DEVELOPING CRITICAL THINKING SKILLS THROUGH INTEGRA  TIVE
TEACHING OF READING AND WRITING IN THE L2 WRITING C LASSROOM



Newcastle
University

DEVELOPING CRITICAL THINKING SKILLS THROUGH INTEGRA  TIVE
TEACHING OF READING AND WRITING IN THE L2 WRITING C LASSROOM

Mamour Choul Turuk Kuek

Thesis Submitted for the Degree of
Doctor of Philosophy

Integrated PHD in Education and Applied Linguistics

NEWCASTLE UNIVERSITY
FACULTY OF HUMANITIES AND SOCIAL SCIENCES
SCHOOOL OF EDUCATION, COMMUNICATION AND LANGUAGE SC IENCES

December 2010



DEDICATION

To my late father Choul Turuk, my Mother Nyakai faad all who contributed and made
me who | am today.



Newcastle
University

NEWCASTLE UNIVERSITY
FACULTY OF HUMANITIES AND SOCIAL SCIENCES
SCHOOOL OF EDUCATION, COMMUNICATION AND LANGUAGE SC IENCES

DECLARATION

I hereby certify that this thesis is based on migioal work except for quotations and

citations which have been duly acknowledged. | alsdare that it has not been previously
or currently submitted for any other degree at theiversity of Newcastle or other

institutions.

Name: Mamour Choul Turuk Kuek
Signature:

Date: 24. 12. 2010



ACKNOWLEDGEMENT

Certainly, 1 would never have successfully compuletais thesis without the help and
enthusiastic guidance of my supervisors: Dr Mei {thee main supervisor) and Dr Catriona
Scott (supervisor); their continuous professiongiprt and encouragements were source of
motivation throughout the study.

My sincere gratitude goes to the Sudan GovernmmhiraParticular Upper Nile University
for granting me scholarship to pursue this study.

My thanks and sincere appreciation goes to Mr. Faan for his support during the field
work and his critical and accurate proofreadingirduthe writing process. My thanks and
deep gratitude also goes to Dr Eric Ruto and Dndsi Kometa for their generous assistance
during data analysis.

I would like also to thank the administration ofetliFaculty of Medicine Upper Nile
University for granting me the permission to useirttstudents, premises and for their
continuous support and cooperation during the frebdk.

Warms thanks and my heartfelt appreciation go nmilfamembers: my wife Susan, my
daughter Tathloai, my son Garwatch, my brother KuGhoul, my dear friends Nyang
Thiciout, Dagash Fathout, Garkouth Nuer and alldtmer members of the family and friends
for their patience, devotion and understanding Wwhvas source of inspiration throughout the
study period.



ABSTRACT

Applying sociocultural principles of mediation, Edoration and scaffolding as the
underpinning theory, combined with the integrati®#aching of reading and writing method,
this study explored how L2 students’ thinking aedsoning abilities as manifested in their
argumentative writing skills can be improvetudents’ creative and critical thinking skills
and their ability to write logically and intelligp are part of English teaching objectives in
the Sudan. However, there are no explicit guidslioe how they could be achieved. In this
study thereforeargumentative/persuasive writing is considered ¢oabmanifestation of
critical thinking skills, since a writer needs toadyse, evaluate and counter arguments and

present a logical text to convince the reader.

Thirty, first year university students from the di¢tg of Medicine, Upper Nile University,
Sudan were randomly selected. They were first @sgetl and then randomly assigned into
experimental and comparison groups. A twelve-we&rvention was conducted in which
the experimental group were taught reasoning anticaidr thinking to enhance their
argumentative writing abilities employing integretiteaching of reading and writing method
in conjunction with sociocultural principles anduPand Elder’'s (2006, 2007) close reading
strategies After the intervention, the groups were post-tesded a month later after the
completion of the study they were post-post-tesiée. nature of the tests was argumentative
written compositions. In addition, pre and postui® groups interviews were conducted with
the experimental group to explore their perceptiand attitudes towards thinking skills
before and after the intervention. These interviewge organised to enable the researcher to

trace and monitor how students’ ideas and peraepttbanged as a result of the intervention.



The study found among others that students’ clitiaking, reasoning and argumentative
writing skills improved dramatically after the imtention. In addition, there were
improvements in their perceptions and attitudesato® thinking skills as well as in their
understanding of the cognitive relationship betweeading and writing. Moreover, a
remarkable improvement in their spoken English wearded as well as they developed
positive attitudes towards learning English. Thedgtconcluded that critical thinking skills
can be taught at post secondary school level.chmeended that future research should
investigate the complexity of argumentative textsttan by L2 students and how the
complexity of their thinking may lead to the incsesy sophistication of the language

produced.
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Chapter One

Background Information

Introduction

The teaching of critical thinking skills in L2 caxts has been a contentious issue. Some
researchers stress that, since it is embeddedcial gmractice and inculcated through the
process of socialisation from an early age, itét tagture as part of culture means that it
cannot be acquired through instruction (Atkinso®97). Others dispute the cultural
connection as the only basis for explanation, ermigivgy its universality and therefore its
teachability (Benesch, 1999; Stapleton, 2001). sTtudy investigates the possibility of
teaching critical thinking as reflected in argunaive writing through the combined
teaching of reading and writing in the ESL classnmp@dopting sociocultural principles as
the theoretical foundation. The participants wetgldese first-year university students.
Given the research context in Sudan, it is necgsisat to provide an overview of the

language landscape and the position of Englisthiegan the country.
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A map showing the border beween Southern and Nortlie Sudan (source: Sudan political maps)

Sudan can be divided into two culturally and pcéity distinct regions. The South and the
North have pursued different language policies esittee early twentieth century, when
English gained a foothold with the British—Egyptie@nquest of the country in 1898. Since
then, changes in English language teaching hawe siccompanied various upheavals in the
political history of the Sudan. English was thei@#fi language of the country until 1950
before being reduced to second language status faricndependence in 1956. Despite
relegation to a foreign language in 1990, Englisfuses to disappear from the Sudanese
linguistic landscape. After the signing of the Coefensive Peace Agreement (CPA) in
2005 which ended the civil war that had lastedtieenty-one years, English came to the

forefront again as the official language in the thand a second language in the North.



The linguistic scenery in the country is complexaridus languages are spoken; however,
Arabic has gained supremacy in the north, whereasome language has ever gained
dominance in the south. Consequently, either pidgabic or English have served as means
of communication among different ethnic groups.bAcamight become the official language

of the country, but political reasons and the waysiportrayed as inseparable from the

Islamic religion make it unpalatable to southerners

This introduction therefore summarises the ovematiory of English teaching in the country,

factors that led to its standards dropping aftdependence, and the current position.

1.1 A Brief Review of Language Policy and English &nguage

Teaching in Sudan

A. During the Colonial Period

One of the colonial objectives prior to independenas the creation of an English speaking
class to act as intermediaries for British offisigdnd occupy junior positions in the
government sector. Although the British were cdrafit to interfere in Sudanese social and
religious life, this class was required to learmn amaster English in order to accomplish its
duties. A training college was established, fistaasecondary school later upgraded into a
university, which eventually became the Universdl Khartoum (Abdelrasoul, 1976;
Sandell, 1982). The policy pursued during this geerivas that Arabic in the North and
selected indigenous languages and English in theéhSwere adopted as the media of
instruction at the lower primary level, whereas kstgwas taught as a subject at upper

primary level and the sole language of instrucdbsecondary and tertiary levels.



As a result of this policy, English was populabwth the North and the South. Students were
motivated by the prospect of employment by the gowent where a good knowledge of
English was essential for recruitment, promotiom @tonomic and social prestige. The
standard of English, as reported by Sandell (198a%, extremely high at near native speaker
quality. In fact, since 1937 the Sudan School @Geatie was linked to the Cambridge School
Certificate Examination. This association enabledde#hese students to undertake an
internationally recognised examination whose stedgland integrity were unquestioned, and
in government offices across the country Englisk the official language of correspondence
(Abdelrasoul, 1976; Sandell, 1982). This privilegpdsition, however, changed in the

postcolonial period.

B. Post Independent Period

Shortly before independence in 1956, a five-yean glrawn up by the Ministry of Education
was intended to unify the national education systéwabic was declared the official
language and the medium of instruction at primang aecondary levels in the whole
country. This Arabicization policy relegated Engli® a second language taught as a subject
at intermediate and secondary levels, but it regdhithe medium of instruction at tertiary

level (see Table 1).



Table (1) A General History of English Status in Sdan From 1900 to Date

English Status Period Primary (P), Intermediate ()} & Secondary (S) Uni
South North
P | S P | S
Official Language 1900 - 1950 Indig/Eng Eng Eng Ar Eng Eng Eng
Second Language 1950 - 1989 Indig/Ar or Eng\r or Eng Aror Eng Ar Ar (Eng) | Ar(Eng) Eng
Foreign Language 1990 - 2005 Ar or Eng Ar or Eng Ar Ar Ar (Eng)
Official-South 2005 — to date Eng Eng Ar (Eng) Ar (Eng) | South—Eng

Second-North

North- Ar (Eng)

Key:

Ar: Arabic Language
Eng: English as a medium of instruction

(Eng): English taught as a subject

Indig: Indigenous Languages

Uni: University
. : Abolished




Changes of government in the 1950s and 1960s yvietdgor modifications in education and
English teaching. Firstly, the education laddemgfeal in 1969 from 4-4-4 to 6-3;3and the
objectives of English teaching at intermediate levere modified to emphasise oral and
written skills. The translation teaching methodsweplaced by the audio-lingual approach,
with a syllabus designed so that students begamitepEnglish by speaking it. Written
language instruction was introduced only at the ehdjrade eight, consisting mainly of
controlled exercises. Free composition was intreduonly in secondary schools where
students were expected to have sufficient commdrteolanguage to express themselves.
Abdelrasoul (1976) described the intermediate EBhglsyllabus during this period as
consistent and well integrated. However, the seapndyllabus was largely dictated by the
demands of the Sudan School Certificate, targetindents’ ability to understand and write,
but specifying no levels of achievement in compnsien and writing beyond what was
required to pass examinations. First year secorsldrgol composition classes, for example,
aimed at mastering grammatical rules rather thamahqractice in writing. Similarly,
comprehension classes presented passages of texteld by questions, which mostly
demanded factual information. Such exercises hedpaikents neither to guess meaning from
context, nor to make references and judgments eir thwn. These English teaching

objectives have remained dominant until the predant

Secondly, the relegation of English from officialgecond language status was accompanied
in 1950 by a significant reduction of English teiaghperiods in schools. Along with the loss
of its position as medium of instruction at secogydavel, therefore, students’ opportunities

to hear, read, speak and write English were greattiuced. More importantly, English

1 4-4-4 four years each for primary, secondaryanitbge levels; 6-3-3: 6 years for primary, 3 years
intermediate and 3 years for secondary levels.
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became no longer widely spoken outside schoolsngaveased to be required in the job

market as was the case during the colonial period.

Thirdly, as a result of the Arabicization and na#iisation of education, the Sudan
Examination Council changed school curricula amgptaeped subjects. English literature had
been compulsory and a main source of linguistiengfth, but was now reduceddcsubject
with teaching periods reduced. Moreover, it waslorger necessary for students to pass
English in order to receive the Sudan School Geati¢, although failure in either English or
English literature disqualified applicants for admsion to university. The former high
motivation to study these subjects, because nonagwaent was possible without fluency in
English, diminished among students, as shown inet@mination results in Table 2 where
English literature scores remain steady and mudterbéhan for English language. The
reason for this, as mentioned by Abdelreasoul (L@#@ experienced personally by the
present author, was that literature examinationgeneral tested memorisation and rarely
encouraged judgement or discussion. Teaching was gfeared to the types of question
likely to occur in examinations, and students costwbre highly by revising previous

examinations without even reading the set books.

Besides the above mentioned measures, various €abtars contributed to the drop in
English standards between 1950 and 1990 (Sand@82; Abdalla, 2001):

a- Before independence most English teachers in secpisghools were English native
speakers, mainly from Britain. This led to negligenn training Sudanese English
teachers, particularly at secondary level. Theeefafter independence the teaching
of English was handled by Sudanese teachers, aitpagjbwhom had not had proper

training. Trained teachers continued to migrat&wdf countries for better pay.
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Table 2

Percentage of Successful Sudan School Certificate@idates in English Language and Literature (1963:973)

Yeal 196 | 1964 | 1965 | 196¢ | 1967 | 196¢ | 196¢ | 197C | 1971|1972 | 197:
English 70.2 | 68.4 |66.E |57.¢ |47.¢ |43z |42< |40.z |38.1|34.z |34.1
Language
English 54 | 624 |58E |66. |60.C |60.z |60.4 |60.z |60.C|60.1]|60.2
Literature

Source: Ministry of Education, Khartoum, Sudan

b-

Efforts to develop a coherent national Englishadylis were realised very late. Due to
lack of experience, the syllabus developed was hemnt and lacked clear
educational objectives. Moreover, intermediate a®tondary school English
syllabuses were very similar, which made Englistssés boring for students who felt
no sense of progress.

Large classes, a lack of individual attention, axdessive emphasis on grammar
contributed to the deterioration of English prddioty. Students had a sound
knowledge of grammatical structures but were ofterable to use the language
appropriately or effectively.

The change from the Cambridge Board to the Sudafedeol Certificate was
followed by lower grades in English and the repe@atealing-up of results to achieve

pass marks.

Yet despite being downgraded at primary and seagnbievels, English remained the

medium of instruction at tertiary level.



C. The Current Situation

In 1989 a group of military officers supported b tNational Islamic Front party toppled an
elected civilian government in a coup d'état. Tee megime’s main objective was to turn the
country into an Islamic state. Not surprisinglye teformation of the education sector was
high on their agenda and in 1990 its structure et@smged from the 6-3-3 ladder to one of 8-
32, with the intermediate level amalgamated with @riyneducation. Arabic was instituted as
the official language and the medium of instructianall levels, including universities
(Farajalla, 1992). English which had enjoyed theilege of being the medium of instruction
at tertiary level was now relegated in status foraign language taught as a subject from
primary grade five through to university level. $tpolicy was aggressively applied despite
resistance from the elites in the country. In thecpss of nationalising the English syllabus,
seven textbooks, known as the Sudan Practical ratesd) National English (SPINE), were
issued in which all references to English cultuereweplaced with examples from Sudanese
culture. The majority of English teachers known thg present author felt that, besides
lacking clear objectives, the textbooks did notepffearners the knowledge, skills and
experiences needed to learn the language. Some agefar as describing the content as

Arabic scenes translated into English.

One outcome of this policy was the further detation of English standards in all walks of
life nationwide. Results in the Sudan School Ciedte continued to decline, compelling the
Ministry of Education to take drastic measures saghegularly scaling up results. The pass
mark was reduced from 50 to 30 between 1990 and,188d then raised again to 50.
English literature was reduced to a mere optiondiexct before being removed from the

syllabus in 2003 (see Figurel). In addition, a sevehortage of trained primary and

2 Eight years for the primary and three years fergacondary level
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secondary English teachers, poor salaries andatikedf coherent syllabuses and clear aims
for English teaching further aggravated the sitmati As Bishop (2004) reported, many
university students could not copy basic informmatipom the question sheet onto their
examination papers or write complete correct sesgndespite reading and writing being
the target skills in English teaching. English kasually disappeared from public life and
those who still speak it fluently are from the aldgenerations taught before the
Arabicization of education. Proficiency levelstire country have dropped to unprecedented
levels in a period which has witnessed not only de¢erioration of English, but also a

general collapse of educational standards in thatcy.
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Score

Figurel: English Language and Literature Results fom 1989-2008

1987 1988 1989 1990 1991 1992 1993 1994 1995 1996 Y1997 1999 1m™WO 2001
ear

2002 2003 2004 2005 2006 2007 2008

\ —e—Eglish Language —m—English Literature

Source Ministry of Education, Sudan-Khartoum
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In 2005 the Comprehensive Peace Agreement wasdsigndaivasha, Kenya, between the
Sudan People’s Liberation Movement (SPLM) in thetsand the central government. As a

result, the status of the English language in thett was revived.

An immediate consequence of this agreement wasndigution of English as an official
language and the medium of instruction in all leggninstitutions in the South. In the North,
English was reintroduced as a second language tténagh grade three instead of five, with
consideration being given to teach it as early rasley one. In October 2009, the Ministry
issued a regulation reintroducing the teachingmglish literature in secondary schools, and
some in the North are still calling for Englishiie reinstated as a teaching medium in higher
education there too. Thus, English is now beingoragsly promoted in all learning
institutions in the country. However, with Arabiation having been pursued for so long, the
years of neglect and lack of trained teachers miglke the revival of English standards
difficult. Commitment from the state to researagdher training and funds to accelerate the

process will be required.

A concern precipitated by the influence of globatiisn and the pursuit of technological and
scientific knowledge is improving the low standaidswhat is now one of the principal

languages of the country. The present study adekgsart of this problem by investigating

3 Article 22 in the agreement, as enshrined in thée® constitution (2005), says that:
a- All indigenous languages of the Sudan are natilamguages and shall be respected, developed and
promoted;

b- The Arabic language is the most widely spokeional language in the Sudan;

c- Arabic, as a major language at the nationalllexed English shall be the official working
languages of the national government and the lageguaf instruction for higher education;

d- In addition to Arabic and English, the legistatof any sub-national level of government may adop
any other national language(s) as additional @fisiorking language(s) at its level,

e- There shall be no discrimination against theafssther Arabic or English at any level of

government or stage of education;
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how students’ thinking and writing skills can bepioved, given that reading and writing are

essential skills for learning at any level of ediara
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1.2 Statement of the Educational Problem

We have seen that the relegation of the statusgfigh has been followed by reductions in
standards and proficiency levels. Irrespectiveatér efforts to restore standards, they have
continued to deteriorate further. In the preseth@rts experiences, there are inconsistencies
between the goals of teaching English as statéelxibbooks, the teaching methods used and
the actual situation in classrooms. For examplethm SPINE textbook 4 for first year
secondary school, it is stated that the aims afhieg English, besides developing students’
communication skills, include improving their reagliiand writing skills. However, students
completing their secondary education still canmpetak, read or write effectively in English.
The gravity of the situation can be seen in théilitg of university students to copy basic
information from question sheets onto their exatmapapers. Indeed they cannot even
write correct complete sentences (Bishop, 2004)ndh one year of six of the present
author’'s experience teaching undergraduates Englisbipper Nile University were the
English results approved by the university senatlowt scaling up the scores. Interestingly,
the students themselves were always blamed withction taken to determine the roots of
the problem. The logical question that should Beedss: why cannot students write or read
effectively in English despite years of learningldhe great emphasis placed on these skills?
How can their writing skills be improved given thatiting is so important in their
educational progress? A gap exists between thectblgs and the classroom realities that

should be investigated and addressed.

Moreover, in the same SPINE textbook 4 it is alsdesl that, through teaching English,
students should be encouraged to be creative atiMElgicinvolved in the processes of

learning and communication. Yet in the presenhes experience of English teaching
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classes, creativity and critical engagement with larning material is not a priority for
many teachers. The emphasis in writing classesuslly on teaching narrative, expressive
and descriptive genres. Expository and argumemtagienres, which embody critical and
creative thinking and could assist students toesgptheir views in writing, are rarely taught.
Instead the emphasis is often on the memorisatidnragurgitation of facts. The textbooks
contain no explicit guidelines on how students’atinee and critical thinking can be boosted.
Although creative and critical thinking is desiradd is now emphasised, students are rarely
required to critique the material they learn. Tduisf should also be explored and addressed.

How could creative and critical thinking be infusatb the teaching of English as L2?

The teaching objectives of the new English curtioulfor secondary schools in Southern
Sudan (Ministry of Education, 2007) include to depestudents’ ability to use the language
in a variety of ways, such as negotiating, questmgnhypothesising, critical thinking,
creativity and evaluation, and to process infororatfrom a variety of sources and to
encourage them to develop a life-long interestearning. Though these skills are crucial
nowadays, they are not accompanied here by a wletirod of how they could be achieved.
The question, then, is what teaching strategiesildhioe applied to encourage students to
engage in critical and creative activities in Eslglclasses? How could they be encouraged

to become lifelong learners, particularly in Eniglts

The issue of L2 students’ inability to express tivigws effectively in writing and to engage

critically with what they read or write, especialtyhigher education, has recently received a
lot of attention, and leading scholars such asmsiin (1997) question L2 students’ abilities
to handle critical thinking courses. So, it seehesgroblem is not confined to the Sudanese

context but has wider dimensions and ramificatiofisus, the imperative question is how L2
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students can be empowered with the skills that dvamable them to express their views
clearly in writing. How could L2 students’ ability think and engage critically with what

they read or write be enhanced?

Students’ inability to write critically and exprefiseir views clearly in writing in English
despite years of learning is clearly a problem Wwhieeds to be investigated. Therefore, this
study considers argumentative writing as a stepatdsv answering some of the questions
posed above. Improving L2 students’ argumentativising skills could enable them to
present and defend their views, synthesise infaomdtom various sources and encourage
critical and creative thinking in writing. The igetive teaching of reading and writing may
be a method which could not only improve studentsting, reading and thinking abilities
but also encourage the formation of lifelong leagnhabits. It is believed that part of L2
students’ success in higher education lies in thkility to write, read and engage critically

and intellectually with the material they encounter
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1.3 Aims and Objectives of the Study

From the preceding discussion, it is clear thatap gxists between the English taught in
classes and students’ ability to express their siés@ely in writing. It is also clear that
Sudanese students are not often taught argumesifsirgéuasive writing in schools.
Therefore this study attempts to explore if critithinking as reflected in students’
argumentative writing can be taught in L2 conteXtse study adopts the integrative teaching
of reading and writing and the sociocultural pnokes of mediation, collaboration and

scaffolding to investigate the following specifigestions and hypotheses:

Question (1): What are students’ attitudes and gptiens about critical thinking skills in
general and in writing skills in particular befaed after the study? This question leads to an
exploration of students’ knowledge and understagpdihcritical thinking skills in general,
and in particular their perceptions of thinkingliskin writing, before and after the study.
Whether or not the attitudes and perceptions tledg before the study change as a result of

the study and their reactions to it are also ingastd.

Question (2): Does the guided teaching of critre&ding improve students’ reasoning and
argumentative/persuasive writing? The question agrexamine whether or not, through the
guided teaching of critical reading in conjunctisith writing, students would be able to

transfer and utilise these strategies into theitimg and therefore produce persuasive and

organised argumentative texts.
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Question (3): What is the role of interaction inproving students’ thinking and writing
abilities? The question explores the role of smadup discussions and students’ interactions

while engaging in tasks in enhancing their thinkamgl writing abilities.

Question (4): What is the role of reflection in dping students’ metacognition? This

guestion investigates the role of reflection in impng students’ ability to assess, monitor

and improve their own performance and learning ggses.
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1.4 The Significance of the Study

Language is a crucial element of any learning ocdnteis the gateway for the acquisition of
information and the sharing of knowledge. Low laage proficiency can hamper proper
understanding and therefore impair intellectual antdcal engagement with the material

being dealt with.

The importance of this study stems from its attemjot improve students’ writing and
thinking skills. Brown and Campione (1990) arguat tbtudents should be prepared to know
how to learn from texts through reading. They stialko be trained to know how to share
and communicate their ideas through writing. Regqdind writing have important places in
education in general and in higher education irti@dar. They are regarded as the means
through which many educational objectives and \alaee achieved and disseminated

(Condonet al, 2004).

Associated with the contemporary world of technglag an emphasis on reasoning and
thinking skills. Given the complex nature of prabkein science and education in general, it
is necessary that the teaching and evaluatinguaksts’ abilities to reason critically should
be considered as vital components of educatiomalgsses at all levels (Osana and Seymour,
2004). Students need to be prepared to questialysanand challenge information they
encounter in their studies, and above all to user thnguistic skills more effectively.
Providing a good and competitive education is atkethe success of any country. It is now
time for the Sudan education system to avoid thehasis on the memorisation of

information and to adopt new methods of teachirag Would enhance students’ intellectual
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abilities and prepare them to deal with complekgabat involve complex thinking so that

they can cope with the demands of today’s world.

The significance of this study, therefore, lieghe fact that improving students’ writing and
thinking skills means empowering them with the Iskibr knowledge-seeking and -building
as well as communicating. With these abilitiesdstis can obtain and share information and
maintain contact with the outside world. This coréddult in them no longer being so isolated

and becoming part of the literate community worldiev(Brown & Campione, 1990).
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1.5 Limitations of the Study

This study investigates whether or not, through ititegrative teaching of reading and
writing, students’ reasoning, thinking and theiguamentative writing skills can be improved.
In order to indicate other advantages of the irtage teaching of reading and writing
method, reference has been made to how the metliodilso improve students’ reading

abilities. However, reading abilities per se arethe object of investigation in this study.
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Chapter Two
Literature Review

Introduction

The teaching of thinking skills has recently attegicincreased interest in the field of the
teaching of English as a Second Language (ESL)is Hdvocated that, in this rapidly
changing technological era, L2 students need tedugpped with the skills to critically
evaluate what they read, express themselves cleatiyverbally and in writing, and develop
reasoning abilities that render acquired knowledsggble and transferable to other contexts.
Brown and Campione (1990) argue that, for anydieicommunity, texts are major sources
of information and anybody who intends to join sactommunity should know how to learn
from reading and writing. By reading they mean #i®lity to understand and construct
meanings, critically evaluate texts and apply newwedge creatively in other situations.
The importance of abilities such as reading andvgiare undeniable, particularly in higher
education where texts are the main sources ofrivdtion. Therefore, L2 teaching should no
longer focus on the compartmentalised teachingaofjlage skills, but should embrace
critical thinking instead. Students could then depehe ability to deal with issues that they
have never encountered at school, becoming ‘igtsili novices’ (Browret al, 1983) who
may not possess background knowledge in a new fietdknow how to go about gaining
that knowledge by learning from texts. But althodlgl importance of thinking skills in L2
learning is recognised, the question is how thesebe developed in L2 classrooms. How

can L2 students be encouraged to be independersietfrchotivated learners?
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This literature review looks at the integratived@ag of reading and writing as one way of
achieving this objective, highlighting how it canhance L2 thinking abilities in writing

skills.

2.1 Definitions of Critical Thinking

Critical thinking has been a controversial issueoagn philosophers, researchers and
educationalists. Although there is no general cosise on a definition, Haget al. (2003)
believe that considerable agreement has been achien the fact that it combines two
related entities: abilities and dispositions. J@lewey (1933) is thought to have introduced
thinking skills into recent educational history. Hiescribed “reflective thinking” as
consisting of meditating on a subject by givingsdrious sustained consideration. Dewey
conceptualised thinking skills as the ability tontemplate and reflect on complex issues in
order to produce a sound judgment or solution. il8ity, Siegel (1997) defines critical
thinking as involving a critical spirit and the tical thinker as a person who is moved by
reason, and who takes action after careful andgouthinking. Stapleton (2001) indicates
that Siegel’'s definition implies a set of dispasits, such as attitudes, habits of mind and
character traits that inspire a person to scrirtiee evidence available before taking a
position. Norris and Ennis (1989) also define caltithinking as reasonable and reflective
thinking that is focused upon deciding what to déedi and do. According to Norris and
Ennis, as Hagegt al. (2003) put it, to think critically in any discipke means to decide what
to believe or do in a reasonable reflective marmmekto display critical thinking dispositions

and abilities within that discipline.
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In order to harmonise these elements of criticahkihg, the Foundation for Ciritical
Thinking (2009) website offered a comprehensivenitesn as “that mode of thinking-about
any subject, content, or problem in which the teinknproves the quality of his or her
thinking by skilfully analysing, assessing, andorstructing it. Critical thinking is self-
directed, self-disciplined, self-monitored, andf-welrrective thinking. It presupposes assent
to rigorous standards of excellence and mindful ramd of their use. It entails effective
communication and problem-solving abilities, aslvad a commitment to overcome our

native egocentrism and sociocentrism.”

These definitions suggest that thinking criticatyolves a set of cognitive skills, such as
identifying potentially conflicting issues and getimg, evaluating and pondering over
information in order to make a decision. At a peeddevel, a reflective thinker is a person
who is capable of self-criticism and of adjustitigagegies to suit the context and objectives,
where any realisation of discrepancies betweenreéaé and an ideal or desired outcomes
constitutes a problem that should be addressed (f®&t Westgate, 1994). At the heart of
critical thinking, therefore, as Benesch (1999)jm#g is the crucial role of personal identity
and ideological convictions. So, if these represmitical thinking in philosophical terms,

what definitions do educationists offer?

Educationalists tend to be more explicit in ideti§ specific critical thinking skills. Linn
(2000) defines critical thinking as involving a My of skills, such as identifying a source of
information, analysing its credibility, reflectingn whether that information is consistent

with background knowledge, and drawing conclusimarsed on critical judgment.
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Similarly, Watson and Glaster (1980) state thaticaii thinking entails: (1) an attitude of
enquiry that involves an ability to recognise thiéstence and acceptance of the general need
for evidence concerning what is asserted to be {2)knowledge of the nature of valid
inferences, abstractions and generalisations irctwkine weight of accuracy of different
kinds of evidence are logically determined; and gBijls in employing and applying the

above attitudes and knowledge.

Also identifying specific skills, Ennis (1991) Ilsstwelve skills categorised into four groups
of critical thinking abilities:

(A) Clarification skills

-

. identify the focus: the issue, question, or coriolus

n

analyse arguments
3. ask and answer questions of clarification and/atlehge

4. define terms, judge definitions, and deal with gqoation

ol

. identify unstated assumptions
(B) Basic skills for decision making
6. judge the credibility of a source
7. observe, and judge observations and reports
(C) Inference skills
8. deduce, and judge deductions
9. induce, and judge inductions
a- to generalisations
b- to explanatory conclusions (including hypotheses)
10.make and judge value judgments

(D) Supposition and integration
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11.consider and reason from premises, reasons, agsasydnd other propositions with
which they disagree or about which they are in dloukithout letting the
disagreement or doubt interfere with thinking (sogaponal thinking)

12.Integrate the other abilities and dispositions aking and defending a decision.

Educationalists clearly tend to be more specificcategorising thinking skills, allowing
teachers to decide when and why to teach and emsphaertain skills. However, two schools
of thought have emerged in the education literatagarding the teaching of critical
thinking. The first school was spearheaded by E&neir (1985), Siegel (1990), Davidson
and Dunham (1997) and Davidson (1998). They cldiat tritical thinking is a definable
notion that can be empirically tested and theretatgght in schools. The second school,
represented by McPeck (1990) and Atkinson (199 siclers critical thinking to be a more
vague concept, which is either subject-specific aitilout any empirical parameters or an
indescribable notion that exists only as a tacit p& social practice. However, despite the
lack of consensus, recent research indicates titiaatthinking can be tested and measured.
Researchers have produced various lists of aspéct#tical thinking which represent some
degree of universality. Such skills include, segki@asons, analysing arguments and judging
the credibility of a source. These are regardetheauable skills for students to master if
they want to succeed in their higher education {@son, 1998; Benesch, 1999; Stapleton,

2001, 2002; Hagest al, 2003).

In this study, persuasive writing is considerethéoa manifestation of critical thinking skills,
since a writer needs to analyse, evaluate and epanjuments and present a logical text to
convince the reader. Therefore, Crammond’'s (1998)nition is adopted in which he

describes persuasive writing as a kind of writingeve the writer predicts the audience’s
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needs and interests, and therefore anticipates@@uguments and the questioning of his/her

assumptions.

However, the question of whether or not criticahking can be taught in L2 context and its
cultural dimention as advocated by the proponehthe teaching of critical thinking need

further investigation.

2.2 Can Critical Thinking be Taught?

Atkinson and Ramanathan (1995) and Atkinson (1998rked a huge debate when they
warned L2 teachers to exercise caution againsttedppritical thinking pedagogy. They
argued that critical thinking is a tacit social giree acquired through unconscious processes
of socialisation during early childhood or, as Atkon puts it, “learned through the pores” (p.
73). This makes it difficult if not impossible fdrto be taught, particularly at post-secondary
school levels. To substantiate this claim, Atking@®97) argued that attempts made by
scholars have failed to reach a unified definitafncritical thinking, doing no more than
merely reiterating its social aspects rather thascdbing an explicit notion. Therefore
Atkinson concludes that, since what is being desdriis a social practice, and as some L2
students come from sociocultural backgrounds thaberage cultural conformity, it would
be harder or even impossible for them to handteatithinking courses. Moreover, teaching
them critical thinking may expose them to the damjdoreign cultural influences, therefore

jeopardising the harmony of their continuation vitikir social practices.

The arguments of Atkinson and his associates mayuleeto a certain extent. As a result of

low proficiency in English, some L2 students tendrégurgitate and copy information in
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their written assignments. Their critical engagenwveith texts, whether in reading or writing,
is always hampered by their language deficiencye fightened rules concerning plagiarism
in western universities are partly an attempt teoemage students to understand and
critically engage with whatever information thewdeor write. It is also a fact that some non-
Western educational systems do not consider driticaking as an educational goal, and
thus encourage rote learning and the memorisafidacts as a preferremethod of learning.
However, Atkinson failed to investigate whether tt# problem is a cultural, cognitive or
linguistic deficiency. Is it justifiable, based @uch limited arguments, to categorically
advocate that students from such backgrounds latikat thinking abilities? Is it possible
that, in any part of this planet, there are commnesiwho perform their daily activities

without applying any kind of rational judgmentstbeir actions?

Benesch (1999) points out an apparent contradidtiotkinson’s and his supporters’
claims: namely that critical thinking is impossilite teach while at the same time easy to
adopt. As she states, on the one hand they woroytab2 students’ vulnerability and
susceptibility to the influence of critical thinlgnf they are exposed to it, while on the other
hand they claim there is a lack of critical thindiabilities and as a result such students
should not be required to engage in any criticadking activities. Benesch finds it hard to
reconcile these two contradictory positions, esgBcisince teaching itself is always
grounded in ideological conviction. Therefore wigperceived as an inability to deal with
critical thinking issues could be resistance toithposition of particular patterns of thought.
She suggests that, instead of accusing othersitafattthinking deficiencies, opponents of
teaching critical thinking should rather ask thelwse to what extent their teaching is
influenced by their ideological beliefs. Distingoisg between normal choice and ideological

choices, Benesch emphasises that although othemnepts of critical thinking have not

28



stated clearly their political positions, Atkinsdras. In his reply to his critics Atkinson
(1998) outlined his conviction that making humamsi@ of how they think could lead to
disastrous ends; therefore, normal life can procgmdothly only if the majority of its
mechanisms are hidden. Benesch argues that theechbsuch a position prevents students
from reflecting on their thinking and behaviour astaillenging the social status quo of their
communities. This political position is rejected ppponents of critical thinking who want
students to question, critique and critically ewaduthe processes of their own as well as of

their communities’ daily lives so that their thingiand behaviour is well informed.

Gieve (1998) praised Atkinson for introducing tksue of cultural relativity into the debate
and for acknowledging that critical thinking showldt be considered as a matter of learning
skills but involves a comprehensive re-orientatbistudents’ cultural norms, values, beliefs
and attitudes. However, disagreeing with Atkinsomterpretation of critical thinking as
solely grounded in tacit social processes, he esipbs the two aspects of critical thinking
identified by Blair (1988): intellectual virtue arlde virtue of character. The former involves
skills and understanding, while the latter involtes habit of critical reflection on one’s own
and others’ problematic assumptions as well asvéitiging of reasoned support for beliefs
and actions. This resonates with Benesch'’s rejeafadefinitions of critical thinking solely
as tacit socially inherited norms without regarctoindividual’'s choices or political identity,
which always influence decisions. Davidson (1998jlarly argues that critical thinking is a
universal phenomenon and should not be reducedrtowm social practice. If some cultures
differ in the ability to appropriate critical thimg tools, this may reflect the degree to which
critical thinking is tolerated in specific areas loé. He encourages ESL/EFL teachers to

teach critical thinking and prepare their studdotswhat he calls the “world outside their
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societies” (p. 122). There is evidence, he claims, many students are ready for and in great

need of critical thinking skills.

In assessing this debate, critical thinking candeéined, as above, to involve sets of
cognitive skills such as identifying potentiallyrébcting issues, and gathering, evaluating
and pondering over information in order to makeeaision. These abilities can never be a
monopoly of particular communities to the exclusmnothers. Even students who come
from backgrounds which encourage social harmony ten apply them in their daily
activities. The graduation of thousands of L2 shisiédrom such cultural backgrounds from
Western universities every year demonstrates et tan manage critical thinking courses
if exposed to them. Stapleton (2001) stressesdhaning that L2 students do not possess
critical thinking abilities is merely a social puéfice. He cites research on schemata theory
suggesting that performance in thinking tasks lated to a learner’s familiarity with the
topic at hand (Simmons, 1985; Kennedy, Fisher amais: 1991). Stapleton points out that
most studies which claim that students from Asiankigrounds lack critical thinking were
conducted in America using American topics suchre@sdom of speech, gun control and the
death penalty. These issues, according to himpaictonstitute major topics in the students’
home countries, whereas his research (Stapletdi,; 2Z2002) demonstrated that Japanese
students are capable of presenting critical argisnermen tested on what they know.
Franklin (1985) further concluded that the low perfance of L2 students tends to disappear
when they become more familiar with the task mateand Stapleton concludes that critical
thinking means different things to different pegm@ed in the academic arena it is greatly

influenced by content familiarity.
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In conclusion, it is clear that there are differ@merpretations of what constitutes critical
thinking. However, this brief discussion suggeststly, that critical thinking is not a wholly
tacit social practice but can be taught and impidoBecondly, every human being can be a
critical thinker once such a choice is made andla@gcal convictions cannot be ruled out
when discussing what constitutes critical thinkin&o, if critical thinking is a universal
phenomenon and can be taught, how could it be tamgh2 classrooms, particularly in
writing classes? It can be suggested that the raieg method of teaching reading and
writing could be a viable method of teaching thimkiskills. In applying this method, this
study employs sociocultural principles as the upmheting theory, as explained in
subsequent sections. But first it is necessarxpbae the concepts of argumentative writing

and how reading can lead to better writing.

2.3 Good Argumentative/Persuasive Writing

McNamaraet al (2010) stress that, although a challenge for mamiing well is of great
importance for success in a wide variety of insitlus and professions. For example, they
claim that writing skills are among the best preglie of student success at university,
describing good writing as writing that articulatdeas clearly, argues opinions, synthesises
multiple perspectives, presents information effesdyi and consistently with well-chosen
details, and avoids grammatical and mechanicalrer®imilarly, Paul and Elder (2006,
2007) describe ‘substantive writing’, as that whitas aclearly defined purpose, makes a

clear point, and supports it with specific informatwhich is clearly connected and coherent.

What can be gleaned from these definitions is testain characteristics distinguish good

from poor writing. Among these are clarity of puspoand ideas, the use of supporting
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arguments and opinions with evidence, and consigtenthe presentation of ideas. These

elements are usually desired in various forms amdes of writings.

As for argumentative writing, Crowhurst (1988), i&iBudgen (2005), and Cottrell (2005)
stress that its goal is usually to persuade reddeascept certain positions or viewpoints. To
be convincing, the desired position needs to bepaued with sufficient reasons and
evidence, and these authors claim that good peveuawiting contains the following

elements:

1. Position: the writer’s point of view that he/shenisto persuade the readers to accept
should be clearly stated.

2. Reasons: the author provides propositions to stapyp&her position and why readers
should accept them.

3. A line of reasoning: whether or not the reasongmiare presented in a logical order.
Cottrell (2005) claims that the logical flow of szms acts as a path that leads towards
the desired conclusions. A poor argument is wheesons are not presented in a
logical manner or are incompatible with the inteshdenclusion. The strength of an
argument thus lies in the reasons given to sugpertonclusion.

4. Conclusion: refers to the main purpose of the aeptmthe position or view the
author wants to persuade readers to accept sugdpbstethe reasons provided.
Furthermore, although a summary of events can fpart of the conclusion,
highlighting salient points, it should also provigelgements about the likelihood of
these events. These judgments distinguish argurfremtsother types of writing such

as description and narration (Cottrell, 2005).
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5. Persuasion: the purpose of an argument is to peesteaders to accept a point of
view. Therefore, the conclusion should be drawmfithe reasons provided, which
should be strong and appealing enough to convimeedaders about the strength of
the propositions made.

6. Signal words and phrases (clues): these are cattewith the structure and
organisation of persuasive writing. Good persuasiwiéing uses transitional words
such as ‘so’, ‘thus’, ‘in consequence’ and ‘as sute which, if properly used, alert
the reader to the intended conclusion. Students mé®d to acquire the skills to
identify and recognise underlying assumptions aodclusions even when such

words and phrases are not explicitly used.

Mastering the ability to judge whether or not reesand conclusions have been provided
can be partly achieved through knowledge of theucstre and organisation of
argumentative/persuasive writing. However, arguatereg writing has received relatively
little research in L1 and even less in L2 (ConnoL&uer, 1985; Yeh, 1998; Connor, 1990;
Crowhurst, 1991). Adopted from Crowhurst (1991)hwdome minor modifications, figure 2

below outlines a simple structure of persuasivefaentative writing in English.

From figure 2, a piece of argumentative writing Widohave a statement of belief (claim)
supported by reasons which justify claims made raisk and address counterarguments. In
longer texts there is sometimes a need for intelab@donclusions which can also act as
reasons before the final conclusion is drawn. Wirsicture distinguishes argumentative
writing from genres such as narration or descniptibis important to note that good writing
is not a gift that people are born with, and McNearet al. (2010) stress that, to become

good writers, students need to have a better comiroém greater diversity of words and
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more complex syntactical structures which, as Kglq2008) says, takes time through
continuous reading, writing and deliberate practitberefore, if the above mentioned
elements are characteristics of good writing, h@amn ceading improve writing? Paul and

Elder (2006) offer an answer through what they ‘cidise reading strategies’.

A statement of belief: usually in first
paragraph

( = [ )
Reason :: supports

statement of beli¢

g

( Supporting ideas: teIIN Why the reason supports the clai
more about reason 1 (strength of the reas-claim)

S _ >
- Il Counter argument | | Answer to the
Reason :: supports (optional) counterargument
statement of beli
- v v
< [ Intermediate conclusion
Supporting ideas: tell (optional

more about reason 2

1l

[ Other reasons ]

U

{ Final conclusion }

Figure 2: Crowhurst (1991) Persuasive Writing Struture
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2.4 Models of Good Reading Strategies that Lead t®etter
Writing

Paul and Elder (2006) claim that there is a profbreiationship between good writing and
good reading, where deficiencies in either skilagrnparallel deficiencies in the other. A
student, for example, who cannot distinguish cfean unclear forms of writing, would have
a similar problem in reading, mistaking vague idéas clear ones. They suggest close
reading strategies which, if properly mastered, ealighten students about the similarities
between reading and writing and how cognitive egigs applied in one domain can be
employed in the other. These strategies includéadifmving:

1. Clarifying purposes: in any reading task givenrdeas should be required to identify
the author’s purpose(s) and how they can use thaegy in identifying and
clarifying their purposes when writing.

2. Formulating clear questions: learners should bewaged to ask questions while
dealing with reading tasks. Asking questions isettdn way of unpacking reading
content and identifying hidden assumptions. Sintyijdearners should be urged and
encouraged to ask questions about what they atia@ior when writing.

3. Judging the relevance and irrelevance of infornmatio a text: learners should be
encouraged to use their experience and backgroumawlédge to judge and
distinguish accurate from inaccurate informationairiext both when reading, and
when preparing and performing their writing tasks.

4. Drawing logical inferences: in reading tasks lessrghould be encouraged to draw
conclusions based on the reasons given in the Téxd. is expected to activate their
schemata and to bring their background knowledge jhay, and they should be

urged to do the same when writing.
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5. ldentifying deep concepts: learners should attampdentify significant concepts in
reading texts, and to similarly identify what gusdéeir thinking while writing.

6. ldentifying logical implications: during readingaeners should trace the logic of the
author’s arguments, and then identify such pattertiseir own writing.

7. Exploring options: learners should be urged to tiferand think within multiple
viewpoints, including those present and absentekist Similarly, they should be
encouraged to identify multiple viewpoints relevamtissues in their written work,

concerning what they should include or exclude.

These arguments linking good reading strategiesnfwrove writing echo Byrne’s (1988)
emphasis that the comprehension of a text depenagteat extent on an appreciation of the
devices used by the writer. This appreciation hedaslers to absorb these devices into their
mental frames before transforming and transfertivegn later into their own writing. This is

a cognitively complex and intricate process, and ltlkese operations occur is difficult to
explain. However, the shared cognitive and otheratteristics of the domains of reading

and writing may help to explain their relationship.

2.5 The Relationship Between Reading and Writing

The notion of the integrated teaching of readind amiting goes back to the late 1800s
(Applebee, 1974; Quinn, 1995), but only came tonpnence in the late 1960s, and with
vigour in the 1980s and 90s, as a reaction agdhmestaudio-lingual approach which

traditionally treats these skills as distinct eesit Yet although research in the fields of
reading and writing progressed independently farades, the findings have echoed each

other. Both are processes of meaning construdtienlving similar patterns of thinking and
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linguistic habits. They are multifaceted and compbeocesses involving many sub-skills,
and rely on individual past experience (Janopoul®36; Carrell, 1987; Esky, 1993).
Therefore researchers in both domains have cadletthéir integration, claiming that this will

improve students’ linguistic proficiency as wellawiching their thinking skills.

2.5.1 Reading and Writing Share Similar Cognitive lRocesses

The cognitive relationship between reading and imgithas received the attention of
researchers in both domains. Kucer (1985, 1987%).ek@mmple, identifies four cognitive
features shared by the two skills. Background kedgt is a crucial factor for both reading
and writing; both rely on a common cognitive datelpof written language; utilise similar
processes transforming background knowledge intg tnd employ common processing
patterns in text production as a person reads esvrThis common pool of cognitive and
linguistic operations led researchers to assuntethlegprocesses used in reading to construct
meanings out of a text might be the same procebaes writer uses to create meanings. But
despite its intuitive appeal, as Braun (1986) ndteser’s account fails to show how readers
and writers access this common pool. However, thdBigaun may be right that Kucer has
not satisfactorily explained how readers and wsitaccess this common pool, there is
empirical evidence to suggest that good readerd terbe good writers (Krashen, 1984;

Smith, 2004).

Kucer (2001; 2005) has recently discussed whaefers to as a common cognitive pool in
more detail, where contextual dependency is a tiwgnfeature shared by the two skills.
Furthermore, text comprehension (reading) and caitipo (writing) always occur through

the interactions and negotiations of both readedsveriters with texts. Kucer describes five

aspects of these interactions.
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Firstly, knowledge search refers to the utilisatadrbackground knowledge, as suggested by
schemata theory, in both reading and writing. Cahension then represents the reader’s
internal dialogue comparing and contrasting prioowledge with the new input. This
dialogue leads to the assimilation and internabsaof the reading input, and subsequent
creation of new knowledge. Kucer claims that wsittbo use background knowledge to re-
arrange, organise and refine texts in planningiimgiand revising. In fact, one strong aspect
of the connection between reading and writing & thencourages students to engage in an
ongoing dialogue with texts through combined regdamd writing activities that facilitate
the useful employment of background knowledge. Hoévation of schemata enables
students to assimilate and internalise newly aegquiknowledge, a step regarded by
sociocultural theory as important in learning pgsss. As information is transferred from
the interpsychological into the intrapsychologiqabhne, where it is transformed and

personalised (Vygotsky, 1978).

Secondly, knowledge of context and audience is i@kum both comprehension and

composition. Both readers and writers examine thggse of a text within a particular

context, each approaching it from a different pecsipe. Readers focus on what the text
elicits, while writers consider if the text eliciighat is intended. Smith (2004) also raises the
importance of the text for both readers and writ&sading requires not only the physical
existence of text and reader, but their interact®milarly, a writer can never make his/her
intentions known unless they are encoded in the fafrtexts. Text, therefore, is an essential

focal point where readers and writers meet.

Thirdly, reading and writing are intentional, galtiven activities. An individual reads to

obtain information and any change in this goal@ff¢he interaction with the text. Likewise,
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a writer writes to send a message, and any changesi goal may lead to a change in the
writing. Therefore, both reading and writing are4pfanned activities tailored towards the

achievement of objectives.

Fourthly, information processing strategies are mam to both readers and writers. The
macro- and micro- proposition strategies representepts such as the main and supporting
ideas; whereas micro- and macro- integrating gir@seconcern the creation of focus and
global meanings for texts. These two groups oteflias are commonly employed by readers
and writers in their tasks, and Kucer proposes thatfollowing cognitive activities are

utilised by both readers and writers in pursuirgjrtaims:

1. generating and organising ideas and concepts;

2. illustrating and elaborating on ideas with detand examples;

3. integrating meaning across the text into a ligand coherent whole and using a
variety of linguistic cues to generate meaning;

4. utilising a variety of text aids and other raet linguistic and conceptual
background knowledge; and

5. making meaningful predictions based on the atstgltext.

This similarity of processes and strategies proch@mith (1994) to describe reading as a
collaborative learning process in which the reasl@ot performing the reading act alone, but
that he/she reads like a writer and consistentlska/through the text following the trajectory

of the writer’s path of the organisation of wordsntences and meanings.
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Fifthly, Kucer (2001) argues that readers and wsigngaged in ‘an evolving cognitive text’,

working to create, control and refine meanings impracess of the regeneration and
reinterpretation of a text. The evolving naturetloé generation of meaning supports the
reader, where parts of text are related togethsd, the writer, as new text is generated.
Continuously creating meanings, writing involveting goals, generating ideas, organising
information, selecting appropriate language, plagnivriting, editing, reading and revising

in a recursive way before the final product is ctetgd (Hedge, 2000). Reading is also a
recursive, non-linear process, where the readeembuack and forth to confirm the accurate
construction of meanings and the logical coherewicthe text, relating it to background

knowledge. Both reading and writing can be regardedmessy processes of meaning

creation, where no direct or systematic methodsddi@ved.

This discussion suggests that the cognitive charigtits which are combined in reading and
writing involve thinking and reasoning skills. Tlyeneration of ideas and concepts, the
organisation and re-structuring of text and then@ration of logical coherence are, in
essence, thinking activities. Similarly, whetherreading or writing, the negotiation and
selection of meanings from among alternativesjrtegration of background knowledge and
prediction of intentions are cognitive abilitievatving critical thinking. Neither reading nor
writing can ever be effectively used without théemention of thinking, although thinking
can operate independently of both. The concluskat thinking and reasoning abilities
augment and cement the relationship between reaalmg writing corresponds to what
Hudson (2007) and Smith (2004) describe as thetricakle link between reading, writing

and thinking.
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However, reading and writing share not only cogeitstrategies, but also processes of
meaning construction. What is the common threaddset readers and writers with regards

to negotiating and creating meaning?

2.5.2 Meaning Construction in Reading and Writing

An argument against the separate L2 teaching diingand writing is that it does not assist
students to engage intellectually with texts (Lim@an, 1987; Greene, 1993; Leki, 1993;
Furneaux, 1999). For example, writing classes oft&nis on practicing correct sentences,
good introductions and conclusions and generabrivat patterns. Similarly, great emphasis
in reading classes is placed on vocabulary, thetift=ation of main and supporting ideas, or
the ability to differentiate discourse features.wdwger, despite the relevance of these
techniques, they do not necessarily help L2 stideaot read and write effectively

(Lindemann, 1987; Greene, 1993; Leki, 1993; Furredi999). The latter occurs when

students engage in meaning construction that eekaheir abilities to become competent,

fluent and flexible readers and writers when degiiith texts (Zimmerman, 1997).

Tierney and Pearson’s (1983; 1985) and Pearsom@ndey’s (1984) composing model of
reading, assumes that readers construct meaningsessult of their ongoing dialogue with
themselves as they read, in a process of meangwiaton where background knowledge is
mobilised to understand the writer's intentionsucally, negotiation assists the reader to
select appropriate meanings in the text that mhisther goal. The implication here is that
there is no absolutely objective text. Readerstage cues to create meanings that satisfy
their intentions; different readers can extracteddnt meanings from the same text. Tierney

and Pearson claim that writers engage in a sirdillogue, with the negotiation of meanings
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embodied in the struggle to convey clear messagesiticipated readers. Both writers and
readers adapt to perceptions about their partnemggotiating what a text means. Prediction
serves as the common thread between readers aedswreaders continuously attempting to

guess the writer’s intentions; writers constanttgm@mpting to anticipate readers’ reactions.

In the literature, writing is often described asgenerative process. However, because
meaning creation and clarification are the undedybbjectives of reading and writing,
Wittrock (1983) describes both as generative. Butbd reading and effective writing build
relations between the text and what an individuadviks, believes and experiences. The
reader or writer tries through generative procesgesomprehension and composition to
maintain the coherence and logical flow of the tasta whole. Squire (1983) further
illustrates the generative process, regarding ngadnd writing as process-oriented thinking
skills. Reading requires the learner to reconsttietstructure and meaning of the writer’s
ideas, and the writer constructs meaning and dpsgelelates and expresses ideas. The focus
is on the iterative processes of construction ithb®ading and writing as well as the

thinking processes involved (Hudson, 2007).

Meaning creation is claimed by sociocultural thetwybe crucial to learning. Vygotsky
(1978, in Lantolf, 1994, 2006) believes that thguasition of literacy relies on the mediation
of meaning as a psychological tool which transfotheslearner’s cognitive system. Kozulin
(2002) further argues that the learner’'s approjpnadf symbolic mediators depends on the
goal that a teacher sets. Not every type of lifetaads to cognitive changes, and the literacy
acquired in the formal educational setting may leaid to cognitive changes unless it is

mediated to students as a cognitive tool where ingasreation is paramount. If the purpose
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of the cognitive tool is poorly taught to learndfg proper understanding of its instrumental
function can be missed (Kozulet al, 1995). For example when an L2 is taught as ancpdi
system which simply maps correspondences betweergfowords and those in the native
language, the learner becomes severely handicapgeath comprehension and expression
in the L2 (Kozulin, 2002). But if the purpose oftktudy of L2 is mediated as an ability to
comprehend and formulate meaningful propositidms |éarner becomes capable of grasping
the instrumental role of the foreign sign systend atevelops competence in both
comprehension and expression. This clearly dematestrthe importance of engaging

students in genuine dialogue with texts as a betgrof appropriating meanings.

Once the focus of teaching is on meaning constmgctstudents are able to assimilate,
internalise and integrate new information with priknowledge (Simister, 2004).
Sociocultural theory argues that true learning e&evhen the learner actively transforms his
world and does not merely conform to it (Donato94® Echoing the importance of
meaning construction and fluency, Seedhouse (280ggested a simultaneous dual focus on
form-and-accuracy together with meaning-and-fluemsy the best way to enhance L2
students’ proficiency. The integrative teachingr@dding and writing offers such a chance
for students to focus on meaning comprehensionpraduction as well as form through
encountering others’ writings while reading. Corgd®899) suggests that L2 students should
be taught so that they become knowledge builddlerahan information recorders, with
learning treated as a holistic, meaning-making @sec This requires a method of teaching
that values risk-taking, welcomes conjecture, agwb<rrors as inevitable and necessary. It
can be argued that the integrative teaching ofingadnd writing can partly fulfil these

objectives.
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However, making the connection between readingwaitthg is not as a smooth process as it
may seem. Challenges and complications include,ef@ample, whether reading should
precede writing or vice versa. What should the fzak nature of such integration be?
Eisterhold (1990) summarised research outcomdeeiht context in three hypotheses which

represented largely consensual views over the qusuivo decades:

1. The directional model hypothesises that reading amding share structural
similarities, so that the structure of whateveracguired in one skill can then be
applied in the other (the transfer process movesvaay only; either in reading-to-
writing or writing-to-reading).

2. The non-directional model assumes that reading variihg derive from a single
underlying cognitive proficiency and that improverhen one domain will cause
improvement in the other (both skills can transfereither direction, as in an
interactive model).

3. The bi-directional model claims that reading andiag are not only interactive but
also interdependent. In this model, what is learaed certain stage of development
can be qualitatively different from what is learnater. There are multiple relations
between reading and writing as well as the possilihat the nature of the reading-

writing relationship might change as developmentpeds.

Research on the L1 reading-writing connection tetmldocus on either “input” in the
directional model, “meaning construction” in thenadirectional model or “multiple relations
and interrelated processes” in the bi-directionatiel. Eisterhold (1990) encourages teachers
to take advantage of all three models in L1 litgre@urses, and the few studies carried out so
far in the L2 context favour the integration of tino skills (Leki, 1993; Zimmerman, 1997;

Smith, 2004).
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However, proponents of integration rarely deny eéhestence of some differences between
reading and writing. Therefore, at what stage khthwey be integrated, particularly in the
L2 context? Fitzgerald and Shanahan (2000) recordrtiennecessity to provide separate L2
instruction, especially at earlier stages. Eistierh@@990) and Grabe (1991) assume a
language threshold barrier before positive transdertake place and before ESL learners can
achieve promising levels of reading-writing fluenty the target language. L2 students
cannot acquire language in the way that childrentidey need to be explicitly taught the
fundamental skills of both reading and writing brefthese are taught integratively. Lack of
such basic skills can hinder progress as readersvaters, and Ferris and Hedgcock (1998)
argue that:

1. ESL teachers should adjust the relative weight rgive reading and writing
assignments based on their students’ L2 proficiéengls, needs, and expectations.

2. L2 writing skills cannot be acquired successfulfydractice alone. Some aspects of
composition are difficult to teach and must be aeglthrough sustained exposure to
many varieties of texts.

3. ESL learners need instruction to become successfiters in English. Neither
extensive exposure to reading materials nor latgatfies of writing practice alone
is sufficient; both are necessary.

4. Just as reading facilitates the development ofingriskills, so writing can help build
proficiency in reading. Therefore, teachers shaaldsider writing activities that help

students prepare for, respond to, and comprehetihg selections more effectively.

Ferries and Hedgcock’s arguments were incorpotiatedhe research design as explained in
chapter 3. The study methodology took into consiti@n that neither extensive exposure to

reading nor practice in writing alone can lead tgnéicant improvements in students’
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argumentative writing. Therefore both need to b@lasised equally in class. The selected
intervention reading texts were geared towardsstisgi students to experience and gain
insight into aspects of argumentative writing thag difficult to teach but could easily be
appreciated and internalised through the critieddmg of argumentative texts. More
importantly, the texts focused on highlighting twgnitive similarity between reading and
writing and how knowledge and strategies acquinedne domain could be used to improve
the other. Instruction was considered essentidl as such, the first and second stages of the
teaching intervention involved the explicit teachof elements of argumentative and writing
skills in general. In addition, even though readamgd writing are believed to mutually
influence each other as Eisterhold (1990) illusdlain his three models of the reading-
writing connection referred to above, the reseaesign employed reading as a springboard
for writing. Therefore, partly for reason of timenstraints and the lack of a reliable
measurement instrument, only the influence of meadin writing was investigated in the

study. This point is considered further in the dgsion chapter.

2.5.3 Reading and Writing are Thinking Processes

The traditional behaviourist model of the teachofgwriting advocates that an individual

should think first before writing. Such a suppasitimplies that a person should first do all
the reading, grasp the entire material, think thhoi, then plan and write (Thomas, 1987
cited in Wellington, 2003). A corollary would beaththorough knowledge will lead to clear
and high quality writing, but writers who followighstrategy, Thomas warns, would never
get started. In a series of interviews with variaushors, Wellington (2003) reported that
most regarded writing as a form of thinking, andttkearning and thinking comes from

writing rather than preceding it. Writing was redgd as a way of clarifying and redefining
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thought, developing understanding, and gaining sece their own thinking and

personalities.

Smith (2004) similarly asserts that the thinkingiehhoccurs during reading is no different
from that performed in other situations. Fulfillingtentions, making choices, anticipating
outcomes, drawing inferences and making sense to&tgins are aspects of thinking
exploited while reading. No one can talk, underdtasr make sense of the world without
thinking, so it is impossible to read and not timkh Reading, he proposes, is thinking partly
focused on the visual information of print, stimelhand directed by written language. He
calls for the exploitation of what he terms the Weo of reading”. Readers can pause for
reflection, for relief from the reading experienaa, to skip experiences they are not
interested in or which disrupt their flow of thougieachers should encourage their students

to utilise this “power of reading” when readingvaniting.

Furthermore the enquiry and questioning processdsoth reading and writing promote
higher-order thinking which employs both compreli@m&nd composition. Comprehension
then depends on deriving meanings which answertignesreaders ask when interacting
with texts. Smith (2004) argues that a reader cannderstand the writer's point of view
unless he/she asks the questions that the writdicithy expects to be asked. Disputes over
the meaning of a text thus often concern the relegaestions that should be asked, and a
good writer leads readers to ask the relevant oumsstappropriate to the text. Effective

reading then finds answers to these particulartopres
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“Reading - like writing and all other forms of thking - can never be separated from the
purposes, prior knowledge, and feelings of the grengaged in the activity nor from the
nature of the text being read. Tbenventionof texts permit thexpectation®f readers and

theintentionsof writers to intersect” Smith (2004, p.192).

For Smith, reading makes sense only when the regelsr satisfactory answers to his/her
guestions; an enquiry process followed by philogopHor centuries to build knowledge.
Smith’s argument suggests that Reading is theredom@eaningful activity motivated by a
purpose; where asking questions enables an individulink together a chain of ideas and
suppositions in order to achieve understanding.hSoental operations can never be
separated from the reader’s feelings and expersgscethat reading can be separated neither
from the intentions and interests of readers nomfithe consequences it has for them.
Reading can also never be separated from writinghmking, as is evident in higher

education.

McGinley (1992) examined composition using multipdetual sources through a series of
case studies of readers involved in the processeatting text. Subjects reported that reading
the source texts primarily helped them acquire imd@rmation about the topic, while writing

notes served as an intermediate text in plannimigoaganising arguments. Almost all of the
reading and writing activities greatly influencedck other, functioning as vehicles for
reshaping ideas and refining arguments. During @mitipn or comprehension, writers and
readers continually adjusted their strategies, twlgpdifferent roles throughout. These

findings suggest a recursive process in which mgjtreading and reasoning are intertwined.
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2.5.4 Reading and Writing are Metacognitive Process

Flavell (1976; cited in Moselegt al, 2005) defined metacognition as individual knowjed

about his/her own cognitive processes and prodaatistheir monitoring and regulation to
achieve targeted goals. This suggests that ther dsstinction between cognition and
metacognition. The difference is that cognitivellskassist a person to perform a task,
whereas metacognitive skills are used to reflectiscomusly on both the conscious and
unconscious procedures followed (Flawadllal, 2002; Hudson, 2007). Metacognitive skills
are therefore important in problem-solving-cogmtiactivities such as reading, writing,
language acquisition, logical reasoning, attentroemory, various types of self-control and

self-instruction.

In reading, for example, Flavetdit al. (2002) claim that metacognition is involved ingér
fundamental stages. In planning, the reader idestthe purpose of a reading and decides on
the employment of certain strategies to achievegdals. Then in monitoring, the reader
regulates and redirects his/her strategies duriegcdourse of reading to accomplish its
objectives. Finally, in the evaluation of the rewgiprocess the reader assesses his/her
cognitive ability in carrying out the task. This taeognition can be seen as a type of
executive control over the application of particutaading strategies, involving what is
known about cognition and how it is managed (Huds2607). If properly used,
metacognitive skills enlighten the reader aboutheisown thinking skills, self-efficacy and
weaknesses. Such awareness can lead to a greategecn reading behaviour and more
reflection in adopting effective and successfuldieg strategies. Newton (2000) argues that

teaching metacognitive skills can encourage learterbetter plan, describe and evaluate
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their own thinking and learning, managing workingemory, so that conscious and

unconscious processes are used together to prdésoed outcomes.

Metacognitive skills can be a significant thinkitapl if writing is treated as a problem-
solving activity. The selection of the approprigenre for a topic, the purpose and audience,
and the choice between various organisation oteékein order to make a particular point
most effectively all constitute problems which regquthinking. Citing Bereiter and
Scardamalia (1987), Wells (1999) suggests thattbation of any text involves problems of
content and rhetoric: the former refering to théividual’s beliefs about the world; the latter
mental representations of the actual or intendad de it progresses at different levels of
abstraction. Therefore the interaction betweenwtbdd and the individual is bi-directional
and recursive. Because of this interrelation, Wetlasiders writing as a powerful tool of

knowledge creation where interaction between cdraed rhertic is the essence of reflection.

The role of metacognition here lies in emphasigitegs to be subject to further thinking and
critique as the author clarifies ideas to makehleispoints more effectively. The problem
solving nature of writing can be brought into pldyough planning, monitoring, editing,
revision, evaluation and the recursive nature ofttaése processes. Moreover, the ideas
would be subject to further critique by audiencesders reflecting and adding new ideas, but
more relevant to this study is the way authorskfdbout their own ideas and subsequent

reflection and changes made to make their poietsret to the reader.

Metacognitive knowledge can enhance reading andingriabilities because, being
potentially verbalised, it can be accessed and fieddihrough reflection, and discussed and

considered out of its particular context (Hudsof0?). Once an utterance or idea is
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verbalised in the process of speaking/writing,aih decome a knowledge object for others
who can respond by extending, questioning, acogptin rejecting it in a process of
knowledge building (Wells, 1999). It also becomas @bject of knowledge for the
speaker/writer who can contemplate his/her owneturunderstanding in an externalised

form and respond to it in the same way as others do

The contemplation by an individual of his/her owoughts, ideas and strategies used in task
performance is the focus of investigation in thiglyg. It is hypothesised that such reflection
and contemplation allows learners to examine thwin thinking processes while performing
learning tasks and use this introspection to discoweaknesses and strengths and to adopt
new strategies. Vygotsky (1978) describes thisi@egle between the inner and the outer of

the same individual for better understanding.

Success in any profession requires an individusiieere critical appraisal of his/her
performance and progress, the recognition of wesdaw and the exertion of effort for
improvement. Everyone engages in such self-inqaing retrospection, but when it is
practised in a regular and systematic manner \kghititention of improving performance,
remarkable improvements can result. The advantaféss reflective practice regarded in
this study as a metacognitive strategy, includeiti®eck and Westgate, 1994):
(a) enables an individual to be continuously and syateally involved in self-
evaluation practice for better performance;
(b) engages the learner in a conscious self-awareaessg practice, which may enable
the individual to perceive aspects of weaknesstr@ngths or discover talents and

skills that he/she might have not been aware of;
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(c) helps an individual to develop the ability to obsgrreview and assess his/her
learning behaviour and attitudes and discover iffe ways of approaching and

solving problems.

Teaching strategies that make aspects of thinkikglicit to learners are likely to focus
attention on “self-aware goal-directed thinking” ¢b&leyet al., 2005). Here the strategic
management of attention and working memory is supdoby “habits of mind” such as
critical reflection. The goals of thinking and learg can then be directed to information

gathering, building understanding, and thinking tinerates productive outcomes.

Metacognitive skills are therefore employed in thtady as tools for reflection and the
critical evaluation of the learner’s performanceliberate and conscious utilisation of these
skills is hypothesised to make learners more awhveeaknesses and strengths and therefore
more able to develop new strategies to improveoperdnce. Claiming that learners who
conduct more cognitive monitoring of their work fiedetter than those who do not, Flavell
(1979) recommends that learners’ metacognitive kedge and monitoring skills should be

improved through systematic training.

2.5.5 The Integration of Reading and Writing Encoumges Interactive

Learning

Both reading and writing are in essence interactegvities. The struggle for meaning
construction encourages a dialogue between andnwihders and writers as they attempt to
comprehend or compose a text. The reader unpaekswther’'s intentions and makes
decisions about whether or not to accept his/hguraents. Similarily, in interactions in
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class, students collectively discuss the content aeading. While writing, the author
pretends to negotiate meanings with imaginary awdi®, where planning, revising and
editing can be equated to the reader’s strategiesding the author’s intention in order to

adjust his position, clarify ideas and defend hesve.

A class based on the integrative teaching of repdimd writing encourages collaborative
learning among students as they collectively dis@utext or write a paper. Students engage
in reading, writing and group discussion, whichphlem to refine their thinking and learn
from each other. Sociocultural theory focuses omv Hearners accomplish tasks, and
interaction between learners can scaffold andtassise L2 acquisition process (Ellis, 2000)
where collaboration among peers creates a colee@one of Proximal Development (ZPD)
which learners draw from (Shayer, 2002). Ellis @0thus advises teachers to design tasks

that promote communicative efficiency as well asalcguisition.

Vygotsky (1978; cited in Wertsch, 1985) argues that secret of effective learning lies in
the nature of social interactions between peoptk different levels of skills and knowledge.
The role of the parent, teacher or peer with mar@entedge is to find ways of helping the
learner to move into and through the next layerknbwledge or understanding. An
individual first acquires knowledge through contaad interaction with others, then later
assimilates and internalises the knowledge in resitian from social to personal properties.
Vygotsky claims that students do not merely copchers; rather, they transform what

teachers offer them during the processes of apiatapr.

A class which provides avenues for group discussias the advantage of shifting the focus

from practicing linguistic functions to the congttion of mutual understanding between
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students through dialogue. Students’ attentiontbarefore be moved from grammar lessons
and work on skills to concentrate on an authoringc@ss in which reading and writing

involve thinking, the clarification of meaning, andmmunication (Short & Burke, 1996).

Kumaravadivelu (1993b, 2006) sees the task-basgmoagh, as useful for teaching
language-centred, learner-centred and learningexnasks, where the suitable sequencing
of tasks ensures that the demand on language ipatdite with levels of proficiency. The
central focus of tasks here is that learners skhféach other through interaction and
collaboration; a point that is essential in Vygetskconcept of learning. Likewise, the
connection between reading and writing is a metidre the focus can be shifted
simultaneouslyccording to the learners’ needs, from learnerredrib learning-centred and
language-centred activities, where reading andingriire combined with thinking and
reasoning as students interact among themselves.students should engage in diverse
language activities, to do more reading, writifgnking, talking and listening. Such a rich
intellectual environment allows them to apply wttegy learn and exposes them to different
skills simultaneously, which is effective in langaalearning as a compensation for any lack

of opportunity to practice outside the classroom.

2.5.6 The Connection Between Reading and Writing Erances Awareness

of the Features of Language
Auerbachet al. (1997) claimed that students who read more shoprawed grammatical
awareness and writing skills. ESL/EFL classes aftenoobsessed with grammatical

accuracy, but although spelling, punctuation arairgnatical errors reduce the quality of

writing, a sole concentration on grammar does nakema student either a good reader or
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writer. The research evidence is clear that, desp# L2 concentration on grammar, students
complain about not only their lack of effective deay and writing skills but also poor
grammatical knowledge (Zamel, 1985; Leki, 1993; Idil 1996). However, since the
integrative teaching of reading and writing canused in the L1 context as a model to
enhance students’ syntactical maturity, so the ssimoelld also be true in L2 (Auerbaeh

al., 1997), where correlations have been found betweading ability and writing skills.
Better readers tend to produce more syntacticadyure writing than poor readers and vice

versa (Stotskey, 1983; Belangor, 1986; Turuk, 1999)

The importance of using reading as a model to inmpneriting skills was also echoed by
Krashen (1984) and Smith (2004). Krashen repohatihcreasing reading at the expense of
grammar instruction leads to improvements in puetgbn, spelling and grammar. Smith
(2004) explains that the conventions of spellingngiuation, capitalisation, paragraphing,
grammar and style can be learned through readihgufh diverse readings students are
exposed to different types and modes of expresgiooyiding rich examples of how
grammatical items are used. Moreover, reading nbt enriches students’ vocabulary and
grammatical knowledge, but also increases awarestasst different writing styles. A full
understanding of any type of text depends on aneafgiion of the devices employed by the
writer in conveying meanings, which Byrne (1988fats is an important step towards
effective writing. So, through reading and writirgjudents will increase their vocabulary,
use and construct complex sentences and be bétspoting and correcting grammatical
mistakes in their writing. Overall improvementswriting abilities and increased confidence
and fluency in linguistics abilities will result.ti®lents will thus develop competency to

identify and judge grammatical errors even if tkapnot explain why.
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In conclusion, the relationship between reading amiting and the justification for their
integration has been explained above in detail.riégx section therefore discusses the socio-

cultural principles on which the present study Wwased.

2.6 Socio-cultural Theory

The emergence of socio-constructivism, accordinglitkey (1997), can be traced back to
the early writings of Dewey who emphasised the iatuole of experiences in education
processes. Jean Piaget then empirically showedcthidren’s minds are not empty, as
previously presumed, but actively process the nadserthey are exposed to through
mechanisms of accommodation and assimilation. Heweklie most significant contribution
to the development and widespread expansion obsmmistructivism in its present form
came from the Russian psychologist Vygotsky (18984) whose ideas have greatly

influenced the field of education.

The main tenet of socio-constructivism is the idégendence of social and individual
processes in the co-construction of knowledge, hemans do not act directly on the
physical world without the intermediary of artefaathich are of their own creation in
specific cultures under particular historical cdimtis. Such artefacts assist them in solving
problems that cannot be solved in the same wayeir absence, and learning occurs in
constantly changing social and cultural contextseftral notion in socio-constructivism is
that effective learning takes place through inteoacwith and support from people and
physical artefacts. The positive effect of collaimn, reflection and negotiation on the
development of higher order thinking and the coeatf meaningful learning contexts leads

constructivists to emphasise multiple constructiémrsnulated by groups and individuals
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(Rogoff et al, 1995; Hickey, 1997; Au, 1998; Palincsar, 1998ntb#, 2000), although
opinions differ on the relative importance of hun@mmunities versus individual learners
in the construction of knowledge (Phillips, 199BHpwever, the present discussion focuses

on the socio-cultural theory of Vygotsky which urlas the approach of this study.

Vygotsky argues that artefacts mediate the devetoprof higher mental processes in very
significant ways. Language and writing systems ameong the most important tools
developed over time by and available to peopleanous communities, carrying concepts
reflecting the experience of particular culturabgps. Cognitive development and learning
depend on the child’s mastery and internalisatioth@se tools, and links between historical,
cultural and individual conditions are formed wleeahild learns how to use them (Au, 1998;
Lantolf, 2000). Vygotsky acknowledges that the asitjon of these tools is not spontaneous
and requires guided experience, whereas they nmagineuseless unless their meaning as
cognitive tools is properly mediated to the chikbgulin, 1998). Therefore, Kozulin (2002)
argues that the type of literacy acquired in forediication settings does not necessarily lead
to cognitive changes unless mediated as a cognde This requires learners to engage in
meaningful activities that help them to configuhe trelations between themselves and the
surrounding world and mobilise their intellectubllgies. So students may never acquire the
ability to write persuasively without proper ingttion, because this activity is culturally and
socially shaped, for example by the conventionentesl in the production of a genre. This
illustrated in the three phases of the wheel modiglenre literacy (Gee, 1997): modelling,
where learners are exposed to examples of thet tgegee; the construction of a text by the

learner and teacher; and finally the independenstraction of texts by the learner.

57



In Vygotsky's theory, learning centres on meaningnstruction and the creation of
meaningful social interaction in learning contextsluding engagement in the processes of
meaning making, text comprehension and variousr ati@les of knowledge construction
(Au, 1998). The importance of what the learner ¢@ito any learning situation as an active
meaning-maker and problem solver is emphasises, e dynamic nature of the interplay

between teachers, learners and tasks which protemesng (Williamset al, 1997).

This holistic approach to learning opposes therdiscteaching of elements, and subjects
should be presented in all their complexity rattiian as skills and knowledge in isolation
(Williams et al, 1997; Au, 1998). Thus, the teaching of literasguanmes that students need
to engage in authentic literacy activities (Au, 89Teaching strategies inspired by social
constructivism involve contexts personally meanihgb learners, negotiating taken-as-
shared meanings with them, class discussion, ggnallp collaboration, and valuing

meaningful activity over correct answers (Hicke991,; Palincsar, 1998).

Vygotsky’s outstanding contribution is the conceptthe Zone of Proximal Development
(ZPD) used to explain the social origins of higimeental functions. This represents the
difference between what the learner can perfornmout assistance and what can only be
achieved with the help of others (such as more ldappeers or teachers). Helping a
learner’s mental functions to mature, the ZPD & dignamic region of sensitivity in which
the transition from inter-psychological to intraypBological functioning takes place
(Wertsch, 1985). The learner transfers and intesesilknowledge acquired through social
interaction with peers and teachers to enhancadnigPD, which later reflects the level of
his/her actual development. What learners cannaiaiwe today, they can do later if coached

and assisted by others. This scaffolding compssegturing tasks through instruction, small
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group discussion, modelling, reflection and feedthaatil the learners can perform them on
their own. Thus good instruction aims not so muictin@ developed functions but developing
ones (Shayer, 2002), with teachers responsibleoffaring learning contexts in which

instruction marches ahead of and leads development.

Finally, in socio-cultural theory consciousnesgidgiishes human behaviour from that of
other living beings, linking the individual’'s knogdge to his/her behaviour. Consciousness is
regarded as metacognition, more than mere awarefiess individual's cognitive abilities
but involving self-regulatory mechanisms deployed solving problems. Therefore,
education should be concerned with learning tonledeveloping skills and strategies to
continue to learn, making learning experiences mnegu and relevant to the learner’s life,
and with the development and growth of the leammra whole person (Williamst al,

1997).

Sociocultural theory has informed this study in artant ways, including the adoption of
class discussion and small group collaboration iables teaching strategies and using
reflection and feedback as effective methods farners’ self-appraisal. Meaningful
activities accomplished through collaborative amdug work are seen as crucial means of
scaffolding students’ learning efforts, so thatréading and writing tasks they could better

accomplish tasks through the assistance of otkeegdman, 1995; Johnson, 1998).

2.7 Critical Thinking Teaching in Sudanese Schools

Continuous policy changes, without consideratiothefr impact, due to the narrow political

views of those in power have negatively affectesl éducation system in Sudan. Although

59



critical thinking per se has never been an educatigoal, however, it has been an integral

part of various subjects taught in schools.

In the experience of the present author, developiteg abilities of students to critique,
analyse and express their views on the materightawas embedded in teaching at school
before 1990. Offering students opportunities t@uks, share their views and question what
they learned was part of classroom routine. Inexibjsuch as history, geography, poetry,
chemistry, physics or mathematics, creative andblpm-solving skills were often
encouraged. At intermediate and secondary levetg-eurricular activities such as debates,
poetry competitions and academic societies engagetents in various activities with the
assistance of teachers. Students were often relqtorselect their own topics and deliver
readings before audiences comprised of teachaentsaand fellow students. They would be
guestioned by the audience about the motives behgid selection and other issues raised.
Such activities encouraged students to enhance tbasoning, judgement and thinking

abilities as well as self-confidence.

Another factor which boosted students’ thinkingliebs, despite its unfairness, was that
until 1990 there were few secondary schools andeusities in the country. The level of
competition for places in these institutions waardffiore high. In the academic year 1988-
89, for example, 115,194 students sat for the SiBtdool Certificate. Among the 71,528
who passed, 16,030 applied for enrolment in higédtrcation institutions but only 5,327
were admitted (Frajallah, 1992). At that time SdhOertificate examination questions tested
students’ understanding and their ability to amalysitique and apply what they learned in
other similar contexts. The mere memorisation atsfavas discouraged and would not

enable students to secure good scores. Studengsprepared from the intermediate level

60



onwards to digest, analyse and evaluate informatiohonly from textbooks but wider
reading too. The quality of education was a pnodt all levels and Sudanese university

graduates were competitive candidates in job mauegfionally and globally.

However, although higher education expanded folguthe 1990 Education Revolution, its
radical changes were hastily implemented. Besilasging the medium of instruction from
English to Arabic, the number of universities ré®en five in 1990 to twenty-six after 1995,
resulting in a huge rise in intake (Frajallah, 19%ublic primary education was extended
from 6 to 8 years and, in an attempt to improvelitwyahe primary and secondary levels
were packed with so many subjects that it was fardgtudents to focus and concentrate.
Worse, inadequate funding, poor infrastructure, stmofrtages of textbooks, laboratories and
gualified teachers led to an unprecedented drogducational standards. As vacancies
needed to be filled in the newly established umitiexs, school certificate examination
standards were relaxed to allow many students $8.daven students who failed subjects,
who would never have dreamed of a university plzfere 1990, were enrolled. One result
of these changes was that the abilities of studentsritique, evaluate and intellectually
engage material encountered came to be emphasise lass in schools, focusing instead
on memorisation, rote learning and the regurgitatibfacts. Faced with severe shortages of
reference books, lecturers provided written notesstudents to memorise for examinations.
Poor reasoning among students and a lack of dréigagement with what they learnt have

been major defects of Sudanese education ever. since

Students were now graduating from universities outhsufficient skills for the job market.
Public outcry followed for example, daily newspapsport of the massive failure of law and

journalism graduates to pass professional qudiifineexaminations in 200A[-Rayaam2 7"
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October, 2007). Some accused the government offumating education reform; others
blamed universities for outdated curricula and iedtigroup called for wholesale reform of

the education system from primary school to unitgrs

But such results were not surprising to those famivith the situation after 1990, where
students who were used to rote learning would firtthrd to deal with material requiring
critical thinking and the creative application dfeory to the real world, as required in
vocational examinations. If students could fail Sach huge numbers in their fields of

specialisation, how could they be expected to teaclopment in these areas?

Some universities responded to demands for chapgeuising syllabuses and considering
the inclusion of critical thinking skills as a sabf. For example, the Ahfad University for
Women introduced critical thinking skills as a gealecourse in its curriculum in 2008.
Moreover, the objectives of the new Southern Sudamiculum for secondary schools
include creativity and critical thinking abilitieas well as developing students’ life-long
interest in learning. These steps, coupled withdigrands of the job market and the general
public’'s clamour for improvements in education dis, may encourage learning
institutions to think seriously about embracingtical thinking skills in their curricula.
However, this requires more research and profeakio@ining of teachers on how to teach

critical thinking skills; a move which seems tolelerway at the moment.

2.8 Conceptual Framework of the Study

This study has adopted as its conceptual framewatk, minor modifications, the Integrated

Model for Understanding Thinking and Learning pre@d by Moselet al. (2005). This
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model partly aims to strengthen cognitive and nagative skills in learning processes,
identifying three strategies activated through comth reading and writing activities. It is
hypothesised that engaging students in purposeading-writing activities which focus on
close reading strategies and the mastery of paveuasiting structures will improve their
creative and critical thinking abilities. This, tarn, would enable them to judge, reason and
generally become conscious of their strengths asakness, which may improve the quality
of their argumentative writing. The three stratsgiee:

1. Information gathering: the ability to access knadge from memory, reading or
observation, comprising mainly lower-order thinkiag a way of gaining knowledge
that could later be restructured, reconstructedramderpreted through higher-order
thinking. Tools include experiencing, recognisinglaecalling, and comprehending
messages and recorded information.

2. Building understanding: knowledge reconstructionrotigh understanding,
elaboration and the use of background knowledgeuding the development of
meaning (elaborating, representing or sharing ideasrking with patterns and rules,
concept formation, and organising ideas.

3. Productive thinking: higher-order thinking congisfi of reasoning, understanding
causal relationships, systematic enquiry, probleimisg, decision making and
critical and creative thinking. These learning @sses lead to a deeper understanding

of the nature, justification, implications, andwalof what is learnt.

Moseley and his associates argue that productin&itiy can be just like any other form of
thinking, but as a higher form of thinking it ispgorted by dispositions, and strengthened
and revitalised by feelings and determination. Suohgoration would lead to critical,

creative and caring thinking (Lipman, 2003) andtlse model successfully combines the
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elements and characteristics of critical thinkingnsnarised by Hagest al. (2003), cited at

the beginning of this chapter, in terms of abiitend dispositions.

The dispositions needed for productive thinking metacognitive skills. Good thinking that
facilitates good learning resides in an individsalbility to reflect on his/her conscious and
unconscious thinking and strategies during taskop@ance, which Moselegt al. (2005)
term ‘strategic and reflective thinking’ placedta¢ top of their diagram connected with two-
way arrows with each of the cognitive skills expkd above because these skills can

sometimes be exercised effectively in unplanneduamdflective ways.

Strategic And Reflective Thinking

Engagement with and management of thinking/leagnsupported by value-grounded
thinking (including critically reflective thinking

1l U I

Cognitive Skills

Informatior-gathering Building understandir Productive thinkin

Experience, recognising | Developing meaning (e.g. by | Reasoning.

and recalling. elaboration, representing or Understanding causal

Comprehending messages sharing ideas). relationships.

and recorded information.| Working with patterns and rules.Systematic enquiry.
Concept formation. Problem-solving.
Organising ideas. Creative thinking.

Figure (3) Moseleyet al. (2005) Integrated Model for Understanding Thinkingand Learning

The use of two-way arrows in figure 4 below als@slmot signify linear progress, but the
interrelation and interdependence between allliinking processes at certain stages. Figure
4 places reading-writing activities at the top,ldaled by cognitive skills, metacognitive
skills and good argumentative writing, where theuasption is that reading-writing activities
activate cognitive skills, which in turn set intootion metacognitive skills so that the
improvement of both skill sets could lead to betteyumentative writing. Cognitive skills are
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assumed to be the main means of accessing infamm#tat is later subjected to reflective
processes, although, to Mosekyal. (2005), all kinds of thinking lead in various wapsan
individual's self-awareness and self-regulation.inking begins and often ends with

knowledge construction, whether in the form of $acbncepts, rules or skills.

