consideration, the text could easily lose its coherence. Van Dijk (1980) describes
propositional development to be the result of relations expressed by sentences’ propositions
(information, ideas) which are ordered in certain sequences and it through this arrangement that
meaning is formed. He further explains that cohesive ties (cohesion) should be used according to the
meaning which sentences convey and not vice versa. Van Dijk (1980) distinguishes between two
fundamental types of sentence sequencing or arrangement: conditional and functional.

The sequence of sentences is conditionally coherent when their different information or facts are
conditionally related to each other. That is, when “the first fact [sentence] allows, or necessitates the
subsequent fact [sentence]” such as causes and consequences (Van Dijk, 1980, p. 53). The following
example illustrates this relationship:

Many newly married couples lack money. They end up living in small houses.

It can be understood that the first sentence acts as the reason lacking money which led to a
consequent action which is /iving in small houses. Therefore, without the cause, which the first
sentence provides, there will be no consequent. The semantic relationship that both sentences convey
allows the reader to comprehend the relation between the two and identify this conditional, sequential
relationship.

Functional sequencing of sentences occurs when “the respective propositions have themselves
a semantic function defined in terms of the relationship with previous propositions. Thus, a
proposition may function as a specification, explanation, example, comparison, contrast or
generalisation with respect to a previous proposition" (Van Dijk, 1985, p. 110). This relation can be
understood if we re-arrange the two sentences in the previous example:

Many newly married couples end up living in small houses. They lack money.

Here, the sentence they lack money is no longer the reason which leads to a consequent action. It
rather functions as an explanation for the first sentence. The relationship between the two sentences
is understood through their semantic relationship where the first sentence expresses a general level
of information which is specified by the second sentence and thus establishes a general-specific
relationship.
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This knowledge of propositional development is essential as it can assist learners in developing
the unity and coherence of their writing. By justifying, explaining, exemplifying, and/or elaborating
on the ideas' presented, coherent writing is more likely to be attained (Lee, 2002).

3.3 Information Distribution

As the name indicates, information distribution is about how information is ordered in a sentence
and how this “distribution” can create a smooth transition between sentences. Cook (1989) argues
that the ordering of information is determined by “sender’s [writer’s] hypotheses about what the
receiver does and does not know” (p.64). That is, writers have to keep in mind the audience they are
communicating with in terms of the knowledge they already possess regarding a certain topic as well
as the knowledge of the world that one shares in this world.

The sequence of information distribution is reflected in the structure of the English
sentence/clause. The English sentence/clause is usually divided into two parts: the part which the
writer thinks his/her audience already knows (Given/Theme), and the part which the writer thinks that
his/her audience does not already know (New/Rheme) (Paltridge, 2006).

Paltridge (2006) emphasises the significant role that theme and rheme play in determining the
"focus and the flow of information in the text" (p.145). Paltridge explains that this flow of information
is created through the way in which a theme of a clause may pick up, or repeat a meaning from a
preceding theme or rheme. That is, the new part of a sentence could change into the given in the next
sentence as the text develops. It is through this way, a smooth transition between sentences is
established. Consider the following extract taken from the introduction of this paper:

Writing plays a vital role in determining language learners’ academic success. Nonetheless, this
importance is usually associated with much difficulty for many English as a Foreign Language (EFL)
learners and for native speakers. The challenging aspects of writing could be traced to the nature of
written texts themselves.

Here, it can be noticed that the new/rheme of the first sentence plays a vital role in determining
changed its status into the given/theme part of the second sentence this importance and the new/theme
of the second sentence is usually associated with much difficulty\changed into the given/theme of the
third sentence the challenging aspects. It can be noticed that the text has developed as follows:

Given/Theme...New/Rheme. Given/Theme...New/Rheme. Given/Theme...New/Rheme.

This example illustrates the smooth movement of sentences. It also shows how information
distribution is highly useful to make sentences “hang together” in a way that creates unity in texts
(Celce-Murcia and Ol‘iwm herefore, teachiméjfo_rrm] distribution to students can help
them greatly learn how"to develop and connect their sentences smoothly and achieve unity in their
texts.

3.4 Macrostructure

Van Dijk (1980) views macrostructure as the theme, the upshot, the idea, the gist, or the outline of
a discourse or a passage of a discourse. He argues that macrostructure “explains what is most relevant,
important, or prominent in the semantic information of the discourse as a whole” (p.15). Martin and
Rothery (1986) believe that macrostructure provides the text with its communicative purpose. It can
be inferred from Van Dijk’s explanation that macrostructure establishes global coherence through
two levels of text: paragraph and essay (or other types of texts such as articles, dissertation).