Reading and writing activities

[Persuasive Writing Organisation]
[Close Reading Strategies]

1L

Cognitive skills

It

i Metacognitive skills

II \[ Reviewing/Revising]

Good persuasive writing

Building
Understandin

Information

Gathering Productive

Thinking

Figure 4: Conceptual Framework of the Study

The metacognitive strategic and reflective thinkslglls are considered to be difficult to
master, nurtured through sustained deliberatioronbt by focusing on the issue at hand but
also by looking critically at how a task is conaavand whether or not there should be a
change of strategy in the light of new and previexjgerience. This sustained reflection turns
what may have been regarded as normal routine ipgacito effective learning, so that
metacognitive skills are crucial in learning conggespecially in higher education. Boosting

them could therefore lead to the development @éddng interest in learning.
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In relating the conceptual framework to the presotly’s aims, the three metacognitive
sub-skills suggested by Quellmalz (1988, cited ioskleyet al, 2005) were adopted: the
abilities to plan, monitor and review/revise. Stoide were encouraged to apply these
strategies during homework and reflective writiigese three metacognitive sub-skills are
considered crucial for the aim of the study and, carcording to Quellmalz, improve
students’ abilities to plan, monitor and regularbflect, review and assess their own
performance in argumentative writing. It is gefigrdnypothesised in this study that
improvements in cognitive and metacognitive alg$itthrough reading and writing activities
will lead to better argumentative writing skillsigire 4 succinctly depicts the conceptual

framework explained above.

In conclusion, this chapter started with an exploraof different definitions of critical
thinking and whether or not it can be taught. #oaéxamined what constitutes good writing
and models of reading that can lead to good writilfie integrative teaching of reading and
writing was proposed as a method of improving sttgleargumentative writing and critical
thinking abilities. The use of this method was ijftesd by arguing that both domains share
common cognitive strategies in their operationse Tminciples of socio-cultural theory
which form the main theoretical foundation for ttedy were explained before concluding
with brief discussions of the teaching of crititfaihking in Sudan, and the study’s conceptual

framework.
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Chapter Three

The Methodology

Introduction

Chapter Two discussed various definitions of aitithinking, the connection between
reading and writing, the teaching of critical thimdxin Sudan, the sociocultural principles on
which the study was based and its general theatdt@mework. This chapter explains the
mixed methodology of field experiments and focusugis used, the pilot study and main
intervention, and the evaluation instruments aralyais utilised, concluding with discussion

of the ethical issues arising.

3.1 Aims and Research Questions

The study aimed to discover if ESL students’ reaspmand critical thinking as reflected in
argumentative writing could be improved through thtegrative teaching of reading and

writing. Specifically, the study investigated tloddwing questions and hypotheses:

Research Question

Can critical thinking and argumentative writingteight in the ESL context?

Question 1
What are the students’ attitudes and perceptioostatritical thinking skills in general and

writing skills in particular before and after theervention?
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Hypothesis
Improvements in students’ knowledge about crittbadking and writing skills lead to better
perceptions of and attitudes towards these slaléswell as positive assessments of the

intervention.

Question 2

Does the guided teaching of critical reading imgrostudents’ reasoning and
argumentative/persuasive writing?

Hypothesis

Teaching close reading strategies combined withtehehing of writing enables students to
transfer and utilise these strategies in theirimgito produce more persuasive and organised

argumentative texts.

Question 3

What is the role of interaction in improving stutnhinking and writing abilities?
Hypothesis

Small group discussions and student interactiondewdngaging in tasks improve their

thinking and writing abilities.

Question 4

What is the role of reflection in developing stutmetacognition?

Hypothesis

Regular reflection enhances students’ self-regofatbility and their ability to assess,

monitor and improve their own performance and le@yprocesses.
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In investigating the above research questions gpdthesis, it would be practically difficult
to isolate each variable and explore its influencestudents independently of others. In
educational contexts such as in this study, a stippoclassroom environment, student
interaction and collaboration, the adoption of gaictritical reading and reflective writing,
could each play a significant role in the intervem's success. The intention, therefore, is not
to examine the impact of each variable indepengdnit to see how the combination of all

these factors contributes to improvements in stigdémnking and writing skills.

3.2 Research Design

The study adopted Socio-cultural principles as uhderpinning theory. It also adopted a
mixed methodology to collect suitable research ,dataluding field-experiments for
guantitative data collection, and focus groups dorlitative data gathering. The main

teaching intervention lasted for 12 weeks.

3.2.1 Sociocultural Theory

The principles on which the study was based wetmpalated from sociocultural theory,
which regards individual knowledge as arising frioeraction with other people. Classroom
discussions and collaborative small group work vegtepted as viable teaching strategies to
create meaningful social learning contexts wheuglestts could scaffold each other. The
study abandoned traditional teacher-centred appesaso that the role of the teacher was
restricted to giving guidance and facilitating slagiscussions. Such arrangements are not
familiar in Sudanese high schools. This approaafedito encourage students to be active
participants in knowledge construction. The oveaijet was to assist students to internalise

whatever knowledge they acquired and to create theh voices by focusing more on
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meaning negotiation and creation and genuine emgagewith the material they read or

write.

The study also adopted reflection as an effectivethod for learners’ self-appraisal,
encouraging students to consciously retrospechein dwn thoughts and performance and to
discover their own weaknesses and strengths. @hening their self-regulatory ability and
hence self-confidence may encourage them to taksopal responsibility for their own

learning.

The study applied the integrative teaching of negdand writing to provide a classroom
environment centred on activities encouraging sttglo develop self-motivated attitudes in
their learning. The integration was intended t{p eem experience how both readers and
writers approach their tasks, providing insightswthreading and writing that could not be
explicitly taught. Such integration reduces the camtration on grammar out of context
which is often the focus of English classes in E®htexts, where students find it hard to

apply their knowledge in real communication.

Moreover, English literature is not taught in Suelen high schools. The integration
encouraged students to read and therefore engthvibcabulary, which is essential for their
development as writers. More importantly, the indédign can push students towards abstract
thinking that goes beyond the lines of a text dmal repetition of facts. This is something

students are not often required to do in Sudanigbeschools.
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3.2.2 Mixed Methodology

Mixed methodologies combine quantitative and qaglie research techniques to collect,
analyse data and integrate findings in a singlelystThe main guiding principle is that
researchers should use all the means at their shfgo create pragmatic designs that
effectively answer their research questions. Tisearch questions determine the choice of
method and the values of the researcher play & lpagt in the interpretation of results,
where statistical and thematic techniques are coeabin a single operation (Onwuegbuzie
and Leech, 2005; Onwuegbuzie & Teddlie, 2003; Tidshra & Teddlie, 2003; Johnson &

Onwuegbuzie, 2004; Tashakkori & Creswell, 2007).

In this study the mixed methods used addressedgeraf confirmatory and exploratory

guestions simultaneously so that the research cawddver a broader range of questions,
facilitating insights and understanding that migket missed if only one method was used.
This could assist in producing more complete kndgéenecessary to inform both theory and
practice (Onwuegbuzie and Leech, 2005; Johnson &u@gbuzie, 2004). Therefore, since
in this study the investigation of students’ attiés and perceptions about critical thinking
skills is exploratory in nature, while how far th@rgumentative thinking skills in writing

could be improved through the integrative teaclohgeading and writing is confirmatory.

The investigation of these aspects cannot yiel@dblkd and in-depth understanding if only
one method was used. Therefore to achieve the’stadys, it was deemed important to use

both qualitative and quantitative approaches.

To answer the research questions under investigaticange of data types was collected,
including pre-, post- and delayed written composititests, teacher observation notes,

audiovisual data, students’ written reflections] &mcus group interviews. Some of this data
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required qualitative analysis, others quantitatiMerough the convergence and corroboration
of findings from mixed methods, strong evidence #rconclusion can be provided

(Onwuegbuzie and Leech, 2005).

Johnson & Onwuegbuzie (2004) and Onwuegbuzie & heg@005) emphasise that

researchers should use flexible methods to inwvestignd follow the research questions in a
way that offers the best chance to obtain usefsivars. The methods adopted here helped to
fit together the insights provided, and thus coadidiress the range of research concerns in

the study.

The use of mixed methods has various weaknessegn Ibe difficult for a single researcher
to carry out both quantitative and qualitative egsh, especially if two or more approaches
are expected to be used concurrently. A researam tmay be required for large and
complicated studies where each method needs tarfed out independently and findings

analysed separately, but it may not be so chaltenigi small-scale research in this study.

Secondly, mixed methods can be more expensive iar@ ¢consuming, and in this study
sifting through the data was tedious, laboriousgticonsuming and challenging, requireing

determination and hard work.

The integration of findings from mixed methods nimeyproblematic and findings are often
reported separately (Bryman, 2007). The essenagsiolj mixed methods should be the
integration of insights provided by strictly folliwg the research questions; a strategy

followed in this study. Mixed methods are most ukef investigating phenomena that
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cannot be fully explored using only one methodowihg researchers to mix and match
designed components that offer the best chancesviexing their specific research questions

(Onwuegbuzie and Leech 2005).

3. 2. 3 Field Experimental Method

The field experimental method is often referrechgothe randomised experiment commonly

used in social sciences.

Rationale

Three characteristics fulfiling the conditions ofrae experiment (Bryman, 2008) made this
method appropriate for this study.

Firstly, variables are manipulated and their effemt other variables observed and measured.
Normally in field experiment design, two groups astablished and assigned randomly into
experimental (treatment) and control groups, englilhe researcher to observe the cause and
effect relationship between the independent ancmdgnt variables (Bryman, 2008). Here
the effect of the designed teaching strategiesefirddent variable) on the development of

students’ logical and reasoning skills in writirdggpendent variable) could be measured.

In field experiment design, a comparison can rexeiv treatment (control), or an alternative
treatment, or both. In this study, the two randonaistablished groups were termed
‘experimental’ and ‘comparison’ groups. The expenmmal group received the teaching
intervention, while the comparison group was dernied treatment. The dependent variable
of students’ performance in argumentative writingswhen measured before and after the

experimental manipulation.
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In field experimental design, participants mustréwedomly selected. This randomisation is
important for the following reasons:
(a) It provides a solid ground against which it cancteemed that every participant had

an equal chance of being assigned to any of tldd@f the independent variable.

(b) Randomly formed groups can be assumed to be egquivalithin the laws of

probability.

(c) The randomisation of participants into treatmermt aan-treatment groups before the
application of any treatment reduces the chancasegfuality between experimental
groups, so that differences observed in the pasten be attributed to the treatment
alone. This eliminates the possible effects oflrexglanations of causal findings and

strengthens the internal validity of the designy(Ban, 2008).

Randomisation gives field experiments an advantage the quasi-experiments commonly
used in social studies, particularly in educatiemtexts. In quasi-experiments there is no
random assignment of participants into treatment@mtrol groups. Though some types of
quasi-studies divide their participants into expemtal and control groups and subject them
to pre- and post-tests, often no randomisationoised When pre-existing groups are left
intact, the absence of random assignment castst douthe study’s internal validity, since

groups may not have been equivalent from the $@obk & Campbell, 1979; Bryman,

2008). Because of the above-mentioned charactariatid since the present study divided
students into treatment and non-treatment groups,eperimental method chosen was

deemed suitable for the achievement of the stuaiys.
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Validity of the Field Experimental Method
Bryman (2008) cautioned against five common threatshe external validity of field

experiments. Four of these were potential issuésisnstudy.

The interaction of selection and treatment cancaffiee wider generalisability of findings.
However, although the present participants werenfdifferent ethnic, gender and cultural
backgrounds and represented various regions irStltan, they were all drawn from the
Faculty of Medicine (Medicine and Nursing schoolStudents in Medical Schools in
Sudanese Universities normally received high scorélse Sudan School Examination while
those in Nursing Schools are of above average scemethe participants cannot represent
students of all different standards. Furthermorestparticipants were middle-class and
attended private schools, and their performanagften considered to be better than those
from state schools, particularly in English langelagven though thgilot study results with
high school students suggest findings similar ts¢hin the main study, this can never reduce
the potential impact of this threat. A solutioruttbbe that future replications of this study
could redesign the strategies used to match thetneio participants’ standards and needs.
In addition, the participants in this study alreaatgract on alaily basisand, as a result, the
experimental group might share what they learneith wWie comparison group. However,
recordings of students’ collaborative work, vidguitg sessions, classroom observation and
the focus group sessions were used partly as nesasursafeguard against this possibility,
since the intention was to observe individual pesgrin the study rather than to compare the

effectiveness of different methods.

The interaction of setting and treatment relatdsow confidently the findings can be applied

to other similar settings; for example, in thisdstuto levels of education other than
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university students. Field experiments are not ltkese in the laboratory and exact
replication may be difficult because of imuenceof many uncontrollable factors including
the weather, the timing of the study and other erogs variables (Bryman, 2008). To
reduce the impact of this type of threat, the studs designed in the form of teaching
strategies contained in 12 lessons which, withhslagljustments, can be applied to different
levels of education and other institutions intexdsn improving participants’ writing skills.
The findings are therefore flexible and could beli@gl in other settings once the needs of
their target groups and the goals to be achieved haen considered and specified. It should
be borne in mind that the small sample size of #tisdy, necessitates caution when

interpreting the findings.

The possible interaction of history and treatmenaymprevent the findings being
generalisable to past or future events. The ctlititaking skills movement is a subject of
increased interest in education nowadays. Theretbee study was carried out with the
intention of contributing to this wider debate, tparlarly in the ESL context. The findings
can be seen mainly as a contribution to this orggdiiscussion as well as to the relentless
effort being exerted to improve ESL students’ lafjiand reasoning skills in writing. A
further question concerns the study’s timing in sisbool academic year. The participants
were newly-enrolled first-year university studemtso had not yet started their university
coursesTherefore, if it were conducted at some point lateheir studies, they may find the
tasks easier as they may have encountered thes id®orissed in their various courses. They
may have found the language standard of the mistesiad their analysis and critique
relatively easy to cope with, and their understagdiclass discussion and critical
engagement might havueproved. So it could be speculated that similadifigs or even

better results couldave been obtained.
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Alternatively, due to the intensity of studentsfoefs to pass their courses, the participants
may have paid less attention to the study contedttherefore performed poorly. However,
the study content was in line with the skills deaeahin university courses, and could have
been complementary to their studies, again potgntianproving their academic

performance.

The reactive effects of experimental arrangemealate to people’s awareness of their
participation, which can affect their responses tratefore the generalisability of findings
(Bryman, 2008). In this study it was not seen agr@at threat. Both comparison and
experimental groups knew that they wpeeticipating in a study and they were tested on an
issue of public interest which many people in Sudenfamiliar with. In addition, students
are always aware of being tested and competitiqrait of the education process. Instead,
this awareness is essential and required to meti@atl stimulate students to improve their
performance. As with the other possible threaexternal validity, this factor was not

deemed serious in the generalisation of the stundiyngs.

3.2.4 Focus Group Interviews

Focus group interviews gained increased popula#tya social research technique in the
1970s, seeking to generate data on collective sis&gss, where the group creates meanings
by building on each other's experiences and remaAs a substitute for individual
interviews, the method is often conducted by a matde/facilitator whose role is to facilitate

free and open discussion.
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There is no consensus on the ideal number of gatits per group. However, researchers
recommend a range of five to twelve members (Mord&@087; Berg, 2004; Neuman, 2007).
Common across the literature is the notion that nenber of participants should be
determined by the research questions, their contplethe study population, time and
available resources. Moreover, statistical reprisiem is not often used as a basis for
selection; instead the aims and the objectivedefstudy are paramount. Therefore, focus
groups are frequently conducted with purposivelgded samples in which participants are
recruited from a limited number of sources, whiakidurs homogeneity in the backgrounds
of participants (though not in their attitudes)echuse otherwise free interaction within a
focus group can be undermined (Morgan, 1997; B20§4). Such homogeneity allows for
free conversations among participants and fa@ktainalyses that examine differences in
perspective between groups. However, the seledfi@tquaintances in a group can inhibit
free discussion, particularly if participants agteeconceal some truth about the topic or if
individuals do not want to reveal secrets aboumdeves (Agar & MacDonald, 1995, in
Morgan, 1997; Bloort al, 2001). Most researchers propose 60 to 90 minpgesfocus
group session (Blooet al, 2001; Fern, 2001; Berg, 2004; Neuman, 2007; Steetaal,

2007).

In individual interviews, interviewees may say tjsnthat are inconsistent with previous
replies or that can not be accepted without chgdeiowever, individuals often argue and
challenge each other’s views in focus groups, aligwhe researcher to collect more realistic
accounts because participants are forced to thbdutaand possibly revise their views

(Bryman, 2008).
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The Rationale for Using Focus Group Interviews

Very little previous research has been reportedhenteaching of thinking skills in writing
classes in the L2 context, particularly in the Sud@ocus group interviews were seen as a
suitable tool to explore students’ attitudes to anderstanding of critical thinking in writing,
and their exposure to thinking skills in secondachools prior to intervention. Insights
gained from Pre focus group interviews and pilad @ne-test results helped in identifying
their areas of weakness in writing. The intervamtieas then adjusted accordingly to match
the material taught to their level of English pcténcy. Focus groups were restricted to the
experimental group as they were in a position tmmare and contrast the intervention
teaching strategies with traditional methods, theearcher could trace how students’ ideas

and perceptions changed as a result of the inteoren

Because assessing students’ writing could provitle information concerning how they felt
about the intervention and the difficulties encewetl, focus group interviews were
administered to assess their reactions, allowieg fand comprehensive discussions that
covered different aspects of the intervention.riaheo for the researcher to monitor changes in

attitudes, the same participants took part in tiee @nd post focus group interviews.

Validity of the Focus Group Interviews

Focus groups data to be obtained much more quenktly often at less cost than would be

possible with individual interviews, and encour&gek and open responses that can provide
large amounts of rich data in the respondents’ evands. The researcher can therefore
obtain deeper levels of meaning, make importanheotions and identify subtle refinements

in the expression of meaning (Stewagt al, 2007). More importantly, the researcher

interacts directly with respondents, providing ogppoities for clarification, follow-up

79



guestions, and the probing of responses. It is pissible to observe nonverbal responses
which may carry information that contradicts or glgents verbalisation (Stewaed al.,

2007).

The method also has shortcomings. The open-endedenaf responses can make the
interpretation of results difficult (Stewast al, 2007). However, one of the intentions of
conducting focus group interviews in this study wasexplore students’ attitudes to and
understanding of critical thinking in writing. Th®ummarisation of responses was not a
challenge, and the open-ended responses providedree to vary questions and therefore

investigate relevant issues more deeply.

Focus groups can lead to conformity, with partiniigaadjusting behaviour in response to
others, and bandwagon effects can arise. Contoibsitmay be withheld due to lack of trust
or the exaggeration of attitudes and ideas. Membwayg be required to sign disclosure
agreements to ensure that information discussadtiso be shared outside the group. This
was not seen as a threat in this study since thiestaliscussed were public issues and of
common concern, and the participants had no setwretsthhold from each other or fear to

disclose. The only common experiences they shaesdovEnglish teaching in high schools.

To avoid the facilitator losing control of the diteon of discussions and irrelevant issues
being raised (Morgan, 1993, 1997; Kruegeral, 2009), the focus group questions in this
study were prepared in advance, and issues puvseldrestricted to further exploration of

unclear responses.
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Only a few topics can be discussed in a focus gsmgsion and participants may produce
fewer ideas than in individual interviews. In adufit only group outcomes and not

individual opinions are obtained (Berg, 2004, 200e intention in this study was to

explore if students’ experiences of English teaghat school were shared, so that this
limitation of focus groups corresponds with thedstaims. So in conclusion, none of the
weaknesses of this method represented a directtttare¢his study, and information obtained
from the focus group interviews deepened and eadi¢he interpretation of the quantitative

data.

3.2.5 The Intervention

As part of the research design, an interventionhieg stage was to be conducted. This was
preceded by a pilot study lasting four weeks folawby the main studwhich comprised
two phases. The pre-intervention phase introdubedparticipants to the study’s aims and
objectives, performed initial selection and randgation processes, the signing of consent
forms, and the pre-test and pre focus group ird&ryi This phase lasted for a week,
followed by the intervention phase which lasted feelve weeks of which eleven were
allotted to the teaching intervention with the fimeeek for post-test and post focus group
interviews. One month after the completion of thieivention, a delayed test was conducted
to examine whether students maintained skill leygdsmed during the intervention. The

present author conducted all post focus groupviges and the teaching intervention.

3.2.6 The Pilot Study

The initial group targeted was first year studesttdJpper Nile University. These newly

enrolled students were not yet influenced by tgerdus university work which would oblige
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them to apply critical thinking skills in writtenssignments. Such skills are not usually
emphasised in Sudanese high schools. Their intedletevel and English standard was also
judged to be appropriate to cope with demandseasthdy, which was planned to take place
concurrently with the Intensive English Course naliyntaken before the commencement of
university studies. This course could boost the&icabulary and help them to deal more
effectively with the present study, which would ¢cenducted without interfering with their

university studies. However for some unfortunatéhg Intensive English Course was
rescheduled to take place three months later imugeyp 2009. Due to time constraints, the
plan was changed to use high school students thébedhe pilot study and to continue with

them thereafter.

The pilot study with first year students of AyodgHiSchool lasted for four weeksThe
school was the second in its town to use Englisth@snedium of instruction, which made
this group suitable as a testing ground. Moreoseen though they had studied in English,
their assessed level of English proficiency in negdnd writingwas similar to that of first
year university students with Arabic education lggokinds. Poor reading and writing skills,
an inability to identify inconsistencies in infortian in their written texts, and a dislike of
reading and writing were found to be common prolléated by the participants in both the

pilot and main studies.

* The school was established in 2004 to accommostatéents who had started to return to southern rSérden
neighbouring countries before the signing of thenPrehensive Peace Agreement (CPA) in 2005. Theosahas
temporarily based in Malakal town in Upper Nile t8tadue to insecurity in Ayod County in Jongleit8tats original
location. The majority of the students had no fdrpramary school education. Most received basioary education
in refugee camps in Kenya, Ethiopia or Uganda. €hetose primary education was in Sudan studieddidt a
education schools, many of which were run by chesciind used English as the medium of instructiime majority
of the students were therefore illiterate in Arabds a result, they did not sit Arabic languagetie Basic School
Certificate which qualified them for enrolment iigh schools.
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The first week of the pilot study was allotted &mlection processes, pre-testing, and focus
group sessions. Forty out of 105 students wereorahdselected. They were pre-tested and
then randomly assigned into experimental and coisgargroups. The experimental group
was further divided into four small groups each paeing five students for focus group
interviews. During the final three weeks, the imémtion teaching strategies were applied
and tested. The teaching period was limited to ethveeeks because students were
approaching their final examinations. When schapliasumed after holidays, only a few
students came to the sessions in the subsequestweeks and even those who turned up
did not attend lessons regularly. Therefore thelystwas called-off until the first year
university students were available. Table 3 shdwestopics covered during the pilot study,
which made useful contributions in two respectse phactical challenges students faced in
writing and how difficult it was to teach persuasiwriting to ESL students who had never
had proper L2 writing skills training were reveal@&the writing composition classes they had
were in grade eight as part of their preparatianttie Basic School Certificate in the final
year of their primary schooling. Therefore, theiperiences of writing were connected with
examinations and most of the classes were guidetpasitions> Among issues noticed
during the pilot study were: idea generation profde lack of basic skills in writing
paragraphs, inability to judge discrepancies oa&dm their written texts, the credibility of
information cited, lack of proper reading stratsgimability to judge and express their own
voices in writing, and a lack of interest in bo#ading and writing. Most of these problems
were also found to prevail among the first yeawarsity students who later participated in

the main study. Despite the obvious differencesveen participants in the pilot and main

® When asked why they were not taught writing, f&l teachers contacted cited large class size asdfor
reason.
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study, the problems they faced, as discovered latne almost the same. Writing skills were

lacking in the two groups.

As a result of the insights gained from the piloidy, substantial adjustments were made to
the teaching strategies appliedthre main study. More topics were covered in theida

writing skills section, such as how to write clead concise main and controlling ideas for a
paragraph, writing and distinguishing between ddf¢ types of sentences, pre-writing

activities, various modes of paragraph developraedtthe multi-draft process. The number
of writing assignments and class-work tasks wess ahcreased to offer learners ample
opportunities for practice, and reading passages adjusted to suit the students’ level of

proficiency.

The pilot study furthered and deepened the prdcisa@arch experience of the present author
and, consequently, the understanding of the evaluastruments through the analysis of
pre-test results. The complexity of the time-consgnscoring system was better understood

to require diligence, patience and careful undaditay of the process.
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Table 3: The Lessons and Activities Covered Durinthe Pilot Study Period

Week

Title

Classroom Activities

Homework

Week 1

Pre-intervention
Activities

Briefing meeting, initial random selectic
process, signing consent form, pre-t
random distribution of students
experimental and controlled groups, foc
groups sessions (only experimental gro

n
2St,

into

us
Ip)

Week 2

Lesson One

Identification of author’s viewpoint in
written text, the reason(s) offered
support the viewpoint, reason indicatg
and formulation of questions in attempt
identify these elements.

A
tMore Passage
DI®  practice ai
tbome

%)

Week 3

Lesson Two

Identifying and categorising various typ
of evidence provided by an author
support of claims and the ability
distinguish facts from opinions given
evidence in support of claims.

es
in

[ANriting
afdssignment

Week 4

Lesson Three

Identification of intermediate and fin
conclusion in a written essay, wor
indicators of conclusion, distinctig
between words indicating reasons &
those signifying conclusions, assess
logical order of reasoning and dra

Al
-

%riting
¢ éSSlgnment

W

logical inferences in the text.

3.2.7 The Procedure

Lessons

A. Lesson Procedure

The teaching stage consisted of twelve lessongileddn Table 4. Each was taught once a
week and lasted for four hours from 9:00am to 1rd@very Thursday with a recess of half
an hour. However, after the ninth week, when sttglaad finished their Intensive English
university course, they requested that the teacp@rgpds be increased. As a result, lessons

eleven and twelve were taught weekly. The inteieantovered specific critical thinking

and Structure of the Interventin Teaching Phase

skills in argumentative texts.
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Table 4 Lesson Content

Stage: Lessor week Topics Skills
Capacity Lesson 1 Week 1 Identifying author’s viewpoint in a written text | - Critical reading
Building and the reason(s) offered to support the viewpagintAbility to identify viewpoint
and reasons, a tex
Lesson 2 Week 2 Identifying and categorising ussitypes of Ability to:
evidence provided by an author in support of | - identify and use evidence in
claims. argument.
- distinguish facts from
opinions
Lesson 3 Week 3 Identification of intermediate &ndl conclusion | Ability to:
in a written essay - identify conclusion in a text
-distinguish reason and
conclusion word indicators
Lesson 4 Week 4 Evaluation skills skills to:
- assess logical order of
reasoning
-draw logical inferences
- identify author’s hidden
assumptions
Lesson 5 Week 5 Identification of fallacies inteex - Judgment and identification
of fallacies and logical flaws in|
a text
Lesson 6 Week 6 Identifying critical appeals ixtse -Ability to identify and apply
critical appeals in writing
Lesson 7 Week 7 Organisation of persuasive/argtatiee writing | - Knowledge and ability to
identify elements of argument
reconstruction
Basic Writing
Skills
Lesson 8 Week 8 Paragraph writing and development -paragraph writing skills
-ability to maintain unity and
logical flow of a paragraph
Lesson 9 Week 9 Reorganisation of a jumbled text Analysis and concentration
skills
-Reflective thinking skills
-Anticipation and
organisational skills
Productive
Thinking Skills
Lesson 10| Week 10 Using the six thinking hatsrprove decision- | -Problem solving skills
making processes - creative thinking
-Decision making process
Lesson 11| Week 11 Group discussion - Discussiils sk
-Ability to express individual’s
voice
-respect of different opinions
Lesson 12| Week 11 Debate - debating skills

-ability to present and defend
viewpoint

The common features among the twelve lessons weegural in terms of the stages of

lesson development, as depicted in Figure 5 anthiega in detail below:
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Figure 5 Lesson Procedure

[ Discovery stage ]

11

Collaborative small grou
discussio

]

[ Inter-group discussion ]

17

Group presentations
and Class discussi

Il

[ Writing log (reflection ]

Discovery StageEach lesson started with a discovery stage, reptieg both brainstorming
and the main body of the teaching in which the thefdthe lesson was introduced providing
guestions that would guide students gradually tiinothe concepts which needed to be
learned. This stage aimed to elicit students’ euromderstanding, encourage them to express
their own views and consolidate and extend theirecu understanding by building on pre-
existing knowledge. The teacher’s role was tolitate by giving prompts, analogies and
asking questions that would take them through wargteps until the important issues in the
lesson were covered. Through this guided discugbieymwere able to share and expand their
understanding of the topic, and were encouragethke the responsibility for their own
learning processes since they were the main aatotee class and not just listeners or
receivers of the teacher’s instructions. This espnted the mediation and scaffolding stage

in sociocultural theory where learners are assigéddre being left to work on their own.
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Collaborative Small Group DiscussionsAfter the discovery stage, learners were asked to
group themselves randomly into small groups to atwtatively accomplish the task
accompanying the lesson, involving practical aglans of the concepts discussed before
consolidating their understanding. All of the tasleye reading passages, with students asked
to work collaboratively in groups and write dowrsamrs that would be presented later. This
was intended to provide learners with dialogic oppdgties to verbalise and share their
views with others in the group. This represented kimowledge-construction processes
(Wells, 1999) occuring when learners express Wieivs and ideas which become the target
knowledge of other individuals in the group as veslifor themselves. Here learners continue
to acquire new ideas as well as correcting existaudty ideas, raising their awareness of
their own thinking and that of others in the groampd becoming conscious of their own
strengths, weaknesses and thinking processes.robp discussions also allowed learners to
work at a higher level than when working alone,vjidimg a non-threatening environment
encouraging students to thinking critically (Ebéesd 993). During the collaborative group
discussions, a voice recorder was placed nearlbgcrd the proceedings. In each week, a

different group was recorded.

Inter-group Discussion. After the group discussions the groups sharedcaoss-checked
their answers, which provided opportunities for gfileups to discuss issues and differences
and therefore further scaffold each other. As altesach small group could amend their
answers if they felt persuaded by what they learfidds represented another stage of
collaborative scaffolding where students learn nfayen peers and further correct what they

might have not understood as well, therefore exipanitheir collective ZPDs (Shayer, 2002).
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Group Presentations.Then each group chose a representative to présgnanswers. This
was followed by class discussion in which otherugso questioned the merits of answers
given, particularly if different from theirs, andugght explanation from the group concerned.
At this stage the teacher provided feedback anthdurexplanation of what it was felt
students had not understood well or if they hadystl from the main discussion point.
Moreover, they were given a chance to ask questa@it unresolved issues before the

lesson concluded.

Reflection (Learning Log). The last stage was reflection through keepingaelag log. In
each lesson, students were encouraged to engagéeative thinking where they were to
distance themselves from the activities in the isasand contemplate on their thinking,
assessing the ways they had approached the tadksoammenting how easy or hard they
were, how they might improve them, whether this wasoductive way to think about such
issues, and planning how they would perform thees&mnd of thinking in the future.
Students were supported with questions to help tiefliections, which aimed to help them
examine their thinking strategies and their efficyg and to develop self-corrective measures
to improve performance. Assisting them to identdnd address their strengths and
weaknesses could promote their ability to beconi# Belf-learning and lifelong-learning
individuals. According to expressivists, this kiaflwriting can lead to self-discovery, self-
development and self-empowerment (Johns, 1990)sewte a clear mind and deep thinking
were required, students were allowed to write doleir reflections at home. To ensure that
this happened regularly, students were asked ter sheir written reflection to the teacher
and for feedback to be given if necessary. To a&catd their understanding of how to deal
with reflection, the questions involved were disaain the class during the first and second

lessons. Reflective writing in this study represdnthe metacognitive stage in sociocultural
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theory whereby learners think about their own timgkand learning processes. This stage
formed an essential part of all lessons and wasesores followed by extra homework of

written tasks.

The progress of lessons as described above waasnotear as it may appear. The stages
were interwoven and interrelated, each being basednd expanding on preceding stages.
After every lesson, the researcher wrote down ebsens made about the lesson and the

students’ performance, in order to monitor changdkeir attitudes and progress in class.

B. Lesson Structure

As indicated above and shown in Table 4, each @ftwelve lessons in the teaching stage
was taught once a week, following the cycle of dgwment explained in Figure 5. The

lessons were categorised into three main stagesoag in Table 4 and illustrated below.

Stage 1: Capacity Building in Thinking Skills

This consisted ofthe first seven lessons introducing students to elements cofd g
argumentative/persuasive writing and close readtrategies (Paul and Elder, 2006, 2007).
The mastering of close reading strategies aiméekit to substantive writing, defined as “the
ability to identify important ideas and expressngfigant implications of those ideas in clear
and precise writing” (Paul & Elder, 2006, p.2),dew to disciplined thought, thinking from
multiple perspectives and reasoning well. The clesgling strategies consisted of clarifying
a text’s purpose, formulating clear questions, juddhe relevance of information, drawing

logical inferences, identifying deep concepts avgidal implication, and exploring various
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options. These strategies can enlighten studerastahe similar nature of reading and

writing and how cognitive strategies applied in dileeain can be employed in the other.

The rationale for this strategy was that studeetsded to be explicitly taught what kind of
writing they were expected to accomplish beforenpperequired to produce it. In
sociocultural principles of scaffolding and medbati the instructor models the desired work
before students embark on it on their own. Knowéedd) the structure of arguments then
improves students’ judgements concerning the coraed organisation needed to generate
strong, logically connected arguments (Yeh, 1998 present students’ different linguistic
background, made it necessary to acquaint them mvdbels of persuasive/argumentative
writing in English, giving them insight which couldot be taught explicitly. Combining
explicit approaches with the immersion of studentseading, debating and writing thesis-
supporting styles of argument, helps the acquisitibargumentative skills (Yeh, 1998), and
learning different forms of various genres is a dyjaway to acquire writing competency
(Scardamalia and Bereiter, cited in Crowhurst, 1988was therefore hypothesised in this
study that exposing students to various genresugfivareading would help to develop
argumentative abilities which could later be transfed into their writing. The ability to
assess lines of reasoning, evidence, and conchigioa text is a crucial skill in students’
academic careers where they are expected to anglysge and evaluate information

contained in their learning tasks.

Lesson One
Lesson one addressed how students could identifiods viewpoint in a written text, the
reasons offered to support it, and indicators efdkistence of a reason or a point of view. In

attempting to identify the abovementioned elemestadents were also encouraged to
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formulate questions which is a common strategyofedld by readers and writers to unpack
reading content and hidden assumptions in a textasify intentions through the author’s

continuous questioning of him/herself while writilglorgan & Saxton, 2006). The lesson
was also significant in that the students’ sucegsdéntification of such elements in reading
texts may enable them to transfer this skill irtteit writing. Furthermore, such meticulous
reading can help students to digest reading comieperly and, therefore, assist them to
bring into play their background information inemalising the reading content and adding
their own voices to it. It could also motivate them become not only recipients of

knowledge, but active participants in the proces&nmwledge-creation and building, see

Appendix 3A for details of lesson one.

Lesson Two

Lesson two dealt with the identification and categaiion of types of evidence provided by

an author in support of claims in reading textaud8nts learned about the citation of

authorities, research, studies and statistics,ataelanations, factual evidence, personal
experience, logical explanations, precise defingjocomparisons and analogies, and value
judgments as well as distinguishing between faots @pinions. The lesson aimed to show

learners the importance of evidence and how taodeadistinguish various types of evidence

in both reading and writing. Such knowledge carphkém to realising the essential role of

evidence in persuading others could then help thentonsciously utilise it in their

argumentative writing. See Appendix 3B for detail$esson 2.

Lesson Three
Lesson three introduced the identification of intediate and final conclusions in a written

essay. The aim was to bolster students’ abilitgémtify conclusions in written essays and to
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distinguish between an intermediate and a finatkmion in a text. Students discussed how
intermediate conclusions in long essays could acteasons before final conclusions are
drawn. In addition, the lesson also tackled howy tbeuld identify and distinguish word-

indicators that signify conclusions and reasonsssays.

The identification of conclusions is very importaimt both reading and argumentative
writing, concisely summarising the main purposeaaf argument. Thus, a conclusion in
persuasive writing is more than a mere summaryehts, but should provide judgements
about their likelihood in order to persuade thedezato accept it. These judgements
distinguish argumentative from other types of wgti(Cottrell, 2005). It was assumed here
that students needed to know the importance oflasionis and how to identify them in

written texts before being asked to master thd gkitheir writing. See Appendix 3C for

details of lesson 3.

Lesson Four

Lesson four addressed evaluation skills and hoexadould be logically assessed. Students
were provided with questions drawn from Cottrel[2005) analysis sheet to assist them,
aiming to increase awareness that understandingwtiter's implied assumptions often
requires going beyond the text. To make sound juahgsy they need to predict, imagine and
speculate what assumptions should be derived fréextaor what research into the issue is
needed (Fisher, 2001). The lesson also aimed tel@estudents’ creativity and ability to
think beyond the repetition of facts and their ob&liefs. To persuade others to accept
his/her point of view, a writer needs not only tegent facts, but to combine them in a
manner that can assist in stirring the imaginatioingeaders and pushing them to go beyond
the lines of the text (Fungt al, 2004). Thinking of such other considerations thet¢
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relevant to an argument needs creative and critidaking (Fisher, 2001). Students need to
know that responding to an argument requires tieyt should be clear about what is said in
the text, whether or not the reasons offered sugperconclusion, but above all they need to
think around the subject to take into account #leo relevant considerations. The Cottrell
analysis sheet was very useful in helping studentiertake this deeper textual analysis. See

Appendix 3D for details of lesson 4.

Lesson Five

Lesson five helped students learn how to identjaties in reading texts and therefore
avoid committing them in their writing. Weak andsteading forms of argument, in which
reasons are not strong enough to support concksimay look correct at first sight but
prove incorrect after careful examination (Halpet897), and seventeen different types of
fallacies were introduced. The students had soeesidbout this topic in their first language,
but teaching it in English employing the teachitigategies used in the previous lessons
made it rather difficult for them to comprehend. ®ffer them ample opportunities for
discussion to deepen their appreciation of theeisthe topic was approached as a project
paper which students partly accomplished collalbat with the help of handouts so that
they could do some research and discussion in agwafrthe class. They were encouraged to
provide examples drawn either from their own un@deding of the explanation provided for
each fallacy, or from any written material they lmadd. This aimed to motivate them to read
and discuss the concept widely among themselvescaselek assistance from whoever they
thought could help in consolidating their underdiag. Thus, when the concept was later
discussed in class, students had some backgrowwddaige which enriched discussion; see

Appendix 3E for details of lesson five.
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Lesson Six

Lesson six dealt with the identification of critiGgppeals in texts. Good persuasive writing
integrates rational appeals, credibility appeald affective appeals. Connor and Lauer
(1985) and Connor (1990) expressed their dissatiefawith the confusion made between
logical and persuasion appeals. They defined psigiavriting as integrating the three
appeals in its effort to effect cooperation andiemnick identification. Though persuasive and
argumentative are used interchangeably in thisystadnean the same, the three appeals
were taught to provide students with deeper undedstg of their role in argument which

complement that of logical appeal.

The concept of appeals in writing was also newhe s$tudents, and they were given
analogies to discuss in class such as two readiegages where they chose which one was
more appealing. It was thought crucial for studeotsunderstand the close relationship
between fallacies and appeals in writing and tlsgghts they acquired from the preceding
discussion helped them to distinguish between fee doncepts in subsequent class work.

See Appendix 3F for details of lesson 6.

Lesson Seven

Lesson seven dealt with the organisation and streiadf persuasive/argumentative writing
and how it differed from other genres such as tisgadescriptive and cause and effect
texts. The lesson revised the elements of persaiasiting taught in isolation in the previous
lessons before students moved to the second stageagraph writing skills, see Appendix

3G for details of lesson 7.
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Each of the above lessons was based on the prgcedemand expanded it, beginning with
the activities performed previously forming a spg&ucture interweaving all the lessons.
Each element taught of the overall structure o$pasive writing complemented the others to
form a single unit, which represented a piece obymsive text. Elements were taught in
isolation to make them easier for students to wtded, but were integrated to show that,

despite differences, they are inextricably linked.

Stage 2: Basic Writing Skills

Lessons eight and nine in this section focusedngoraving students’ ability to write well-
organised paragraphs. The initial focus group disicuns revealed that they had limited
practice in writing skills, and had problems witletgeneration and expansion of ideas in
writing, could not judge discrepancies in ideastheir writing and, generally, disliked
writing. A prerequisite for writing a substantivegamentative text is building a well-
structured paragraph with unity and coherencet s@$ necessary that they could do this in

English.

Lessons Eight

Lesson eight dealt with the important steps neddegaragraph development, the ability to
identify and write the main and controlling ideasa paragraph, and how sentences can be
expanded using details, examples, analogies andaretpns. Mastering the simple,
compound and complex sentences in English is irmpbrlong with how to maintain the
flow and unity of ideas in a paragraph. As noviearhers, it could not be assumed that they
would know the requirements of a paragraph in Bhglunless explicitly taught. See

Appendix 3H for details of lesson 8.
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Lesson Nine
Lesson nine then focused on strengthening thetyatmlimaintain a paragraph’s unity, aiming
to enhance students’ reasoning ability, reflecéimd logical thinking skills, anticipation and

organisational skills, and decision-making procedsesed on careful and judicious thinking.

To strengthen students’ logical thinking, they w@mesented with jumbled texts to re-
organise and re-structure, identifying flaws inggaaphs and determining why certain re-
arrangements seemed more sensible than othersga3kengaged groups in real dialogue
and focused thought, with contributions made follayv careful consideration and
justification (Braun, 1986). This could bolster theflective thinking essential in assisting
students in their reading and writing, where thegad to justify conclusions or identify

hidden assumptions in a text.

The lesson also aimed to strengthen and heightelersts’ sense of anticipation, consciously
and collaboratively reviewing the links in a textdaspeculating upon which information
should precede or follow others (Braun, 1986). @um both reading and writing, this
anticipation enables writers to bear in mind regdezactions and expectations, whereas it
allows readers to predict the line of the writeatgument and hidden assumptions (Smith,
2004; Hudson, 2007). Students were asked to qumeaBsumptions in texts, assess which
information was important and re-arrange it in gidal order. They were also encouraged to
look upon writing as an art requiring thinking alagjical reasoning concerning how to
structure a text, address readers’ needs and rhakepurpose clear, which in turn requires a
clear vision of what to say, how to say it and himmogically organise it (Braun, 1986;

Carson, 1998; Smith, 2004), see Appendix 3l foaitkedf lesson 9.
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Even if students know the elements of good arguatimet writing covered in previous
lessons, they still need skills on how to arramgas in paragraphs, which is an essential step

towards substantive writing.

Stage 3: Productive Thinking Skills

The next three lessons focused on critical thinlgkigs, the cultivation of open-mindedness
and sharpening students’ argumentative abilitiesing to enable students to look at issues
from different perspectives and to go beyond thesfan exploring issues. Moreover, the
lessons were geared towards sharpening and trangfento writing students’ verbal

argumentative skills some of which had been intcedun previous lessons.

Lesson Ten

Lesson ten was directed towards developing studerdative thinking by introducing the
“Six Thinking Hats” technique as a viable appro&@hmprove decision-making (De Bono,
2000), requiring the investigation of issues froiffiedent perspectives. The aim was to stir
their imaginations and creativity in producing sduend reasonable solutions and expose
them to prudent and meticulous processes of decisiaking. Such creative thinking can
push students to go beyond their usual ways okitgnand solving problems, to understand
how complex issues may be and how flexible and epeded thinking can assist in

exploring issues and opportunities which might otlee not be noticed (De Bono, 2000).

After an introduction and demonstration, studergsenasked to apply the six thinking hats to
explore the topic of poverty in Sudan, which waleded by the students the week before.

Taking each hat in turn, students reflected on whatgnified in probing the topic. The
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session was videotaped to assist in monitoringopednce after the accomplishment of the

task, see Appendix 3J for details of lesson 10.

Lesson Eleven

In lesson eleven students were introduced to goomferences practicing narrowing down a
broad topic, along with the paragraph writing skalddressed in lesson eight. The broad and
open-ended topic they chose for their conference ‘Bducation Policies in Sudan”, which
they worked collectively on to narrow down befomabarking on group discussion. The
topic was gradually reduced to “Education policikesing the post-independence era from
1956 to date”, then to “Education policies duritg tNational Salvation Revolution from
1989 to date”. They finally settled on “The 199Qgk#r Education policy” as a manageable
topic. The processes of topic selection and redncire important skills in both writing and
debate, requiring focus, precision clarity in wrggias well as in arguing a point of view.
Students practiced how to identify and raise relevssues, respect others’ opinions, avoid
attacking personalities, support their viewpointhavevidence, and admit genuine points
raised against their own. After the topic was ailiely agreed, students were divided into
three groups to discuss it and devise resolutibhs.groups were then merged to discuss the
conclusions that each generated before a finakaggat which represented their views was

adopted.

The teacher’s initial scaffolding role of facilitah and giving prompt questions to guide the
students during their deliberation was gradualiwoeed for students alone in groups to lead
their discussions. Two private group discussionsewecorded and the final discussion
video-taped to see how they scaffolded each othdraghieved unanimous stands on the

topic. Group conferences were treated in this sasdg way of allowing students to verbalise
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their thoughts in a collaborative process and gasight into how readers and writers
construct meanings. After the session, student® wasked to write down their personal

reactions to the topic in a written assignment. Sgeendix 3K for details of lesson 11.

Lesson Twelve

Lesson twelve proceeded to further develop studdatsating skills, sharpening their verbal
argumentative skills and transferring these intaimg. Having again selected a topic the
week before, they discussed “Women'’s rights in &ludéhey were encouraged to prepare

guestions in advance to assist them in consoligatieir understanding of the topic.

The reason for deciding the topic in advance wasdhkbate requires thorough understanding
and time for an individual to form clear ideas. Th&pose was not to declare winners or
losers, but to help students practise defendingnslavith reasons and evidence. Ground
rules were agreed upon before the debate, andndtudiwided themselves into three groups:
the opponents of increased women'’s rights sittinghe right side of the room, proponents
on the left, with the neutral in between. All wedébowed to change sides if persuaded by the
argument of any group, and, by halfway throughy mpgponents and proponents remained.
Students found the debate interesting and askeflifihrer sessions. Unfortunately this was

not possible in the time available. See AppendiX@ldetails of lesson 12.

3.4 Research and the Main Study Procedures

3.4.1 Research Context

The study site was changed at a very late staggaohing when a skirmish broke out in

February 2009 in Malakal between armed forces lgghgnto the former rebel movement,
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the Sudan People’s Liberation Army (SPLA), and Swlan Armed Forces (SAF). As a
result, the university staff and first year studesttending the Intensive English Course were
evacuated to Khartoum. Here, students from the sarae group enrolled in the Faculty of
Medicine at the Schools of Medicine and Nursingevpreparing for the same six-week
Intensive English Course. The Faculty of Medicimgjke others, was stationed in Khartoum
instead of Malakal. This English course is usutdlgen prior to first year studies and was
introduced when the university adopted English asedium of instruction two years prior. It
aims to prepare students in how to take notes anerglly improve their English reading

and writing skills so that they could cope withithendergraduate studies.

As a national university, Upper Nile enrols studeinbm all over the country, but this batch
had been delayed for a year due to irregularitiethé university calendar. Therefore, most
had mixed feelings by the time the study began wulith delight and eagerness about
embarking on their studies soon afterwards combméddisappointment over the year they

had spent without studying.

Students enrolled in Medicine School are normadii@vers of high scores in the Sudan
School Examination, while those at Nursing Schomseive above average scores.
Compared to students enrolled in the Faculty ofdatlan, who were the initial target group,
their scores were higher. As mentioned earlier @ttisn 3.2.3, this may limit the
generalisability of the study’s findings. Moreovstudents in Khartoum have more access

than those in Malakal to internet services andliles.
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3.4.2 Background of the Participants

The participants in this study were from variousasis and complex linguistic backgrounds.
In the experimental group, one student’s high stimoedium of instruction was English,
whereas the rest received general education ini@raith English taught only as a subject.
Ages ranged between 17 to 34 year$,ddaid five students of the fifteen were female.eNin
spoke Arabic as a second language (seven malevanférnale), although they received their
general education in Arabic which was also the lagg of their daily communication
outside, and sometimes inside, their homes. Therdix students (three female and three
male) spoke Arabic as their first language. Sogiadlll of them came from the middle-
classes. One student left the study soon aftefirdtdesson citing the difficulty of the tasks.
Towards the end of the study three more droppedtaat female and one male). Therefore,
11 students (three female and eight male) in theemxental group completed the study

successfully.

In the comparison group, two female and one maléhefl2 students had received their
education in English. The two women were returnes® had received their general
education almost totally in English in Uganda aretenilliterate in Arabic. The male student
had been educated in a private school in Sudanspokk Arabic as first language and was
literate in it. The age of the group ranged betwkeno 22 years oldwith eight female and
four male. Six spoke Arabic as a second language (Emale and two male). Two of these
four women did not speak, read or write in Arabitiile the other four were educated in
Arabic with English taught as a subject. The othier (four female and two male) spoke

Arabic as their L1, and received their educationtiwith English as a subject. Like their

© 2 students (17 years), 3 students (18 yearsydests (19 years), 1 student (20 years), 1 stu@engears), 2
students (23 years) and 1 student (34 years)
"2 students (17 years), 4 students (19 yearsyd@sts (20 years), 1 student (21 year) and 2 stsid2® years)
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experimental counterparts, all were middle-clasgodunately, three students did not attend
the post-test and were excluded from the studyreéfbee, nine of the comparison group

attended the post-test (six female and three male).

Only 16 students attended the delayed test condlucteonth after the completion of the
study. Five were from the comparison group (twmdée and three male), and eleven from
the experimental group (three female and eight lm@lae student from each group did not
attend the post-test and were excluded from th@ystaut one from the experimental group
who attended the post-test but not the delayedmastretained.

Table 5 shows detail information about the particignts

The Participants Total | Experiemental Group Control Group
No.
Total No. & Language Total No. & Language
Gender Background Gender Background
Arabic (A) Arabic (A)
/English (E) /English (E)
Self-selected Group 120
Allocation to study | 30 15 15
group (without
replacement)
Pretest and 27 15 A/L1: 6 (3F, 12
allocation 3M) (M: 4, F: 8) A/ L1: 6 (4F,
(M:10, F: 5) A/L2: 9 (2F, 2M)
™) Al L2: 4(2F,
2M)
E/L2: 3 (2F,
1M)
Intervention 27 15 Same as in 12 Same as in
Same as in pretest Same as in pretest
pretest pretest
Post-test 20 11 9
(M: 8, F: 3) (M: 3, F: 6)
Delayed post-test | 16 11 5
(M: 8,F:3 (M: 3, F: 2)
3.4.3 Sampling

The selection process began with a meeting briefindents about the aims of the study, the

selection processs, ethical regulations and othdiment issues. This was held on the same
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day as the start of the English course, encouratfisgnvolvement of a large number of
students. Out of 120 who attended, 30 were ranglselected. This ensured that there was

no bias in selection favouring any particular indoals.

3.4.4 Pre-test and the Pre Focus Group Interviews

The randomly selected students then returned twe dimter for the pre-test exam. 27
attended the test, and the three absentees wdraleddrom the study. Before the test, the
consent form (see Appendix 1) was again read ascligsed and students were given ten
minutes to read through the test rubrics silenflyen, the test instructions were read aloud
and students were invited to speak if they encoadtalifficult vocabulary or had not
understood any of the instructions. This ensured students understood the test and any
difficulties were not due to language factors osumiderstanding of the test rubrics. They
were given 90 minutes to write on which option thveguld prefer as Sudanese citizens,
between the unity of the country or secession efsthuth from the north, if given a chance to
vote in the general referendum in 2011. They waestructed to take a position either for
unity or separation, to present reasons supportédavidence, and to draw a conclusion.
Each option was supported in the test rubrics iotlr arguments which students had to
elaborate, accept or refute (see Appendix 2). Maese informed that claims made without
reasons would be treated as mere opinions and wmitlde considered during marking and
that repetition of viewpoints mentioned in the tpaper without elaboration or additional

support and evidence would also not be counted.

8 The selection method used was that small foldgetgsamatching the number of the students in atterela
were prepared. “Accepted for the study” was writt@30 papers out of the 120, while the others \efte
blank. Those who selected papers written on wexneefbre chosen as participations of the study
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The topic chosen was divisive and argumentativeatore since the Sudanese from all walks
of life were divided on the subject and therefdrevas suitable for the purpose of testing
students’ argumentative abilities in writing. lasva familiar issue of public concern which
was widely discussed in the country and students wrpected to be familiar with it. There
may be a risk that these of familiar topics encourages well-rehearsedars and evidence
to be acquired through repeated exposure, leadidigiduals to build rigid positions that
reject alternative viewpoints. However, individualgh inadequate background information
usually lack the schemata with which to infer ferttknowledge (Glaser, 1984), and the
benefits of schemata activated by a familiar toputweigh its potential impediments to
critical thinking (Stapleton, 2001). Others agreattstudents engage critically when dealing
with issues they have prior knowledge of, becaude schemata enhance critical thinking
abilities and improve the engagement with and etada of topics at hand (Franklin, 1985;

Simmons, 1985; Kennedy, Fisher & Ennis, 1991).

After the collection of students’ answer scriptsl dast papers, they were called in after a
recess and were further randomly assigned into eosgn and experimental groups. The
number of students in the experimental group was ke 15 to reduce the effect of any
possible droping out later while the other 12 fotntee comparison group. After taking
contact details, the latter were told that they Midoe called back for the post-test. The
experimental group was then further divided intoe¢hsmall groups comprising of five
students each for focus group sessions in whichstme questions were administered
between 24 and 26 March 2009 (see Appendix 4).sSthéents’ scripts were reviewed to
establish their present standard before the int¢ie teaching stage. This gave a chance to

address some of their weaknesses in writing lateing the teaching stage and to identify
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any differences between the problems identifieghdnyicipants in the pilot study and those in

the main study.

3.4.5 The Post-test, Focus Group Interviews and tHeelayed Test

After the twelve weeks of intervention, studentgevpost-tested to see whether there were
any changes in their argumentative writing compaoetheir pre-test. In addition, since the
mere assessment of students’ writing may not Vieldrmation concerning how they felt
about the intervention and the difficulties theycamntered, focus group interviews were
conducted before the end of the study. These possfgroups allowed changes in students’
perceptions about writing and their feelings abant reaction to the intervention to be
measured, enriching the interpretation of the (tativte data. Because of the dropout rate
during the intervention, only two post focus growpsre conducted compared to the initial
three. To ascertain if students sustained skillsegaduring the intervention, a delayed test
was carried out one month after the completiorhefibtervention, with the topic the same as

in the pre- and post-tests.

3.5 Data Collection and Research Tools

The types of qualitative and quantitative dataexdd are shown in Table 5 and explained

below.
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Table 6 The Overall Data Collected

Research | Themes Explored Data Answers the Question
Questions
Research | Students’ attitudes and perceptigns Written texts
Question 1 | about critical thinking skills i Focus group interviews
general and in writing in particular Teacher’s log
before and after the intervention.
Research | Whether or not guided teaching |of Written texts
guestion 2 | critical reading would improve Audiovisual taped data (audiotape
students’ reasoning and & videotape)
argumentative/persuasive writing. Focus group interviews
Teacher’s log
Research | The role of small group discussions Written texts
Question 3 | and students’ interactions while Audiovisual taped data (audiotape
engaging in tasks in improving & videotaped)
students’ thinking and writing Focus group interviews
abilities. Students’ learning log
Research | The role of regular reflection in Focus group interviews
Question 4 | enhancing students’ self-regulatqry Audiovisual taped data (audiotape

ability and the ability to asses
monitor and improve their ow

performance and learning process

& videotape)
Teacher’s log

3.5.1 Students’ Written Texts

To establish whether or not there were signifigangrovements in students’ argumentative

skills reflected in their argumentative writing,ethresults of the pre- and post- written

composition tests were analysed and compared. fbmtathe delayed written composition

test was then analysed to assess the extent tdhwhiclents sustained the skills gained.

These measures allowed the verification of thecéffeness of the teaching strategies

applied.

3.5.2Focus Group Interviews (Pre and Post)

The group interviews were conducted in two phasegloring students’ attitudes and

perceptions about critical thinking skills beforedaafter the intervention. Analysis could
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then identify any changes in their initial perceps and evaluate their reactions to the

intervention.

During the focus groups interviews, the semi-striresd questions administered in order to
provide information inaccessible to quantitativetimoels were grouped under eight main
headings, and were the subject of deep discussimm@ the participants (see Appendix 4).
The same questions were used in both pre- and posts group interviews, with the
addition of question nine in the post focus grotifz assessed participants’ reactions to and
evaluation of the intervention. In total five focgsoup interviews were conducted: three
before the intervention and two afterwards. Seeefyppx 11A to 11E for transcription of the

sessions.

3.5.3Audio and Video Recordings of Students’ Small Grougiscussions

Audio and video recordings are commonly used ircation research as valid tools for data
collection(Liedtka 2001; Lewis and Anping, 2002; Flewitt, B)0In this study, the recorded
data could assist in revealing how students expdesgegotiated, understood and constructed
meanings while collaboratively accomplishing classn tasks, and in examining more
closely how they interpreted and integrated baakgidoknowledge into the content of the
discussed texts and therefore created their owoesoiThis would help in monitoring and
tracing the level of their abstract thinking inKkgserformance throughout the study. These
instruments could also assist in exploring changessudents’ use of language and therefore
in tracing any improvements in the patterns and i their thinking, as well as assisting in
examining how students negotiated, resolved th#fagrdnces and took unanimous positions

as a group during collaborative classroom taskss Would reveal how they presented,
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defended and accepted each others’ views and wagadams, and as social interaction is
assumed to be crucial in creating a meaningfulniegrcontext, the data could show how
students built trust and scaffolded each otherndugroup work. In addition, the recorded
data could be analysed in detail to see how thkealisation of thought during group work
contributed to individual improvements. Furthermdtes ability to replay and review data
and to check and cross check it helped in discogetings that could have been hard to
detect through normal classroom observation. Thlpdd in analysing the data at different

levels and to gain insights that could not be adderom data in written texts or interviews.

Nine of the students’ collaborative classroom tafsksn lessons one to nine were audio-
taped using voice recorders, and three from lessamgo twelve were videotaped since it
was found inconvenient to audio-tape them. Videognabled the researcher to capture

and analyse participants’ attitudes and behavidursg these activities.

3.5.4Students’ Learning Logs

Reflection is considered as a useful tool for datlie data collection, enabling inner
thoughts and feelings to be revealed which coult b® identified through any other
technique. The student logs offered them a momierdgtmspection where they pondered on
their conscious and unconscious thoughts afterctimpletion of tasks, allowing them to
realise their weaknesses and strengths and work tbaimprove. In sociocultural theory,
reflection aids self-appraisal and the developnudrgelf-regulatory abilities in approaching
problems. Based on their pre-test results, six setudents’ diaries were collected at the

end of the study which represented two each framestts of low, average and high scores.
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3.5.5 Teacher Log

Recorded notes of the researcher’s observatiortherclass are useful in forming initial
hunches which can later be confirmed or rejectednadither data is analysed. The teacher’s
log was used here as an ancillary technique to euogrfindings obtained through other
techniques and to help the researcher form glotatepts about the findings. Observation

notes were written on each of the twelve lessongttia

3.6 Data Analysis

3.6.1 Quantitative Data Analysis

Introduction

Over the last two decades the critical thinking eraent has gained much attention in the
field of L1 and L2, but there are few guides toesssthe quality of critical thinking in written
discourse (Stapleton, 2001). Most common assesdom@stfor evaluating writing have been
holistic in nature, with only a limited use of aytad and primary trait scoring (Connor &
Lauer, 1985). One of the most generally acceptsth tlor evaluating critical thinking in
written discourse has been the Ennis-Weir testritital thinking, (Hatcher, 1995) but this
tends to confine critical thinking to test-relatgsigments with little wider application
(Hatcher, 1995; Davidson & Dunham, 1997; Stapletd@p1). Other instruments for
assessing persuasive/argumentative writing have teeeloped (Connor, 1990; Crammond,
1998; Stapleton, 2001) but have not been widelyl wespite well established validity and
reliability. With various modifications these adopdulmin’s (1958) model of argument as
part of the measurement of critical thinking in queasive writing (Crowhurst, 1991; Ferris,

1994; Crammond, 1998; Lunsford, 2002).
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Two evaluation instruments were used here to agmgssasive critical thinking as reflected
in students’ written work: Stapleton’s (2001) modélassessing critical thinking in writing
and Connor & Lauer’s (1985) and Connor’'s (1990)escd the persuasiveness of rational,

credibility and affective appeals.

A. Stapleton’s Model of Assessing Critical Thinking inWriting

Stapleton (2001) developed a model useful for gatnitical thinking as reflected in students’
argumentative writing. The model has the advanthge it goes beyond the evaluation of
argumentative writing to assess critical thinkingneents. Raters using the model identify
and count the key elements of critical thinkingpthyed in students’ writing. Each paper is
assessed based on: (a) the number of argumentsie(extent of evidence provided; (c) the
recognition of opposing arguments; (d) correspogdiefutations; and (e) the number of
fallacies. Figure 6 shows an outline diagram exyt@ the different parts of the instrument

followed by a description of each part of the model

These key elements of critical thinking are isalate a text. Each rater independently codes
essays for all the critical thinking elements iadéxd above. In the model as originally

applied by Stapleton, the total number of each etem claims, evidence, alternative

viewpoints and refutations and fallacies — uponchhihe raters agree, are divided by the
total number of distinct instances of that elemdantified by either rater, in order to reach a
reliable percentage. To illustrate this point tbdofving example is taken from Stapleton

(2001):

Rater : ABCDEFGHIJ

Rater22AB DEF HIJKLM
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Here, rater 1 identified 10 arguments, whereag tidentified 11. Between the two raters
13 different arguments were identified in which ytheoncurred in 8 and differed in 3
elements. To obtain a reliable figure, the 8 agi@edrguments are divided by the 13 total

arguments, resulting in a percentage of 61.5.

However, the method was adjusted slightly in thiglg. The calculation of percentages as
described above was abandoned when inter-ratabilgly was found to be very high in the
three tests (see section 3.6.1D). This assistegesuring the groups’ performance on each
discrete element of critical thinking as well ag ihdividual student’'s performance in the
tests, which would have been complex to achievegugie percentage system. An example

in the table below illustrates how this was appliethis study.

Student | Claim| Reasons| Evidence| Counter{ Conclusion | Rationale| Credibilit | Affective | Fallacy
S argument Appeal y Appeal | Appeal
R1 | st.1 4 7 0 1 2 0 0 0 0
R2 St. 2 4 7 0 1 3 0 0 0 0

In this way, it was easy to sum-up and comparesthdents’ total scores on each discrete

element of argumentation in the three tests as agell student’s individual progress during

the intervention. In Stapleton’s example shown a&btivere are no maximum/minimum

scores since students’ marks depended on the langtihumber of arguments presented in a

text, and the longer the text the more argumendsed@ments of critical thinking it is likely

to contain.
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[ Argument

Claim Reason Evidence ] [ Fallacy ]

[ Conclusion

Other Viewpoints

[ Recognise Opposite Viewpoints}———[ Refuting Opposition

Figure 6 Model for assessing critical thinking in witing (Stapleton, 2001)
Each argument consists of a claim supported byasore A claim consists of a statement
whose truth is arguable, and is often advancedhswar to a problem or controversial issue.
A claim standing alone without a supporting reagommn opinion and not an argument.
Claims are often expressed using markers such in#®” or “in my opinion”, and come in
various forms, including:

* Proposals: “we should be together as one counthyae family.”

» Definitions: “unity is the relation between peomeciety and well treatment.”

» Evaluations: “separation is not going to be the ehithe hostility.”

Reasons are statements used to support claimseailedad)y answer why the claim should be
believed, showing a direct logical link to the atain order to be bound into a single
proposition called an argument. Reasons need notitp@al, but if they simply repeat those
in the prompt, without elaboration, they do notidade critical thinking. Reasons are often
identified by indicator words and phrases suchlesduse”, “for this reason”, and “for one
thing”.
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Evidenceconstitutes statements or assertions servingéogitien the argument which come
in many forms, including personal experience, regeéindings, statistics, citing authorities,
comparisons and analogies, pointing out conseqsenfeets, logical explanations and
precisely defining words. Evidence must show intgdior timeliness (not being too old),

representativeness (not extreme examples), suftigie(not based on limited data),

objectivity (not biased), and trustworthiness (segrare reputable) (Ramage & Bean, 2007).

The recognition of opposition and refutatimeludesopposing viewpoints which constitute
statements running counter to or offering altekatnterpretations of those expressed in the
claim. These also do not have to be original amdbmataken from the prompt, but are used
when the writer responds to opposing viewpointstiow that it is inadequate because of
logical flaws, poor support, erroneous assumptia@rswrong values (Ramage & Bean,
1999). Refutations must be logically linked to thy@posing views which they profess to
counter, and may offer rival causes or solutionshsd the writer maintains his conclusion.
Opposing viewpoints and refutations are identifigdindicator phrases and words such as:
“it is said that ... but,” some people claim that .owever,” and using conjunctive devices

including “although”, “despite”, and “even though”.

Fallacies are errors which occur when reasons gienot adequately support the claim in
one of a number of ways. Flawed relationships betwthe statements in attempts at
argument are called logos fallacies such as iragley, false analogy, hasty generalization,
slippery slopes, oversimplification, and begging tuestion. Flawed relationships between
arguments and the characteristics of those invoredcalled fallacies of ethos and include
appeals to false authorities, attacking the charaot the arguer, and the straw person

(oversimplifying an opponent’s argument to makeaisy to refute). Flawed relationships can
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also exist between what is argued and the audiefigese fallacies of pathos include
appealing to stirring symbols (such as nationalistalues), provincialism, appealing to

emotional premises, and red herrings (shiftingatihdience’s attention).

A conclusion is a statement or series of statenms#itsrg out what a writer wants the reader
to believe, conveyed via argument, evidence, ariterostatements used to signal it.
Conclusions are usually limited to agreeing, disagrg or taking some middle ground with
respect to the prompt, and are often preceded tiprddions such as “l agree”, “I disagree”,
“I am undecided”, or indicator words or phrasedudmg “therefore”, “instead” and “as a

result”. Conclusions may also be implicit, or unlioly, where the author’s belief is unstated

and left for the reader to infer.

Evaluation of the Model

One weakness of this model may be the potentilante of cultural background on how
students express themselves in writing, what tlegider as logical or illogical and how to
express it. As a result of the interference of h12, students can transfer expressions from
L1 into L2 writing, which can confuse and causegeihent errors for a rater who does not
share the same background. This was addressedsisttidly by having at least one rater
familiar with the particular cultural background darallowing raters to discuss major

differences between them.

B. Persuasive Appeals Scale
The analysis of persuasive appeals was used irsthiy/ to look at the persuasiveness of
students’ writing. Rationality, credibility and te€tivity appeals correspond to logos, ethos

and pathos in logical appeals, where argumentatahpersuasion should not be confounded
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(Lauer, 1985; Connor, 1990). Rhetoricians havelehgéd such a replacement of persuasion
with argumentation since it reduces persuasion éoety logical appeal (Kinneavy, 1971,
Berlin and Inkster, 1980; Connors, 1981), and emifbersuasive discourse is instead defined
as “that which integrates the three appeals iafftat to effect cooperation and identification
with an audience” (Connor & Lauer, 1985, p. 213gréd argumentation becomes part of
persuasion, and this scale was preferred becaoffer$ a detailed analysis of different types

of persuasiveness which includes the logical agpeal

In using this scale, raters first divide an essdyp episodes, each being a unit of analysis
because an appeal may combine more than one sergestause. The episode is perceived
as a semantic unit of discourse defined in ternsoaie kind of “thematic unity”, which also

has some “psychological relevance” which Connor laager claim neither the sentence nor

the clause itself possess.

After determining episodic boundaries, raters as®lhe appeals, and if there is more than
one appeal in an episode, raters determine whidonsnant along with its effectiveness in
terms of the appropriateness of content, sensitteitthe reader and/or evidence of control
(see Appendix 5 for details of each appeal and Dgkis and Kintsch (1983) episode
boundary markers). Known to be reliable and validr{nor and Lauer, 1985; Connor, 1990),

the scale was applied in this study as follows.
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Rational Appeal

Score| What it represents

0 Not used

1 Use of some Rational appeals minimally developredse of some inappropriate (in
terms of major points).

2 Use of a single Rational appeal or a seriestafmal appeals with at least two points
of development

3 Exceptionally well-developed and appropriate lgingxtended rational appeal o a
coherent set of rational appeals

Credibility Appeal

Score| What it represents

0 Not used

1 No writer credibility but some awareness of aodeés values or some writer
credibility (other than general knowledge) but meaeeness of audience’s values.

2 Some writer credibility (other than general kneede) and some awareness| of
audience’s values

3 Strong writer credibility (personal experienceydasensitivity to audience’s values
(specific audience for the solution).

Affective Appeal

Score| What it represents

0 Not used

1 Minimal use of concreteness or charged language.

2 Adequate use of picture, charged language orphetdo evoke emotion

C. The Raters

Two raters rated students’ pre-, post- and delagsts. The present author was the primary
rater, having taught English at both secondarywandersity levels for seven years, and with
a particular interest in reading-writing connectipthinking skills and discourse analysis.
The second rater was a very experienced nativekepagho taught English in various
universities in Sudan for several years, with dipalar focus on writing and communication
skills, and teacher training programmes. He iseandly pursuing his Ph.D. in education at

the University of Sussex.
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The raters met three times to discuss the useeoingtruments, first with the primary rater
explaining at length the principles underpinning ttvo instruments and how they are used
to rate writing. The meeting lasted for two houfterawhich the second rater was provided
handouts with more detailed explanation and exasnfade further reading at home, along

with eight sample papers from students’ pre-testate.

After a week, we met again and compared our ratighe sample papers. In the meeting,
only results of four papers were discussed in Hekéany initial differences were after

lengthy discussion, narrowed down to achieve aoresse level of agreement. The meeting
lasted for three hours after which we agreed totragain after a week to go through the

other four papers.

In the third meeting, the gap which existed presipthad been greatly reduced, and the
raters now indicated a high degree of agreementthofough discussion of all the eight
papers together then followed. At the end we falised and confident in our ability to use
the instruments successfully to achieve a highllefesliability. Copies of all students’ pre-
and post-tests with pseudonyms for confidentiaptyposes were then provided to the
second rater. Grammatical and spelling errors wetehe focus of the study and these were

ignored during the rating process.

D. Statistical Measurement

After scoring students’ scripts the quantitativéadabtained were analysed using the SSPS

software package, inter-rater reliability showedyvieigh correlations of 0.982, 0.982, and
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0.989 for the pre-, post- and delayed tests resdet A paired sample T-test was then

carried out to analyse and compare students’ eeBoltn the pre-, post- and delayed tests.

3.6.2 Qualitative Data Analysis

Introduction

A coding approach based on grounded theory priesiphas applied to analyse the
gualitative data collected in this study. Groundleeory consists of a set of techniques to
identify concepts and to categorise them into theamross texts. Using codings the main
goal is to synthesise these themes and relate thexisting theories in order to develop a
meaningful theory. Transcripts or field notes aegiewed, and labels given to component
parts that seem to be of potential theoretical iBagmce or that appear to be particularly
salient within the context of the phenomena studieel Compte, 2000; Luna-Reyes &

Andersen, 2003; Bryman, 2008). Such coding is & eghblished approach to data analysis
in qualitative research, and in this study was usél data from focus group interviews,

students’ learning logs, the teacher’s classroorsedations, small collaborative group

discussions and audio-and-videotaped sessions.

A. Focus groups Interviews

The recorded pre focus group interviews were trdosd, and the transcriptions were read
carefully twice before any notes were made. Intthe reading, marginal notes were then
written about significant remarks and observatioragle by the participants. The notes were
revised and concepts emerging from respondentgornses were identified and coded,
before being sifted through and grouped into broadéegories of related themes. A theme

was treated as an umbrella which encompassed gambated concepts. These themes were
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labelled and related to the theories articulated #e focus groups interview questions.
Therefore, all the related themes were given omnvel l¢hroughout the interviews. For
example, in the labellings 1-1-10, 1-2-15, or 143-2he first figure stands for the
proofreading category, with the second and third tlee interview and page number
respectively. The list of labels was then recordada separate sheet and used as guidance
during the analysis. The categories were then aadlgnd interpreted and results compiled.

The same procedure was also applied in coding malysing post focus group interviews.

As Bryman (2008) indicated, the transcription afufe group interviews is more complicated
and time consuming than individual interviews. Gansently, it took the present researcher
forty-five days to transcribe the five focus graagerviews: four weeks for the pre- and two
weeks for post interviews. Because the respondesed both Arabic and English in their
discussions, the texts mixed both languages. Taesdripts were revised and crossed-
checked by a colleague fluent in both English amab#fc who is currently pursuing a Ph.D.
in Education & Communication at Newcastle Universithose main areas of interest are
comparative studies of Arabic and Western culted culture and language teaching in

ESL contexts.

B. Students’ Learning Log Data

The same coding and categorisation mentioned imose8.6.2.A was applied in the analysis
of students’ written reflections. A total of sixtseof students’ learning log were collected.
The selection was based on their performancesipri-test. Each two different diaries were
collected from students of low, average and higitescin the test. After analysis, the results

were then compared to the research questions aedfotdings obtained.
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C. Teacher’s Observation Notes

After each of the intervention’s 12 lessons, tleeler wrote his observations about students’
attitudes and their performance in class. Thesesnetere coded and categorised into
concepts and themes. The themes were then analpseghreted, compared and related to

the other qualitative and quantitative data obthine

D. Small Group Collaborative Discussions

The nine small group student discussions were odtsgl into three groups according to the
time of their audio-recording: three each at thgifr@ng, in the middle, and towards the end
of the intervention. Students’ progress and devaka in critical thinking and attitudes
throughout the intervention could then be assegséthe recorded sessions were listened to
twice before any action was taken. Due to time waimgs, one recording from each group
was randomly selected for transcription. They wen numbered from 1 to 3 and listened
to again before notes were taken. Then they weadedtasing the approach described above
and grouped into themes before being transcribéds Was done by writing codings for
selected parts of the session recording, for examplinutes 9 toll R1 ‘challenging
guestions’, or minutes 20 to 25 R3 ‘inclusion o€kground knowledge’. The letter R stands
for the recording and 1 - 3 for the number of tessson. Later, only categorised and labelled
parts were transcribed and analysed. This seleegpypgoach was used to avoid spending
huge amounts of time transcribing issues irrelevarthe research questions. Topics raised
by the participants not related to the issues uimdestigation, or were judged to add no new

information or insights to the study’s findings wegnored.
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E. Videotaped data

This selective coding and categorisation approaell was also applied in the analysis of the
three videotaped lessons, again due to time lioitat Therefore, only parts of the coded
videotaped data judged to add new insights wensdtréoed. As with the data from the small

group discussions, only those identified portiomsertranscribed and analysed.

F. Validity of the Coding Approach

Criticisms of the coding approach (Bryman, 2008)ude that it categorises and reassembles
similar concepts across texts, usually by cutting @moving those parts from the main texts
where they occurred. This may lead to the losshefdocial setting within which the data
appeared. In this study, however, no parts of text® cut, removed and reassembled. Using
the categorisation process described in sectia.2\6similar component parts were labelled
and listed on a separate sheet, so that the cgteégerdocument in which it occurred and the

page number could be identified. Each text, asalt, was left intact.

The coding approach may also lead to the fragmentaff data, with the narrative flow of
texts or speech lost. In this study, the naturthefquestions administered in the focus group
interviews did not encourage long and uninterruptadative responses, so, this was not

seen as a problem.

3.3.7 Ethical Issues

Ethical rules and principles govern research sb tésearchers abide by codes of practice

that they adhere to as standard regulations. Th@sefrom one field to another, but they
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preserve scholarly integrity and honesty and ensuaie research contains nothing that is

libellous, obscene, unlawful or an invasion of pdy (Day, 1996).

In this study two ethical issues were successfadlgressed. Firstly approval was obtained
weeks before the study began from the authoritgeored in the Faculty of Medicine to use
their premises and students. Secondly, the paatitg) consent to the study was obtained
during the orientation and selection processesatbeginning when the consent form was
read out and explained. As explained in sectio3tde form was read again before the pre-
test. Therefore, the participants joined the stérdyn their own free will without any

pressure or coercion or any incentive in return.

Subjecting one group for treatment and denyingather the same treatment, by assigning
participants to experimental and comparison groupsld be deemed unethical. However,
this is a long-standing research practice for a@du Scientific research is often based on
comparing phenomena subjected to different treasn@ryman, 2008). The efficiency and
effectiveness of one approach compared to anadisenas the case in this study, cannot be
precisely determined if both groups were subjediedthe same treatment. Therefore,
withholding treatment from one group was not segraaviolation of any ethical code of

behaviour, Instead, following common and acceptéehsific practice.
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Chapter Four

The Findings

Introduction

Having discussed the methodology applied and treduation instruments and teaching
strategies used during the intervention, this draptesents the findings obtained in the

study and assesses their significance.

The overall objective of the study indicated intget 3.1 was how to improve students’
reasoning and thinking abilities as manifestedhia quality of their argumentative writing
through the integrative teaching of reading andtimgi The chapter is divided into two
sections, with the first mainly exploring studentgitten work using the paired samples t-
test. Their performance was examined at three dewalerall group performance, group
performance on discrete elements of argumentatiéng, and individual performance in
the pre-, post- and delayed written tests. Thesepaoisons were conducted to determine
whether or not there were significant improvememtheir writing skills as groups as well as
individuals before and after the intervention. Thecond section then compares the
consistency of students’ quantitative results wille qualitative data collected, which
consisted of pre-and post- focus group interviestigilents’ reflections, recorded audiovisual

data and the teacher’s notes.
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4.1 Students’ Written Tests

Section one attempts to answer research questsnrlicated in section 3.1. It investigates
whether or not guided teaching of critical readimgugh integrative teaching of reading and
writing could improve students’ reasoning and arguotative/persuasive writing skills. The

probability level of the statistical significanceresults was established at p< 0.05.

4.1Comparison of the Overall Written Test Scores athe Groups

The paired samples t-test was chosen as a suénblgtical tool to determine whether or not
there were differences in students’ performancéhé pre-, post- and delayed tests. Using
SPSS software, the test was run firstly on the pred post- test results for both the
Comparison Group (CG) and Experimental group (EG)dtablish if there were statistically
significant improvements after the interventionipér No statistically significant difference
was found (t= - 0.949, df =8, p > 0.05) between fhe- and post-test results of the
comparison group with a mean pre-test score of8lGadd mean post-test score of 12.11,
demonstrating no improvement in post-test scoreswdver, a statistically significant
difference was found between the pre- and postsiastes of the experimental group, (t= -
10.57, df = 10, p < 0.05). Their mean pre-testesaoas 10.27, compared to 16.46 post-test.
In contrast to the comparison group, the experialegtoup improved in their post test

results.

The paired samples t-test was then run on eachpgrquost- and delayed test results to

ascertain if the status quo shown from pre- and-{@3$ results was maintained. For the

comparison group, there were no statistically $iggunt difference (t = 0.87, df = 3, p >
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0.05), with a post test mean of 8.5, and 7.25 lierdelayed test. Similarly, no significant
difference was found for the post- and delayedressilts of the experimental group (t =
-1.077, df = 9, p > 0.05), with a post-test mearl®b, and 19.2 for the delayed test. These
results demonstrate that neither of the two gralganged to a statistically significant extent.
However, the experimental group’s mean score ferdélayed test was higher than for the
post-test, whereas for the comparison group thersevwas true. This indicates that the
experimental group made some improvement in theliayed test results even though not

statistically significant.

Finally, the groups’ pre- and delayed test resultse compared to determine whether or not
the results obtained in their pre-and post-testddcbe further confirmed. No statistically
significant difference was found for the comparigpaup (t = - 0.88, df = 3, p > 0.05), with
a mean score for the pre-test of 6.5, and for tHayed test 7.25. This further confirms that
the comparison group made no statistically sigaiftcimprovement throughout the study
period. But when the experimental pre- and delagstl results were compared using the
paired samples t-test, a statistically significdifference was found (t = -0.3.59, df =9, p <
0.05), with mean scores of 10.5 for the pre-test B2 for the delayed test. This indicates
that the progress shown in their pre- and postresstits was confirmed in their delayed test

results.

It is worth noting that, due to the small sampleesand in particular as the numbers in the
comparison group in both post- and delayed testgireeed to drop, the results of any
inferential statistics obtained in this study needoe treated with great caution. For more
detail on the scoring system see section 3.6.1n4,iadividual students’ raw scores in the

three tests can be found in Appendix 10.
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4.1.2 Comparison of Group Performance on Discrete [Ements of
Argumentative Writing

Further investigation was carried out to determiheghere were improvements in the
performance of the groups on discrete elementsrguinaentative writing as indicated in
Stapleton’s (2001) model for assessing criticahkimg. The performance of each group in

the tests was compared as indicated in Tabled Z.to

A. The Comparison Group
When the performance for discrete argumentativéingrielements of the comparison group
was compared in their pre- and post-test scorestatistically significant results were found
(see Table 7). This indicates that the comparisongmade no significant improvement in
any individual element during the post-test.

Table 7 Comparison of C G Discrete Argumentative Witing Elements in Pre and Post Test
Scores

Elements Mean Pre| Mean Post| SDPre SD Post P Value
Claims 2.78 3.67 1.72 2.06 0.17
Reasons 4.56 4.89 2.65 2.98 0.69
Evidence 0.67 0.89 1.00 0.93 0.56
Counter argument 0.33 0.56 0.50 1.01 0.51
Conclusions 1.89 0.89 1.45 1.05 0.11
Rational appeal 0.11 0.56 0.33 1.33 0.35
Credibility appeal| 0.22 0.11 0.44 0.33 0.59
Affective appeal | 0.11 0.22 0.33 0.44 0.59
Fallacies 0.11 0.33 0.33 0.50 0.35

N (pre)=12, N (post) = 9
Similarly, when their post- and delayed test reswere compared for the same elements
using the paired samples t-test, again no stalstisignificant results were found in any
single element, as can be seen in Table 8. Notefdhahe rational and credibility appeal

elements, students obtained no scores in the pdsdalayed tests. This can be further
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checked by looking at their mean scores of 0.0®ath the post-test and delayed test.
Therefore, no probability values can be expected.

Table 8 Comparison of CG Discrete Argumentative Wiiing Elements in Post- and Delayed
Test Scores

Elements Mean Post | Mean Delayed SD Post | SD Delayed P value
Claims 2.75 2.00 2.63 2.16 0.44
Reasons 3.75 3.00 3.78 3.16 0.44
Evidence 1.00 0.75 1.41 0.50 0.72
Counter argument 0.00 0.75 0.00 1.50 0.39
Conclusions 0.25 0.50 0.50 1.00 0.39
Rational appeal 0.00 0.00 0.00 0.00 -
Credibility appeal| 0.00 0.00 0.00 0.00 -
Affective appeal | 0.50 0.25 0.58 0.50 0.39
Fallacies 0.25 0.00 0.50 0.00 0.39

N (postF 9,N (delayed) =5
Furthermore, the group’s pre- and delayed test lteeswere compared for further
confirmation and, as expected, no statisticallynificant improvements were recorded as
indicated in Table 9. Again, students gained hamlty scores for rational appeals and
fallacies, also seen in their mean scores in tloetésts as shown.

Table 9 Comparison of CG Discrete Argumentative Wiling Elements in Pre and Delayed Test
Scores

Elements Mean Pre | Mean Delayed SD Pre | SD Delayed P value
Claims 1.50 2.00 1.73 2.16 0.18
Reasons 2.75 3.00 3.01 3.16 0.39
Evidence 0.50 0.75 0.58 0.50 0.39
Counter argument 0.25 0.75 0.50 1.50 0.39
Conclusions 1.25 0.50 1.50 1.00 0.39
Rational appeal 0.00 0.00 0.00 0.00 -
Credibility appeal | 0.25 0.00 0.50 0.00 0.39
Affective appeal 0.00 0.25 0.00 0.50 0.39
Fallacies 0.00 0.00 0.00 0.00 -

N (pre) = 12, N (delayed) =5

B. The Experimental Group
When the paired samples t-test was used with tlee pnd post-test scores of the
experimental group’s discrete argumentative wrigtgments, statistically significant results

were found in the elements of claims, reasons,eenid, conclusions, and rational appeals.
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Students generated more of these elements in thiet@st, but no statistically significant
improvements were recorded in their performanceauanter-arguments, affective appeals,
and fallacies. Note that, students made hardlypaogress in credibility appeals post-test, as
can be seen in Table 10, with mean scores of 8.p8e-test and 0.09 in the post test.