The first global coherence is established in a paragraph through "the overall control upon the local
connections and continuations" (p.115). That is, although sentences could be connected coherently if
the sequence of the sentences is not developed under a certain idea or theme, they would more likely
diverge from their main idea. In this way, macrostructure controls the relevance of the discourse’s
individual propositions, their importance, and the nature of the relations that link together (Van Dijk,
1985).

The second level of global coherence of the whole text is established through the overall control
over different paragraphs of the text. That is, not only each paragraph should have its own overall
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idea, but also any set of paragraphs should have an overall idea, theme or outline that controls
different paragraphs together in order to serve a larger purpose.

The sequences of prepositions could also be arranged according to the functional or the
communicative purpose of the text (Lee, 2002). For example, if the purpose of a text is to argue a
controversial issue, the writer could arrange his/her ideas so that both sides of the issue are examined,
followed by a conclusion in which the writer weighs the pros and cons of each side of the argument
(Lee, 2002). Similarly, Van Dijk (1977) suggests that it is typical for narratives to use the following
pattern: “Setting-Complication-Resolution-Moral” (p.101). Therefore, it can be said that teaching
macrostructure explicitly to learners could be highly effective to improve their writings in terms of
unity and relevance of their ideas both inside paragraphs as well as in a text as a whole.

3.5 Metadiscourse

Metadiscourse is linguistic features in texts that help readers to organise, interpret and analyse
knowledge, making it more reader-accessible (Lee, 2002). It also indicates ways writers can express
themselves in their texts to interact with their receivers (Crismore, Markkanen, & Steffensen, 1993).
Hyland (2005) states that "metadiscourse embodies the idea that communication is more than just the
exchange of information, goods or services, but also involves the personalities, attitudes and
assumptions of those who are communicating" (p.3). Hence, two distinctive yet related parts can be
found in communication: informational and attitudinal that a writer adopts regarding the information.
Similarly, Crismore et al. (1993) and Kopple (1985) report that there are two different levels of
meaning which can be found in a text: the propositional and metadiscoursal. The former Kopple
(1985) describes as the one that “provides information about the topic of the text, and it increases the
propositional [information, ideas] content”, while the latter “helps our receivers organise, classify,
interpret, evaluate and react to such material” (p.83).

It can be said that metadiscourse has great importance in writing because it helps writers to adopt
a critical perspective towards their writings. Tavakoli et al. (2010) explain how the use of
metadiscourse help students understand and interpret author’s communicative intentions and stance,
move along the text, and keep schemas and process the flow of information efficiently by raising their
awareness of the presence and the functions of different metadiscourse markers. Discourse markers
can be classified into different categories according to their purpose. For example, they vary from the
one used to express logical connections, e.g. infer, support, prove, therefore; to hedge how certain
we are by writing e.g. it seems that, perhaps, I believe, probably; or when we refer to our own thinking
and writing as we think and write e.g. To summarise, on the contrary, I believe (Kopple, 1985;
Crismore et al. 1985; Hyland, 2005).

It can be argued that by raising learners’ awareness of the use of metadiscourse, students will not
only learn how to get other writers’ stance and perspectives but also learn to introduce theirs.
Consequently, it will positively reflect on student’s writings if they are taught how to use
metadiscourse markers appropriately.

4. Videos as a Stimulus Tool: Features and Potentials

The use of videos' in classrooms is associated by many teachers with entertainment; it is
considered to be a way to pass the time, a reward for students after doing well in a quiz, or a filler
whenever teachers are not in the right mood to teach. This attitude towards films is common around
the world, and it has been well-documented in the literature by many researchers (Voller and widows,
1993; King, 2002; Vetrie, 2004). The misconception towards viewing videos as a tool to entertain is
caused by misunderstanding the nature of videos by many teachers.

It is certainly true that videos are fun; yet, this does not devalue their pedagogic importance. It is
well-known that enjoyment and entertainment are two important aspects of any learning process. For

! 1n this research the word videos acts as an umbrella term that refers to films, short films, DVDs, TV shows and
documentaries
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example, when learners enjoy what they are involved in, a relaxed atmosphere is more likely to be
established, and their motivational level increases positively towards learning activities which in its
turn will be reflected on their performance. Voller and Widdows (1993) and King (2002) assert that
entertainment and enjoyment have a strong influence on learners' motivational level and offer a varied
collection of pedagogical options and represent a rich source of intrinsically motivating materials for
learners.

One of these effective features that can be a very useful tool in teaching writing is the dynamic
multimedia aspect of videos. Videos integrate visual, aural and animated characteristics in one piece
creating a “dynamic medium” (King, 2002, p.509) that presents ideas and events in a multi-
dimensional aspect. This characteristic can positively increase the clarity of ideas and events
presented to learners. The emotional response is another distinctive feature yet related to the dynamic
aspect of videos that can be very influential in writing. Videos establish a meaningful context in front
of learners by showing interactions, settings, people, and things in a much more realistic way (Bo,
2008).

The third feature, which is not less important than the previous two in teaching writing is the
relaxed environment which videos create for learners to reflect upon their ideas and responses. In
addition, videos are linguistically less threating than other texts such as reading or listening materials
because videos offer learners more than one opportunities to comprehend and follow the ideas in the
video. The role of videos and the potentials they offer in writing instruction can also be understood
through Multimedia Learning Theory (MLT), (Mayer, 2001). MLT theory demonstrates how videos
interact with viewers and describe the processes involved in this interaction and how it allows learners
to have more than one opportunity to understand the presented materials and have a better interaction
with them (Mayer and Moreno, 2005).

5. Teaching Coherence and the Role of Materials

Lee (2002) provides a model of explanation on how materials can be designed for teaching
coherence in writing. The model consists of five elements which are ordered as follows: "introductory
activities, explicit teaching, student handouts, awareness-raising tasks and follow-up writing
practice” (p.34). Each stage is given an equal prominence when teaching the five elements of
coherence. Lee (2002) illustrates that introductory activities aim to introduce the role and importance
of coherence in writing. For example, students might be asked to narrate an embarrassing story or
event, and then elements of macrostructure such as situation, problem, solution, and evaluation can
be discussed to identify macrostructure role in the story.

This activity is followed by explicit teaching activities which aim to involve students in analysing
authentic texts or simple text-analysis tasks to ensure that learners explicitly comprehend the target
coherence element. For example, to teach macrostructure, students can analyse texts that contain the
problem-solution structure by rearranging jumbled sentences. The third type of activities is done
through students handouts. Lee (2002) recommends using handouts to explain the targeted terms and
provide further examples on features of coherence in order to scaffold and strengthen learners’
understanding. Similarly, awareness-raising tasks aim to engage learners in a variety of text analysis,
reading and re-writing to consolidate their understanding and use of coherence elements. It is
important to note that the types of modification and rewriting activities at this stage are rather
controlled since they are specifically designed to improve specific elements of coherence in students'
writing. Thus, they can be viewed as accuracy-based activities.

The last type of activity is called follow-up writing practice activities. As its name indicates, this
stage aims to allow students to implement what have they learned. Lee (2002) suggests giving
students a topic and asking them to write according to the conventions they have learned and practised
in the previous activities.

Lee (2002) suggests starting from the general features of a text and moving towards smaller
elements. After identifying the purpose, audience and the context of the situation, the macrostructure
of the text will be introduced, and then the information distribution and the way it can facilitate
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developing the topic of the writing and the development of ideas is tackled. After that, the information
distribution/local coherence and cohesion are taught. Finally, metadiscourse is introduced
emphasising "the importance of the text as a vehicle for communication" (p.41). In other words, it
can be called a top-down approach to sequencing different elements of coherence.

Reflecting on the first four types of activities mentioned earlier and the way they can be ordered,
it can be seen that the Lee's (2002) model adopts a top-down approach to writing, moving from
general into a detailed explanation to writing. One can also categorise those materials under support
and model materials mentioned by Hyland (2003). This is because the four types of activities aim to
provide explicit explanations of coherence features and to engage students in text analysis tasks that
improve the coherence various aspects in a controlled manner.

The analysis also shows that Lee (2002) model of teaching coherence lacks the third type of
stimulus materials mentioned by Hyland (2003) as the last writing practice activities only requires
students to implement what they have learnt in terms of coherence knowledge. That is, they do not
provide any stimulus input in terms of engaging learners to think and elaborate creatively on the ideas
that they want to include in their writings. Therefore, there is a need to include stimulus materials in
Lee’s (2002) model of teaching coherence for a complete and effective set of materials to be present.
Videos’ features, as noted above, can best serve writing in terms of stimulating, generating ideas and
supporting learner's creativity. Thus, they will be used to provide stimulus input for learners before
they start writing.