Table 10 Comparison of EG Discrete Argumentative Witing Elements in Pre- and Post Test
Scores

Elements Mean Pre| Mean Post| SD Pre SD Post P value
Claims 3.00 4.18 1.41 1.66 0.01
Reasons 4.09 6.36 2.21 2.25 0.00
Evidence 1.27 2.09 1.10 1.14 0.03
Counter argument 0.36 0.91 0.51 1.04 0.11]
Conclusions 1.18 2.18 1.17 1.40 0.01
Rational appeal 0.09 0.36 0.30 0.67 0.08
Credibility appeal| 0.09 0.09 0.30 0.30 -
Affective appeal | 0.09 0.00 0.30 0.00 0.34
Fallacies 0.09 0.27 0.30 0.47 0.17

N (pre) = 15, N (post) = 11
Moreover, their scores on discrete elements iptis- and delayed tests showed statistically
significant improvements for counter-arguments aodclusions, whereas there were no
significant differences for other elements. Thismdestrates that, on average, they
maintained the scores obtained in the post- test firther improvements for those two
elements. In addition, students obtained no scfmesffective appeals in either post- or
delayed tests, as seen in Table 11. Comparing mebn scores for affective appeals, they

scored higher in the pre-test than in the post- dgldyed tests, with mean scores of 0.09,

0.00 and 0.00 respectively.
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Table 11 Comparison of EG Discrete Argumentative Witing Elements in Post- and Delayed

Test Scores

Elements Mean Post | Mean Delayed SD Post | SD Delayed P value
Claims 4.10 5.40 1.73 2.88 0.14
Reasons 6.20 7.20 2.30 3.46 0.33
Evidence 2.20 2.40 1.14 1.71 0.75
Counter argument 1.00 0.40 1.05 0.70 0.08
Conclusions 2.20 3.40 1.48 2.59 0.06
Rational Appeal 0.40 .20 0.70 0.42 0.34
Credibility appeal| 0.10 0.10 0.32 0.32 1.00
Affective appeal | 0.00 0.00 0.00 0.00 -
Fallacies 0.30 0.10 0.48 0.32 0.34

N (post) =11, N (delayed) = 11

A further comparison on their

pre- and delayed testults was then carried out and

statistically significant improvements were foundr fclaims, reasons, evidence, and

conclusions. No statistically significant improverte were recorded in the other elements.

For affective appeals, students made hardly anygrpss, as is clear from Table 12.

Comparing the mean scores, they generated moretiaffe@appeals in the pre-test than in the

delayed test.

Table 12 Comparison of E G Discrete Argumentative Witing Elements in Pre- and Delayed

Test Scores

Elements Mean Pre| Mean Delayed SD Pre | SD Delayed P value
Claims 3.00 5.40 1.49 2.88 0.01
Reasons 4.10 7.20 2.33 3.46 0.01
Evidence 1.30 2.40 1.16 1.71 0.06
Counter argument 0.40 0.40 0.52 0.70 1.00
Conclusions 1.30 3.40 1.16 2.59 0.02
Rational appeal 0.10 0.20 0.32 0.42 0.34
Credibility appeal| 0.10 0.10 0.32 0.32 1.00
Affective appeal | 0.10 0.00 0.32 0.00 0.343
Fallacies 0.10 0.10 0.32 0.32 1.00

N (pre) = 15, N (delayed) = 11

4.1.3 Analysis of Individual Student Performance iWritten Tests

When the performances of each individual studetiénpre-, post- and delayed tests in both

groups were charted, the following results wereaiiad.
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A. The Comparison Group

The progress of comparison group students in tts teas not uniforrOne category made
linear progress from p- to post- tests, for example student2,16 and 9 as seen in figur.
Unfortunately, these students did not sit the dedaest so thaheir progress could not |
compared furtherHowever, this linear progress of some of the camispn groupwas not
surprisingbecause threof them hadreceived their education solely in Engl A second
category performed better in the -test than in the posest, as with student 3. The th
category produced mixed results. Student 5, fomge, performed better in the |-test
thendeclined steadily in the post and delayed testade®it 7performed we in the pre-test,
and then declined in thpostiest only to improve again in the delayed testd&m 8 did
poorly in the preest,then improved in the post-telstit declined acin in the delayed test.
Figure 7clearly indicates that the progress of students not linea, as may have been
expected, suggestintpat any progress or deterioratiomay be attributed to exogenc
factors such as individual effort and familiaritythvthe topicratherthan any influence of

regular treatment.

Figure 7: Comparison Group Individual Student
Scores in the Three Tests

25 +

20 A
15 A W Pre-test
10 B Post-test

Delayed-test

St.1 St.2 St.3 St.4 St.5 St.6 St.7 St.8 St.9
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B. The Experimental Group
In contrast, individual students in the experimegtaup made steady progress from-test
to posttest and delayed test. Each student made someepso@irom pr- to post-test,
although in different dgrees as can be seen in Figuré/#®st made slighprogress between
post-and delayed test rest, even though not statistlly significant, as indicated earlit
with the exception o$tudents3, 5 and Bvhose results declined in the delayed test as sl
in the chart. Moreover, studss 1, 4 and 9 pesfmed steadily and eremely well in the three

tests.

Even though the onmonth interval between the p- and delayed tests is too short to ¢
conclusive evidence that students could maintainsgamade, the results clearly demonst
that they retaied the knowledge and skills acquired during therir@ntion. This furthe
suggests that the experimental group made remakabigress in performance compa
with the comparison group (siAppendices 6A & B, andA & B for selected samples of

students’ scripts).

Figure 8: Experimental Group Individual Student
Scores in the Three Tests
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4.1.4 General Remarks on the Written Test Results

As explained above, while the comparison group nmadenprovement after the intervention
the experimental group’s argumentative writing Iskilmproved overall significantly.
However, despite this improvement, they generaity gborly in: rational, credibility and
affective appeals. They also did poorly in courslgguments compared to the other elements.
Their poor performance in these elements could be @ the fact that these are so
cognitively and linguistically demanding. Bearimgmind the students’ level of proficiency,
it is to be expected that progress would take lotig®ugh continuous practice. In addition,
students in both comparison aexiperimental groups generated fewer fallacies entktinee
tests, perhaps as a result of their familiarityhwithe topic. However, this is contrary to
Stapleton’s (2001) findings where students who groh familiar topics generated more

fallacies than those who wrote on unfamiliar togsmse Appendix 8, scoring system).

Moreover, in analysing the groupsiritten texts, students were generally found toehav
difficulties in expanding their viewpoints in argents from general to more specific ideas.
Most arguments focused on major points without gheper provision of elaborate detail.
This could be considered as part of the problenthefgeneration of ideas reported in the
pilot study and observed during the first writtessignments. It could also be attributed to
their poor command of English and lack of the dieeand sophisticated vocabulary that

could have allowed them to explain detailed andperideas.

4.2 Comparisons of Quantitative and Qualitative Dad Results

When the result from the tests and the focus i@ty were analysed and compared with
other data collected, the following findings wetgained.

133



4.2.1 Students’ Perceptions of Critical Thinking

In attempt to answer the research question comnggraetudents’ perceptions of critical
thinking, the pre- and post- intervention focusugrdnterviews were analysed. Students’
perceptions before and after the intervention wevestigated, and the factors behind the

students’ unfavourable perceptions before thevetgion were also explored.

A. Students’ Perceptions Before and After the Intevention

When the participants’ perceptions were explorednduthe first focus group interviews
conducted prior to the study, only two out of thi#eén students exhibited a generic
understanding of critical thinking skills. As seanExtract 1, lines 16, 20, and 22, they
perceived critical thinking as the ability to prdeia conclusion to a problem, as a problem
solving skill. Both received secondary educationpiivate schools. The majority of the
students were found to have no idea about criticaking skill, even though some had
received primary and secondary education in prigat®ols (see lines 30 and 34.)

Extract 1

16: Student 10: yes critical thinking it may () itche uh thinking that is going to an end
17: Facilitator: coming to and end?

20: Student 10: ((continues)) there is a problem fagiou

21: Facilitator: OK:: a problem solving skills?

22: Student 10: yes

30: Student 11: | have no idea in this

34: Student 12: | have no idea

However their poor perceptions of critical thinking skilshanged markedly after the
intervention. During the post-focus group interviesonducted after the intervention, they
demonstrated clear awareness of the concept, pngvjatecise definitions and identifying
essential elements of critical thinking, such asbfgm solving, deep thinking and critical

judgement, as is clear in Extract 2.
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Extract 2

15: Student 20: OK: first of all what | observedhat critical thinking means something

16: you have to think deep and deep () like wymnthink about something () if you
17: gave = you give or you give the the the refsulit () you have to think about it that
18: result means () you have to think deeply@eebly and deeply () this is my opinion
19: when | think about critical thinking ()

25: Student 17: yes () critical thinking | undargd in a way = in this way () but there is a

26: thinking which has got deep () there is gdeap deeper evaluation () or in another
27: way = in another words critical thinking i$¢ ais when you think in different aspects
28: () or in different corners at the problemwHen you look at the problem = when you
29: are given a topic then () you look () youndidook at it from one way () you look
30: here and then () disadvantage of it () athgaof it what are the alternative () what
31: are the alternatives to this in option oftiie () so: this is what | think () | can say

32: about critical thinking
In the light of their new understanding of criticdlinking, they were able to state

categorically that they were not required to appiyical thinking at secondary school. As
expected, their responses were more definite, ggeand straightforward than they were

during the first focus group interviews; see Exti&dines 43, 45, 60 and 64.

Extract 3

38: Facilitator: OK:: good () now () from younderstanding of critical thinking () your

39: previous and present understanding () nowodcthink when you were in Senior

40: Secondary School () do your students soyy( your teachers ask you to be critical
41: when you write anything? () assignment @mething like that () do they really ask
42: you?

43: Student 23: NO::
44: Facilitator; NO?
45: Student 23: NO:: yes

59: Facilitator: SO: only give me what | gave you?

60: Student 20: YES: yes = yes

62: Facilitator: OK: it means based on your unadarging () critical thinking is not
63: something being applied in Senior Secondahp&i¢

64: Students: ye::s

Surprisingly, even those who claimed that they weteduced to critical thinking at school
admitted that it was not as clear as what they warght during the intervention; see Extract
4. This suggests that some of the uncertain reggotigey offered during the first focus
interviews stemmed from their lack of clear permapg about critical thinking. Throughout
the post-focus interviews, they demonstrated a nuleldrer understanding and were more

confident in their deliberations. This change ofcgption seems to have led to a change of
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expectation, as they knew what was expected of termg the post- and delayed tests.
Accordingly, these changes may explain the reméekasults obtained during the post- and

delayed tests.

Extract 4

89: Student 17: yes for me uh actually there wieietype of this thing were there () but

90: there were not in the way that we () you prorce it to us clear uh that () there

91: critical thinking or () there is this the logl analysis () but they were given in such
92: a way that for instance () you have to expg@airself including write about the facts
93: and all these () but they were not giventitteein such a way we are doing () we are
94. doing it in other ways () in some exercisa goe given some lines to write a

95: composition () some composition deserve dason () some deserve uh some of
96: the one the future uh and all this () butare not given the title like what is now it is
97: given () but in a narrow manner = in shallmanner () but now it is wide and clear
98: () I'am sure it will help us a lot

B. Factors in Students’ Poor Perceptions

In exploring the reasons behind students’ initiabpperceptions, the study found various
relevant factors such as an emphasis on memonsatid grammar teaching and the scaling

up of English results as explicated below.

l. The Encouragement of Regurgitation and Memorisation
During the pre-focus interviews, it was found tleatical thinking was not treated as an
educational goal in the Sudanese education systém. system explicitly or implicitly
encouraged rote learning and the memorisation ofsfaas evident in Extract 5 and
subsequent extracts. As shown below, student &inted his experience that even changing
the surface structure of a given definition whi¢arning the overall meaning was considered
unacceptable by some teachers, as is clear in 38840 385. This was a feeling shared by
many which was repeated throughout the discussion.

Extract 5

374: Student 8: uh (3L i e sie [l mean | have a subject such as] Physiggss Ly s 3
375: Gk Wlaid) o (S sa La (o) 0 iy il Laia (e [the teacher would come

376 () he would give us a particular definition ymemorise it as it is if we do itin a

377 way] another wayxx[he would give us wrong]
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380: Student 6ismll (A 4alsll & il s

381 sy Sl e 8l il (814 QUKD b o) s Uiad) el Dle (5SS (S 0 S S 3
382: Ll el

383:  [even a change of a word () in Arabic thsra lot of synonyms you can write for
384: example a word which mean the same it mighihlthe book but you know its
385:  synonym when you write that synonym he wilegwvrong]

When asked if they were encouraged to analyse,uatalor add their views when
accomplishing school tasks, they said that it oftepended on the teacher’s discretion. Some
teachers allowed students to express their viewtewathers did not; see Extract (6) lines
106, 108. They also reported that some teacheraufelasy, challenged and provoked if

students passed judgement on the topics beingdéaas in lines 110, 112 and 113.

Extract 6
106 Student 7: not all of them {
107 Facilitator: {not all ofem?}

108 Student 7: ((continues)) yes not of them usewlast but there are some of them

109 because he wants to teach you about what he krienknew () because if you are
110 going outside will () he will think that you youant to »2i.3[provoke him]

112 Facilitator: OK:: OK::

112 Student 7: (continues) because what you knowsitiaiething being added it not or
113  even he did not know what you mean by that word

Some alleged that teachers were arrogant and sarat®ut the students’ future, blaming
them for the deterioration of standards not onlfinglish but in other subjects too, as shown
in Extract 7, lines 968, 971, 1009 and 1010.

Extract 7

968: Student 14 lai¥) 4alll Ul sisse ) a5 8 ag sl LiXLLY) [we blame our teachers in the

969: deterioration of our English standard]

970: Facilitator: You blame them?

971: Student 1: yes 4 aiusi jadh Lo G oS sdlall juzas Le ALY 13 43D ) 9o B Aa oS (g jalaiY) gl L e
972: [yes not only English teachers but also teachieosher subjects if the

973: teacher has not prepare his lesson well ganat be ready for it]

1007: Facilitator :{as-d) & 4 nlai¥) 4:lll JSLis [problems of

1008: English language in Sudan]

1009: Student 1: ((continuesi)ex <y B <l J i Gl 13 G 55 80 a4 S [@and | mean they
1010: are arrogant if you ask they will tell yoe wstudied for your age]
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However when it was suggested to them that studer@sdan are treated like “parrots” who

only repeat what the teachers offer them, someedggesserting that this is what happened in
their schools; see Extract 8, lines 697 to 699.

Extract 8

697: Student 13: yasi y=iiyy 5 (o4 Chuiaiy e ) oS agd & gal L8 Gl o B jlae A [in our

698: schools we do the same thing () you writerdwhat you were given without

699: adding or omitting anything]

The above responses are in line with what FreemdrFeeeman (1998, cited in Rojas, 2001)
called the skill-driven curriculum, where studedéal entirely with facts which they describe

as intellectually less engaging. Teachers havde ligpace to provide students with

opportunities to interact, assimilate, appropreate develop personal experience in relation
to the knowledge attained. As expected, studemisried that their role in English classes

was to sit and listen to the teachers, as in Exgac

Extract 9

580: Student 1I think sometimes it depend on the teacher ( Ye¢heher is the to force
581:  you to perform better () sometime the teadoa't let you to say anything o~
582: L g dakaly AAUS J 5 (5 jalaiV) g Uy AL 4als (380 [we don't know anything

583  particularly in English you say something youl\wi interrupted we just listen]

Learning in such situations is not treated as anmgamaking process that values risk
taking. Interestingly, this is because, as theesttglreported, risk-taking could be punished
instead of encouraged and rewarded, particulageiteived by the teacher as a criticism of
what is being taught, as is clear in Extract 1gdi443 to 445. The lesson students seem to
have learned through experience, therefore, isythatshould keep your views to yourself to
avoid being blacklisted; see lines 448 and 449d&its’ views were therefore not valued,
needed or respected, as shown in lines 452 to 454.

Extract 10

441: Student 5eed il aala J clolsi | 5380 Mia Jay @l J i as Le la 0l gud) 8 e gae Jin

442: Feludi (Al a1 i e

443.  [generally here in Sudan you cannot express yiews | mean for example if the
444:.  doctor ((referring to the lecturer)) in fraftyou says something and you oppose him
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445:  surely you will find yourself getting F]

446: Student 14 ey <y A Ul &l i s [he will tell you that | studied for the whole of

447:  your age] ((laughter))

448: Student 2: blacklist <535 s [they will put you in blacklist]

449: Facilitator: UH blacklist?

450: Student L e il gl ) aan oo 43l Y1 Jaidy s le 4l (8 anew oo bl ) il 8 il 1)
451 ) pam 058 S

452 [even if you said your views and he heards therwill ignore them he will only
453  follow his own views he heard your views and ligéever make you feel that he
454 heards them]

They thought that they did not need to study hazdabse the ultimate goal of learning
English in schools, as they reported, was to sbaye marks in examinations. This can be
seen in Extract 11, lines 36 to 39, and suggess l#arning English is not intended to
develop students’ linguistics abilities, as it sldpubut only to pass examinations and
therefore fulfil curricular requirements. This cdwdlso be perceived as a direct cause of the
emphasis on facts and content learning, as is abviolines 45 and 48 concerning “perfect

answers” and also evident in Extracts 5 and 6 atatier.

Extract 11

36: Student 11 think all () what our teachers are concern aliwur high school is

37 only to get high scores in English by teachingigsnmar because scores of grammar
38 are the highest in all examination () that isywley want us to be () to get use

39 English for examination and not in our generfal i

45; Student 1: {yeah | have just to put perfect ansiewithout}

46: Facilitator: {perfect

47 answer?
48: Student 1: ((continues)) yeah without changinglzsing

Such an educational emphasis inculcates in studleatbelief that the best route to success
and eventually to progress onto the next learniagesis through rote learning, as is clearly
stated in Extract 12, lines 808, 809, 811 and &Wlities such as problem-solving, analysis
and the logical evaluation of acquired knowledgedbee secondary or even unimportant.
The dominant practice therefore is to “give bacdk itiformation given” or you will fail, as
seen in lines 814 to 816. Again, as explained ittdex 5, memorisation and the regurgitation

of information resurface in lines 814 to 816, whiclearly suggest that students strictly
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follow teachers’ instructions and are not proviaéth opportunities to explore and develop
personal experience with the material learnedjisee316.

Extract 12

794: Student 1ol b akal zod 8oy ol 3y 8 Ul Laada agd g 58 Ul A G plaall s 4dla) Ul

795; alaiicas Gal g el i e as 0 S caS el Gl a o Sheal adadll S Le s ) IS i) Caagll
796 il oSl el (e aad 5 Ul @l e IS

797  [my addition for the schools where | studiedbf Fourse | studied in Algazeera in

798  Shiek Lutfi Secondary School so (') the main aiaswot to learn but basically to

799  obtain marks () how to get marks in order togpess () and not how to learn ()

800 therefore in those days | was among those whedHanglish] we have a teacher is
801 verylazy ((laughter)) he say if you don’t wang lasson go out ((laughter)) the hostel
802 is very near the school () you go to skagjpe Ldas U ua gl il o2 [this is the

803 only reason why we neglected] English languagengnar composition anghiet: L 4als 5l ¥
804:  4ala sl 1Y) g4y

805 [anything we don’t care () unless given someghgrammar composition:!

806: 4ilac Uil )y ol Gl e o Jailas o) ol il e laa Sl il Gllic 48 maii @bl ) gna

807 Ala ) chiva Lo 3EWY) Jay 4k Galla G868 Jae | 03X Jae ) Lalilly aiia (5 6<5 o 5Y il Gl daa gl Lo 62
808: 4w mlh d [where you are compel just to pass () becausa for

809 of reasons you need to progress () or to prgtaat position or to convince

810  yourself that you did something () these areréizsons () therefore you must

811 be obliged to follow the points () do this dostifiyou deviated () | mean the

812: teacher will not give you marks if you digedkyou will fail ((laughter))awss &ial 5 5 Aa
813:  Jaidi elil Jimy o 3V clas aality n Lo & V) dipall O e il 5 dnpall

813:  lale sl selll Acliy o Siy delly eially

814: [even if you write what he taught you and yoarmge a little bit what you were

815  given he will not accept that () you must (Mié¢an follow his instructions

816: strictly the way he wants and no no] () yoei ot free

Il. English Classes Mainly Focus on Grammar
Students reported that their English classes mdodysed on grammar. No discussion or
any kind of extended discourse encouraged thenoteecup with other alternatives, as is

obvious in Extracts 11 above and 13 below in lig@snd 34.

Extract 13

33: Student 2: ((continues)) we study grammar pointslstening and not encourage us to

34 be imaginative in our studys = [I mean all of it] grammar

The emphasis, as expected in such classes, issalwvayules and language structure, which
ignores the interactive nature of language whichlcc@rovide learners with richly diverse
examples of how grammatical items are used. Ehezitainly true when grammar is taught

out of context and when there is no relationshigvben the language taught in the class and
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the one spoken outside it, as in Extract 11, life/ commonly observed in the literature,
an emphasis on language structure is ineffectivassisting students to develop a self-
motivated attitude to learning the language. TBidécause students are not required to
communicate, but only to provide correct answessinaextract 11, line 45. This culture of
“correct answers” is unfortunately a widespreadfica, as the students reported, not only in
English classes but in other subjects too. Thi fgrther indication that critical thinking is
not a favoured option in English learning and t@&aghn general. As the student in Extract
14 eloquently put it, in primary school they studyavoid punishment, while in secondary
school to score marks for promotion.

Extract 14

407 Student 2: in brimary () primary school we ansteeavoid punishment only in

408 secondary to give correct answer

409 Facilitator: ((laughter)) just to give correct aess and to look for marks

410 Student 2: so that you move to the next class

Surprisingly, students also reported that theicheas in English classes spoke in Arabic
instead of English, as can be seen in Extractida®s I36 and 37. Consequently, one student
reported in line 37 that she lost the English shd kearned in primary school when she
reached secondary level; others agreed.

Extract 15

36: Student 6: ((continues)) and the meaning at ttteile talk by Arabic we talk meaning

37 by Arabic not by English () in my secondary idet all my English because we are

38 not ()

39: Facilitator: ((interrupting)) {taught}

40: Student 6: ((continues)) taught () we are not @kough English

When asked about the dictionaries they used, agceegh, all reported English-Arabic
translations, as in Extract 16. This supports tlessc observations in which all of the
dictionaries used were English—Arabic and not EhglEnglish. They indicated that when

checking the meaning of a word in an English-Emgtigctionary, they often encountered a

lot of new words which obscured their comprehense®e lines 700, 701 and 703. This
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example shows that the teaching encouraged diraoslation from English to Arabic.
Interestingly, Kozulin (2002) described this kinél teaching as offering poor mediation.
When an L2 is taught as a coding system which sinmainslates L2 words into the L1,
learners become severely handicapped in both ctérapseéon and expression in the L2.
However, if the purpose of studying L2 is mediateterms of the ability to comprehend and
formulate meaningful expression, learners becorpalda of using the language and develop
competence in both comprehension and expressioa. fdimer, unfortunately, fits the
situation of the students in this study.

Extract 16
697 Facilitator: when you search a word in dictiondoyyou look for explanation
698  explanation in Arabic or explanation in English?
699 Students: ((all together)) in Arabic
700 Student 1ama Sle 223 tion in Englishtransla Y [because in English translation
70% you find difficult words]
702 Facilitator: you find another difficult word
703 Student lanother difficult word () difficultisé [suddenly] difficult

M. Scaling Up of English Results
Students also revealed that English scores in tiaars school examinations are usually
scaled-up or squared, as is clear in Extract 1Tatothe results they got were often not their
actual scores. Surprisingly, even the teachersrnmdly contacted by the present author
confirmed the truth of this. But if the studentselv that their scores would be scaled-up,
why should they study hard in that subject? Whanhediate incentives would compel them
to read or write more? This could have a detrimezftact on their performance, sending the
message that they do not need to work hard in aemprove their English standards

because, even if they fail, their results will hereased, as seen in lines 907, 909 and 910.

Extract 17

907 Student 6: the result we get is squared

908 Students: it is true

909 Student 650 (58 ek L 515240 4uls 1 <l [if you get 40 they will increase it in
910  such a way that you will get more than 50]
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4.2.2 Students’ Attitudes Towards Writing

In attempt to answer question 1 section 3.1, comegrstudents’ attitudes towards writing,
this section examined their attitudes before arnérathe intervention as well as their

experiences of process approach in writing.

A. Students’ Attitudes Before the Intervention

Students’ attitudes towards writing before the nvgation were mixed. Some claimed to

enjoy writing, while others reported disliking #&s can be seen in Extract 18, lines 76, 133
and 144. To examine further their writing skillsadysis of pre-test results and the written

assignments at the beginning of the interventioraked, as expected, that they had poor
writing skills. Various reasons could explain tagillustrated below.

Extract 18
76: Student 1: | don't like writing ()
133: Student 7: ((continues)) yes concerning nikeltb write

144: Student 8: | like writing because () whenritemy writing uh uh the quality of my
145:  writing will be good

l. Lack of Basic Skills in Paragraph Writing
Despite mixed attitudes towards writing, the stémlynd that students lacked basic paragraph
writing skills in English. Even those who claimeal like writing, could not distinguish
between main and controlling ideas, what a pardgsipuld contain, or how to start or
conclude it, as can be seen in Extract 19. Durivey gost focus groups interviews, they
mentioned that although they had been given writaglks in secondary schools, they were
never taught how to write a paragraph in Englisherg&fore, the experience gained during
the intervention markedly improved their writingillsk as was obvious in their post- and

delayed test results (see sections 4.1.1 to 4.1.3).
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Extract 19

120: Student 21: in addition teacher () yes ugréa with my colleague uh | am got uh

121: some changing in the way of writing () besgin the past uh there is some

122: challenges uh face of me of me of uh howutctipe writing uh at a good way ()

123: began from what and end by what () but ula hm seeing uh there this course ()

124: some there are some results uh | am gotiiti¢ very well uh how to began this

125:  topic uh and how to end it uh and to make¢haeler () to make the reader uh who

126: are going to read uh make it to know () (yethere is something uh concern which

127: the topic is talking about

Their lack of paragraph writing skills could bergtited to the fact that they had no regular
composition classes at primary or secondary scl&gbrisingly, some even reported never
having had English writing classes throughout primand secondary levels and that they
only encountered English compositions in examimati@s seen in lines 153 to 154 and 805
to 810 in Extract 20.

Extract 20
153: Student 9: | like writing but in Secondary 8chthe teacher not give me the topic
154 for writing uh uh not in Secondary School or itinfary = in Primary ( )Basic {

805: Student Boblaia¥) & Glaial) (& JEY Ul i) die (iS5 (ma @ sudn 50 Dl el ESS

806:sasasl) & iy BV U G ailedl) 4B 5 G 5 oY) B ) laial b A e

807  [you write a composition for example about aipatar topic () you write about it () |
808 never wrote a composition except in examinatioly & examinations in the first
809 the second the third and the final term | meaas never given a composition in a
810 lesson]

Those who had English composition classes indicttiat these amounted to only four or
five lessons per year, as in Extract 21, line 7B2ese were mainly guided or controlled
compositions where they were provided with poistsvtite about, as in lines 744, 745 and
746. In controlled composition as experienced kg phesent author, students are given a
topic and sub-topics, including the organisatioattthey should follow when writing.
Occasionally, they are even provided with the nemesvocabulary. This suggests that
students had never had the opportunity to engaggemuine writing at secondary school
where they planned, organised and constructedngriin their own. This poor exposure to

writing was, surprisingly, reported not only witmd@ish but also Arabic; see lines 789 to
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793. However, the situation was worse in Englishicivithey described as a neglected
language with very few activities being undertakiéme747) or even considered important,
as in line 788.

Extract 21

740 Student 12 s 4ie iS5 oS dala dlsn sil Glal Lo L Lialail) G plaall (A ey (Al (g jlaall

741 L gmpbliiadday sade ¢ oansSal oy bl gaddyaddey gy dl

742: 58S Le o eV Lliil) i) i3 Sl (e Y 7 A 7 AT g )5

743: [schools differ () I mean () in the schoetsere we learned () | don't think they
744:. give something like that to write about eifgrou are given () they would be
745:  provided with points to follow () | mean theould give it as a general topic
746:  supported with points () | mean it would hetnecessary to deviate () again the
747.  problem in fact is that there are no maniyviiets in English]

786: Facilitator:sx_» ¢ b [also in English]

787: Student 12« L LS Lo o1 4 S s xIaL Y Y [NO NO in English we had but not
788: often and not important]

789: Student 13 dai Ll aidl o 2 lbexX 9 8 (5 O sSu im el LIS i) 4

790: oLl 4 4 Gl S pu alidS 4is 4 5 60

791  [for a whole year in Arabic () | mean there abbk like eight or nine like that () in
792  Arabic for a whole year () in English it could four or five for a complete year ()
793  anotebook with only four compositions] ((Laughte

Many seemed to perceive writing as a linear aragitforward business once a person had
the ideas. Unexpectedly, when asked about the gmabthey faced in writing in English, all
suggested spelling, as can be seen in Extract 22.

Extract 22

133 Student 5: Arabic no problem () but in English spelling () {very bad}

146 Student 2for me it only spelling

However, after the investigation of their writteronk, it was clear that they suffered a
problem with ideas generation, as can be seen pedgix 6 (A & B). They also lacked the
ability to judge the logical flow of ideas in thewriting. So they could not identify
discrepancies amongst ideas in their written teagscan also be deduced from Extract 23

and subsequent extracts.

Extract 23

253 Facilitator: is difficult () writing is difficul®

254 Student 6:¥[no] not writing but to put the points and () thiéth recommendation
255  something like that | want to write () | writea general
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256 Facilitator: too general?
257 Student 6: not to think about uhh uhh not to labkut point and ()

262 Facilitator: you just take your pen and {

263 Student 6: {write}

Students claimed that they were not taught freepomsition at school in which, as opposed
to controlled composition, they would be offeredrenthan one topic to choose from without
being provided with any form of assistance. Butytihwere unable to precisely differentiate
between free and controlled composition, even thoilngy vigorously insisted during the
first focus interviews that they had not been taugde writing; see Extract 24. The present
author’s survey of recent Sudan School Examinatsuggests that students do conduct free
composition; however, what could not be determifogdtertain is whether or not it is taught
at school.

Extract 24

745 Student 6: no:: there is no free composition thieg you option () option () option
746 you choose what you can write about it

747 Facilitator: but that is = that is the free conipos

748 Student 8: not free composition it give you (reghor four you must write one of
749 them one of them or to choose one of them

750 Facilitator: but are you being help with some paineach topic?

751 Student 8: yes they will give some points

752 Facilitator: g s<ase JS da G sS aal s agie HUAT anal 50 4336 (5 ) D oS 50 LalS Adand Dia Jiny
753;  feludiay aclud lie Lalail) (asy oS gan 4l oS 5

754. [l mean for example whenever you were givanlike three topics and you choose
755:  one are you provided with points on everyddp help you in writing?]

756: Students: NO:: NO = NO

Il Students Provided with Models of Written Compositbn
The most striking finding is that the students régo that, even in English composition
classes where they were supposed to think and exfremselves, they were often provided
with written models which they had to memorise datkr put into their Sudan School
Examination papers, as can be seen in ExtractT2bs suggests that even composition is
treated like any other content area, where the igaadt to improve students’ writing abilities

but to regurgitate models. Interestingly, even cnagions where they were not presented
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with models they were often provided with readytten introductions and conclusions.
Their role would therefore be to write the text padhich, their teachers told them, was not
considered during scoring; see lines 895 to 899.

Extract 25

880: Student 8: Compositions! Ll S 4l sw saled gl aa ) Ll IS ela (6 5uladl ¢ U il (5

881: &léLAJS\jcw\w?@a%&ﬁoﬁa‘ﬂgh\}@ﬂbaaﬁ)‘y‘wdﬁﬁ}.&ﬁw

882 [like our English teacher wrote four topics fardan Certificate he wrote to us four
883  compositions to memorised () he told us onédhefit would come in the exam ()
884  we memorised the four of them just as they weitiem]

885 Student 6: 52 Lo s o3 VI clile Lo ol shaiany g4l o gay 4l 40U 48y jlall g ahldl g aadlal) Jaal b S
886: S  age 2a) 5 )

887. [even teacher () the introduction and thechsion is made ready and you would
888:  be shown how to write it and you would be enamimemorise them and your role in
889: the exam is just to pour down anyone that sof)gust write]

890: Facilitatori=da slies agd 2al 5 5l dia W 1)) 5 [but what if none of the spotted topics did
891 not come in the exam?]

894: Student Bxic (o 555 M AL adidla cul aailall g adila ()5S 4L Gl JI agd 2al s o) Al e 1Y
895: [if none of them comes you had memorised th@éhiction and the

896.  conclusion then you just write the remainingtpar

897: Student 8. e Laill 4lgill 5 VL slay masaaill Ul o1 guim L J1 30 [they also tell us

898 that in marking they (referring to teachers wharkh only concentrate on the

899 introduction and the conclusion not the midd{&ughter))

The idea that teachers can write model composifimnstudents to memorise clearly suggest
that composition topics included in the Sudan StExaminations are repeated and recycled
over the years. Experienced teachers can easitytgpigs likely to recur in any particular
year, as seen in Extract 26. This brings into qoeghe trustworthiness of the Sudan School
Examination itself.

Extract 26

874 Student 10cuai ¥ s 4ala Jaxiy Lo il (53 8 3 50 cliie Lo o il ay 1 8 dduial ol Ul 50

875:  4slaJthatis if you don't exert your own effort you widl never learn

876 anything () and another thing | want to addn( composition the guided

877 compositionmliledll any (& &3 1A U s Sals s 58S e 50S) dadadll ey o jaiun 5313 sl gl) 4gd Uil
878 1 IV Al e QLS (ymay ) gallay | ga sy Sby llata¥) (g A 43 5ud) [which we

879 are given () one really get surprised () | méathe passage which they write =
880  they write it in advance () even | found thesséme previous Sudan School

881  Certificates () then they would remove some wdrdm within] the compositional!
882: <l dsh sWssm 588 s

883 [and they will list these words on the top ( Jdahen they would instruct you]

884 complete = complete the composition below (l)fitthe blank with the words in
885 red pen in a suitable place
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M. Letter Writing
One writing genre students were found to be famitdh was letter writing. According to
the pre- focus groups interviews, they were taugist genre extensively at school in both
Arabic and English, as is evident in Extract 27.

Excerpt (27)

425: Student 7: how to write letters is the fitshy that we are taught

426: Facilitator: even in Arabic = even in Arabic?

427: Student 7: yes even in Arabic or English

They repeatedly referred to letter writing whenevbey talked about their writing
experience. However, surprisingly, even when wgitietters, they reported that they never
had opportunities to write freely. Most letterstmg at school was also controlled
composition, as shown in Extract 28. They wereegifirovided with questions to answer as
a method of controlling their writing, as cited fmoprimary level, or given information
including the addresses they should write to, gseeenced in secondary schools (see
Appendix 9). In none of these cases were studemgggeng in cognitively demanding

writing where they needed to use craft to produggiral texts of their own creation.

Extract 28

647 Student 1ietters U shaiay al U s 0 Gal 081 4 jaall B [etters L o

648:  aals Sl iy Sy tO express yourselbs i letters

648: Dl e JK5 8 sacld QUK L] U shaiay 4 il i (Sl aalato approve

650: sadlaldu sy o) siadl s ey yall 8 S Ladas

651  [we were taught letters’ writing in the schoolemhwe were taught we were made to
652 memorise letters and letters are suppose to eepiess yourself that is to complete
653 something to approve something but in school wenorise them () you find the
654  book is written in form of squares you memorigetis written in a square

655 including the address that you want to senddtterlto] ((laughter))

B. Students’ Attitudes After the Intervention

Students’ attitudes and writing ability improvedanhatically after the intervention. Most
admitted that previously they had not the slightdetr about paragraph writing in English.

However, after learning how to write a paragraphitimg became more interesting and

148



easier. They developed a clear understanding afepia of main and controlling ideas, and
how to start and end paragraphs, as is noticeablexiract 29. They learned to judge the
consistency of ideas and how to maintain paragepbherence and the logical progress of
the text. They hailed this as newly gained skilld &nsight from the intervention, which led
to remarkable improvements in argumentative wrigkijs, as was evident in their post- and
delayed test results (see sections, 4.1.1 t0 4.1.3)

Extract 29

568: Student 17: for me it has changed () becksséime when | was in Secondary () |
569:  do write only when things are given to me soihe points are there uh uh then |
570:  write about these points () then like thant| move from point to point and then ()
571: Idon’t even think about what is uh what e transitional words to use () to
572: connect these things together that was dgmofsom from this lesson () | got that
576: but now as far as () this course | managke& with them in a way uh if that not
577. up-to-date uh can be good or fair in thatadion better than that uh was very poor
578. and secondary uh was actually very poor ihdgdut now it becomes fair pushing
579. alittle bit to good () but very good butsping from fair to good in between fair
580: and good () hope that running time maybbdtder to very good and excellent
581: Student 1: yes

l. Provision of Evidence in Writing
During the first focus interviews, students hadidea about the role and importance of
evidence in argumentative writing. In fact, theylhreever engaged in argumentative writing
before, even in the Arabic language. The reason gage was that most writing they did in
schools was expressivist, in which they either veted their own experiences or narrated
and described facts referred to earlier. This kihdriting needs no evidence, as they stated.
What was needed was to express oneself, as isigl&tract 30, lines 80 to 85. Supporting

a viewpoint with evidence in writing was new to mokthem, as seen in lines 86 and 88.

Extract 30

80: Student 16: Yeah when you explain yourself ol gan uh you not needed to uh

81: evidence and reasons = just explain yourselilfat you want what you can do uh
82: what you what you see in the past and defimiéind uh uh description something ()
83: but in in uh when write or read text thatlisitidepended what you know () what
84: your background what evidence what your reasdirsort so it is very different ()
85: we cannot learn that this type of the readr(\yrite text in our secondary School or
86: high school we cannot learn that () so | thiri& very new to us

87: Facilitator: it is very new to you?
149



88: Student 1: very new () to us

After the intervention, one of the new skills thagpreciated was supporting claims with
evidence, as could be seen in Extract 31.

Extract 31

234 Student 16: yes | can distinguish uh befoiedburse uh before this course we

235: ignore that's point () that point we ignengdence () but after the course we we
236: have seen its importance ((there was intéoma worker just came in looking for
237:  something))

239: Student 19: | think evidence is very importaimffor the uh reader and the writer the
240: reader is uh explaining your point to () Wréter explaining your point to uh to the
241:  reader

C. Students’ Experience of the Process Approach in Wing

To gain wider understanding of the students’ wgtirackground before the intervention and
their progress afterwards, their knowledge of thecess approach before and after the
intervention was investigated. This approach emphaghe cognitive processes involved in
writing, encouraging learners to apply systemdtioking in writing to explore their ideas
and composition strategies. Four elements of aegbrghould be considered when writing:
the audience, the generation of ideas, the orgammsaf the text, and its purpose. Each

element is investigated separately below.

l. Audience
The students showed a lack of familiarity with t@ncept of their audience (readers) when
writing, which can be attributed to the fact tha¢y never wrote for readers other than their
teachers, as is apparent in Extract 32. Most of thating in and outside schools was,
moreover, expressivist and dealt with personakissu

Extract 32

203 Facilitator: 4w 2l Al Ga Y1 Jaed 2B L [YOu don’t write except in school?]

204 Student 124,20l &V Y) G [only in school] ((this was followed by laugheofn the
205  whole group))
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213 Student 134wl G3a sl dpadd ey Glals ey S Qs g S WY Y [NO no just |

214 only like to write about things () about my owrivate things or school work]

Surprisingly, they also reported that even in Acabiey never wrote for an audience outside
school. Even those who claimed to have written@ninternet reported that this involved
informal issues in conversations using colloquagher than formal Arabic; see Extract 33.

Extract 33

564 Student 1. sometimes you go to internet and fipdtt

565: 2l dage dala Lo 40 gl dagdly S o jally (s ey S Le iy

566:  [that is we don’t write even in Arabic we write

567  colloquial Sudanese Arabic on things which areveoy important]

However, even though there was a slight changéeir perceptions after the intervention,
their responses did not reflect practical experemecause even then they did not write for

an audience apart from their teacher.

Il. Multi-drafts
Their lack of awareness of the audience was aléected in their lack of understanding of
the importance of the multi-draft system in writifiguring the first focus interviews, they
said that they did produce many drafts when wriisga process of clarifying their ideas, as
in Extract 34.

Extract 34

245 Facilitator:OK () there is a say that the more you make nuulift () | mean multi-
246 draft () more than one drafluall aai U asbuall aai Sl o) &5 J Y1 43Ul Jasi [you
247 write () read it you revise it again and youised it again] {

248 Students: {several times Yeah
249 (group of them together)

251 Student 1: yes= yes

However, when taught multi-drafting during the iwvention, it became apparent that all they

meant was surface revision focusing mainly on gratival errors. Interestingly, even after
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the intervention, still they did not appreciate tdraft processes, seeing it as necessary for

tightening up the writing but time consuming, tadiand boring, as evident in Extract 35.

Excerpt (35)

250 Student 17: actually () | want to say something éctually | love making several

251  draftsis is good to come out with a good piefoeriting () but tedious uh uh takes
252  time () is boring tedious and boring () becaymse do this and repeat some some of
253  things you omitted () meanwhile () that thirgfdre you omit it maybe it is

254 important () sometimes it depend on how you ¢utigngs ( ) because while you
255  write things then again when you come you omite@f things () if you are not
256 carefully and having wisdom (') you may () yavé no wisdom () you may omit
257 the one which is important and take the one whichigot no uh which has no

258 nothing to do and leave it there () in the pigcenake the piece of writing

259 meaningless () so sometimes writing () uh sawdnafts is good and it is bad in
260 that manner () if you are not careful and hadngisdom you may omit some

261  important points () because writing several tdrgbu write the first then you read it
262 again you read it again then () see whether éineyxoherent or not () then again
263  you come and write some of things which are hetd () you insert it and some
264 which are not suppose to be there () you on(i} iny problem here is that to omit
265  the one which is suppose to be there () somstlroait the very important points
266 this is the problem which is facing me (') busigood = it is good to come out with
267 a very nice writing for the people to enjoy reafit () yes

Since they used handwritten scripts in which argngle required a re-writing of the whole
text, it could be judged tedious and time consumih@wvever, the major problem seemed to
be cognitive. Students seemed to think that, oheg had set down their ideas, they did not
have anything else to add; an attitude typical @frpwriters. They were unable to realise
that re-writing involves not only surface revisioat the refinement of ideas in a more logical
manner leading to a better product. For them, myitheir written thoughts would lead to
confusion rather than improvement, as is noticeablmes 260 to 267. This could be part of
an ideas generation problem and more globally,gmitiwe problem in writing. It is worth
mentioning that, each time they were asked to tewhieir texts, they were offered written

feedback on how they could further improve them.
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M. Proofreading

Students’ perceptions of proofreading scarcely ghdrafter the intervention. As a means of
clarifying meaning in Arabic or English, some rehmdly claimed that they appreciated

proofreading as a good writing technique but felttthey should only give their work to

close friends; see Extract 36, line 489. Othersigho that they should trust their writing

ability and not give texts to others for proofresylilines 479 and 480. Some reported to
have never given their work to be proofread by theee lines 475, 476 and 477. Even
though they were encouraged to proofread each’stiverk during the intervention, none

had done so, fearing harsh criticism from theirrpeand not thinking that they were

competent to offer constructive feedback.

Extract 36

475: Student 20: it is important teacher () baitn never do that before () | never do that
476:  before uh when | wrote something to somel{gdyhen | am finish it uh | sent it
477: justsendit () | am not let somebody towrib

478: Student 241 iy 6 55 sl (550 Le (IS (e 35 0581 a5 e

479: [l should be confidence of my writing andsinot necessary to give it to somebody
480: else to proofread it]

489: Student 22: but just your friend ((laughter))

Perhaps they had not grasped the wisdom of pratifrgdo clarify meaning and gain insight
as to how both readers and writers negotiate mgaeimabling the writer to identify where

he/she has communicated his/her ideas clearly &ether or not the text is well organised.

V. Pre-writing Activities
When asked before the intervention about the prengractivities they employed before
finally writing, they unexpectedly showed awarenetactivities such as thinking about the
topic, planning, and listing main points, as isaclm Extract 37.
Extract 37
196: Student 7: the first time is to think aboutatviiour passage or you want to look for

197: reading to think () and to take your address see this address this compatible
198: with this passage | want to read {
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260: Student 13s: J<5 )55, Ul [I put my ideas in form of points]

261: Facilitator= s <ti s.a [your voice a little bit]

262: Student 131 b S L a5 J 5 bls IS5 3 [in form of points first | mean | don't

263:  write just from the start]

However, this knowledge was not reflected in theitten assignments accomplished at the
beginning of the intervention. One obvious reaswgin, was lack of practical experience.
They had never engaged in demanding writing tasdating and crafting a text on their own.
However, after the intervention they demonstratedoper understanding as well as practical
knowledge of pre-writing activities, as can be seeixtract 38 and also demonstrated in
their written assignments performed towards theddrtte intervention and in their post- and

delayed test results (see sections 4.1.1 to 4.1.3).

Extract 38

143: Student 17: of course = of course they areitapt () because without these things
144:  you may not organise your writing uh writwgdl not come in organise form ()
145:  because pre-writing is good uh because wharpyt the point down () then uh in
146: form of plan then after that you pick whialeacome first () when you write about
147: each point you look () then you re-arrangsctv one will make them coherence ()
148: link them together () will be good () biiyou just write without making pre-

149:  writing or making plan () it will be justpiece of writing in disorganise manner ()

V. Purpose
Unsurprisingly students demonstrated a clear utatetgg of the importance of purpose in
writing both before and after the intervention. Thsponses they offered were consistent, as
depicted in Extract 39, line 288, indicating thHayt saw no reason for writing if there was no

objective and purpose to be achieved.

Extract 39

278: Facilitator: you must have a reason () dtlear a topic () DO you think it is
279: important? Do you always keep this in mincgewlyou are writing something?
280: Student 6: | think so

286: Student 8: it is important

288: Student 7: if you have no a reason why yolgaheg to write?
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4.2.3 Students’ Reading Experiences

Reading was an integral part of the study postdladenform writing, and students’ reading
experience, knowledge of the reading-writing relaship and their judgement of sources

before and after the intervention was explored.

A. Students’ Reading Experiences Before and After thimtervention

It was found that students were not only poor iitiag but also in reading skills. Some

claimed during the first focus groups interviewgaad (mostly science books), while others
said they read in their leisure time without elaiog; see Extract 40. On reading for
pleasure, it was observed during the discussiaasthiey did not read novels, or there were
none as school textbooks. The materials they readstonally or on a regular basis, were
newspapers mostly in Arabic. Further investigatiemealed that they did not read a lot
outside school, as gleaned from lines 1043, 104b1&82 to 1084. Unsurprisingly, some

suggested that they could not afford books; ses 062 to 1066.

Extract 40
1034: Student 6%/~ [newspapers]
1035: Student 8ule i€ (1,58 iS4 [| read books a lot but only science books]

1043: Student 7 3 Ul [I read] Readers

1044: Facilitator: Readers?

1045: Student 7: Readers one up to i Dlals 5 30 Jay |l U W) [however |
1046: complemented the rest with newspapers drat ttings]

1060: Student §xie A3 W yru Sl Jixy addle iy S Y 5 i Le (il suall 4d Jlgus Jlasi (S
1061: S (A allll U gimy (5 pal) ol ) il puall e (il sud) GS1 )l 050 (0 QIS a5l e
1062: ol 8 glie (s e 450 A U aia 450 OS] Jaae

1063 [the question that we could ask why Sudanesetdead () because books are
1064 expensive | mean the price of books is high Imriégiou bring a book from
1065 abroad is more cheaper but because there isageia taxes () today if | admired
1066 abook and itis for 45 pounds where will | det 95 pounds to read it]

1080: Student 75 Sl 1 55 Le O8I gl Hl | grainaly 5 230 jan ) 5 R agd sy (il S) i) Jaa 3l Ul 1
1081:  4xasm sl sbud) 4 s e Lud) | guny (3 (s IS8I iay ailaa Ul 4ka sala

1082: [nowadays | see many people read newspapdrksten to radio but you
1083: rarely see them reading books this is aprehtion | have also observed |
1084: mean people are interested only on dailptsveurrent daily events]
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Interestingly, some of them played down the impwéaof reading given the prominence of
radio, television and multi-media formats, as sieeBxtract 41, which offer more enjoyable

programmes than reading about the same subjedtssiijgests that, with the availability of

such facilities, this group of students thoughtt tteading has become redundant. It also
showed their lack of reading habits, as is cledh&subsequent sections.

Extract 41

951: Student 2s 8 (0 ASI Jeudy a3l laie WSle W) Jilu g0 pitia iy Multimedia

952: el Al G SIS Jely i 1Y) 5 ¢ A (e Jgd O 2 80

953: ¢l Al (g kg Jend gm x Multimedia gl 45 )k

954  [Multimedia is wide spread you have media faciitradio is convenience more than
955:  reading and the television is

955 easier than reading and internet is more conveaitran reading and the

956  multimedia way is also easier and nicer than regdi

957 Student1imlis ol )5 o) (4o Juadl (5o 380 8 4505 o () son oo (50 )80 el 2L ]

958 watch a television programme about an animahidtich it on the television is far
959  better than reading about it in a book]

Their poor reading skills were also observed dutimg early stages of the intervention.
Though the reading materials offered were judgduoktavithin their level of proficiency, they

encountered great difficulty in comprehending th&mey later claimed that the intervention
encouraged them to read more and, as a resulthedrtheir vocabulary; see Extract 42.

Extract 42

598 Student 20: in addition to that teacher () mylea®on to this course is that () this

599 course uh uh are encourage the the somebody metgoing to study something uh
600 like when you are come here at the beginninthis)course are encourage me to go
601 and read () because when you are uh given ushtiet this sheet everything is not
602 given and uh when | am going to read it () Igwing to read it () how can |

603  understand what is within this sheet?

609 something concern me () when I am in Senior 8gaxy School () | am study
610  course English for three years and those vocapltgot uh | got there is not

611  enough () maybe | will mention them () whenrl eame here this vocabulary
612 when | learned uh it here uh some vocabulargdifit give us uh the very high
613 vocabulary () when | am listening to the BBC Estguh | am understand what the
614  pub pub publisher has talking about () | am usided = | am very = | am very
615  very happy glad () because | am understand pegipb are talking English () but
616  before | never = | will get some some vocabulamymaybe it will uh be this is and
617  this is what | am understand () but now | ametly. re::ally glad
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The most striking finding, however, was that somyeorted that the level of vocabulary they
gained during the intervention exceeded that ofdhigre three years of secondary school,
see lines 609, 610 and 611. Such vocabulary gaicsueaged them to read and also to listen
to the BBC World Service; see lines 612 to 617. Ohéhem expressed happiness that he
could now listen to and understands the news idig&ngAnother claimed to have learned
new words never encountered before, such as “fdllaee Extract 43. Extracts 42 and 43
clearly show that the intervention enriched thedcabulary and improved their reading
skills. This progress could have helped enhance wréing ability, as shown in their post-
and delayed test results (see sections 4.1.1 &) This suggests that the use of reading as a
model for writing as employed in this study enaldaddents to improve their abilities in both
skills.

Extract 43

586 Student 12,8 Clala e Cdinl 223 [yes | benefited a lot of things] () yes | have

587  benefited a lot from some words () | have soweabularies which | have not seen
588  before () | found them it was very nice likeléaly uh | didn’'t know what was

589 fallacy before uh | was just uh | have never cammss it even () just found it in a
590 paper this fallacy uh and this la:nd

B. Students’ Knowledge of the Reading-Writing Relatioship

The improvements observed in their reading andngriskills also provided them with new
insights into the relationship between the two dosaDuring the first focus group
interviews they were asked if they felt there wayg auch relationship; most gave vague
answers. Some claimed that they might be relatdeéhglish, but not in Arabic; see Extract
44, lines 683, 684 and 685. Others thought thewddcle a relationship, but they were not
sure; as shown ilnes 690 and 691. These answers imply limited Kedge of the nature of
the relationship between reading and writing everterms of the strategies used in both

fields, as could be deduced from Extract 44.
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Extract 44

682 Student 1:d < ye 4lSiie (5 3lai¥) (8 (S 5 (pilide (e (A 20l il 5 agled ABDle le 2 jall
683  [in Arabic there is no practically a very cleafationship in Arabic they are

684  different but in English the issue is that somet there is] there is silent letter W,
685 KandA

686 Facilitator:) sexdewall tladl jiuY) then and reading o | seadiuill ilbadl i) JA (e ada
687:writing 4 [then through the strategies that you used iningattien the

688  strategies that you used in writing] () Do yeelfthat there is any relationship ()
689  close relation between the two skills?

690 Student 12« (SUia Le a3 Sl relation & 058 (S« [there may be relation but we are
691 not quiet sure of it]

Their answers did not change significantly aftee timtervention, but reflected better
understanding. They were able to pinpoint thinkamgl the internal negotiation of meaning
as a common thread; see Extract 45, lines 451 %0 ®aey also reported that they could not
write without reading and vice versa, lines 463 46d. Some even suggested that reading
and writing should be taught together, lines 458 460. This demonstrates that they had
developed a better understanding of the naturbeofelationship between the two skills and
that they were inextricably linked.

Extract 45

448 Student 17: yes yes that is a common factor €)(yebecause while writing () you

449  there is () when you write () you think yourtkiand also while you are reading
450  you may read () then while you read () you wilhk also that what do this the

451 writer want to say () you read it so let me réadhen | understand what he want to
452 say () also while you write you put you thinkuyput the point you try to arrange ()
453  then this is a thinking also () you want to makgiece of writing like what

454 somebody has done already () and then you arthgois a common factor

455  thinking () talking to yourself as a common tadb write () yes

456 Facilitator: and so you think that reading andiimgi should be taught together? Do
457 you have a feeling that reading and writing stowdt be taught separately but

458  together?

459 Student 16: yes

460 Student 17: reading and writing should be tauggether at the same time?

462 Student 16: yes () | think when | write () yaidto me use () you said to me use
463 re-writing () if | write something | needed tead it and write it again () write read
464 = writewrite read = write () so: that makes connectiotwien them () so: it is
465  connect separite cannot uh sepa sepa {

The poor reading skills shown by the students at llkeginning of the study could be

attributed to their poor engagement with reading:inglish classes at school, partly due to
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their focus on language structure and reading tqoks. In comprehension lessons they
were trained more to identify reading techniquesnthruely interact with texts. This is
obvious in the way they were taught how to answenmrehension questions in exams,
where the emphasis was often on linguistic cuesinQucomprehension lessons teachers
would instruct them that if they found a questitrey should look for linguistic cues in the
text that matched the words featured in the ques@mce they found any, they should write
down two or three lines before and after those ¥®)rdnd the correct answer would be
found somewhere there. Or if they found a quesitanting with ‘why’ they should look for
the word ‘why’ in the text. Once they found it, yhehould write down, starting from the
sentence that followed it, up to the end of theageaph; as seen in Extract 46. Such practices
do not reflect good reading habits, and represeathar form of rote learning of reading
skills rather than encouraging intellectual engag@m

Extract 46

619 Student 204 il oY) xie )54l 44,1l o3[this is the popular method among

620  teachers () a teacher says] if you have quebfjomhat wh questions you must go
621  to the paragraph and take the word after stomftahthe comma and to:: stop () all
622  the you write

623 Student JnlalSll il 5 Jle suall (&4 8l 4l ) i3 first stargd i o sl o5

624  somewheresl (S la mall Gl sall 23S 5038 5 Lgia 5l (358 (4 axdll SUDWaY

625: 4wl CUlaiaY) & S gl compositions Usn OIS g sUl (8 oad paill (8

626: OVl (86 sualy dleay adaist o) Wle o3 modelsd) model i (S AwY)

627 :  HaBle odie Ledala il 3 (5 Japsy AR 058 G e ol Le (53 150 5

628 : ubjﬂ\uau@.\agad}muvd;\a.\.\;ﬁ\;@u,&p%u&‘)ﬂ

629 [yeah yeah even from the first start they will $&u to look for the related word to
630  the question then copy the lines above that \eacdtibelow it sub-paragraph the
631  correct answer lie some where there | mean imtidelle () in High School they
632: use

C. Students’ Ability to Judge the Credibility of Sources

As a result of new insights gained, students showsdexpected, improvements in their
ability to judge the accuracy or otherwise of imhation in reading texts. They were also
able to judge discrepancies between ideas in tveir writing, which, they indicated, was a

newly gained skill. This improvement in their reasw ability enabled them to compare the
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teaching system before the intervention with therirention method itself. They thought that
the intervention offered appropriate strategies cWhaddressed their needs as medical
students, as can be seen in Extract 47.

Extract 47

512 Student 16: | think you know () we are all here ave students we are medical

513 students () so the medicine it is logicallysispecific it is uh this type of learning

514  uh uh we are study is put you in = in uh logigaly () in specific way () so: that is

515 itis uh suitable and best solution to our protdam if the problem we are facing in

516  the past that is uh we are uh when uh when wevate () | write something like

517 mere talk write () and just write just write ¢eapation description () don’t evidence

518 no view point no reason no () but in this leafter this learn () | think if | want to

519  write something association with me uh uh a i@t new point evidence ()

Unsurprisingly, they also claimed that they now Wwnleow to maintain focus in writing
which along with reasoning, were issues which thesre ignorant about before the
intervention. This clearly indicates that they hdaleloped some self-regulatory ability to
judge their performance and assess their streragtisveaknesses. This kind of awareness
was important in assisting them to develop soméaeintrinsic motivation necessary to push
them towards better performance, as can be seteinpost- and delayed test results (see

sections 4.1.1 to 4.1.3).

4.2.4 Classroom Organisation

Various classroom activities were introduced to imdse students’ interaction and
discussion in order to enhance verbal argumentatngethinking abilities. In an attempt to
answer research question 3 section 3.1 concerriiagrdle of interaction, this section
discusses the impacts of the lesson plan, clagsagtions, debate and other activities

employed on students’ thinking and writing skills.
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A. Lesson Progress

The design and progression of lessons waseial factor behind the marked improvements
in students’ thinking and writing skills, presemistudents with ample chances to grasp what
may have previously eluded them. Lessons oftertestanith a discovery stage where,
through general discussion, they were assistedseaaftiolded. This was followed by small
group discussions where students collaborativelyorplished tasks associated with the
concepts discussed at the discovery stage as &cptapplication of what they had learned.
This was then followed by group consultations anesentations which provided another
opportunity for consolidating their understandingdatherefore gaining more insight.
Subsequent class discussion probed any remainirgiegeng issues. Finally, the teacher
provided feedback if he felt there was a need fother clarification. In such a rich
environment weaker students had the chance to agichand needs and progress were
monitored and addressed; see Extract 48. Each staglved discussion and interaction
among students, thereby fostering deeper undeistanwhere any information presented
was carefully thought out, analysed and evaluatethé students themselves. As is obvious
from the preceding sections, the students had rfeaksuch opportunities in their traditional
classes.

Extract 48

541 Student 17: very nice uh uh yes () becausedfratl we are grouped () then we

542  discuss uh then from small groups we move tdibger group () which is the

543  groups they joined together they unite their &dkeen () after that the ideas we
544 elaborate it out () so by that way is good tkenhose who are weak to come up
545  with the uh with the others together () is gg9decause there are some proverbs
546  saying that uh many hands make work light mamgdhaork light () so what | have
547 seen that uh to do to start with small group @mdhen join the bigger group and ()
548 lastly the teacher () it makes work light = iake other people to understand quick
549 ()itis very nice = very nice actually
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B. Group Collaboration

At the beginning of the intervention, students diot appreciate small group work in
accomplishing classroom tasks, and worked indep#lydéespite being in groups. During
the first few lessons, they frequently referredthe teacher for assistance instead of their
peers. This was understandable since they were tosad education system which often
encourages solitary work, as in Extract 49. Thiglsht reflected on the first collaborative
class work he experienced during the interventaescribing it as his first experience of
engaging in a discussion involving students as alihe teacher in a class. Although it was
a difficult experience, as he reflected, he apjpted it as a remarkable feeling to talk in a
group without fear.

Extract 49
It a first time for me to have discussion in leswgth another persons. So today is very
difficult for me because is the first time, andhink its beautiful day because it make me
courage to talk among my classmate and teachet dbfarent things, and also talking with
no shy.
The spirit of competition dominant in the Sudanadhsystem was an obstacle to group
work at the beginning of the intervention sincetesitident wanted to outperform the others.
However, signs of cooperation gradually emergednathey became better acquainted with
each other. Those who were good at English begdntéo and coach the weaker ones in
their groups. Consequently, the teacher’s assisteame to be needed less. Towards the end
of the intervention, students depended on theirgpard resorted to the teacher only when
their colleagues could not help. After the intemi@m they commented that group sharing
and collaboration was very useful, offering thershance to learn from each other, as in

Extract 50.

Extract 50

666 Student 23: | find this strategy is good uh beedtigh if in group uh something
667  something of my colleague tell uh tell us sonmeghi) we not we not knowing
668 before and I | | uh get this information () | titink about and ask him what
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669 evidence from this information and uh if you gasdence enough and and and get
670  this information st Js) o o3 4asheall < e (458 0[in this way | have learned an
671 information from a different person] that is wily this strategy is good

C. Classroom Activities

The improvements recorded in students’ writtenlskibuld also be attributed to classroom
collaboration and the various learning activitigseyt were involved in. Before the
intervention their role had been to listen whiladeers talked. As is clear in Extract 51,
teachers often did not care whether or not theidestts understood the lesson, and had few
means of assessing students’ needs and difficuttiesder to help them to monitor progress.
The lesson students seem to have learnt throughrierpe was that, even if they had
difficulties, they would get no attention, so trehould keep silent, see lines 997 to 999.
Extract 51

993: Student 3p=da 5 Ledll | iy QLS iy s ST (8 3 528 (pan

994:  [he just sits on a chair open the book aad feom it that's it all]

995: Student 1d sk 3 s2dy 5 o S (3 A1S Adaall 3 galy sl (8 (ry (a3l ARy ha saly 00

996: e diiliile 5 S S sl 1l s 5 e Lo el Lo ) S J s

997  [this is the method of teaching | mean theretsagher who sits on a chair and talks

998 and talks he doesn’t care whether or not peogde him and if he is told to repeat

999 repeat something he would just ignore you]

However, the situation changed dramatically whemlents were presented with classroom
activities which they conducted collaboratively.eydid not just sit and watch but were the
main contributors involved in small group discussio evaluations, presentations,
negotiations, thinking, reading, writing, listeniagd planning. One of them suggested that
the class was not teacher-centred but studentezkrgee Extract 52, lines 658 and 659. They
did not sit in the same place but moved aroundaakstrequired, and learning became a
social activity. The tasks given centred on consephhere they had to express their own
views, discovering that in some situations theneldtdoe more than one correct answer to a

guestion. They were engaged in thinking activitidsereby they took ownership of their

learning without interference from the teacher. d8nis felt involved and therefore
163



developed personal experience with the languagecasativity and risk-taking became part
of the learning process. The teacher’s presencadatidntimidate them and they felt free to
talk, move and contribute, as seen in lines 6636&®

Extract 52

658 Student 20: strategy () | am got teacher ( }atrahere here is students in class in
659 classroom not teacher in classroom () | am gotgaring between this strategy and
660  that strategy in Senior Secondary School () lgatmore lot or uh more observe
661  that here () the student feel free to talk i ¢kass () but there you are just listener
662 () but here you are the uh who done = who ddnmare something = more

663  something than uh the teacher teacher is tgdelithe way an::d you you do it

664 practically () but at Senior Secondary Schgoygu are just listener keep or to

665  collect information not to bring out your what wiyau know about

The challenging nature of the tasks students aclisimed was related to the intervention’s
classroom activities. They did not think that leaghtasks at school were challenging or
demanded rigorous thinking, as alluded to in thec@ding sections, where they were
provided with notes which they read, memorised amadte out in exams. But during the

intervention, they found learning tasks to be ie$éing and challenging too. They had to
think and work things out on their own, since thegre not provided with ready answers as
can be seen in Extracts 52 and 53. One studentaitedi that his colleague abandoned
participation in the study after the first lessonting the difficulty of the tasks; see lines 637
to 640. Another claimed that he had contemplatedihg the course for the same reason;
lines 650 to 652.

Extract 53

637 Student 22: OK uh before uh in the beginning us fe::ally difficult even uh my

638 colleague uh I don't know his name (') he const gme day and he ran () he said
632  Oh teachepll »2 3ind [what is wrong with this teacher] ((there was laia)) so: if
640  you understand what topic mean () it can it whilbe it will be uh easy for you ()
641 if you just understand what is meaning = | meapdint of view or reason it will be
642 easy

650 Student 23: in the beginning uh | want to leavs tlourse () because | am not = | am
651 not understanding anything () but | after (i thome sib 4eul & cilal  Ul[]

652 continued in the so call what] | found somethimgood to me () to have something
653 about the vocabulary and uh the and uh the halevelop your paragraph and uh
654 something like that () something | am not stirdgrimary and secondary
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Students felt challenged and therefore worked barthprove their performance. Thus, they
gradually began to understand and appreciate ttegvemtion, and learning became an
activity that did not end within the school prensideut involved self-motivated goals that
extended outside. Students felt responsible fangakheir learning to the next stage. This
included identifying what to learn, how and why.eJthad never experienced this before, as

mentioned in line 654.

D. Debate Session

Students enjoyed the debate, describing it asestieg and not only sharpening their
argumentative skills but also enhancing their comication abilities, and demonstrating the
ability to support arguments with evidence fromiaas sources. One of the proponents of
women'’s rights to education, for example, argued, th

“in my opinion uh women should have the right todzhicated...because education change
the way a person uh uh () think () education gealifestyle...it is bad some men forbid
women from school like Afghanistan ...we call foswen rights () we are in 2tentury and
some men forbid women from going to school...eeshie is lucky to educated they will ask
her to stay at home...scientist said educated woraes for children better...women is the
person who rear next generation () training ckitddf ) how do we want our children to be
good thinkers to be scientists and to be () | meato be effective people () womep—
<iadll dlee 2 [women | mean are the pillars of the society]”.

Another from the same group added:
“...I think there is no different between man armohvan because when Lord created the world
he said shall men live as fathers and mothersdaveltogether and two shall be in one shade

() uh uh if they are in one shade uh there isifferdnt between them... in fact education is
important for woman than man”

They were also able to judge, analyse and idetiigystrengths and weaknesses of arguments
presented by the opposing group. For example, érleecopponents of women'’s rights to

education higher than university degree level thibe argument that,

“... high education is not good for the women €& £ondoleezza Rice she got old she will
never produce any children because of high edutétjo.see today she here she is there she
not stay in one place () how can a man enjoy lie i she is not at home all the time...
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scientist say that if women is 40 years she caheat children () the period of her age with
man differ... uh uh who will marry a woman who cahbear children....education is good
but only just university enough”

One of the proponent group responded by saying that

“our friend think that education is only for work he educate only to go to office and be a
minister...yes Condoleezza is one...many man duoaity...in my opinion education is not
only for work you can educate to get knowledge.man who go 40 are married even in
Sudan () high educate women do many good thirgrtilan...many people don't like many
children...”
Students supported their positions with informatidrawn from science, religion, life
experience or information from other countries saslAfghanistan. Such debate made them
feel confident in their newly gained skills and, asesult, some reported that they had
participated in debates outside the class witheat £+ something they claimed they had
never done before the intervention; see Extractlihgs 686 to 689. At the end of the
intervention, they suggested that the number oftiletp sessions should be increased; see
lines 713 and 714.
Extract 54 ‘ ‘
686: Student 24:.uiS) Y 48 (i (A 48 & g e (Y A SR S Lo Ml b ey Ul
687: <&l ;48 L= [teacher before | don't argue but now any topicdiscussion |

688 participate because | gain some confidence aradticipate with] evidences [like
689: that]

713: Student 22: yes () | think debate it is vgopd () because everybody feel uh feel ()
714. to say something uh we need to add more edhat what | suggest

Evident during the group conference was the abititgonsider wider issues relevant to the
topic being discussed. For example, when discugsiadl990 higher education policies in
which the Arabic language was made the medium sifuction at all levels, they were able
to consider issues such as the future of foreigastment in the country, communication and

relationships with other nations and the global amce of the English language. They
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argued that these issues should have been thoyoughkidered before the policies were
implemented, as indicated in Extract 55.

Extract 55
We think this reasons only consider that studefitsttidy and communicate with his people
in Sudan they never considered that about foreigheut forei= foreign investment in Sudan
because Sudan is growing ... foreigners do comerarasi in Sudan .... English is not their
first language but they do speak English very ftlyen.. something should be sharing
between us to able to communicate and this songetiiauld be English and it is English ...
the main language worldwide
Moreover, the same attitude of judging and congidean issue from different perspectives
was conspicuous during the debate on women’s rightemparing and contrasting feminist
movements in the Sudan and other parts of the wédda result, they developed lines of
argument compatible with their beliefs and culturatms. For example, Extract 56 clearly
argues that the equality they were looking for wlonkver go so far as calling for a child to
be named after the mother, as she had read onttreet. The student was able to evaluate,
compare and make a decision based on her unddrgjaoidSudanese culture in terms of
what is achievable in her context and what wouldidesal or hard to achieve. Critical
thinking requires a balance between reality on gheund, the ideal situation, and the

possible means of achieving goals.

Extract 56
People now are looking uh for women rights in wrevayy they are looking for equality as |
said before that | heard in uh uh = | read thdhternet days before that now there is uh uh
people are looking for the right that a new babgusth take his mum’s name not his father
and this is the (') this not the kind of equalifydnd this no () we don't look for this () this
are in Europe and US

A further clear example of the students’ use oflemce to support their argument can also be
seen in Extract 57. A dispute over the ancient Aradie in the creation and advancement of
knowledge arose as an issue, and one studentaitetkrence to defend his view. Similar
attitudes were also seen in their post-test writterk, suggesting that the students were able
to make use of information obtained from variousrses to support their points of view.
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Extract 57

75: St 2:4u 2l (e o5l s 1 IS 03 L [still also all these were translated from Arabic]
76: St 13 4adia (8 J 58 Gpus o)yl CHSH sl Al) as el 2 ) Y

77: [No go to reference five for the writer IbrahHussain who says in page 3

E. Students’ Flexibility and Open-mindedness

Comparing students’ flexibility in thinking beforand after the intervention, remarkable
changes were observed. When asked about whatrdaation would be if faced with an
argument they did not agree with, they initiallyhébited a degree of rigidity in their views,
ranging from “l will oppose you immediately”, as Extract 58, line 424, to more vague
responses suggesting a lack of clear strategiel,asiin lines 425 to 428. In these responses,
no open-mindedness is indicated in considering ¥iepposed to their own.

Extract 58

424 Student 4. sk <la jlay Ul | will oppose you immediately]

425 Student 2: if | write () if | write surely | haveeprove

426 Facilitator: you have to prove?

427. Student 2: yes () | have to prove () if I'm dyref what | am going talking to you
428 about

This attitude, however, seems to have softened tideeintervention, when they mentioned
giving themselves time to weigh the argument priesknevaluating evidence provided,
doing some research if they had no background entdlpic, and pondering over the issue
before stating their views. They also mentioned thiaking before arguing is a good way of
avoiding mistakes; see Extract 59. Such responseaimly reflect greater flexibility and
open-mindedness.

Extract 59

355 Student 17: actually | will give myself time ( )lingive myself time () because the
356 evidence of what he has raised or what | am gmrggnvey it to him or () to them
357  uh there are many evidence () but I will logk ill give time like while if he is
358 talking in debate () may give some few uh fewubés to think over the evidence
359 () so that then | select the best one () bim fiece of writing if | get some

360  evidence () and they are not related () theok | search | read some books to get
361  some evidence () then | translate it on my owimtpof view () then | write it so

364  evidence = the evidence maybe may have no re#dtip with the conclusion or the
365  topic which we are saying () so that if | dogite time for myself to give evidence
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366 () then | may not give a relevant evidence wottipic () | may be giving the
367 irrelevant evidence () so the time must be thetlink over which one is suitable
368  for this () so so since it support it is a evide

More importantly, flexibility in their thinking wagvident in their use of signalling words.
During the first focus group interviews, they rgrabed words such as “l think”, “maybe”, I
agree/disagree with my colleague”, “the way | geand “in my opinion”. But in the debates
and post-focus group interviews, they used thesedsvonore frequently. This could be
construed as acknowledgement of others’ views seatihg them with courtesy and respect.
It may also signify open-mindedness in giving oiffets@e to judge things diligently before

giving an opinion, which is characteristic of aical thinker. More importantly, it shows that

they were not hostile and closed-minded when cenisig others’ views.

4.2.5 Students’ Development of Critical Mentality

Students’ development of a critical mentality thgbsmall group discussions and interaction

while engaging in class tasks was monitored anelsassl at three levels, as explained next.

A. At the Beginning of the Intervention

One clear feature of students’ discussions at #genining of the intervention was their lack

of a sense of working in groups. In sociocultuta¢dry, group work is the essence of
interaction, leading to meaningful learning consefor mutual scaffolding, verbalising

thoughts, sharing experiences and learning frorh e#tter. It is also assumed more liable to
facilitate thinking and improve performance thafitaoy learning. However, students at this
stage did not share and distribute roles among sbkms in task accomplishment, as they
did at later stages. They preferred to work indraitly or in pairs even though they were in

groups. Therefore, it was difficult to follow tutaking from the recordings of the small
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group discussions, and harder to transcribe theoedhere were many exchanges in pairs.
Some would discuss tasks and leave fellow group Imeesrbehind, occasionally being forced

to wait for the rest to catch up. Others would Igset and ask the group where they had got
to, as in Extract 60. Moreover, they did not cheakh others’ opinions to ensure that they all
understood the task before moving on, as happeedih the intervention.

Extract 60

140: Student 1uns 589 ¢y 55 (s sil[where are you where are you where are you]
141: Student 2: abnormally abnormally

142: Student 1éa <aill 2 a0l & uh s 55 [where are you uh here at the lower part]

They rarely asked questions or challenged eaclr @th¢e performing a task. If criticality
did occur, it often focused on the meanings of waod the interpretation of a sentence or
phrase from English to Arabic, as is clear in Ectt@il.

Extract 61

13: St 1: what is arsenic?
14 St 3: kind of poisorgs)
15: St 2:40,5{

16: St 4: {~ [poison]}

B. Mid Intervention

During the fourth week, a sense of organisation emagperation began to appear as they
became acquainted with each other. They beganctmgnese their different abilities, thus
forging a sense of collaboration, and began todditasks among themselves to ensure that
each was involved, as in Extract 62.

Extract 62

1: Student 1: someone must read to us

2: Student 2: Ok:: ((he reads the passage whikerstliere following in silent))
3: uh () you canuh{}

It was also observed that they often assigned tbst whifficult roles to those they thought

could manage them. The solitary and pair work daminn the early stages gradually

170



declined, and they became keen to check with edlcbr and to ensure that everyone
understood the task before they moved on as a gasugan be seen in Extract 63.

Extract 63

20: Stl:f4clea L (8 5« [dO you all agree guys?]

21: St3: yes ((read the line once again))

22: St4: ye®lS o2 Hhull S [should we write the whole line?]
23: St5: yes

24: Stl: Ok:iub o138 il [alright then we move on] () reasons

They also began to challenge each other, as irm&x®4. Questions such as, ‘can you give
us the weak reason?’ ‘Why they did it like thatPdo not understand you’, ‘how can it be
administered?’, and ‘What do you think?’ beganppear.

Extract 64

48: St3: | have weak reason here it can be fact?

49: St2:cn s [where is] weak reason here?

50: Stl:.4 W [there is no] weak reason

51: St4: yes

52: St2:ll X [let him give us] weak reason?

89: St 2{but can be administered how? () brother Augwsbrother Augustino}

90: St 1: step by step

91: St3:eskiny L IS L step by stepsS o slexy 4 [why they did it like that step by step they
92:  should have just killed him

However, their discussions were still marked byemse arguments where two group
members would often argue without conceding ant wit fresh evidence, as in Extract 65.

Usually others in the group would just listen, ameérvene only to take sides.

Extract 65

60: Student 2t think whilst in exile is a place () | think isia place

63: Student 1: whilst is while it means while dgrin

64: Student 2: whilgks gl Y'Y [No No for what?] Whilst () resistanceween
65: whilst and St. Helen () it is a place

The whole discussion in this extract centred on thdre ‘whilst’ is a place or the word
‘while’. Much time was thus wasted arguing aboutiat issues, and as a result, they often

digressed from the main tasks.
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C. Towards the End of the Intervention

The eighth week of the intervention saw a markednge in their discussions and
organisation of tasks. They focused on importastigs, and frequently revisited task
instructions if uncertain what they ought to domsthing they did not do in the previous
stages, as in Extract 66. Here, Student 3 dematiggdhe question should be re-read to
determine precisely what was needed. The answer $todent 6 was rejected as not what
was required. Moreover, student 3 reminded therstimeline 67 to concentrate on the main
task.

Extract 66

1: St3% sid Jged) I sudl |3 Jsud) 1580

2: [read the question read the question whateigjthestion?]

3: St6: point of views_xl: J's« [question wants point of view]

4: St3:<llo ¢y L [they don’t want those]

8: St4: point of view: »» L judges~ (2 »» ¥ [no we want only judge we don’t want

9: point of view]

65; St2:4u50U Cuea i 5 4n e QS LIS (S Tbut all were in Arabic then translated into Latin

66: St3: agall 3 Ligla lic g e la oa Ul Al | galdai La | sallaila Y Y

67: [No No don’t digress don't digress guys thisigg our topidet us focus of what is
important]

Now more flexible in their arguments, they mighkdaa moment of silence to work
individually or in pairs whenever they differed @m issue. When they resumed, new
evidence would be produced to support a positioithmvas either counteracted or conceded
to. Whenever two different positions were offeraathers would contribute and the
discussion would focus on that point until theyessgt. In Extract 67, the discussion focused
on deciding the precise meaning of the word ‘téaskrabic. Although all of the three words
they mentioned could differ in their contextual uigey are synonyms. Their discussion

centred on agreeing one meaning of ‘task’ in Ardiogt before they could move to the next

task.
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Extract 67

29: St5: ((addressing st3)) tasks here?

30: St3: tasklk: <l ((giving the meaning in Arabic))

35: St4: taskse ((synonyms to the above words))

36: Stl:als [duty]

37: St5:al s [duty]

39: St3:alSy il [required assigned]

40: St4:4egs [task]

43: St2¢a) s aem €518 o 4l [what would you be assigned with? Tasks or duty

44: St3: that what | mean ()

46: Students: yes ()

If they did not reach a consensus, they would atpaaclude the point of their dispute in
their final resolution and to seek the opinionsotlier groups or the teacher, as seen in
Extract 68, lines 52 and 53.

Extract 68

51: St5H! slay s dilelis) jliuW) aclea by 4l ) ¥ &2 5 Jogical explanations » sla

52: [let us leave it like that logical explanatiand we put the other opinions guys

53: the teacher hopefully will solve it for us]

Furthermore, they all participated in discussidpsiet students were often consulted before
moving to the next stage, after summarising magnts. They applied various strategies in
their reading, such as guessing the meaning ofva vezabulary item using the textual
context and their linguistic knowledge without coli;g a dictionary, as in Extract 69.
Using the knowledge that a proper name alwayssstath a capital letter in any position it
occupies in a sentence, they were able to guess‘lthcoln” is a name. Guessing the
meaning of a word from context is a reading stnatefien used by experienced readers,
competent in employing language cues utilized by writer to predict meaning from
context, or what Smith (2004) described as follgwthe writer's footsteps in negotiating

meaning. Their frequent checking of difficult words the English-Arabic translation

dictionary, as reported earlier, was greatly redustethis stage.

Extract 69
1: Stlea,ele sidex Lincolin Lincoling iy sl e
2: [this wants to buy lincolin | do not know whatLincolin]
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3: St2(8xa 01 5 ) 4ala i J [there is there is no something like this beliewe] there is no

4. something () like this name ((all silence))

5: Stl: capital letters 1= 4Y aul OK?au! o 23 [let us consider it a name because it started avith
6: capital letter]

7: Students: (all together) yes yes

Moreover, they also developed other strategiesekample, if they did not understand a line

or a passage, they would re-read and discuss dategly. Sometimes they would use

background knowledge to approach a task, as iraEx#0, where student 21 explained to his
group that, in English, a word that follows “or” énsentence is often either a synonym or an
alternative meaning of the preceding word.

Extract 70

St2: 21 Or dac ol5 5 sline Cayay Lo il |53 o3y 5 4alS () (5 bl 3 ) 5 s )
22:  s4d paly Lo Bl @lly alidll Uy iaall 2 o0 a3l ARISH ey dal8 4alS Gl
23: 03 4d oty Lo B 4Ll g Uy Jixall 03 O o2es pladll & g3 ()

24 [You see in English any word written and yaun'd know it's meaning then it is
25: followed by ‘or’ the word after ‘or’ is anotheneaning of the preceding word which
26: you don’t know () you are given a word aftat this is the meaning of the word

27: before it]

Most of their time was now spent on meaningful déston centring on crucial issues related
to the task at hand. Always asking many questidmgevaccomplishing tasks, as can be seen
in Extract 71, they sometimes compelled themsdlvesnsider other possibilities.

Extract 71

56: St3: yes final conclusion

57: Stl: evidence- ¢ 5 sk L evidences!

58: [but evidence here is which type of evidence?]

60: St3: logical = logical evidence

64: St2:flogic Ls evidences [is the evidence here logic?]

More importantly, they were able to judge whichkgghey performed well and which
needed reworking and revision. The teacher oftendamost of their doubts and suspicions
to be true, as in Extract 72 where they agreedtdskt 1 had not been properly tackled and

therefore they should revisit it.

Extract 72
1: StlimsS eliaxidl Lo dal g o pai dndaill (sl 53 b s s Ul s L cuda [alright guys uh uh Francis passage

174



2:  number one we did not accomplish it well]

3: St2:4n aiiia L 2al 50 i 223 [yes I'm not convinced with the way we did it]

4: Stl: S04l a5 S oleaidl L sl 50 ei[number one we did not do it well we go back to it

5: again]

At this stage they had begun to use English motenathan before in discussions. They
usually resorted to Arabic when explaining difficidsues that required complex thinking.

This could be attributed to their lack of the smpicated vocabulary necessary to discuss

complex ideas.

4.2.6 Students’ Spoken Proficiency

Another of the striking findings from this study svéhat improvements were recorded in
students’ spoken English, even though this aim m@spursued. At the beginning, they
communicated mostly in Arabic during the small graliscussions and would only shift to
English in the presence of the teacher. Howevethestudy progressed, their use of English
gradually increased even thoughabic was still the preferred language when al@learer
evidence emerged when comparing their first and-fogsis group interviews. During the
former, some students in the three groups did rnigr wven a single word in English
throughout the sessions. However, during the pmsid group interviews, most deliberations
were conducted in English (see transcripts of &rgt second group sessions in Appendix 11,
A to E). Surprisingly some students indicated dyitime post focus interviews that they had
only ever spoken English during the interventicee Extract 73.

Extract 73

584 Student 21: itis it is good as for me uh bethis this course () | have not any

585.  background about English really () backgrbahout English and vocabulary but
586: now | () just to try talking | am not talkjibefore but now | () tried () | see it is
587. really good () butitis it is difficult
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This improvement could be the result of many fagtdiirstly, during the intervention they
had ample opportunity to practice their Englishiskin class. The classroom environment
made them feel free to speak, with the teachet&sabfacilitator rather than authoritative or
dictatorial. This encouraged them to take riskglifig free to express themselves, as

explained in section 4.2.4 C.

Secondly, the various class activities and progpassf lessons was another crucial factor.
Students felt involved and immersed in learningvézds, and consequently got involved in
extended discourses which stretched their langt@gee limit, as is evident in Extract 48 &

49.

Finally, classroom collaboration was ideal for shgrexperience and abilities. As Ebersole
(1993) claims, when learners are allowed to thib&ud things they are practically involved
in, they can easily make sense of them. Perhaperstsimade sense of the language and, as

such, developed interest and exerted effort in avipig their skills; see Extract 50 & 52.

4.2.7 Students’ Response to the Reflection Task

In an attempt to answer research question 4 (sgmise3.1), reflection was applied in this
study as a way of encouraging learners to consgicamtemplate their own thoughts and
performance and therefore discover their weaknemseéstrengths. It was hypothesised that
reflection would strengthen their sense of selfrafgal and self-regulation, boost their self-
confidence, and therefore enhance their metacognskills. The data, however, suggested
that students did not appreciate the reflectionimgithey engaged in during the intervention.
They described these reflections as tedious anthdyoas in Extract 74. This could be

because, firstly, they did not properly master fowconduct reflection despite the training
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provided. Secondly, they may have felt that thestjaes provided after every session to help
them in their reflections were too similar and #gfere they failed to relate them to individual
lessons. As a result, these questions only encedrdgem to engage in a mechanical and
superficial learning process rather than self-retyoih. Attempts made to improve things
after noticing this problem only resulted in mininchanges.

Extract 74

621 Student 17: yes my suggestion to the course veasithuh the course is very nice but
622 uh uh the only thing which | faced () or it makmint of reflection to be tedious
623 and boring because it has got a repetition ()

4.2.8 Students’ Feedback on the Intervention

A. Change in Students’ Attitudes Towards English

Interestingly, students did not only improve theiading, writing and speaking skills but also
reported that the intervention changed their preslypnegative attitudes towards the English
language. Before the intervention, they abhoredigmgoecause they did not understand and
appreciate what they were taught at school. Acagiyj English was monotonous and they
did not see any rationale for learning it. Somenuoda that they used to think English
comprised only of grammar, comprehension and sumsjaas in Extract 75. This made
them feel that what they experienced during thery@ntion, however, scarcely resembled
the English they knew, as is clear in lines 6162d.