6. Methodology

The aim of this study is to investigate the impact of teaching coherence explicitly on students’
writing and teaching multimedia-aided coherence teaching on the quality of EFL writing. This is done
by developing working and practical writing materials that explicitly teach the five elements of
coherence and combine it with video-based stimulus materials to improve participants’ writing. The
study took place at three language centres in Sulaymaniyah city. The three places provided English
language courses for general purposes. Three groups of intermediate level students have participated
in the research, the Control group (The CTR), the Experimental group A (The EXP A), and the
Experimental group B (The EXP B). Each group had 15 participants; 45 students (21 males and 24
females) were part of this study in total.

The intermediate level was chosen as it is a critical stage for learners to develop their writing skills
and move from paragraph to the essay level. It can also be argued that students at this stage would
have gained the linguistic competencies needed to write longer texts. Furthermore, students can gain
Band 5 in the IELTS test, or 56 in the TOEFL iBT test at this level. Those are the score required by
the Kurdistan Higher Ministry of Education for students to be admitted for the master's programme.
All the participants went through a language placement test to determine their English proficiency
level before joining the courses. Therefore, it can be said that all participants had the same level of
the English language when they joined their English for general-purpose courses. Apart from that, all
participants were randomly grouped. Therefore, there was no need for random sampling as it is
needed in this type of experimental researches.

The CTR group were taught writing following their ELT textbook, The EXP (A) writing
instruction was based on (Lee’s (2002) model and the EXP (B) writing instruction was based on five
elements of coherence (Lee, 2002) integrated with videos as a stimulus tool. Each group had a pre-
test and a post-test (see Appendix1). Thus, a total of 90 papers were textually and statistically analysed
following Chiang (1999) assessment tool (see Appendix 2). SPSS analytical software was used to
conducted One-way ANOVA and post hoc test Tukey HSD to derive the descriptive data. A pilot test
was conducted to verify the validity and clarity of the instructional materials. The pilot study lasted
ten weeks and yielded positive results in terms of the appropriateness and clarity of the designed
materials and data collection tools.
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7. Findings and Discussion
This section provides the major findings obtained from the data collection. It is important to note
that further details are provided in the dissertation.

7.1 Pre-test
Table 1. Descriptive Data on Participants’ Pre-test writing
N | Mean Std. Std. 95% Minimum | Maximum
Deviation | Error Confidence
Interval for
Mean
Lower | Upper
Bound | Bound
CTR
15 | 37.20 7.073 1.826 | 33.28 | 41.12 24 48
Group
lfg 15 | 4147 | 11837 |3.056 | 3491 | 4802 | 25 69
P 82408 15 | 36.87 8.070 2.084 | 3240 | 41.34 21 47
re- (B)
test Total | 45 | 38.51 9.258 1.380 | 35.73 | 41.29 21 69

Table 2. One-way ANOVA Data on Participants’ Pre-test writing

Sum of Squares| df Mean Square F Sig.
Between 197.378 2 98.689 1.160 | .323*
Pre-test Groups
Within Groups|  3573.867 42 85.092
Total 3771.244 44

* The main difference is significant at the 0.05 level.

The results of the three groups in the pre-test indicated that their overall performance was almost
the same. Furthermore, one-way ANOVA yielded a no significant difference between the three
groups writings in the pre-test at the P<.05 level, F(2,42) =1.160, p=.323. For the difference to be
statistically significant, the p-value between the three groups has to be between (<.05, and <.001).
However, the p-value in the pre-test is .32, which is much higher than 0.05. Therefore, it can be
confirmed that there was no significant difference between the three groups in terms of writing quality
when their courses started.

Each coherence aspect that had received less than 4 according to the assessment tool scale (see
Appendix 2) is considered problematic. This value is chosen because number 4 indicates that an
aspect is considered to be good according to independent 1 to 5 scale (5 = Strongly Agree, 4 = Agree,
3 = Undecided, 2 = Disagree, 1 = Strongly Disagree). Therefore, it can be seen that all aspects of
coherence were problematic for the three groups at the beginning of their courses as no average means
of any aspect reached 4. To further understand each group performance in the pre-test and to identify
which aspect in each category was the most problematic and the least problematic, the five coherence
elements were analysed and explained in details.
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7.1.1 Macrostructure
Table 3. Pre-test Means of Macrostructure
CTR
Macrostructure Group EXP(A) | EXP (B)
Mean Mean Mean

Relevant Ideas 2.47 2.93 2.47
Division of Paragraphs 1.53 1.87 1.67
Effective Introduction 1.93 2.13 1.60
Closure 1.13 1.33 1.40
Sum 7.06 8.26 7.14

The results show that participants in both the CTR group and the EXP (B) had almost the same
performance in macrostructure with 7.06 and 7.14 mean sum, respectively. EXP (A) had a slightly
higher performance with 8.26 as an overall sum. Participants in the CTR group scored 2.47 while the
EXP (A) and the EXP (B) scored 2.93 and 2.47, respectively. One of the major issues that affected
the relevance of ideas was participants’ lack of understanding of argumentative essay requirements
by providing solutions paragraph, which was not required.