Extract 75

618: Student 23: in my Secondary School | | thihkut | | read all English uh

619: composition comprehension summarise ()lItfée all English () but after | come
620: uh | come to this course uh | find uh | amhstady English before () | study

621: something different different uh in in Secandin my Primary School () | study in

After the intervention they no longer disliked Esgl They even thought that the English

they encountered during the intervention was mdva@aced than what they had at primary
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and secondary school. This feeling shared by mamypted one to describe the
improvement he made as a great leap forward irdatds; see Extract 76.

Extract 76

599: Student 19: | think in the last uh in pastidi¢hink the English is very difficult () |

600: don'tlearn it but now I think the Englishvisry good uh and it is easy to uh for
601: learning but some word for learning

661: Student 16: | think the course is a big jumpg uh from old English to developed
662: English () | want to say here if you = ifymcrease the debate that is it will be

B. Change in Students’ Perceptions About Learning

An important finding is that students felt the mtention encouraged them to read and study
during their leisure time, so that learning was cwifined to school but became a continuous
activity that extended outside it, as is clear xtr&ct 76 and 77. They gained confidence in
their ability to study on their own if requesteddo so; see Extract 77, lines 573, 574 and
576.

Extract 77

567: Student 23: | agree with my colleague () bseauh in this this is really uh good ()
568: because uh in this strategy | think | seaarhething about something () | search
569: something and don’t the teacher uh give ndedam’t copy () but | search

570: something | found uhs_e! ) aie 8 Ul e (38 J @ o) i) o) Sle il 4ala e Q81 Ul ey
572: il oS Sl il 8 L Sl 131 U glle (sl pansi () ) panst il Uadlll 5 il

571 s b1kl J i

573 [l mean | can investigate something () for exaaripyou give or tell me to probe
574 something | can do it on my own () for | now knwhat is true or wrong you listen
575 to an opinion you listen to an opinion () if Idg/ou for example this you will ask
576 me why and | can tell you the] evidengge «lla cali Ul 4l 528 ke Ul ad[why | did
577 this and why | see this incorrect] in Secondaslhd®l the teacher don't argue argue
578  with us () but give us the topic and give usrien point uh tell us write the main

This suggests that they felt motivated and trusteeir ability to be self-reliant and

independent in pursuing their study. So, as sugdeim Extract 78, they began to visit
libraries and browse the internet. They realiseat their old system of “copy and paste”
should be abandoned. Widening their scope of ilegroutside the classroom now emerged

as a worthwhile goal in its own right.
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Extract 78

543 Student 24: S L gle ) (Six Ul (d dailly my 535 oade Gl gl) (a0 5 dxilas 4l all

544: dew G S oS L

545 [the study is useful and interested at the séme it is useful indeed that is to say
546.  for me before () | don’t write () what | alwagl® was] Copyieas (pmy Séy 4w (S

547: L s la ) aglll oa 63 S saic IS e Gl ing oS dala cuill (i | 1 ey e slea i) i) U )
548 aad Sl

549 [but now I think then it encouraged me to go aadrch for information | read |

550  browse the net something like that | mean beffol@n’t have such attitude or such
551 thinking just marks and | was not very seriouaé¢ademia]

C. Students’ Assessment of the Intervention

Unsurprisingly, students’ assessments at the entheofintervention were positive. Some
compared the teaching strategies used in the eriéion with their experience at secondary
school concluding that composition in secondarystivas useless because it did not give
them the opportunity to think and write freely treit own, as seen in Extract 79.

Extract 79

382: Student 23;[.....

389: taught () you the important thing you needk®d ) but in my opinion this () |

390: mean | should be allowed to investigate oromg the thing | am learning ()

391: study it and explore what is there () thitiga | feel not true () what | need to

392: add like that () but in the school the impattthing is you give back what you

393:  were given]

394: Student 22: OK: in addition to my colleagugssah when we was in Secondary

395:  School () this way make us no advantages tth = o« 5l L 63 3l jua Liedi 4xalal) L Las
396:when we came to the university frankly teachemegretted ] he give you

397: something () and you just copyd¥[because] we are lazy students in Sudan ().....

403: Student 21: | think it seem to me uh the v th Secondary school () experience
404: s really very uh uhpiis siay sl Galll | 5050 La il A8 gl aclis ing

405: [I mean what exacerbate the situation waswkavere not trained how to search
406: for information] to research something {[but] | see in this way in this

407. strategy () | see it is important it is rgathportant to make = to make
408: somebody uh to create and and go uh to résedormation () but for example....

D. Changes in Students’ Ways of Thinking

As expected, students indicated that the intergantiot only improved their reading and
writing, but also their thinking. They felt thatethvays they used to think had changed, as in
Extract 80, lines 678 and 679. A reason could bettiey were offered opportunities to think

and judge things by themselves, and therefore tesgonsibility for their learning. They
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were involved in learning activities in the clafiseir views and contributions were valued.
This was a new experience for them. Consequetky,student claimed that the intervention
helped him to organise his thinking and plan priypfar whatever he read or wrote; as in
lines 131 to 134. This was acknowledged by moshern.

Extract 80

131: Student 16: uh | think this this type of leagn( ) and what is addition to me in this
132: parts () of the lesson is organising thigkamd critical thinking () planning
133:  what you write and what you read = what yoitenwhat you read so:: that is a
134:  big addition to me () uh it is very good andig addition to:: | think that

678: Student 16: the course in fact uh uh changevrite not = not just write and read ()

679: it change the way I think thinking about duiyg () it very nice () very good

This claim is supported by the level of abstractaserved in their post- and delayed written
work, as in Extract 81 taken from one student’'spest text beseeching people to not bother
so much about their ethnicity. For her, they albhg to one nation, living under the shadow
of the same sky and drinking from the same soufagater that is the Nile. This is a very
imaginative way of describing how both the Southd athe North of Sudan are
interdependent, bound together by strong forcesatiire that should not be dismantled by
humankind.

Extract 81
“We all have to remember and think a lot about prst topic, its that before we being Arab
or African, we are Sudanese. Belong to the samatoguo the same land, drink from the
same water, and have that nice deep brown sky whadms the race and the colour have no
place between us, we have to realize that it ismaoe than a foreign planet has grown in our
unity heart to break, what we have all be awaraitibo

Another student looked into the social implicatiarfsthe separation between North and
South and its effects on mixed marriage couples tuedfuture of their children. She
wondered about the confusion the children and @haly would feel if asked to which land
they belonged:

“...if you live in all your age in north or soutiméthey asked you where is your land
what this people are going to say. If there is sdpm and the parents are from
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different regions what is the future of their mage and the children. How can they
be separated from their wives and children betveeerth, east and west?”
Extending the liberty to choose where to belongttude young children who are supposed
to follow their parents’ decisions, is an eloquant abstract way of conceiving individual

liberty as transcending that of the family, espiécia a conservative society like Sudan.

E. Duration of the Intervention

Students found the intervention interesting andcaied that if it were made longer, they
would benefit even more; see Extract 82.

Extract 82

119: Student 17: ...

125:  writing we got it here in a wider way ( Jstactually () | enjoyed it () it is the best
126: and | have still having a problems () btitd time of this course is very short () if
127: it was to be extended | hope somebody wililbe () will learn a lot () but the
128: period of course is very short cannot doalhthese things in this time () so: that |
129: have seen good by the way very nice

4.2.9 Poor Exposure, Not a Lack of Critical Thinkirg

The study found, as expected, that the studentsr perceptions of critical thinking
exhibited at the beginning of the intervention dineir low performance during the pre-test
was not due to a lack of critical thinking ability.stead, it was a direct consequence of the
educational emphasis on rote learning. Studentagélres thought that the problem was not
because they could not analyse, judge and critigieemation, but that they were never
asked to do so; see Extract 83. The expectation thd was to memorise and regurgitate
knowledge given at school; therefore critical eregagnt with material was not valued and
rewarded. However, when they were exposed to afitiinking skills, changes occurred in
both their perceptions and expectations. This tedulin marked improvements in

argumentative writing skills evidenced in their paand delayed test results, demonstrating
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that critical thinking skills could be taught atetlpost-secondary school level. Such a
conclusion contradicts Atkinson’s (1997) claim thkatical thinking is hard or impossible to
teach at post-secondary level in ESL contexts.

Extract 83

700: Student 12585 sil @lia | gallay Slaal iy il Glil elia | g5 5lkay Lo (S) iy La 4l Lo il Lasda L

701: 4 S o3 ¢ gaingall Ul (e b Le dala ol iy 535 guin sall gl iy (4 e (5 g sainsall (s
702: [NO () of course it is not that you cannot agd/¢u can do that () but you

703  are not required to add your opinion () | mean gre only required to write

704 exactly the same issue as was given () | megavifare given a topic you write it

705 () I mean if you are given a topic do not déwiom it () you must write within

706 it] composition

In conclusion, both quantitative and qualitativedings suggest that there were marked
improvement in students’ perceptions, critical kg and argumentative writing ability

after the intervention.
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Chapter Five

Discussion

Introduction

Chapter four illustrated the findings obtained e tstudy and their significance, and this
chapter discusses them in relation to the liteeatur the field. It examines the social
dimension of critical thinking, students’ engageini@nclass, and other classroom strategies
used such as group discussion, collaboration, @daify and reflection writingfollowed by

an explanation of the implications.

5.1 The Social Dimension of Critical Thinking

The findings in this study support Stapleton’s (R0OR002) conclusions that what is widely
perceived as L2 students’ inability to handle caltithinking courses, particularly those from
cultural backgrounds where social conformity is amaged, should not be construed as
cognitive deficiency but instead results from thawfamiliarity with the course content. It is

believed that various communities have differentceptions of what constitutes critical

thinking and creativity (Stapleton, 2001; Tin, Memand Ragawanti, 2010). In fact, one of
the most important contributions of Atkinson’s (¥9%ontroversial arguments concerning
the critical thinking debate, according to Gievé®98), was his emphasis on the social
dimension. As Stapleton (2001) alluded to, the etgimns, values and beliefs of

communities or even institutions have a direct ingaon their members in shaping precepts
and convictions. For example, one expectation hiaat been inculcated and nurtured in the

participants in this study throughout their edumatiwas that rote learning and the
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memorisation of facts is the best way to learn. €dacation systems which shaped their
perceptions, therefore, reward students who ftitfit expectation by offering them high

marks and promotion from one learning stage tonthd. As a result, it became one of their
firm convictions, part of their ideology, and a pgierooted belief concerning what good

learning should be. It would be unrealistic, givamch a background, to expect them to
embrace a different system willingly and with eas®stead, attempts to change such
entrenched convictions can face fierce resistamceraluctance which could take various

forms, including the inability to manage the tagkfiand.

This is what occurred in the study. The particisadid not only perform poorly at the

beginning of the intervention, but also resiste@ tiew teaching strategy. An extreme

example of this resistance appeared when one ofttigents left the study after the first

lesson, citing the difficulty and the vaguenesshef teaching method as a reason. This view
was shared by many at the beginning of the stuslyyas learnt later during the post focus
interviews. Though the challenging nature of thev meethod is undeniable, it is assumed
from his first reaction to the tasks that the régatof and resistance to what he may have
perceived as an imposed teaching method was the meason for his withdrawal. This

assumption is reinforced by his bitter complainisirty the lesson when participants were
asked to accomplish the tasks collaboratively iralsgroups. He insisted that the teacher
should explain the lesson thoroughly before reggithem to do the tasks. The analogies and
examples performed were not enough for him. A teackentred class was what he was
accustomed to and, therefore, changing the clagsaistudent-centred setting in which they
had to take an active role in the learning procggseared to him to be an unbearable

challenge. This situation could be related to tbsitppn of L2 students who are faced with a
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sudden change for the first time when they leaed thome countries to study abroad in a

new environment with education demands completélgrént from what they are used to.

This interpretation is in line with Benesch’s (199®gument that what is considered as an L2
inability to manage critical thinking issues colle in essence a resistance to the imposition
of particular patterns of thoughts contrary to thtisey are familiar with. She distinguished
between normal choices and ideological choicedlesiging her opponents to stop accusing
others of a lack of critical thinking skills anahstead, encouraging them to look objectively
at how far their perceptions and beliefs aboutligarand learning are influenced by their
ideological convictions. Benesch summarised theblpra simply as a conflict between
students’ own beliefs on what good learning is, ahare greatly influenced by their
education backgrounds, and the new education desr@ndrary to these beliefs imposed by
the new system. Therefore, the confusion thattu@ents experience at the beginning can be
interpreted in terms of contradictions between atdi new systems. However, once this
conflict is resolved, any resulting change in dtuence on the old perceptions and beliefs
can consequently lead to improvements in performaas occurred in this study and has

been reported by others such as Stapleton (2002)20

Therefore, these findings suggest that not only catical thinking be taught, but L2
students’ critical thinking abilities can be impeakthrough instruction if there is a change in
their beliefs and convictions. Contrary to Atkinso(iL997) warning that ESL/EFL teachers
should avoid exposing their students to criticahking skills, Davidson (1998) encouraged
them to introduce their students to critical thinkiand to prepare them for what he called the

“world outside their communities” or, to put it gdontemporary jargon, the “demands of the
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21% century”. This is because, as he argued, mangeady for and in enormous need of this,

a position strongly supported by the findings a$ gtudy.

5.2 The Link Between Ciritical Thinking and Cultural Values

Relevant to the argument above is the extent tahwhritical thinking can be generalised
across subjects or whether it is domain specifietHérmore, it is unclear to what extent
reasoning and logical judgment are closely conmetidethe cultural and social values of a
certain community. This subject is a matter of eotibn between the Universalist and
Postmodernist schools of thought. Postmodernisisider the legitimacy of judgments to be
bounded by the perspective within which they arelendn other words, what is logical in
one specific context may not be so in another wiffe context (Resnick, 1987; McPeck,
1990). Resnick (1987), for example, states thatstiwal context in which critical thinking
occurs is an essential and crucial part of thekthg activity. This argument led McPeck
(1990) to suggest that, if critical thinking islte taught, it should be integrated into specific
disciplines. This may suggest that critical thirkis discipline-specific and similarly it could
imply that critical thinking is closely connected tultural values. This is in line with
McPeck’s position on the teaching of critical thim, as mentioned in chapter 2, where he
considers critical thinking to be too vague a caick is either subject-specific or a tacit part

of social structure and therefore cannot be taught.

Contrary to the Postmodernist position, Universalibelieve that, although sometimes
specialised knowledge is needed for reasoning,ssssnt, good judgment or logical
thinking transcend individual cultures or discigin(Ennis, 1998; Siegel, 1990, 1997). They

emphasise that, even though individuals make juagrfrem their social or perspectival
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knowledge, there are aspects of critical thinkingiolw are not related to specific subject-
matters or social contexts, but could be appliediterse situations. Therefore, they believe

critical thinking is a universal phenomenon extagdbeyond cultural boundaries.

This debate is reminiscent of the argument at #gwnning of chapter 2 as to whether or not
critical thinking can be taught. It also evokesssue still being widely discussed in the field
concerning whether critical thinking should be tatugs an independent subject or integral to
specific disciplines. A lengthy philosophical dission on these issues is beyond the scope
of the present study. However, although it is difft to give a definitive answer to the
guestion of whether or not critical thinking is twk-specific, the study generally supports

the Universalist position.

The findings in this study strongly suggest thatdents can transfer the skills acquired
during the intervention, for example in the assesd#nof reading strategies, arguing and
supporting a position with evidence, open-mindednies assessing opposing views and
assessing the credibility of sources of informatibhis clearly implies that reasoning can be
generalised. Students claimed that the interverdi@mnged their ways of thinking as well as
their previous learning habits, and helped therbdamore critical than before in whatever
they read or wrote. Moreover, if two raters frorffetent cultural backgrounds can agree on
the quality of written arguments, as occurred irs tstudy, this also suggests that some

aspects of critical thinking are generalisable.

In addition, one of the aims behind the inclusibmedlection writing in the study as a means
of strengthening students’ metacgniton and theeefbeir self-regulatory abilities was to

enable them to transfer skills gained in the irgation to other similar contexts. As reported
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in the findings, because of the skills gained dyiihe intervention, students were able to
look back and critique the way English was taughthieir schools as well as the education
system in the country in general. They also repoftaving gained confidence in their
debating skills, and were now able to participatdebates outside the class without fear. In
fact, without the assumption that skills gainedoime domain could be transferred to other
similar contexts, the outcome of this study woudddnbeen useless. In any learning context,
the intention is always to enable students to apgigit they have learned in school to other
similar contexts. Thus, acknowledgeing that somesiispecific knowledge may be required,
reasoning, good thinking and judgment transcendvithgal cultures and disciplines.
Individuals from the same cultural background maidtdiverse views on specific subjects,
but nevertheless a wider consensus can be obteorerning abstract concepts such as the
quality of a good novel or a written article. Siarly, even though individuals from diverse
cultural affiliations can differ in their method$ mdgment, common issues or values still
exist and are shared across cultures. Howeversshie cannot be simply concluded as such,
and more research is needed to further examinextieait to which critical thinking is closely

linked to cultural values.

5.3 The Importance of Addressing Students’ Linguist Needs

A fundamental issue highlighted in the findingsthe importance of continuous diagnosis
and the addressing of students’ linguistic needseir thinking and proficiency levels are to
be improved, particularly in contexts where Engisinot widely spoken as is the case in the
Sudan. One of the weaknesses of English teachsnggvealed in the data, was the teachers’
overemphasis on and prioritisation of examinatioosipared to other considerations such as

students’ ability to read, write or speak. The goaf English teaching and learning, as
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pursued by teachers and perceived by the studevdse to obtain high scores in
examinations. Therefore, the ability to analysderporet and respond intelligently and
intellectually to what they learned was not a ptyorSuccess and failure were seen only
through the lens of examinations. Students’ neaslsyas obvious in the data, were assumed
by the teachers and textbook designers (Oanh, 200&chers did not make any efforts to
examine and monitor the problems and the challesgetents faced. As students claimed,
teachers delivered lessons while sitting on chanmg did not bother about whether or not
they understood the contents or even whether thibgesat at the back of the class heard
what they said. As a consequence, they learnt gfw@axperience that even if they raised
genuine concerns, no one would listen to them.tl8opest strategy in such situations is to
keep silent and pretend to listen. Such a modeaufhing therefore discourages any form of
thinking and interaction in the classroom. Moregviérdoes not consider students as
important contributors and stakeholders in theniear processAs a result, students were
justified in describing English classes as boring anonotonous and that they did not see

any rationale for learning it.

However, the data showed that when some of thecypamts, who were initially thinking of

abandoning the study, felt that the interventiahtdickle their concerns, such as how to write
a paragraph in English, support a claim with evaggndentify reasons and viewpoints in a
passage, evaluate sources of information and ggnbmav to write an argumentative essay
in English, they took the study seriously and dediéventually to continue. This change of
mind was a consequence of their realisation thasehelements are crucial for their
university studies which were to begin soon in Efgl This realisation prompted some
comments during the post focus group interviewshsag “we used to think that English

comprised only of grammar, comprehension and suyintewever, what we did in the
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study did not resemble the English we had knownid Athe improvement we made in the
study is a great leap forward in our standards”‘@rmedical students this is the way we
should be taught”. Such comments reflect genuirefbethat the intervention addressed
their present and future needs. One of the advestad this realisation was that they
developed intrinsic motivation and therefore to@tgonal responsibility for their learning.
They also developed the kind of curiosity in whlelarning is no longer something merely
imposed on them but something they can take pledsyumaking it a lifelong pursuit. As
reported in the data, they began to visit libraaesl search the internet, and became more
enthusiastic about learning something new, derigngpyment from carrying out learning
activities without any external impetus. It coulel teeduced from the data that when learners

understand and appreciate what they are learningrgss can be achieved more easily.

While success in examinations is part and parc¢heflearning process in many ESL/EFL
contexts, it should not be seen as the sole gahbajective of education, as implied in the
data. Student needs should be assessed and tHeimnm@ce monitored and evaluated on a
regular basis. Through continuous diagnosis, ststgroblems can be identified and

resolved, and their needs and interests unveiledimgorporated into the classes. This is
what Oanh (2007) considered the secret behind tlveessful application of the EAP

programme in New Zealand compared to the VietnarBéd® programme. The same reason
is assumed in this study to be behind the remaekabprovement of the students’ results

during the post-test.

Kumaravdivelu (2006) drew ESL professionals’ ait@mtto a continuous shift in the field

from what he called a state of awareness to a sfaa@akening. He speculated that a future

190



challenge faced by ESL teachers in general andngrieachers in particular would be how
to discern the needs of their students and useproriate method that would incorporate
context, needs and aspirations. Citing Williams Buodden (1997), Zhang and Head (2010)
similarly remarked that “the greater the value tsiatdents attach to an activity, the more
highly motivated they will be both to engage innitially, and later to put sustained effort
into succeeding in the activity” (p.,6). These wdas clearly emphasise the importance of
incorporating learners’ needs into classroom aetwiif their interest in L2 learning is to be
aroused and their performance improved. Lack ofivatbn, as experienced by the
participants before this study, could partly beilagted to the negligence of their needs and
an overemphasis on grammar teaching and languagetwste which, as Bilton &
Sivasubramanian (2009) state, were neither motigatior edifying for them. Bilton and
Sivasubramanian argued that disregarding L2 stgtieaeds means disempowering them by
leaving them with no other alternative except rtgarning, which would never set into

motion their intellectual abilities.

5.4 L2 Students’ Engagement with Texts Should be Eouraged

Another obvious weakness which confirms the disemgsment mentioned above, and as
revealed in the data, is the overemphasis on tegdkills and techniques. A major concern
of teachers, as could be deduced from the partitspeeactions, was how they could master
both reading and writing skills. Bazerman (198(0)a&k (1988) and Leki (1993) warned

against a similar trend when reading and writing &ught separately. They argued that,
without reading, ESL writing classes would depentirely on expressive writing, as was

also seen in this study. Although they acknowledggetnportance, and agreed that it should
be encouraged at a certain stage of L2 learnirey, believed that this was not the kind of

writing required in most academic fields. This echuse reading, as a major source of new
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knowledge, is ignored. As a result, students areemcouraged to develop the ability to
select and integrate new knowledge with the knogdednd the information they already
possess; an ability described by Bereiter and @oaatia (1987) and Flower (1990) as

underlying the notion of knowledge transformation.

In addition, although the emphasis on expressivrding, according to Horowitz, (1986),
Spack (1988) and Leki (1993), promotes studentditylbo generate meanings and forms
and is therefore a good method for reflective wgtiit does not acknowledge the fact that
most writing in academic classes is conducted spoase to specific assignments or
prompts. Most of these academic writing tasks megstudents to at least present data
obtained through written sources and accordingkpii@t sets of instructions. Thus, students
rarely have any free choice of topics in their @nsity writing assignments. Therefore, as
Horowitz (1986) puts it, teaching students to wirttelligently on topics they do not care
about seems to be a more useful goal than haverg fick topics which are interesting to

them.

Finally, Kroll (1993) and Furneaux (1999) stateatthwhen the emphasis is on teaching
skills, students are not invited to genuinely erggagreal writing. They are only taught how
to practise correct grammar and rhetorical patteFhgey claimed that it is often erroneously
assumed in ESL classes that the important elenoénigiting that students should master
concern knowledge of how to write good introducsiptopic and supportive sentences and
good conclusions. Once they are equipped with suils they will be capable of producing
any type of text. Kroll (1993) says those teachiagding skills, also held similar beliefs
placing great emphasis on learning vocabulary aeatifying main ideas and supporting

details as well as the ability to recognise différeiscourse features. Knowledge of the
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features of language, according to her, is importaetause it makes both reading and
writing easier. However, she warned that, if trecteng of these skills is the goal rather than
the means to facilitate reading or writing, teash@treat to teaching techniques. Despite the
importance of teaching these skills, it does nafress the question of how to help L2

students to read and write effectively.

These arguments are relevant to the data obtamebei study. In both the reading and
writing classes reported in this study, studentsew®t engaged effectively in reading or
writing acts but were only practising particulandeng and writing techniques in order to
successfully pass their examinations. For examipleyriting classes, teachers provided
written introductions and conclusions and the stigleole was to write the body part which
they knew would not be assessed. In extreme césashers provided written models of
composition which they had to memorise and regatgiin the exams. Similarly, in reading
classes teachers concentrated merely on teacradggetechniques. The comments students
made about how they were trained to approach cdmepston exams included that, “if they
found a question, they should look for the lingaisue(s) in the text that matched the words
featured in the question. Once they found any eflitiguistic cues, they should write down
two or three lines before and after those word(g) the correct answer would be lying
somewhere there. Or if they found a question stgnvith ‘why’ they should look for the
word ‘why’ in the text. Once they found it, theyosid write down, starting from the
sentence that follows it, up to the end of the giajgh”. Such comments reveal much about
the narrow objectives pursued in teaching readBeaygly, they also reflect the fact that
comprehension and proper engagement with the rgaxaterial is not a central aim. In fact,
the responsibility for locating the correct answas,implied in these comments, seems to

have shifted to the rater instead of the studend winites the right answer precisely to
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convince the rater of his/her understanding oftéxt. The main target through the teaching
of such techniques, as deduced from such practi€esyt student understanding but how

they could spot the correct answer.

This poor engagement with texts cannot lead to \Beaeiter and Scardamalia (1987) and
Flower (1990) referred to as the transformatiorkmmdwledge into the students’ own world
and consequently the creation of their own voit&sre importantly, it cannot assist them in
building a solid background or schemata that theyld refer to as their working memory
when faced with new learning tasks. This is becalisaype of thinking which should have
provided the threads and linkage of ideas is nfgcg¥ely mobilised and activated. Such
poor activation of students’ thinking would discage their ability to transfer, coordinate and
synthesise several cognitive processes, as iss@gaeshen integrating information obtained
from various sources. It would also hamper thellitglio develop effective personal reading
and writing strategies that could enable them tnidy relevant information in texts and
reconstruct this information in a logical and cargrmanner in their writing so that they
become competent and flexible readers and writBmsrierman, 1997; Wolfe, Britt &
Butler, 2009). This may help explain the studergsor English reading, writing and
background knowledge despite seven years learhentahguage. The ability to comprehend,
evaluate and construct arguments and engage inatrieading and writing is not only
required in academia but also in many workpladeshauld, therefore, be one of the focuses

of ESL teaching (Ackerman, 1993; Wolfe, Britt & Bar;, 2009).

The arguments of Leki (1993) and Kroll (1993) shionbt be construed as a call to abandon
the teaching of language features since, as thely sach skills or techniques facilitate

reading and writing. In fact, it would be a mistailkethe importance of these language
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features was ignored. The poor grammatical knovdegighibited by the participants in the
study was a clear indication that the explicit teag of grammar is essential. The lack of
such skills can impede L2 progress and competenceaiding and writing. Nevertheless, the
main issue is that ESL students’ competency in iEhghould not be seen as residing solely
in mastery of these skills, as was found in thislgt Such an emphasis would only inculcate
in students the habits of reading for informatietrieval, and consequently they would miss
many of the ideas implied in the texts (Kirby, ditsn Cobine, 1995; Silva, 1993; Rivas,
1999). Too much concentration on teaching skils,egident in this study, could prevent
students from getting involved in other aspectditefacy such as meaning construction,

competency and flexibility in dealing with textsr@saders and writers (Zimmerman, 1997).

A paradox apparent from the present study and tegpdsy many ESL researchers is that
although the emphasis in ESL classes is often achteg grammar, L2 students usually
exhibit poor grammatical knowledge in their writifdamel, 1985; Miller, 1996; Kubota,
1998). This is acknowledged even by many advanc&dgdeakers. One of the reasons for
this, as widely reported and seen in this studyhes negligence of the interactive role of
language in reading, writing or speaking which doprovide L2 students with diverse
examples of how grammatical items are used. The ob meaning construction and the
interactive nature of language are often ignored8L learning contexts. Eventually this
leads to low proficiency, depriving students of #dality to react, transform, and employ
their relevant background information when readorgwriting, as reported in the data.
Seedhouse (2004) drew attention to the lack ofespondence between the forms practised
in the L2 classroom and those in real-world commation outside. Recognising the
importance of students’ personal creation of meanamd their contributions in the

classrooms, he claimed that a simultaneous dualsfan form-and-accuracy (language
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structure) together with meaning-and-fluency (megntonstruction) could avoid focusing
on only one of them. Although he doubted the peality of such a dual focus in a single
lesson, it seems from the present research tigpdassible to implement. In fact, with slight
adjustments, approaches such as the integratichitgpof reading and writing can offer a

simultaneous focus on both form and meaning.

5.5 L2 Students Should be Exposed to Various Genres
The arguments of Bazerman (1980), Horowitz (198&)ack (1988) and Leki (1993)

described above also do not contradict the teaablirexpressive writing. This type of genre
is important, as those authors explained and asasiynconcluded in this study. As Bilton
and Sivasubramanian (2009) indicated, it promotedents’ capacity for critical reading.
Through reconstruction processes, students cate ritla information they read to their own
emotions, beliefs and thoughts. However, as evidetite study, university students need to
be exposed to various genres and different formradfng, especially academic writing. As
Badgeret al. (2000) emphasised, language is a resource for ngakieaning in social
situations, and that is why writing has to vary ading to context and the goals to be
achieved. If L2 students need to master writingytimust have not only knowledge about the
language, but also knowledge of the contexts irchviti takes place as well as the ability to
use it. This suggests that concentration on tegcbine genre at the expense of others may
erode the main principle of language use as a mgamiking tool for the achievement of
various purposes in different situations. Therefdres vital that L2 students should possess
knowledge of how and when to use a certain gertreeif are to function successfully in their
future careers. As found in this study, this meesags often missing and teachers were not
keen to raise students’ awareness of it. The kindriting skills students possessed did not

promote the role of writing as a means of knowledgsemination and reconstruction. It
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only circled around the students’ own selves amtirdit equip them with the ability to use
writing as a tool for knowledge reintegration. idttherefore crucial that L2 students should
be exposed to different forms of writing, eitherailngh direct teaching or indirectly through
the integrative teaching of reading and writingaggplied in the study. This may give them
insight into the actual use of both reading andimgiin academia as sources of knowledge

gathering and reconstruction.

The data showed that at the beginning of the ietgion students were unable to produce
argumentative writing. Considering carefully themiting backgrounds, it was clear that they
had never engaged in genuine writing where theytbackeate and craft original texts of
their own. Many of them had no understanding ofcembs of multi-drafts, proofreading or
audiences in writing, even in the Arabic languagke writing experience they had was
connected to school work and was mainly gearedridsvexams. In fact, many of them had
no idea of the possibility of writing an argumentatessay before the intervention in either
Arabic or English. Therefore, their poor performarould be explained in the light of what
Wolfe, Britt and Butler (2009) described as the&klatan argument-writing schema. Here L2
students’ inability to produce argumentative wagtitexts could be a result of what these
authors called a “deficit argument schema” that enaddifficult for them to create the
essential sub-goals related to the genre. Grouritieig work in Flower and Hayes’ (1981)
concept of cognitive representation, they claintet if a writer has a limited background in
argument writing, which is only familiar with a ol supported by a single reason, he/she
would not be able to produce other related elemeingsguments such as backing up reasons
with evidence and counter-argument. This is bec#usg lack any background knowledge
(schema) of those elements. According to them,dpies to reading too (Britt & Larson,
2003; Britt, Kurby, Dandtkar & Wolfe, 2008; Wolfe Britt, 2008). This argument brings to
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the forefront the importance of prior knowledge, discussed in the literature review in
chapter two, as a facilitator of both reading andtimg acts. It also further stresses the
importance of gearing teaching towards empoweri@gstudents with what Bereiter and
Scardamalia (1987) called an information transfaiomaability. As understood here, this is
the ability which enables learners to transfer amdrnalise knowledge acquired into their
own zones and therefore build a schema that theyreter to when dealing with new
learning tasks. Poor background knowledge, as wmsdi earlier, can inhibit students’

ability to become flexible readers and writers.

Based on the above arguments, the improvement wbadurred in the participants’
argumentative writing could therefore be attributedtheir exposure to closed reading
strategies and how to apply these in their writfRgul & Elder, 2006; 2007). They were
exposed to argumentative reading models in which eéement of argument in writing was
taught separately and in-depth. They took the timmapply and practise these elements in
writing in an attempt to bolster their argumentatschemata. However, the study period
was short enough to enable them to fully masteithal elements related to argument in
writing and therefore to produce what Wolfe andttB{2008) called quality argumentative
writing. The weaknesses found, such as the lackefelaboration of ideas, generation of
counter-arguments, and limited use of appeals,dcbelinterpreted in the light of the same

premises of schema deficiency mentioned above.

Quality in argumentative writing, according to Waléand Britt (2008), improves when an
argument avoids what they termed as ‘myside biHséy defined this bias as the writer’s
failure to consider opposite views or positiongheir argument. From the analysis of the

students’ writing at post-test, although overalifpemance improved remarkably, the data
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still showed poor generation of counter-argumemtheir writing. Appling Wolfe and Britt’s
(2008) argument, it could be said that studentadeved in producing what may be regarded
as good argumentative writing. The inclusion of @ew-arguments in argumentative essays
is seen as a way of acknowledging the other sieiss. In producing a counter-argument,
the writer presents the opposite view and then tavaats it by producing a strong argument
against it. This increases not only the strengthher quality of the argument but also its
coherence. In addition, it leads to favourable espions among readers about the author.
Moreover, dismissing information about the otheleswithout providing reasons for this
leads to more negative impressions of the authaiféAand Britt (2008) also suggested that
both claims and reasons activate knowledge, a##tudbeliefs and values, suggesting a
correlation between an argument and persuasiveaeggw which has been supported by

this study.

Three reasons were identified for myside bias.tllgirshe writer fails to fully evoke an
argumentation schema that considers both the pesdénd negative sides of an issue.
Secondly, the writer reads diverse views aboutsand but chooses to concentrate only on
the views that support his/her side of the argunténglly, the writer provides evidence of a
fact—-based argumentation schema, viewing the angusimply as a matter of presenting
facts. Unfortunately, all three reasons seem tdyappthe participants’ texts produced at the
end of the study. As Wolfe and Britt (2008) empbkadj good argumentative essays often
address other-side views. Poor argumentative sritegrefore frequently exclude other-side
viewpoints in their essays (Wolfe & Britt, 2005)hi$ phenomenon was in fact observed in
the students’ written essays. One probable re&soheir poor generation of counter-
arguments compared to the other elements is tgiciignitively demanding and requires a

highly sophisticated command of language. Bearmgnind the students’ poor levels of
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proficiency, generating counterarguments would taleen considerable time in both reading
and practice in argumentative writing. In addititdmeir lack of background knowledge in the
production of this type of writing, even in Arabicpuld be another possible reason, as

Wolfe, Britt and Butler (2009) mentioned.

5.6 Group and Classroom Discussions

The improvement in participants’ writing, readiriginking and spoken English reported in
the data would have not been possible if effedtdaehing strategies were not applied. The
first of these strategies was group and overafisctiiscussions. Any kind of discussion in an
ESL classroom is a valuable learning tool (Dev&@00). However, it was difficult at the
beginning of the study to persuade the studentpaicipate actively in small group
discussions. Feeling less confident about their liEmg proficiency, they mostly
communicated in Arabic and shifted to English omythe presence of the teacher. They
were very shy and lacking in confidence. Some eeported that they had never spoken in

English before.

There are several logical explanations for thabihty or unwillingness to speak in English.
Besides the poor teaching reported in their Englilsisses, the models of dialogues and
conversations they had were frequently unrealesi did not really reflect authentic English
as spoken in the real world, as Seedhouse (200djioned. Such dialogues did not contain
learning activities that could encourage studeatartalyse the language used in terms of
sociocultural context (McConachy, 2009). Studeritsrowasted a lot of their valuable time
memorising and rehearsing phrases. This neitheriggd motivation nor assisted them in

conducting genuine conversations. In addition, heeg tight control of classroom
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procedures, as was evident in the data, denied tgportunities to interact and express
themselves freely in English (Xie, 2010). It isgeaable to conclude that students who are
kept passive and reticent in classes, with les®ppity to practise their language abilities
in or outside the classroom, cannot be expectedake tangible progress (Zhang & Head,
2010). Therefore asking them to discuss topicsriglieh was at the beginning a frustrating

experience for many of them.

However, small group discussions proved to be aessful strategy in encouraging them to
speak and therefore improve their speaking skitlsvas amazing to see the amount of
language they produced at the end of the studfad small group discussions immersed
them in negotiations and genuine dialogues in whicby were not rehearsing and
memorising phrases but talking, arguing, makingntdaand decisions, and managing their
conflicts and disagreements within groups. Englists used in the class as it is used in the
real world. All the group discussions proceededwib interference from the teacher, which
encouraged the quiet students to participate dgtiidne students felt free to discuss and
express their thoughts. In addition, the topicxuksed were found to be interesting and
enabled lively participation, the expression ofripns and agreement and disagreement,
which therefore kept the group focused on the taSksup discussions therefore provided a
secure environment for the students to talk andotry new ways of interacting and risk
taking. As such, they could practise speaking iess constrained way than in the typical
English classrooms they were familiar with. Diséasswas introduced into nearly every
activity of the programme and every task conducsedthat speaking and thinking were
integrated. It could be said that the successefthall group discussions lay in the fact that
students were provided with a conducive environmintget involved in meaningful

interactions where they verbalised their thoughtselation to the task at hand, discussed
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complex issues and related them to their own egpees, with less control exercised by the
teacher over either the direction of the discussmnthe themes (Xie, 2010). The
improvements recorded in spoken English at the @nthis study were not therefore a
surprise. Verbal communication needs to be givaiesn ESL classes. As seen in the study,
although students may have a chance to engageadinge writing or even listening in their

leisure time, opportunities may not exist for spegk

5.7 Collaboration

The second teaching strategy used, which was gloskdted to group and class discussions,
was collaborative class work. Collaboration in drifedrning groups is replete with benefits
(Crossman & Kite, 2007). Compared with working @&pmvorking with others towards a
common goal yields better achievement and greabelugtivity. It promotes the exploration
of ideas among multiple participants who offer nmldt perspectives (Bedrova & Leong,
1996). Like discussion, it enabled the participdatpractise questioning and defending their
views about why this or that should be done in trighat way, thus modelling their own
thinking processes. It was evident in the studyt thacialisation, encouraged through
collaboration, enabled the students to participataore complex learning as compared with
working independently which they were used to (Mggy, 1978; DelliCarpini, 2009). This
is what Shayer (2002) referred to as the collecB®® which is only optimised when a

group of learners accomplish learning tasks interaly in collaborative groups.

The collaboration in the study provided a realjstignamic, and relatively safe environment
for students to share and defend their views, guresithers’ thoughts, and improve their

communication processes and products. Therefongdtnot surprising that they commented
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that sharing ideas in collaborative task accompiesht allowed them to learn more from
each other. Providing students with the opportundyengage collaboratively in task
achievement and thinking can help them to discdkerwealth of knowledge they have
which is unlikely to be accessed through any otheans. It can also enable them to realise
their potential, including what they may have deé@rieemselves incapable of doing while in
fact they could do it with a little encouragemerdni others. As mentioned in the data, the
learning tasks at the beginning of the interventiware found challenging; however,
collectively, they managed to deal with them. ESudents need to be offered various
learning activities, and afforded opportunities fmitical reflection in their journey to
discover their true potentials and capabilitiesei@rning the second language. This can also
increase their sense of responsibility towardsrtlegrning and heighten their motivation

(Zhang & Head, 2010).

5.8 Scaffolding as a Way of Diagnosing Students’ Bening Needs

The third strategy applied and proven to be sutgesss the scaffolding of lessons and
tasks. The scaffolding process created a bettgrorgphan the traditional method between
the teacher and learners whereby the former wase®t as repressive and authoritarian, as
was the case in their traditional classes, butfasibtator whose main objective was to assist
them in their learning processes (Thompson, 2000}urn, this relationship enabled the
teacher to better diagnose and understand thettsnd@® successfully scaffold students’
learning, the teacher should know the learners'wkedge needs for the task in order to
provide appropriate feedback (Wood, Burner & R0%876; Thompson, 2009). This
knowledge helps the teacher to give the right do$ésmowledge at the right time; the more

the learner fails to grasp what's necessary, theerhelp is given, and the more the learners
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understand the task the more latitude is given laid is reduced or completely withheld

(Thompson, 2009).

Puntambeker and Hubscher (2005) described threerésaof the scaffolding of students’
writing conference which are similar to the wayas applied in the study. The first of these
features is what they described as inter-subjégtiwhereby there is collaboration between
the teacher and learner. Both share knowledgerantesponsibility for task completion. The
role of the teacher is to offer guidance and tal e learners to successfully understand the
task. This stage represented the discovery stageeipresent study, where both the teacher
and the students jointly defined the tasks and waarklosely so that knowledge was
transmitted through their active participation froine teacher (the expert) to them (the less
expert). In this sense the discovery stage diffeéredh both modelling and traditional
classroom practice in that students were not gaverodel to follow or direct instructions on
what to do, but we worked together through graditages such as using analogies and
guestioning to help them stretch their knowledgse/obe their current understanding
(Poehner, 2009). In Vygotskian terms, the teacherg was not directed at what the students
knew and were capable of doing, but using theirkamund knowledge through their
collective contributions and my mediation to optilpeguide them towards the targeted
knowledge. Despite my expertise, the display of smy of superiority was avoided. Instead,
the collaborative work with them acknowledged thepartance of their input into the
learning situation. On their part, although awaife noy expertise, they accepted my
facilitating role as a guide whose help was soughén needed. This shadow role of the
teacher plus the nature of the tasks encouraged thglay an active role in the class rather
than being passive listeners waiting for instrutsi@and feedback (Hogan & Presley, 1997,

Puntambeker & Hubscher, 2005).
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The second feature is the teacher’'s ongoing diagnafsthe students’ current level of
understanding, or what Thompson (2009) called dogniscaffolding. Here the teacher
provides support while at the same time contingseonitor students’ progress during their
stages of task accomplishment to check how far laeye grasped the knowledge and what
challenges they still face. In the study, this vaabieved through class activities such as
small collaborative group discussions, groups sigargroup presentations and the overall
class discussions. In these stages, the teacheitonsoh student progress, occasionally
providing assistance and feedback when needed asay of consolidating their
understanding. It was during these stages thatnrdtion was gathered about the learners’
knowledge needs, their actual levels of knowledg®at appropriate assistance to offer and
when it should be stopped. Accordingly, the leagnisks were adjusted to suite their level

of English and to address any unforeseen probleatetmerged.

The scaffolding stages here took the shape of mootis dialogue and active interaction
between the students themselves on one side ahdthvétteacher on the other. Each issue
was discussed and re-discussed at various levealseganoved from one stage to the next.
This kept them motivated, stimulated and attentiveughout the classes despite the fact that
the lessons took longer. In fact, a major advantdgeaffolding is that it enables the teacher
to mediate and assess students’ performance atathe time (Poehner, 2009). As a result,
their performance could be monitored as a groupedisas individually, their needs could be
identified and appropriate assistance provideds Tielped them to change the negative
image they had about English, as reported in th&, daus providing a source of motivation

for their learning.
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As Thompson (2009) stated, scaffolding should mby tead to the completion of the task at
hand, but also to a wider generalisation of thewkadge and the processes gained to other
similar tasks. During the post focus group intemge students were critical of their
traditional English classes and the Sudan educaystem in general. They blamed the
teachers for the deterioration of their standar&mdglish, accusing them of being selfish and
caring only about their own reputations by beingrnsas successful when their students
scored high marks. Such success, they claimed, medsaccompanied by a proper

understanding of the knowledge taught.

The final feature is the gradual withdrawal of tert’'s (the teacher’s) assistance, or the
‘fading’ stage (Puntambeker & Hubscher, 2005; Thsomp 2009). Fading occurs when the
teacher feels that the students have understoodtribwledge targeted and that they can
carry out tasks successfully without his/her hélpe assumption is that students have
internalised the knowledge and are no longer idrée@ny external assistance. As described
in the methodology, help in this study was mostiier@d at the discovery stage and then
gradually withdrawn throughout subsequent stagés thwe reflection and homework stages
where no help was needed. The students were dhadinen the responsibility to direct
their own learning process and to choose and cegaieopriate learning strategies that best
suited their better achievement of their goals.Maslow’s (1943) terms, this is a self-
actualisation stage where other needs have beeevadhand the students were now
expected to be creative and independent knowledgstructers. Zimmerman (2001) refers

to this as the self-directive process or self-ratpd learning.

Holton and Clarke (2006) suggested that the seglilegion stage is achieved through

metacognition. The learner at this stage is abladaitor his/her own learning processes and
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strategies in achieving the learning goals. Heislable to diagnose himself/herself through
self-reflection processes, identifying weaknessed atrengths for better achievement.
Holton and Clark indicated that effective scaffalgli plays a substantial role in the
achievement of the metacognition stage, which teggprded as a bridge between social and
individual knowledge or, in Vygotiskian terms, etebthe learner to transfer knowledge
from the surface zone to the personal zone ancdeftrer transform information into
individual knowledge. This, as Thompson (2009) sdyslps the students to develop
confidence as writers and to commit themselveade thallenges and adapt various learning
strategies to achieve their learning goals. Tmgurn, develops and enhances their critical
thinking skills as a goal in itself and obligesithéo be actively engaged and cognitively
ready to learn. This may explain the improvementhi students’ performance towards the
end of the study as they became increasingly monsaious about their learning abilities

and needs and how to achieve their goals.

5.9 Close Reading and Writing Strategies

The fourth strategy was the teaching of strategges vital learning goal in its own right. The
study emphasised the importance of teaching reahdgwriting strategies that would help
students to read and write effectively. Reading amiting strategies were emphasised to
accelerate students’ learning ability and to ugentlas a substitute for their poor reading and
writing skills (McNamara, 2007; McNamara, CrossefeiicCarthy, 2010). McNamara and
his colleagues have argued that providing instomcéind practice in the use of strategies in
teaching contexts improves comprehension and cosapes for deficient skills. Instruction
in strategies therefore was regarded as an eféeatigans of learning, particularly for the

weak, less knowledgeable and less skilled studévitgyliano et al, 2005; O'Reilly &
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McNamara, 2007). One reason cited for this is thatuse of strategies can help increase
students’ working memory resources (McNamara & $@&f01). This, in turn, would help
them to develop, for example, their own writingastgies, thus scaffolding their writing
processes. This may also help them to enhancefiessication of their language if they are

less focused on processes associated with plarnhafiing and revising.

In fact, the rationale for integrating reading andting in the study was to enable learners to
gain insight into how good writers write and, thgbueading, to adopt some of the strategies
learned in their reading into their writing. Inghivay, strategies acquired for one skill can be
transferred to improve performance in the otheru(F&a Elder, 2006, 2007). Therefore,
emphasis was placed on various reading stratelgaswere aimed at improving students’
argumentative writing skills, such as how to idgnta viewpoint or reason, write a
conclusion, judge the credibility of a text and oyt argument with evidence. It was
hypothesised that identifying these strategieeading passages would help the students to
transfer them into their writing, thus, encouragthgm to read like competent writers and
write like experienced readers. The improvemenonded within the relatively short period
of the study could therefore be partly attributedthe successful adoption of reading

strategies into their argumentative writing.

Various theories have attempted to specify thereadli reading and writing integration. As
explained in section 2.5.2, Eisterhold (1990) sumged the alternatives in the L1 context
using three hypotheses: the directional model, nba-directional model and the bi-
directional model. It is difficult to make similatistinctions in the L2 context due to the
scarcity of research in this area. However, in #tigly, a directional model was used where

the use of reading to provide models and as agpoiard for writing proved to be successful.
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As noted from the data, the students did not reidelwduring their leisure time even in the
Arabic language. In fact there was nothing to enage them to read in English, bearing in

mind the poor teaching conditions reported in thad

The importance of reading as a source of vocabwlasy clear from the comments of many
of the students. For example, one claimed thatdtedtquired more vocabulary during the
intervention than he had learnt during his entiree years of high school. This clearly
shows the crucial role reading can play in L2 cetst@s a source of vocabulary, motivation
and knowledge. In fact, as was also evident in shisly, Brown (2009) suggested that an
effective way of improving L2 English proficiency through reading. Extensive reading, as
Brown argued, leads to considerable learning ga&insvriting, vocabulary, and overall
proficiency levels, while it also increases motiwat However, an important question is how
students can be encouraged to become avid read#sii L2. This question is part of what
the study has addressed by integrating readingvaitidg in L2 classes. Along similar lines,
Brown (2009) suggested that a more powerful wagnmouraging extensive L2 reading is to
directly provide activities that encourage studdotbegin reading in their classes and that
allow them to discuss their reading. Reading soarce of knowledge and it is absolutely
vital for L2 students to know how to learn from itheeading (Brown & Campione, 1990).
Integrating reading and writing in L2 classes caavige opportunities for discussion, a
meaningful space for interaction and meaning canstn, enrich their vocabulary and

improve their writing ability.

209



5.10 Students Need Opportunities to Think

The fifth strategy which was seen to be effectivéhie study was the provision of free space
for the students to think and sharpen their compatiun skills. From the analysis and
evaluation of the Sudanese education system inrglernteappears to resemble the situation
in Hong Kong described by Morrist al. (1996, cited in Mok, 2009) as the ‘three Ts
situation’: teacher-centred, test (exam)-centredd aextbook-centred. Teaching and
classroom learning are predominantly teacher-ledl qumantity-driven, which encourages
students only to adopt a superficial approach #onieg. Writing is taught with a primary
focus on grammar and language features. Develgudgents’ writing skills receives limited

attention and is not a learning priority for maegthers (Mok, 2009).

The data has further shown that students had vitlg $pace to think, ask questions or
contribute to classroom discourse. Classroom enmiemts do not facilitate inquiry, genuine
communication and reflection (Mok, 2009). This iscause teachers have unrestricted
control over class procedures. Lessons strictipdokheir predetermined plans, and there is
no chance for students to initiate discussion iigce, or take any form of active role in the
class. Interestingly, they were even punisheddf/tbxpressed their opinions and passed any
judgement that could be perceived as criticism batwas taught. Their role, as evident in
the data, was limited to offering correct answéet had to conform to the teachers’ agenda.
Would it not be a paradox to expect such studenémalyse and critique what they learnt? It
is hard to imagine that students could excel, batore and analytic in an environment where
they were merely following teachers’ instructiommcerning what to write and how. In the
writing classes described in the data, there waspace for students to engage in any serious

thinking, or compositional processes, as mentiaratier. The crucial question is where the
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problem lies. The answer is simple: in the systewh aot the students. As students stated
clearly, they do not lack critical thinking abiés, but the issue is that they are not required or
allowed to apply any reasoning to or judgementsaat they learn. Therefore, in such
classes, creativity and originality, as mentionedhe present findings, are not encouraged,
valued or needed. Students understood that and magpy to memorise and regurgitate

whatever they were taught.

Mayfield (2001) stressed that although good teaphimodels from the teachers could
enhance critical thinking development among stusjetiiey also need to be provided with
space to think. Bourdillon & Storey (2002) emphedishe need for students to be made
aware of what they are learning and why they ameniag it. Critical thinking, according to
them, consists of two equally important general apdcific aspects. In terms of learning
space, it is important for learning to be organigeduch a way as to intellectually engage
students in the acts of learning. In other words, students to engage in critical thinking
processes, they need space and time to think adiddern various critical attitudes featured
in the learning tasks. In terms of classroom teaghBourdillon and Storey asserted that the
literature has emphasised beyond any doubt thetek@ess of the use of teacher questions,
and the involvement of the students in genuineudision and reflection in contexts that
value inquiry and diversity, in engaging studemtsrieaningful critical thinking processes.
Teachers should therefore create for students eesfmaexplore and make sense of the

objects of their learning.

During the First Sudanese International Englishf@amce held in Khartoum in June 2009,
the presenters were mostly teachers. They consistdslamed students for poor

performance, accusing them of being careless amdtiey no effort to improve their
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standard of English, yet none questioned their teaching strategies and methods. Most of
them merely regurgitated information, and thesebleros have existed at least since the
present author was in high school decades ago. Mo affered any genuine practical

solutions. It was easier for them to point the éngt students, ignoring their own failures.
Teachers have a great role to play in improvingr tiieidents’ reading, writing and speaking
abilities. They need to reassess their teachinchadst and invent effective methods of
teaching that correspond to their students’ negis. is what Kumaravdivelu (2006) referred

to as an awakening state, where they should pantath to their students’ needs and
problems and choose suitable methods of maximidingr learning opportunities

accordingly. One of the important things they néedeconsider is providing space and
opportunities for their students to contribute &dome active stakeholders in their learning.
This study therefore maintains that providing spBwestudents to think is essential and it
should be considered as a strategy in itself. $tisdaeed space to think, negotiate and
express themselves freely. This was one of thedsstudents appreciated most in the
study. The improvement in their spoken Englishseged in the study could be a result of
the interactive space available in the class. These free to discuss and conduct activities
which were meaningful to them and, as a resulty tftgced themselves to speak the
language. Denying them such opportunities is taatarn to disempowering them and

depriving them of a chance to think and be creaitivéheir L2 and therefore of any real

chance for effective and tangible improvement.
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5.11 Classroom Strategies and the Improvements inti@&lents’

Thinking

The findings of the study indicate that all of tlassroom strategies discussed above played
a role in enhancing students’ creative and crittbalking skills. As evident from the data
and as argued above, the creation of a classro@moement which encouraged students to
think, become involved in discussions and collatreeawork and value inquiry and
reflection can improve students’ critical thinkipgocesses (Ebersole, 1993; Bourdillon &
Storey 2002). As illustrated above, the teachingtsgies used provided students with a
secure environment to express their views, to neagaments and counterarguments and to
manage their conflicts and disagreements. They atggaged in meaningful interactions
where they verbalised their thoughts in relatiothe tasks at hand and to relate them to their
own experiences. In addition, they were encourdgedflect on their learning processes and
discover their weaknesses and strengths. More iapity, they developed self-confidence,
took risks and tackled challenging tasks in thedrhing. All these aspects were crucial in the
development of the students’ critical thinking. Aslicated in the data, students felt that
these teaching strategies gave them the chanbetoand to learn from each other, and the
critical reading helped them to be more reflectivéheir reading and writing. Therefore, the
role of the classroom strategies used in this stadyprove students’ thinking should not be
underestimated. Although it seems clear that afitieading and argumentative writing
promoted the students’ ability to think, the classn strategies used also played a role in this
improvement. Although the teaching strategies gdstecontributed to the improvements
recorded, it was difficult to measure their effeaidependently of other factors such as

critical reading, as indicated in sections 3.13%hd 6.4. It was difficult to disentangle the
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influence of each variable in this study becausg there interrelated and interwoven in their

impact on students’ improvement.

5.12 Reflection Writing

The sixth strategy employed was to use reflectienaarelevant strategy in developing

students’ sense of self-assessment and appraigahdil (2003) emphasised that reflection

helps students to take responsibility for their dearning. He stated that, just as educators
feel it is essential for teachers to reflect onrteeccesses and failures, it is equally important
for students to reflect on their own performancs.eXplained in section 3.2.7 A, reflection

was introduced in the study to boost students=sgltilatory and metacognitive processes. It
was intended to engage them via reflective thinlkanghow they could distance themselves
from the activities they performed and explicitigntemplate their thinking processes. The
encouragement of such reflective thinking aimedheéfp them discover their strengths and
weaknesses and to make this process a fruitful odeth self-assessment and self-evaluation

in the future.

However, in the study students were unable to lieinei the reflection they practised. This

was not because the reflection itself failed, betduse they found it difficult to master and
understand how to practise it properly. To accétetiaeir understanding of the process, they
were offered training during the first two lesscarsd, at the end of every lesson, were
provided with questions to help them in their refrections. Though the questions were
meant to assist them in their reflection, they é&dgrout to have distracted them from genuine
thinking. Instead of engaging them in sincere nmagadive thinking and the assessment of
their own performance, they merely answered thestgpes without any thorough and
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meticulous thinking. At the end, their reflectioms each task were almost always the same
even though they performed different tasks whictoiwed different thinking operations.
Attempts made after noticing the problem to imprdahéngs only resulted in minimal
changes in their attitudes towards the end of thdys Thus, reflection was turned into
another mechanical and superficial learning prqaessrary to what was originally meant as
a self-regulating process. Though providing sttslevith training is absolutely vital, it is
therefore concluded that they should not be pralidéh these sorts of questions in every
lesson. Or, if that is judged to be vital, the diogss should vary in nature from one lesson to
another. Of course this may be difficult if therress of the lessons are closely connected, as
was the case in this study. The provision of qoestion a regular basis as applied in this
study can distract students’ attention from refiection and meditation, so that they merely
answer the questions without any serious processetffappraisal. In addition, such
practices could work against the intention of thelg to encourage students to be creative
and independent thinkers. In order to place timglat the centre of reflection, they should
perhaps be afforded space to prioritise their needgheir own. They should be allowed to
decide which are the most important areas for themeflect on and how this should be

done.

Dewey (1933) identified three characteristics ofamegful reflection: open mindedness,
responsibility, and wholeheartedness. He describiection as an “active desire to listen to
more sides than one; to give heed to the facts fmvatever source they come; to give full
attention to alternative possibilities; and to mpuise the possibility of error even in the
beliefs that are dearest to us” (p. 29). Thoughay be doubted whether reflection per se, as
applied in this study, has enabled students toldpubese characteristics, the overall setting

of the study has in many ways assisted them toigcthese characteristics. This was evident
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in the data concerning the flexibility and open-dedness in their thinking that they
exhibited at the end of the intervention. They shdwespect for opponents’ views in
argument, appreciated taking time to think befoekimg decisions, and were more careful in
evaluating any piece of evidence they presentedeceived. In addition, they reported
changes in their thinking processes, such as in tmwlan, judge and consider other
alternatives to any plan they made. All these attarsstics are in line with Dewey’'s

description as indicative of critical thinking desgtions.

5.13 The Overall Achievement of the Research Aims

The study has successfully answered the researdtigns and tested the hypotheses stated
in section 3.1. In examining students’ attituded @erceptions about critical thinking and
writing skills before and after the interventiohgtstudy has found that they initially had
little knowledge of critical thinking as well as @owriting skills. Both improved markedly
after the intervention, as illustrated in sectidn®.1 and 4.2.2. Students learned during the
intervention how to write a paragraph in Englistd assess the logic and consistency of
information in their written texts and showed imggments in their verbal and written
argumentative abilities. These remarkable improvemen their reasoning and thinking as
well as in their writing ability was also evidemt their performance in the post and delayed
tests conducted at the end of the intervention.is Buggests that this objective was

successfully achieved.

As to whether or not the guided teaching of critreading improved students’ reasoning and
argumentative writing, the study recorded profoumgirovements in their reasoning and

logical thinking as reflected in their argumentatiwriting after the intervention. Their
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written work evident in the three tests indicatbdttthe experimental group performed far
better than the comparison group. The experimegrailip exhibited substantial gains in
vocabulary which, as they claimed, assisted themeading and writing. The guided reading
also improved their understanding of the relatigndietween reading and writing and the
cognitive strategies these operations share. Thpyeaiated new reading strategies such as
the identification of the author’s viewpoint in @xt, the provision of pieces of evidence in
support of claims, identifying and drawing conctus in texts, and assessing unstated
assumptions in a text. They considered learningettskills as valuable experiences gained

during the intervention.

The third research question concerned the rolatefaction in improving students’ thinking
and writing abilities. The study found that thessl@om procedures and activities offered
students the opportunity to think, argue and pigdie actively in the class, as opposed to
what they were used to. Students’ needs, challeages concerns were identified and
addressed. Teacher-student relations were friemdlgl, as a facilitator his help was sought
when needed, and therefore his presence did natidiastte them. This rich and supportive
classroom environment encouraged students who &ael spoken English before to speak
it. As a result, remarkable improvements in thpwken English were recorded even though
this was not an objective pursued in the studythAtend, the students recommended that this

was a better way for them to be taught.

As for the role of reflection in developing studgninetacognition, the study found that
students did not appreciate the reflection writifige reason, as mentioned in section 4.2.7
and discussed in section 5.12, was that althougi #ere offered training, the questions

provided at the end of each lesson were the sachéhanefore students failed to relate them
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to individual lessons. Instead of engaging themretrospection on the conscious and
unconscious strategies they applied in accomplishitass tasks, the questions only
encouraged regurgitation and mechanical reflectidssargued in section 5.12, the provision
of questions as applied in the study was lateisea@lto work against the studey’s intentions
to offer students the opportunity to decide onrtbgin which aspects of lessons they wanted
to reflect on and why. However, even though tHiecgon per se did not fully achieve what
was aimed for, the overall setting of the studyamgied in section 5.12, has in many ways
assisted students to develop self-regulatory &slitThey became more open-minded and
developed respect for views opposed to their owreyTalso demonstrated the ability to
assess and evaluate their performance and progmedstherefore their strengths and
weaknesses, which are considered in this studyetorbicial for individual progress. These

were among the aims intended to be achieved thrthegteflection sessions.

In evaluating the overall results obtained in gtisdy, it is difficult, as mentioned in section
3.1 and later in section 6.4, to isolate and meathe effect of each variable independently
of the others. So it cannot be claimed that ciliticenking was the sole factor responsible for
the outstanding performance of the experimentalgrd®ne possible complicating factor
which needs to be reckoned with is the noveltyatffthe Hawthorne effect). Even though
the participants in the groups undertook an intenginglish course together and were tested
on familiar topics, subjecting the experimentalugrdo special treatment while denying the
comparison group the same treatment could invdiie éffect. As argued in section 3.2.3
students are often aware in educational contexkeig tested. Also in section 3.3.7 while
exposing one group to a treatment and denying anagjoup the same treatment is a

common scientific research practice, the only wayexamine the role of the Hawthorne
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effect in studies such as this is to conduct mesearch, and, in particular, longitudinal

studies.

In conclusion, despite the possible existence abfa whose impact was not fully measured,
such as the Hawthorne effect and the independéntinte of each variable, it can still be

concluded that the study has satisfactorily ansavére research questions.

5.14 The Implications of the Study

The main premises on which the integration of negdind writing was based is that such a
combination would enable students to carry out iregdwriting, thinking, speaking and
listening simultaneously in one class. Since sttglaave little chance to practise their skills
outside school, such a combination was thoughttedpable of maximising their language
use in the classroom. It was also believed thatabmbination would expose them to
different kinds of intellectual work that would expd their thinking and reasoning abilities.
Although the study achieved good results, thereeveeme further implications which need
to be considered. One of these is that the metled vequires a lot of time for students to
think, read, discuss, reflect, and later write.sTbould be manageable at university level
where teaching sessions last two to three houraieder, it may be difficult to apply in high
school where lesson duration is fixed at forty-fivenutes or ninety minutes for double
periods such as is the case in Sudan. Teacherswghao apply the method in high school

need to be mindful about the time factor and detigir lessons accordingly.

Secondly, the method might be more suitable foraaded L2 students who have acquired

some reading and writing skills in English and haeohieved a certain level of language
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proficiency. Beginning learners may find it harddiscuss and share their ideas in English.
Teachers who would like to apply this method fogibeers may need to redesign their

lesson in such a way as to be compatible witheliel lof their students.

Finally, despite the improvements witnessed ineisl reading, writing and speaking skills,
they still exhibited poor grammatical knowledgeisTsuggests that teaching grammar is still
vital in ESL contexts. It would be a mistake tolame that through such a combination L2
students would spontaneously learn how to applyngratical rules consciously in either
their writing or speaking. Explicit teaching on tprage structure is needed and should be
incorporated into lesson design. This can be dathereby illustrating grammatical issues
that arise in the readings or through the sepdestehing of grammar in areas where the

teacher feels students are weak.
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Chapter Six

Conclusions

6.1 The Overall Significance of the Findings and Qwlusions

Chapter five has discussed the findings and thgivifscance. This chapter briefly discusses
the overall significance of the findings, followdy a summary of the conclusions of the

study, its limitations and suggestions for futugeearch.

6.2 The Significance of the Findings

The findings of this study represent a substactalribution to the ongoing debate which is
attempting to encourage ESL/EFL teachers to consideoducing thinking skills in their
classes. This study has managed to design a rohatitodology which successfully
integrated reading, writing and thinking activitiesone class. Through these activities, the
authentic use of L2 was encouraged in class iméethat any language is used in the real
world. ESL/EFL teaching in Sudan has for decadegoeated the compartmentalised
teaching of L2 as separate skills. Consequentlypymz? learners have approached and
perceived L2 learning as a mastery of these distiategories. As a result, many learners
encounter difficulties in integrating these funagsoand in using the L2 efficiently and
fluently in real communication. Although for teasbipurposes L2 can be divided into small
manageable parts, learners should be encouragewdkaoat the components as one entity.
This study has found no contradiction between thatinent of L2 as a whole language in
class, while at the same time concentrating orviddal features. As such, the findings can

contribute in furthering the global teaching of B2 a language without compromising
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attentiveness to its individual aspects. This mmteould encourage L2 teachers to avoid the
treatment of L2 as isolated skills and as a mebgestifor examination and to look at it as a

language first and then as a subject.

There is very little research on critical thinkisgills in the ESL context in general and
applied to writing skills in particular. For examplthe present researcher has found no
studies in Sudan tackling critical thinking skills writing; and the Ahfad University for
Women is the only learning institution in the caynvhich has introduced critical thinking
skills as a general course. This began in 2008isrgdill under development. This study
therefore is one of the very first to address aaltithinking as reflected in argumentative
writing among Sudanese students. The findings cdgdire professionals in the field to
conduct further studies to achieve a better undedétg of students’ writing needs given the
increasing contemporary challenges many of thene faclearning English as a global
language as well as a language of science anddkegjyn In addition, bearing in mind the
unique situation of the participants in this stuithg findings can add a new perspective to the

literature in the field.

Although there are studies of L1 argumentative peasuasive writing skills, this area has
received little attention in the L2 field. Most die thinking skills studies in L2 writing

contexts have investigated writing ability in gesdderms. Moreover, the emphasis in many
L2 writing classes is often on teaching descriptimarrative, and, to a less extents,
expository writing. Argumentative or persuasive ting seems to have been neglected.
Moreover, analytical skills and the ability to ajite and transform knowledge, though

considered essential, have not received wide cgeera the field. This study therefore is
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among the few pieces of research which exploreraeguative writing in L2 situation. The

findings should indeed be a valuable contributiomf@irther exploration of the area.

6.3 Summary and Conclusions

The study has explored how ESL students’ critibatking as well as their argumentative
writing ability could be improved through the coméd teaching of reading and writing in
the L2 classroom. Specifically, the study invedida four research questions and
hypotheses. Firstly, it explored the participanp&rceptions and attitudes about critical
thinking in general and in writing in particularfbee and after the intervention. Secondly, it
probed whether or not the guided teaching of @litieading can improve students’ reasoning
and argumentative/persuasive writing. Thirdly, #tedy explored the role of reflection in
enhancing students’ metacognition. Finally, appayisociocultural principles, the study
examined the role of discussions and interactiorsviged by class activities in the
improvement of students’ writing and thinking afbs. The main theoretical framework
which underpinned the study employs the sociocaillforinciples of mediation, collaboration

and scaffolding as advocated by Vygotsky.

The study found that the majority of participantedmo clear concept of critical thinking
skills before the intervention. Critical thinkings revealed in the data, is not treated as an
essential educational goal in the Sudan educatistes. The system explicitly or implicitly
encourages rote learning and the memorisation @s fas a suitable method for learning.
Teachers provided little or no opportunities fand&nts to interact, assimilate, appropriate
and develop personal experience with knowledgeineta As a result, they were not

encouraged to analyse, evaluate, critique, orledielally engage with information they
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learned. Learning, therefore, is not treated aseanimg-making process that values risk-
taking. However, these attitudes and perceptiond khanged markedly after the
intervention. At the end of the study, the partéeifs demonstrated clear awareness of the

concept, as was also reflected in their readingingr thinking and speaking skills.

The study revealed that the goal of English teagimnschools was not to develop students’
intellectual ability to use the language more éfftly and effectively, but only to obtain
good scores and to pass their examinations. Adslisuch as fluency, competency and
flexibility in dealing with texts as both readersidawriters were secondary and not
considered as a priority by many teachers. Engtisisses mainly focused on teaching
grammar and language features. As the participdetcribed, English is a neglected
language with few activities being undertaken sssks. As a result, students were often less

motivated and saw no reason to learn it.

Students’ attitudes towards writing before the wgation were mixed. Whilst some claimed
to enjoy writing, others reported that they distlkeé A further analysis of the data revealed
that they had poor writing skills. Many of them kad basic skills in paragraph writing in
English. Though they were given written tasks ghhschool, they were never taught what a
paragraph should contain in English. They also mego never having had regular
composition classes in high school in either Arali&nglish. Some even claimed that they
wrote compositions in English only during examioa. Most of the writing classes they
had involved guided composition where they werkegiprovided with points to write about
or with written models to memorise. Therefore, theyer engaged in cognitively demanding

writing where they had to craft and produce origieats of their own.
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As a result of their poor writing skills, the paifants were found to suffer from problems
with the generation of ideas and they lacked thidlssko judge logical flaws in and
discrepancies between ideas in their written tekitey were also found to have no idea of
the concepts of audiences, multi-drafts and preatiing even in the Arabic language. Most
of the writing they performed, in and out of schasls descriptive, narrative or expressive
writing that mostly dealt with personal issues. Hoer, their writing abilities improved
dramatically after the intervention. At the endtloé study, they had acquired and developed
a clear understanding of how to write a paragraplenglish. They also learned how to
judge the consistency of ideas in a text, how tantam its coherence and its logical
progression. In addition, they learned how to supploeir arguments with evidence in
writing and the importance of assessing the relesamd accuracy of information in a text.
More importantly, the data showed that they dewedogpome self-regulatory abilities where

they were able to judge their own performance asess their strengths and weaknesses.

The study suggested that the participants wereonlgt poor in writing but also in reading
skills. In the reading classes before the studgy thad not been encouraged to intellectually
engage with reading content but were only taughtaite reading techniques and skills to
tackle comprehension exams. Their poor readindsskik revealed in the study, were also
partly due to a focus in class on teaching gramanarlanguage structure. It was also found
that they did not read very much in their leisuneet However, during the intervention, they
were presented with many reading texts, which Beddheir vocabulary and improved their
reading ability. The use of reading as a modelwdting enabled them to improve their
abilities in both sets of skills. Moreover, the mpements in their reading and writing

provided them with new insights about the relatiopsbetween the two domains. They
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indicated, as a result, that both are cognitivelgted and that thinking and the negotiation of

meanings is a common thread between the two skills.

The study reported greater flexibility in partiaipsl thinking after the intervention. Before
the study, as revealed in the data, they were umawh the importance of presenting
evidence in argument to counteract an opponergisnaent. Most of their arguments, as they
said, were based on personal beliefs and convigtieithout necessarily presenting any
evidence. In a nutshell, they were rigid and legsneminded in accepting anything that
contradicted their beliefs and convictions. Howevalter the study, they showed some
lenience and acknowledged the importance of resgpapponents’ views as well as
backing up their own positions with logical eviden@hey mentioned various elements as
essential, such as giving themselves time to weighargument presented, evaluating
evidence provided, conducting research on issusslitked knowledge of, and pondering
over an argument before stating their views. Swedpanses reflect flexibility and open-
mindedness in the treatment of views opposed to tiven. The flexibility in their thinking
was also seen in their frequent use of signalliogds during the debate session. Terms such
as ‘I agree/disagree’, ‘I think’, ‘the way | seé, iand ‘in my opinion’ reflected open-
mindedness in giving oneself time to judge thindgigehtly before giving an opinion, which

is a characteristic of critical thinkers.

The classroom setting played a crucial role indtugly. In their traditional classes, teachers
had unrestricted control over classroom proceduris. student’s role was to listen while

teachers did the talking. Teachers had few meamssdssing students’ needs or difficulties
or to monitor their general progress in class. T@ssons students learnt, therefore, through

experience, was that even if they raised issu¢sedf own concern, teachers would not take
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them seriously. However, this situation changedinduthe intervention. Students were
involved in small collaborative group discussioasaluations, presentations, negotiations,
thinking, reading, writing, listening and plannirigven physically they did not remain seated
in one place but kept moving as the nature of éis& tequired. Learning, as a result, became
a social activity accomplished collaboratively mal groups. The tasks given in the class
centred on concepts which enabled students to sxpteeir views and share their
experiences. They engaged in thinking activitiesenghy they took ownership of their
learning without interference from the teacher. réfare, creativity and risk-taking became
part of their learning process. The teacher was ssea facilitator whose presence did not
intimidate them. They felt free to talk, move anghtibute actively in class. Learning
consequently became an activity that did not entthivischool premises but was a self-

motivating goal that extended outside it.

The study also recorded improvements in studeptsken English, although this was not an
aim in itself. This was seen as a consequence afynfactors among which are the
following. Firstly, students had ample opportursti® practice their English skills in the
class through interaction and groups discussiohsirTearning needs and difficulties were
monitored and addressed. The classroom environmasittherefore encouraging and made
them feel free to speak and take risks. Secondlylests felt involved and immersed in
learning activities, and consequently got involvedextended discourses which stretched
their language to the limit. Thirdly, classroomlabbration provided an ideal environment
for them to share their thoughts and experiences £fesult, they got involved in meaningful

activities which enabled them to use the languaggass as it is used in the real world.
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Students’ reaction to the study was positive. Tiesgnted the way they had previously been
taught English. They felt they had been denied dppdies to think, read, write and interact
effectively with the language. The study not omyproved their reading and writing, but
also their thinking. It helped them to organisdrttt@nking and made them plan properly for
whatever they read or write. It also offered theppartunities to think and judge things by
themselves and therefore they took responsibibtytheir own learning. Their views and
contributions during the study were respected atded. As a result, their previous negative
attitudes towards English changed. They developedter interest in learning it because

they understood and appreciated what they werédntaug

The study revealed that students did not apprethateeflection practices they engaged in,
which were aimed at strengthening their metacogmigind self-assessment ability. This was
because they had not mastered and understood howontuct proper reflection. The

guestions provided after each class session tetdksm in their retrospection were found to
have distracted them. As a result, they only engagesuperficial answering of the questions
without any serious self-appraisal of their thinkiand performance. These findings indicate
that it is important that students should be prediavith training on how to carry out proper
reflection. But it is cautioned that, if this isr=dered important, the questions provided

should vary in nature from one lesson to another.

The data suggested that students did not laclcarithinking abilities but were unfamiliar
with its requirements. The education they had xeszkidid not encourage critical thinking.
The expectation they had was merely to memorise ragdrgitate knowledge in exams.
Therefore critical engagement with learning matewias not valued and rewarded. However,

there were changes in their perceptions and expmtsawhen they were exposed to critical
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thinking skills. Marked improvement resulted in itheargumentative writing. This
demonstrated, as the study concluded, that criticaking skills could be improved through

instruction.

In conclusion, for L2 students to improve their Esig abilities, they need to engage in
reading, writing, talking and listening and to tise language in class as it is used in the real
world. Offering various classroom activities caopde a rich environment that allows them
to practice their language skills. In addition, exposes them to different skills
simultaneously, which can be more effective thae-by-one skill mastery. Through reading,
students may gain new vocabulary and various grdaioahaises as well as being exposed to
different intellectual works. Moreover, through timg, they would comprehend this
information properly, create their own voices ahdst expand their schemata. ESL students
need to be given opportunities to learn and thiakgd their needs to be revealed and

addressed.

6.4 Limitations and Suggestions for Future Research

The study suffered from certain limitations, amomlgich are the following. Firstly, even
though students showed overall improvements i theting ability, the texts they produced
still exhibited poor grammar and spelling which eewerlooked during the rating processes.
Students’ use of cohesive devices was poor, altindlig overall coherence of the texts was
clear. Secondly, the study has only investigateel ithfluence of reading on writing.
However, the influence of writing on reading was imyvestigated, though briefly referred to
in the literature. In addition, the study did nlebrioughly investigate students’ reading skills

even though these were reported to have improvieddly, the study’s duration was short.
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Thinking skills in argumentative writing is a coreglissue which takes time for its effects to
be realised, especially when taught in the L2 &iuna Therefore, future research needs to
consider conducting longitudinal studies for projpeestigation and to offer students enough

time to internalise the knowledge gained.

Finally, in addition to the above limitations, itag difficult in the study to identify which

factors contributed more or less to the improveménmiind in students’ thinking and writing

skills. The classroom strategies utilised, suclsmsall group discussions, the collaborative
accomplishment of tasks and students’ consciouscteins on their performance, can all
lead to improvements in students’ results. Equahe, novelty of the teaching method, the
brevity of the study period and the teacher’s esitem could also have contributed to the
success of the intervention. Therefore, it waBdiilt to disentangle these factors from each
others. However, as indicated in section 3.1, thention was not to examine which

individual factors played the greatest role but Hamthe combination of all these factors in a
real educational context could lead to improvemémtstudents’ performance. Sociocultural
theory does not consider one factor to be dire@ponsible for the development of high-
order thinking. Instead a combination of factorshksas meaningful social interaction, good
teaching directed towards improving the ZPD, amaper use of mediators and scaffolding
processes are all considered crucial in learningestts. However, the determination of the
extent of the Hawthorne effect influencing the tesbtained is an issue of some concern.
Although the present author is aware of its caatipreffect on the interpretation of the
results, it is clearly an issue that can be bedtled through longitudinal study. Yet some
indications, such as the level of students’ abstradn their writing, the changes witnessed

in their reading and writing, and the improvemantgheir verbal and written argumentative
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skills, all suggest that, besides other factoiicat thinking skills may have had a significant

role in their performance.

Overall, such potential limitations do not negatereduce the importance of the findings
obtained in this study. Such limitations only hight the fact that much work still lies ahead.
Future research, therefore, needs to investigatedmplexity of argumentative texts written
by L2 students and how the complexity of their Kmg may lead to the increasing
sophistication of the language produced. Moreostaidies need to look at how grammatical
items could be embedded in reading, writing andkihig activities, in order to address the
grammatical weaknesses reported in this study. Morportantly, research should be
conducted over longer periods in order to allow tlee proper investigation of students’

thinking and argumentation and how they adjushéodemands of L2 learning.
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Appendix 1: Consent Form

Consent Form (participant)

Project title:

Declaration of Consent

It is a university requirement that all respondegit® their formal consent to take part in any
research. For this reason could you please sigmatedthe declaration below.

Consent to the use of (name the instruments to be used)

| have read the statement provided for the abogeareh project and | have had the
opportunity to ask questions. | consent to pardtggn this research project. | understand that
all the data will be kept confidential and | wile anonymous in the research report. | also
know that the data gathered from this project wél used for the purposes stated in the
Participant Information Form.

| understand that participation is voluntary anat tvithdrawal from the project is possible at
any time without needing to give a reason.

Name of participant/parent: Signed: Date:

Name of researcher: Signed:___ Date:

One copy to the participant and oneto the researcher
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Appendix 2

Pre, post and Delayed test rubrics

There is speculation that Sudan in the year 201y spht into two states, when the southern
Sudanese will vote in a general referendum in whiaty will vote for either unity or
secession of the south from the north. Though fliwia opinion poll has ever been
conducted in the south on this matter, it is gdheassumed that a majority of southern
Sudanese will favour separation. Opinions are eéwjchowever, over which option is better
for the future of both sides and the region as @h8bme people from both the south and the
north think that separation is the only viable optileft to curb the endless hatred and
hostility between the two sides, which has beemgan for centuries. They claim that
despite the signing of the Comprehensive Peaceefgeat (CPA) in 2005 which at least
established an acceptable formula for the distidbubf wealth and power, still the tension
between the two sides is far from being abatedth@nother hand, those who oppose this
view think that the Sudanese should try to fincdbenmon ground of understanding in order
to keep the country united for the benefit of bsithes. They claim that after the signing of
the CPA, the two sides became more close to e&ehn thtan ever before. They conclude that
the tension which still exists is a natural resicafeyears of hatred and mistrust, and
according to them, it has declined tremendouslypamed to the years before the agreement.
As a Sudanese, given a chance to vote, say whiabnogou will choose, unity or separation,
and why. Support your argument with evidence. Whiriting for or against any of the
options, try to consider the following argumentrsi

Unity
1- Separation will lead to the emergence of a weaklandlocked state in the south.
Lack of a seaport will hamper its economic growtld &rading with other countries in
the region and the rest of the world.

2- Separation will not end the hostility between th® tsides; instead it will lead to
more bloodshed. Conflicts over issues such as baleimarcation and resources in
the border areas will ignite further conflicts beem the two sides. The issue of the
Abeyi area is a living example.

3- As a result of globalisation, countries are mowviogether to form bloc economies as
a way of strengthening their economies and to erdagjger markets for their
products. Therefore, it will be an unwise steptfee country to disintegrate at a time
where unity is most needed.

4- The social structure in Southern Sudan is basddlmilism in which people are loyal
to their tribal leaders. Separation, therefore| V@hd to the domination of bigger
tribes over smaller ones. This, in turn, will lgadmore unrest in the state. Instead of
the peace and stability they fought and hopedthay will find themselves fighting
each other, which might have a devastating impac¢he new state. There are a lot of
such incidences in recent history that support viesv. Therefore, southerners need
northerners to maintain a balance.

Separation
1- The country is suffering from an identity crisis wwhich southerners regard
themselves as black Africans, while northernerscemse themselves as Arabs.
Culturally, religiously and politically there is nmommon ground between the two
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sides. Attempts to create a united nation desp#eobvious differences have failed.
Therefore, it is time to divide the country anddath side live in peace.

Islamic fundamentalism is an obstacle towards uaitgt the co-existence of the two
sides. Both southerners and northerners each haveght to retain their values and
beliefs. If the price of the unity is an abandontnginthese values, it is better for the
two sides to go their own ways. Let the northerrgwson with the creation of a
theocratic state, while southerners can form thetular state.

The South is rich with resources such as oil, nailserwater and animal resources,
and arable and fertile agricultural land. Givenohance to run its own resources, it
will develop very fast.

Many countries have disintegrated when their pebplee discovered that they could
no longer remain together. Eritrea and Ethiopiaesgnt a living example in recent
history, even though they have a lot more in comri@am the north and the south.
Uganda is a landlocked country, yet economicallg performing better than Sudan.
Therefore, Sudan is too big to be ruled by one gréat each side rule itself.
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Appendix 3 (A)
Lesson One:

Aims: to identify the author’s viewpoint in a writt en text and the reason(s) offered to
support the viewpoint.

Pedagogical Objectives:
1- to encourage students to ask and formulate qusstiotheir attempt to identify a
viewpoint and reasons provided in support of i@umment in a written text.

2- to identify an author’s viewpoint in a written text
3- to identify reasons offered in support of a viewypan a written text.

4- to identify “reason indicators”, that is, word ctuthat may lead the reader to realise
the existence of reasons or a point of view in iter text.

Lesson plan

Step 1: discovery stage (analogy) to prepare studerfor learning.

At this stage the teacher offered examples andgiea as introductory steps to the topics of
the lesson. This was to avoid offering studentslyemswers, instead leading them through
examples and analogies to discover the intendedctbgs of the lesson. In this way,
students were not silent recipients of knowledge amtive participants in the processes of
knowledge creation and building. In cases wherdestts failed to understand the concept
presented, the teacher offered more examples anfladtions. Below are some examples:

Analogy 1

Teacher: Imagine a teacher who thought he/she taught asubjell, however, in the final
examination result, he/she found that majority fdents failed in his/her subject, what
would you thing the teacher will be interested nowk?

(Students gave different answers, however the taggenswer was “reasons”)

Analogy 2

Teacher: Why do authors write in the first place? Whaths importance of writing?
(Students gave various answers including the iedrahswer, which was “to express a point
of view”.

Analogy 3

Teacher: What do you think is the difference between agraand a viewpoint? How will
you identify that this is a reason and not anytlefsg?

(First part: to ensure that students know the difiee between a viewpoint and a reason
before they embark on the task. Second part: teee@nwas “reason indicators”, or “word
clues” that usually acted as indicators for thestexice of reasons in a persuasive text.)

Analogy 4

Teacher: If you encountered a difficult text which you mustderstand, what is the best
strategy you think you should use in order to foonghe main points of the text?
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(The intended answer was to ask questions abouit gpat as a best option of engaging with
the difficult text.)

NB: The teacher regularly changed the structure ostipres if he felt that the students had
not understood the questions. The main purposetaviesad them gradually to the intended
answers.

Step 2: Group work
Students were divided into small groups to iderttiy following:
1- author’s point of view.
2- the reasons given in support of the viewpoint.
3- reason indicators (words clues)
4- encourage students to ask themselves questionsgdilme processes of identifying
viewpoint, reasons and word clues.

Passages

NB: The answers are provided here but were removed tihenstudents’ copies

Passage 1

Most parents want their children to have successdntersSinceeducation is essential to
success, it is the duty of parents to give childien best possible educatiddecauset is
also in the country’s economic interest to havegallp educated population, the government
should help parents to provide for their childreattucation.Thereforeall parents should
receive financial help towards the cost of theitdrkn’s educationso the low paid should
receive tax credits and those who are better aftishreceive tax relief. (Taken from Fisher,
2001, p.24)

Viewpoint:
1- Parents should receive financial help towardscthst of their children’s education.
The reasons are:
1- Education is essential to children’s future success
2- ltisin the country’s economic interest to hav@ghly educated population.
In this example, each reason directly supportstmelusion (separate reasons)
Reason indicators
1- Sinceandbecause
The other two word indicator§hereforeand so are conclusion indicatorsand notreason
indicators

Passage 2

Dissecting creatures in the biology classroom teadtudents that animal life is expendable
and unimportantAlso a recent study showed that certain companies wipplyg these
creatures are careless of the suffering and pdiicted on them.Furthermore there are
good alternatives available now in computer simaoihet, which teach the lessons taught by
dissection just as wellSo for all these reasonsve should no longer use dissection of
animals to teach students in the biology classroom.

(Taken from Fisher, 2001, p. 30)

Viewpoint

1-Dissecting animals to teach students in the giassroom should be stopped.

The reasons in this passage:
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1- Dissecting creatures in the biology classroom teacstudents that animal life is
expendable and unimportant (claim & reason).
2- A recent study showed that certain companies who alipply these creatures are
careless of the suffering and pain inflicted ondhemals.
3- Computer simulations can be a good example to tiesslons taught by dissection.
In this example, we have separate reasons in suppohne conclusion. Each reason gives
support to the conclusion on its own right withthe other reasons.
Reason indicators
1- Alsoandfurthermore

Passage 3
The Truman Doctrine was a turning point in Ameritastory for at least four reasoriarst,
it marked the point at which Truman used the Anaaritear of communism both at home
and abroad to convince Americans they must embadnua cold war foreign policy.
Secondly.. congress was giving the president great powevgaige this cold war as he saw
fit. Third, for the first time in the post war era, Americanassively intervened in another
nation’s civil war.Finally, and perhaps most important, Truman used theidedw justify a
gigantic aid programme to prevent a collapse of Eoeopean and American economies.
(Taken from Fisher, 2001, p.34)
Viewpoint:
1- Truman doctrine was a turning point in Americartdrg.
Reasons offered in this passage:
1- Truman used the American fear of communism botioate and abroad to convince
Americans they must embark upon a cold war foreigicy.
2- Congress gave the president great powers to wagedid war as he saw fit.
3- For the first time in the post war era, Americanasgeively intervened in another
nation’s civil war.
4- Truman used the doctrine to justify a gigantic @idgramme to prevent a collapse of
the European and American economies.
In this example we have separate reasons in whadh eeason directly support the
conclusion.
Reason indicators:
1- Firstly, secondlythirdly andfinally

Passage 4
Burning vast quantities of fossil fuels is causgigbal warming, which is hurting us adloit
is vital to negotiate reductions in the productanthe gases, which are doing the damage.
Thuswe need an international agreement under whicimtdes reduce the production of
such gases in proportion to the extent to whicly #re creating the problemhereforethe
United States must not be allowed to buy permisseomproduce these gases from other
countries. (Taken from Fisher, 2001, p.35)
Viewpoint
1- United States must not be allowed to buy petiomst® produce gases in other countries.
Reasons provided in the passage:
1- Burning vast quantities of fossil fuels is causgigbal warming, which is hurting us
all.
2- It is vital to negotiate reductions in the prodantiof the gases, which are doing the
damage. (This reason is a conclusion to the feason, and a reason for the next
conclusion)
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3- We need an international agreement under whichtdes reduce the production of
such gases in proportion to the extent to whicly #re creating the problem. (Like 2,
it is a conclusion to reason 2 and at the samedimeason for the final conclusion).

Such types of reasons are knowrchain of reasoningn which each reason does not stand
alone to support the final conclusion.

Passage 5
Most prospective parents would prefer to have sBosf people can choose the sex of their
child, it is likely that there will eventually beare males than females in the population. This
could produce serious social problems; thereforeshauld prohibit the use of techniques
which enable people to choose the sex of theidadml. (Taken from Fisher, 2001, p.39)
Viewpoint:
1- The technique used for children’s sex selecsioould be prohibited.
Reasons offered:

1- Most prospective parents would prefer to have sons.

2- This could produce serious social problems.
Reason indicators
1- Sg and

Passage 6

Much of the genetic diversity in humans has evoliegrotect us against the huge variety of
pathogens that prey on us, from viruses and bactemprotozoa, worms and other parasites.
This inevitably means that some of us are moreegpigie than others to a particular disease.
But...that genetic diversity can also protect thiscgptible group. If the people who are
likely to catch a particular disease are in a mtgpthen each of them will be surrounded by
others who are more resistant to the disorder. Tagkes life difficult for the pathogen
causing the disease, because the few susceptibie Wil be thinly scattered throughout the
resistant population. So, many susceptible peopfghtmever come in contact with the
disease. (Taken from Fisher, 2001, p.39).

Viewpoint:

1- Many susceptible people might not come in cdniaih the diseases.

Reasons offered:

1- Much of the genetic diversity in humans has evolt@grotect us against the huge
variety of pathogens that prey us, from viruses bacteria to protozoa, worms and
other parasites.

2- If the people who are likely to catch a particulissease are in a minority, then each
of them will be surrounded by others who are meséstant to the disorder

Passage 6 is like passage 5 in the sense thas@resafollowed by one or more conclusions
before the author moved to the next reason. Howevés mixed kind of reasons and
intermediate conclusions will be the subject oéldéssons.

Step 3:Inter-group discussion

After the inter-group discussion, intra group dssion was allowed so that students could
share their answers and as a result scaffold etwdr.oThis sharing of experiences and
answers could enhance their individual ZPDs. I8 tiay, they might change or modify their

previous answers as a result of consultation tlaelwhith the other groups.
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Step 4: Group presentations

Students in their various groups presented theiwars followed by whole class discussion.
During the class discussion, the teacher offeradesteedback whenever he felt students
have missed some points or strayed.

Step 5: Writing Log (reflection),
(If they are not familiar with reflection, you migheed to spend some time to train them, e.g.
asking questions verbally and discussing themerctass).
Students were asked to write their reflection alibatlesson. They were provided with the
following questions to assist them in their refiecs.
1- What do you think you have learnt especially frataty’s lesson?
2- What kind of thinking have you engaged in the atés we did today?
3- How did you carry out this kind of thinking?
4- Do you find any differences between this teachimmgtegy compared to your usual
way of teaching? Explain how?
5- In today'’s lesson is there any aspect which youdifidulty with?
If yes, what were they?
6- What are the challenges you faced while accompigsiinis task and how did you
overcome these challenges?
7- Do you think you can apply this strategy in othwagions?
8- What is your general thought about today’s lesg@a?you think this is an effective
way of teaching?
The end

Home Work

(Students were given the passages below to do pratice during their free time as
homework).

Passage 7

Random drug-testing of prisoners was introducedl995 in order to solve the many
problems associated with prisoners taking drugscescannabis can be detected in the body
up to a month after having been smoked, prisonerdeanpted to switch to heroin, which
stays in the system for only 48 hours. As a resulte drug-testing was introduced, cannabis
use has declined by a fifth, whereas heroin usalbabled. Heroin is not only a much more
damaging drug than cannabis, but it is also extheaddictive. There is evidence that heroin
addiction encourages prisoners to intimidate otivegder to pay for the drug. (Taken from
Fisher, 2001, p.45)

Passage 8

One of the attractions of drugs for young peopléhis excitement of taking risks. The
proposed anti-drugs campaign will stress the riekslved in taking drugs. Therefore the
proposed campaign is unlikely to be effective wittung people who take drugs. (Taken
from Brink-Budgen, 2000, p.26)

Passage 9

Most people don’t go to watch football matches. tat costs of policing them are very high.
Clubs make a contribution to these costs, but rabgte bill falls to us all to pay. Football
fans must be prepared to pay higher prices for tiaets to cover most of these costs.
(Taken from Brink-Budgen, 2000, p.30)
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Passage 10

Since some of the Antarctic ice-caps are meltihgred must be global warming. So we can
expect sea-levels to rise, resulting in catastofibbding of many coastal areas. We should
take action now to reduce the causes of global wayn{Taken from Brink-Budgen, 2000,
p.40)

Passage 11

There are laws against the ill-treatment of farrd damestic animals. The reasoning behind
these laws is that animals should not be alloweduffer needlessly. But there are no
differences in their capacity to suffer betweendwahimals on the one hand and pets and
farm animals on the other. We cannot justify tregtivild animals differently from any
others. It follows that we should have a law adailidreating wild animals. (Taken from
Brink-Budgen, 2000, p.43)

Passage 12

It is important that pregnant women and those \ibr immune systems become aware of
the potential risks posed by cats. Many of us kestp as house pets without realising the
dangers they may be harbouring. Cats are hostddotious toxoplasma gondii, a protozoa
that causes disease, toxoplasmosis, in mammalsasublamans. The protozoa is crescent-
shaped and common in nature, but in its infectistage relies on the cats as host bodies.
Adult humans rarely show signs of significant dsse# they become infected. However, if
pregnant women become infected, the foetus canntednfected by parasites and suffer
serious congenital damage. In the worst cases)tsimay lose their eye-sight and acquire
motor deficits. In people with poor immune systearsAIDS, toxoplasmosis can cause
seizures and death. The symptoms of the diseasetgmvident in cats so there is no way of
knowing if a particular cat is a risk. (Taken fr@ottrell, 2005, p.45)
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Appendix 3 (B)

Lesson Two
Aims: identifying and categorising various types @fidence provided by an author in
support of claims.
Learning Objectives:
1- to enable learners to identify the following typdsevidence.
- Citing authorities
- Research Studies and statistics
- Causal explanation
IV-  Factual evidence

V- Personal experience

VI-  Logical explanation

VII-  Precise definition

VIIl- Comparisons and analogies

IX-  Value judgment
2- to distinguish facts from opinions given as evidemcsupport of claims.

Lesson Plan

Step 1:discovery stage (analogy) to prepare studentthélearning tasks.

This stage was aimed to prepare learners to knevintbortance of evidence as support for
claims and to be able to distinguish various typlesvidence. It was also aimed at enabling
them to form ideas about the difference betweetsfaad opinions offered in support of
claims.

Analogy 1

Teacher: Suppose someone told you that there are some hbewags living in some part of
this planet who have four eyes and horns on thedb, what will you ask for in order to
believe the story?

(Students were expected to offer various answetsdimg the intended answer, the probe
for “where is the evidence?”)

Analogy 2:

Teacher: how many type of evidence do you know can be aseslipport for claims?
(Students mentioned the evidence they know angdlcker assisted them in explaining and
defining the other types of evidence, which theyndit mention. Whenever students failed to
come up with their own examples, they were refetoetbok at evidence provided in the
previous lesson.)

Step 2:Group work
Students were divided into small groups to iderttiigy following types of evidence:
1- Citing authorities
2- Research studies and statistics
3- Causal explanation
4- Factual evidence
5- Personal experience
6- Logical explanation
7- Precise definition
8- Comparisons and analogies
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9- Value judgment
(Students were encouraged to identify the viewpaind the reasons offered where
applicable first before identifying the type ofdmmce provided. This was done as a method
of connecting the previous lesson with the preseaj

Passages:
NB: The answers are provided here but were reméreed the students’ copies.

Passage 1

C/ Napoleon must have died of arsenic poisoning Wwhiisexile on St Helena for the
following reasons.R1< Arsenic can be administered in small doses, whudh not be
noticed, but will eventually kill the victimR2< Arsenic poisoning leaves traces of arsenic in
human hair, andR3< reliable tests recently showed that Napoleon’sr la@intained
abnormally large amounts of arsenic. It had beendht that he died of cancer, Ré< his
symptoms included nausea, chills, weakness aneasurg corpulence, whidRS< cancer
specialists say are not symptoms of cancer. Howd#@&s these are typical symptoms of
arsenic poisoning according to specialists. (Takem Fisher, 2001, p. 140, Causal
explanation)

R4 and R5 are evidence against the alternative hypothasd R1, R2 R3 R4 and R6
provide support for C

Point of view:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Passage 2

An interesting switch was pulled in Rome yesterdigy Adam Nordwell, an American
Chippewa chief. As he descended his plane fromf@aia dressed in full tribal regalia,
Nordwell announced in the name of the Americandndpeople thaC/< he was taking
possession of Italy “by right of discoveryR1/E< in the same way that Christopher
Columbus did in America. “I proclaim this day thaydof discovery of Italy, “said Nordwell.
R2/Ex “What right did Columbus have to discover Amerivaen it had already been
inhabited for thousands of yearR3/E< The same right | now have to come to Italy and
proclaim the discovery of your country”. (Takeorfr Watson, 2000, p. 20, Analogy)

R1, R2 and R3 are reasons provided to support his Claile nature of the evidence
(reasons) is comparison and analogy. He compareal gimilar situations as evidence to
support his conclusion.

Point of View:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Passage 3

Carol Beckwith, in “Niger's WodaabeZ1/<(national Geographic 164, no. 4 (October 1983):
483-509), reports that among the West African Fyt@oples such as the Wodaabe, makeup
and clothes are mostly men’s businds®. Beckwith and an anthropologist colleague lived

with the Wodaabe for two years and observed mangetafor which the men prepared by

lengthy preening, face-painting, and teeth - whitifHer article includes many pictures too.)
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Wodaabe women watch, comment, and choose matéseiobeauty - which the men say is
the natural wayE3/< “Our beauty makes the women want us,” one sayskdi from
Watson, 2000, p.26 authority or expert)

El, E2, and E3 are evidence extracted from relizolé expert sources.

Point of view:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Passage 4

C/ There is a growing number of organisations whiatiehbeen set up to deal with bullying.
The only possible reason for thisR&< that bullying is on the increase. (Taken from Ersh
2001, p. 171, logical conclusion).

C/ provide logical evidence for the increase of bugyi

Point of View:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Passage 5

C/ Democracy is the government of the people, by #w@ple, for the people. The essential
thing is that the government is elected by the fgeapd can be replaced by others if the
people are dissatisfied. This simply reports commsgge (it is a reported definition); it may
still be too vague to make it easy to decide itaiarcountries are democracies though some
examples might help. Presumaliij/ if any country is a democracy, the United Stasesis
are various western European countries; certd@yHitler's Germany was not, Franco’s
Spain was not, and modern Saudi Arabia is not. kig® text would no doubt give you
much more detail. (Taken from Fisher, 2001, p. 2(E3inition)

C/ provide a (criterion) definition for what is demracy; E1 is evidence to support the
claim. E2 provides evidence to further support wisahot a democracy according to the
definition.

Point of view:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Passage 6

The coroner stated thitl< the time of death was between 2 am and 4 am imtiraing.E2

< The body was found at 6.30 am by the cd68& The footman reports that there were six
people in the house overniglidd< The butler reports that four other people haveskayd
could have entered the house and left again b&®&® am (Taken from Cottrell, 2005, p.,
141, Facts)

El, E2, E3, and E4 are facts in relation to thetleand are factual evidence that can be
used in the court in relation to the circumstanoéghe death.

Point of View:

Reasons:

Reason (Word) - indicators:

Type of Evidence:
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Passage 7

C/According to a study by the Bureau of National ABaE1< about 35% of U.S. companies
restrict smoking (only 2% ban it outright) and aldiéional 20% are studying the isslE2<

In many cases, companies have choices: 17 statelsusmireds of localities outlaw smoking
in offices and other working placds3< The surgeon general’s report last year assettiat t
smokers create health risks for nearby nonsmokasseimcouraged companies to promote
smoke-free work environment&4< Finally, firms are increasingly aware of the cost
having smokers on staff: higher insurance expeasdsncreased absenteeism. (Taken from
Wegmann, B. and Knezevic, M., 1996, p., 77, studl statistics).

Clthe study uses E1, E2, E3 and E4 to supportlaisne about the restriction imposed by
companies on smoking in offices and places of work.

Point of view:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Passage 8

A group of tourists who were taking a walk at Bomational Zoo in Southern Sudan
El/were advised by a local resident not to get scateeh they encounter a lion and to avoid
looking straight at a lion’s eyes, moreover, thhgudd not run away if they heard a strange
move or soundC/< If you observe these simple rules, no lion withak you, the resident
told them. (Personal experience)

E1 provide evidence through experience to supperQ.

Point of view:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Passage 9

Ri1< Children are very susceptible to the power of aise@mentsR2< Those children who
smoke tend to buy those brands that are most fntlguadvertised.C/< It must be
advertising that influences children to smoke. @makom Brink-Budgen, 2000, p.30, value
judgment)

R1 and R2 provide reasons and evidence to suppeidnclusion.

Point of view:

Reasons:

Reason (Word) - indicators:

Type of Evidence:

Step 3: Inter-group discussion

After the inter-group discussion, intra group desion will be allowed so that students can
share their answers and as a result scaffold etwdr.oThis sharing of experiences and
answers can enhance their individual ZPD. In thésy,vthey might change or modify their
previous answers as a result of consultation tlaelwhith the other groups.

Step 4: Group Presentations

Students in their various groups presented theiwars followed by whole class discussion.
During the class, the teacher offers some feedbdwtnever he felt students have missed
some points or strayed.
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Step 5
Further discussion on facts and opinions
Decide whether each of the following statements & fact or an opinion and state the
reason why you think it is either opinion or fact
1- Juba is the capital city of England.
2- Drinking milk can make you clever.
3- Cigarette smoking has been linked to lung cancer
4- In Sudan 60% of the population is under 30 yeas ol
5- There are more people in Malakal than in Kudok.
6- This girl is very beautiful.
7- Autumn season in Malakal is better than in Yai.

Exercise:
Read the following statements and insert either fas or opinions in the space:
1- ... deal with real people, places or things and ns&ieements which can be proved.
2- ... often include adjectives such as good, beautifidoring.
3- . are often about the present and the past whenggean be shown to be true.
4- ... often refer to abstract things which can’t beasured such as hope, love or
courage.
5- Statements about the future are ...... even when tlreoog seems very probable.
6- ...... often refer to things that are measurable orbleésisuch as colour, shape or
number.

Step 6: Writing Log (reflection):
Students were asked to write their reflection alibatlesson. They were provided with the
following questions to assist them in their refiecs.

1- Do you think you have learnt something new fromatgs lesson?

2- What kind of thinking have you engaged in the atés we did today?

3- How did you carry out this kind of thinking?

4- Do you find any differences between this teachingtegy compared to what you did
in the last lesson and your usual way of teachixgiain how?

5- Can you differentiate between viewpoint, reasams evidence?

6-What are the challenges you faced while accoimplgs this task and how did you

overcome these challenges?

5- Do you think you can apply this strategy in othabpjects and how?

6- What is your general thought about today’s lesg@@?you think this is an effective
way of teaching?

The end

Homework

In not more than 250 words, write a compositioraag topic of your choice. Indicate clearly
your viewpoint, reasons, and the evidence to backour claims and statements.

(I decided to give them a writing assignment sdyebecause | found that students have
never been taught composition writing. Thereforeing them a writing assignment will help
them to form some ideas about paragraph writingictviis one of the targeted topics in the
upcoming lessons. Moreover, such a writing taskivelp them to consolidate the knowledge
gained from the lessons given so far and to gieenteome ideas of the process of writing)
Worksheet
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This is for students to practice at their leisumeet during the week. This is to ensure that
students understood the concepts taught.

Passageg Viewpoint Reasons provided Word Indicators used €lgpevidence used

1-

2-
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Appendix 3 (C)
Lesson Three
Aims: identification of intermediate and final conclusiona written essay.

Learning Objectives:
1- Student ability to recognise a conclusion in riten essay (what the author wants the
reader to believe). Student should be able to iiyent
(a) Intermediate conclusion.
(b) Final conclusion.
(c) Word-indicators of conclusion.
2- Ability to distinguish between words indicatirgasons and those signifying conclusions.

Lesson Plan

Step 1

In this stage students were aimed to identify aasiohs in written essays and to distinguish
between an intermediate and a final conclusioraddition, they were intended to identify
and distinguish word-indicators that signify a dois@on or a reason.

Analogy 1

Teacher: How many parts can an essay be divided into?

(Students were familiar witte different parts of an essay (introduction, body and
conclusion); therefore, conclusion was expecteoketpart of the answer they would offer
Teacher: Well, you mention conclusion, then what is...or whladuld a conclusion contain?
(Students defined and explained what conclusionldhnoclude)

Teacher: Then, what is the difference between a concluaimha reason?

Analogy 2

Teacher: since you correctly defined a conclusion and ifiedt the difference between a
reason and a conclusion, can you identify whictheffollowing statements contain a reason
and which contain a conclusio(®nswer are provided here)

1- We stayed at home because it was raining heaalysE & effect, reason)

2- Sine many parents in rural areas in Sudan coulciffiotd paying for their children’s
education; the government should provide finandmdlp for these parents
(Conclusion).

3- It was very sunny so | took my umbrella (causefi@at, reason)

4- The children who smoke tend to buy the brands @hatmost frequently advertised.
Thus, it must be advertising that influences cleifdto smoke (conclusion).

5- Many students failed in English in Sudan School raixation because they were
taught by untrained teachers (cause & effect, rdaso

6- For many victims of crime, a tougher punishmentdominals would be welcome.
So the Government is right to introduce Hudud agher laws in Northern Sudan
(conclusion).

Analogy 3

Teacher: study the underlined parts of the passage belowedaas 1 & 2 and label which is
an intermediate or final conclusion and why?

270



Burning vast quantities of fossil fuels is causgigbal warming, which is hurting us all, so it
is vital to negotiate reductions in the productiodrihe gases which are doing the damage. (1)
Thus we need an international agreement under wtocimtries reduce the production of
such gases in proportion to the extent to whicly tive creating the problen?) Therefore
the United States must not be allowed to buy pesionsto produce these gases from other
countries (Taken from Fisher, 2001, P.35)

Step 2: Group work
Students were divided into small groups to identtiy intermediate and final conclusion and
word-indicators in the passages below.
Students were required to identify first the authqoint of view, reasons and their word-
indicators, evidence provided and then, identify ittermediate and final conclusion where
applicable and their word-indicators. The rationabes to connect the previous lessons with
the current one so that students gradually undeddtae links and interrelationship between
all the topics they studied and to make them undedsthat these topics are complementary
and essential in mastering writing skills. Studetiterefore were instructed in their
collaborative groups to identify the following:
1- Author’s point of view.
2- Reasons offered in support of a point of view.
3- Words that indicate the present of a reason.
4- Types of evidence provided.
5- Conclusions
(a) Intermediate conclusion.
(b) Final conclusion.
(c) Word-indicators of conclusions.
(d) The different between word-indicators of reasors @nclusions.
NB: Students were familiar with the passages belowhag encountered them in previous
lessons. Therefore, they were not expected to diffctulties in identifying the first four
objectives.

Passages
NB: The answers are provided here but were removed thenstudents’ copies.

Passage 1

Ri1< Dissecting creatures in the biology classroom teacstudents that animal life is
expendable and unimportamtlso RZ a recent study showed that certain companies who
supply these creatures are careless of the suffand pain inflicted on thenkurthermore

R3< there are good alternatives available now in coempsimulations, which teach the
lessons taught by dissection just as wed. for all these reasanG/< we should no longer
use dissection of animals to teach students ibittlegy classroom.

(Taken from Fisher, 2001, p. 30)

Passage 2

R1< Most prospective parents would prefer to have sBp<1< if people can choose the
sex of their child, it is likely that there will emtually be more males than females in the
population.R2< This could produce serious social problertieerefore C2< we should
prohibit the use of techniques which enable petipthoose the sex of their children. (Taken
from Fisher, 2001, p.39)
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Passage 3

R1< A human skeleton was found near the river lateranth by a senior couple walking
their dog. They believed it was a murder caused ltsoublesome local familyR2< The
police interviewed the family but ruled out theiwolvementR3/E< The bones are believed
to be several hundred years didl/E< Historians confirm that the river Marle passeselto
ancient burial grounds and that there are recofd®5e0 other bodies being carried away by
the river in the distant past. This was the fimt dver 150 yeardR6< Recent storms have
caused the river to rise by half a met@< It is probable that the skeleton was dislodged
from its resting place by the river rather thantlgy local family. (Taken from Cottrell, 2005,
p.45)

Passage 4

Ri1< The lives of people who are public figures arecohsiderable interest to the general
public. In additionR2< people have a right to information about how pubijures conduct
their lives. Therefor€/< there should be no control over the right of neapsws to publish
photographs and stories about public figures. (idkam Brink-Budgen, 2000, p.25)

Passage 5

S Most parents want their children to have succéssdineers. Sincdrl< education is
essential to success, it is the duty of parentgite children the best possible education.
BecauseRX it is also in the country’s economic interest tavé a highly educated
population; the government should help parentsravige for their children’s education.
ThereforeCi< all parents should receive financial help towaitds cost of their children’s
educationso CX the low paid should receive tax credits and thalse are better off should
receive tax relief. (Taken from Fisher, 2001, p.24)

Step 3:Inter-group discussion

After students’ deliberation in their various grsuphey were given time for intra group

consultation as a way of encouraging group inteacand sharing of their views on the

answers they had. As a result, they can have furdscussion over these issues and
consequently modify or change their first answehenvthey get new insights through their
between groups discussion.

Step 4: Groups Presentations

Students in their groups presented their answédienxfied by whole class discussion. During
the class discussion, the teacher offered feedibdekfelt students have missed some points
or strayed.

Step 5: Writing log (reflection)
Students were asked to write their reflection alibatlesson. They were provided with the
following questions to assist them in their refiecs.

1- Do you think you have learnt something new frormatgsl lesson?

2- What kind of thinking have you engaged in the atés we did today?

3- How did you carry out this kind of thinking?

4- Do you find any differences between strategies ys@d in previous lessons
compared to this lesson? Explain how?

5- How helpful were the strategies you used in theviptes lesson in accomplishing
today’s lesson?

6- Can you now differentiate between reasons, interabeand final conclusions?
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7- What are the challenges you faced while accompigstinis task and how did you
overcome these challenges?
8- Do you think you can apply this strategy in othéjects and how?
9- What is your general thought about today’s lesg@a?you think this is an effective
way of teaching?
The end
Worksheet

Passages View point | Reasons provided Word Indicator$ype of Conclusion
used evidence used| (intermediate &
final)
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Appendix 3 (D)
Lesson Four

Aims: Evaluation Skills
Learning Objectives:
1- To assess the logical order of reasoning.
(a) Are the reasons presented in logical order?
2- To draw logical inferences in the text (based ardasons presented).
3- To identify author/writer’'s assumptions (assumedoepts and logical implications in
the text)
4- What the author ought to say but did not mentiothearticle?

Lesson Plan

Step 1

Students needed to be made aware that judgmentpdca of writing and working out a
writer's implied assumptions often require goingdmad the text. To make sound judgment,
they needed to predict, imagine and speculate asstimption should be derived out of a
text or what research needs to be done into theeiddowever, as Fisher (2001) advocates,
thinking of other considerations that are relevemtan argument needs critical thinking.
Students needed to know that responding to an agunequires first that they should be
clear about what is said in the text. They alsaleddo ask themselves of whether or not the
reasons offered support the conclusion but abdwhey needed to think around the subject
to take into account all the other relevant corsitiens.

Analogy 1
Teacher: assess this statement and state what are the @gsusithat can be drawn?
“It is important that we should elect the presidehtthe republic of the Sudan from the
western region because the region is a desert éwag & low rainfall.”
Teacher:

1- Does the reason offered support the conclusiondry®

2- What are the other considerations relevant toatgament?
This passage aimed to generate discussion in vamehof the goals was to alert students to
the effect of incompatibility between reasons dmdonclusion and the impact of that on the
internal strength of a text. This was to enabledestiis to gain insights that evaluation
embodies looking at the compatibility of varioustpaof the text such as the consistency of
point of view with reasons, evidence, and the aasioh provided.

After this brain storming session, students weked@$o compare this statement with another
passage where the reasons support the conclusforeligeing asked to define the word
“ludgment or evaluation” as the target concepthef esson. This was to enable them to see
the differences and the importance of maintainhmg ftow and unity of ideas, reasons and
the conclusions in tex}s.

Teacher: Comparethe above statement with the following passage taed indicate the
differences between the two.
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“If William goes to a party tonight he will be talecomorrow. If he is tired tomorrow he will
do badly in his examination tomorrow. Therefordjéfis allowed to go to a party tonight he
will do badly in his examination.”

(Another intention of the lesson was maintaining litgical flow of ideas and how this flow
is maintained until the end. This point was alsgkasised during the evaluation of the
passages)

Teacher: After we deliberated on the above passages, canngw define the word
“Judgment, evaluation or critique”, can you distirglh between them?

Analogy 2
(In this stage, students were introduced to the ephof assumptign
Teacher: What are the other considerations that can berdfemn William’s passage?
(Students were to raise the question of what ifidkil did not get tired.
Teacher: What do you understand by the word “assumptichusing William’s passage as
example?
(Students were to offer different answers dependimtheir understanding of the word)
Teacher: OK, read the following passage and the statemirats follow. Cross out any
statement you think is not implied in this statethen
“Here in Sudan, more people have bought Toyotamaoibdles than any other national or
foreign car brands.”
The un-stated but implied Assumptions in this statment are:

1- When large numbers of consumers make a choicealivays a good choice.

2- This car is better than the other cars

3- You should buy this car because that is the wisgcelto make.

4- This is just an advertisement and you shouldn’¢ edoout it.

5- You need to compare and contrast between diffex@nbrands first before you buy

one.

Teacher: What are the implied assumptions but not statéderfollowing statement:
“The number of people in Malakal prison contint@sise since the signing of the CPA in
2005. The number of prisoners is now three timeatuitwas before the CPA”.
(Students were to offer their implied assumptidosua the statement)

Step 2: Group work
Students were divided into small groups to collabigely judge and evaluate information
contained in the below passages.

(Students at this stage were required to judge amdluate information stated in the
passages. They were asked to state implied assama@ind what information they expected
the authors should have included in the text bdtrdit include. In their group discussions,
students were supported with questions to lead themmugh their discussions. Before
students started evaluating these passages, theyfirs asked to identify the points of view
in the passages, reasons offered, conclusions, svordicating conclusions and reasons,
types of evidence provided and then in light ofthis information, they were asked to
evaluate the passages.)
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Passages

(NB: The answers are provided here but were reméned the students’ copies)

Passage 1

R1< Most prospective parents would prefer to have s8o0< 1< if people can choose the
sex of their child, it is likely that there will emtually be more males than females in the
population.R2< This could produce serious social problems; tloeeeC2< we should
prohibit the use of techniques which enable petipthoose the sex of their children. (Taken
from Fisher, 2001, p.39)

Identify the following:

1- The point of view in the passage,

2- Reasons offered

3- Reason-indicatordooking language elements)

4- Evidence provided

5- The conclusion

6- Words indicating the conclusiothen

Evaluate the passage by answering the following gsions:

1- Is the claim made logical?

2- Are the reasons acceptable?

3- (a) Do the reasons support its conclusion?

(b) Are there other relevant considerations/argusien

4- What are the assumptions implied in the passage?

5- What do you think the author ought to say but didmention in the passage.

6- What is your overall evaluation of the passage?

Here is an example to demonstrate how students advesed to carry out their group
discussions:

1- The claim: most prospective parents would prefehage sons. > Is it true in all
societies?

(Students can give examples of countries wheresthtement could be either true or

false and why)

2- If it is true that “most prospective parents wopléfer to have sons”, is it true that if
people can choose the sex of their child, it islliikhat there will eventually be more
males than females in the population?

3- The author said, “this could produce serious sog@edblems”, is this claim
acceptable? What consequences would you expedsé&feom such imbalance?

4- Do the preceding claims support the conclusion ‘twat should prohibit the use of
technigues which enable people to choose the serewfchildren?

5- Are there other relevant considerations/argumdatg?

(a) For example positive aspects of this technique ssclprevention of certain
inherited diseases.
(b) Freedom of choice as important in certain societies
Or negative aspects such as:
(a) The possible side effects
(b) There might be religious arguments against thenigcies etc.

6- What are the implied assumptions in the passage?

7- What do you expect the author should have include¢le passage but did not?

8- What is your overall evaluation of the passage?

(The last three questions required students toktki@eply about the passage in which they
need to be imaginative, to think outside the bogwan be quite creative.)
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Passage 2

Ri1< Dissecting creatures in the biology classroom hesacstudents that animal life is
expendable and unimportaitiso R2< a recent study showed that certain companies who
supply these creatures are careless of the suffand pain inflicted on thenkurthermore

R3< there are good alternatives available now in cdspaimulations, which teach the
lessons taught by dissection just as well. So llothase reason€;/< we should no longer
use dissection of animals to teach students ibittlegy classroom.

(Taken from Fisher, 2001, p. 30)

Some points for consideration (withhold from studen
1- Will computer simulation be exactly like practi¢adanual) dissection of an animal?
2- What about places where there are no computers?
Identify the following:
1- The point of view in the passage,
2- Reasons offered
3- Words indicating reasons
4- Evidence provided
5- The conclusion
6- Words indicating the conclusiothen
Evaluate the passage by answering the followingtipres:
1- Is the claim made logical?
2- Are the reasons acceptable?
3- (a) Do the reasons support the conclusion?
(b) Are there other relevant considerations/arguskn
4- What are the assumptions implied in the passage?
5- What do you think the author ought to say but dittmention in the passage.
6- What is your overall evaluation?

Passage 3
Ri1< For many victims of crime, a tougher prison regifoe criminals would be welcome.
FurthermoreR2< many offenders would not commit crime if prisonere/tougher. So the
Government is right to introduce tougher regimetisons. (Taken from Brink-Budgen,
2000, p.25)
Some points for consideration (withhold from studen

1- What about congestion of prisons and the consegsesach as prisoners’ rioting,

absconding and the general services.

2- lIs it true that tougher sentences will deter crafgrfrom committing crimes?
Identify the following:

1- The point of view in the passage,

2- Reasons offered

3- Words indicating reasons,

4- Evidence provided

5- The conclusion

6- Words indicating the conclusiothen
Evaluate the following passage by answering thewohg questions:

1- Is the claim made logical?

2- Are the reasons acceptable?

3- (a) Do the reasons support the conclusion?

(b) Are there other relevant considerations/argusien
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4- What are the assumptions implied in the passage?
5- What do you think the author ought to say but dittmention in the passage.
6- What is your overall evaluation?

Passage 4

S/R< Random drug-testing of prisoners was introduced985 in order to solve the many
problems associated with the prisoners taking drB8geeR2< cannabis can be detected in
the body up to a month after having been smokesomers are tempted to switch to heroin,
which stays in the system for only 48 hours. Aseault, C< since drug-testing was
introduced, cannabis use has declined by a fiftrer@as heroin use has double8< Heroin

is not only a much more damaging drug than canpdhisit is also extremely addictive.
There is evidenc&®4< that heroin addiction encourages prisoners tonidtate others in
order to pay for the drug. (Taken from Fisher, 200.45)

Some points for consideratigwithhold from students)

1- Is it true that the results of random drug testiage been unintended? Has the drug
testing result promoted the use of Heroin?

2- Do we need new strategies to combat drug consumjtiprisons?

3- Is there evidence that heroin addiction encourggEs®ners to intimidate others in
order to pay for the drug? What about the roleridfom wardens in the spread of drug
taking in prisons.

Identify the following:

1- The point of view in the passage,

2- Reasons offered

3- Words indicating reasons,

4- Evidence provided

5- The conclusion

6- Words indicating the conclusiothen

Evaluate the passage by answering the followingtipres:

1- Is the claim made logical?

2- Are the reasons acceptable?

3- (a) Do the reasons support the conclusion?

(b) Are there other relevant considerations/argusien

4- What are the assumptions implied in the passage?

5- What do you think the author ought to say but dittmention in the passage.

6- What is your overall evaluation?

Passage 5

An interesting switch was pulled in Rome yesterdigy Adam Nordwell, an American
Chippewa chief. As he descended his plane fromf@aia dressed in full tribal regalia,
Nordwell announced in the name of the Americandndpeople thaC/< he was taking
possession of Italy “by right of discoveryR1/E< in the same way that Christopher
Columbus did in America. “I proclaim this day thaydof discovery of Italy, “said Nordwell.
R2/Ex “What right did Columbus have to discover Amerivaen it had already been
inhabited for thousands of yearR3/E< The same right | now have to come to Italy and
proclaim the discovery of your country”. (Takeorfr Watson, 2000, p. 20, Analogy)

Some points for consideration (withhold from studen
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1- Nordwell is suggesting that his “discovery” of }tas like Columbus’ “discovery” of
America in at least one important way: both clainaedountry already inhabited by
its own people for centuries. (More discussion easue)

2- Difference: twentieth — century Italy is not likdtéenth-century America. Italy is
now known to every school child, while in the fétgh — century America was
unknown to much of the world. Nordwell is not arpkxer and a commercial jet is
not the Santa Maria.

Identify the following:

1- The point of view in the passage,

2- Reasons offered

3- Words indicating reasons,

4- Evidence provided

5- The conclusion

6- Words indicating the conclusiothen

Evaluate the passage by answering the followingtipres:

1- Is the claim made logical?

2- Are the reasons acceptable?

3- (a) Do the reasons support the conclusion?

(b) Are there other relevant considerations/arguskn

4- What are the assumptions implied in the passage?

5- What do you think the author ought to say but dittmention in the passage.

6- What is your overall evaluation?

Passage 6
Ri1< Children are very susceptible to the power of ais@mentsR2< Those children who
smoke tend to buy those brands that are most frélguadvertised.C/< It must be
advertising that influences children to smoke. @makom Brink-Budgen, 2000, p.30, value
judgment)
R1 and R2 provide reasons and evidence to supgpeitdnclusion.
Some points for consideration (withhold from studen
1- Can we blame children’s smoking habit on the eftdcadvertisement alone? What
about the role of peer groups, or family breakdown?
2- Is it true that children who smoke tend to buy thdsands that are frequently
advertised or there are other factors such as ehgaige of those brands?
Identify the following:
1- The point of view in the passage,
2- Reasons offered
3- Words indicating reasons,
4- Evidence provided
5- The conclusion
6- Words indicating the conclusiothen
Evaluate the passage by answering the followingtipres:
1- Is the claim made logical?
2- Are the reasons acceptable?
3- (a) Do the reasons support the conclusion?
(b) Are there other relevant considerations/arguskn
4- What are the assumptions implied in the passage?
5- What do you think the author ought to say but dittmention in the passage.
6- What is your overall evaluation?
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Step 3: Inter-group Discussion

After students’ deliberation in their various greuphey were given time for intra group

consultation as a way of encouraging group intevacand sharing of their views on the

answers they had. As a result, they can have furdiscussion over these issues and
consequently modify or change their first answehenmvthey get new insights through their
between groups discussion.

Step 4: Group presentations

Students in their groups were asked to present #meswers followed by whole class
discussion. During the class discussion, the teaoffered feedback if he felt students have
missed some points or strayed.

Step 5: Writing log (reflection)
Students were asked to write their reflection alibatlesson. They were provided with the
following questions to assist them in their refiecs.
1- Do you think you have learnt something new frormatgsl lesson?
2- What kind of thinking have you engaged in the aiés we did today?
3- How did you carryout this kind of thinking?
4- Do you find any differences between strategies ysed in previous lessons
compared to this lesson? Explain how?
5- How helpful the strategies you used in the previesson in accomplishing today’s
lesson? Do you feel there are connection betweepréwvious tasks and today’s task
6- Can you now speculate assumptions in a text?
7- What are the challenges you faced while accompigstinis task and how did you
overcome these challenges?
8- Do you think you can apply this strategy in othéjects and how?
9- What is your general thought about today’s lesg@a?you think this is an effective
way of teaching?
The end

Worksheet

Passages | View point Reasons | Word Type of | Conclusion Evaluation or
provided | Indicators | evidence | (intermediate &| judgment of the
used used final) passage
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Appendix 3 (E)

Lesson Five
Aim: identification of fallacies

Learning Objectives:
Students should be able to identify the followirgldcies in their reading and avoid
committing them in their writing.
1- Arguments against the person or the arguer (adremji
2- Appeals to pity
3- Appeals to popularity
4- False dichotomy (simplification or the black or vehfallacy)
5- Card stacking or suppressed information
6- Circular reasoning (begging the question)
7- Straw man argument
8- Part-whole fallacy
9- Appeals to ignorance
10-Weak and inappropriate analogies
11-Appeal to authority
12-Incomplete comparisons
13-Knowing the unknowable
14-False cause
15-Appeals to tradition
16-Turning two wrongs into one right
17-False charge of fallacy

Lesson Plan

Stage 1

The concept of fallacies in writing was new to thtedents, although they might have
encountered it in their first language. Thereftogeach it in English, in which students were
less proficient, employing the teaching strategiesd in the previous lessons can make it
more difficult for them to comprehend. To give themmple opportunities for more
discussion, therefore deepening their understanafitige various types of fallacies, the topic
was approached as a project that students didopallaboratively in groups outside the
class. They were provided with handouts so that toaild do some research and discussion
in advance of the class. They were also encourtg@dovide examples drawn either from
their own understanding of the explanation providedeach fallacy or from any written
material they read. This was aimed to motivate themead and discuss the concept widely
among themselves and to seek assistance from whaéey think could help in
consolidating their understanding. Thus, later witie® concept was taught in the class,
students had some background knowledge which esttitiie class discussion.
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The handout
Read the following explanations and provide exampteof your own for each fallacy.

What is a fallacy?

A fallacy is a weak and misleading argument in \Whice reasons are not strong enough to
support the conclusion. In other words, if the oegsare not successful in supporting a
conclusion, the arguer's reasoning is said to bacfaus or crooked. Sometimes reasoning
can be crooked without being intended to be so. drflgeer can make mistake(s) in his/her
reasoning which may be caused by inattention d ¢daeasoning abilities. In this case, the
arguer may not recognise or realise his/her migsak8ut there are also occasions where
crooked arguments are used intentionally in orderconfuse people, to disguise an
unacceptable argument, to cheat or to create peejudsually the word fallacy is used for
arguments which look correct at first sight butvyarancorrect after careful examination.
There are a number of different types of fallaegeshown below:

1- Arguments against the person (ad hominem}his occurs when the opposing argument
is directed against the person rather than thetates of the argument or the ideas raised in
the argument. The underlying principle is thatafuydon'’t like the person who supports or
initiated an idea, then you should also opposedéa itself because the idea and the person
are associated. If someone opposes an idea beualisbe doesn't like the person who said or
supports it, he/she is probably committing thistaks.

2- Appeals to pity this is an argument for special treatment whbeeadonclusion is drawn
by irrelevant appeal to pity. “Support this pogiticor buy that product” because it needs
your help. Pity is not always a bad argument, hutsiinappropriate when objective
evaluation is called for. Appeals to pity are offemnd in legal pleadings. A defendant’s
poor background or turbulent home life will oftea brought up during a trial as an excuse
for sentence reduction or pardon.

3- Appeals to popularity: this relies on the need for conformity and to kiogs like others.

It occurs when someone is expected to believe optad position because others do the
same. Implicitly, the message is, “everyone is gainit must be right.” Usually no reasons
are offered to show that everybody is an informennpartial source.

4- False dichotomy (simplification or the black omwhite fallacy): this occurs when readers
or listeners are asked to decide between two pasitivithout allowing other alternatives or
“grey areas” that would combine aspects of bothHasg®

5- Card stacking or suppressed information: this operates as a persuasive technique by
omitting information that supports the unfavoureeMu Here there is a need to consider the
missing components in an argument.

6- Circular reasoning (begging the question)this fallacy occurs when the reasons which
are used to support the conclusion are very sintdathe conclusion itself. In effect, the

reasons used to support the conclusion are merggraphrase of the conclusion. The
problem with circular reasoning is that they dadtanywhere. If you were to diagram the
structure of this sort of argument, you would getiacle because the support for the
conclusion is a restatement of the conclusion.
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7- Straw man argument: this fallacy occurs when an opponent to a pawricaebnclusion
distorts the argument in support of the conclusiod substitutes it with one that is much
weaker in order to exploit the weakness. In thitadg, instead of dealing with the real
argument (with all its substance and strength),afgeier deals with a flimsy version of it
(with none of the original's substances and sti@ndie distorted version is then attacked as
if it is the real version. Therefore, the opporgepbsition is presented in a deliberately weak
way in order to argue against it easily. The stnaan type of argument is similar to attacking
the arguer. The similarity is that the real argutmemot dealt with; however, they differ in
the methods used.

8- Part-whole fallacy: this fallacy is made whenever a speaker (or wWrigssumes that
whatever is true of the whole is also true of @lparts, and whatever is true of the parts is
also true of the whole. E.g. consider outstandprgstigious university, do you think its
schools will be of equal standard?

9- Appeals to ignorance:this fallacy is committed when arguing that a mlas true just
because it has not been shown to be false. Thdigettunk about this appeal is that it can
often be used to support two or more totally défer conclusions. The claim involves
something the arguer doesn't know and he/she isguser/his ignorance to argue that
because there is no evidence to support a conoluiio example, the conclusion must be
wrong. Similarly, her/his ignorance of a topic daused to support a conclusion by stating
that because there is no evidence that contradictte conclusion must be right. E.g.
believers have argued that because no one can firav&€sod doesn't exist, He therefore
must exist. Non-believers on the other side arpaélhecause no one can prove beyond any
doubt that God exists, He therefore doesn’t eXiee absence of evidence doesn’t support
any conclusion.

10- Weak and inappropriate analogies:we use analogies whenever we encounter
something new and try to understand it by referetccesomething we already know.
Although analogies can be extremely useful aidsotaprehension, they can also be misused.
Two objects or events are analogous when they sleatain properties. When we argue with
analogies, we conclude that what is true of oneabpr event is true of the other. When
considering an argument by analogy, it is importartonsider the nature and the salience of
the similarity.

11- Appeal to authority: this fallacy occurs when the authority we useupp®rt the reason
in an argument is not an expert or credible autham the topic. E.g. Mr. Joseph a football
player said that drinking Milo will make you healtland strong to resist Malaria. The
problem here is that a football player is only apest on issues related to football and is
probably less competent as an expert on the noneshvalue of certain food items.

12- Incomplete comparisons: these fallacies are committed when comparisoasrassing
the other half of the equation. They always contaialuative terms like “better”, “safest”
and “cleanest”. E.g. “more doctors agree that Phodo give you fastest headache relief.”
This advertisement is incomplete. Whenever you smaparative terms such as "better,
cleanest, safer, etc. you need to consider theingiggrt of the comparison. For example,
better than what, or faster than what? How is betefined? How was it measured? By
whom? Compared to what?
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13- Knowing the unknowable this occurs when we are given information thatripossible

to know. Suppose you read in the newspapers thatesd to increase the size of the police
force because the number of unreported rapes beasased dramatically. How can anyone

know about the number of unreported rapes? We dboubt that many rapes are not

reported to the police or that this is an imporiaatie. What is at question is the increase or
decrease in the number when the actual numbeikisowable.

14- False causethis fallacy occurs whenever someone argues #duse two events occur
together, or one follows the other closely in tirtlegt one caused the other to occur. E.g. the
explanation of the finding that as the number afirches increases in a city so does the
number of prostitutes.

15- Appeals to tradition: In this fallacy, the unstated assumption is thaatexists is the
best, e.g. that's the way we’ve always done is i way of resisting changes and sticking to
the old methods of doing things. Anyone who hasdtrio change a policy has heard this
sentence. It may be true that current policy isdbghan some suggested changes, but it also
may not be true. There is nothing inherent in et that “that’s the way we’ve always done
it” that makes it a good or best way to accomphshobjective. One of the attitudes of a
critical thinker is flexibility, thus, this fallacgenies the possibility that a difference may be
an improvement.

16- Turning two wrongs into one right: we are all familiar with this line of argument in
that it's one commonly used by children. E.g.nts fair that | got into trouble for forgetting
my books. Lots of kids in my class forget their k®o

In this argument, the reasoning for the conclugian "it's not fair"... is that "lots of kids" do
the same thing. As you can see, though this arguapgeals to a simple form of justice, it is
unconvincing. The issue of forgetting the book was dealt with; instead, the wrong action
is being justified and turned into right on the @rd that many kids do the same. It is
alarming, however, how often it is used by those whould know better.

17- False charge of fallacy:that's a fallacy! It seems that after some pedpken to
recognise fallacious reasoning, they then labelhyhmg that anyone says as a fallacy. Not
everything is fallacious. The idea of critical tkimg is to develop an amiable scepticism, not
a cynical view that everything and everyone isdals

Step 2

Teacher: After you read the handout, could you define trerdv'fallacy” using your own
words.

(Students offered various definitions using th&mnowvords of what they understood about a
fallacy)

Teacher: Have you ever come across the fallacies listedhan handout in your first
language?

(This question was aimed to reveal students' backgt knowledge about the concept of
fallacies and how they could be assisted to undadkit better)

Teacher: What are the fallacies that you found easy oidiff to understand?
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(This question was aimed to further assist the heado know which type of fallacies
students found difficult, thus needing further eagihduring the class discussion)

Step 3:Group work

To deepen students' understanding and stimulatieefudiscussion in the class, students in
their groups were asked to match examples frompgtdl with the suitable fallacies from
group "B".(This strategy "group A & B" was preferred over paeing slips because it was
time saving and less confusing to the studentsamalready familiar with it.)

NB: The answers are provided here but were remirezd the students’ copies.

Group A

1-

9-

The managing director insisted that the companydcoot increase its pay offer since
profits were expected to fall substantially ovee ttoming year. But she has been
convicted of drinking-driving twice in the past d¢er years, so the union should not
believe her profits forecast. They should pressadheith the strike. (Arguments
against the person)

Mr Jack is a veteran SPLA officer who fought foe threedom of this land. Even
though he committed fraud, his sentence shouldebaced because of his gallant
liberation history. (Appeals to pity)

Most people in the Sudan prefer Toyota automohitesy any other national or
foreign car brand; therefore, you should buy itpg@als to popularity)

In Sudan if you want to pursue a political cargely must either join the SPLM party
or the NCP party. (False dichotomy)

There are allegations about the alarming level @fuption in Southern Sudan
Government. These allegations are not true, instetglof developments have taken
place, schools have been established, new roadsragored, and the unemployment
rate reduced to 20% the lowest rate ever in th@még history. So the region is
progressing tremendously. Therefore, these allegsitiare false and unfounded.
(Card stacking)

Of course he likes me. He told me that he doesoWkhe wouldn't lie to me about it;
he always tells the truth to people he likes. (@acreasoning)

Those who argue that the rain forests should btegied from further development
are the sort of people who don't want to see pesgferogress has brought us all sorts
of benefits, such as medical care and rapid tratesjpan. People's lives would be
much poorer if our predecessors had stood in the afigprogress. We should not
therefore listen to those who oppose the propeeldpment of the rain forests.
(Straw man argument)

Mr. David is a graduate of Juba University. It iseoof the most prestigious
universities in the Sudan and any graduate of lifigersity must be a competent
student. Therefore, David should be employed withany necessary need for
interview (Part-whole fallacy).

I don't have much information on this except theagal statement of the agency that
there is nothing in the files to disprove his commisti connections. (Appeals to
ignorance)

10- The National Congress Party (NCP) is like the Sudeople's Liberation Movement

(SPLM) party in many aspects. For example, boththeeleading parties in their
respective regions, each claims to be the best patead the country into prosperity.
(Weak and inappropriate analogies)
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11-Leaders from all communities support the view thatk music has a negative
influence on southern Sudan youth. (Appeal to aitt))o

12-1 studied different cultures and social structusesarious communities and | came to
the conclusion that Sudanese culture is the Hesbrfiplete comparison)

13-People should not feel worried, even though theNbPBharty has not spelt it out in its
constitution; it is fighting for the separationtbke south from the north. (Knowing the
unknowable)

14-Increasing the price of cigarettes will reduce tloenber of people who smoke. The
price has been going up over many years and tle¢ ¢¢wsmoking has been declining.
(False cause)

15-In addressing the youth conference, Mr. Ajack saidr customs and traditions
require the youth to respect elders and obey wkatéhey say without any
complaint”. He cautioned the youth not to embrameifjn cultures which encourage
individualism and disrespect to the elders. He dfuge, called for the youth to
observe these traditions as better methods of maing unity and harmony within
our society. (Appeals to tradition)

16- Why should our president be indicted by the Iraéomal Criminal Court (ICC)
when many leaders have committed atrocities ag#iest citizens and they were not
indicted by the so called ICC. (Turning two wromg® one right)

17-All the developmental programmes advocated by thesignment were not based on
proper studies. There is lack of vision in edugalgolicies, economic reformation
policies are not convincing at all and the agriatdt policies are the worst of all. The
policies are fallacious and misguided.

Group B
a- Straw man argument
b- False cause
c- Part-whole fallacy
d- Incomplete comparisons
e- False dichotomy (simplification or the black or vehfallacy)
f- Weak and inappropriate analogies
g- Arguments against the person or the arguer (adremi
h- Appeals to tradition
i- Turning two wrongs into one
j- Card stacking or suppressed information
k- Circular reasoning (begging the question)
I- Appeals to ignorance
m- Appeal to authority
n- Knowing the unknowable
0- Appeals to pity
p- Appeals to popularity
g- False charge of fallacy

Step 4: Inter-group discussion

Students in their groups were allowed to compaeg tiesults before being asked to present
their answers.
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Step 5: Group presentations

Students in their groups were asked to present #meswers followed by whole class
discussion. During the class discussion, the teastiers feedback if he felt students have
missed some points or strayed.

Step 6: Writing log (reflection)
Students were provided with the following questitmassist them in their reflections.
1- Do you think you have learnt something new fromatgs lesson?

2- What kind of thinking have you engaged in carrymg the project and the class
discussion?

3- How did you carry out this kind of thinking?

4- Do you find any differences between strategies ysed in previous lessons
compared to this lesson? Explain how?

5- Are there any special challenges you experiemdeld accomplishing this task? What
have you done to overcome them?

6- Do you think you can apply this strategy in yoeeiding and writing and how?

7- What is your general thought about today’s lesg@@?you think this is an effective
way of teaching?

The end
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Appendix 3 (F)
Lesson 6
Aim: identifying critical appeals in texts

Learning Objectives:

Identification of the three types of appeals
1- rationale appeal
2- credibility appeal
3- affective appeal

Lesson Plan

Step 1

Like the concept of fallacies studied in the pregidesson, the concept of appeals in writing
was also new to the students even though they niighie encountered it in their first
language. To help them figure out what an appeansieanalogy 1 presented two passages
in which they were asked to choose which one waeappealing to them. Such a choice
assisted them to gain insights into what appealnsess a general concept in writing.
Because of the close relationship between fallaanesappeals in writing, which was crucial
for students to know, they were asked based om#ights they acquired from the preceding
discussion to distinguish between the conceptaltzdy and appeal in analogy 2.

Analogy 1

Teacher: Read the following two passages and decide whiehi® more appealing than the
other and why do you think so?

Passage 1

Please I'm an old and homeless person. | have mdyfand no one to care for me. I'm
suffering from rheumatism that has crippled meyears and prevented me from taking up
any job. | need your generous help; five Sudanesmgs can feed me for a week. Please
help me if you can.

Passage 2

Hi, I'm a sick and destitute old man. | have naghia eat, could you give me five pounds
please?

Teacher: Based on the criteria you used in judging the abwwo passages, can you now
define the word "appeal” using your own words?

Analogy 2

Teacher: Based on the insights you gained from the disonssf the above two analogies
and your previous knowledge of fallacies, what da think is the difference between fallacy
and appeal?

Analogy 3

Teacher: How many types of appeals do you know?

(Students stated the type of appeals they knowarttie others which they don’t know, the
teacher presented the three main type of appealstheair sub-classification, then asked
them to use their background knowledge in defitiege sub-groups.)

Teacher: You should be familiar with terminologies suchcastrast, comparison, narrative
etc. now based on your previous knowledge and goammon sense, can you explain the
differences between the following terms:
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1- Rational appeal
a- descriptive example
b- narrative example
c- classification (including definition)
d- comparison (including analogy)
e- contrast
f- cause and effect
g- information (facts, statistics)
2- Credibility appeal
a. writer-audience shared interests and points of view
3- Affective appeal
a. emotion in audience's situation
b. vivid picture

Step 2: Group work

Students were divided into groups and then askedatth examples provided with suitable
types of appeals.

Teacher: In your groups, decide which of the headings iougr A goes with each of the

examples in group B and then show evidence frompidwagraph which supports your
choice.

Group (A) headings

descriptive

narrative

classification (including definition)

comparison (including analogy)

contrast

cause and effect

information (facts, statistics)

writer-audience shared interests and points of view

emotion in audience's situation

vivid picture

T S@meoooTw

Group (B) examples

a- At the latest count my syllabus is at the mercy®oifferent activities sanctioned by
our school system. | lost students this past yaattie following reasons: club trips to
Atlantic City, student-council elections, bloodmiebiappointments with guidance
counsellors and army representative, an art shompwnity show, tennis, baseball,
swimming, football, cheerleading, club meetingsshestra rehearsals, science day
and graduation rehearsal. Obviously many of thedwiges are worthwhile. But
there is no pressing reason why any of them hawaek® place during class hours.
Days could be added to the school calendar forest@indated testing and
registration. And why not let communities sponsancks, sports, college and army
representatives and clubs after school hours?eé\véhy least we would then discover
which students wanted to participate in activigesl which simply wished to escape
from class. (Writer's — audience shared interegtgint of view)

b- The runway was icy so the plane couldn't take(oHuse and effect)

c- One day in 1997, | was invited for a picnic alohg west side of the River Nile.
After the breakfast, the singer who was broughtethierned on the generator and his
other equipment to entertain us. All the audierexea were very eager and happy to
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hear the voice of their pop star who has got aesitengue and golden voice. The
singer cleared his voice and started to sing a smtitjed “The fire is set, who will
extinguish it”. Before the singer went any furthrgth the song, the generator caught
fire; the audience quickly left the dancing growsmatd ran directly to the generator
that was on fire, all of us started through ....He generator. (narrative)

d- The body of an insect consists of three main pahs: head, the thorax and the
abdomen. The head contains the insect's brain, @ygsnouth. It also carries the
antennae. The thorax is the central part of the/blbdbears the legs and wings. There
are three pairs of legs and two pairs of wings. Tisect's abdomen contains its
digestive and reproductive organs. (description)

e- She did not realize | was a medical student. Desmiy youthful appearance she
called me, "Doctor", then briefly lost control. "\Whhave | done wrong" she cried,
"not to have family of my own?" Perturbed, | tritwlcomfort her and in a moment
she managed to continue, "I would have liked toehavarge family but I've been
married seven years and..." her voice trailed offzi@vpicture)

f- The twins are as different as two people can biky,Seho is always hoping someone
will have a party, has black hair, brown eyes, andutgoing personality. She wants
to be an actress or a popular singer. Susan, nesi@us and studious, has blonde
hair, blue eyes, and a somewhat shy manner. Sirechas done well in all her classes
in graphic arts and math, she plans to becomedhitect or an engineer. (contrast)

g- Gatluak didn't know what to do when he missed tire dnd was running around like
a headless chicken. (comparison)

h- Just think, a press of a button, thousands milesyawould kill you, your friends, all
the inhabitants of your town. (Triggering emotiorthe reader, e.g. fear, joy etc.)

i- There are three kinds of book owners. The first dlashe standard sets and best-
sellers-unread, untouched. (This deluded individuahs wood pulp and ink, not
books.) The second of them dipped into them, Butralas clean and shiny as the day
they were bought. (This person would probably lisemake books his own, but is
restricted by a false respect for their physicglespance.) The third has a few books
or many - every one of them dog-eared and dilapttiashaken and loosened by
continual use, marked and inscribed in from franback. (This man owns books.)
(classification)

j- According to a study by the Bureau of National Aaabout 35% of U.S. companies
restrict smoking (only 2% ban it outright) and atdi@onal 20% are studying the
issue. In many cases, companies have choices:alés sand hundreds of localities
outlaw smoking in offices and other working placBlse surgeon general’s report last
year asserting that smokers create health risks niearby non-smokers has
encouraged companies to promote smoke-free workagmaents. Finally, firms are
increasingly aware of the cost of having smokerstaiff: higher insurance expenses
and increased absenteeism. (facts and statistics)

k- 1 agree that if they didn't give animals drugsatléts then we would never find out
whether these tablets would harm us in any watrohgly think that in this day and
age scientists now equipped with highly expenamstruments could quite easily find
the many answers without needing animals. (shartedest and point of view)

Step 3: Inter-group discussion

Students were allowed to consult each other befarh group was asked to present their
answers.
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Step 4: Group presentations

Students in their groups were asked to present #meswers followed by whole class
discussion. During the class discussion, the teastiers feedback if he felt students have
missed some points or strayed.

Step 5: Writing log (reflection)
Students were provided with the following questitmassist them in their reflections.

1- Do you think you have learnt something new frormatgsl lesson?

2- What kind of thinking have you engaged in the atés we did today?

3- How did you carry out this kind of thinking?

4- Do you find any differences or similarities betwestrategies you used in identifying
fallacies explained in the last week lesson andstreegies relevant to identification
and application of appeals discussed today? Explaiv?

5- How helpful the strategies you used in the previesson (identification of fallacies)
in accomplishing today’s lesson? Do you feel thare connection between the
previous tasks and today’s task

6- Can you now identify different type of appeals itest?

7- What are the challenges you faced while accompigsiinis task and how did you
overcome these challenges?

8- Do you think you can apply these types of appeai®ur writing and how?

9- What is your general thought about today’s lesg@@?you think this is an effective
way of teaching?

Homework
Students were given this homework for more pradhceneir leisure time to consolidate
their understanding of the topic.

Group (A) headings
k. classification (including definition)
vivid picture
. contrast
narrative
descriptive
emotion in audience's situation
writer-audience shared interests and points of view
comparison (including analogy)

. cause and effect

Group (B) examples:

1- There was once a man who lived in a country thdtri@mfruit trees. This man was a
scholar and spent a great deal of time readindpidrreadings he often came across
references to fruit. The descriptions of fruit wese enticing that he decided to
undertake a journey to experience fruit for himsglarrative)

2- Upper Nile University is the only higher learningstitution in Malakal town. It
occupies a strategic location in the town; to th@tm of it there is Malakal
international airport, to the east stands Jesud<ihg Catholic cathedral and a few
metres behind the cathedral runs the river Nile,dbcond longest river in the world.
On its southern part there is the famous Malakigkgta(description)

3- Crumbling masonry, peeling paint and dusty patclvesre once were manicured
lawns...The University of Khartoum has worn poorlydenthe searing Sudanese sun
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8

- as much as the language that buttoned-up coistsialho built it came to spread.
When the university was opened in 1902 amidst anjlipomp by Horatio Herbert
Kitchener, formerly governor general of Sudan, Eiglwas the medium of
instruction - and also the official language of &ud(vivid picture)

Three passions, simple but overwhelmingly strongyehgoverned my life: the
longing for love, the search for knowledge, andeaarhble pity for the suffering of
humankind. These passions, like great winds, héwmerbme hither and thither, in a
wayward course, over a deep ocean of anguish, irepth the verge of despair.
(classification)

My best friend is always complaining because hedbagen brothers and sisters. He
thinks | am lucky because I'm an only child, bat Hot sure. | think things are about
even. When it comes to working around the housebeth seem to have about the
same amount of work to do. There's more to do ardus house, but there are also
many people to do it. At my house there's less viortto but no one to share it. The
only difference I've noticed in this area is in Fasour. If he doesn't do something
he's supposed to do, there's a chance his paremt$ motice. When | don't do
something, you can be sure my parents will knowuakio(contrast)

The population of Sudan is increasing at an alagmate; therefore, the government
should subsidise farmers to increase productivitytreat we don’t face any food
shortage.(cause and effect)

I am not unmindful that some of you have come hewué of great trials and
tribulations. Some of you have come fresh fromaarjail cells. Some of you....you
have been the veterans of creative suffering. @aoatito work with the faith that
unearned suffering is redemptive.

The bed | was given in the dormitory was not fatable at all. In fact, it was as hard
as a rock. (Comparison)

| agree that if they didn't give animals drugsabléts then we would never find out
whether these tablets would harm us in any wawrohgly think that in this day and
age scientists now equipped with highly expensmgruments could quite easily find
the many answers without needing animals. (shartedest and point of view)
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Appendix 3 (G)

Lesson 7
Aim: organization of persuasive/argumentative writing

Learning Objective:
Identifying elements of argument reconstruction:
a- claims
b- reasons
c- evidence
d- counter-argument
e- fallacies
f- appeals
g- conclusion
h- judgment of information

Lesson Plan
Stepl

Analogy 1
Teacher: Based on what we studied earlier about persuasguefeentative writing, what are
the differences between persuasive/argumentatitgmgvand the following genres?

a- Narrative and persuasive/argumentative writing

b- Descriptive and persuasive/argumentative writing

c- Cause and effect and persuasive/argumentativengriti

Analogy 2

Teacher: In the form of a diagram, explain how many parésspasive writing can be
divided into?

(Students mentioned the various parts of argumeetatriting studied since the start of this
study.)

Analogy 3

Teacher: What are the differences between the various dresgumentative writing you
just mentioned?

(Students stated the differences between theseuggpiarts of the argumentative essay. This
was done to further consolidate their understandoighese parts as well as acting as a
revision of what they studied so far.)

Step 2: Group work
Students were divided into small groups to parsg dissect argumentative passages into
parts. They were asked to identify the followingtp@f argument reconstruction:

1- claims

2- reasons

3- evidence

4- counter-arguments

4- fallacies

5- appeals
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6- intermediate conclusion
7- conclusions
8- judgment of information

Passages

NB: The answers are provided here but were reméreed the students’ copies.

Section A

Passage 1

It was initially believed that young children coubdt understand other people’s points of
view or undertake tasks such as counting and miegsuntil they were at least seven years
of age. However, it seems the problem does natlghildren’s capacity to do these things
so much as in their understanding of what is beisked and why. If there is no obvious
purpose or they do not understand the language, usdldren find tasks difficult. Even
young children can perform tasks formerly considet@o advanced for them, as long as
these are set up in ways that make sense to theimems that involve teddies or drinks, for
example, may be meaningful to a very young childergas tasks with counters and beakers
are not. (Taken from Cottrell, 2005, p. 39)

Author’s point of view (claim): even young childrean perform tasks considered too
advanced for them, as long as these are set uays that make sense to them.

Reason in supportchildren perform better if the task is presentedanguage they can
understand.

Passage 2
A human skeleton was found near the river latefastith by a senior couple walking their
dog. They believed it was a murder caused by ablesome local family. The police
interviewed the family but ruled out their involvent. The bones are believed to be several
hundred years old. Historians confirm that the rikarle passes close to ancient burial
grounds and that there are records of other bdukésg carried away by the river in the
distant past. This was the first for over 150 yeRecent storms have caused the river to rise
by half a metre. It is probable that skeleton wiatodged from its resting place by the river
rather than by the local family. (Taken from Cdt{r2005, p. 45)
Author’s point of view (claim): the swollen river dislodged the skeleton.
Reasons
1- A skeleton was found near the river.
2- The police have ruled out that a suspected loaailfawas involved.
3- The bones are believed to be several hundred y#drs
4- Historians confirm that the river passes close twiant burial grounds.(can act as
evidence, authority)
5- Other bodies are known to have been carried awathéyiver in the past (can act as
evidence)
6- Recent storms have caused the river to rise by loada metre.

Conclusion:it is possible the skeleton was dislodged fronraiing place by the swollen

river rather than by the local family.
Word indicator of a conclusioiit is probable
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Passage 3

Smokers should be given more freedom to smoke am@ personal responsibility for the
choices they make. Many know that cigarettes csenjous health risks, but these are risks
that consenting adults are willing to take. Mostokers plan to give up before the risk
becomes extreme. Adults should be allowed to mg@keheir own mind about whether they
smoke or not, without warnings on cigarette paakggbmokers pay at least as much tax and
insurance as anyone else. They also pay addittaras through levies on cigarettes and are
often required to pay higher insurance. Despitg, thome medical practitioners refuse them
health care. Smokers should have the same rigltitsatibh care as any other tax-payer. They
should also have the same access to public spacesme countries, it is becoming almost
impossible to find a place to smoke. Smokers areetboutside no matter what the weather.
They are becoming social pariahs where once smokiag the most social of activities.
(Taken from Cottrell, 2005, p. 71)

Conclusion at the beginning:smokers should be given more personal respongilbdit the
choices they make.

Reasons

1- Many know that cigarettes carry serious healtks, but these are risks that consenting
adults are willing to take. Most smokers plan teegiip before the risk becomes extreme.
Intermediate conclusion Adults should be allowed to make up their own mabdut
whether they smoke or not...

2- Smokers pay at least as much taxes throughslevieigarettes and are often required
to pay higher insurance. Despite this, some medlicattitioners refuse them health care.
Intermediate conclusion Smokers should have the same rights to health asi@ny other
tax-payer.

Intermediate conclusion: They should also have the same access to publiespa

3- In some countries, it is becoming almost impgmedo find a place to smoke. Smokers are
forced outside no matter what the weather. Theybm®ming social pariahs where once
smoking was the most social of activities.

Passage 4

Apples are better for your teeth than refined swgyacks. Some people argue that apples
contain an acid and that acid damages tooth en&oelever, any food, if left on the teeth,
is bad for them. Refined sugars are particularipaging to teeth. Compared with the sugar
snacks most people eat, apples provide a more ibehedlternative and have long been
recommended by dentists. (Taken from Cottrell, 2Q055)

Author’s point of view (claim): apples are better for your teeth than refined sygaducts.
Evidence:recommended by dentists (authority)

Reasonsiembedded in the discussion

Counter-argument: apples contain acid and acid damages tooth enafhbls allegation is
minimised in the next sentence).

Conclusion: apples are better for the teeth than refined sugaducts

Passage 5

Differences between the roles that males and fesreie expected to play are not fixed by
our genetic make-up but are learned in each indalid social development. Thus, gender is
something that is learned rather than somethinglwhas a biological cause. (Taken from
Brink-Budgen, 2000, p. 67)
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Author’s point of view (claim): the roles that males and females are expecteday aqle
not fixed by our genetic make-up but are learnedaach individual’'s social development.
ReasonsN/L

Conclusion: gender is something that is learned rather than ething which has a
biological cause. (Restatement of the claim)

Word indicator of conclusion: thus

Fallacy: circle reasoning

Passage 6
It is a legal offence to assault other people.ikfittand slapping are forms of assault and
cause psychological, if not physical, damage. T$teyuld always be considered as examples
of legal assault. Although this rule is appliedathults, it is often not recognised in the case of
children. Slapping is defended as a useful andssacg form of discipline. It is also argued
that children are not independent beings. Thisat axvalid argument. Children may be
dependent on adults but they are still people. dfoee, slapping a child should also count as
legal assault. (Taken from Cottrell, 2005, p. 82)
Author’s point of view (claim): slapping a child should be count as a legal assault
Evidence:citing legal position on assaulting other peoplediction)
Reasons

1- Slapping should always count as a legal assault.

2- Children should count as people.
Counter-argument: even though children are dependent, they are hub®ngs. (It is
always argued that....).
Intermediate conclusions:

1- They should always be considered as examples afdsgault.

2- Children may be dependent on adults but they aligsbple.
Final conclusion:slapping a child should count as a legal assault.

Passage 7

I’'m not a kill-joy. | know that kids need fun justs much as adults do and that clubs are
educational in their own way. But as a member pfafession which is accorded only the
most grudging respect and which is continually sasgd of not doing its job, | say start by
giving us a chance. Guarantee me those 180 pefimdsupposed to have. I'll know the
public and the people who run the schools are ge@out improving when the year classes
have not been shortened, delayed, cancelled, uptex or depleted for any reason short of
illness, an emergency or the second coming.

Appeal: writer’'s respect for audience’s interest and pahtiew

Section B

Judge the internal consistencies of the followiaggages

Passagel

Trainers should discourage sportspeople from takiagormance enhancement drugs as
these can have serious effects upon their heattmeSof these drugs have resulted in
distorted body shapes, skin conditions, and ineeasygression. The long-term effects of
some of these drugs are unknown. On the other lsamde individuals with conditions such
as asthma need medication which contains thosesdkray them, taking the drugs may be
more beneficial than not taking them. Thereforewduld be wrong to ban performance
enhancement drugs altogether. (Taken from Cot&@05, p. 66)

296



Comment:the passage is consistent. In this case, the awdhgues consistently that drugs
should be generally discouraged on health groundspermitted on an individual basis for
health reasons

Passage 2
Reality TV is not delivering what the public wanfBoo many programmes are cheaply
made, turning a camera on the experiences of asdipeople who are duped into wanting
their short period of fame. As a result, investmamjuality programmes is declining. There
is much less variety on television. The promise cbbice heralded by TV has not
materialised. Far from exercising choice, last higlmost the whole nation switched on to
watch the final episode of the latest reality shdvhat has happened to television drama,
good comedy programmes and well-researched docanes® (Taken from Cottrell, 2005,
p. 66)
Comment:the passage is inconsistent. The author argues ity TV is not giving the
public what it wants, but then points out that aétnthe whole nation is watching it, which
suggests it is popular. The author could have mié@eargument more consistent by, for
example:

1- offering an explanation for why people watched paogmes they did not want;

2- giving evidence that there were no other choices;

3- Presenting evidence of surveys that show peoplddworefer to watch a good

alternative type of programme

Passage 3

The brain of an elephant is five times larger thlaat of humans. Some people believe
elephants are very intelligent but, even if thatevieue, are they really five times brighter
than humans? But maybe we are looking at this tlemgvway. After all, is it fair to compare
the brain size of a large animal with that of a brmoi@ature? Perhaps it is relative size that
matters? Human brains weigh as much as 2.5 peafembdy weight whereas elephants’
brains are less than half of a percent of thealtobdy weight. Proportionally, the brain of a
human is ten times greater than that of an elepihdaybe it is the ratio of the brain to body
size that matters? It that were the case, thershinew, with its heavier brain, would be
brighter than humans and elephants - and yet shdewlgtle more than eat. (Taken from
Cottrell, 2005, p. 64)

Comments:ithe author’s position is not clear. It could be rifi@d, for example, by using
either the opening sentences to introduce the aggiirand/or the final sentence to sum it up.
The author uses too many questions without progidinswers to these. There are many
facts, but these do not help clarify the positibhe author needs to provide more guidance
to the reader about the direction of the argument.

Step 3: Inter-group discussion
Students were allowed to consult each other befarh group was asked to present their
answers.

Step 4: Group presentations

Students in their groups were asked to present #meswers followed by whole class
discussion. During the class discussion, the teactiers feedback if he felt students have
missed some points or strayed.
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Step 5

Writing log (reflection)

Students were provided with the following questitmassist them in their reflections.
1- Do you think you have learnt something new fromatgsl lesson?

2- What kind of thinking have you engaged in the aiés we did today?

3- How did you carry out this kind of thinking?

4- Do you find any differences between this teachitrgtegy compared to strategies
used in the previous lessons? Explain how?

5- Can you differentiate between various parts of yes®e arguments?

6- What are the challenges you faced while accompigstinis task and how did you
overcome these challenges?

7- Do you think you can apply this strategy in othéjects and how?

8- What is your general thought about today’s lesg@a?you think this is an effective
way of teaching?

Home work
After identifying the essential elements of persuage writing in the below passage, use
Cottrell’s critical analysis sheet that follows tojudge the article.

Article

Title: Is there anyone out there?

In some countries, the idea that there is life treoplanets would make people laugh or
sneer. In others, the inhabitants not only believife elsewhere in the universe but make
efforts to communicate with it. There are certaidbubters and believers on this issue. One
traditional argument for the existence of extrastmal life, known as the plenitude theory, is
that there are some many stars systems in thergaeitteat it is unlikely that only earth would
bear intelligent life. Indeed, it could be consgtkthe folly of human arrogance to think that
we are the only intelligent life in all of spaceotNso, argue those who subscribe to
contingency theory. Their argument, and it is a peling one, is that life is a happy
accident, a serendipity. They claim that the preessvhich led to the evolution of life are so
complicated that it is extraordinary they occureagen once. They consider it extremely
unlikely that the same set of processes could eseur again. Thus, we have very divergent
theories on whether there is life out there or las unlikely that there is extraterrestrial life
For over 100 years, radio waves have been useddbspace for signs of life and so far have
uncovered nothing. If there was intelligent lifet diere, it is probable that we would have
identified some signs of it by now. The most coruig current argument for extraterrestrial
life comes from convergence theory. Convergencertheefers to situations when two
different species are faced with a problem andpeddently arrive at the same solution. For
example, both bats and birds evolved wings in oradly. Similarly, octopus and squid have
camera-like eyes. The species evolved separatelsiving at these adaptations
independently. This suggests that although theng lmeanfinite possibilities in the universe,
nature tends to repeat itself. Morris (2004) haguad that where nature has produced
something once, it is likely to produce it agairvwéver, Morris himself recognises that even
the basic conditions for life may be rare in thevarse. Nature may be willing but the
conditions might not be right. It is probable thia exacting conditions required for life are
unlikely to be found more than once. It is unlikéhat other planets will be exactly the right
distance from their sun, with the right gravityethight combination of chemicals and
physics, with water and atmosphere. Although cogemece theory indicates that nature tends
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to reproduce the same outcomes, and plenitude ythrergues that the multiplicity of star
systems increases the likelihood of extraterrddiféa the arguments are not convincing. The
conditions for life itself are so fragile and comyplthat it is remarkable that life occurred
even once, much less that it could be repeatesvkeéze. (Taken from Cottrell (2005), page

59)

Critical Analysis Sheet

1-

Identify the main line of reasoning

a- The main line reasoning is: (write in your own w&rd
b- Is the line of reasoning clear from the text? Geasons for your answer.

Critically evaluate the line of reasoning
a- Give some propositions (or statements) from théwdxch adds to its line of
reasoning
b- Give any examples of points not following in thesblegical order
c- Give any examples of flawed reasoning.

Identify hidden agendas
a- What hidden agendas might the writer have that tmggike you question the
contents or conclusions of the passage?
b- What information might be missing that could pairdifferent picture?

Identify evidence in the text. What kinds of evidene does the writer use?

Evaluate the evidence given in the text accordingtvalid criteria.
a- Does the text use up-to-date data?
b- Does the text use reliable sources? What are thé8e®? makes you think
they are or are not reliable?
c- Do you think there may be any bias in the text?e@aasons and examples
d- Comment on any statistics used. Are these likelygitee a true and full
picture?

Identify the writer's conclusions

Does the evidence support the writer’s conclusion?
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Appendix 3 (H)
Lesson 8
Aim: Paragraph Writing and Development

Learning Objectives.
Students’ ability to:
1- Write topic sentences and controlling ideas
2- Write different types of sentences
3- Connect sentences using signal words or phrasasgifional Words)
4- Write unified and coherent paragraph

Lesson Plan

Step 1

The target was students’ ability to write a cohewerd unified paragraph. For them to do so,
they needed to master skills of writing and idesmti§ the main and controlling ideas in a
sentence and how sentences are expanded usings,detaamples, analogies and

explanations. They also needed to master and glissin the basic types of sentences in
English (simple, compound and complex). More imgpaity, they needed to know how to

maintain the flow and unity of ideas in a paragraph

NB: (I identified this topic based on my experiertoebe difficult for the students to

comprehend easily therefore | provided more ana&@egio give them a chance for more
discussion before doing the tasks, answers areigedvhere)

Analogy 1
Teacher: Identify which of the following is a complete sente and which is a fragment and
why, then define a sentence.

1- Trying hard not to laugh while his sister, who wading under the table tickled his

toes (fragment subject missing).

2- Stars shine (complete sentence).

3- Her eyes leaking tears of joy (fragment, subjesinig)

4- The game continued into the night (complete semfenc

Analogy 2
Teacher: Indicate which of the following sentences is siegptompound or complex and
why?
1- 1 heard the noise when Michael dropped the platesplex sentence)
2- The big dogs enjoyed their unexpected bones. (sisghtence)
3- I saw his hat, but | didn’t see his gloves.(compbaantence)
4- The man who will decorate your apartment has neohedo work yet. (complex
sentence)
5- The boys were waiting for the headmaster to cosimple sentence)
6- Most of us were in the hall, the doors had beeseddand the late comers had to wait
outside. (compound sentence)

Analogy 3
Teacher: Read the following sentences and identify thedggintences and the controlling
ideas (main or chief ideas).
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1- Water sports attradtvo types of people: those who play in the water and thoke w
prefer their sport on the surface of the water.
2- People can shop faxpensive clothe®r for budget clothes depending on the kind
of sales outlet they choose.
3- There areseveral wayso go about looking for a job.
4- His counsellor gave Stevieree argumentsfor not dropping out of school.
5- Fast food restaurants offer botdvantages and disadvantageso the hungry
consumer.
(Controlling ideas are in bold)
Analogy 4
Teacher: Study the following pairs of sentences and decidech one contains clear,
specific and strong topic sentence and controitiieg(s) and which contains too general and
weak topic sentence and controlling ideas and explhy?
1- Foreign travel is an interesting experien@aak)
2- Foreign travel exposes tourists to many differertuces.(strong)
3- Itis easy to change a tifereak)
4- Changing a tire can be done in six stégieong)

Analogy 5

Teacher: Study how the topic sentences were expanded @stamples and explanations,
then indicate which one of the paragraphs is watinected and therefore maintain a unity
and flow of ideas (coherent) and which one is not.

Paragraph 1

Drugs may be classified in a variety of ways. Thestrcommon method is to growapugs
according to their general purpose or use. For gi@mdrugs are often categorised into those
used to fight disease and those used to relieve pdiernatively, drugs may be classified
according to the way they are administered to pttieor instance, they may be grouped
into those taken orally, those injected into thelyjgpahose applied to the body surface and
those inserted into a body opening. Drugs may béscategorized according to their form:
tablet, liquid, ointment or powde&fGood and coherent paragraph)

Paragraph 2

Tourism is an important industry in many partsted tvorld. Wherever tourists go they need
food and drink and so they spend money in restésiranfes and bars. Their need to travel
results in jobs for thousands of people involvedim sea, road and rail transport. They need
accommodation and thereby provide employment fogelanumbers of people. Tourists
increase the demand for goods and services arttijsirway, they have helped to increase
employment in many countries. In addition, tourlsty all kinds of souvenirs and mementos
and they pay for all sorts of entertainmémteak and incoherent paragraph)

Step 2: Group work
Students were divided into groups to:
1- Identify flaws in the paragraphs.
2- ldentify topic sentence and controlling ideas
3- Identify the transitional words which connect sects together in order to maintain
a paragraph’s unity.

301



Paragraph 1

Citizenship: do illegal immigrants deserve it

Ever since its first existence, man has known poagethe highest target. No one
doubts that economy is the strongest weapon of tamatrol. Singapore with the width
smaller than Pahang for example is actually thentgna the South East Asia. It has an
economic growth rate of 11 percent and foreignregssiof 230 billion dollars. Man dares to
do anything including begging and killing in orderfulfil his desire and sense of self-love.
Due to this very statement, | strongly believe thatillegal immigrant should be given
citizenship in view of the country’s development.

Paragraph 2
Our life is Better without Automobiles

A part from expenditure and environment, life with@utomobiles will decrease the
number of road casualties. A country like Denmatiere people of all generations ride on
bicycles in the city has proven it. The road casemlcould be decreased by not using
automobiles. Furthermore, road accidents that ansexd by bicycles have lesser degrees of
serious injury. On the other hand, if a collisicsppens, for example, between a car and a
lorry, the possibility of death, major injuries ahdndicap is higher. (It is known that the rate
of road accidents excessively increases during mfegiivals such as Hari Raya, Chinese
New year, and school vacations.) These exampleslglshow that how automobiles can
turn our lives into miserable ones.

Paragraph 3

Advertising brings more negative effect than positie effects

Advertising is a kind of business tool that is ubgdroducers to attract people’s attention to
buy their products. Advertisements also seem likgvan fashions, and styles. (Producer
promote their products in magazines, newspaperger® and also through television and
radio) whether we realize it or not, advertisinghgs more negative than positive effects.
Our life is influenced by advertising without remtig that we are cheated by the producers
who used advertisement to promote their products.

Paragraph 4

Compare the following paragraphs and show the reiffees between them and which you
thing is coherent and why?

(The intention with this part was that although aggraph may be well connected, it may
not convey a clear and meaningful message, agisdbe with ‘b’)

a- My father once bought a Lincoln convertible. He didby saving every penny he
could. That car would be worth a fortune nowad&i®wvever, he sold it to help pay
for my college education.

b- My father bought a Lincoln convertible. The carven by police was red. That
colour doesn't suit her. She consists of threelsttHowever, a letter isn’t as fast as a
telephone.

Step 3: Inter-group discussion

Students would were allowed to consult each otleéore each group was asked to present
their answers.
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Step 4: Group presentations

Students in their groups were asked to present #meswers followed by whole class
discussion. During the class discussion, the teastiers feedback if he felt students have
missed some points or strayed.

Step 5: Writing log (reflection)
Students were provided with the following questitmassist them in their reflections.
1- Do you think you have learnt something new fromatgs lesson?

2- What kind of thinking have you engaged in the atés we did today?
3- How did you carry out this kind of thinking?
4- Do you find any differences between this teachitigtegy compared to strategies
you used in the previous lessons? Explain how?
5- Can you identify flaw in sentences, identify itbppnd controlling ideas in a sentence
and use transitional words effectively?
6- What are the challenges you faced while accahiplg this task and how did you
overcome these challenges?
7- Do you think you can apply this strategy in writiygur assignments for other
modules?
8- What is your general thought about today’s lesg@a?you think this is an effective
way of teaching?
Home Work
Write two paragraphs on any topic of your choice.
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Appendix 3 (1)
Lesson 9
Aim: reorganisation of a jumbled text

Learning Objectives:
1- judgment and reasoning ability
2- analysis and focus thought activity
3- reflective and logical thinking skills
4- anticipation and organisational skills
5- decision-making processes that are based on camdutritical thinking

Lesson Plan

Step 1

Analogy 1

Teacher: We discussed in the previous lesson the importaheeaintaining the unity and
coherent of a paragraph. What is your understandfimpherent and logical flow of ideas in
a text?