In terms of paragraph division, the CTR group had the lowest performance. Similarly, participants
in the other two groups did not know how to distinguish between their introduction, body paragraphs
and conclusion resulting in one very long block piece of writing that lacked organisation.
Furthermore, it was common by participants to combine all body paragraphs together in one long
body paragraph or do the opposite by separating one body paragraph into separable independent
sentences.

Providing effective introduction was also problematic for the majority of the participants, as most
of them did know how to introduce the topic of their essays and their thesis statements. One of those
problematic areas was immediately stating their thesis statement at the beginning of the introduction
without mentioning the hook and the topic of their writings, Hence, making it difficult for the readers
to understand the writing topic and its scope before reaching the supporting details.

In addition, providing an appropriate conclusion and closure were also problematic for many
participants. The most frequent issue was not dedicating a proper paragraph for the conclusion or
reducing the conclusion paragraph into one sentence containing a general suggestion without
summarising and paraphrasing the main ideas of the essay. Thus, no closure was provided.

7.1.2 Information Distribution

Table 4. Pre-test Means of Information Distribution

CTR EXP EXP
Information Distribution Group (A) (B)
Mean Mean Mean
Given / New 2.13 2.20 1.73
Relation between Ideas 1.93 2.60 2.00
Sum 4.06 4.08 3.73

The average mean for Given/New principle and establishing relationships between ideas was
below 4 for all the three groups. This indicates that almost all participants had serious problems in
implementing these two aspects in their writings. The EXP (B) had the lowest performance, with a
mean of 1.73 in implementing the given/new principle. It was followed by the CTR group 2.13 and
the EXP (A) with 2.20 as an average mean.

A closer look at participants’ papers reveals that many of them did not know how to introduce
their ideas in an appropriate place or manner. Students presented their new ideas/sentences without
taking into consideration the previously given/introduced ideas when developing and supporting their
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arguments. This had resulted in a disconnection between the presented ideas and made it difficult to
follow the thread of their arguments.

In terms of establishing a relationship between their ideas, the average mean for the EXP (A) is
2.60, followed by the EXP (B) 2.00 and CTR group 1.93. The first main challenge was not
establishing a clear relation between the topic sentence of the paragraph and the supporting details.
The second most frequent issue in participants’ writing was not providing a proper and clear topic
sentence to control the supporting details. Thus, it was left for readers to infer the main idea of the
paragraph.

7.1.3 Propositional Development / Local Coherence

Table S. Pre-test Means of Propositional development/Local Coherence

CTR EXP EXP
Propositional Development / Group (A) (B)

Local Coherence Mean Mean Mean

Exemplification 1.67 2.20 1.73

Causal Relationship 2.07 2.33 2.07

Problem / Solution 1.73 2.07 1.80

Compare / Contrast 1.53 1.93 1.67

Elaboration 1.87 2.13 1.60

Sum 8.87 10.66 8.87

Table 5 shows that the EXP (A) had the highest sum mean 10.66, while both the CTR group and
the EXP B had the same sum Mean 8.87. In terms of exemplification, it was evident that providing
appropriate examples to support their ideas was one of the most challenging aspects for a good
number of participants in the three groups since many papers did not contain appropriate examples at
least for one or more of their main arguments when it was needed.

Developing clear causal relations between different details was another challenge for the
participants as it was difficult to establish a logical connection between different presented details.
Problem/solution is the third aspect of propositional development. This aspect in argumentative
essays is considered successful if the writer clearly explains why the reason mentioned in an argument
is problematic. The solution part is not required as the topic given to the participants did not entail
providing any solutions. A large number of papers had issues with this aspect as learners did not
clearly state why at least one of their main arguments is problematic and could lead to divorce.

The fourth aspect of propositional development is comparison and contrast. The overall means of
the three groups were under 2, which shows that a good number of participants were not able to
properly implement this aspect in their papers. The last aspect of propositional development is
elaboration. Participants’ major issue with elaboration was listing their ideas exhaustively rather than
expanding on their topic sentences; thus, making it hard for the readers to comprehend the presented
arguments fully.