Analogy 2

Teacher: How can we maintain the coherent and logical fadwdeas in a text?

Analogy 3

Teacher: Look at how the ideas are organised in the foltlmaparagraphs. Do you think the
ideas were organised and structured differentlydldx if your answer is yes.

Paragraph 1

Alcohol works quickly on the body because alcohoég quickly into the body. It is not
affected by the digestive system. The stomach amestines pass it into the blood
unchanged. Within a few minutes after it has beeallswed, alcohol has made this voyage
in the body: to the liver, then to the left venliof the heart, to the lungs, back to the right
ventricle of the heart, through the aorta into anteries and throughout the body and finally
to the brain and the higher nerve centres. Thahisre it has its greatest effect. (Taken from
Bander, 1985, p. 202)

Answer: development by time, and is the natural form towbken describing a process

Paragraph 2

Hibernating animals can sleep all through the wint®u may wonder how they manage to
live without eating for so many months. The ansVies in two facts. The first is that a
hibernating animal has stored supplies of fatsrbidy during the summer and autumn. The
second is connected to the main use the body maikésod — to supply the energy for
movement. A hibernating animal reduces movemefdrtbelow the ordinary level. Even the
movements of the heart and lungs are greatly rellu¢be animal makes hardly any
movement, uses hardly any energy, and needs hamglljood. (Taken from Bander, 1985, p.
203)

Answer: development by breakdown of parts. The central iddaoken into two parts. The
writer gave readers stronger guideposts to thefagts by using the important transition
words “the first and the second”.
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Paragraph 3

Modern parents are constantly telling their chifdtleat they have to wait until they reach a
certain age before they can do certain things. @masge from eating particular foods to
drinking, smoking, or even using cosmetics. “Waitilu..” is actually a common custom
among primitive peoples, too. Some tribes forbigirtfoung people to eat the flesh of sheep
or goat. In New South Wales, a primitive man is aflowed to eat duck until he gets
married. Among the people of Fiji, you have to teaccertain age before you can eat river
fish or eels. (Taken from Bander, 1985, p. 206)

Answer: development from general statement to specificsféd¢ductive). The writer starts
with a general statement “...children...have to walitiluhey...” Then supports the idea in
the first sentence by adding specific examplesriofipve tribes and customs in New South
Wales and Fiji.

Analogy 4
Teacher: Mention other ways of paragraph development thatkmow apart from the three
methods we discussed above.
(Teacher helps by showing some other ways of papmgdevelopment when they failed to
mention any. These are:

1- Development from specific facts to general statdrtiaductive).

2- Development from the least important idea to thetmaportant idea

3- Development from the most important to the leagtdrtant idea.

(Examples were provided)

Step 2: Group work

Students were asked to sit in small groups to ffiegat the jumbled paragraphs silently for ten
minutes and to form some ideas about the taskichaily before acting collaboratively in
groups. This was to offer each student an oppdstuni reflect and think about the task
individually. Such opportunity can help them toessstheir own level of understanding and
how sharing his/her ideas with others later hagpeeehis/her understanding. Individual
reflection followed by collective performance orethame task can help student to realise
their areas of weaknesses and strengths. Awarafdsslividual weakness can assist the
learner to improve himself/herself.

After the individual silent reading, the teachekeab each group to collaboratively re-
structure the paragraphs in a logical order. Aceaiecorder was placed to record two
groups’ interaction during the process of reorgatinog.

Paragraphs

Re-arrange the following paragraphs and decide whit of the development methods
mentioned above the writer has followed.

Task 1

1/Galileo’s intense observation of the sun didversible damage to his retinas. 2/This
possibly contributed to the blindness that afflictém during the last four years of his life.
3/Galileo’s refinement of the telescope opened hg universe to the eyes of the world.
4/The Italian astronomer Galileo Galilei, who liveem 1564 to 1642, was one of many
scientists who have been injured by their own péoimg experiments. 5/Yet his development
of the telescope also helped to ruin his own alyeeehk eyes.

Task 2

1/ Einstein performed so badly in all high schoolirses except mathematics that a teacher
asked him to drop out, telling him, “You will nevamount to anything, Einstein.” 2/ Even
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after graduating from the institute, he had troudlilding and holding a job. 3/ His enrolment
at Zurich’s Polytechnic Institute was delayed arybacause he had failed his entrance
exams. 4/ Even as he floundered in his jobs, he fatasulating his first ideas about the
theory of relativity. 5/ Albert Einstein’s parenfsared their son was retarded because he
spoke haltingly until the age of nine and later ldorespond to questions only after long
periods of thought.

Task 3

Rearrange the following paragraphs into a completand meaningful story.

A- The scholar entered the orchard and proceeded imtebdto take one of the
blossoms and taste it. He liked neither the textdtde flower nor the taste. He went
to another tree and sampled another blossom, aathexn Each blossom, though
quite beautiful, was distasteful to him. So he tke& orchard and returned to his home
country, reporting to his fellow villagers that frwas a very much over-rated food.

B- So he went to the market and asked everyone hd they knew where he could find
fruit. After much searching he located a man whevkithe directions to the country
and place where he could find fruit. The man dréaberate directions for the scholar
to follow.

C- There was once a man who lived in a country thdtr@fruit trees. This man was a
scholar and spent a great deal of time readindpnidrreadings he often came across
references to fruit. The descriptions of fruit wese enticing that he decided to
undertake a journey to experience fruit for himself

D- Being unable to recognise the difference betweersgiing blossom and the summer
fruit, the scholar never realised that he had rpegenced what he was looking for.

E- With his map in hand, the scholar carefully follavell of the directions. He was
very careful to make all the right turns and toatheut the landmarks that he was
supposed to observe. Finally he came to the etlieadirections and found himself at
the entrance of a large apple orchard. It was gpnre and the apple trees were in
blossom.

Step 3: Inter-group discussion
Students were allowed to consult each other befash group was asked to present their
answers.

Step 4: Groups presentations

Each group was asked to report their re-organiegtl dnd to state the reasons why they
decided to put it in that way. During the classdssion, the teacher offers feedback if he felt
students have missed some points or strayed.

Step 4: Writing log (reflection)
Students were provided with the following question$o assist them in their reflections.
1- Do you think you have learnt something new fromatgsl lesson?

2- What kind of thinking have you engaged in the atés we did today?

3- How did you carry out this kind of thinking?

4- Do you find any differences or similarities betwestrategies you used in previous
lessons and today’s lesson? Explain how?

5- How helpful were the strategies you used in theviptes lesson in accomplishing
today’s lesson? Do you feel there are connectigiw/den the previous tasks and
today’s task?
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6- Can you now explain and write what it means tomain the flow and unity of ideas

in an essay?
7-What are the challenges you faced while accompigs this task and how did you
overcome these challenges?
8- Do you think you can apply the skills you gainedayp in writing your assignment
and how?
9- What is your general thought about today’s lesg@@?you think this is an effective

way of teaching?

The end of the lesson
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Appendix 3 (J)
Lesson 10

Aim: Using the Six Thinking Hats to improve decisionking processes.
Learning Objective:
1- Expose learners to judicial and meticulous proces$decision making.
2- Raising student awareness of different ways ofuatalg and solving a problem.
3- Stirring learners’ imagination and creativity andshing them to think beyond the
repetition of facts and their own beliefs.

Lesson Plan

Step 1

Six Thinking Hats" is a good technique that coutphstudents to look at an issue from
different perspectives before making a decisionotligh creative and careful study of a
problem a balanced decision can be made. Credtinkinng could also push students to go
beyond their usual ways of thinking and solvinglgpeons. As such, students can understand
how complex issues may be and how flexible and omémded thinking can assist in
exploring issues and opportunities which might pilge not be noticed.

Analogy 1

Teacher: How do you approach your problems, what are thpssthat you usually follow
when studying a complex issue that need a decisibe made?

Teacher: Have you ever heard of the six thinking hats? If cem you make a guess of what
they might be?

(It was expected that none of the students haddhekthe six thinking hats, therefore the
teacher gave a brief explanation of what they amd Aow they can be used to improve an
individual’s approach to probing a problem. The dbar designed hats according to their
colours to demonstrate their use)

Introduction to the Thinking Hats

The Six Thinking Hats

The White Hat

White Hat thinking focuses
on data, facts, information
= known or needed.

The Black Hat

Black Hat thinking focuses on
difficulties, potential problems.
Why something may not work.

The Green Hat

Green Hat thinking focuses on
creativity: possibilities,
alternatives, solutions, new
ideas.

The Red Hat

Red Hat thinking focuses ol
feelings, hunches, gut
instinct, and intuition.

The Yellow Hat

Yellow Hat thinking

focuses on values and
e benefits. Why something

may work.

The Blue Hat

Blue Hat thinking focuses on
manage the thinking process,
focus, next steps, action plans
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The Six Thinking Hats

(Below are the teacher’'s explanations of what eaclgolour represents and then,
demonstrations of how they are used in exploring aissue)

In order to use the Six Thinking Hats as effectilavices to improve the quality of your
decision-making, you need to look at an issue "mgarach of the thinking hats in turn.

1-

White Hat:

With this thinking hat, you focus on the data aadlié. Look at the information you
have, and see what you can learn from it. Loolgégs in your knowledge, and either
try to fill them or take account of them. This ib&ve you analyze past trends, and try
to extrapolate from historical data.

Red Hat:

Wearing the red hat, you look at the decision usmtgition, gut reactions, and
emotion. Also try to think how other people willact emotionally, and try to
understand the intuitive responses of people whoaddully know your reasonin
Black Hat:

When using black hat thinking, look at things causily and defensively. Try to see
why ideas and approaches might not work. Black tHatking is important as it
highlights or identifies the weak points in a plancourse of action and therefore,
allows you to eliminate them, alter your approachprepare contingency plans to
counter problems that arise. Black Hat thinkingpsdb make your plans tougher and
more resilient. It can also help you to spot fétalks and risks before you embark on
a course of action. Black Hat thinking is one & teal benefits of this technique, as
many successful people get so used to thinkingipelsi that often they cannot see
problems in advance, leaving them under-preparedifiiculties.

Yellow Hat:

The yellow hat helps you to think positively. Ittlee optimistic viewpoint that helps
you to see all the benefits of the decision and vh&tie in it, and spot the
opportunities that arise from it. Yellow Hat thinki helps you to keep going when
everything looks gloomy and difficult.

Green Hat:

The Green Hat stands for creativity. This is whgye can develop creative solutions
to a problem. It is a freewheeling way of thinkimg,which there is little criticism of
ideas.

Blue Hat:

The Blue Hat stands for process control. This & llat worn by people chairing
meetings. When running into difficulties becauseasl are running dry, they may
direct activity into Green Hat thinking. When cargency plans are needed, they will
ask for Black Hat thinking, and so on. It is alssed for synthesising, and making
final decisions based on the results of thinkingther hats.

Step 2:Looking at a topic from different perspectives

After demonstration of the use of the thinking hatsl explanation of what each stands for,
students sat in a circle to apply them in an exgtion of the topic: Poverty in the Sudan. The
topic was selected by the students themselves.

Topic: Poverty in Sudan was discussed in the class bypdadéach hat in turn and students
reflected on what it signified in probing the topic
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Step 3: Class discussion
At the end of the discussion, students were givehaace to ask questions in relation to the
use of the thinking hats.

Step 4: Writing log (reflection)
Students were provided with the following question$o assist them in their reflections.
1- Do you think you have learnt something new fromatgsl lesson?

2- What kind of thinking have you engaged in the atés we did today?

3- How did you carry out this kind of thinking?

4- Do you find any differences or similarities betwestrategies you used in previous
lessons and the strategy of today’s lesson? Exptan®

5- How helpful were the strategies you used in theviptes lessons in accomplishing
today’s lesson? Do you feel there are connectidwden the previous tasks and
today’s task?

7- What are the challenges you faced while accahiplg this task and how did you
overcome these challenges?

8- Do you think you can apply the thinking hats stggtéo other aspects of your study
or life and how?

9- What is your general thought about today’s lesg@@?you think this is an effective
way of teaching?

The end of the lesson

310



Appendix 3 (K)

Lesson 11
Lesson plan

Topic: Group Conference
Learning Objectives:
1- to enhance learners’ ability to critically and an@hlly discuss and evaluate a topic.
2- to encourage learners to voice and express thewvicdmns and beliefs and their
personal viewpoints on a particular issue.
3- to learn how to respect and accommodate othersi@ps, and correct and advance
their understanding of the topic being discussed.
4- to expose to and involve learners in compreherdis@ission of a topic

Lesson development/progress

The discussed topic was approached in form of &cence (as an open-end topic for groups
to discuss) in which students with the help of thacher narrow down the topic and set
guestions to be deliberated before students werdedi into groups for further deliberations.
Each group at the end of discussion was required¢otme up with resolutions. Such
discussion was aimed to allow students to verbahe& ideas in a collaborative discussion
of an issue. Through dialogue and group discussimalents can question their assumptions
as well as those of others, and consider varioursias to improve their understanding of
the topic.

Step 1

Teacher: introduces the topic “Education policies in Suddfter initial brain-storming the
topic was narrowed down to focus only on one aspeetiucational policiegThe topic was
chosen by the students themselves. The intentistieaahing them focused thought)

Teacher: Before we get into groups what do you think am ithportant questions that we
should focus on in tackling this topic? What showkel do now before we deliberate on the
issue? Students canu@ with their suggestions and questions as pabtrahn-storming for
the discussion. With the help of the teacher, th@yowed down the topic from “Education
Policies in Sudan” to “Education Policies during tRost-independence Era from 1956 to
date”, then to “Education policies during The Na#b Salvation Revolution from 1989 to
date”, then finally they settled on “The 1990 HigH&ducation policy” as a manageable
topic. This took 15 to 20 minutes.

Step 2: Group work

Teacher: Now after we narrowed the topic, you can organisarselves into three small
groups for discussion. Discuss in your groups th&tiye and negative aspects of the policy.
Each group has to write down their resolutions pregent it in the class later during group
presentations(They were given the reasons the government stedstification for the
Arabacization of High Education. A copy is attached

Step 3: Group Presentations

Each group presented its resolutions which this fehswed by class discussion. This was
aimed at offering students’ the opportunity to abbratively share their experiences and
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learn from each other, particularly on a topic ttrety were familiar with and had different
experience of.

Step 4: Writing log (reflection)
Students were provided with the following questitmassist them in their reflections.

Do you think you have learnt something new fromatgsl lesson?

What kind of thinking have you engaged in the atés we did today?

How did you carry out this kind of thinking?

Do you find any differences or similarities betwestrategies you used in lesson 10
(Thinking Hats) and the strategy of today’s lessBrflain how?

How helpful were the strategies you used in lesEdrand the previous lessons in
accomplishing today's lesson? Do you feel there @wanections between the
previous tasks and today’s task?

What are the challenges you faced while accomplisthis task and how did you
overcome these challenges?

Do you think you can apply this strategy to othgpexts of your study or life and
how?

What is your general thought about today’s lesg@w?you think this is an effective
way of teaching?

Home Work
The teacher asked students to write an argumeatasisay stating their personal reaction to

the discussed topic as homework.

The end of the lesson
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Government Reasons for Arabicization

The government’s justifications for the Arabicizati of High Education as reported by
Forojalla (1992):

1-

It would make it easier for teachers (Arabic) tpess themselves accurately and for
the students to absorb and understand the subject.

It would strengthen links between the students #mel universities and their
communities.

Self-esteem and self-reliance would be encouraget greater scope offered for
intellectual enquiry and debate.

In economic terms Arabicization would save money]aeally produced books are
less costly than imported ones. Also, since stuglym Arabic is much easier and
quicker for students, time previously used for exglion would be saved.

The use of Arabic for teaching is a means of pramgohational identity and unity
and ending dependence on foreign cultures.

There would be a return to Arabic cultural roots.

Arabicization can provide a powerful factor in pratng cultural and national unity
among the Sudanese in all their diverse ethnicggou
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Appendix 3 (L)

Lesson 12

Aim: Debate

Learning Objectives:
1- to sharpen learners’ argumentative skills
2- to enhance learners’ ability to present and detbad ideas with logical evidence.
3- to introduce and increase learners’ understandintpe three fallacies (logo, ethos
and pathos) and the three appeals (rational, dliggldind affective)

Lesson Plan

Students chose the topic for the debate in advahttee class. They were asked to read and
gather information to support the position theyided to take. They were encouraged to
prepare some questions in advance to assist theonsolidating their understanding of the
topic and the position they took. The reason féeraig the topic in advance was that debate
requires thorough understanding of the topic amdafoindividual to form clear ideas for or
against the topic. Students were informed thaptimpose of the debate is not to declare any
side as the winner or loser, but to help them praatnaking claims and defending their
claims with reasons and evidence. They were engedrao work with claims, reasons,
arguments and debating ideas without attackingopefiies. Regulations and ground rules
were agreed upon before the debate began.

Step 1

The teacher asked students to group themselveshirge groups: those who support women
having all the rights of men to sit on one sid¢hef class and the opponents on the other side.
Those who were still undecided were asked to ghienmiddle.

The topic: Women'’s Rights in Sudan

Step 2

The teacher as a facilitator asked each group rim ti present their argument, why they
supported or opposed women having full rights tiken in the Sudan. Any side was allowed
to present counter-arguments or rebuttals in resptmwhat the other team has said, or offer
more reasons in support of their own side. Eacdummvas required to support their claims
with evidence. Anyone who was persuaded by theraegt of the other side was allowed to
change sides and join the team. The teacher wasahewwever, he asked questions for
clarification or offered direction. The debate pessed gradually from point to point,
arguments and counter arguments, till the end.

Step 3
At the end of the discussion students were asiketiaw conclusions from their discussion
and to indicate points of convergence and disageeém

Step 4

The teacher asked each student at the end to anwitergumentative essay about the topic
discussed as homework. They were instructed tosadae more reasons and evidence of
their own and to state their personal position.
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Step 5: Writing log (reflection)
Students were provided with the following questitmassist them in their reflections.

1-

Do you think you have learnt something new fromaigds lesson?

What kind of thinking have you engaged in the delvet had today?

How did you carry out this kind of thinking?

Do you find any differences or similarities betwestrategies you used in lessons 10
and 11 (thinking hats and group discussion) andstingtegy of today’s lesson?
Explain how?

How helpful were the strategies you used in theviptes lessons in accomplishing
today’s lesson? Do you feel there are connectiata/den the previous tasks and
today’s task?

What are the challenges you faced while attempiingonvince the other side and
how did you overcome these challenges?

Do you think you can apply the debate as a strategyvestigating other subjects of
your study or life and how?

What is your general thought about today’s lesg@w?you think this is an effective
way of teaching?

The end of the lesson
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Appendix 4

Questions for Focus Group Sessions

1-

2-

3-

What do you understand by critical thinking? Do yteachers always encourage you
to be critical when writing your assignments?

What is your attitude towards writing, do you ligedislike it and why? What are the
activities that you do before finally approachirguy writing tasks?

Do you always bear in mind the following when wrgi
(a) The main purpose.

(b) Audience.

(c) Making your ideas clear for the reader.

(d) Supporting your argument with evidence.

(e) Having many drafts and revisions before the fimaftd
(H Adding your voice.

What do you do when faced with a viewpoint or argatmwhich you don’t agree
with? Do you look for evidence first before you reajour point or do you let
yourself be led by your conscience and beliefs?

How do you maintain your focus when writing?
Do you think there is any relationship betweerdnegand writing skills?

How do you judge whether or not any information yave collected from a reading
passage is accurate or inaccurate?

Have you ever experienced a moment where you fgondself disagreeing with the
account of an author?

What is your reaction to the intervention?

(a) Level of tasks given.

(b) Strategies used.

(c) Has it changed your attitude towards writing ordiag, and how?
(d) What insights have you gained?

(e) Your suggestions for improvement.

Question (9) was reserved for the second focuspgsessions at the end of the intervention.
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Appendix 5

Detail of Connor & Lauer (1985) and Connor (199@wmsed three types of appeals and the
van Dijk’s and Kintsch (1983) episode boundary reask

Connor and Lauer (1985) developed an analyticatesysof 23 persuasive appeals
comprising of fourteen logical categories, four ieth categories, and five affective
categories as listed below:

Rational appeals
1- Descriptive example
2- Narrative example
3- Classification (including definition)
4- Comparison (including analogy)
5- Contrast
6- Degree
7- Authority
8- Causel/effect
9- Model
10-Stage in process
11-Means/end
12-Consequences
13-ldeal or principle
14-Information (facts, statistics)

Credibility appeals
15-Firsthand experience
16-Writer’s respect for audience’s interest and poaftgiew
17-Writer-audience shared interests and points of view
18-Writer's good character and/or judgment

Affective appeals
19-Emotion in audience’s situation
20-Audience’s empathy
21-Audience’s values
22-Vivid picture
23-Charged language

The van Dijk’s and Kintsch (1983) episode boundarynarkers
van Dijk’s and Kintsch (1983, 204) criteria for spde boundary markers include:
1- Change of possible world
2- Change of time or period
3- Change of place
4- Introduction of new participants
5- Full noun phrase reintroduction of old participants
6- Change of perspective or point of view
7- Different predicate range (change of frame or $crip
(Date:06/09/2009)
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Appendix 6 (A): Sample of Written composition, Pre-test (weak

student)

Pre-test

Separation

Sudanese people can't be together because nopbepte can see themselves they are better
over people of south, west and east.

Sudan is a country of black people you see th#tamame (Sudan) means black (Sud) mean
they are tired. Now could Arabic country and Islamshould be a general religious and
Christianity not important?

Government uses political kill themselves uses déidia called peace the aim is to kill the
CPA sign after 2005. Government also use tribeltthemselves that not good.

The south is rich with resources such as oil, nailsewater and animal resources, arable and
fertile agricultural land. Given a chance to ruatvn resources, it will develop very fast.

Over unity: many countries have great because laed is a big. For example US, Russia.

We shall do a unity when all Sudanese life sidsillg and leave any different for colour and
religions, Sudan going to be a African country.
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Appendix 6 (B): Sample of Written composition, Post-test (Weak
Student)

Post-test

| think that | do agree with those who support timty because the countries with bigger
land they are strong in Army and economies for edartynited States and China. Therefore
the religion should not be a problem to supportasgon the country but the problem is
power and how it can be divide among many regiblasv we did signing a Comprehensive
Peace Agreement (CPA) four years ago there ismghimg in south. | mean the government
of Southern Sudan. | think we can create a unitgit®@ them a chance to run it and to
develop it very fast. The second thing is thathi# south separate they have not what we
called in Arabic (Mina) to export any oil to anotheountries of the world but when they
need to export they will pay for Kenya to exportatMombasa port but if we are united we
have Bashir port in Red Sea to export our oil free.

Yes opinions are divided however sometime thatosdg The south is land locked state
they haven't a sea though they have rivers andhshate a rich natural resources for
example bigger land for agriculture, wild animalpl& oil etc. But the government of the

Southern Sudan and all of those in high authotlgy don’'t support the minding and the

use of this resources the evidence is that lealgoeernment and vice president of the

Sudan open a factory of Bear in Juba instead ofodimgr company. Most of leaders in south
government only drink the wine all the time andra think of the development. They have

no good idea that can push up any country. Furtbexnthe example given by those support
the separation of land locked countries like Ugatidér economic is not better than Sudan,
this country is very poor. Therefore the choosaroty it should be best than separation. One
hand could not clap itself together we could bbilgland strong economic country.

For religion it is not important if you are Muslior Christian we should all be Sudanese. |
don’t agree that only Muslim be president of Sudéry? Sudan is the land of the black and
black are majority some Muslim some Christian. Aeb not majority therefore have no

right to control the power in the Sudan and saymothers. | want the president of Sudan to
be from any region to make unity strong. See USAtieng and it have different people

Arab, black, white, Asia all together no complairity we don’t be like that.

| agree that separation lead to fighting betweerthsyners. Big tribe will dominate the small

tribe. See in Juba ministers and all power in hahdne tribe they take everything. Other
people have small power but big one is for thensdfith separated fighting will happen

between the big tribe themselves like now Dinka Binér. So instead of peace and stability
they hope for they will find themselves fightingclaothers. And there are lots of evidence
in the recent history.

| want unity and also justice. | want strong unielan south and north. | don’t want people
divide by religion and fighting. | want presidenttbe from south and Nuba Mountain, Blue
Nile and Darfur. | don’t want jihad. | want Sudamlie strong like US and this is can come
by unity not separation.

319



Appendix 7 (A): Sample of Written composition, pre-test (Good
Student)

Pre-test

Me as Sudanese and all Sudanese wish the bestf@oantry, both even if they are from
the north or from the south. That is for sure. And as an individual given a chance to
choose between unity and separation | am so suiledhoose unity. Certainly | will.

| think separation is not the solution for our deshs as Sudanese, the truth is, it's not a
solution for anything, because we were taught simeevere kids, that unity is the best for
everything.

When we try to discuss the disadvantages of sepanat will find countless of them.

In my opinion separation is not going to be the ehthe hostility between southern side and
the northern one, because more problems will shaw\When we take Abeyi area as a living
example we will know that there is going to beauble. Border demarcation and resources
in them will be fighting areas between the two siden the other hand Sudan is such a rich
country because of it is wide. It is a large coyritrat's why we have a great economic
wealth between North and South, and this is a gtpmint for Sudan- we have resources as
well. We have sea ports and the most importanttivéalater”. Also we have fertile land for
agriculture. We have all these good things as anmtcy as one state as Sudan including
north and south. Therefore when we separate awpéft and south is going to lose a lot. For
example if we separate south will be land lockedesso it will suffer from lack of sea port
which will have a negative reflection in econonBecause it will mainly hamper it’s trading
with other countries.

About economic, when we are together as one coumgryill have bigger markets to sell
our products and the more important is we will henare products to be sold especially with
“World economic problem” now therefore we need ymibw more than ever we were and
ever we will be.

In our South people are loyal to their tribal leadenean they are ruled by tribal leaders and
people are so faithful to them. | think it is a doihing. But when we separate, separation
will lead to the domination of bigger tribes ovketsmaller ones. This will be trouble and the
idea of peace and stability they hoped for and deshwith will be gone. And of course
there is incidences in history that approve angbstighis view.

| think we should be together as one country arelfamily against the outside enemies who
want to rule us and to steal our wealth becausarergich country. Really rich!!! especially
with the financial crises these days. | am suresheuld be Sudan. it is not about | am an
Arab individual and | am a black African or | am 8 and you are Christian. It is about us
together, it is about our mother Sudan.

We all know that more sticks cannot be broken,dmet stick will be easily broken. Therefore
we want to be the more sticks.

Together we will develop, and we will improve odves and we can’'t do that when we are
separated.
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Appendix 7 (B): Sample of Written composition, Postest (Good
Student)

Post-test

Southern Sudanese will vote in a general referenduhe speculation that Sudan in the year
2011 may split into two states in which they widite either for unity or secession of north
from the south.

Me as a Sudanese, given a chance to vote, homegtlywote for unity for several reasons.

We all know about the hatred and hostility betwdsntwo sides which has been going on
for centuries. People who argue or think that sstpar will end this hatred and lead to peace
and better future simply they are mistaken becavea if Sudan got separated instead of
peace and stability they looked and hoped for, thigyfind themselves fighting each other
for these two reasons. First, demarcating bounslafisome areas will lead for more fighting
because each side — north or — south would saymine!!! We have the issue of the Abeyi is
a living example of what | am saying. Second, Seutérs and Northerners need each others
to maintain balance since Sudan’s social strugaitgased on tribalism in which all people
are really loyal to their tribal leaders. Theref@eparation will affect this by leading to
domination of the bigger tribes over the small oseshis will lead not to have the rest and
comfort which we all looking for and eventually seepeople will find themselves fighting.
For all the above | don't think separation will end reduce any fighting or even lead to
peace.

In my opinion negotiation always lead to positiesults like what happened after signing in
the Comprehensive Peace Agreement (CPA) is thatwbesides became more closer than
ever before and security situation is now muchebéttan it was before therefore the number
of prisoners in Malakal prison now is double thenter of them before signing the CPA in
2005. This indicate that there is security now angone who do crime can be arrested and
send to prison. Before when there was no secudliggodo not arrest people because there
was arms everywhere. Some people who are agaiitgttiey claim that despite the signing
of CPA still there is tension between the two sidehink this tension is going to exist as a
natural result of hating and mistrust that has beetween the two sides for centuries.
However, it is true that after the CPA that tendias reduced compared to before CPA, now
there are a lot of Northerners in South than before

On other hand when we discuss economic issuesré&igpawill lead to various economic
problems. Opponent said that “if south Sudan i®mgia chance to make benefit of its own
resources such as oil, minerals, water and aniesdurces, arable and fertile agricultural
land then it will develop fast”. But how can thegwvélop if they don’t have big markets for
their products inside. They will find it very hatd make markets outside because southern
state is a land locked state | mean, the lack afpsets will actually affect the trading and
economic very seriously in the region and its catines with the rest of the world.
Therefore unity is really more needed than separati

People in south consider themselves as black Afsicavhile others in north consider
themselves as Arabs. And we know that they argioeisly, politically and culturally they
have no aspects in common. But why don’t we loothatbright and positive side of issues?
Together we can make a great nation and uniquédeca&use we are all called Sudanese we
all life in Sudan we all drink from the same RiWite.
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There is a lot of example through the history ofltmeultural, religious nations such as
United States of America (USA) is a living examplevadays. Why don’t we put religion
aside and treat ourselves as citizen of the samnatigoour beloved Sudan.

| think we should be together as one country arelfamily against the outside enemies who
want to rule us and to exploit our wealth becausere rich country. Other countries want to
see us weak and divided so that they exploit osouges. For example China, US and
British all wants the fight between the south awodtimto continue so that they can loot our
oil. Therefore it should not be about whether | amArab or | am a black African or | am
Muslim and you are Christian. It is about us togetlt is about our mother Sudan, it is about
our resources, it about strength and above alabout our next generation. | want to see the
result of the referendum for unity so that togethiercan build our country.
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Appendix 8: TheScoring System

The Script

UC (introduction)/ Southern Sudanese will vote in a general referenitutihe speculation
that Sudan in the year 2011 may split into twoestan which they will vote either for unity
or secession of north from the south.

C/ Me as a Sudanese, given a chance to vote, horlestly vote for unity for several

reasons.

C/We all know about the hatred and hostility betwtdentwo sides which has been going on
for centuriesCA/ (People who argue or think that separation will #nsl hatred and lead to
peace and better future simply they are mistakeaus®e even if Sudan got separated instead
of peace and stability they looked and hoped foeytwill find themselves fighting each
other for these two reasgn®1/ First, demarcating boundaries of some areas @aakl Ifor
more fighting because each side — north or — saatlld say it is mine!!'! We havg/ the
issue of the Abeyi is a living example of what | aaying.R2/ Second, Southerners and
Northerners need each others to maintain balamoe Sudan’s social structure is based on
tribalism in which all people are really loyal tbeir tribal leadersIintC/ R3/ Therefore
separation will affect this by leading to dominatiof the bigger tribes over the small ones
IntC/R4/so this will lead not to have the rest and comfehich we all looking for and
eventually these people will find themselves figgtiFinC/Con For all the above | don't
think separation will end or reduce any fightingewen lead to peace.

C/ In my opinion negotiation always lead to positiesultsE/ like what happened after
signing in the Comprehensive Peace Agreement (GPAhatR1/ the two sides became
more closer than ever before dRa/ security situation is now much better than it Wwafore
Con/ therefore the number of prisoners in Malakal prisow is double the number of them
before signing the CPA in 200&/ This indicate that there is security now and ang who

do crime can be arrested and send to pri€dBefore when there was no security police do
not arrest peoplR1/ because there was arms every whé€i.Some people who are against
unity they claim that despite the signing of CP# Hiere is tension between the two sides. |
think this tension is going to exist as a natuesuit of hating and mistrust that has been
between the two sides for centuries. Howe@an/it is true that after the CPA that tension
has reduced compared to before CPA, rifthere are a lot of Northerners in South than
before.

C/ On other hand when we discuss economic issuesar&em will lead to various
economic problemsCA/Opponent said that “if south Sudan is given a chatoc make
benefit of its own resources such as oil, mineratster and animal resources, arable and
fertile agricultural land then it will develop fdsBut how can they develop if they don'’t
have big markets for their products insi@®L/They will find it very hard to make markets
outside because southern state is a land lockeglistzean, the lack of sea ports will actually
affect the trading and economic very seriouslyhia tegion and its connections with the rest
of the world.Con/Therefore unity is really more needed than separati

C/People in south consider themselves as black Adsicavhile others in north consider

themselves as Arab#&pp-cred/ And we know that they are religiously, politicalgnd
culturally they have no aspects in common. But wbg’'t we look at the bright and positive
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side of issues? Together we can make a great retidiinique one because we are all called
Sudanese we all life in Sudan we all drink from shene River Nile.

R1/There is a lot of example through the history ofitmzultural, religious nations such as
E/United States of America (USA) is a living examptavadaysApp-aff/ Why don’t we put
religion aside and treat ourselves as citizen efsgime country our beloved Sudan.

C/l think we should be together as one country and family R1/against the outside
enemies who want to rule us and to exploit our theaécause we are rich countR2/Other
countries want to see us weak and divided so kegt éxploit our resourcek/For example
China, US and British all wants the fight betwelka south and nortR3/ to continue so that
they can loot our oilApp-aff/ Therefore it should not be about whether | am aab/or | am

a black African or | am Muslim and you are Christiét is about us together, it is about our
mother land Sudan, it is about our resources, autbtrength and above all it is about our
next generationCon/l want to see the result of the referendum foryusd that together we
can build our country.

Keys

C: claim

UC: Unsupported Claim

R: Reason

E: evidence

CA: counter-argument
IntC: intermediate conclusion
FinC: final conclusion

Con: conclusion

App-aff: Affective Appeal
App-cred: Credibility Appeal

Final Score

Number of Claims5

Number of reasong:2

Number of Evidence

Number of counter-argumer8:
Number of conclusion&
Number of Affective Appeal2
Number of Credibility Appealst
Number of Rationale appeal: 0
Number of fallacies: O
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Taken from Sudan Practical Integrated National Engish (SPINE)

A Sample of Guided Letters Writing
Book 3

Appendix 9
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UNIT 2.
- A Letter from Tom.
Lesson 7. ——_
B: Answer the following questions.
A. Read. | =115 Who sent the letter ?
2. What s his address ?
s - 3. When did he write the letter ?
15 Park Street,
4. Where did he spend his holiday ?
Leeds, 5
- How did he travsl to historical places ?
England.
15.9.75. . Now complete this Ietier
Dear Mohamed,
Thank you very much for your Istter. | really enjoyed 1 P BEAGE
.0. Box 1
my holiday in Sudan. | had such a good time, visiting very
interesting places. | met very nice and friendly people.
| want on a very enjoyabie trip by steamer. Also | visited
some historical places. | travelled by bus. It was a long Desr
j = f the beautiful
; but ooaanmu._m _oE”B. _wm“m__ never forget the beautifu THEmk YOUTOT swwssmmsers:
A, green forests in southern Sudan. [ and ..ol
! | intend to spend my next holdiay in Eastern Sudan. | don't like tennis. What about you ?
_ Best wishes. Best .
Yours, Yours.
Tom. ﬁ




Appendix 10

Students’ Raw Scores in the Three Tests

Table 1 Shows Pre-test Result - Comparison Group ({5t Rater)

Student| Claims| Reasons Evidenge CounterConclusion | Rationale Credibility | Affective | Fallacy | Total
argument Appeal Appeal Appeal Scores
St. 1 4 7 0 1 3 0 0 0 0 15
St. 2 3 7 0 0 1 0 1 1 0 13
St. 3 5 6 0 0 3 0 0 0 0 14
St. 4 1 3 1 1 2 0 1 0 0 9
St. 5 4 7 1 0 3 0 0 0 0 15
St. 6 4 5 3 1 1 1 0 0 1 16
St. 7 1 1 0 0 0 0 0 0 0 2
St. 8 0 0 0 0 0 0 0 0 0 0
St. 9 3 5 1 0 4 0 0 0 0 13
Table 2 Shows Pre-test Result — Comparison Group é8ond Rater)
Student| Claims| Reasons Eviden¢e Count@r€onclusion| Rationale| Credibility | Affective | Fallacy | Total
argument Appeal Appeal Appeal Scores
St. 1 4 7 0 1 2 0 0 0 0 14
St. 2 3 7 0 0 1 0 1 1 0 13
St. 3 5 5 0 0 3 0 0 0 0 13
St. 4 1 3 1 1 2 0 1 0 0 9
St. 5 4 7 1 0 3 0 0 0 0 15
St. 6 4 5 3 1 1 0 0 1 1 16
St. 7 1 1 0 0 0 0 0 0 0 2
St. 8 0 0 0 0 0 0 0 0 0 0
St. 9 3 6 2 0 4 0 0 0 0 15
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Table 3 Shows Pre-test Result — Experimental Grouff-irst Rater)

Student| Claims| Reasons Evidence CounteGonclusion Rationale Credibility | Affective | Fallac| Total
argument Appeal Appeal Appeal y Scores
St. 1 3 4 2 1 1 0 0 0 0 11
St. 2 3 4 1 0 0 0 0 0 0 8
St. 3 1 3 0 0 0 0 0 0 0 4
St. 4 3 5 0 1 2 0 0 0 0 11
St. 5 5 8 1 0 3 0 1 1 0 19
St. 6 4 5 3 0 1 1 0 0 0 14
St. 7 3 5 1 0 2 0 0 0 1 12
St. 8 0 0 0 0 0 0 0 0 0 0
St. 9 4 6 1 1 1 0 0 0 0 13
St.10 | 3 1 2 1 0 0 0 0 0 7
St.11 | 4 4 3 0 3 0 0 0 0 14

Table 4 Shows Pre-test Result — Experimental Grou¢Second Rater)

Student| Claims| Reasons Evidenge CounterConclusion | Rationale Credibility | Affective | Fallacy| Total
argument Appeal Appeal Appeal Scores
St. 1 3 4 2 1 1 0 0 0 0 11
St. 2 3 3 1 0 0 0 0 0 0 7
St. 3 1 4 0 0 1 0 0 0 0 6
St. 4 3 6 0 1 2 0 0 0 0 12
St. 5 4 9 1 0 3 0 1 1 0 19
St. 6 6 5 3 0 1 1 0 0 0 16
St. 7 3 5 1 0 2 0 0 0 1 12
St. 8 0 0 0 0 0 0 0 0 0 0
St. 9 4 4 1 1 1 0 0 0 0 11
St.10 | 3 1 2 1 0 0 0 0 0 7
St.11 | 4 5 4 0 2 0 0 0 0 15
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Table 5 Shows Post-test Result —Comparison Groupi¢Bt Rater)

Student| Claims| Reasons Evidence Counter-Conclusion| Rationale Credibility | Affective | Fallacy| Total
argument Appeal Appeal Appeal Scores
St. 1 5 7 1 0 1 0 1 0 1 16
St. 2 3 4 1 1 1 4 0 0 1 15
St. 3 3 3 0 0 0 0 0 0 0 6
St. 4 5 7 1 0 1 0 0 1 0 15
St. 5 5 7 3 0 0 0 0 1 1 17
St. 6 6 7 1 3 3 1 0 0 0 21
St. 7 0 0 0 0 0 0 0 0 0 0
St. 8 1 1 0 0 0 0 0 0 0 2
St. 9 5 8 1 1 2 0 0 0 0 17
Table 6 Shows Post-test Result — Comparison Groug¢cond Rater)
Student| Claims| Reasons Evidenge CounterConclusion | Rationale Credibility | Affective | Fallacy| Total
argument Appeal Appeal Appeal Scores
St. 1 5 7 1 0 1 0 1 0 1 16
St. 2 4 5 1 1 1 0 0 3 0 15
St. 3 4 4 0 0 0 0 0 0 0 8
St. 4 5 7 1 0 1 0 0 0 0 14
St. 5 5 7 3 0 0 1 0 0 0 16
St. 6 7 8 2 4 3 0 0 0 0 25
St. 7 0 0 0 0 0 0 0 0 0 0
St. 8 1 1 0 0 1 0 0 0 0 3
St. 9 6 8 3 0 2 0 0 0 0 19

328




Table 7 Shows Post-test Result —Experimental Grou-irst Rater)

Student| Claims| Reasons Evidence CounterConclusion | Rationale Credibility | Affective | Fallacy| Total
argument Appeal Appeal Appeal Scores

St. 1 3 4 2 2 4 0 0 0 1 16
St. 2 5 8 1 0 2 0 0 0 0 16
St. 3 2 4 1 0 0 1 0 0 0 8

St. 4 4 7 2 1 3 0 0 0 0 17
St. 5 6 8 4 3 3 1 1 0 0 26
St. 6 7 8 4 0 0 2 0 0 1 22
St. 7 4 8 2 2 3 0 0 0 1 20
St. 8 2 2 1 0 1 0 0 0 0 6

St. 9 6 9 1 1 2 0 0 0 0 19
St.10 | 4 5 3 1 2 0 0 0 0 15
St.11 | 3 7 2 0 4 0 0 0 0 16

Table 8 Shows Post-test Result —Experimental GrouiSecond Rater)

Student| Claims| Reasons Evidenge CounterConclusion | Rationale Credibility | Affective | Fallacy| Total
argument Appeal Appeal Appeal Scores

St. 1 5 4 2 2 4 0 0 0 1 18
St. 2 6 8 1 0 2 0 0 0 0 17
St. 3 2 3 1 0 1 1 0 0 0 8

St. 4 5 7 2 1 3 0 0 0 0 18
St. 5 7 9 4 3 2 0 1 0 0 26

St. 6 7 8 4 0 1 2 0 0 1 23
St. 7 5 7 2 1 3 0 0 0 1 19
St. 8 2 1 1 0 1 0 0 0 0 5

St. 9 6 9 1 1 2 0 0 0 0 19
St.10 | 4 7 4 1 2 0 0 0 0 18
St.11 | 5 8 2 0 4 0 0 0 0 19
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Table 9 Shows Delayed-test Result -Comparison Groypirst Rater)

Student| Claims| Reasons Evidenge CounterConclusion | Rationale Credibility | Affective | Fallacy | Total
argument Appeal Appeal Appeal Scores
St. 4 2 4 1 3 2 0 0 0 0 12
St. 5 5 7 1 0 0 0 0 1 0 14
St. 7 1 1 1 0 0 0 0 0 0 3
St. 8 0 0 0 0 0 0 0 0 0 0
Table 10 Shows Delayed-test Result -Comparison GrpSecond Rater)
Student| Claims| Reasons Evidenge CounterConclusion | Rationale Credibility | Affective | Fallacy | Total
argument Appeal Appeal Appeal Scores
St. 4 3 5 1 3 2 0 0 0 0 14
St. 5 5 7 1 0 0 0 0 1 0 14
St. 7 1 1 1 0 1 0 0 0 1 5
St. 8 1 1 0 0 0 0 0 0 0 2
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Table 11 Shows Delayed-test Result —Experimental Gup (First Rater)

Student| Claims| Reasons Evidenge CounterConclusion | Rationale Credibility | Affective | Fallacy| Total
argument Appeal Appeal Appeal Scores
St. 1 9 10 6 2 9 0 0 0 0 36
St. 3 2 2 0 0 1 0 0 0 0 5
St. 4 5 8 1 0 6 0 0 0 1 21
St. 5 7 9 2 0 4 0 0 0 0 22
St. 6 4 4 2 0 2 1 1 0 0 14
St. 7 5 6 4 1 4 1 0 0 0 21
St. 8 2 4 1 0 1 0 0 0 0 8
St. 9 11 14 3 0 2 0 0 0 0 30
St.10 | 5 7 3 1 1 0 0 0 0 17
St.11 | 4 8 2 0 4 0 0 0 0 18
Table 12 Shows Delayed-test Result — Experimentalr@ip (Second Rater)
Student| Claims| Reasons Evidence CounterConclusion | Rationale Credibility | Affective | Fallacy| Total
argument Appeal Appeal Appeal Scores

St. 1 9 10 6 1 9 0 0 0 0 35
St. 3 2 3 0 0 1 0 0 0 0 6
St. 4 5 9 1 0 6 0 0 0 1 22
St. 5 7 10 2 0 3 0 0 0 0 20
St. 6 5 4 2 0 2 1 1 0 1 16
St. 7 6 7 4 1 4 1 0 0 0 23
St. 8 2 2 1 0 0 0 0 0 0 5
St. 9 11 14 2 0 2 0 0 0 0 28
St.10 | 6 7 3 0 1 0 0 0 0 17
St.11 | 5 8 0 2 4 0 0 0 0 19
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Appendix 11 A: Transcript of the First Group Pre Focus group
Interviews

Transcription Symbols

) Pause
] Translation from Arabic to English

Utterances delivered at a quicker pace thasuh®unding talk
{} The beginning and end of interruption
uh Audible sounds not necessary words
(( ) Analyst notes

Sound extension of a word (more colons demormestlanger stretches)

Capltal letter indicate loud voice

1 -

1: Facilitator: thank you very much for your comifijgwe are going to deliberate on

2: certain questions () the intention is to haxferimation about your English

3 teaching background in Senior Secondary Schpeb(feel free to express

4. yourself as you wish () say whatever you wargay and no body will have

5: access to this information except me alone aed gour names as you can see
6: were not registered simply is () to hide yoargmnality ( ) and if you find

7 difficulty in expressing yourself in English {pu have the right to express

8: yourself in Arabic for | only want to collectse information () can we start?

9: ((Students nodded their heads in approval)py first question is () critical

10: thinking seems to be a new concept here inrs(dlavhat do you understand by
11: critical thinking? () Do your teachers enca&gou to be critical when writing
12:  your assignments in senior secondary schogl$Pgan () what do you

13: understand when somebody says critical thirkingWhat do you understand by
14: critical thinking? ()

15: Student 1= =l mean from] credit?

16: Facilitator: what?

17: Student 1: is it from credit card?

18: Facilitator: to think of something not onlytake facts as they are but to go beyond

19: facts () try to analyse something insteadedfig given something and then you
20: takeitasitis () you try to analyse it {&ysas and judgment} oh yeah
21: Student 1: ngysis}

22: Facilitator: so what is your understanding ritical thinking?

23: Student 1: to think more {

24: Facilitator: {raise upwovoice}

25: Student 1: ((continues)) if you critical thingiif you take information as it is justx
26: X \ghia [that is you memorise it as it is] it wouldn’t be useful and it wouldn’t
27: make a move and critical thinking is so uséfubecause it make us () which
28: make our cretiv= creativity because it makéhirsk more and cultivate more and
29: be more creative

30: Facilitator: good ( ) good () really very gbpoints

31: Student 2: OH when | talk about critical thimgi( ) when | talk about education ()
32: we are studying in high school only the gramfna

33: Facilitator: {raise your voice a little bit

34: Student 2: ((continues)) we study grammar gaanid listening and not encourage us
35:  to be imaginative in our stuths = [| mean all of it] grammar

36: Facilitator: WiS[all of it] grammar? They don’t ask you to analyecritique

37: Student 1t think all () what our teachers are concern alwowtur high school is
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38:
39:
40:
41:
42:
43:
44:
45:
46:

47

47.
49:
50:
51:
52:
53:
54.
55:
56:
57
58:
59:
60:
61:
62:
63:
64.
65:
66:
67:
68:
69:
70:
71.
72.
73.
74.
75:
76:
7.
78:
79:
80:
81.
82:
83:
84.
85:
86:

only to get high scores in English by teachisggrammar because scores of
grammar are the highest in all examinatioth@j is why they want us to be () to
get use English for examination and not ingemeral life

Facilitator: OK:: very goo:d () very good pb(n) you feel free to say what you think
() because it’s just a normal discussiofeg) relax () no tension () if you can
not express yourself in English you can talkiabic () there is no problem ()
and which in this sense it means that whenayewnot normally asked to be
ciitical () you don’t need to analyse () you dameted to {

Student 1: {yeah | have justpiot
perfect answer () without}

Facilitator: {p=ct answer?

Student 1: ((continues)) yeah without changingthing

Facilitatorwithout changing anything?

Student 2: we are taught Spine is not critocdy you are thinking don’t pail () don’t
pail all the timeaius L hius W =y [| mean don't fail don’t fail] don't pail

Facilitatori.s W [don't fail] OK:: don't fail in exam

Student 2: ((continues)) yes don't fail in ex@jnyou must get 50% in exam and
Dol caila s o wasY) Aai[English result is scale up] {

Students: {students responded by
saying Yeah

Facilitator: OH scalings-s W ¢lie [so not to fail] {

Students: {yeah

Student 2:  {uh}

Student 1:  {ubk=si} [go on] ((giving chance for student 1 to contifue

Facilitator: OK:: () continue in fact you ((fthe whole group)) mention very nice
point

Student 1: in my opinion of our teachers (Ouiht if the student get high scores ()
they are () the teacher is successful bunktif student get high score in
examination without understanding what thegtevin examination the teacher is
not successful teacher

Facilitator: so you find that the English yeain in classes has no connection with
English that you use in your daily life?

Students{(responded together)) yeah

Facilitator: OK:: very nice () OK:: () OK::)(now let me move to this section which
is writing () 1 know writing is a problem heaad | read some reports when |
was going through some documents () that tiuglesits are weak in both English
and Arabic () so there is problem in languggeSo:: | just want to know what is
your attitude towards writing () Writing ingeral () DO you really write a lot?
() What is your attitude when you are askediite an essay () do you feel
comfortable () Do you like writing?

Student 1: | don’t like writing ()

Facilitator: No::

Student 1: ((continues)) I like reading morarthwriting () | like searching for the
meaning of the words in dictionary () but #ét! ~~spelling Wi=li[not | mean
to memorise their spellings] () | know a létaords by just saying them because
I had seen them before but if you tell me taesthem down () | write the
spelling wrong and that change the meaning@ftord itself

Facilitator: yeah

Student 2: ((in a low voice)) serious problem
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87: Facilitator: s | s ()PS5 ) sady Ja

86: [Do you like writing () Do you write a lot?]

87: Student 4: ((first part unaudable}) 2 [reading]

88: Students: ((together)) spelling is a problem

89: Facilitatorbut nowadays we have computers so you can writéhenfcomputer can

90: correct it itself}
91: Student 1 & 2: ((together at one time)) {computam
92: correct it itself}

93: Facilitator: ((continues)) even | myself I'mrygoor in spelling but the goodness is
94: that | have a computer to help

95: Student 2but you must have an opinion first in your mind

96: Facilitator: yes you must have an opiniond@:) §) Why do you find writing difficult
97: () Why?

98: Student 4because spelling

99: Student 5: spelling

100: FacilitatorOK spelling and what else?

101: Student 1: | think in Arabic () in Arabicybu ask me to write a word () | can write
102: it depending on what you said and | canipl write it right even if | don’t
103: know it before () but in English if you giwee a word () | can write it but the
104: spelling is wrong=: spelling has

105: GRS 483le ad addsll g Uy 3haill o jally ST (5 5udaiVL aalSl) (3l o o€ 4Ble Ll L iny

106: [The way a word is pronounced in English inaselation with the way it is
107: written but in Arabic there is correspondebetveen the pronounciation of a
108: word and its written form]

109: Facilitator: that is true () yea#t=l <xic? [Do you have any addition?]

110: Student 2: different () example by ERA ()

111: Facilitator: and in fact you find sometimégelthe word Writing () you find W at
112: the beginning and then you don’t pronoungg it is {silent}

113: Students: ((all together)) {silent}

114: Student 1: in English there are a lot of seupptwo letters together can make a
115: new sound from nothing but in Arabic it ig tlat much

116: Facilitator: yeah () sound systems are cotelylelifferent

117: Student 2: different sounds from that of Estgli

118: Facilitatoreven in Arabic () do you like writing () writingpmposition () writing
119: letters () writing reflectionssS | »iS5[do you write a lot] ()<3WU[reflections] ()
120: <Ll [letters] () «Yaq[essays]

121: Student 1: we

122 58 bVl (81 5 ma S 4l (8 ST AlSa dal 5 L oK) 5 oSy

123: ey hale i€ 58 )

124:  [we write and we don’t face any problem kuha end we write accurately but
125: in English even if | write | mean | would hawetten it wrongly]

126: Facilitator{(laughter))

127: Students: ((laughter))

128: Facilitator: would you like to add anythiny4s) <ll J i) <8 5 alSia 4aa 55

129: [do you face any problem when you are as@ewite?] ((Directing the question
130: to student 5))

131: Student 5: in English?

132: Facilitator: in any of the two languages

133: Student 5: Arabic no problem () but in Englisy spelling () {very bad}
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134:
135:
136:
137:
138:
1309:
140:
141:
142:
143:
144:
145:
146:
147:
148:
149:
150:
151:
152:
153:
154:
155:
156:
157:
158:
159:
160:
161:
162:
163:
164:
165:
166:
167:
168:
169:
170:
171:

Facilitator: {very bad) () so
you don't like writing () so | can say () af you dislike writing in English?
Studentg((all together)) yes

Facilitator: UH () all right () and again {

Student 2: {I tried to write a sing a song ()

Facilitator: {@n
compose a poem?}

Student 2t was a nice trial ()

Facilitator: good () good () and then aframn spelling () what else do you find
difficult in writing? Just leave aside spadji( ) what else do you find difficult in
writing? (') writing in general whether inakric or English (') what do you find
difficult?

Student 2for me it only spelling

Facilitator: only spelling?

Student 2: yeah ((other students nodded ircapj))

FacilitatorOK (') let me put it in this way () if you want warite something () a
letter () a composition () everything (hat are the things that you do at the
beginning before you finally put down youead () what do you do = because
here I'm quiet sure each one of you have diffeway of what of () of activities
() pre- writing activities () what do yoo Before you start putting your ideas
down () doctor ((looking at student 3 who w#snt throughout the discussion))

Student 3: oh not yet

Facilitator: 4w » jiSs 58y (=34 L[you become doctors already]

Studentd(laughter and all responding)y L (sie [n0:: NO:: we are not yet]
((more laughter))

Facilitator=34 oS 518 [you have already been enrolled] () what do yiod f
difficult () what are the steps that you derebefore you start writing? () OK let
me give a hind () OK it is said that writiisga very difficult skill {

Students: {yeah () yeah
((responding))

Facilitator{(continues)) because it is not just a matter afimg down ideas but you
need to think a lot about the order of ideasrganisation and arrangements ()
to arrange your ideas () some people do trasdind of putting down points
first then later on elaborate on these poidtthen keep on changing the
organisation and all these things () | d&ndw whether you do all these steps
before you start writing () what do you deffi( ) then second and then just as

general things that you always do when youtwawrite something fe i< <és Lalé
S5 Lo a8 clind b Lgws o iy adadiaV) Lo (iS5 Ll § gum e ]

172 Student 1ter—= 4 plai¥la sl ) a3 el (pa ey sl SE

173:
174:
175:

LS pal ) sl zlial Cpany () Loany (S
[l think in Arabic first then | translate intonglish then when | finish writing |
revise it]

176: Facilitator:you think first () and then you don’t think in Hrglp because mostly

177.
178:
179:
180:
181:

you think in Arabic and you then translate (r)giit () and then you put down
your ideas first () OK and then you think abthése ideas and then sometimes
you cancel some of them and sometimes you doremd is it? And then
sometimes you see that this one does not follasvdne () then the flow is not
good (') then you keep changing () do you do ¢van in Arabic?
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182:
183:
184:
185:
186:
187:
188:
189:
190:
191:
192:
193:
194:
195:
19%:
197:
198:

199:
200:
201:
202:
203:
204:
205:
206:
207:
208:
209:
210:
211;
212:
213:
214:
215:
216:
217:
218:

219:
220:
221:
222:
223:
224

225:
226:
227:
228:

229

230:

Students: ((were nodding in approval while trecteer was explaining all the above
steps, occasionally some would say yeah))
Student 1: | think once you read the addres®ofposition () some ideas jump
once you read it and then you try to put thesas in order
Facilitator: ALL RIGHT () yeah stude#dt((calling her by name))
Student 4((correcting the facilitator and pronouncing thengacorrectly))
Facilitator: YES
Student 2>/ grammagtaa) 413 & compositionssicY) & 4ala [especially in
composition examination if there is mistakegiammar | revise them {
Student 1: {58 compositions S oS glie (laia¥) i adle 43la 0 composition
[composition has high marks in exam that is wieyconcentrate on it a lot]
Facilitator: =S W )5 3S sifyou concentrate on it a lot?
Student 1: compositio@ S glie 4= 48 )5l ) 3 Jslss [I try to read the paper
((examination paper)) quickly so that | can camtcate on the composition]
Facilitator: OK: Good () OK:: () DO you bear in mind the followimvhen writing
() when you are writing any writing not partiauwriting alone () English even
in Arabic () when you are writing () do you @&ys consider these points ()
these areas () one the main purpose () dalgoide the purpose first before you
start writing () do you consider this firgtthe purpose
Student 2: PURPOSE ¥« vt [PURPOSE () you mean for example...]
Facilitator: whilestsll las L 38 iay
2firstic oSl g g sall (8 Sa Ja 4USH clds jeas
[Before you start writing while you are prépg yourself () do you think about
the topic of your writing first?]
Student 2: yes () yes ()
Facilitator: you think about it first?
Studentg(all nodding in approval)) yes yes ()
Facilitatordo you always think about the audience () | meaur yeaders ()
especially if you are writing something torbad by other people () do you
always consider readers in your mind?
Student 1: yeah () | think () yeah ()
Facilitator: yeah go on
Student 1: if someone is going to read ith@} is why | should think about him
when is going to read it () | think thats$teuld have a good idea about what |
wrote
Facilitator: student 4 ((calling her by namseshe was impatiently wanting a
chance))
Student 4.2 & ((let me say it in Arabic))
Facilitator:((smiling)) yeah
Student 4Jis) hle Y 5 ra o0 SLS (s gl e darft Wl 5 S8 a3y sl L a8 Ul
Coay Le 513 G sS LS S (S (o padl 1R a5t dad (o3 Jis)) (A A e o 81 S
aall (& (uSe (58 Ia G oS ST Gy La gl aSad) ity
[before I write | must think first () and whemwrite | revise the draft properly ()
I look at the structure of words is it correcincorrect () maybe somebody may
take it and read it () in Arabic you can etihe words well however if you are
not careful the reverse may occure if you tlknbw how to write well your
sentence may convey a different meaning]
: Facilitatorso you always think about the reader () ALL RIGH)Twhat about
making your ideas clear () that when youvaiigng something () do you
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231:
232:
233:
234:
235:
236:
237:
238:
239:
240:
241:
242:
243:
244:
245:
246:
247:
248:
249:
250:
251:
252:
253:
254:
255:
256:
257:
258:
259:
260:
261:
262:
263:
264:
265:
266:
267:
268:
269:
270:
271:
272:
273:
274:
275:
276:
277:
278:
279:

always exert a lot of effort in order to makeir ideas clear () when you are
writing () writing ((pala S 3 seae J 50 Jb iS5 5 S Jiny

b dasiy activities () sede S8 A5 Glins Jll sy mial o
() what do you do in order to make your ideasy\clear to the reader

Student 2: | think of emotional influence ()

Facilitatoremotional influence () very good

Student 2: ((continues)) may help you abosbmetimes

Facilitator: then do you always think that teader may ridicule () | mean he might
simplified your ideas () SO:: you need to fouward really strong evidence ()
DO you always think about this?

Student 1: in my opinion this a problem ( ¢dngse if | want to make my ideas very
clear | have to write a lot of stuff () ifMrite a lot of stuff () the mistakes will be
more at editing editing that is why | tryvioite less at the same time to make
ideas clear and this is very difficult

FacilitatorOK () there is a say that the more you make nalslft ( ) | mean multi-
draft () more than one dragtuall a3 U acbuall ami S5l )55 J ¥ 4l Jasi [you
write () read it you revise it again and yeuised it again] {

Students: {several times Yeah ((groupleém
together))

Facilitator{(continues)) so several times you make your idézar () do you do
that?

Student 1: yes= yes

Facilitator: ((repeating the same statemeit)you do that?

Student 1: yes

Student 2a3eY) e AIS () S 4l G813 Tif there is still enough time for the exam]

Facilitatorasell o= S5 Y [no | am talking in general] without examination

Student 138 &5 (A V) asdially lay QUS S J 530 o) [like a person who is writing a
book he starts with the first page then #woad]

Facilitator! 4uills 435 20 La readersl 4usiy 4d 5 2e L gudience! public S oSé aal 5 Juas
Jashas anyone of you written an essay for publiawtdience unknown to
you () unknown readers] () have you writi@ninknown audience for example
general public () newspapers () have yoledbat? () have you ever done that?

Student 1: yes () | wrote it on internetfiam

Facilitator: in Arabic?

Student INO: in English () just for fun

FacilitatorWONDERFUL

Student 1: just for fufls | oS 4ala cilalS
UreSSyour s o GilalSll agdy g8 5 jalifie oS S
[just for fun abbreviated words something likat which he understand like |
write your ur]

Facilitatorhave you received any feedback from your readghsaye you received
comments= 4 chattingdexidl L1l 4aa [especially those who chat on the net]
() have you received some comments?

Student lyes only on youtube ()

Facilitator: YOUTUBE () you use to visit thigebsite

Student 1& 2: ((together)) yes yes

Facilitatorgood () good () and facebook {

Student 1&2: {yeah () yeah

Student 1I: have a friend in facebook
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280:
281:
282:
283:
284:
285:
286:
287:
288:
289:
290:
291:
292:
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294:
295:
296:
297:
298:
299:
300:
301:
302:
303:
304:
305:
306:
307:
308:
3009:
310:
311:
312:
313:
314:
315:
316:
317:
318:
319:
320:
321:
322:
323:
324:
325:
326:
327:
328:

FacilitatorOK:: () then what do you think because theresayasometimes ideas
might be clear to you but the way you wrijey6u put down your ideas might
not be clear to the reader

Students: ((all together saying)) yeah yeathye

Facilitator: have you experienced this before?

Student 2: yes () | think () | talk to agem () | can use signs but by writing that
thing isu=il 4ala [is something missing]

Facilitator: so you find there is differencgJween speaking to a certain person and
writing () writing is difficult is it? Is r@ly difficult () OK and when you are
writing say for example a complaint to yoeatimaster in school or to your dad
in states () do you always feel that youdneesupport any claim you make with
evidence () do you do that () supportingry@aim with evidence () say for
example (') you run short of money {}

Student 1:

{eli soa clizans L [1 did not hear you () your voice]

Facilitator: Ok:: if you ask for money or sdinag because sometimes you are
given a budget that this budget should lasbfie@ month and then you found
yourself you have spent your money beforestiteof the month () do you
always give reasons why you spent your moreégrb the end of the month?

Student 1: yes () we must do that £ Lsx: W[They will not give us again]
((laugher))

Facilitator: you always do that?

Students: ((all to gather)) yes

Facilitators: in school when you write yousigaments ( ) were you given
assignment in English? You don't () you weot given assignment in English
isn’'t it?

Student Zassignment means...

Facilitatorassignment iguad 4,US Jails canll 81 glaids Jhed Jad 5 Jlhew Sy () gy
for markingpliwU aal ) Jadll
[you are given something like a researchvemik to write at home then you
bring it back to the teacher for marking]

Student 2: only composition () compaosition

Facilitator: you don’t do this?

Student 14USH U san (2o Z)li ) 4l ol sall (8 (SIY 6 3dails [in English no but in
other subjects such history Arabic languagewsre given written works]

Facilitator: but do you feel that you needuapport your claim with evidence?

Student Isummary

FacilitatorSUMMARY?

Student 2: yes summary

Facilitator: only summary that you do?

Student Isummary is difficult

Facilitator: yes it is really difficult

Student 1: | don’t like summary

Facilitator: it is () it is part of writing)(because it tests your understanding of the
passage () you don't like summary?

Student 1: summary is the only place wheresjmuld express yourself but g
[I mean] definitely definitively that is whyis very difficult

Student 2: summary is depended only on voeap(l

Facilitator: {vocabulary?}
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330:
331:
332:
333:
334:
335:
336:
337:
338:
339:
340:
341:
342:
343:
344
345:
346:
347:
348:
349:
350:
351:
352:
353:
354:
3565:
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357:
358:
359:

360:
361

362:
363:
364
365:
366:
367:
368:
369:
370:
371:
372:
373:
374
375:
376:

Student 2: ((continues)) | can see two wordsrgto me if have good vocabulary |

can do () | can say one word to give mentkaning of the whole paragraph

Facilitatordo you want to add something?

Student 4: in Arabic ((smiling))

Facilitatoryes in Arabiel<y J5 3 JS free4x i) Arabic Englisheveryone one is free
to speak in any language Arabic English]

Student 4: summagy) Sz 4l & gl dadaiall (o 42l (e dagall ClalSl allaty i) 6Y Cmia e
il 130 0280 ) 53l i paty ) 8 A8y yha (pe il o) ) COlalS Ellin ey LIS Ca g
B8 Bl 83 Camaa o gty il | gald Lo il 131 (S 5 gy oS Sl dxdadl) aalé

[summary is not difficult because you extithet important words from the given
passage from the excerpt that is there wioellextra words which you can
identify through your reading that they aremportant if basically you
understood the

passage well but you will see it difficulyibu did not understand the passage
this the difference]

Facilitator: do you feel the same

Student 5: yes

Facilitator: you agree with her?

Student 5: yes

Facilitator: OK::s3! u«si: [do you feel that] summary is () is () easy ibyloave the

vocabulary () then you can do it

Student 5: very easy

Facilitator: what about understanding the pgs$ecause it is not a matter of just

writing down () what about understandingplassage and writing it in your own
words

Student 5: you read

Facilitatorbecauses [in] summaryssabhdl agél ¢l J & thenhillS aadiue o paiil
[because in summary you would be instruataghtderstand the passage then
summarise it using your own words]

Student 5exa o suan L 4akill sa [they don't bring a difficult passage] {

Student 1: {Ohaaiius le (Sae 4] 4y jha 8 4l

2 51 A OsS des Wa snm ag8 Hhay LIS
[The issue is that in answering you may not us& ywn words they bring it
easy there would be either 1 or 2]

FacilitatorOK:: ((smiling)) competing for marks?

Student lyes

Facilitator: Alright () let us go ahead (W) let us talk about multi-drafts ()

making many drafts () do you always do {HaDo you write many drafts?

Student 2: drafts?

Facilitator: many drafts () first writing thgou read through and then you change

you make another one until you are satisfied

Students: yes () yes ()

FacilitatorOk:: () when you are given a work in Arabic ( )&nglish in any
subject () are you required to () do youaslsvgive your own opinion () when
you write your work in senior secondary scherel you required to give your
voice () to express your understanding otlaing you write about?

Student lwe don’t do so

Facilitator: YOU () you are not required?
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Student 1z 3> 05 5 aaldll 4 Hh aadio) (See Ul Gila 5o Uy s lie agiy jlay Ledas o 5Y ol
J&y‘@ﬁw&}uﬁaﬁulajdu&\jﬂs g daia 4ia
[we must do it on their own ways in ordegét marks () | can do it on my own
way in which | could partly be right or wroagd loose a lot of marks but if |
follow the teacher’s way] {

Student 5:  4f)s< 4l [model answer]

Student 1: ((contiueg)e 41S i g 5 Ml 4a a3 4la) [model answer well and
good you get it all correct]

Student Saais b a4 5 Jis aals ) Gwa dal & il aalally Siny & gl aa
[they would require you to present what tgaye you and if you added anything
on your own even if it is correct they woulat endorse it] {

Student 1Evidencé 4ieca 5l 5 o2 2SI Cina uldl 6 e ¥ J 5

Lle pmpeldila
[they will tell you no on what basis you have tgat this () even if you support it
with evidence they will still give you wrong]

Facilitator: is it the samg skl (slua¥) L e [do you have the same feeling
Anthown] so which () sowhich {

Student 2: {oo8s Jsls 54 ) sai 4 5al &y [they will provide you with
model answers and ready solutions]

Student T lise Lo Gl sl ey pgl stag Lo 4dlall 4 5 saill 43 sa Y1 amsy 31y 5) iUl () shany
Agiadl
[they provide students with papers called ehatswers () then later they will
solve the examinations ((she means previgamigations)) so you don't need to
excert any effort]

Facilitator: SO: is () OK: () OK:: it meagsu are not required to give your own
voice or to express your own opinion () yast give back what you were givef;-
a Ui gl o) el ) 50 1 2a i 23S [you give back what you were given

without adding or omitting anything is that trji¢?

Student 5: { Cinal ol 5 G e 50 (8 A YL & gy SIS s e
o Sy G (810 o8] s hale 5SSl 2 A a5 ol ol dlaie (4
[not the same information () you are reqliieegive answers within a limited
boundary that is if you add or omit from yown and the information is outside
the textbook it would be wrong but if it istime book it would be right]

Student 2: in brimary () primary school wewaar to avoid punishment only in
secondary to give correct answer

Facilitator: ((laughter)) just to give correctswers and to look for marks

Student 2: so that you move to the next class

Facilitator: and what about subjects becaoseaye science students () what about
subjects like history and geography in Farel Second Year Senior Secondary
School () were you allowed to express youn @leas ( ) were you allowed?

Student 1: in historyS glie (oD Gu sz 55 5 Jadaty Clllay Jg 3 8 L zliady W [in history
we don’t need to () no one would ask youliat you memorise and then give it
back that is why] to express ourselves wétd@mve a chance to express
ourselves

Facilitator: OK:: () let us go to question.Mowhat do you do when faced with a
view point or argument which you don’t agrathw ) do you look for evidence
first before you make your point () or leuyself to be led by your conscience
and beliefs () say for example () | caménaitstatement | said something ()
don’t agree with me so: what will you do (i)lwou go and look for evidence
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426: just to make sure that my statement is comenbrmally you just use your
427: common sense and then give answer

428: Student 4. sk ¢l jxy U | will oppose you immediately]

429: Student 2: if | write () if | write surelyhlave a prove

430: Facilitator: you have to prove?

431: Student 2: yes () | have to prove () if Borely of what | am going talking to you
432: about

433: Facilitator: in writing normally you look favidence because you can’t say that this
434: is wrong without saying why

435: Student 2: to look for indicators

436: Facilitatoryes student 4 ((calling her by name))

437: Student 4xel ) el 5 Sl )l aaen ) 1) (8 clae (385 L S W [if for example |
438: don't agree with you in a view | will oppogeu and tell you my opinion]

439: Facilitatoriosls 28 Y s alab &bl aexi da 5 [will you support your opinion with

440: evidence or you will present mere talk]

441: Student 4a) aie 58 a3 4lal 53 dlia el a5 L Ul AaYL 223 [yes with evidence |
442:  cannot oppose you without evidence | museleadence]

443: Facilitator: OK:: () you cannot in fact ceised something without giving evidence
444:. () alright

445; Student 5uiad cuil aals JUB clala ) 630 Wia Jmg @l 5 J g8 508 La Lia o gudl 8 e gae ay
446: i jiclF @lus Ll s as)

447:  [generally here in Sudan you cannot express ymws | mean for example if
448: the doctor ((referring to the lecturer)) in frasftyou says something and you
449: oppose him surely you will find yourself gettifg

450: Student 1 ey <y 5 U &l J 8 s [he will tell you that | studied for the whole of
451: your age] ((laughter))

452: Student 2: blacklist 4 sia s [they will put you in blacklist]

453: Facilitator: UH blacklist?

454: Student 15 <o s Lo il 5 b)) pan 9 4gl o V) Jaidy s Lo adlgil) (8 dnans 2 byl ) il 8 il
455: ) pen oS

45: [even if you said your views and he heards themwill ignore them he will only
457:  follow his own views he heard your views andaikk never make you feel that
458: he heards them]

459: Facilitator: but as an attitude ¢ s [as kind of] attitude what do you call it in
460: Arabic

461: Student 2: attitude?

462: Facilitator: attitudes 5Ll (1« ¢ S [as a kind of behaviour] let us put it justg #S J &
463: =3l &Sl [say as a kind of your personal behaviour] do fgmi when you
464 say something wrong or when you have an opinijoDd you always back it
465: with evidence () do you feel so44> & slall DSl Jsi sl & ok [ of course
466: there are people who will say whatever comékeir mind] he doesn’t care
467: whether it is wrong or right do you feel adratividual do you feel that you
468: should always give evidence when you are {

469: Student 1 fFlah Lo Slalall pae cllia Ala JS il
470: b gSsSJg 54V [not in every situation there are some situatiohens you
471: don’t need to present evidence you say itstic# to it]

472: Facilitatoral:right () alright do you feel the same?

473: Student 2: yes () | have the same feelinfa¢ts do not need evidence

474: Facilitator: some of the things do not neeal/pr( ) that you have to accept
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504

Student 2: all facts

Facilitator: all facts () you don’t questitatts?

Student 2: yes () you don’t need to

Facilitator: but what about the fact that wisatue today might not be true
tomorrow or what was true yesterday it mightrdoe today () so what would be
your reaction to this

Student 1: not all of thegd=: [| mean]

Facilitator: OK:: but we all agree that giviegdence is very important?

Student 1: is important

Facilitator: and supporting yourself with eade is very crucial () is it?

Student 2: yes

Facilitator: OK (') thank you for that () @kw do you maintain your focus when
writing () let us () let me put it in thigay () if you are writing in Arabic () in
English in whatever language you use () wloagou do in order to keep
yourself in line not to go away from your mémus () what do you do that when
you are writing you have topic and then yoegken writing your topic and you
make sure that the flow of ideas () the faista () the second idea and the third
idea must have connection with what () wit main idea () how do you do that
when you are writing {

Student 5: afal Lo (Sl (s iy ma gi[explain | mean some
meanings are not clear]

Facilitator: Ok=_~lL <l J & [let me say it to you in Arabic] ((the facilitatoepeats
the question in Arabic))

Student 2: | have two method of doing so

Facilitator: two methods?

Student 2: yes () | have a programme tormaithe paragraph | talk what in | want
what really needed and second method qusastion

Facilitator: questions

Student 2: yes () | ask question then | anstife

Facilitator: {and then you answer them

505 Student 1: Paragra@iiybs Jad o) sl 2

506:
507:
508:
509:

510:
511:
512:
513:
514:
515:
516:
517:
518:
519:
520:
521:
522:
523:

Gl @IS (8 Dl 51 e aBle Al ()5S e g suagall (3 A 5l 5 s iSO Laie 43 Lol B

g sasall a5l puad i g i sall Qe g sl adla gl (s (U238 (8 conFull stople Y cuta
.L:\AJJSJ&QJJUAM ;\JJAJSQSS
[this thebest way of paragraph writing because even if yediaded from your
topic there will still be some connection éxample if you started a point and
you finish you put full stop () you start thecond point even if you digressed a
little bit from your main topic you will stifieel they are connected because you
wrote following a sequence and was in formpahts]

Student 2tde slad Jle g lusds Jlus alinsy)
[questions you ask yourself a question arssivanit]

Facilitatorsde s [you answer it]

Student 1)<y J< ks aliny) Jas aliad J<5 8 41U sam Compositionzs!iy) 8
[in Primary we were given composition in foofrquestions () answering the
questions you find you wrote all your ideas]

Facilitator 5 4& )b sxie J 5 4 [anyone with a different method] how to maintain
your focus?

Student 2Sa AU g caad <l jlall 235 5 Sluas Jlas ¢li < Jiad) 4y Hhall Ly 88 ea
[this is probably the best way for you to gekrself and then write your
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statements down and then think again]

Facilitator: wh=wh {

Student 2: {4 e el LSl e (an ol sy clilaiad) 8 Headwordgas
[head words system in examination where yelpeovided with some meaning
of the words to help you when writing]

Facilitator_al g s se o) & gaia¥) (e 0 0 (S [but apart from the examination do you

have any other issue?]

Student 2 s Jslad 4l & 5SS G V) Gld gy aals 4 W [nothing else will stop you

except at the end you go back and revise it]

Facilitator b (pe s o) s e saal draftosdy ey 435S0 4USH 8 Glaal je ) sleaty Ja

[do you revise your writing that is puttingveh your draft for one or two days
and then come back to it again or you justrbegiting from the start up to the
end]

Students: ((all together unaudable))

Student 1s-Ulaia) 3a G Laie s [we have only exams provision]

Student 2plsiaY) & s Lxie [we have only in exam]

Facilitatoriblaia¥h adas e 20 =y [| mean your writing is only connected with

examinations?]

Student 2ulaia¥) Cla jo L Llle clilaia¥h (s [only with examinations and mostly

examination scores]

Student 38! 21k 2 by English ndonly in Arabic but by English no]

Student 1dee Jad¥) usl ¢S

dalay Jadil sa aalall Ul 4ala 8 S new thoughts comed 5 aa 4 (e

s4aalall S 3L Julb S [but the best way is to leave it for a while andheback

to it later because by that time you will haesv thoughts you might be engaged
with something at the time of writing therefgiou will have no time to consider
other things]

Facilitator: ix b dua s 48la cilS adass sial) adass giall () 5 0 Lo | 555 Ll adass iall (A LS 05 S 33
Al (ol g gaa gall IS Al Clraa Livie IS 0 S ) Ha8 iy QL) greaes 5 ¢ 58l 5 gy
aSoal S o &l ) g 5 Cilgal) 5 oL e dia alal & guia sall

S (salia oS Hlaa (03 (5 28

[I remember when we were in intermediate scluba@ourse you haven’t pass
through it () it was a link between primary asetondary we used to have Art
forums which was always attended by parentsvamdere required to present
some topics for discussion (') you write youritognd then deliver it before the
audience and then they would ask you questions fau had such forums ()
have you had such cultural forums in your sck®pl

Student 1ioali e Jalis U gay 2 5 sl 3 30 03 [it Was just symbolic once we were

given an activity we just go and play]

Student Sudele Ul (any paadi 4 8l JS 543l Hed IS Dl 4l Glmes (8 4l G ladll 4
ALl Ganad 250) 403l 4eafin primary schools there were Arts forums for

example constantly every month and all the gélavould gather some students
would present songs and sketches]

Facilitator: yeah () so in most cases all youting are just connected with the

schools and examinations so you don’t writetaldside

Student 1: sometimes you go to internet and tiipic i< 2 2l s i L iy
2l dege 4ala Lo 4l sudl 426l [that is we don't write even in Arabic we write
in colloquial Sudanese Arabic on things which aot very important]
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611

Facilitator:OK = [that is] in our schools () Ok go on ((giving cica for student 2
who wanted to say something))

Student 2: | think the problem of English langeag only policies of government
only

Facilitator: policies?

Student 2: the government policies () we arenieg everything in Arabic and all
things maybe you have in a week one class fglign

Facilitator: alright you think it is policies (Qne class

Student 2: one class in a week

Facilitator: not six classes

Student 2: no one class

Facilitator: one class?

Student 2: yeah yes () in our school we haveabsss in a week

Student 11 think sometimes it depend on the teacher ( eleher is the to force
you to perform better () sometime the teaclmer'tdet you to say anythinge o=
o o dadady WIS (685 (6 5alai) gl AL aals 2380 [we don’t know anything
particularly in English you say something youl we interrupted we just listen]

Facilitator: Ok:: s4xall 42lll 5 Gl I IS iy & g0 & (aan 6 5 Lsn 50 8 gl

agd ) 5 7lua JS 4G Clala gilS e 4y jalaiV) 42l

[when we were in High School we use to havdessons per week and
Mathematics English and Arabic seem to be lixestant subjects every
morning]

Student 2slsY) 462 [this in primary]

Student 1 s S ol sl Ll A [there is many subjects in Basic School]

Facilitator:as) s o s 4 303V 4alll das ol sy iy [SO yoUu take English once a week?]

Student 4¢s sl baie e (u aa 50 50 Y Laie a5 (a3 [we have English daily except
one day a week]

Facilitator:4s_x 5 s2 [which school is this?]

Student 4.5 5«8 [Comboni]

Student 52ala 4w H1e s ulaiVl 5 5S [Comboni in English () private school]

Facilitator: e 2 5S [Comboni in Arabic]

Student 4e2al 500l s a3l 0 je 43S 31 5a [all the subjects in Arabic English is only a
subject]

Facilitator:a» JS Y 5 & s¥) 86 3 2S 50 [do you have English everyday or once a
week?]

Student 4:2a)5 a5 e L s 3lail 34K g oY) S[we have English throughout except
one day a week]

Facilitator: oh is the opposite

: Student 1l cama CilS 50l 21 WS 5 50 (& ad 138 0l ga U gan (IS (a5 53
612:
613:
614:
615:
616:
617:
618:
619:
620:

[High school was difficult () we studied 21 $eitts and it was very difficult]
((21 subjects taken in each academic year pmrend of three years))

Facilitator: 21 subjects?

Student 1o % 5 s sl 48 [including English and French]

Facilitator: i 8 U S 53 s nlai¥) ae LilSia s W [they have not solve our problem
with English again they give you French]

Student 52l sl LS 5 4ali 4y 00 [this is a private school and all are private
schools]

Student 224 s )la [private schools?]
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621: Student 5w il 3k oS8 asadbad 3 go Jaiea Jgand) Ly 585 e oSal g laadl Lad adald Gal jaa e o2
622 aJSdAc‘aﬁ&aﬂzﬁ@\aﬁ&gﬂb‘ﬂdﬁ%d)&l&&\u&

623: [these are private schools but for governmehosis the timetable is probably
624: fair () core subjects but teaching methods difeglish for example they just
625: tell you if get this do it like this if you geltiis do it like this]

626: Student 2ds& Wil oY1 aic il 48, )lall o3[this is the popular method among

627: teachers () a teacher says] if you have quesyonvhat wh questions you must
628: go to the paragraph and take the word after atdpafter the comma and to:: stop
629: () all the you write

630: Student ISl Ja) 5 Jle gl & 4 jall KU ) o338 first Start2 s o s o 5

631: somewheresl (58 s mall il sall 08 5038 5 Lgiad 5l (358 (e W2l SUbWaY

632: 4wl Gllaia) & e o)l compositions U sy S s SEI A& oad gaill B ey

633: Okl Ao suals dleay abaiat o) Lile 03 modelsd! model <5 (IS 3wy

634: A 4Ble sxic Ledala <l 5 05 Japsy AN (A (6K ) je oy La (531513

635: Gla Al (ary a5 g dasin (DA sdie dala G () oS Dl platial)

636: [yeah yeah even from the first start they well you to look for the related word
637: to the question then copy the lines above thatvand below it sub-paragraph
638: the correct answer lie some where there i mednemiddle () in High School
639: they use to give us the previous compositiond®friom previous examinations
640: the teacher will write model and we have to masgthese models as they were
641: written including commas and full stops and iblght in exam we pour them
642: down exactly as was given on the examination papeetimes there may be
643: slight differences you may have written somethirfigch have no relation to the
644: exam question and this will make you loose soraeks]

645: Student 5581 Le (81 5S 4 )3 sl (xSl 53 G 5 )

646: [teaching is teaching for scores | mean to obgmiod scores but no more]

647: Student 22lall 5 daxall &l ghisy & el ey 3 [SOMeEtimes you are made to memorise
648:  the introduction and the conclusion] {

649: Student 3: Lafi letters & <AL [especially in letters you just
650:  memorise]

651: Student 2body iSi 5 4ailall 5 4ediall led ()5S & saa sl

652:  [in the topic there would be the introductiorddahe conclusion and then you
653: write the body]

654: Student 1ietters U shdas 4l U g 2 el (814w )2all 8 |etters L s o

655: dals oSl Jey S tO express yourselbs i letters

656: Gl e JSG 8 eacl QLS L U shian 4 )l i (Sl 4alato approve

657:  lsallalduyi ply olsiall s Cilay yall 8 2SI Jagas

658:  [we were taught letters’ writing in the schodien we were taught we were
659: made to memorise letters and letters are supgpdse to express yourself that is
660: to complete something to approve something bathool we memorise them ()
661: you find the book is written in form of squaresuymemorise what is written in a
662: square including the address that you want td sea letter to] ((laughter))

663: Students: talking all at one time in approvalibiat the student said

664: Student 3xilall 5 4ssidl & shasay Jetters formal <IAL[in particular formal letters you
665:  would be made to memorise the introduction dedconclusion]

666: Facilitator:4J\Si) .2 Jthis is a problem]

667: Student 5} sw_all o3l 8 S 5 ) Al 8 Le 4 I3Y) [the problem is not the syllabus
668:  but the teachers who teach]

669: Student 1:)suais o 5 aalle Sla jd cuad Wik ) gaali agdl 1 jeda aglll Ll 815 588 Le oilul
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716:
717:
718:

staffss sa ) shaiss a3 M blocks <lSsly  adlle cils )

[teachers don’t think about our future they owignt to be seen as successful
when we score high marks we do get high markaumssee of the blocks they made
us to memorise this this stuff]

Student 3ls )y mead g Jai [just a matter of feshing for marks only]
Facilitator: a1 5 sy < 5 Claalall Dlia | a5 < 5 JSLGa | geal gy 0K (liie

give your opiniorexpres yourselves

[that is why you encounter a lot of difficultiadien you enter universities for

example when you are asked to give your opinioexpress yourselves]

Student 1:o_» Slaals ) st Wil 03X olie[that is why our students suffer when
they go and study in universities abroad]

Facilitator: wadl sxin 10k ) sxiv[they suffer a lot they suffer a lot] () OK let owove
to () itis really very very interesting ( )i really very interesting () do you
think there is any relationship between readimg)ariting skills () as an
individual do you feel that reading and writingMe relation () whether in Arabic
or in English do you feel that there is relatioipsbetween these two skills ()
skills el Ui o3[skill is mahara] ((confirming the meaning of skiil Arabic to
which students said yegps 485ke 8 431 | guniy agin 483e & da ol A 54l 3 jlee

[reading and writing skills do you feel that thés a relationship between them?]

Student 1;4 < e Al (5 3ala¥) (8 OS] 5 (pilite e (B 20k il g 4glad aBle ke (o 2l

[in Arabic there is no practically a very cleatationship in Arabic they are

different but in English the issue is that sames there is] there is silent letter
W, Kand A

Faciliator: | sexdawadl Sl 5w then and reading (& ) seadiudiall Clagil fuY) A (e DA
ritingw 4 [then through the strategies that you used ininggatthen the

startegies that you used in writing] () Do Yeel that there is any relationship ()

close relation between the two skills?

Student 12 (paStia Lo a3 oS relation & GsS (S« [there may be realtion but we are
not quiet sure of it]

Facilitator:relation 4 but (x2St L [you are not sure but there is a relation]

Student 1: 4l awadll 5l 4ol 5 )l agdl Lo LS (8 (6% ol ) (81418 o) i) (5 alaily QLS ) (Saa )

[l can read a book in English | can read it ail there will be some difficult
words which will hinder my full understanding d¢iet whole novel or the story]
Facilitator: when you search a word in dictiondoyyou look for explanation
explanation in Arabic or explanation in EsgR
Students: ((all together)) in Arabic
Student 1: 4= Sl 2xd translation in English Y [because in English translation
you find difficult words]
Facilitator: you find another difficult word
Student lanother difficult word () difficultisé [sudently] difficult
Student 2: s 4w S 03 s plail (s 3la) dictionary oS
o) sl dictionary  adies s 3l o) Jad) learning[but English English
dictionary is good | mean for examplehé@ag () it is the best for the person to
use English English dictionary]
Facilitator: yeah () that is the best ( Xtisahe best () OK:: and what are the
dictionaries that you use that you use alWays
Student 2: ((interrupting)) {do you want a name?
Facilitator: aah {
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719: Student 2: {you want a name?

720: Facilitator: Jawan?

721: Student 2: you want a name to it?

722: Facilitator: yeah a name yeah

723: Student 255« [Mourad]

724: Facilitator=_.» [Mourad] yeah:_ s« [Mourad]

725: Student 2. 4151 &5 [there is Alwafi]

726: Facilitator: ((repeating the same statemegt)}!! . s[there is Alwafi]

727: Student 1Y) A5 [Alwafi is the best]

728: Facilitator: so you don't use the advancedlieg dictionary () Oxford advanced
729: learning dictionary you don't use it?

730: Student 125 43 d[black in clour?]

731: Facilitator: aah

732: Student 115« 434 [its colour is black]

733: Facilitatoris ) (s jaladl o) s o) ny

734: [l mean oxford English English () QK ) OK:: good ok what about this because
735: in () we see sometimes the relation betweading and writing is on meaning
736: () what we call meaning construction

737 Pl giay G ple g8 Sl o) BN G 4aBBall (e dal 5 ing

73: [that is the relation between reading and wgiihnon what we called meaning
739:  construction]

740: Student 15w = [what does it mean?]

741: Faciliator:s> 55 J st reading 4 43Y 4USN o) @l Jay y adalion 4l (e Jlaa adlay J sl
742:  some of the graphs into something meaningful

743:  meaninglesglidl < s 4USH o japnld) Jy 50

744:  [you try to extract meanings from a word thabie of the common point of
745:  relation between reading and writing becauseauing you translatgome of the
746: graphs into some meaning words for a person wiibterate he sees this

747: meaningless] but for you when you look at thiasghand you know what it means
748:  then you are translating this thing into meani(igin writing you are putting
749: ideas into words and graphs () so people saynkaning is the common ground
750:  between reading and writing because in readingtgoto get meaning out of
751:  words () and then when you are writing you petamng into words sorry into
752: form of graphs () so: what is your opinion orstf) do you feel that it's good
753: yeah () there could be some relation?:(. 4a\> & comments ¢! 2Sxie [dO you
754: have comments in this]

755: Student 2vocabulary e iz s [also it depends on vocabulary]

756: Facilitator:vocabulary?

757: Student 28 S ClalS Ladas 7 Uady 44lS e cad liie 48 (e vocabulary e ain s
758: [also it depends on vocabulary because a worduseda obtain a meaning of
759 a word you need to memorise a lot of words]

760 Student 12:58) el Le (S eline (oo 44lS) dlas IS5 (s [I can speak to you with a
761 word that | know its meaning but | don’t know heewvrite it]

762 Student Sira (58S el 40Kl Jy ok Lgie Uy shill e S é [there are words for
763:  example with long pronunciation and theirting would be difficult]

764: Faciliatoral sk 4isy <l | slias clll | 6lass sy 48l 5 [and particularly when you
765:  start your medical studies you will encoutdag Latin words]

766: Student 1: yes: sk <lS [yes long words]

767: Student 3: in English the word in Englishanrmany meanings
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768: Facilitator: yes in English yeah one word bame more than one meaning yeah
769: yeah thai true that is true () and what do you do wheu fypod () do you ()
770: always take only one meaning of one word or {

771: Student 1: 4palall lall & a0diin meanings® osS s b e S wle meaning 4 osSe
772: [there would be scientific meaning that is veryestific and there would be

773  ordinary meaning used in the normal situation]

774 Facilitator: | mean in normal English English tlyati use in daily life () do you
775: find sometimes there is a word being useditamal different connotation the
776: way it is being used is completely differemtni the meaning that you know?
777: Student 1: yeah

778: Student 2: | think we have a lesson in hidiost present verb

779: Facilitator: yes present

780: Student 2: present verb ()

781: Facilitator: yes

782: Student 2: yes is same as ()

783: Facilitator: alright then OK::

784: Student 1 () s [this lesson was difficult]

785: Facilitator: yeah

786: Student 2: yes

787: Facilitator: UH

788: Student 1y e & gn (IS i by e 3l [this lesson s difficult two words

789:  together will give you a new meaning]

790: Student 2: Yedeluw (Sl ea [yes s difficult but it helps you]

791: Student 1: carryoetas S [carryout new words]

792: Facilitator: are you really exposed to Englatguage? Do you read in English or
793: listen to news () | know you like films i®1i

794: Students: ((all together)) yes yes

795: Facilitator: American films

796: Students: ((all together)) ye::s ye::s

797: Facilitator: what is called MB2

798: Students: MBC2

799: Facilitator: Oh MBC2 ((laughter))

800: Student 4: fox and action

801: Facilitator: action moviesit 5 [and again] fox movies you always watch these
802: movies

803: Students: ((talking to each other and makimigenin the class))

804: Student 1 vnituiy L ¢S [but we don’t benefit from them]

805: Student 2yl = X% [we concentrate on the pictures]

806: Facilitator: OK you always focus on pictures

807: Student 1ol z= 3 L olie & gall Jiss [we put the sound on mute to avoid disturbing
808: other people] ((laughter))

809: Student 1a yhy addll 55 Al a8y yhay (5 Ul 548y Hlay Lgglaiy (ulul) 8 LY 4alS (65 ellia (K
810: 4k alhy an oxalall 5 g Al 4dy shay (il yall 5 4y jlay Al iy Sy e Y) ailill

811: [but you find a word pronounced by primariieal teacher in a way and by a
812: high school teacher in a different way () Alcen film says it in a way and the
813: British in another different way and the umsiy teacher says it in a different
814: way]

815: Facilitator: yeah pronunciation differencgsyéah different accents

816: Student 1saS s | el uitday jll R jam Al pll 5 R Glay ) (S5 el S IS 1)
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817: shu S [ifitis for example an American or British (Hé American

818: pronounce the R while the British omit R th&igh speak how how]

819: Student 2: problem of spelling too () | thinkdangerous

820:  ou or ok WS Colourdbud) | iy 5 5 B 1555 S, 5l [I think the word

821: dangerous the Americans write it with E arelBritish with | and the word

822: Colour they write it with OR or OU] dangerame

823: Facilitator: yeah yeah there is different atd® it is really confusing and in fact {
824: Student 1: frd
825:  colour ou ore S [the word colour they write it with ou or or]

826: Facilitator: yes oh yes yes that is true lsls@mebody who speaks English you have
827:  to acquaint yourself with these differenteats () how do you judge let me ask
828: you this question how do you judge whethearairany information that you have
829: collected from a reading passage is accordteaccurate?

830: Student 2: JUDGE?

831: Facilitator: yeah how do you judge?

832: Student 2: judge mean discuss or what?

833: Facilitator: yeahusi ~15 [evaluation evaluation]

834: Student 13 Wl ué [explain more for us]

835: Facilitator salaall oa aul jall | sa0 < 5 4l jall 5 L 4l first year il stilllab

836:  agSall)pda oS1 g

837 [of course still you have not started your stadidien you start your lectures the
838: lecturer will come and lecture and at the leadvill instruct you to go to the
839: library] and then you read on your own () S@w do you judge what do you do
840: to know that this information is irrelevant fow do you judge s—asli i oS g s
841: ¢ [were you not provided with books to take notenif ((Referring

842 them to High School ways of taking notes)) () Hdevyou judge?

843: Student L& if it makes sensg M [I will see whether it makes sense

844: ifthereis] {

845: Facilitator: {how do you judge or know tliatnake sense () how do you know
846: that it makes sense

847: Student 1w s relationgs= [I will assess according to the relation of colirse
848: Facilitator: so you depend on your common&ens

849: Student 1: yes

850: Facilitator: ((confirming what the studentdsand encouraging to continue)) yeah
851: Student 1: yeah

852: Student 2: it depend on culture

853: Facilitator: culture?

854: Student 2: culture

855: Facilitator: yes culture () how () how datedepend on culture?

856: Student 2: it is in my opinion () if | wamt fudge | make out believe not culture
857: only

858: Facilitator: yeah beliefs

859: Student 2: | give some relation () it depetadis ( )

860: Facilitator: alright anybody who wants to awenething to that () how do you
861: judge a5 Le ol buda il o 1550 Wia o) ui€ll 3 s

862: [even in books or for examplewhgsu read newspapers oh you don’t read
863: newspapers?

864: Student 2.2 21k [in Arabic?]

864: Facilitators_s L 2 »lb s [even in Arabic do you read?]
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865:
866:

867:
868:
869:
870:
871:
872:
873:
874:
875:
876:
877:
878:
879:
880:
881:
882:
883:
884:
885:
886:
887:
888:
889:
890:
891:
892:
893:
894:
895:
8%:
897:
8R:
899:
900:
901:
902:
903:
904:
905:
906:
907:
90R:
909:

910:

oll:
912:
913:

Student 1¥ 2 S (See S [hooks possible but newspapers no]
Facilitator: | seuih 4ala (o) saic Lo ESLu Glass SEN S 5 & )L S o0 5l ) sapdl CaS Sl s

52 (:)SS\ u:\s
[even books how do you judge and evaluate thatriter is good and that one
is rubbish how do you judge] () what do you do?

Student 1= sl [through feeling only] ((laughter))

Student 4ais ,uaill s [through his expression]

Facilitator &t 23S (S gla (58 (Sae xllOK::_nadll s [according to the
expression OK:: the expression can be excetlenempty speech]

Student 1: finap 2280 (0 Js 4leil) (8 5 sl 5 5 )l el aodiun Sl [the writer can
use figurative expression and draws the finglfeam it]

Student 2k 248 alalay (S aalas 50 1S G slie | seadiy Ol e [SOMetimes they use
bold and attractive headlines but inside is psstless talk]

Student Lex sl i pw iy Jlall sy a o) [like Aldaar newspaper they would
just persuade you to buy the paper]

Student 2:s1xl8 LY o2 [this what | meant]

Student 1: U & s 50 b Lesay yall ol oS S () sie aa3[you get big headlines but
inside there is no other issue] ((laughter))

Facilitator: alright OK my last question () hay@u ever experience a moment
where you found yourself disagreeing with accaafran author () authge=\s]

() have you ever found reading a text readomgething written by somebody
else and then you find yourself that you realpe really don’t accept the
evidence that he gave () have you experiensekthd of thing ()

Student 2: agreement withi\S[author?]
Facilitator:zea b sl SIS oo CiilS on calsll g3l Guaty 5 JWa | il Vs (4 Jra

[that is to say sometimes you read an articteyau feel that this writer this
writer what he wrote is not true]

Student 1: 7= L [not true] {
Facilitator: Mla 03 (5 oS G pidl) o b e 2y ma e [NOL
true | mean not correct have you ever experiesacé kind of thing in your life?]
Student 1;= 2\ 5 s xal [in English or Arabic]
Facilitator: both_~b 5 s 34a3Y0 [both in English and in Arabic]
Student 1S 18 a 588 ¢l za3L ey 2 21b [in Arabic when you feel upset you take

a book and read]

Student 5:cul (paxs 4dline 4375 ) claie <l (pam o3 dalall (e 4dline 43y ) anaie Da | 5 S0 Ll
C_maau\b\)gﬁjemum}j\d}ﬁ

[there are people who for example may held cfiié views about something and

then you have different view then you say thisirong and he sees it as right]
Facilitator: OKaki: & S5 [I| remember a point] very important issue of opm{ )

oS Gl clagd e adiathy da Syl d8 o0 Jall e Slidld aal 5 Jslaty da Jla | s el

S el Sy et b 8 Jaall 5§ guiasall

[good when you read an article () do you tryefate the information you read to

your background about the topic () do you redayyour previous understanding
of the topic and of the field that is before yantinue reading () to try | mean]

() when you get an information and then yout¢ergearch your mind and then try
to see () compare it with whatever you haveaar mind () do you always do
that?

Student 2: yes
Student 1ok g sase (5S 3 2l Ladie aal 5 ¢ g g0 (0 &l Laric
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914:
915:
916:
917:
918:
919:
920:
921:
922:
923:
924:
925:

926:
927:
928:
929:
930:
931:
932:
933:
934:
935:
936:
937:
938:
939:
940:
941:
942:
943:
944
945:
946:
947:
948:
949:
950:
951:
952:
953:
954:
955:
956:
957:
958:
959:
960:
961:
962:

[when | talk about one topic when | talk ( yeiminds me of the previous topics]

Facilitator: alright

Student 1is A1 Sle s san (5 S 30 aal 5 & saia 5« 2 [fOr example one topic will remind
me of other topics]

Facilitator: yes alright

Student 3241 [background] ()

Facilitator: backgroundls] IS it very important?

Student 3: yes ()

Facilitator: do you {

Student 3: Afaill (o e ja g saasall (e 6 s Jiddy aual | i) Laxie [when | read a
story | imagine myself as part of the topic pzrthe story]

Facilitator: yeah

Student 32wl (1 ¢ > i B35 [| imagine myself part of the story]

Facilitator;: U 8 ol sudl 8 Laie e sall 20 jall |58 ¢ g acald QUSH oany 68l G gl & e
O (3 A0l ) gany (e il Le a8l gl s 4y AoV Jysha o guia ge 2DIS | 50K
[but sometimes do you feel that some writer<isy when you read daily
newspapers here in Sudan that there are sorterswyho write long articles and

the evidence they present are weak even they@aluld never support them] {

Student 1: ol by Lo 5 i8S 2K ilgs
< oll aapas 555 [completely a lot of talk and at the end you
come out with nothing and it would be a wadtéme]

Facilitator: and normally do you feel realkel being moved to say something or to
write something (') do you find yourself lit@say no | am going to reply and
say {

Student 1: {there is no wayls) i) U ghe | J gl sx jall gl gad) (8 Ua AL 8l caud (S
b‘)J.\.A: LA
[there is no way () and unfortunately particlydnere in Sudan the newspaper

will invite suggestions but will never publishdtem]

Student 5gly 4ali o a @l Jaad Y1 o 5 j0as L agaae L 238 iS5 [you write something
which they don't like they will not publish itnless you make your own
newspaper]

Student 1:s iz L 4 sSall adllae dala iS5 5 a0lall 3yl Glala (& el LS J sy ¢ 9 6 Dlils b e
do Sall adllas (S 13 aala
[there are Television sessions whereby they dvoulite people to participate in
their upcoming sessions and if you wrote sometlaigainst the government they
would not publish it especially if it is agairtbe government]

Facilitator: OK JVsw Jusl 2 2330 e J8
[Ok before | conclude | want to ask a questithigre is a say that Sudanes
intellectuals () they don’t read

Student 1: yeah () they don’t read

Facilitator: do you agree? () both in Arabic d&mylish () do you agree with this
statement?

Student 1: it is normally a genuine statement

Facilitator: is it a genuine statement?

Student 1: it is genuine_a¥) Jilu sl Lk Laxi[after we have possessed other
facililties]

Student 2z 8l (e JiSI Jeuily g3l laie 2 Y Jilu g o e i Multimedia
e A e SI gty a3V 5 61 8N (e dgsl ()59 80D
o) Al e a5 ) sm » Multimedia gl 44,k [Multimedia is wide spread you
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963:  have media facilities radio is convienience mbian reading and the television
964: s easier than reading and internet is more @mence than reading and the
965:  multimedia way is also easier and nicer thaxlireg

966: Student1iUS b ol )& Ol (e Juadl (50 810 & 4Bl o) O sas oo (59 HAD el 0L ]

967:  watch a television programme about an animiiditch it on the television is
968: far better than reading about it in a book]

969: Student 5:J % Jadll Galay Jadll oy o) @l 8 pals J5) e i8S shall (8 OIS 3 LS (2
970:  lilaslaa o2 3 gl S E e e S le g araie il 8 s Gl o)l [there are
971:  also a lot of other life problems for examplpesson completes his studies he
972: starts to work he stops working goes back toysthdre is no even () there are
973: people who have no freetime that there is no tonead books and increase your
974:  knowledge]

975: Facilitator: do you have anything to add () diryy) to say to add to what we said
976:  Js sl asls ) LA is there any question] before we go?

977: Student 12 a3V 4alll 8 Ul gie 585 8 agasli LNLLY) [we blame our teachers in the
978:  deterioration of our English standard]

979: Facilitator: You blame them?

980: Student 1: yes i le (u sS salall juzas Lo UV 13 4lil) o) e (3 S S (6 5l gl G (e
981: 4l [yes not only English teachers but also teachieosher subjects if

982: the teacher has not prepare his lesson weltgouwnot be ready for it]

983: Facilitator: yeah and again we have also prabh our universities we don’t teach
984: really our teachers how to teach suhject~[that is like] phonetics) sa¥! ale Laic
985:  Sladall A Laie (S 4d jlay 030 W [in our universities Phontics is usually

986: not well taught] this is really a problem

987: Student 1: the problems «aliai; Lo (i Ui dgfiney oo Lo 453l (A x4l 3 la ) 425 sl
988: [the problems he himself faced | mean from hisheas he will not come

989: and avoid repeating it on us so we don't differ]

990: Facilitator: and sometimes do you feel {

991: Student 3: { oo i Lo Wiy Sl Die Sy il i) 8 3L
992: SimlWlJE9 el [teacher last year | mean for example our teacheran

993 from September he told us that he will not teaslagain]

994: FacilitatorzS:> W [he will will not teach you?]

995: Student 3iilas iny Cisdy g aanll iy 4 5in a3 o058 Y Jhsa Jeasy Juadll 8 D iny
006: ld gl ya 1S <Al

997: [that is for example there would be some naistne class and the teacher would
9. get angry and leave the class this happenedadiraes and he left]

999: Facilitator: class Js_iS Jdexy Jslay Lo oS anla L

1000: [he was not decisive and could not control tlass]

1003: Student 3u=dta 5 Ledll | 3y QUSl ity s jSI) (2 28 G

1004: [he just sits on a chair open the book and fead it that's it all]

1005: Student 1:05S Jsiy 5 Jst 25y 5 (on ySI (A 4lS duaall 3 gy Sl (B (Jry a2l 48y Hha 8y 00
1006:  penr diidule 5 )58 S sl ) slsh 5 4nge Le Cumalis e (i)

1007: [this is the method of teaching | mean thera isacher who sits on a chair and
10®: talks and talks he doesn’t care whether or nopfgehear him and if he is told to
1009: repeat repeat something he would just ignore you]

1010: Facilitator: = [that is] {

1011: Student 1: fix dne i gae ey et ol imy il Gualy & ey il iy
1012: s agd cuma Lo )l (Sl 5 4 (a8 Gladll Wil o) Cpay (e 3850 (oanda g 038

1013: [l mean there is a teacher who moves and you feedhnfigrou feel sleepy you
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1014:
1015:
1016:
1017:
1018:
1019:
1020:
1021:
1022:
1023:
1024:
1025:
1026:
1027:
1028:
1029:
1030:
1031:
1032:
1033:
1034:
1035:
1036:
1037:
1038:
1039:
1040:
1041:
1042:
1043:
1044:
1045:
1046:
1047:
1048:
1049:
1050:
1051:
1052:
1053:
1054:
1055:
1056:

1057

1058:
1059:
1060:
1061:
1062:

can move your eyes with him () | mean liket thanormally they (referring to
those who sit on chairs) concentrate on hig gipeople in front close to him
and the poor who are behind he doesn’t caretahem] {
Faciliator: f 4 V) aalll sl
olasdl [problems of English language in Sudan]
Student 1: ((continues ez < B <l J sy Cills 13l Gy 558 a6 2o [and | mean they
are arrogant if you ask they will tell you wedied for your age]
Student 2: Grammiaf sa  geiall s (ST MY 8 G A5 o) oI L [ don't
think teacher is the only problem also theadylls is all about grammer]
Student L:ala aa) siwe 5l 5 8306 15 8 Glaj |5 8l LWl IS 4ws [now people who
studied long time ago they studied for threargend their standard is good]
Student 2: Readess? [they studied Readers] ((Readers is a series xtbdeks))
Student 1is sV & G S aa) sive Readersds i (ulill ass
[yes those who studied Readers their standagdad in English]
Facilitator: literatures s+, L literaturesSxic L 5l disadvantageiic (e o S ab) i
[their standard is good and then you have disadaga that you didn’t
have literature you were not taught literature]
Student 1: yeahs? | s« 0 JSjunior 4 bOOK S (8 (e Le | s 50 L
Ol e 40S L J0nY) 4dass il [ they don't teach it (1) there was a book in duni
which use to be taught in Intermediatégacher was it written by Sudanese]
Facilitator: yeah (32 sl 4l cauliy ¢l suall eiaS auia 5 S 8 [there were books

designed as syllabus for Sudan suitable foaBese environment]

Student 1= sie s [Who designed them | mean]

Facilitator: Nile Course) 4 [there is like Nile Course] {

Student 1: {55l Uil (Sae Nile
Coursex
[yes Nile Course can people buy it?]

Facilitator: yeahR s shy sl sums o) sl glay o yid a2y JS g1 )5l glay 4t JS 530 4llCAY) (1

[yeah but the problem is that every year ceradtvery period they try to or
reproduce or modify it]

Student 1: somewheleswll ;= i<l | 58 5 40 [somewhere why these books were
banned from Sudan?] Teacher: gkl Cau )3 Le Luadd Ul 4w S (IS Nile Courses! | sa
Sl et
e (Al O je Dlakaia (any Cy B laY Ul Spinegs! Spine
dabiay o JY 4alll 5 s dals (o) Gile o laiVL QS e 1A
aalll agdi Gliic 4al U gay il Leliculture 2 <lals 8 m Lials culture
—aS mentality 5 S Jdalad Ja (ulill 5 oS J 85 401 ) alal (8

[it was found that | mean like Nile Course vgad () personally | never
taught the last one Spine but Spine | observeshwhiead some excerpts ()
sometimes | find myself reading Arabic writtengnglish there is no anything
new () and the language must be linked to itsipeithat is () there are things in
their culture we don’t have () we are given tmerstand the language in its own
right how it is pronounced and how these peopleave and their mentality]

s Student 1:  aeis Js 3l (lée meaning activitiess? ¢ sSu sl s US| lal 23 g Spine

O s sl 5 m Al d e La il 5 el Caall (e s (Y 5315 4ol (Sas

(s 4du (8 Dle L aal ) ) gladity il (Sae iy g e s JettersSbie ()

A Gla o 58 O 48 play (5 sV BIST gt ol B0

[Spine is basically a one book it contain ati& and meanings for a person to
understand () it possible from the beginningaaese it is started in Class Five
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1063:
1064:
1065:
1066:
1067:
1068:
1069:
1070:
1071:
1072:
1073:
1074:
1075:
1076:
1077:
1078:
1079:
1080:
1081:
1082:
1083:
1084:
1085:
1086:
1087:
1088:
1089:
1090:
1091:
1092:
1093:
1094:
1095:
1096:
1097:
1098:
1099:
1100:

and people were not used to it () if it waststdfor example from first year with
letter | mean people may perform well () | fimyself for example in first year
and there is someone in class and he speakssBmigla stonishing way that you
just keep looking at him]

Facilitator:4ala 4w jae cuy B (S ¢l sl 4 <l [now your English is very good
have you studied in a private school?]
Student Lo | salSh (il 5 538 il (8o cy il i€ o 5 jiles J 30 5 Canll Ay 8 Y

ASh ey dal gl 5 (5 alail aglS o je Al U )

[no I just studied at home and | travel abrodot & didn’t study abroad but |
travel a lot and people talk () no one speakabéer () all of them English and
one is forced to speak it]

Facilitator: oS ¢ seie Jud | salSll aMS 4t Jiny 35S ) glady (a (Sae 41ISA) oSaie oSIS S Ul 0a
a8l 5 Al lie

[in this | am quiet sure that all of you havprablem that is feeling shy to speak

now you undertood all what | said before but oweply back you find it hard]

Student 4{zalb | sea B Y Cmia A0 s aVL 1 2a S5 CaS [to reply in English is very
difficult unless you translate it into Arabic]

Facilitatordsa gl dale Jaa (8 530 0 ) 5 [plus that there is shyness (') shyness
factor]

Student 5z slize i jele Mia 2a) 5 4alS (8 G 5 Ga3ry Wie oline i jle Wi ClalS iy dad e
oY) e Wy (o pally Al B YD 5 00 e 5T il Gl 3 alaadl a8 Le alea])

[not shyness | mean words for example that yoanktheir meanings then you
encounter one word that you don’t know its magrand the sentence will be
difficult to structure you keep on wavering liyou have to say it in Arabic
instead of English]

Facilitator: ) G35l sa gaal Al al J o5 a3 g0 jliae 43l a8 5 D axd G jle (5K J g e

(s e A G oS ) 08
[also when you find a person who is fluent ila@guage and competent in it
when you ask him to speak another language &t hot confidence in or
doesn’t speak it well he feels] {

Student 1: Al 585 Jsb (a5 s (ednls Qllal jla J g5 g 4nia

my English is not very good be patiest: ((Laughter))

e J5Y1 (A G Cuy 038 (5 bl GISH) ity S (S 54l 80 Jlal Jlald oo e ia
[now when you want to ask for something firstiyell him my English is not
good be patient | mean ((there was laughter)) dfeer you try to explain to him
but when | learned English | began to know buhatbeginning it was difficult]

Facilitator: == [difficult] () OK is there any question or anytigj () Ok what Ill
say () thank you very much for your contribanscand time () bye bye
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Appendix 11 B: Transcript of the Second Group Pre Bcus
Group Interviews

1: Facilitator: OK: thank you very much for youmaimg ah and as | explained in Arabic
2 I’'m just trying to collect more information aloyour experience of English

3 teaching in Senior Secondary Schools and belowl Awant also to know how
4. far you were satisfied or dissatisfied with W&ys you were taught () you see ()
5: if you cannot express yourself clearly in Enfglisen you are also allowed to talk
6: in Arabic ((the teacher repeats the same instruan Arabic)) feel relax () no

7 pressure and no any other third party will haweess to this information () OK::
8: () shall we begin? ((Students nodded theideeasign of approval)) () first

9: there is one thing | would like to know () leayou () have you ever heard about
10:  critical thinking () critical thinking skill§ ) in your Senior Secondary Schools
11: A= Ja [have you heard] critical thinking skills () hayeu ever heard about it?
12: Student 6: uhh at my basics school

13: Facilitator: business school?

14: Student 6: BASIC school

15: Facilitator: B::asic school

16: Student 6: yes () | heard the: | heard uhthaxee five skills = four skills reading ()
17:  writing listening and speaking () my basib@al is good because | learned at
18: Comboni Girls School () I learn it eight das but after that | start Secondary
19: School at three Schools all of them they &ferént at the uh uh uh at the uh uh
21 () A

22: Facilitator :{ the way they 21: teach English}

23: Student 1: ((continues)) the way to teach Ehgiknguage in one it is uh first school
24:  there is no more important that language in it

25: Facilitator: English was not important?

26: Student 6f(continues)) yes because we are at the first gedwe don’t need

27: English at our subjects and the two classtlgenot more important but it is

28: important because we take that English atlurdt tlass

29: Facilitator: yeah ((as an encourage for heotatinue))

30: Student 6: ((continues)) and the () they tewkmple A plus B is equal to C there is
31: no explaining {

32: Facilitator:  {OK:: OK:: no comments illustration}

33: Student 6: there is no discussion and no conation () knowledge richer no

34. stories () also the teacher take care o$tiogect also and she doesn’t explain {
35: Facilitator: {Oh
36: she doesn’t 35: explain concepts and rules}

37: Student 6: ((continues)) and the meaning aleitterre talk by Arabic we talk

38: meaning by Arabic not by English () in my sedary | forget all my English

39: because we are not () {

40: Facilitator: ((interrupting)) {taught

41: Student 6: ((continues)) taught () we aretaké enough English

42: Facilitator: ALr::ight ALright () but have yoever heard of critical thinking skills?
43: Student 6: I'm not understand what is the magni

44: Facilitator: yeah critical thinking is that {p your teachers when they give you

45: assignments or when they give you home wojldo(they always tell you that
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46:
47:
48:
49:
50:
51:
52:
53:
54:
55:
56:
57:
58:
59:
60:
61:
62:
63:
64:
65:
66:
67:
68:
69:
70:
71:
72:
73:
74:
75:
76:
77:
78:
79:
80:
81:
82:
83:
84:
85:
86:
87:
88:
89:
90:
91:
92:
93:
94.

you don’t need to give the things they gave @i you need to add your own
voice you need to to say something at leaatedlto what he gave you but add
some more

information into it<hl, oo s Jdadll adill e[| mean analytical critique and to
express your opinion]

Student 6: ((continues)) no there is =is batb(say to teacher wrong () many of
teachers not like that () I'm saying manytefm () I'm not saying all of them ()
but many ()

Facilitator: then if you say () if if you are in a class (@#at 2 wanted to say
something the teacher stopped and gave himarecel) DO you have something
to say?

Student 7: when I'm start to learn | learn aalAc part () this my first problem ()
because when from Basic School until at eixtdgs with Arabic pattern this was
in government school () when | start Seniaxddelary School also I'm start by
Arabic pattern but | sathat Arabic pattern at the future will be a problem
concern me () and it seem that before | amgyto start the course {

Facilitator: {took some
courses in English}

Student 7: ((continues)) yes
three month from other teacher at that tina tdsacher know how to teach
students who want to learn English () I'm rember that have () he have three
kind of learning uh uh how you to write= torledo write and how to learn you
to read or how to discuss with another persuit that at third year =at third year
at school that teacher which is teach us teacdh third year will not explain uh
uh give you some words and explain in Arabic

Facilitator: alr::ight ((a sign of encouraginign to continue))

Student 7: ((continues)) not translate thesalgvat in English itself and it translate to
Arabic and so this is the problem to startvhen we are sitting all together in
society around us many people are talking Arabd this is the problem {

Facilitator: {the surrounding
environment is all Arabic}

Student 7: ((continues)) yes it can not gwme person how to talk more in
English () this the second problem what lanifg

Facilitator: but have you ever heard the cohoépritical thinking?

Student 7: a critical thinking ()

Facilitator: have you ever heard about it?

Student 7: ((continues)) that teacher | remer(loeferring to the teacher who taught
him a course for three month)) he will givaiygmme assignment or or homework
() if you do it he will need from you whatadd what you are seeing about this
programme or this passage {

Facilitator: e}

Student 7: ((continues)) yes | remember tather was give us some uh uh some
information about something like that {

Facilitator: {some critical thinking but not al it but
only little of it}

Student 2: yes not all () yes =yes some in&tion

Facilitator: especially when you were tauglstdny uh uh history normally () DO
they ask you to add your own opinion? () wiea were in Second Year Senior
Secondary School
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95: Student 7: ((continues)) when | was in Sengxdddary School ()

96: Facilitator: yeah

97: Student 7: ((continues)) | think that histofyh(istory | mean history by Arabic {
98: Facilitator: {yeah}
99: Student 7: ((continues)) not by English {

100

101:
102:
103:
104:
105:
106:
107:
108:
1009:
110:
111:
112:
113:
114:
115:
116:
117:
118:
1109:
120:
121:
122:
123:
124:
125:
126:
127:
128:
129:
130:
131:
132:
133:
134:
135:
136:
137:
138:
139:
140:
141:
142:
143:

Facilitator: {yes of course}
Student 2: ((continues)) | will talk but thesesome vocabulary | don’t know in
English

Facilitator: yes Ok:tisay 5l a3l auii il L o) a5ke Le allhall Uvie aaleil) 2Uaill 8 oline iy
i AU gl 5 i ALY Al Sl WSl ) 4l
frmaUin A lu)ddnlleg)am il dlaclia )
[ mean () it means in our education systestudent is not oblique or he find
himself under no obligation to add his viewsritique what the teacher taught
even in writing | mean you give back what yaere given without necessarily
adding your views is that true?]

Student 7: not all of them {

Facilitator: {not all them?}

Student 2: ((continues)) yes not of them haeway but there are some of them
because he wants to teach you about whatdwe & he knew () because if you
are going out side will () he will think thgou you want to-2sis[provoke him]

Facilitator: OK:: OK::

Student 7: ((continues)) because what yowkhat something being added it not
or even he did not know what you mean bywweat

Facilitator: exactly () alr:ight () very gogeah () do you have anything to add? ()
do you have anything to add? () you canitakkrabic () there is no problem ()
OK:: let us go to this question () all of yknow about writing () as a skill

Students: yeah

Facilitator: ((continues)) what is your attieutowards writing? () do you like it or
you dislike it and why? () Writing in genkra

Student 7: WRITING?

Facilitator: yes

Student 7: ((continues)) | like to write botee word you say | don’t know meaning
of it

Facilitator: your attitude?

Student 7: attitude () yes ()

Facilitator: yes your attitudéss <IS sle J=y[your attitude towards)

Student 7: behaviour?

Facilitator: yeah it is your behaviour ( )sifike () do you like or dislike it? Because
there are some people if you give them sagxample a composition he/she
doesn't like to write if you give him/her ager write even application () no |
don’t want writing but he/she can read hefshrelisten he/she can speak () so:
you () do you really like writing?

Student 7: ((continues)) yes concerning nikeltb write

Facilitator: you like to write?

Student 7: yeah

Student 6: | like writing what | know {

Facilitator: {about what you know}

Student 6: ((continues)) that topic | wanvide it but | don’t know | don’t want to
write it | don't like
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145:
146:
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149:
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151:
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153:
154:
155:
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162:
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164:
165:
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167:
168:
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171:

172:
173
174

175:
176:
177:
178:
179:
180:
181:
182:
183:
184:
185:
186:
187:
188:
189:
190:
191:
192:

Facilitator: when you are given a topic that ylon’t have an idea about () you
don’t write it?

Student 6: yes

Facilitator: OK::

Student 8: | like writing because ( ) whenrite'my writing uh uh the quality of my
writing will be good

Facilitator: yeah = yeah () yeah

Student 8: ((continues)) when | write | caexeéhe their meanings on my mind = in
my minds

Facilitator: OK:: when you write (') it meati®n this is the way of consolidating
and understanding something better?

Student 8: yes

Facilitator: GOOD OK::

Student 9: | like writing but in Secondary 8chthe teacher not give me the topic
for writing uh uh not in Secondary SchooiroPrimary = in Primary () Basic {

Facilitator: {not
in Secondary School?}

Student 9: yes

Facilitator: OK::

Student 9: this is a problem ()

Facilitator: even in Arabic () do you all te? 4x_all 421l »i<3[Do you write in
Arabic language?]

Student 6: yeahss & o CiSufwe write but within a limit]

Facilitator: 252> S[within a limit] only in schools?

Student 6: only in schools

Facilitator: but outside?

Student 6: outside () we don’t writg

Facilitator ik 4alall ;B As gl S3laall 23l jall 1) i€ Lo 4 Jay

ad Bésy o)

[l mean now you don’t write to newspapers and azages or even your private
reflections () no one keeps a] diaPiel 48 Sy 50 [like that and write on it
his reflections]

Students: ((start talking at one time thely #tep and student 2 manage to take the
floor))

Student 7: is about the party = party if thent to read or something or write
something about parties that is | think uhtusvery easy ()

Facilitator: OK::

Student 7: but concern about all the whoteuathe country how to write about it
() to it will need how to () it will neetie¢ language which you belong

Facilitator: but | mean in Arabic () everAmbic?

Student 7: even in Arabic there are some palems if you know the language
you cannot complete language () you get smoielems there () vocabulary of
any language () I'm think that problem youamat know all vocabulary of a
language

Facilitator: ((mentioning student 2 by namej) want to say something

Student 7: about

Facilitator: writing in general

Student 7: | write

Facilitator: you write in Arabic?
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224:

225:
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228:
229:
230:
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234:
235:
236:
237:
238:
239:
240:
241:;

Student 7: yes=i iy WYl K[| write essays | write poems]

Facilitator_=& iS5 ¢ [you write poems?] Oh Good =gogdod () OK:: a question
relating to this writing () what are theiaities you do before you start writing?
What are the activities that ( ) becauserting say for example () people say in
writing you have to plan first a:nd then ttsay also you have to list down your

ideas a:nd then even before you put down ilaas you should go and read first
about the topic then | | wonder whether yowatl these activities () do you do
all these activities () what do you do when yant to write about something?

Student 7: the first time is to think aboutatviiour passage or you want to look for

reading to think () and to take your addre$s see this address this compatible
with this passage | want to read {

Facilitator: {YOU mean the title?}

Student 7: yes {

Facilitator: {make sure that théetis
consistent with {

Student 7: {yes with this passagaited to read before | read}

Facilitator: Yeah Oh () when you write poiatad what do you do first before you

put down your ideas! 48,5 4 o3 la3S Jjii e i (adll (A sl lalall g adaldil) il ey
[what are the activities and things that go oganr mind before you put down
your ideas on a paper or writing stages wieattee stages that you go through]
Student 7g sl Y l[first the topic] about the topic () I'm not writdl general
topics () | write about myself about my neatdout ()
Facilitator: about the surrounding
Students 6: the surroundings () if | wangdoany party and to enjoy life
Facilitator: your voice a little bit so thatan be recorded
Student 6: yeahwliall cua 4uulic 8 e o Ufyeah | broadcaste for example
according to the occasion]
Facilitator: < »<l[your voice]
Student 63 a3 Sie 4auliall GIS 131 Ca gy Ul od 22y 4zl cile Bl A 4l s (S 13
A gae Loy Ll sall Gl s any aala gl Jagussa 58 Js 1) (im0 aiudl Gl 5 5) Do ye gl dlia
cuﬂd\ al;iuﬂ‘)kjgjuﬂl\q:}s
[if the occasion is graduation or accordimghie occasion | am going to act as a
presenter () after that | will see if theasion is for example graduation ()
birthday party () New Year' eve party likeath mean one must be happy first
then ()
people around you will help you on your opmtoward that thing]
Facilitator: so you consult others about wwat write?
Student 6: yes
Facilitator: OK:: do you normally jot down yoideas before you write a paragraph?
() do you know a paragraph?
Students: ((students’ responding in unisoay) y
Facilitator: paragrapb_g]
Students: yes
Facilitator: before you write a paragraptdf)you jot down your ideas first and
then write a paragraph or you just start wgith paragraph and then you go on
Student 7: concern me when | want to writ@ragraph | write at another paper {
Facilitator: OK:
Student 7: ((continues)) when | got it | vallt in a different paper ()
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Facilitator: yes

Student 7: ((continues)) if there are someakes or not ()

Facilitator: yes

Student 7: ((continues)) if | get some missakeill correct it ()

Facilitator: yes

Student 7: ((continues)) before | put it & paper which | want to submit it with ()

Facilitator: ALr::ight ALright ()

Student 7: ((continues)) it mean that | havprepare the issue of the paragraph
before | write its e[l prepare it]

Facilitator: ALr:ight ALright () OK: you sef) feel free in answering these
guestions there is no wrong or right () etleng you say is right because we
have individual differences like me when Fisteriting | have to make a lot of
drafts () put down ideas () the first on&kenarganisation () change and again
read () change and reorganise () so fortiseaivery tedious work () if you ask
me to write something Oh you are really giving a lot of headache because it
takes a lot of time for me
() Idon’t know () do you do the same?

Student 6: it seems that is difficult

Facilitator: is difficult () writing is diftult?

Student 6:¥[no] not writing but to put the points and () thith recommendation
something like that | want to write () | veritoo general

Facilitator: too general?

Student 6: not to think about uhh uhh ndbtk about point and ()

Facilitator: uh you don’t consider points?

Student 6: NO::

Facilitator: OK:: () normally you don’t codgr points?

Student 6: RIGHT

Facilitator: you just take your pen and {

Student 6: {write}

Facilitator: Oh nice ALr::ight that is good DO you do the same? ((Directing his
guestion to the whole group)) () remembsijiist normal discussion for
everybody () it is a chance that you cantpragour English (') there is no
wrong or right () you see () and everythyog say | understand it OK and will
go and translate it in a proper way = | juahtmo know about your background in
English () OK let us go on () now () do yaways bear in mind the following
when writing? () when you are writing () vahygou are writing () when writing
it is always said there is a lot of steps tmt ®f things that you have to bear in
mind (') that you have to keep in mind whibelyare preparing yourself for
writing so:: one of these things that befgra start writing people say that you
must have a main purpose () | don’t know do think it is important when you
are writing?

Student 7: Main what?

Facilitator: main purpose () you must hayeigoose for writing

Student 7: PURPOSE?

Facilitator: you must have a reason () datl@dr a topic () DO you think it is
important? Do you always keep this in minc&ewlyou are writing something?

Student 6: | think so

Facilitator: you think so?

Student 6: yeah ((a sound in approval))
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Facilitator: ((calling student 3 by name))ydm think so?

Student 8: yes | think so

Facilitator: you think so?

Student 8: it is important

Facilitator: OK is it important?

Student 2: if you have no a reason why yolwganeg to write?

Facilitator: exactly () so if you don’t haagourpose then there is no reason for
writing

Student 7: yeah ((other students respondethdyrby saying yeah))

Facilitator: very good () very good () Oldo you always consider the audiences
() audience these are readers () do yoayalwonsider the readers in your mind
when you are writing () those who will reamliy work () have you ever written
a work for some other people to read? For=ygau might have ((refereeing to
student 6)) isn't it?

Student 6: | don’t understand it

Facilitator: OK:: | mean when you are writifog a different group of readers () do
you always keep the readers in your mindth@¢3e who will read your work

Student 6: ((said something inaudible))

Facilitator: ((explains the same point in A eV (& oaah Ja Jiae ) (S5 iy Jny
i) @liaty salall 5 ilall o) S8l

Studens: aY bada (bl eV 8 ity 4 13V Gllie (55 Dlie Ll Dlie ile BY) Clalall
aalall sl apnilly Ll Gl 5 (Sae o0 ) Clala jelid 7 ja il
[things | am going to present for exampledoasions | always bear the audience
in mind () of course | must avoid hurting feelings of others (') things like this
can agitate people () but for my private wgtil don’t give to anybody look
about it

Facilitator: you don’t consider it necessary {

Student6: {yes}

Facilitator: even your brothers and sistatse(é was laughter)) is it the same with
you? ((Throwing the question for the wholeuyr))

Student 7: yes this is the same

Facilitator: you do the same? ((Directing dgloestion to student 7))

Student 7: yes the same

Facilitator: OK:: because () OK:: when youte/to your teacher because
sometimes if you have a problem the teachgrask you to put it in writing ()
do you always keep in mind Oh let me writéhils way because () oh this
teacher knows better than me and then he roggrgct me and then you will be
very careful in looking at your work () dowdo that?

Student 7: if | want to write something whancern teacher told us to write it ()
yes | will () at the first | will see how tead {

Facilitator: {how to write}

Student 7: yes because there teacher willygiuesome marks ( ) because when you
are writing even when you make mistakesl¢g there is no problems because
this is the teacher who is there to teachhewill correct that mistake you are
making

() also uhs! G815 S 5oy s alall gl dail) 5% (520 ) ila y3 (52 Cayad il wa Y agall
Glee
[the important = the most important is to knoguy scores or how importance is
the subject how he assess it and if you madepsoistakes »Y =la; sa[he will
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correct them because] this is his job to coryectr point and to correct what you
are learning

Student 6: | want to say the teacher not lookualbdat you want to say but uhh uhh
to put in what is in her his mind if you writieyou get right if you don’t write it
that you get wrong

Facilitator: it means there is ready informatibyou don’t include this information
in your writing you get less marks and if youlurde what the teacher gave you
() then you get high marks and if you brougimsthing from outside then you
get a big cross

Students: ((responding all together at one tinge))s

Facilitator: you get less mark so you are naivadld to be creative? Isn't it? () you
are not allowed to be creative?

Student 7: if you give something outside busitoncern {

Facilitator: {related

Student 7: ((continues after the interruptioh)¥ iconcern this paragraph this point
teacher will give you also the mark

Facilitator: OK:: do you have the same experi@nthat if you wrote something and
it was not included in teacher’s notes but yoaulght something which is related
to what he gave you will he give you marks omhk cross it?

Student 7:0bY) 86 e S i L) A
[teacher | remember once in primary {

Facilitator: {5 <lisea [your voice a little bit]}

Student 7: 4[in] mathematicsost s L alall (ulill Gl (¥ Candia slalila (o3 (sie Cundia

b le cra e Cula i il Ll Cudie (Al (5 il (5 gl (g 48y hall 233

ol (53 e i b sl Ly Jal Lo oo add (1 J8 Y1 e YT 4 ol L

Uty (5 s Lo 2l el g il giall e CilS 4y 4l
oA Lo s it by BELY) sel L)
[l had a lesson which | did not complete theveht to my mum of course older
people are not like younger ones the metho@difbm one level to another () |
ask her to explain it to me which she did theolired the problems following
her method that was different from that of thecteer and then the teacher said
this is not the way | taught you though my ansaadrthe end were correct it was
just that the old and the new syllabus were hetsame from there onward |
began to take whatever the teacher gives usetathrit as it was given]

Facilitator: 4 sl iy je oS aal g 8 J) (el oSaic
[do you have the same = is there any one ofwlon encountered similar
experience?]

Student 9: in Secondary School my teacher ( )leaming style uhh () writing the
point about the composition about narrativedmparative writing and uhh uhh
example told me to write about school in youred and give me some points
but if not uhh if I don’t put the point in my viimg give me wrong

Facilitator: OK:: so you have to include only wi& says and if you deviated you
go outside what he said he will give you wrong

Student 6: but you don’t go out

Facilitator: do you have anything to say?

Student 8: uh ( sle & S e x| | mean | have a subject such as] Physies: il

Gy Ll o (ST s e (5 03 iyl ada (ppme iy a3 Ly
[the teacher would come ( ) he would give usdigular definition you
memorise it as it is if we do it in a way] #mer way Wwa[he would give us
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wrong]
Facilitator: <by[give you] wrong
Student 8: yeah
Student 62l & 4alSll & sl Aa
SE il U ey 8 le il (K1 ad QUSH o) g Liad) il Slie S5 (Sae 5 3 S 8
Lle dhy
[even a change of a word () in Arabic thera Ist of synonyms you can write
for example a word which mean the same it mighinthe book but you know
its synonym when you write that synonym he willegwrong]
Student 8:kle <Lajwill give you wrong]
Facilitator: s _» ble <baywill give you wrong also?]
Student 8: yeah
Facilitator: OK:: () 2 sS4, W 5 [ what is your opinion for example] () Ok: of
course you have not written to a big = largeay lsrge audience () but making
your ideas clear for the reader () do you thin& important to make your ideas
clear to the readers () do you think it is intpat?
Student 8: ye::s
Student 6: it is important
Facilitator: it is important () and do you alvgago that do you always keep that in
your mind when you are writing?
Student 6: yes
Student 7: yes
Facilitator: yessxie (30 Jie S 4o gane (J S J g (Ao (San oIS Lapa (iS5 a3 5 iy
Cu.a‘fu‘)d.d\ JLL.‘X\ CJ\AA.C‘}AMH
[l mean when you come to write of course no am®ng you has ever written for
audience () written an article for audiencesaé school is that true?]
Students: ((responding to gather)) yes
Facilitator: ((continuesyl » «l s iSS Cil g sale Gl J B (s iy aSe D)l Jia Jmy
el Tad aga 03 il (5 5 Ja clialial o) (o Al & S8 i g3 il
[I mean even when you write to your colleagsay a normal letter when you
come to write () sometimes you feel that gead to make your ideas clear to the
reader or your friend do you thing it is venportant making your ideas clear?]
when you are writing say for example a letter
Student 9: it is important to explain ()
Facilitator: Alr:ight {
Student 9: {you explain it buttiis not important you not explain it
Facilitator s 4\ suile e [it seems as if in your] generatigS siSh L o aSie
[you don’t write a lot] you don’t write a lot
Students: ((all together)) yes
Facilitator: OK::
Student 64 [there is no] free writing
Facilitator2w [no] free writing () no free writing () it is &kys guided writing
even in Arabic?
Student 6: also yes also it depend
Facilitator: and do you write letters?
Students: ((all together)) yes
Facilitator: you write letters?
Students: yes
Student 7: how to write letters is the fifghg that we are taught
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438:
4309:
440:
441
442:
443:
444
445:
446:
447
448:
449:
450:
451:
452:
453:
454
455:
456:
457:
458:
4509:

460:
461:
462:
463:
464:
465:
466:
467:
468:
469:
470:
471
472:
473:
474
475:
476:
477:
478:
479:
480:

481:
482.
483
484
485:
486:

Facilitator: even in Arabic = even in Arabic?

Student 7: yes even in Arabic or English

Facilitator: you write letters? ((Directingetiquestion to student 7))

Student 7: yes

Facilitator: and do you feel always () itrgportant to make your ideas clear to
your reader?

Student 6: you write (') you write that yowlanit but {

Student 7: {it is importafor you to
explain all what you are talking about tolekplet him to understand what you
need or what you want from this paragraphnayei write it

Facilitator: YES () very good () OK:: OKetlme go to this one () DO you always
support your argument with evidence () when are writing to your friends ()
do you always support whatever you say witdence say () I'm saying this
because of this and this () do you alwaythdd?

Student 7: yes () | think that is yes ( ytisiwhen you write it you explain and you
want to tell him that this for this somethipngand if this and you explain about
the situation () for you want to explain tiat! travel without informing him and
the events which happen to you {

Facilitator: {all the events that ooed during his absent}

Student 7: ((continues after the interruplig®s yes

Student 8: for example if you want to critidasoks any book you must support
your critique with evidence evidence

Facilitator: so you thing it is important

Student 8: it is important

Facilitator: OK:: do you always make a lodo&fts before you produce your ()
your final work () do you always write a fftdraft say for example | have this
attitude or many writers in fact they say whesy write something they will
make the first draft they will revise it thiéaey will put it down (') they will
come back days later they will come and reiviagain make some changes even
in organisation add
some ideas () remove ideas and then ( )dbegain they leave it for some times
they come to it again and then you will fthdt somebody writing more than one
draft ((explain the same concept in Arabic))

Student 64+ [oh is there]

Student 9%# [is there]

Facilitator: do you always do that?

Students: ((all together)) yes

Facilitator: Alright yes yes you go esl~ xie J5) 4 [anyone who wants to say
something]

Student 8: | think if any person want to wetemething must revise the writing
because may be this writiagse bl S Ul iy (pima (w528 = ya0 [may hurt
the feeling of a particular people | mearritevin a simple manner] because all
people want to understand to you say in yookl{ ) ~i& Y Jde sib o oall S
el sl 05 LAY Ll selia [I mean in Arabic at least you must respect the

feeling of others your expressions should nog be] [hurting]

Facilitator:2S i cuil Gl je 55 & IS8 a5l s age a0 53l 520 W 5 [it is also
important for explaining your ideas () for sdimees you write something] and
when you come back to it you find this is toosd it is not good let me change it
add thisex ) slexts Ja[do you do something like that?]
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487: Students: ((all together)) yes ((followed by |hteg))

488: Student 8:.8 S8l Ul diae dala (S i 53 dagae Lo dauial g dala S o 3V S (e ) S guia
489: AAS Sy 2 )Y Cajple Lo Ul giay 2ald ga dll 5l S 4asls[also the writer when

490:  writing must write something clear not vague hesgafor example | may think of
491: this thing or that one which one he means | dlntw therefore he must write
492: something] clearsx W =l 5 2S[clear expression not vague]

493: Student 2: also if you want to write something y@ve to see the advantages and
494: disadvantages of that thing because if the adgans alright it is easily for you
495: toread () if it is disadvantage it is not goa have to leave it

496: Facilitator: but do you have this attitude of mgmg your ideas every then and now
497: when ever you read your work?

498: Student 7: yes even your change = to changepaiat it means that () you are to
499: read the advantage because you are to chagyengans that this advantage or
500: this advantage () it will be () it will be coarc( ) it will be good if the

501: disadvantage is not good you have to changepthiat

502: Facilitator: ((call a student 6 by namey)> 58 s s S 5 ) [you seems to want to
503: say something] regarding changing and makingynaafts s (e sS L s s jSdll o
504: i (P G sS Le it g (e CiSE (S4B ) )

505: [uh this idea is not good you change the papdrverite on another or the

506:  organisation is not good then you change it]

507: Student 6:35ulL 02 4als s2:e[] have this thing teacher]

508: Facilitator: you do that?

509: Student 6: yes but not all topics

510: Facilitator: OK:: not all topics? OK:: in certaiapics only () what are these topics
511: give an example

512: Student 6: general topics

513: Facilitator: general topics () but if it is aldguur own feelings

514: Student 6: still write

515: Facilitator: you just write straight

516: Student 6: yes

517: Facilitator: sometimes because you are confidémaiethe language you are using is
518: your first language so you find yourself in aywe very comfortable position to
519: express yourself clearly isn’t it?

520: Students: yeah

521: Facilitator: OK:: let us go to this questiondq you always add your voice to

522: whatever you are asked to write? Say for exammp&chool in Senior Secondary
523:  School if you are asked to write an article istbry or in Geography do you feel
524: some time oblique to add your own voice?

525: Student 7:4[in] assignment

526: Facilitator: in assignment

527: Student 7:iual 13 5Y alsex ay [ mean this is a duty because if you add] ()
528: Facilitator: <l <z il sl fit is a duty to add your opinion?]

529 Student 7: yesokie galaai am @l aa Uad 03 11 G131 byl adpal o byl ) a8 Y
530:  0sS8 padde o sShle s le oS adaY) 6 IS) il oS il mleail) oo Ll

531: cahdial o) oY 4lelS an gleall A () 65 da slrall manay Y Sl @l o

532: Uad aay laial) d deleally

533: [because if you add your view = if you add ywiaw if the view is wrong then it
534:  will be corrected if it is corrected you will befit a lot because you will know as
535: aresult the right answer and you will have nguaunderstand of the topic
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537:
538:

539

540:
541:

542

543:
544
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546:
547.
548:
549:
550:
551:
552:
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554
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556:
557:
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559:
560:
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563:
564:
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566:
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568:
569:
570:
571:
572:
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574
575:
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577:
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579
580
581
982
583
584

anymore () for being corrected by your colleaguéacher you will have a
complete and comprehensive information but if ¥teep the wrong ideas for
yourself in the exam you will get it wrong]

* Facilitator: Usa el 43l @l 4 il 5 M0 aals i€ 1)) auaal) b g0l Juli Jid 21l e (<)
[but you have just said that if you write somethiag teacher and you added

your view the teacher give you wrong?]

: Student Bnix:  agdi s Lo agd g Ll all 5 2o Ul L jra 5 o )l Auailly Lal 4l o gall 4l 00
o Sl D ghaday sy 8 el i) i) Ll (il aliea o Ciagd il ) aalal) (i
shila il (AN e e s 5a e jila ()55 (See 38 Hle sp e (S Lo sl i L 5l

<ild wrongehy See 4lS 4 558

[this is for other subjects but for History and @eaphy = History and
Geography what matters is understanding and notarisation () you
understand and then express what you learnderatood and this is for the
majority of people () but for other people olicse there are those who will
memorise for example what is in the book andr odown () then he will be
confused unable to identify what the marker twanaybe he wants only
particular part of what you memorized and if yaiite it all he may give you
wrong]

Student 7:Laall e sl (580 a¢dll 0X[in this way understanding would be better than
memorising]

Facilitator: il 4ud saic (e (JSS\ gla gels At Il Lal@il) agd @)\_ﬁ\ & Nia 500 13 sl
mean if a person for example in history undedttine main point and wrote the
article using his own expression will he stigthhigh mark?sl J 30 ) osSe W
ot e )yolia 4l sh 5 4akaidieaglili[He would not be like someone who memorised
the article and reproduce it with all its fulbbps and commas and place it as it
was in the original document?]

Student 7:.>x L o3[this cannot be]

Student 6:.>x W »X[this cannot be]

Student 7:¢hxelu o3 s¥[because this will help you] how to summarise theagraph
if you have to understand

Student 3: | think good for every writer must dds voice more than quotations |

<LsdY[more than quotations]

Facilitator: OK:: OK:: let us go to question Nbin fact we have 8 questions OK::
just be patience | know you are tired you havenbstting for two hours but be

patience please () what do you do when youared with a view point or
argument which you don’t agree with () which yann't agree with () do you
look for evidence first before making your poamtyou let yourself to be led by
your conscience and beliefs () | mean to saynwsdwnebody come with an
argument () with a point with an idea and yoa’'tdagree with this idea = you
don’t agree with it () do you always give ycelf¢ime to go and look for
evidence in order to support your position or jmst jump into the topic just led
by your own common sense and what you believettvue OKY 5 2 2l 4s i
z=ls [shall | explain it in Arabic or it is clear]

. Studentsg=l s [clear]

: Facilitator: ((addressing student 6)Jx=3 Ja[are you tired?]

: Student 6¥ ¥ [no no]

: Facilitator: ((addressing student $)Ju=3 Ja[are you tired?]

: Student 9¥[no]

: Facilitator: OK:: s Sl szl s[The idea is clear?]
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602:
603:
604:
605:
606:
607:
608:
609:

610

Students: yes

Facilitator: OK:: what do you do when you areddavith such a situation () you
are against a certain idea () do you alwaysaipok for evidence in order to
support your position or you just express yodrsest giving reasons that you
think is (') reasons that you think are righthemt bothering yourself looking
whether they are convincing or not () what da yo normally?

Student 7: evidence () what does it mean eviefenc

Student 8: ((interpreting the meaning in Arabim})_» s Ji¥a

Facilitator: ((repeating the same thing in Argpima! » 5 Vs

Student 2: OK::

Facilitator: ki aga s 4 e (58 5 Jiny
[I mean when for example there is a view pofnt]

Student 7: {evidence means statetmen

Facilitator: uhh uhh {

Student 7: {means statement ( ) ewee

Facilitator: uhh sibjwhich one?]

Student 7: evidence () evidence

Student 8! ((translating the meaning of evidence in Arabic))

Student 7: also statement?

Facilitator: evidence () statement can be gdr@eause statement can g (Ses

28 058 San (2l sl 4lde [what should we call it in Arabic () it could be

expression] you are not required to give anghint evidencey s 2 )Y
[you must] uusS S 4ala gla 055 Y[it must be acknowledged source of
evidence] something tangiblgsy!) <kl £i& asla
[something that should convince the other side]

: Student 6: sometimeg! 131 4l J s o3 s 50 4ial y o Cajle Ul il 5 03 g suia sall D (e oIS

611: oS s oSl oa s 03K (e 4y aiiie (il 8 5 S8 sie 03K 03K (Y 4le 4nil Le @il Le 5l 5 Lo (S

612

: [’m talking for example about this topic itselj ( know that even if evidence

613: exists | will tell him first if he got conviecthen that is fine and if not I will not
614: try to convince him because he must have aod@sons which he believes in
615: because of this | will just tell him what IMeaand know but if that person is:a]

616

617:
618:
619:
620:
621:
622:
623:
624
625:
626:
627:
628:
629:
630:
631:
632:

teacher~3l 3 s L[| can not convince him]

Facilitator: 6 J st W = [ mean you will not try to search for] evidendss o2 ¥ 5

~s[or you just talk] {

Student 6: g Wl 4l [for my] teacherd Jiid W
[I will search for] evidence

Facilitator: e Jesy a5 e usdall Qlall & @l JB as slae eld Gila J 55 Die ag i ) ae J 5
H&uubdexbaﬁ\g}&ig&}\Jbﬁ}bﬁ@&)ﬁ@bﬂ\ bJL@.ﬁJ\ ua:maj\d\.u\ g
[let us say with your colleague someone broygltinformation and tells you as
a physician you should do this and this or sagudent who is sitting for Sudan
school certificate should do this and this aad feel that what he is saying is
incorrect] will you give evidence
gle 0S5 o Y 5 [Or just have a normal discussion]

Student 6y 5 4lal saie 131 Vo2 23S (8 508 ) s L Ul as) L Ul asl [for sure | can't =
for sure | can’t do anything unless | have enmkeand verifications]

Facilitator: very good OK:: OK::

Student 7: if you have the background issue mi gour evidence = if you don'’t
know the evidence of this issue you have torreback to take or to find the
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633: evidence and () come in another day to tell thiat I'm go and I'm get this this =
634: this () this is the evidence | am telling ydaoat it < e Lo il ol adabiwy  ay

635: il cilla g elicly Ao e Caag) sl el ) 5038 agae 4ld G Jlaadl Jlasd) 8 JANT e g gua sall
636: oS08 ol 4l on g bl a8 Le el (e Il J 585 46 0 e 4023 [| mean simply if you

637: don’t have any background about the topic doettigvolve in the debate leave
638: the debate vague like that and then go and look for your own evidence and
639: then come again and say last time | had no eeel®ut now this is my evidence
640: this and this]

641: Student 8: if someone criticise you and sgfdlcul a8 (e re dala 8 clais g5 4 Dla
642: <ol Ll e cpma 4o seas [for example if somebody criticise you on a pariéae

643: thing he is not criticise you but a particulaogp of people and you] when you
644: want to reply him your reply must include thédeance documentarysft s|

645: documentary

646: Facilitator: documented () yes

647: Student 8: documented evidence this is | thinkngortant

6438: Facilitator: this is importantic (55 L aal sl S galanll ol s 518 e e [| mean
649: you did not become Sudanese who would just angti®ut] evidence>sll J s
650: oS L a0 53[Who would just insist this is right this or thatstill

651: right]

652: Student 61l 63X L S L oS ma 03X ma Ll [whether right or wrong it must be right
653: such attitude is wrong]

654: Facilitator;z= oS = kle [wrong or right it is correct]

655: Student 8: e (e e Cilalua (o5 4lifi Mie aalal) Jiny cilalua slall 2ali iy S Uaa
656: sidied WDl Bl g Gy i 2 3Y Gilelis [it is @ big mistake when you take life for
657:  granted | mean taking things for granted fomegke not knowing their meaning
658: we must investigate the truth of something arelvglat is it]

659: Facilitators: 4.28 as (8ia [dO you agree with his statement]

660: Student 6: yes

661: Facilitator: ((calling student 9 by name)) yegdnt to hear your voice feel free feel
662: relax justsish oaiawige yicl [consider it as chatting we are chatting] () haw d
663:  you maintain your focus when writing® S S e Ul 15 3aY [see I'm

664: concentrating much on] writinge= is[is that true?] e S s S 5 s [The

665: reason why I'm concentrating on] writipgh: s S 4 Jasdl s ) Jadll b @y

666:  [because what | will be doing with you will be the] areag\“[of] writing (=
667 & osSis A [ mean there will be] readingssS: s s[as well as] writingé

668 e S S, [so | will focus a lot on] writinges! s L o)) &3 53l (xula

669: Sl gl aalall aSle g ge OIS ¢ gu 9K5 5 2108 Aualal) Al g0 gl 2SIXLLY) e o) B
670:  [of course you said you have never written fadiance outside your school
671: teachers or your own private issues so your ngitvhether it is your own private
672: issues or application etc] how do you maintaionfocus | meand s casS <l
673: On@sidtlua 5l g sl e sl Geg AT O e Bilak (aS ey 43Ul ol )

674: il gid Jaads icliy Gaill 5 ol siall

675:  [how do you link the title with the paragraphsai text () that is to say how do
676: you make sure that you have not digressed froan g@in topic] normally what
677: do you do?

678: Student 6: | write in another paper and therkétidne address of my topic with my
679: topic from my topic and then | write that in ahet paper if | see any mistakes ()
680: Facilitator: yes (') yes but how will you knowathyou are still in the same line and
681: you have not gone out of the topieRs el 5 il eaty iy 3dlas CaS o8 Jiay
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682: (el aralay pu X Ge Lo 8 daill e dnala g SISl el g8 Sy J g 5l S 13 51l
683:  Jexi b Lhaile s dall (et aralan Gupdill o alSE Gay Gu )35 e g AT Le ¢l Ldlas e

684: aSoerasa b idala o) & Sha dall Y

685: 4z A3 le (sn S 5o Sall dluad o)) e Ldlas

686: [How do you keep the focus | mean what do yod @o what should you do if
687: for example somebody asked you to write aboutddpple University or say

688: about the teaching in Upper Nile University (Opwhwill you make sure that you
689: only talk throughout your text about the teachamgl not included other unrelated
690: issues to teaching () just limiting yourseltéaching and taking that line of

691: thought throughout your writing]

692: Student 6:4:> )& 48 )5 & iS) s UI[| will write on a different paper]

693: Facilitator: 4w Il Ll € [you write the chief points]

694: Student 6: yeah i 45Ul o) )5 aa 5 o) 5313 Lladl Jlal o B 45l 48 )5 (S 280 4 )l Llasl)
695 S 1Al oy AlS ol jE o & saagall @l dey ALalS £ gua gl (S

696:  4ed) g4pliafs 84l a4 oS Al anla 5l Lle 8

697: [yeah the chief points then | will take anotpaper and elaborate on these points
698: each separately until | cover the whole topenthwill read it all and see

699: whether there is mistakes or incomplete thougan trevise it () like that and

700: then I rewrite it again in a final paper and sittth

701: Facilitator: OK:: ()

702: Student 7: | agree with her

703: Facilitator: you agree with her?

704: Student 7: yeah

705: Facilitator: OK::4clea Laala (g1 A [ is there any other thing?]

706: Student 8: 5 (il s a3l Aagy Taw B Jil) el daala A ydi o &S5 s S 44 )l
707: 4 sed SN Claalall 5 Gu il OK Se Jinn Y 5 4o o€ 48 yla b agawn s gl 48y 5k

708:  [for example if | want to write about teachimgWpper Nile University | will

709: start with the teaching staff = teaching stafdl #meir method of teaching is it

710: good or | mean for example OK their teachinghndt( ) and the universities

711: where they graduated from]

712: Facilitatorg s<asall | canll 5 cundisle clil i aS 5 [how will you make sure that
713:  you have not digressed from the main topic?]

714: Student 8:4eluall (s 8IS LIS (40 ) LIfwhen | talk | talk within the structure]

715: Facilitator:! » el ¥ 5 18 s | olla o158 » SIl Wl [what in football is called gone

716:  outside the line?]

717: Student 8 rumlill Sluall 8 allal el Le (il A4 e o185 Ul [T will talk about teaching
718:  staff | will not go to discuss the infrastrua@i

719: Facilitator: 4l aSaie (e z AT Y (Ja cludi puant ey Ladlaty (2 (< 8 g duala Ldlal (oS (oS
720: g sl

721:  [how how to keep especially when writing () hde you maintain | mean

722: when preparing yourself for writing to avoid diing from the topic do you have
723:  a] techniquesy S8 Js¥) 4 seadll ae cands (uadi[yesterday | set with group one and
724: they said] they keep o) sl Lily Jxy 5l (Wl 8 2 [ mean some of them
725: saidalways they ask] asking themselves questighs <3 [while writing] they
726:  keep on asking questions () do you do the saffe2ul x six & g gall (1a adkai L (lie
728: &&uﬁ;;éu‘ a)sslbjlsd.\s!\ a)sslbz)ssl\ b&ﬁ)&udﬁadz‘)ﬁﬂu& [SO that

729: you don’t deviate from your main topic | mean stimes when writing a

730: paragraph they ask what is the relation of thisgraph to the previous one and
731: the following one and if there is a] link=!5 13 [then they continue]
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733:
734
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736:
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752:
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755:
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757:
758:
759:
760:
761:
762:
763:
764:
765:
766:
767.
768:
769:
770:
771:
772:

773:

774:
775:
776:
777.
778:
779:

Student 8: | thinking it is important ()

Facilitator: yeah

Student 8: | think it is important you must jahre paragraphs together

Facilitator:sS sxe Ja 4 28l & <l [were you given in Secondary School]

composition? () by the way {

Student 7: {some test or something like thatiopsSx [is there] composition in
examination

Student 6: No:: just as a lesson

Facilitator: let us say in first = First Year $@nSecondary School Second Year

Secondary Scho@lsas ! s S e Js) 2Ssan da [were you given free
composition () you go and write] about any topi

Students: NO::

Student 7: Sudan School certificater\s 4ala Jsl 2005 S Ji o« S free

composition

points ~Ssw  guided compositiog 2008 -2007Ww ) & 2 5 free compositios
programmes® sias <l g1 gua

[free composition was there until 2005 firsiviis in Sudan School Certificate
they use to bring free composition but during trane 2007-2008 it became
guided composition () you are given points and insert them in the
programme]

Student 6L (e A5 o 685 @y 2y il G addresd sy S
[I mean you are given only the address ((shentie title)) then after you write
about these points]

Student 7: likg s aie A5 Llail) U5l ol 3 ¢ sm sall guided compositionx:

z)soV S5zl
[l mean guided composition we were given a tdben we were provided with
points to talk about like the wedding | stilmember the wedding]

Students: laughter

Facilitator: | remember during our time there wasded composition and free
composition too but now it is not () it is gllided?

Students: yes ((all together in approval))

Facilitator: OKaS sau Ja 400l 4l ol gV asall 8 D 4y gl & (=34 [OK in High
School in First or Second year were you givee¢fcomposition where you write
about any topic?

Student 6: no:: there is no free composition thiee you option () option () option
you choose what you can write about it

Facilitator: but that is = that is the free corapion

Student 8: not free composition it give you Kfee or four you must write one of
them one of them or to choose one of them

Facilitator: but are you being help with somerpan each topic?

Student 8: yes they will give some points

Facilitator: g sxase JS Ja (a8 aal 5 agie JUST aauial 5o 4530 (5 ) Dl oS 52y LalS Adaad D Jimy

el 4 aelud (liic Jal@ill any oS g 4l oS gan
[I mean for example whenever you were givenlgaythree topics and you
choose one are you provided with points on et@pic to help you in writing?]

Students: NO:: NO = NO

Facilitator: then this is = this a free compasiti- oli=« [this means] free

compositions< = [you are given] a topighia; )k iS5 <l 5 [and you write it the
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780:
781:
782:
783 .
784:
785:
786:
787:
788:
7809:
790:
791:
792:
793:
794:
795:
796:
797:
798:
799:
800:

801

821

way you like] there is a second composition thajuided () herés <l 5 Hla il
g‘;@(ﬁs‘jﬁ.}bé G B atymae Jalay i) JST as) g i) elaie
ASoa Leayilh 5 Jol A Smy J gusadll
[you are oblique () you don’t have optiondne topic for all people with some
points provided so which one of these were yuglht in First or Second Year
High Senior Secondary School or you never hadposition?]

Student 7.4 [there was] compositions

Student 626 5 A4 4 Sual [basically in First or Second year] there is no
composition

Student 8: in first year and second year {

Student 6: { & sl [basically there is no] composition

Student 8: there is but one but one

Facilitator: you wrote oneR, e 5 4w e Gnle 3A1 3 (55 ks [Of course there are
differences from one school to another]

Students: yes yes

Facilitator:sSiu )x & )5S cOMPOSitioNtie aa sa) (b 4
[some of you have written a lot of compositiamsheir your school]

Students: Yes

Facilitator: Ok:: can you remember how many®©ne?

Student 8: one = one NO I think four or six tinneshe whole year

Facilitator: in the whole year? () first anadtsed year?

: Student 8: yes
802:
803:
804:
805:
806:
807:
808:
809:
810:
811:
812:
813:
814:
815:
816:
817:
818:
819:
820:

Facilitator: OK:: yes ((mentioning a name of sotl9 who wanted to say something
but was shy))

Student 9: in primary school | study compositiof€omboni = Comboni

Facilitator: yes

Student 9: ((continues)) yes you give () thelea give many composition and you
be () you = you will be three ()

Facilitator: OK:: to choose one

Student 4: ((continues)) yes but in Secondaryo8ktie first () the first study |
didn’t write any composition {

Facilitator: {you didn't wg? (') sorry didn’t write any composition?

Student 9: yes

Facilitator: OK:: even in Arabic@ s sasas oS 50 e 4n el 4210 & Js [even in
Arabic you were not given lessons for examplé toenposition

Student 8usd el u=i [expression expression expression] ((it is a rEawtn
Arabic for composition, this word literally meaexpression))

Student 6:¢S) 4 axd 4pdlac V) (8 Ul ey sus y Galil) JSLe (81 ani 4 jad (e ) abdic LaoXiluY)

s HA g8l A [teachers have no time () yes composition isethert not all

people teach ((people refers to teachers))dmie Primary School it was there
but in High School there was no composition]

: Student 8.wxi ,u=i [expression expression] ((referring to composijon
822:
823:
824:
825:
826:
827:
828:

Student 654 L3 [there is no composition]

Student 8:L» Lsilliwe were given]

Student 815 L sin3 [we were not given] ((followed by laugher))

Student 8:4ic iSi (pae g a5 () e i SiSS[you Write for example () about a
particular topic]

Student 6:os Cllaia¥ (& Glaia¥) & SEY Ul el die S5 (pre g g 50 DMia el (1SS
pananll ey YL U G agilgdl) g AN 5 BN o Y15l el & 3800 [you
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829:
830:
831:
832:
833:
834:
835:
836:
837:
838:
839:
840:
&41:
842:
843:
844:
845:
846:
847:
848:
849:
850:
851:
852:
853:
854:
855:
856:
857:
858:
859:
860:
861:
862:
863:
864:
865:
866:
867:
868:
869:
870:
871:
872:
873:
874:
875:
876:
877:

write a composition for example about a paracubpic () you write about it () |
never wrote a composition except in examinatioly in examinations in the first
the second the third and the final term | meam$ never given a compaosition in
a lesson]
Facilitator: »iS 4l oS 5ol L juad oS ol A 5351 Js (81 ey gasaal) 8 [in the [essons even
you who were given composition have you had afechem?]
Student 8:us sl il (5 oS 50 23 [yes we get like two optional only] {
Student 9: {luld duas Lirie
4.2 [we do often have a lesson]
Facilitator: a lesson?
Student 88X Jixe i 4as Al saads [a complete lesson is allotted for composition]
Student 9:(5Lil & guia sa S S Gl J 58 dand Gl a4 pad) 4xd) (A jpd Ml Ldie g s
e @y 5@ gaddind Cladlall a2diud g4y gaill ac) il ardind 54Kl e & gaia sall
w\uﬂj@m\ﬂ\gﬂjm‘stw\mdﬁ;dwdﬁ&yuy\dm;@m‘}q@)\
oX (ps a5 (nshle [composition and we had a specialised teacherabi&
language he would come and teach us how to @rmemposition about a topic
() how to avoid writing a shallow text () hdevuse grammar rules and
punctuation marks and he would give us for exanglir topics during the week
and he would instruct us to submit them aftere@kv( ) he would mark them and
later give you feedback where you were wronggirt}
Facilitator: Alr:ight alr:ightawdl Jla oS0 S [but s it throughout the year]
Student 924l )l [throughout the year]
Facilitator:4l () _S ¢lxie [do you had a note book for composition?]
Student 94 Ll S dxie [| had a note book for it]
Student 6. - [this was in] Secondary Schéo} [or] Basic?]
Student 451 4 58l 8.2 this was in Secondary School itself ()
Facilitator: alright
Student 6¢l L shass [you are lucky] ((addressing student 9 followeddnyghter))
Student 8: | think education in Sudan is in srisow because it graduate students
unqualified
Facilitator: unqualified?
Student 8: unqualified
Facilitator: because they don't write a lot?
Student 8: yes
Facilitator: US g sal JS 4 oSaie oLyl S dlaie adas gial) adas giall 8 US ad (gaiall o il
&uﬁj@aﬂangw\gﬂuhgam\ﬂafg)ﬁ@
aSaic La o a8 4 ) 4dled (A aan 5 iS3 U jelia
[the experience | have now about writing | dattiintermediate level () in
intermediate we use to have composition lessme @ week and we had note
book for it () | remember sometimes the teacheuld take us outside the class
during the wed season to see the green themigbsts to write about what we feel
and the beauty of the nature () we write andrstibur works at the end of the
day () have you had such thing?]
Student 62323l (L) 8 Ul [ had such experience in Primary School]
Student 8:5 s <l sy iSH el ¢ gua ge gy Wi (g A Lo sad 81 oLl Livie (V) 3
03X o oS g3 5 aSicliy  SyStENE ) e (Sl ¢ s 50 o ST 08 ¢ gl
[in =in primary school we had but not optional () feample you would be
given a topic to go and write about it () andiyeould be given a period of one
week or something like that to complete and sulttrbut it was not like your
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878:
879:
880:
881:
882:
883:
884:
885:
886:
887:
888:
889:
890:
891:
892:
893:
894:
895:
896:
897:
898:
899:
900:
901:
902:
903:
904:
905:
906:
907:
908:
909:
910:
911:
912:
913:
914:
915:
916:
917:
918:
919:
920:
921:
922:
923:
924:
925:
926:

system where you are taken out to see the beautgture {
Facilitator: sfe Sl 5 )l il e
o L gallay

[it was not always they don't take us out evieme]

Student 8: (continuesyell (b o3S (lie Cual Jiay 4 Jaill il Gl shadl) &g ) 0 e Gpaas

‘9..\:\;:153jé}éaﬁdﬁajM@J@Qﬁ)d\ﬁum@&&@b}ﬂ‘

45330 I G oS s 0o L (a5l oS )
[and also you are not taught the steps to foldven writing and how to organise
your text that is why students in Sudan Schaati@icate could not write well
organised texts () you see points are mixethigois up and this one is down ()
not in order they are not capable of arrangiragyr ttexts well]
Student 6:¥ Cluxl ) ¥ g ulail ¥ e Yasls (o) cualle g gl 8 L) ST ula) 8 asaal L)
Alaad adliad 22l dpasSall g plae (25 ) Y el 58 Y ebiasS

[I had composition lessons in Primary Schoolibutigh School | never had any

lesson not only composition but we had not Haeght anything no Arabic no

English no Mathematics no Chemistry no Physatsamything () in fact

government schools are very poor very poor]

Facilitator: OK::4l o< saull free compositiog! » S 4& ks adass 3
& in SIE oY) 4 sana
O o shaial &SI J 58 5 ) sad S (e S

[there is a funny point | was told by group dhat even in free composition the

teacher goes and write a model passage antha@skdnly to memorise it]
Student @< »= [Yes that is true]
Facilitator: is that true?
Student 62al (lie [in order to get] full marks
Facilitator: slxiis, 55 = [I mean you work for exam] () is just to get follarks?
Student 8:compositiong_) Ll i€ 4l s ealed & Uy a ) Ll i8S ela (g sl & U AUl (55

&\;LA‘)]\j;\;.“w@oﬁkﬁ;&ﬁd@‘ﬂ\&hbwhad@)‘ﬂ\OAJG}A ohadaT

[like our English teacher wrote four topics fawdan Certificate he wrote to us
four compositions to memorised () he told us oh#hem would come in the
exam () we memorised the four of them just ay there written]

Student 6:s» L s 5155 Y1 clile Lo @l shiay 4l o g2 4l 48 43, Hhall 5 450l 5 aadlal) il b s

S5 s aglia aa) 5 Shal)

[even teacher () the introduction and the casion is made ready and you
would be shown how to write it and you would bada to memorise them and
your role in the exam is just to pour down anytra comes () just write]

Facilitator:g=3a elize agd aal 5 51 &l L 13 5 [but what if none of the spotted topics
did not come in the exam?]

Student 8tdle ~n an sal [it is always given that one of them will cometlire
exam

Student ]6u~° oS5 Oy L) adadla il aadlad) g adadla ) S adalll (35801 J) agad 2 5 () el L 1A1Y
<aie [if none of them comes you had memorised the ¢hiction and the
conclusion then you just write the remainingtpar

Student 8:8 L paill 4l 5 JVh  shay msaaill Ul ol i 53 Ll ) 530 [they also tell us
that in marking they ((referring to teachers whark)) only concentrate on the
introduction and the conclusion not the midd(&ughter))

Student 64 sile: L paill 4l 5 5V [the first and the last parts they don't look at
the middle]

Facilitator: (sxa il Jall 4l slaxy sdiay ol 4y 5udai¥I 42l Gl 5o saim 3 o)) slsin 23S A ]|
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927:
928:
929:
930:
931:
932:
933:
934:
935:
936:
937:
938:
939:
940:
941:
942:
943:
944
945:
946:
947:
948:
949:
950:
: Student 6: yes | am not talk English fluently
952:
953:
954:
955:
956:
957:
958:
959:
960:
961:
962:
963:
964:
965:
966:
967:
968:
969:
970:
971:
972:
973:
974:
975:

951

was also told that English result is always staie () is that true?

Students:=2 A Ll yes the result is always squared]

Facilitator: is that true?

Students: _J~lb & sn [you get the scaled up result]

Student 6: the result we get is squared

Students: it is true

Student 650 (3 el ) 5132 40 4anls o <l [if you get 40 they will increase it in

such a way that you will get more than 50]

Facilitator:asls (s} 8 Lo Juaill aa glaai i 5 liilad 0 (ul luss oS (lde [that is
why students come to the universities with higirks in English 80s and 90s
and when you teach them they are very poorjl) 28y saalii 4naliall 25 Ja

Sl Aa sl s IS5 [do you watch films and movies in English () at
home or | mean do you speak it] = how far are goposed to English language
() do you always listen to news in English dpeapeople in English?

Student 6: my father talks in English

Facilitator: oh

Student 6: my father talk English but I am npt (

Facilitator: OK:: your father talks with you imBlish

Student 6: yes

Facilitator: at home?

Student 6: yes

Facilitator: OK:: {

Student 7: {but I'm not all time ()

Facilitator: OK:: but sometime?

Facilitator: OK::

Student 6: | want to talk it but | am not able

Facilitator: ((smile))

Student 8: (il Js) cadl La Ul ST sy oS Gy 6S G 58S G 5S e Ol i 6 (gl <y 8 L)

OsSs Js) Olde ans oI5 aa) ) (Lie[| studied English almost for six years moving

from course to course but | never found somebodyreets to speak to in
English so that | can be] fluent in Englistke W J) <udl W I never found
anybody | did not] practiceS! e S S Lils Ul (Sl [but | know a lot of words
but] how to arrange them and to speak is diffithik is the problem

Facilitator: ((calling student 2 by name who sedmbe wanting to say something))

Student 7: my father new English but always h&oisaround in the house {

Facilitator: {alright
yeah}

Student 7: his job () {

Facilitator: {he is working different places}

Student 7: if he is aroundtie house it
will get me or he may not get me () if he get hwill talk to him in English but
all my friends talking in Arabic () how can llkao them by English?

Student 8: also we are not use = use to spealsBrge are use to speak Arabic

always

Student 6:02 sl Jsin S5 Js) ge oIS el g (S g (5 5alaiVl (o2 plSE le 4 il Sl
24 Canlia

[for example you now want to speak with me irgsh but when | go and talk
with somebody else he would say this man is shgwff]
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976: Facilitator; OK:: S [proud?]

977: Student 6isile e AIST 00 (53l (e 223 [yes in order to avoid this you speak

978:  normally in Arabic]

979: Facilitator: (8 Al gisy Laily 5llad DY) gaaliy Ladie J B aclen gin o A 4

980:  [some of your colleagues mentioned that whew titch English films they

981:  always put thesound on] silense ! sl 5 [and follow only the translation] ()
982: s that true?