7.1.4 Cohesion
Table 6. Pre-test Means of Cohesion
CTR Group EXP (A) EXP (B)

Cohesion Mean Mean Mean
Repetition 2.47 2.53 2.53
Synonymy 2.20 1.87 2.13
Reference 2.67 2.80 2.93
Conjunction 247 2.33 2.13
Sentence Transition without Conjunctions 2.13 2.13 2.00
Punctuation 1.60 1.53 1.33

Sum 13.54 13.19 13.05
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The results of table 6 indicate that the CTR group had the highest mean, followed by EXP (A) and
ending with the EXP (B) 13.54, 13.19, and 13.05, respectively. In three groups, all participants had
average means less than 3, which indicates that different cohesion aspects were challenging for most
of the learners. The major issue for the learners in the repetition aspect was largely due to the overuse
of the same keyword. Due to participants’ over-reliance on repetition and reference to refer back to
their previous mentioned ideas, synonymy was not mostly used by the learners when it was needed.

Connecting sentences via reference was the most common method by the three groups. The CTR
group had the highest average mean 2.67 for this aspect, followed by the EXP (A) 2.80 and the EXP
(B) 2.93. Participants had three major issues with reference. First, they either did not use them when
it was needed, overused them, or misused them. Connecting sentences via conjunctions and
transitional signals were also common to be used by learners. As a result, students had some issues
while using them. Conjunctions were either overused by the learners or misused.

The last aspect of cohesion is punctuation. All the three groups had the lowest average mean in
this aspect compared to the other aspects. The CTR group had 1.60, the EXP (A) had 1.53, and the
EXP (B) had 1.33 as an average mean. Participants’ awareness of punctuation was very poor. Those
difficulties include overusing the comma by placing it instead of the full stop or not using a full stop
at the end of a sentence and starting with another one without a connector. Thus, many participants
had many comma splice, run-on sentences and stringy sentences. Capitalisation was also problematic.
Participants capitalised words when it was not needed and did not capitalise on others when it was
needed.

7.1.5 Metadiscourse
Table 7. Pre-test Means of Metadiscourse
CTR EXP EXP
Metadiscourse Group (A) (B)

Mean Mean Mean

Clarity of Ideas 247 2.67 2.60

Paragraph Transition 1.20 1.87 1.47

Sum 3.67 4.54 4.07

Table 7 results show that the EXP (A) had the highest mean sum 4.54 in terms of the overall clarity
of ideas followed by EXP (B) 4.07 and ending with the CTR group 3.67. Clarity of ideas stands for
learners’ ability to clearly state their attitude and position on the topic given to them. The results also
indicate that all participants in the three groups had a very low performance in paragraph transition.

Problems related to paragraph transitions are categorised into two types. The first was related to
the participants’ lack of understanding of how to move from one paragraph into another; thus, they
moved to another main idea without signalling it. The second identified problem in paragraph
transition was not providing a clear view of what the body paragraphs are about. Readers should be
able to identify the main idea of each body paragraphs when reading the first sentence. However,
many participants did not clearly state the main idea in the topic sentence. Thus, making it difficult
to understand the writer’s perspective and attitude towards the topic.

7.2 The Post-test

This section presents the results of participants and their scores in the post-test. It also examines
whether any improvement had occurred in participants’ performance, their writing quality and the
five elements of coherence. This is done by comparing their results to their pre-test scores and
statistically analysing them via one-way ANOVA and post hoc test Tukey HSD to determine if those
improvements were random or whether they were the outcomes of the two proposed methods of
coherence teaching.
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Table 8. Individual Coherence Aspects Means in the Post-test
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CTR
Grou | EXP ]?é()P
Post-Test p (A)
Mean Mea | Mea
n n
Relevant Ideas 3.13 | 447 | 4.6
Macrostructure Division of Paragraphs 2.13 | 433 | 4.73
Effective Introduction 2.87 | 4.13 | 447
Closure 2.13 | 4.07 | 44
Sum 1026 | 17 18.2
Information Given / New 2.6 42 | 447
Distribution Relation between Ideas 24 (387 | 4
Sum 5 8.07 | 8.47
Exemplification 2.67 | 3.87 | 4.47
Propositional Causal Relationship 28 | 42 | 42
Development/L Problem / Solution 2.13 | 38 | 4.13
ocal Coherence Compare / Contrast 2.07 | 3.53 | 3.87
Elaboration 2.33 3.8 | 433
Sum 12 19.2 | 21
Repetition 313 | 42 | 4.67
Synonymy 2.8 [14.07 | 44
Reference 3.27 3.8 3.8
Cohesion Conjunction 2.67 | 3.87 | 4.07
Sentence Tr.an51t.10n without 26 373 4
Conjunctions
Punctuation 247 | 353 | 34
24.3
Sum 16.94 | 23.2 4
. Clarity of Ideas 3 44 | 4.67
Metadiscourse Paragraph Transition 1.67 | 433 | 4.6
Sum 467 | 8.73 | 9.27
Total Mean 2.57 | 4.01 | 4.27

Comparing the post-test to the pre-test scores can show a notable difference between participants’
performance in different aspects of coherence. It is important to note that the pre-test and the post-
test were of the same genre of writing (argumentative essay). However, each with a different topic
(see Appendix 1). In the pre-test, all aspects of coherence were problematic for the three groups as
none of them had reached an overall mean of 4 according to the assessment tool. In contrast, post-
test scores reveal that the number of problematic aspects had decreased from 19 to only 2 in the EXP
(B). That is, 17 aspects of coherence had an overall mean equal or higher than 4 in the EXP (B). The
only two aspects that did not reach the average mean 4 were in cohesion: reference and punctuation.
The total mean of the EXP (B) is 4.27, which is highest in comparison with the other two groups.

The EXP (A) had a notable improvement both in the overall total mean and coherence individual
aspects. EXP (A) had 4.01 as an overall total mean, and 11 coherence aspects out of 19 elements had
significant improvement. The improved aspects could be seen in macrostructure elements as all its
aspects received more than 4 according to the assessment. In addition, implementing the given/new
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principle, providing casual relation between ideas, using repetition, synonyms, clarity of ideas, and
paragraph transition were significantly enhanced. However, 9 elements did not reach scale 4. Those
aspects were establishing relations between ideas, problem/solution, compare and contrast,
elaboration, reference, conjunction, sentence transition without conjunctions, and punctuation. The
CTR group had the least improvement compared to the EXP (A) and the EXP (B) with 2.57 as an
overall mean for all the aspects. The CTR group did not improve the problematic aspects of coherence
identified in the pre-test.
Table 9. Descriptive Results of the Post-test between the Three Groups

N | Mean Std. Std. | 95% Confidence | Minimum | Maximu
Deviation | Error Interval for m
Mean
Lower | Upper
Bound | Bound
CTR
Group 15 | 48.87 6.221 1.606 | 45.42 52.31 36 60
FZ?S) 15 | 76.20 11.918 3.077 | 69.60 82.80 54 95
Post FEI)B? 15 | 81.27 8.405 2.170 | 76.61 85.92 66 89
-test | Total | 45 | 68.78 16.944 2.526 | 63.69 73.87 36 95
Table 10. One-way ANOVA Results of the Post-test between the Three Groups
Sum of Squares| df Mean Square F Sig.
Between 9112.711* 2 4556.356 | 54.380 |<.001*
Pre-test Groups
Within Groups| 3519.067* 42 83.787
Total 12631.778* 44

* The main difference is significant at the 0.05 level.

The one-way between-groups ANOVA yielded a very highly statically significant effect between
the three groups in the post-test, /(2,42) = 54.308, p= <.001. It can be seen that the significant value
is <.001, which is below .05. Thus, the null hypothesis, which means that there is no statistical
difference between the groups, is rejected. Therefore, it can be confirmed that the improvements in
the EXP (A) and the EXP (B) are the results of the proposed methods of teaching coherence explicitly
and teaching coherence explicitly via videos as a stimulus tool in the post-test since the p-value is
less than <.001 which means that difference is very highly significant.

Table 11. Post-test Post Hoc Test Tukey HSD

Multiple Comparisons (Post Hoc Test: Tukey HSD)
D ) Mean Std. Si 95% Confidence Interval
Group | Group | Difference (I-J) Error £ [Lower Bound Upper Bound
CcTR | EXP (A) -27.333-" 3.342 <.001* -35.45- -19.21-
Group | EXP (B) -32.400-" 3.342 <.001* -40.52- -24.28-
CTR . .

Ei(P Group 27.333 3.342 <.001 19.21 35.45

(A) EXP (B) -5.067- 3.342 294 -13.19- 3.05
EXP | CIR 32.400° 3342 | <001% | 2428 40.52

(B) Group
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EXP (A) 5.067 3.342 294 -3.05- 13.19

*The mean difference is significant at the 0.05 level.

The post hoc comparison using Tukey HSD test indicated that teaching coherence explicitly in the
EXP (A) (M =76.30, SD =11.91, P=<.001) was very highly significant compared to the CTR group
who were taught via ELT textbooks. It also revealed that teaching coherence explicitly via videos in
the EXP (B) (M =81.27, SD = 8.40, P = <.001) was very highly significant compared to the CTR
group which taught writing via ELT textbooks. However, there was no statistically significant
difference between the EXP (A) and the EXP (B) (P = .29) since the P-value 0.30 is higher than the
0.05.

The findings indicate that the answer to the first research question: does the explicit teaching of
coherence positively improve writing quality? is positive. The statistical analysis clearly shows that
teaching coherence elements explicitly in the EXP (A) positively improves the participants’ writing
quality in argumentative essays provided in the post-test. With respect to the second research question
2: does the use of videos as a stimulus tool in teaching coherence positively improve writing quality?
The answer is yes. The statistical analysis clearly shows that multimedia-aided coherence teaching
was the cause of the improvement identified in participants’ papers in the EXP (B).

Furthermore, the comparative analysis of the participants’ performance in the post-test, and the
numbers of improved aspects of coherence showed that the participants in the EXP (B) had a better
performance compared to the students in EXP (A). In other words, multi-media aided coherence
teaching materials performed better than explicit teaching of coherence without videos in terms of
enhancing participants’ writing quality. However, although there was more improvement in the EXP
(B) compared to the EXP (A), the improvement difference between them was not statistically
significant.

8. Conclusion

The main study findings showed that teaching the five elements of coherence explicitly and
teaching the five elements of coherence integrated with videos as a stimulus tool significantly
improve the quality of the students’ writing. The findings showed that teaching coherence approaches
helped participants to have better performance in developing, elaborating and organising their ideas,
establishing more logical relations between sentences, using different cohesive devices judiciously to
show relations between their ideas and indicating their opinions explicitly in their writings.

Adopting the suggested approaches of teaching coherence in this study will positively improve
students’ writing in English language courses for general purposes because it tackles some of the
major problems and weaknesses identified their writings especially in Sulaymaniyah city in Kurdistan
and Iraq and other countries which uses the same ELT textbooks in their English classes. The results
of the study may also equip English language teachers with a range of writing strategies that can be
adopted for teaching EFL learners in different contexts.
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Appendix 1: Pre-test & Post-test
Pre-writing Task
Recently, there has been a lot of discussion about the rapid divorce rate among newly married
couples, and some people believe that this rate will continue to rise. Do you agree or disagree with
this statement?
Support your opinion by using specific reasons and details. Write a 250 words essay.

Post Writing Task
The most important aspect of a job is the money a person earns. Do you agree or disagree with this
statement?
Support your opinion by using specific reasons and details. Write a 250 words essay.

Appendix 2: Adapted Chiang (1999) Scale for Scoring Participants’ Writing

Please circle the number that reflects the degree to which you agree with the statement about the
essay. Circle NA (Not Applicable) when insufficient or no information is available concerning the
particular feature.

5 = Strongly Agree 4 = Agree 3 = Undecided 2 = Disagree 1 = Strongly Disagree

Macrostructure

54 3 2 1 NA The ideas in the essay are all very relevant to the topic.

5432 1 NA The division of paragraphs is justifiable in terms of content relevance.

54 3 2 1 NA The beginning section is effective in introducing the reader to the subject.

5432 1 NA The ending gives the reader a definite sense of closure.

Information Distribution

54321 NA New information is introduced in an appropriate place or manner.

54 3 2 1 NA The ideas in the essay are well-related one to another.

Propositional Development / Local Coherence

543 2 1 NA Examples are introduced judiciously, not just to form an exhaustive list.

543 2 1 NA The causal relationship between ideas is clear.

54 3 2 1 NA Problem statements are followed up by responses/solutions.

5432 1 NA Different ideas are effectively compared/contrasted.

5432 1 NA Ideas mentioned are elaborated.

Cohesion

54 3 2 1 NA The exact same vocabulary/expressions/structures are repeated consistently.

5432 1 NA Equivalent words/paraphrases, when used, are used appropriately.

54 3 2 1 NA Pronouns of reference are used appropriately and accurately.

5432 1 NA Junction words are used judiciously and accurately.

54 3 2 1 NA Where no junction words are used, transition between sentences is smooth.

54 3 2 1 NA Punctuation is employed appropriately to separate ideas and sentences

Metadiscourse

5432 1 NA The writer’s overall point of view is clear.

54 3 2 1 NA Transition between paragraphs is smooth.
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