983: Students: ((laughter in approval))

984: Facilitator: let me ask you () do you () becaali of you () you are familiar with
985:  the skills of reading and writing am | right? Rew®y writing listening speaking
986: but do you feel that there is any relationshiwleen reading and writing? Do you
987: feel that there is any () that reading and wgtare very close to each other () are
988: theyreally very related to each other and hoW2s) =2 [ | mean let me give
989: you an example?] There is a say that botherhtboncentrate on meaning

990: constructionf® i Sl pua Je 538 5 (08 e in another words both focus
991: on meaning creation that is to say in] readinglell z At J st [we try to

992: extract meanings from a] teds [and in] writingdss 8 Sl 25, Jsla [we try to
993:  put meaning in form of] graph&i! s (Y Gnle 483le () S 4l o S 1 a8 Slidals o) 4
994:  fagin4dle gl madic ol (=il [is there anything other relation that you mampkh
995: of or are you convinced that there is a relaietween them?]

996: Student 6: if | read | will collect many vocahuy to write any topic

997: Facilitator: ALr:ight and then when you writeu consolidate this

008: | Si a3y M Jay [| mean for example when you write] vocabulasiysl) 8 43as sl
999: e i Juadl agdl 5413 2% [you gain through reading you come and write it
1000 down and therefore understand it better thas true?]

1001: Student 6: yes

1002: Facilitator: OK:: do you do the same? ( )yda have some things to add?

1003: Student 8: | think uh writing is better thaad

1004: Facilitator: than reading () you like wrgibetter than reading?

1005: Student 8: yes

1006: Facilitator: why?

1007: Student 8: because ¢ ki allaiy il 03 (1 Gl 3o oy il &y (S vie (e dala (g) @llaly il
1008: b G Jadiy <l o) 8l (&1 ¢ <4 [you bring something of your own but that

1009: one you take from others’ property but tfos produce you express your

1010: ideasbut reading you take other people’s ideas]

1011: Student 6alkii =il 415k [both of them you produce] vocabulary

1012: Facilitator: ¢<! [but no] {

1013: Student 1: IS Slal [basically words]

1014: Student 8¢S 4x e S & Mis auald (5 jlail aald L Ul [| don’t mean English | mean
1015: for example in some Arabic books like that]

1016: Facilitator: 43 Y cpusy 5l ala8ll Sy 538 J55 (A L 5l Gy e sm n (S)() generalasle JS
1017: o322 5 AV e sadlly giad A el Y Ja ¥ ¢ 8 (5

1018: A 7l 3 4 Jend dnai oy

1019: [all in general () but don’t you feel atb@t no person can progress or improve
1020: for example his language standard without reptecause the ideas we have
1021: were also taken = taken from others and thenmesteucture them and produce
1022: them again in a way to ascertain our identity]

1023: Student 7: yes

1024: Student 6: Yes
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1025:
1026:
1027:

1028:
1029:

1030:
1031:
1032:
1033:
1033:
1035:
1036:
1037:
1038:
1039:
1040:
1041:
1042:
1043:
1044:
1045:
1046:
1047:
1048:
1049:
1050:
1051:
1052:
1053:
1054:
1055:
1056:
1057:
1058:
1059:
1060:
1061:
1062:
1063:
1064:
1065:
1066:
1067:
1068:
1069:
1070:
1071:
1072:
1073:

Facilitatortis 4xalall & J) esih Ua 4xdall 83 Ja [here in the university do you feel
that the] two skills are very close to eacheothosi¥) o swad Ja ¢S il Lo and il bl
[of course you haven't yet started your studiessdauyou feel that the two
have some things in common?]
Student 7: | prefer read than writing becaubecause when you are reading you
have to get some information words = some méiron vocabulary and you are
= you have to save it in your mind () mearat §fou are going to take more
vocabulary if you are () have () if you hawere vocabulary it means you know
= how to speak it mean that () reading () alsiting have () have some writing
is important but the reading is important tontheriting because if you know
about something writing will be easy for you
Facilitator: do you want to say somethingyé$¥
Studen®: L OIS il o ga ga (5 580 83 4 glaall Ll odie (e 4 glaa adlay Jg 5 (8 Le Lull
Sﬁ:‘g;wﬁu@:‘yj\owpyoqsomc@sbﬁguafJ‘uba
Al o)) ainy 008 (lsic 4SS
ALY Al 4 all i Y gl AN Juzabl
[basically no one who can produce an informatrom his own basically the
information do exist if you don’t read and kndwou can not write it therefore
you must read first and understand it well tiiea come and write it in this |
think that reading is better () reading is fatsd then writing comes in second
position]
Facilitator: OK::
Student 6:2S) 4ala i CaiS) 2aS ol iy il e J 5 (8 Glagud) (8 dala sl (845
25 (e o ala Uil sla saiuls 5oy ol s o2a) Lol by a 30 (g s pe a Y) () sk (it Lo 4nla
4 linione Lgie sy (il (ol e Aala gl bl ¢ S8 sty L
dra A (S Jaalie (i
[secondly there is something in Sudan () selyofilyou see a person for
example who discovered something it will not peleed immediately except
after elapse of sometimes or he takes it abraddagply it there then brings it
back ready made that is why we don’t benefit frmum scientific discovery and
for you to discover something and only othermtke use of it is impossible =
difficult not impossible but difficult]
Facilitator: $ S s ik e sall 21l ja S o 580 gl 8 8 8 5 580 gl (el La Ul 4
[now I don’t know do you read at at at homesydo read books daily
newspapers do you read a lot?]
Student 61> [newspapers]
Student 82xle S (1,3 iS4 [ read books a lot but only science books]
Facilitator:axde i€ [scientific DOOks?] (i) &l oo S aS 1 8 (3 J sk anl 5 JS (San 4ud
Al guall 0l lll (e ) siagiil Laa ) o Ja¥) (8 2009431 (0 (i OV (S
[now could everyone of you tell me how many kebe read during this year up
to now () let me say from the starting of tleeay2009 during the holidays or
after you finished Sudan School Certificate Exam]
Student 82z _e Y5 42 il [English or Arabic]
Facilitator: reading in generdk [all]
Student 78 Ul [| read] Readers
Facilitator: Readers?
Student 7: Readers one up to twgS clala 21l s Jey | 5ilS U W) [however |
complemented the rest with newspapers and ttihegs]
Facilitator: OK:: is it on regular basis®u [you read]
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1074: Student 72 o2 21,2l [newspapers on daily basis]

1075: Facilitator:) &k L s: [you read daily?]

1076: Student 72l gl 5l ohsll Aald Le s [yes daily particularly Alwaton or Ray

1077: Alshaab] ((these are names for daily newspapers)

1078: Facilitator: OK: OK:: s inle (piall (il sadl o) J 585 4 530 & [there is a say that

1079: educated Sudanese don't read]

1080: Student 61522  [they don’t read?]

1081: Facilitator: s\ [they don't read]

1082: Student 6: where do they get information () veh@o they get information

1083: Facilitator: =l a3l (o LS dlsay J gy (Al 81 500l 1 smany 5 (5o 80 goaldy (un

1084: [from just watching TV and listening to radiogtmo one takes a book and reads
1085: it from cover to cover]

1086: Student 8 213 L jau SN iy addle iy CaSH Y 5 3 Le (il suall 4dd Vg Jlasi (S

1087: S (b 4Ll U iy (55 5313 il puial) (e i3 5ol () ) 0 (g0 IS a5} Sl
1088: ol (lie (pg e 45J) A U 4pia 45 0 oS1 Jae

1089: [the question that we could ask why Sudanesé dead () because books are
1390: expensive | mean the price of books is high &mi you bring a book from

1091: abroad is more cheaper but because there saserin taxes () today if |

1092: admired a book and it is for 45 pounds where hgkt the 45 pounds to read it]
1093: Student 7:ibe 5 5 in 03l ) o3 (il o5 sl 25 pall s ey dlandy 538 Lo aa) 503 ik
1094: iy o S i e dgubis o2 ja (R o2y 5 il J ) (o Lo Ol L dalla 02S Ly 5 i ol

1095:  4pas [ i oY) 60 <ol e 4112100 [it seems our live standard is just the same |
1096 mean even the newspapers very few who read tkiemitthere is no students
1097: who read like us students who are not workingq one nowadays buys political
1098: newspapers their prices have increased @@pence per newspaper to one
1099: pound]

1100: Students: yes:: ((in approval))

1101: Student 65! 8 ex a (San Fmy xS ol jay J 5 (gile 2l jadl Llla oy o Qi 6l J 5 ) S (e
1102: ol 8 a g8l Ul 5 cuaall (e s oS 2ny sl )5Sy o) 1 a 581 (Dl

1103: [not long ago you see every person carryingvespaper but nowadays you don’t
1104: see that anymore you only see a newspaper pesged from one person to
1105: another]

1106: Student 7:e3 Sl 1 5 5 Le GS1 gl 51| gmainaly g 230 ya )5 i agd sy Gl JS) ) a3l L) o<1
1107: aes gl oladl dga s Ll | samy (il (s IS8 imy 4ilaaY Ul 4k sale

1108: [nowadays | see many people read newspaperkséen to radio but you rarely
1109: see them reading books this is an observati@mvé also observed | mean people
1110: are interested only on daily events currentydeyents]

1111: Student G <laal [daily events]

1112: Facilitator:¥y e_sS 43 g3 i <1 e gy Silaal

1113: [daily events but written books and volumes no]

1114: Student B 2 s2in J5) (e 05 80 (& a1 Clals cliliss)

1115: [discoveries () things like that even on TVarte has time to sit and listen to]
1116: Facilitator:4d 2s28» J5) A [no one has time for them?]

1117: Student 6.5 o<l JSk [it is not all the people | mean]

1118: Facilitator: yes Ok« JSk [not all the people]

1119: Student 7: laughter

1120: Facilitator: OK:: let me ask you this questiomhdo you judge () how do you
1121: judge whether or not any information you havedemed from a reading passage
1122: is accurate or inaccurate? When you read a featt{cle in newspapers or a book
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1123:
1124:
1125:
1126:
1127:
1128:
1129:
1130:
1131:
1132:
1133:
1134:
1135:
1136:
1137:
1138:
1139:
1140:
1141:
1142:
1143:
1144:
1145:
1146:
1147:
1148:
1149:
1150:
1151:
1152:
1153:
1154:
1155:
1156:
1157:

1158

1161

how do you judge that this information the imf@tion that is is is mentioned in
that article is correct or incorrect how do yodge or evaluate ((the question
was repeated in Arabic))
Student 9:0¥ zuale 23 23S 4l s jle Ul 5 e Le 23S (are Jla I ey 58 allll Ul D
Lgd.\c AP}A}ADASJAJLELG ul
[today if | read a particular article for exam@nd | didn’t like it and if | know it
incorrect | would do so because | have evidemzk| have it with me ()]
Facilitator: background?
Student 8: yes background ()
Facilitator: very good so you have backgroundimfation so you will try to
compare this with your background
Student 8: yes
Facilitator:4dlal sxie S5 J 55 4 [anyone who would like to add something?]
Student 9: selll ki dga ol oaS Glie @l e s saie Sl 4iSle JUall sl Js 3l of okl
Apdadl ) Gl (8 5 A ge (s A | sl s 8o ade IS,
[I think the writer who wrote the article cannetite in vacuum he must have
evidence therefore the views he expressed mayjmeorted by some people and
opposed by others]
Teacher: alright yes) » o sSy[sometimes it may be] is a matter of different
opinions
Student 9: yes
Facilitator: yes Good
Student 8:ce s adill o ki dea s ey Gpme OIS M Jay D je 22y guia
DA Al il S e Lo diads
[also sometimes you find for example a particwéater may express his own
viewpoint his own personal views and not otheisivs therefore this may create
differences]
Student 625 ! s iS5 il o la il o ja o3 s (le Bl jall (8 Ja e e i) Al
o Gllih oy all e Can ja ae | B 5 (il 8
[secondly you are not free even the newspapere tis no free newspaper () you
must comply with the rules and the regulationd & you violated these rules the
newspaper will shut you out]
Students: YES
Facilitator: »éin L ¢llis 513 5) [or you article will not be published]
Student 644 W 23 [yes it will not be published]

: Facilitator:aala 4l su 4lS5a A o3 2y | think this is a private Sudanese problem]
1159:
1160:

Student 6U~Ih L 50 35S agdSUia (il sudl [Sudanese have got a lot of problems
which will never get resolved]

: Student 72l 41S4s o2 it is a political problem]
1162:
1163:
1164:
1165:
1166:
1167:
1168:
1169:
1170:
1171:

Student Baulaudl & aa slan, LIS KL LIS 4w [political all of our problems are
meddled in politics]

Student 7alSie (8 (i 235 Gprae olad) s o SV Gl ) e jad a8 L
[you can not express your views freely becatigeu criticised a particular
group you will find yourself in trouble]

Facilitator: Ok:: let us put politics aside

Student 8: in Sudan there is no free expression

Facilitator: OK:: our last question () have y®er experience a moment where
you found yourself disagreeing with account obaithor?) S5 ¢S ¢S«« [it might
be a repeated]
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1172:

1173

1180

1181:
1182:
1183:
1184:
1185:
1186:
1187:
1188:
1189:
1190:
1191:
1192:
1193:
1194:
1195:
1196:
1197:
1198:
1199:
1200:
1201:
1202:
1203:
1204:
1205:
1206:
1207:
1208:
1209:
1210:
1211:
1212:
1213:
1214:
1215:
1216:
1217:
1218:
1219:
1220:

Student 9: account ofi [what?]

: Facilitator: account of an author author authgiJl -li=<] ((translated into Arabic))
1174:
1175:
1176:
1177:
1178:
1179:

Student 7: authoss sL=s [what it means]
Facilitator: =\ <lS ((equivalent Arabic word for author the teachanrtiepeated
the question in Arabic))
Student 6: yes
Facilitator: you experienced?
Student 7:<) 5 dsfiall (e 435 ) oo iSn 9 daiall e iSy sl o) 131 8
Jgly evie ¢S cal Qs (08 ge S OIS oSl ads ) oo iy s e (e ey ) e
sk g 15 Jiiadl e (o5 e 80 5 | liat e g i Gty el
[if the writer is writing about the future events maybe writing his own views
and vision and you may have a different visionttabif he writes about past
events you may have background on the messagd\uhiis talking about and
you may not differ much but about future eventierences are inevitable]
Facilitator: & 48 | salian (ulill & je gl 4l Slaa) dea 55 S s o) s 50 e oS
S DA AL Hhay o judy J g ) (A 54Dyl dea J )
[but don’t you see even in interpretation of fast events sometimes people
differ someone may interpret them in this way atiter in another way is that
true?]
Student 8:4es ji (gl oS (lie Jaall udi Judiy Lo dale an 03 Cllea 5 (3 g8 (Jmy
dma gl jeY ) gea yh (paal g B paadisdic dala (5] 4ud (e yiasdic
[I mean there are wrong interpretations whicmdbcarry the same meaning
therefore any translation has got translatorgatays anything has got specialist
and some translators do it for specific purppgastheir own purposes
Facilitator: Jsé 4;gall 5 6ill J 8 M ey S J g ) Al Wie iy gl L 2aB WY
il el e iy o ypeily allay Uy 8 Ot ipal ey S OS QS S Sy in Sie U 5
g szl ol i) g alall i) e g 5 Jmy s i s 0 il 5 e (g A
D 5 el
[ NO I mean here that for example you find asperwho writes say for example
say The Mahdi Revolution if you for exampleréad different books written
about the Revolution you will discover that thstbrians have different
interpretations on this same event () don’t gea that this is also a way of
expanding knowledge and enriching the topic wdthas and different opinions?]
Student 8: s i caS sa daalall asi L o Glaa¥ J 5 3 Wia 2 O A S od aalall 63X 52
Bl 03 4adIS dallda g Le ol ma AadS imy Jadl 2a g 5 2855 o 3V 408 (35 (580 S 40 Gl 05S
Glabisa je¥) Jada Lo (S
[this way is good because if an individual dat oritique an idea how can he
believe it | mean how can he trusts it he magklat it critically if he find a
solution then it is right if not then it is wrgnve should not take things for
granted]
Student 7:<slal o5 o 3Y calaay) (SIOUSH e lia ) 81585 (Sae Sl o2 CaDEAY) g8
Gl gl ) 8lAt (San o)y ard sdie Jj) g b asluall (San gaine (5585 o Y Corgll Jiay adina
lialy IS a il (5o Y
[basically differences can occur in the struethuat the aims must be aims
accepted by all but the way they are expressaddifi@r from person to person
() people do use the language differently aqutess themselves in various
ways]
Student Gylasl 2405 5 [and again in Sudan] we have different culturethag
make a big problem
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1221: Facilitator: OK:: which means () OK:: which meane have different outlook so
1222: it is is really something which is naturafe & sSu Js) JS cull 8 o) a9 Ja Al Y
1223: AY JaSae gluil JS43Y [because even brothers in the same house do have

1224: different visions () because every person compla others]

1225: Studen®: s 438 jlay | gan i J50 IS (S (a4l jhay | gen i | gind Guoall (s

1226:  exdalall b e B85 seiafy 4dlall Clun g 4agd

1227 [yes the same event can be interpreted in diffesays | mean every person
1228: interprets according to his own backgroumdl @nderstanding do you agree with
1229: me on this?]

1230: Student 8: yesal s LS Jalii aal 5 Jlie 2S08 (S oSIS ey Jlia Dl 4ndad Wi oS0l 6l 5 Jiag
1231 alite 058 gl ()5S 03 Jalaill < aal 5 IS i (S

1232: [yes | mean if you give an article to a grouppebple to write about it () points
1233: are all the same still their reaction to thesmis would be completely different]
1234: Students: Yes Yes

1235: Student 7asl 5 <sagd) (Sl [but the aim is one]

1236: Student 8asls 58 <aagll [the aim is one]

1237: Facilitator: OK:: before we conclude this sesgionyou have anything to say2
1238 AL 48de oaic Dlie 4k (o) A 4dlial (o) S Glaic 41685 0 Le Jal (Sae a8 ol il 2DIST il
1239: Jigw claie a3l Lo il 46Ul &8l JANY addition to all the issues we discussed or

1240: clarification or you have a question] () Okhahk you very much group 2 first
1241: session and | hope to see you next week andh you all the best () thank you
1242: very much () Bye
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Appendix 11 C: Transcript of the Third Group Pre Focus Group
Interviews

1: Facilitator: thank you very very much and wel@oto our session group three uhh uhh
2 as | told you this is just a kind of informasdussion in which | am just going to
3 ask you some few questions just to have some/letige about your English

4: background () and then how writing skills wasght during Senior Secondary
5: School () and also to ask about your experiamckeyour opinions over different
6: issues that | am going to ask you about (J@ut feel shy feel relax and it is just
7 a kind of informal discussion OK:: () againddw it is not easy for you to

8: express yourselves in English () so also feleixrif you find difficulties in

9: explaining a certain concept in Arabic then gan use English Arabic sorry ()
10: in English you can use English then you canAradic is that OK:: () shall we
11: start ((students nodded their heads in appyosét:ight ()

12: nowadays there is this concept of criticahting whether it is in reading

13:  whether it is in writing you () we hear a tdtcritical thinking () do you have
14:  any idea what critical thinking meang s sin 43l senis S22 [| mean we hear it

15:  being said there is] critical thinking <lils »Sxie da [do you any background
16:  about] critical thinking? What do you understdny critical thinking?

17: Student 10: yes critical thinking it may ( x&n be uh thinking that is going to an end
18: Facilitator: coming to and end?

19: Student 10: yes

20: Facilitator: yes ((to encourage him to contiue

21: Student 10: ((continues)) there is a problecmfzayou

22: Facilitator: OK:: a problem solving skills?

23: Student 10: yes

24: Facilitator: ALr::ight () yes

25: Student 10: a problem solving skills

26: Facilitator: YEah a problem solving skillsiall sl olizs [it means for solving

27: problems]

28: Student 10: yes

29: Facilitator: OK:: () yesilzl ) 4 [is there any addition] you can talk in English (
30:  you can talk in Arabic feel free

31: Student 11: | have no idea in this

32: Facilitator: you don’t have any idea about it?

33: Student 11: yes

34: Facilitator: Alr:ight alr:ight

35: Student 12: | have no idea

36: Facilitator: if you don’t have any idea OK: et put it in a very simple form

37: dasball gy aglidail) il jadll aSaxie ()6 530 pSia | gallags b &S gas y (o S5 (s )l (8 Dl ixy
38: s Jslad b Lo g ) pdS Gl J55 Lo ael) b Gl (3 oIS sl o s sS ) sllas Sl 1 5 5
39: 4 5 4y sl G plaall 8 4dla 4l aSaie ) g 4y Sl agllacl) cul ) ey W3S )

40: [for example in school () when you are taudftyour teachers often required
41:  you to apply your analytical abilities on tinéormation they teach you () do they
42: say we teach you this but in the exam don’ydbps it is but you must add your
43: opinion such thing is what | meant by analytadalities (') critical thinking () do
44:  you have any background about it in high sctf®jol

45: Student 10: there is in certain schools bigtith poor manner () it is in poor form
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46:
47:
48:
49:
50:
51:
52:
53:
54.
55:
56:
57:
58:
59:
60:
61:
62:
63:
64:
65:
66:
67:
68:
69:
70:
71:
72:
73:
74:
75:
76:
77:
78:
79:
80:
81:
82:
83:
84:
85:
85:
86:
87:
88:
89:
90:
91:
92:
93:

Facilitator: OK::
Student 10: ((continues)) because there is)ribere is no much to do () if the () that
kind of work is given is very very narrow idegaso not vast
Facilitator: OK:: not () vast () so it is naught as a clear concept but it is included
in some subjects
Student 10: yes
Facilitator: OK:: do you all agree with whatsiid4= ) 5% Ja [do you agree with
him?]
Student 12 =1L oS 13 Y Jonly if it is in Arabic] ((there was laughter))
Facilitator: _alb &S5 a2 2 1L [in Arabic yes speak in Arabic]
Student 128 G s i a5 0 pe olali Laa (K123 52 50 () 585 (S gaudal sall Glany Lanka
Cpdns dals () Jaxi Has a5 Le il 18 (4 ye 4l &l gy (S i) (o (035 & g p2y T (i )
S s (o 2l 5 el (Bl 8 Aud i i G e Lo e 45 91 (s jlad) 8 g sl
Al IS (o Le daalaldl (5 gl 45 638
[of course some issues ((referring to thetas)) might exist you encounter this
occasionally | mean twice a year even whenareuaught you finish the year
and you may have it only twice a year and yau ot do anything with it ()
again English in high school as I think is wéaleven up to now some people
move from high school level to university leagld cannot write their names]
Facilitatoris i [in English?]
Student 12 xsib 28 [yes: in English]
Student 10: uh | may add something also utoWkso far there should be all these
four skills = must be practice ()
Facilitator: yes
Student 10: but what we are taught to write ()
Facilitator: yes
Student 10: and how to read and try to guesge saeanings ()
Facilitator: yes that is good
Student 10: guessing meaning we do guess andathout speaking is not much ()
Facilitator: alr::ight
Student 10: speaking is suppose to be thetiegf@ is a department or association
among students for debate ()
Facilitator: alr::ight
Student 10: so that you group yourselves tloenpyactice what the teacher has
taught in a class () in a group as in a fofrofd )
Facilitator: that is called group discussion
Student 10: yes::
Facilitator: or debate
Student 10: the topic is given then the firstug has to go and propose the topic ()
and the other group has to oppose it ()
Facilitator: yes::
Student 10: but we found that = that kind afighs not there
Facilitator: OK::
Student 10: so anyone with his own idea uhraieg to me () | have done a lot |
tried a level my level best ()
Facilitator: yes:
Student 10: looking here and there ()
Facilitator: yes ()
Student 10: searching for this | managed tesgetething but I'm not up to date
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94: Facilitator: alright but is it being practigeschools? () in school where you were
96: Student 10: some schools yes () in our scti@we was but it was not up to date
97: Facilitator: Ok: yeah not up to that {

98: Student 10: {we did it in first year () started my school $t.

99:  Augustine

100: Facilitator: St. Augustine oh yeah St. Augusti

101: Student 10: then | set for Sudan School Geaté in Alyab Senior Secondary

102: School during the beginning of St. Augustireewge to have association or group
103: for debate one per week we use to do thdttbetby little things with

104: administration of the school began to ()

105: Facilitator: deteriorated

106: Student 10: Yeah that is what happen

107: Facilitator: OK: = OKis_ e 3l (s ¢ Uy cilals (IS oSaie oS Hlae 8 oSaie [do you
108: have in schools () were you given debat®dppities in schools like] debate »~
109: ~hue25 [organised discussion]

110: Student 12Y [NO]

111: Facilitator: your teachers 4 o2 JSAlL agdiat (Sae oS53 S [| mean can | describe
112:  your teachers in Senior School that they génask you to produce what they
113: gave you () just to memorise things () lehings by heart and then write them
114: on the paper and then you don’t need to add yaices into is that so?

115: Student 10y [NO] no they don’t so = they don’t do so but tlggye us some ideas
116: and they talk about () they taught all #reses and then they bring () they bring
117: some exercises on this topic () anyway we ha solve it using all these

118: tenses {

119: Facilitator :{ using all the rules you haveshagiven}

120: Student 10: {and tlvemposition they use to give us guided
121: composition free composition is not there {

122: Facilitator: {OK:: alr:ight free compositias not
123: there}

124.  Student 10: Oh yeah

125: Facilitator: only guided composition?

126: Student 10: yes you know guided compositionetomes someone fear particularly
127: myself | fear () to loo = to loose the psimthich is given in the compose in this
128:  pointin this composition so you are givehd 3 5 so you are guided by these
129: points in order () if you go out of thesergsiis is mess up so that is why | am
130: always within these points but free compositeactually good {

131: Facilitator: {but you have not been given free compos}io
132: Student 10: we have not been given yes ifnie@iven free composition you can
133: talk as you like () you can construct as fkeiwith the evidence

134: Facilitator: OK:: will come to that point late

135: Student 10: but if you just given guided itl\we a problem (') that is what the thing
136: facing us

137: Facilitator; 4 »Gl als ) (2 oY gl o0 AIASI aigd La il 13) 58 @):JL’ Jg8 a8 ey

138;  Yall s a1 gl gl g e oS g g U Ll jaa 4l (o) 4l ai o) 4l 5 J gl ai AV 48
139:  adlal 5 caa Lﬁ‘ Oen ‘;QLA ) Gblaiay) ‘_gu‘_f‘) Ly 1<

140: [l mean () let me say it in Arabic if you didthunderstand () that your teachers
141: in High Schools often instruct you for exampldiist year and second year in
142: subjects for example Geography History () thexe gou articles and essays as
143: ask you to write these essays in exam as givédrowi omitting or adding
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144:
145:
146:
147:
148:
149:
150:

151:

152:
153:
154:
155:
156:
157:
158:
159:
160:
161:
162:
163:
164:
165:

166:
167:
168:
169:
170:

171:
172:
173:
174:

175:
176:
177:
178:
179:

180
181

182:

183:
184:

185:
186:
187:
188:
189:
190:
191:
192:

anything] is that true?

Student 10:S L ¥ ¥ [NO no it was not like that]

Student 11, 12, 18i= 2238 a2 [yes this is true]

Student 102 L ¥ ¥ [NO NO it was not like that]

Facilitator:sSw a8 2S5 A Casdi oS [let me hear about your experiences in your
schools]

Student 12:48 s <l Lladl Gany (& OIS 130DV ST JE) Gl oo | shadals 5 Jiny
Cipa (San Le €1 483ad e dagae Lo )
[l mean you just memorise the essay unlessufyanless if you see there is
some trivial things which you can omit but yanaot add anything]

Student 13: cauii (Sas le oale (55 Claial) A lgmaai 5 Jaia Ledadas
[you memorise them and put them in exam as were () you cannot add
anything]

Facilitator:—aws=i (Sas L S22 [| mean you can not add anything?]

Students: NO NO

Facilitator:)) 48 saie o2 akaiill & 5 (385 (Sae Y 5 [and you can'’t argue that | have a
different view on this particular point]

Studentssle ¥ ¥ ¥ [not not not at all]

Facilitator: OK:: do you feel the same studen{(@2lling him by his name))

Student 11: yes that is true

Facilitator: alr:ight OK: sy suhuel <l & [in St. Augustine the picture is
different] is it different from that?

Student 10081 ¢ savaall gz Lo (S Sl @l gy JUa (& S 13 Dl il Sl ol gy aliag,

el 3 gaa S il Ua yd e il Le ) A1 (Saa

[it differ we would be instructed for exampletlifere is an article that write but
keep the meaning and the content () you carewastyou want with a condition
that you must be within the context] you can def)

Facilitator: and you can change the languageh®tontent

Student 10: yes the language () the statemenwkiole sentences you can change
but () {

Facilitator { but keep on keep on the meaning

Student 10: yes the meaning of the context

Facilitator: alr:ight alr:ight () that is tlkfferent St. Augusting. ! txh [of
course the school is] operating in English idmgla private = a private school ()
OK: OK: let us go to the second question \wphder whether you like or dislike
writing all of you () do you like writing? Véhis your attitude towards writing?
Writing in general whether it is in Arabic or imglish? () And if you like or
dislike writing why?
() Can you explain why? = Can you explairy?As an individualexie ¢ s8u Js) JS
oLl s 4alill 4S 5L (each one has his own special way towards] cestdlls (<L 4
s> [some people like] writing and don't like for expha reading () some
people like reading and don't like writing$9: what is your attitude towards
writing () do you like or dislike it and why?JV’s-dl ==l 5 [Is the question clear?]

Studentse=l s a3 [yes clear]

Facilitator: OK::

Student 12 e alSh U bk ey @Yl =y [SOmMetimes of course | am talking
about myself]

Facilitator: OK::

Student 123 sl a2 8 [in some subjects]
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193:
194:
195:
196
197:
198:
199:
200:
201:
202:
203:
204:
205:
206:
207:
208:
209:
210:
211:
212:
213:
214:
215:
216:
217:
218:
219:
220:
221:
222:
223:
224:
225:
226:
227:
228:
229:
230:
231:
232:
233:
234:
235:
236:
137:
238:
139:
240:
241:;

Facilitator: »= [yes]

Student 12581 ) s ¥ 5 ¥ 5 Ul a3l gall (amy (8 OS] ) s S) ) cal (S )
Lo Lo oKD G ol 81 (Saa o 81 pala G alilll ) 6313
[I can write continuously but in some subjecitsdan | would never never bother
even to write on | could just read them dmiy not not]

Facilitator-iss caadiy bl s CiSS caay & jlal i CiSS iy | gaay daadi aaS 310 U] 4,US)) ()
S Caahy ¢alia
[but writing (') writing in itself () do yolike it? Do you like writing your
reflections like writing letters like writingssays do you like writing?]

Student 12: NO::

Facilitatoraw el all sw Y1 Jead 228 W [You don'’t write except in school?]

Student 12t 2l &l Y1 e [only in school] ((this was followed by laugheofn the
whole group))

Student 13pad S s Ul ] like writing a lot]

Facilitatoraad 885 sty [you like writing a lot?]

Student 13 [yes]

Facilitator: Ok::e 8l Sy (s jlaall je 4o gana g o2LuY) e Cile gana Dia DYl A Y80 0SS
g
[do you write essays out side the school wonlean for readers who are not
teachers () readers out side the school]

Student 13t 2l Ba 5l dpadd i Clala ey (S s G A W Y Y [NO no just |
only like to write about things () about myn private things or school work]
Facilitatorss JUa¥! sy (ulill 55 L (81940 jadll 3 [school work? But you don't write

for people outside this boundary]

Student 13¢ ¥ [NO NOJ

Facilitator: Yes student 1 ((calling him bynmaas he appeared wanting to say
something))

Student 10: yes | like it

Facilitator: you like writing?

Student 10: | like writing () it is the bestill all because there is a chance when you
write as writer () there is a chance of ecting yourself () correcting mistakes
but () there is a chance but the one of kilks $s speaking () you can () it uh
when you say the wrong thing you cannot coitec

Facilitator: but but there is a say that g@g®d when you are speaking you can =
you have different ways of making your megrgtear () but in writing there is
only one way or what do you mean of makingrgelf clear?

Student 10: uh yes | mean | mean | mean thdewam () when | am writing when
I write all what | mean to write the piecehsre | may just sit and pass over it
whether there are some mistakes or not tieerréct the mistakes then | make
the final draft which is the {

Facilitator: {the final one}

Student 10: ((continues)) which is cleahwaitt mistakes then | present to the one
who wants it but if it is speaking () | ansj here to give out or say it out if it
come out wrong () it all wrong for the otlsate () there is no way of changing
it unless | have to apology to those who fligtg that please if | said something
wrong you just accept it or try to correct neeproblem and so on () so that is
the different

Facilitator: Oh clear yea:h very clear vergenpoint

Student 11: yes | like writing but in Arabiavtite well in () in English I like
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242:
243:
244:
245:
246:
247:
248:
249:
250:
251:
252:
253:
254:
255:
256:
257:
258:
259:
260:
261:
262:
263:
264:
265:
266:
267:
268:
269:
270:
271:
272:
273:
274:
275:
276:
277:
278:
279:
280:
281:
282:

283:

284:
285:
286:
287:
288:
289:
290:

writing but what | can write for
Students: laughter ((there was laughter fitoengroup))
Student 11: ((continues)) yes | have no gendeas () | begin to write there is
more different sentences () tenses but uhligee it | be angry | cancel it
Facilitator: you cancel it because you doatéenough vocabulary and you are not
sure of what you are writing?
Student 11: yes not sure but in Arabic | lk&ing
Facilitator: uh and then when you are writiidbecause writing is a very slow kind
of what () process it has () you have tdhgough a certain processes () so
what are the activities you do before youdgmwn your ideas before you put
down your final ideas () what are the aagithat you do = what we call pre-
writing activities have you heard of pre-wrgiactivities? ((some students said
yes)) like for example if | want to write sotmieg | will read first () read about
the topic () then put some points down $§t)rig thinking then keep on
reorganising my points changing first secdniitso () these are pre-writing
activities that go on in your mind when
planning what are the steps that you dodisiduals when you want to write?
Student 11: translate it please
Student 137w¢ L Ul [I did not understand]
Facilitator: OK:: ((the teacher repeat thesjioa in Arabic))
Student 13sla JS& &) 54, U ] put my ideas in form of points]
Facilitator=: s& <& sa [your voice a little bit]
Student 13 sb S L a4 J sl bls JSE S [in form of points first | mean | don't
write just from the start]
Facilitatorklas J5 4 [in form of points?]
Student 13+ [yes]
Facilitator: the:t [next]
Student 13« [that's it]
Facilitator £S5  Llall it saey 5 Ll JSG 8 [in points then later you put the points
and write]
Student 13 [yes]
Facilitator:S draftg-le=: J» [do you make many] drafts
Student 13- & [what it means]
Facilitator=as Jb aeal 5 a3 A0 a5 55 Sy [I| mean for example you write
leave it for sometime and come back agare\se it]
Student 18 4bii JS (e alSh (a0 22y 00 Lalill ddpiay o 4pilio S8 il 5l (Sas
[possible if | remembered an idea | will coamel add it to my listed points and
then after that | will come and write aboatte point separately]
Facilitator: OK:#ilal & [any addition?]
Student 12048 4331 (s e 5 4l Cafias Ul 5 g 4l Cul 51 Ul (i€ Bl YLl any b 4iia L)
5 VoY) adatill wcal 4 J) o) ga S AE 5 Cual 54855l A See Ul adaidl)
AN 4glil) adaal)
[in fact sometimes | write if | found an importgrint and if | put a point and
later on realised that this point shoulddwilor precede another point | could
leave that paper and get another paper anitedive points in new order | will
put the first point and the second and thel}hi
Student 112! g s 5l S 228 Ul Lok [of course | always write the topic | come]
and after thathi 4.aiy o~ Ul [| come and reorganise it reorganise it]
Facilitator_:S g sn 5 88 8 o0 o 4USIL lady ey [I mean you just start writing non
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291:
292:
293:
294:
295:
296:
297:
298:
299:
300:
301:
302:
303:
304:
305:
306:
307:
308:
3009:
310:
311:
312:
313:
314:
315:
316:
317:
318:
319:
320:
321:
322:
323:
324:

325:
326:
327.
328:
329:

330:
331:
332:

333:
334
335:
336:

337:
338

stop and without thinking?]

Student 1Jauxal bl adlal 813 ada) ool U @lls 2 by G G 458G [ just write and then
after that | will come and organise it ifthés more to be added then | do that]

Facilitator: OK:: for you {

Student 10: {for me thpitoif there are number of topics given so ()
there if there is a choice (') for the topltst choose the one which is reliable to
you () so the one | know | have background amnd | take it () then I reflect
back on my previous () {

Facilitator: {previoksowledge}

Student 10: ((continues)) ideas about thattben | write in form of points () then
| enlarge the point from point to point ( )ismakes piece of writing that is one
() two if the topic is vague {

Facilitator: {vague}

Student 10: ((continues)) | don’t know or thex no choice for that topic is just one
topic o::r two () and they are vague alf@ome () | have to do research first to
go and look for () if there is a referencertt go to library o::r anywhere to look
for that reference () | pass over then | hasteto write the same thing that | got
there () | just to get some ideas from thpctthere () then with that | () idea it
will help me to do what | would like to do ¢) what is needed there () because
there are what i::s in the book the way o different () maybe the one who the
examiner () who gave us this is after somethiut just got some certain ideas
there so:: that | have to add mine to itq fnake it a piece of writing

Facilitator: that is uh good ok () have yaeb a teacher before

Student 10: yeah | have tried ((laughter ftbengroup))

Facilitator: alr:ightelaill aiegd | 51l 46318 siegd ileLisl [| hope you understood all the
points he mentioned have understood all Wwhataid]

Some studentsi = > 4254 [little part of it]

Facilitator: ((interpreted what student 1 saidrabic))4& kll L | e’y [do you do
the same?]

Students: NO NO ((followed by laughter))

Facilitator: let us go to question 3 () wiye are writing sometimes you bear in
mind some = some few things am | right? W@ are writing when you want
to write about something you always keep inchuertain things some steps
some planning am | right? Do you all do thgt& Jslas 5 akaii Jglaty oS o Lld iy
AU o ) gl Slie S o J sy iy eV (8 ) sy b oLl (amy liie V)

[l mean before you start writing () do you trydmanise () do you try to bear in
mind some things = do you always consider thignwvriting () for example the
main purpose of your writing?] Do you always swoier this when you are
writing?

Student 11: yes yes | do

Facilitator: yes ok no more®) . W [no addition] ((laughter))

Student 12}xkh g sua sall laka Vgl 48 S8 La (552 & gam 50 G0 S5 (S la g g gall L Y
Ca3 @l amy g dllala al Capal 5 ) 5185 Aoty (ool I Caagll Lk 4oy (ot )l Cangl) 4 ) S
1)) Clat Capia 03 aay in adledl) 3 () oS Ll ()5S Ll el Sl S iny ey IS 4l
e 535S Lo s 3 o (San e (giny 1538 iSE il Y 5) S8 () Y Lk AY)

[NO () of course you can not write about angitavithout first thinking about it
() of course the topic should have its npairpose and you put the main purpose
aside and add some other things to it ( )adteat that your analysis at the end as
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part of your own personal view () of courfiem it would be at the end and after
that you add others’ opinions () of course gaust first think of what you are
going to write about you can not start writimighout having] without having a
purpose

Facilitator: alright any one to elaborate?

Student 13l e & o &S aS) [surely there should be a main purpose]

Facilitatorz & <bi sa [your voice]

Student 1328 (5 a )Y 558 pall ¢ g sall Dbl J5 5l ¢ suagall (8 2S) o) Cha 3
‘;m\.m‘ ATy
[there must be a main purpose for writing (3ibally any topic you write about
there should be a fundamental aim to it]

Facilitator: OK:: alr:ight

Student 10: if I want to write there must beason or objective of writing () that =
that piece of writing whether it is a letheendly letter or official () so:: in
introduction if it is friendly then | introde | greet the friend (') that | am writing
to () then | enter into the body = within thedy all the objectives will be there
() all the purpose coming to the conclugipthen you may bring something
which you mentioned in the introduction ( )ig¥his greeting then you conclude
() this is in case of friendly letter ( )tifis official () then also you do like that
= but the way of greeting of official letterdifferent from the one of friendly
letter () got two addresses yours and theobtiee department you are writing to
()alsoifitis just a piece of writing (e piece of writing () composition just
as | have said () you have to introduce whét( ) what is that topic () then
from there two lines = three lines () thew gome to the theme of the or
objective of the topic () then you writethgn you add some suggestions to the
objectives () then from there that suggestiay can be the: () the:: conclusion
() can be the conclusion

Facilitator: good = good OK:: () do you alwagonsider the audience? () When
you are writing do you always consider thei@uck () | mean the readers those
who read your work () do you always bear therour mind? () OK:: let me
say when you are writing to different peop)el6 you always consider them in
your mind when you are writing?

Student 10: yes | consider them

Facilitator: you consider them?

Student 10: | put myself in a:: as if | am afiechem () if | am one of those people
am | not to:: | have no talk () or to saylbaings to them

Facilitator: yes ok: respect their feelings

Student 10: respect their feelings () soveha address them in good manner

Facilitator: very good

Student 10: so that they have to accept maside or when they read they feel
pleased in the piece of writing that | havete

Facilitator: OK:: goodlsiSi ) sai <y | Jdll jlie ¥ 8 ) sy Ja [dO you consider your
readers when you writg€Hirecting the question to the other students)

Student 13w as) as) [sure sure sure] ()

Facilitator: YEAH

Student 12ala () cilee Lo el jall e} cuid Le o) il 1)) s [of course if you don't
consider your readers you did nothing]

Facilitator: OK:: 8 s2 ¢l &l | gidy o) jall Jiay ) gmacaly | i) Caon o 8l ) giaty gl jliieV) 4
eV 8 agraia g Aol Al s Ciyry aa) o) e | slexty 50 J) CILISAN g8 La iy oS jliic )
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388:
389:
390:
391:
392:
393:
394

395

399

400:
401:
402:
. Facilitator: OK:: you balance

403

JB il Bl S 5 6 ) e 8 o iy J sl i )N Gl 8 s qay Ul 53l (I8 adails
oty aalg Qig

[in considering your readers what do you dpf make sure that you have bear
in mind the readers when writing () how da yio that? () what are the steps
that you do to ensure that you have considgwadreaders? () your colleague
said for example he puts himself in placéhefreader that is to say he try to act
as writer as well as reader at the same woegju have any other suggestions?

: Student 12:5 g saasall Cajle (5580 (San e 58 (San Y (g Ul e ] & sy <l
396:
397:
398:

sl Sl Oldie (i) g Al Al pas 5id 58 IS 503 Jd i Lo 5113 s il le] 4l ) s,
Gpn bl gCamadl

[I always thing of the reader in such a way thabtas know the subject better
:than me () | consider this when writing () hetder my reader also that he
may not even know anything about the topiarfd has no any background about
it () and this is his first encounter wittetinformation () | consider these two
things so that my writing suits both those Wwhow and those who do not know]

404: Student 1123l S o iy dals ST Le Ul Al ol L U g 8l g3l e V) & s )

405:
406:
407:
408:
409:
410:

Lo Ll el S By U535 ) agen Uy 00 g 53l i1 sy A Gl 5 il Wl ¢ oy

Q:IS.) cl.u\.am.c

[I put my reader into consideration by avegdivriting thing that may hurt his
feeling or dignity and illogical thing ( )etefore | always think of the reader in a
positive way as an important person and soohetvho deserves respect ()
therefore | void hurting him in any way]

411: Facilitator: s gsbus! (saie Joa (ulill Da ) A i€y 51 53 ) sallly | gusaty & e Ja

412:
413:
414:
415:

416

429

432
433

A3 ) A1l La (6 ) e V) (8 en ) gaualy & ad Jlaall (8 ale (1 gl agale aa
[when you write () do you sometimes havedifig that the readers maybe more
knowledgeable in the field than yourselidp)you consider this as your
colleagues said?]

: Student 10x»s«c[generally] anyway what | know is that it dependst(depends on
417:
418:
419:
420:
421:
422:
423:
424:
425:
426:
427:
428:

the point of view uh uh those whom you argimg to () who you see them as if
they are intellectualist then you = you d&ewriter try to go up to the point that
they are () according to their standargdy talk according to their standard ()
when those audience they are = they are midédium standard () or the last
one () then you have to talk according = etiog to their words which are
common to them () so that they understanatiigrwise when you talk with
those those who are intellectualist () ydkiwath them if they are all the people
are like that () it means you are = you ari@gyou are out focus () so if you
have to imagine or you have to to make adjestrto those to whom you are you
= are writing to () when they are in certsiandard () you talk according to their
standard (') you write according to their d&d () when they are this in the
middle () they are on the top you write adaug to their standard ()

. Facilitator: very good very gogthe teacher summarised some of the points
430:
431:

e

student made in Arab)op 2SI 8 4xa | 53855 Ja s2 43S Cxans [is that clear this is
just in a summary do you agree with whatdié?

. Studentsia [yes]

: Facilitator: alr:ight OK:: () bearing in mir@rtain things)) s (& & 4.l [we are
434:
435:
436:

still in the same question] making you = ymlg@as clear for the reader () do you
always feels concern that you must make yaeas clear to the reader? () Do you
always feels concern that you see when | reatlen | write | must make sure
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4309:
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442:
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446:
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454:.
455:
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457:.
458:
4509:
460:
461:
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464:
465:
466:
467:
468:
4609:
470:
471
472:
473:
474:.
475:
476:
477:
478:
479:
480:
481
482:
483:
484:

the point | put down must () is very cleathe reader () do you always feel

concern about this when you are writing?

Student 13: yes

Facilitator: how = how do you feel concernathid( ) you can speak in Arabic no
problem

Student 132 U Js) s el e s el L[ don’t know | don’t know let someone
else start]

Facilitator: OK:: 4wl daual 5 (558 o)) elielsy o) )Y L@l a5 Gl haa aad gt Ja (Jag

m\jaq;bwgsﬁ&&cﬁ@g)&ﬂ
[do you feel very concerned to make your iddaar to the reader?() what do
you do in order to make your ideas cle@dhe teacher repeats the question in
Arabic to make it clear)

Student 11: uh | write a writing no false tarea general things uh and | can not go
to = | can to got to religion or somethingneg good for special persons ()
| mean () uh ‘

Ol i La Ul 130 gy 3y s Al iy s ) Y Janse (0580 asse Jay J 5 ) abad aal (S Uil

pseie shae s ) geay I o )Y dcleall S G Gl ala
[I can make a plan design a plan anybodyreadn simple for anybody () | mean
reader can understand () if | don’t writedgarticular people () therefore if |
wrote for a particular group | must writeaisimple and understandable way]

Student 10: uh for me it is a much concermigmreader () to to to for me to make
clarification to make things clear () | caake it in this way () | write terms
which are according to as | said before (Cpeading to their standard () then for
the clarification | may put that in front dfat word () which is standard in
bracket {

Facilitator :{ if it is a new idea?}

Student 1Qi(continues) if it is a new idea then | explain the meanin@ibracket
() I put bracket then | make a explanatipmhis means this word before = before
bracket the meaning of it is here in fronit ¢f)

Facilitator: Yeah (to encourage him to go on)

Student 1Qi(continues) so this how for me this how () | can make it cliea the
one who uh reader

Facilitator: good point

Student 13l 5 058 (2823l Jrey Le J 3l e baada adassss 48y jlay & s sall 223 [yoUu
write the topic in a simple way of course espa should avoid complication () |
mean it should be clear]

Facilitator: b 4paslll mal 5 S Glalall Dhe ey ) odh 0 @ e 0 @ szl da
of Jy (U Js ) st Ja aaladl cilalad) (<1 55 J s 3 s
[do you always consider the the give for eglenthe the you give () | mean to
clarify things () put aside the personahgfsiwhich you may not allow others to
go through () budeneral things () do you give your writing to #rer person
to read it for you] () do you do that () ph@ading=>S | sk Ja [do you do that]
() say read it for me and let me see if dtenmyself clear () do you do that ()
do you do that for example?

Student 13: yes

Student 10: basically this is there

Facilitator: exist?

Student 10155« | slal o2 [this is basically there]

Facilitator» s> s« [is there]
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5009:
510:
511:
512:
513:
514:
515:
516:
517:
518:
519:
520:
521:
522:
523:
524:
525:
526:
527:
528:
529:
530:
531:
532:
533:

Student 102 S 25> 50 shal o2 [this basically exist whether it is] personallyis oS
Jisall (8 6188 ) 63y claie 131 4] e 0 Y de gaall (i Ldle od 43 Cojle il g aale lals
wﬁaaexdjﬁ:\g}z\)ﬁgaﬁ u.u:’jsk;ﬁauade%m&séha\ \ﬁ\adiﬁ\aﬁdﬁ)bﬁd)ﬁu&.‘c
Soa (1 eaS V508 Cilae 5 58 SN e sheall alali casl 8 Al J 30 A6 Juadl ()5S0 008 Cilee
ousS OsSpleaaddl ) Je g il o o il el e ) g8 laall agpat clly aay L g
Lo OsSm oSy 5 eaS 58 o) el ) Cuda i jeae il $Y dleliy padd Clals ()5S (Wl
R s 03 iy ()5S M 58 i a 500 3 503 3y (0 Y Gl s yad il Asla 0 1Y
djm \M&\M&od&\éhb?\dﬂﬁﬁm‘soJQLb
DA A alat 03 aMS Al 03 IS |5l gy Ca g agde e 5S
[this could be a general thing if you knowtttias is going to be read by different
audience you should () if you have somdefttusted friends in the field () you
can say friend () could you read this (d aee if | have express myself clearly()
then he reads () and may say () this isldo if you do this and this it will be
better () then to another person () thangather this information which they
said and add it to your own () because #ysasent part of the opinion of those
persons over there () if you just stick toiyopinions and ideas () this could not
be () it would not be for others (') it woldd personal things () because in this
way you impose your views on them () they e it patiently () but if you
want others to read it () it should passufjlomany hands () this will add this
that will omit this and you take all the sugfiigns and improve it () thus anyone 505:
who reads it will say this is good enough]

Facilitator: very good () in fact that is omay of making your ideas clear is that
you give it to a second party or third padyead it () so that if he or she has got
some observations () then he or she willy@ll that it is unclear here you
should make it this way () this is a way lécking yourself () whether your
ideas really = you have express your ideasdlear manner that can be
understood by a third party or a second p@r@K:: OK:: we goJ) sl (pudi 3 4
[still in the question] () Do you alwaysppwrt your argument with evidence?
CiSE C g anald OIS (6 iS5 Cd 5 [When you write anything especially when you
write] () do you always feel concerned that (hust if | say something () | must
give a prove () why | am saying this () dmalways do that?

Student 11: repeat the question

Facilitator: OK:: say for example () if yoreawriting something (') you are saying
something against () there is a certainiopiand then you are arguing against
that opinion () do you always support what gay with evidence () you give
some document you give some prove that yosayiag this because of this this
this () and I have this prove () do you algvdo that in your writing?

Student 13: yes

Facilitator: translate the question in Arabic

Student 13z 8 058 g s sall Glie <Ll 50 J5 00 Y [a person must present evidence
to strengthen his topic]

Facilitator: uhs 8 55 ¢ s sl (lie[to strengthen the topic] () good

Student 10: is not always

Facilitator: is not always?

Student 10: ((continues)) yes it is some timksen they are required

Facilitator: when they are required?

Student 1Qi(continues) but if they are not required you can just giveegil the
piece of writing they read it () and thenynid they may just accept it like that
() but if they are required then you caregivore evidence
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534: Facilitator; & —asay e Js) 4 [anyone would like to add something]

535: Student 13l osSe Sl Jal oS J 53013 G 208 age L Slal s [it is not very

536: important but if a person presented evidénaewould be better]

537: Student 1225 iy podlile ¢ 5 Jin 02S delaad (S5 jla il D OV any (B guia o
538: el alla be ey il LAY el zliaa Lo g) 5 s Dlie i) K LAY 7z lise b (San (oadl)
539:  aY 5l agaia3Y O Anla glany sl agaii ylo il a3V eaS dclaall CiSH il oS
540: &33«"_1\43\ Olde \Ada_s‘;?@_dk"_m.ae‘)y oS (jldie 52X (5 681 628 61 0S| glazy 525§ glany g3} Cnld
541: despnsamalent M many B al ) dsds) ) some st )3 aa Jn s agl asede

542:  pelsdilhy Ja oS cpyhalall 5 g mall |8l any

543: [also sometimes for example you want to wata group of people () even if it
544: is not personal for example () personal yay mot need to prove () but if you
545: are writing for other people () even if tidkgt not ask for evidence () and you
546: want to convince them of something () you thgixe them evidence you must
547: present evidence that () this was done thig lwecause of this and this () as a
548: result () you must prove it to them in orttemake your topic clear to them ()
549: and they can understand it well () then eachsay his opinion whether this is
550: wrong or right an::d they can discuss it amitrggnselves () and here you can
551: have a clear picture of where you were rgghtrrong]

552: Facilitator: JS 5 g paill 5 calall 4w jo (8153l |81 Jimy assl pall e cliie (Y) g5l aalas

553 A Jgi ol 13 S daa 038 Ay | 5 o 3V SIS (S (laial) A ele iy JUuY Sl i g o lal)
554: ‘)...\SS\)AMDJeM‘DJS%DJS@J*\L’"JDJSd)&*M‘dﬂbde)ﬂ‘t—hh

555:  [specially now you are approach your univgrsiudies () you will discover that
556: in the field of Medicine Nursing () and atiences () when you write to your
557: teacher in exam () you should support yoatestents with concrete evidence ()
558: and if you want to express a counter opiniom ay () it has been said that this
559: and this is this () but I think this not trfuebecause of this and this () do you
560: use this a lot?]

561: Students: yes

562: Student 10wl L Jud &l 8 WY b2 [this is what | said before that it is not always]
563: Facilitatora<ila L 23 [yes not always]

564: Student 10:-6LI & 4palal) Jaall 8 (S 4y Lo (Saa 5 AT OVl (8 Sae Uillas (8 (8]

565: (8 15I8 sl 54 sl iVlae 8 Bl s Glif elie calla sl iy Le g A ) Ve (A S) a5 5e

566  <lic calb Le 5l oS1 Y ¢l ol (535 ) i o 55 il U 05 008 e 4l 3 i 05 Juas 4als
567: <l i callale 5l 500 e oo

568: [butin our field it is possible () in othiélds it is possible but not always () but
569: in scientific field evidence are there ()yhexist but in other fields not always ()
570: if you are asked to prove something such #saregal field you have to prove it
571: () butif it is not required you] keep siben( ) prove for us here to prove to give
572: some evidence proving that () this sayingid & because of this and this and
573: that

574: Facilitator: OK:: we are still in the same gtien () do you always bear in mind ()
575: do you always do many drafts before the fomed () and I think you mentioned
576: something about it () that you write thetflraft you put it down () you read it
577: andthen () you go through it again () yaakemsome amendments and changes
578: () and then until you are satisfied witll Jtand then hand it over to the teacher
579: or () do you always do thate) L Ul draft i elize 221l [I| don’t know what
580: draft means in Arabic]

581: Student 11J5Y) 42w [first draft]

582: Facilitator: explain it in Arabic
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583: Student 11:s) 45l elhadl 4 ) o Loy ) 45380 J 5V o S8l il o 63Y 03 (53 Jardly Sl Laila aad
584:  J i e (Sl assaiall dspall (o g s gt J slady Cuild peial 5 Le 43 Sinay eUadll

585: [yes you do it like this because sometimes Ystridea may contained spelling
586: errors or errors () which means () theyrareclear () then you will try to

587: change it () you look for a proper structoue you don’t change the] meaningsss
588: 4cliaauall yad oSl Jedll Ludhs [you leave the meanings as they are but you only
589: change the structure]

590: Student 13:hle (o5 & 48 CadiSy a o) B LS ¥ ks 58S (i€ J 0 a3y

591: [a person must of course write a lot () becauisenever you come and read over
592: () what you wrote (') you will discover tha} there is some wrong]

593: Student 10: for me if | am not () if | am notNvyarepared the topic | make copies ()
594:  many drafts as | can () because | am aftetitba clean piece of writing () but
595: if  am well prepared the idea | am going to gatvn () there is no need of drafts
5%: because | am well prepared () for that is pugtthem down in the orderly form
597: and then right form and every thing will be ahid ) with the good hand writing
59%: 1 am well prepare for that ( ) but not only bejogt ask to write something like
599: this () then | am given paper and pen and theimgay write and think () also |
600: make a plan in mind then | write some points dd\y then | try to make a draft
601: after making this () I try to check which ideasuppose to be first and so one
602: second () try to re-arrange them () and thehraany draft will come out from
603: that () butif I am well prepare for that tomicl am reading for exam () then |
604: come to exam | just write and | don’t go through

605: Facilitator: yeah because you don’t have time :@Kwhen you are doing

606: correction in your drafts do you always concetetian the structure () the

607: language the grammar () or do you feel () do goncentrate on content () let
608: me repeat it () when you are making your dreftsnging ideas () do you always
609: concentrate on the structure the grammar or gok &t the content? ((The

610: facilitator repeats the question in Arabic))

611: Student 12: S 5 i La Lo aglaall (8 Laada 4gUiS1 faui Lo i T e Lada 23S 590 Lasda Ll

612: ol )T (a3 (el oday A p gudasall (B S iy 5S dadi ¢ guda gl (8 S i cul 81 S e g8l)

613: b dalai a8 Jslah banaal gane) @ elladl Al A

614:  [of course = of course first of all when yourstariting () of course you can not
615:  start by concentrating more on the grammardu goncentrate first on the

616: subject itself () alright () you concentratetbe subject itself and then after

617: when you come and read it () of course you fivill mistakes grammatical and
618: linguistic () then you try to correct them]

619: Student 10: yes for me the content of the texstrbe () | must care for the both the
620:  content and also the grammar () the two haottmgether () BEcause sometime
621: sometimes if I:: the grammatical constructiomas correct () it may mean

622: something else

623: Facilitator: Yeah

624: Student 10: all the word must be there () yoange the meaning so grammar must
625:  there () and also those words the content imeisthere

626: Facilitator: but if you are asked to put thenhiararchy

627: Student 10: uh what?

628: Facilitator: if you are asked to put in hierardhgt second (') which one will you
629: feel concerned with first () and then the otisethe second () which one will

630: you put first?

631: Student 10: I will put uh uh the meaning of taett
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633:
634:
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660:
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664:
665
666:
667:
668:
669:
670:
671:
672:
673:
674:
675:
676:
677:
678:
679:

Facilitator: content

Student 10: yes content yes

Facilitator: content itself

Student 10: yes then therefore | will look foe trammar

Facilitator: then grammar will come after

Student 10: yes the grammar after

Facilitator:s2 »581l xisgd [nave you understood what he said]

Students= [yes]

Student 13, ¢ sisdll Je S 54 [we concentrate on the content most]

Facilitators» .2 | slexts &) [do you do that?] ((Question to the whole group))

Student 13s:b S 5 saall Je S 50 a5 [of curse we concentrate on the content
more] ()

Facilitatorlsls Jals [continue continue]

Student 13: b )5 g snse o 38 5 Js il (g il il ISV Le 5 ac) gally Llaid) 51 Y
o) gl 8 eUbd¥) ot I o ye oS ol i oy Sl g elly amy 5 b g uia sl
[because if we focus on grammar the ideas wditter ( ) | mean a person should
concentrate on one subject which is the origtopic ( ) and then when he comes
to read it several times () he will discoverrgraatical errors]

Facilitator:axl csiSe sl Ulal b 2l @l o 531558 j (D) piany S5 ali (4 55N
ol [because there are people | remember some of ieagaoes they
concentrate a lot on grammar () and sometimedipol a topic is well written in
a good language] grammatically corregtis (sU & 5§ Jé 228 bliliy (5 sinall Jiai oS
calidg Ul 3y eladl Ua oK1 ol 23S (5 siaall [but when you look at the content
you find it is absolutely rubbish () and for ettpeople who concentrate on the
content () you find the content good but fuligpAmmatical errors so people
have difference preference]

Student 13 siaall 8 0S¥ 2eladll 8 oS s, oS [but | prefer to have
grammatical mistakes than content errors]

Student 11 "o Cas " A" CA3 il ey el g ooal) B QAL el i &) je oS
sanall aleSa ) Gl i)

[but sometimes it changes the meaning especrallyabic ( ) it changes the
meaning if you want to writg((preposition equivalent to ‘in’ in Englishand
instead you wrotgle ((preposition to equivalent to on in Engligkhis will
change the meaning () so both are complemertaggdth other]

Facilitator: OK:: we are still in the same guen () do you always feel concern that
if you are writing about something () thatiyaso add your own point to it =
you add your voice () do you always feel @ned that | must put my opinion
also () if  am writing about something myidpn my own opinion not only
taking  {from others

Student 10: {from others}

Facilitator: but | have to put my own conwctimy opinion into () Do you always
feel concern about it?

Student 11: yes 1 do ()

Facilitators ¢« [Is that clear?]

Student 11: yes I do it

Facilitator: you do?

Student 11: yes () and | add my own thing$ uh

Facilitator: ideas
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680:

681:

682

683:
684:
685:
686:
687:
688:
689:
690:
691:
6R:
693:
6N
695:
69%6:
697:
69¢:
699:
700:
701:
72:
703:
T04:
705:
706:
707:
708:
709:
710:
711:
712

713:
714:
715:
716:
717:
718:
719:
720:
721:
722:
723:
724:
725:
726:
727:
728:

Student 11k aiiy 3 ol 85 QaS LY 5 J S Jo)ll )8 Ul liie ddual o 3Y aaddll gl
bdtjm}d\égg\‘)dm Ul
[personal view | must add it () in order to coroe the person who wrote to me

or | wrote to him () in order to get convincath do have a position on this
issue]

Student 10: yes ()

Facilitator: you do?

Student 10: | do because if | am just writing twbéners said ( ) or something like
that () | see | am quoting them that is quotafj )

Facilitator: yes quotation ()

Student 10: so this thing has a problem these dbp () to quote somebody and
then you say that words is yours ()

Facilitator: so you are stealing?

Student 10: of course a problem ()

Facilitator: it is called plagiarism = plagiarism

Student 10: you are stealing ((there is laught#rpthers () so you have to do with
your own words is better () you add yours it others () if there is saying
by others you quote it () and you say this wisrdot yours but you have yours

first ()

Facilitator: OK:twlae 8 Uxie [in our schools] we are just like parretg« (e il
[do you know what it means?4sdl] ((laughter))usi ) 532 n 5 23S aa shaday M s
(sg.a.n‘}Mﬁﬁabdem‘d‘%&\‘)\%uu}m@hﬁ\&em‘

[some of our students are made to memorise $hang repeat the same things
when they write without adding their own viewsdo you agree with this
statement?] () Do you think that this is whagjgng on in our schools
nowadays?

Student 13: yeg paiiiy ) (b Caniaty Lo ) 585 ad & gl ¢ Sl (i a3 L ylaa (A [iD OUr
schools we do the same thing () you write devinat you were given without
adding or omitting anything]

Student 125 elia | sallay Slal Jiay Canial Gl clia |5y slhay Lo (8] Canialy Lo 4l Lo il Laala e
S g gamgall Ul (e addai e dala @l ol iy | 5355 & gaia sall gl iy 8 Le 5 & suasall (pui

4 iS5 . Y[NO () of course it is not that you can not agdy6u can do
that () but you are not required to add your apir( ) | mean you are only

required to write exactly the same issue asgixgen () | mean if you are given a
topic you write it () | mean if you are givariopic do not deviate from it () you
must write within it] composition

Facilitator: alr:ightis 1 154 [it is said even the] composition by the way ayé
you been taught composition in high schoolfmor ((pointing directing this to
student 1)) I think you had been taught budepl

Student 10: yeah guided

Facilitator: guided composition () not freelut do you have free composition in
your schoolg sl €S jlae & Ll & 50 [are you given composition in your
schools? In English]

Student 11: NO

Student 12: NO

Student 13~ ¢ b [in English yes]

Facilitator: free?

Student 13= [yes]

Facilitator: free compositigns= s« 5! o= iS5 [your write about any topic]
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729: Student 135S [we write] free compositiogas gal OS5 el | gaasy aa Lada glaiaY) & [in
730: exam of course they decide for you but whercame to] {

731: Facilitator: Al 5 i 5 Jsh A A8
732:  JSSsu[say in first year and second year were you givea]

733: composition?

734: Student 12: freg <lyic e 4iSiYlod  Jmyoaiae Cilals o gy dgalall daall 8 Js Jay S Leod
735: Y agdaas

736: [free () not many () | mean even in norteakon () they would give you

737: limited things | mean () this unless you witton your own and give it to the
738: teacher]

739: Facilitatorblas &l sy Le ¢ g2 Gl | 5l 58 e ¢ gua 50 & a3 43 S 52l sa2aall pal sall (8 s (Jixy
740:  Jedadll Cra il S ) g8y Tl & 923 Y g 008 e (S) Gl ) 6l i ki 4 aelud (Ll

741: [l mean even in these limited issues which tijgg you () for example () do
742: they instruct you to write about an issue witharoviding you with points to

743: follow or they give you points and ask you tacsly follow the sequence]

744: Student 13ptaiaY) (8 B alai &l g3y Le 0 S5 il 5 g guia gall 50y Sl 008 4palall 4l all 830
745: Saclus olic Llsy o gy

746:  [yeah in normal teaching they would just giwveiyhe topic and then you go and
747.  write about it () they would not provide yoluthvpoints () but in exam they

748:  provide points to help you]

749: Student 1255 IS L (s )il ok [Of course school are not all the same]

750: Facilitator:asl 5 LS L 223 [yes they are not all the same]

751: Student 123 A aie iS5 oS aala gy il Gl L Lead Lialadl) (ulaall 8 ey Caliasy g laal)
752 Lo Amhliiaddl i sade gogm g A @l ey b6 pad ey adeln gy dal gl

753 oS Le g udaaV) bl i gil3 AlSaall cpamy Y1z Az AT (5 )5 pa

754.  [schools differ () | mean () in the schoolsese we learned () | don’t think they
755:  give something like that to write about evegati are given () they would be
756:  provided with points to follow () | mean theould give it as a general topic
757.  supported with points () | mean it would netriecessary to deviate () again the
758:  problem in fact is that there are no maniviiets in English]

759: Facilitators\al S compositiom! s 2 <lb

760:  [in Arabic were given a lot of composition less () composition ((saying the
761: last word, composition in Arabic))

762: Student 12-5a8 &l axy G () sie gn Sl J gy & g g0 oS 50 San (A (2l 253 50 (B (2all
763: e S

764:  [in Arabic we do have () in Arabic you candieen a topic and they would tell
765: you () they would give the title and after tlyati go and write about it]

766: Facilitator: s s +LiY sl gacas i g sanl JS gadl Jol ain & e Jing aliiie add oS 00 Ja

T67: 033 2DS i o all

768 [were you given on a regular basis? () | mearekample in first year () did you
769: have a composition lesson every week () @vémabic have you had this]

770: Student 12L& g Uy deasll (San Jing (5 03] gl 5o Jasi 0 40V & sl 220 & saul (0 (S dl
771 A8 S lee 8 (AS (58 e diaall Lk 42 D0l & 50 48 3 &l sy 0 5V g 42 3] ae 0550 (S
T72: A A gl se s G a5 AN 4l (A G sS ) Rall el 1 sLeSy 0 ol a0 Y (e

773: e S olie

774 [in fact () it could be week after week () besa it is connected with other issues
775: () I mean () the composition lesson codadbmbined with Style and Usage (( a
776:  branch of language which teaches studemsite and speak eloquently)) () |
777: mean you must have the Style and Usage ¢Quwfke if you are given the Style
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778:
779:
780:
781:
782:
783:
784:
785:
786:
787:
788:
789:
790:
791:
792:
793:
794:
795:
796:
797:
798:
799:
800:
801:
802:
803:
8.
805:
806:
808:
809:
810:
811:
812:
813:
814:
815:
816:
817:
818:
819:
820:
821:
822:
823:
824:
825:
826:
827:

and Usage () one lesson would not be enodigimgan they must complete the
syllabus ok () on the other hand they wargive you extra topics to write
about]
Facilitator: OK::4is 4 4t iy Ciaiay (Sae 48lal odie 5 A 5 AU oa adail) dlusal s
S OSan a4 sal ) aal sall (S ) painly 48 (iS5 oL g Uy Gl S aie IS 55l U
sl fased gl aandl (8¢ s 90 20 o) S
[OK:: let me take this issue again () if yoave something to add please do so ()
in first and second year () did you have gosition notebook where you wrote
on a regular basis all the topics that yotevggven? () let me say () you wrote
like 20 topics per year or five?]
Student 123a\S 4 8 4 o S0 S 4l || think if we wrote many it would be
approximately five topics in the whole year]
Facilitator\S 43 & [in the whole year?]
Student 12wdl & [yes in the year]
Facilitatorasl s Jwé & [in one class]
Student 12s)5 Jwé A [in one class]
Facilitator U 4. 5 5l 4 [in first and second year]
Student 1256 4 5 J 4l 4w [in first and second year]
Facilitatori= =\ [in Arabic?]
Student 12:_-1L a3 [yes in Arabic]
Facilitator:s=_» ¢ > [also in English]
Student 12« L S b o8 A S s 34da3b Y Y [NO NO in English we had but not
often and not important]
Student 136helS 4is 4 5 o0 (s julad) LS i) (0 32dL 0389 8 (5 S (Fm (o ondls LS ) b
Ll 4 438 (S G
[for a whole year in Arabic () | mean there ltbbe like eight or nine like that ()
in Arabic for a whole year () in English it ddibe four or five for a complete
year () a notebook with only four compositiof@Jaughter))
Student 11%ual & dlal gl 8o jall (8 B U Leads agd oy B LT G laall s adlia) )
Ol 5 Al il e da 50 G (oS @il Cila ) Ja Sl aglaill IS L s ) S ) Caagll
ol o Sl Ll e aal g Ul elly e ) A alat CaS
[my addition for the schools where | studiedof ourse | studied in Algazeera
in Shiekh Lutfi Secondary School so () the maim was not to learn but
basically to obtain marks () how to get markeider to progress () and not
how to learn () therefore in those days | wasmagthose who hated English] we
have a teacher is very lazy (laughter) he sggufdon’t want my lesson go out
((laughter)) the hostel is very near the scl{gojou go to sleeplll xa sl cundl o
it L Wl [this is the only reason why we neglected] Erdglaaaguage grammar
composition andlsa) 131 Y g 4n g e daals o) Y
4ala [anything we don’t care (') unless given somethgrgmmar compositiog!
Gl i 5l i ga e Lailad ol ) il Gliie laa S Gl Cul (e 4 maii @bl ) sane
Lo ) iy Ao Canlla (S 03 Jae ) 038 Jae ) Uil agia ¢y 5S35 <l Il aua gl) oY) 03 ailee
4l o Gl 2 dhus [where you are compel just to pass () because for of
reasons you need to progress () or to protaat gosition or to convince
yourself that you did something () these areréasons () therefore you must
be obliged to follow the points () do thishis if you deviated () | mean the
teacher will not give you marks if you digressgdl will fail ((laughter)) &lal &l 5 Js
poY dlae paldh In Lo & o) drpall & yue il g dipall 4di eially Jaidl @bl ey La b 5y sell)
acliy oS4y acliy
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828:
8209:
830:

[even if you write what he taught you and yoarmge a little bit what you were
given he will not accept that () you must (Méan follow his instructions
strictly the way he wants and no no] () yoe aot free

831: Facilitator: GOOD good () do you want to add stinmg go on
832: Student 10: anyway what | know is that () mostlyhe curriculum of the Sudan

833:
834:
835:
836:

they change the whole syllabus () is got afgiroblems () the way the way
how they construct things () it let to what amv after = we are now in

problems which () we are now in () and theyraeall things last time the those
topic or the this poems

837: Facilitator: poems?
838: Student 10: and literature®y > s 3l 4asla 3 aglS ) slac aals i (Sl y S anllas o) e IS

839:
840

841:
842:
843:
844:
845:
846:
847:
848:
849:
: Facilitator: they don’t follow () they dorfllow sequence of the lessons?

: Student 10: yes they jump from lesson to ke$g9 to lesson is like that this will
852:
853:
854:
855:
856:
857:
858:
859:
860:
861.:
862:
863:
864
865:
866:

850
851

adaly daals (Ko
[and literature was separate () reading wasragpaut now () they made them
all in one thing () like a purse everythisgnside it] () pack system () lesson
one lesson two i uie J5LYE Jthe teacher is obliged to follow] () going that
way so he cannot () arrange that he has tixelthis ( ) when you go and teach
suppose the teacher goes and teach a poém middle of the book ()
meanwhile it is not like a beginning () ford arrange all () within the first of
the the academic year () so when he teasthéhteaches this he teaches this and
so on () each topic of each branch of Ar&leiteaches it like that () then
therefore = but if teach here and jump hardesits say what are you doing
teacher? The second lesson is this ((laughter)

cause a lot of problems () suppose the basko be a lone and this and then the
teacher has to arrange their their () topiegai s L s aiala gl e 558l ol gl ol sl
Leaka @llia Jsfie u (e O OS) 0S8 (S (o el 038 o sall 23S gall 8 4dlall J s Jaxy
il 2 gl 8 3 s sall alail) 4 gy 28 ) JSLEGD 03 1306 008 alai Lo 5l 5 4lSia Ay Jany
slee 5038 sl ogda slae SIJUny Le gy o€ 98 iy dune 48 jhay ghadl (adA dyae 48 Hhy
OsSh Ua ke oS 1 A0 [ the subjects or the branches of the same suibgebas to
organise them and make a timetable for studentdgs own () he says today |
will teach and this (') then tomorrow thafst like that when a teacher entered
a class to teach Arabic () written there Arstbic not separated () and then here
there will be a problem (') for only here wilrme and decide which branch of
Arabic he is going to teach () student woudt know in advance what branch
they are going to have () just Arabic and thia problem () the syllabus was
design in a very strange way they mess inupvery strange way () it is not
bad but () it is just a cocktail they insereaabrything there () they brought this
and mixed it with that () they were supposestparate them

867: Facilitators_:S 2l s« | 51 [they added a lot of subjects]

868

869:
870:
871.
872.
873:
874.
875.

: Student 120ae (e das Ll o Jiay (S 86 Jaci 0 3Y 43Ml) i) 023 1 5 3y i) o2cl b

b acliy daall (Sae ay (pla gras g S XL Lia 4Bl 5 iall s S Jaall 530l
sy Lol la 8l a5 ) JeSy a5 b giae (35S0 L i g sal) 3 i e Y 50 e g sau)
DRl 4g 6 ke () oS e | i (5 A adal g aSal Cam (@ saa sall (e by
[there is a rule that teachers are oblige llovio( ) that is within this period you
must cover a particular area () | mean theaelta complete certain topics within
a particular period () here teachers find thelues under pressure that is they
may have only one or two periods per week (cabee of the pressure () they
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876: must complete the syllabus on a particular tjithbere they can not digressed and
877: bring extra topics for the benefit of studen}sheir focus would be on how to
878: finish their syllabus]

879 Student 1024bu¥) 3 9o (g0 sdle o2 43 (pa A e o) (A je o)) el (amy 8 (g 5l
880: 4 s lualy) 54l 5l daaise 4 i OIS o) sas il g S selll AV ) sall | 5858 (a5 ye
881: slery ani (81 1S 068 £ sauV) (A agielly Ganas 4o (555 3l se 5l Ga 2V 13) (5 5l 540 e
882: ex4y ¥l AL ENglish in some schools is taught four times akwekile it is one
883  of the core subjects ¢hey should teach the core subjects intensivelsuch as
884:  religions being it Christianity or Islami¢ &nd mathematics and Arabic language
885: and English such subject should have morhieg periods weekly () but yes ()
886: they don’t care in particular this Englisa$s care less care {

887: Student 12 » &) 5l 4536 (Sas [may be three or four times]

888: Student 102als 58 iV jaals Jaaty Lo il dq)égwdq;cu,]as\gm

889: f4aual ylaUl [that is if you don’t exert your own effort you wiol never learn

890: anything () and another thing | want to &dldih] composition the guided

891: compositions 513 1 gal Ul s jals s i€ s o5 andadll ey o patian 5313 2 ) 4dd Ul
892:  JIdaly e GlalSll yamy | gallay | ga s Dy CLLSTGY) (any A 4ails sad) ol ll) (any

893: [which we are given () one really get surpri¢géd mean () the passage which
8H: they write = they write it in advance () evefolind these in some previous

895: Sudan School Certificates () then they wouldoeensome words from within]
896: the composition=ly Jsi 5 53550 5 34 )0 jalsll

897:  [and they will list these words on the top f(iplahen they would instruct you]
8R: complete = complete the composition below (I )rithe blank with the words in
899:  red pen in a suitable plaee-b ) Jaad (Ll 0 S8 (g) & ga) La 02S ) gaa )y uulial) SN 8 Sy
900: S PRI PRGITT] WN‘M‘LQ 2 MM\\PML)M\}JJS}M\PMUAM?)NDJS
901: [thatis in suitable places if you look criticaly it ( ) they have not

9M2: given you a chance to do anything () you jushe and see () take this word
903: from there and insert it here ( )and if thereaords left you just insert them on
904: empty spaces] ((laughteR) cra o2 dlaic (e 4als 5} Clee 2o il [you haven't

905: done anything on your own () and this is difftandeed]

906: Facilitatorakais i Sy 4kais 55 S5 [you remind me of a point = you remind of a

907: point] which was mentioned by some of your calle@s—<: (o) A s 5l

908: oXL.Y [that even in the schools () teachers write] cositon and then () they
909: would give them just ready written to studentsi@morise) i~ = [| mean

910: even] the composition®»ls S, .2 [is given ready written ] then to go in exasiy: s
O11:  @mialse 654l Ladla ) ghaial Clllall Galas) laial (ile (S0 22l 5 JS 5 o [and they

912:  will tell students to just memorise them () and yaustedents going to English
913 exam with six or seven cram essays] ((laughter))

914 Student] 3: »2lglll plaid & s [even in Sudan School Examination]

915 Facilitator:saled (laisl [Sudan School Examination?]

916: Student 13:s 2! L 5038 aa (s Ledaday ddia aa g2 (5 ulail |8 Lo JI 5303 oalgll) laial

917: 248 & sull JISH AV DISH 5 dadiall S Gl ) 56y ailal) Jadny 5 dediall Jaing o sid 533 2O
918:  aileiSi | jala ad dsan sx adilall 5 paill ) s ) sdeal

919:  [Sudan School Examination itself those who dbkmow English () will always
920: be given an introduction to memorise as it ihwitt knowing even what it

921: means () just to memorise the introduction dreddonclusion () they will tell

922:  you () write the introduction and the passagé&tlyou were made to memorised
923: paste it in the middle () you will be given anctusion ready written and you

924: write it at the end]
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925:

926:

927:

928:

929:
930:
931:
932:
933:
934:
935:
936:
937:
938:
939:
940:
941:
942:
943:
944:
945:
946:
947:

948:

949:
950:
951:
952:
953:
954
955:
956:
957:
958:
959:
960:
961:
962:
963:
964:
965:
966:
967:

968:
969:

970:
971:
972:
973:

Student 3¢S« 22 u=ill [the body part you can]

Facilitator: yes

Student 128 4 (ihali (Sas Jny [just write whatever]

Facilitator: OK:: Ok let us go to question = ques four () what do you do when

faced with a view point or argument which yondl@gree with () do you look
for evidence first before you make your poin{ ¢ido you let yourself to be let
by your own conscience and belieye: [| mean] if somebody presented a point
of view =a point of view (') would you first gmd look for evidence in order to
refute that point of view or (') you just tall [et yourself to be let by your
common sense and your beliefs

Student 2: translate it

Facilitator: ((repeats the question in Arabic))
Student 11— J—lSad aad uly Jobay Ll o adlll) i€ L3 Yl Sayasha

sSea .l [Ok first personally I will try to listen to hir)) and what he means]

meaning il Jaas 4l 3 ) (Sae e Ul 53k 4elis [what he means | can not react

immediately] because ifsS) (See Ul a5l GUA Jany (San pilie Jady 4l Cua ) )

Ul e La Ul 53 caale 5 4x) oall 23S 4y )5 5 il 81 Ul (e alga s Ul i dals d 42e
J) i 3 O S 8 5 50 L Lo ) 4] o Ul el Lo U 1Y) 3 4l La 530 2SS

[because if | did so we may quarrel or get gmao( ) | may get angry ()
because | don’t agree with him in this issuehierefore | will give myself time to
listen to him () I will tell the truth and comge him () | should make sure to
convince him () if I haven’t convince him anddme back to him again he will
not listen to me]

Facilitator:al < alal (i Jglaty Ja eliclsy ¢ 81 8 s 5 [even while try to convince

him would you try to look for evidence?]

Student 11: yes= sl (uis & 513 aiily 5y )2y g ldie al Cufl adal il Jslas U

[ will try to look for evidence to prove thatim right and to convince him at the
same time]

Student 12,3 4. IS 4 IS5 sgll IS (e s dliie Lo 13 4dla dvie L o Ko S 131 Y) bala

u}uu‘_,’_umdé u&\)ﬂ\ujmwmum ‘_,,_:bs_\s}u»\s.\l\ d;hejﬂu,nu.ﬂ\ d;uus.uaod‘d\é
mdmuﬁ\a\u\whw\w\jwww\mmj e\@uﬁdﬁsoj
IS 5 cpal s dlaie () S baada Lo () s cad (Sae 5 LS (San sale die oIS el & guia sl
A el el jlaa U adaY) 5 a5l s 50 555 saa jlae il (S 131 48 AlSE 5l & saia gall

s 4Dall oS oS 4 O Jae 8 Y axdldll

[of course if you don’t have any backgroundf(you don’t have background
about the issue he is talking about () in tlisecyou can postpone the discussion
for a day = you postpone it for another times6)that you can go and look for
evidence () you go and see whether he is rigihtrong () and what makes him
wrong or write () but if you have background abthe issue () normally you
can discuss it with him () and you can bringdevice because of course you
should have evidence and prove on the issufeypy oppose him then () you can
tell him the evidence and prove why you oppose ) | oppose you on this and
this because of this and this and in this plaeed is this and this]

Student 104= &3 Ul [I agree with him]
Facilitator: OK:: good {
Student 10: Gaic LeoxX ¢ gmse bk o) (San il 4yl Cauiay Ul (K1 4 (385 U

FUTIEN

[I agree with him (') but | would like to additlle bit that if it is of course a topic
that you don’t have background] {
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974:
975:
976:
977:
978:
979:
980:
981:
982:
083:
984:
98s:
986:
987:
O88:
989:
990:
991:
992:
993:
994:
995:
996:
997:
9R:
999:
1000

1001:
1002:
1003:
1004:
1005:
1006:
1007:
10R:
1009:
1010:

1011
1012
1013

1014:
1015:
1016:
1017:
1018:

1019

Facilitator: < <= <5 {your voice}

Student 10: you have no background on that topimr that saying you can just uh
you can accept = you can accept in other wagddy but you will say | am not
quite sure | will look for that later on () bifityou have uh {

Facilitator: {gobdckground}

Student 10: background about that case then ()

Aoy (it Cpuald @lia JS) alyl sdie ()5S g gangal b adlall a4l el ala¥) cle iy alay) allas o
bl JsE Yl acliy
[you show him your evidence (') your evidengédécause he is the one who
initiated the topic () he must have more evidethan you () it would be better
to support yourself with his evidence first (Quytell him brother] what is the
evidence of saying that () meanwhile you knoe/ttore you know some () you
want to add the other evidence and then fronethgk clyic ¢Y axa 2 ga gall G o 8 il
aclyy
Gl Gl 58 s gl cpal L (e il (51 03 2DISI Gl il A J 55 5 i) dra 3 s sl
DSl ae e Uy L) Sl ) ) ae B ) S il 00 2SI J sy acl8 s L1 L ) ) gl ety
A oS od amy ol (Kae s e dclly Al go e il sl g3 58 (e W 2018 il clia eliia
umm@uibodyy Y‘dd)s.lvﬂu\‘)‘_g‘u‘)hd\ chfi\‘\ﬁ;wdﬁ\&;uj_}
Gl day lia allad 3 XS S
[you then compare between the evidence he hligans () because you have
background on the topic () you then tell hirattjiou said this what are your
evidence and prove for it () while he is talkiyou can compare the evidence he
is producing and the one you have () and whefnished immediately you
produce yours () and if his evidence are strotiggn yours then you can
surrender () but if yours is stronger then wlyibel are comparing you can tell
him no no no () this is not so or so () becaafshis and this and this]

. Facilitator: Ok:: let us go to the next quest{grhow do you maintain your focus

when writing () when you are writing () how glou maintain your focus ()

OK:: if you are writing () you are always gudlby the topic am | write? Guided

by the topic then () and you produce the figtggraph according to what () it

must be related to what (') to the topic and tiensecond the third paragraph
until the end () so there must be a flow of gl&am first up to what? () Up to
the end () all these ideas must be connecteqamndhould not deviate from
what? () From the topic () so how do you ked@mwyou are writing () how do
you keep the focus () how do you keep yourséhiiw the topic and not to
diverge out of the topic () not to digress frtdme topic () how do you keep that
focus when you are writing?

: Student 13:221L 418535 [could you say it in Arabic]

: Facilitator: ((repeats the question in Arabic))

: Student 13:hG (5 5 Laaey g suim gall o e Lo i (313 Jalial) S Jalds 8 43, aglaill (e i)

G 58 g s sall 23S o)y adals S (e S 2

[at the beginning you put it in points rightPyou arrange the points themselves

in order (') when you finished putting the poimtorder you then come and talk

about each point separately () in this way yopic would arranged and
connected]

: Student 11:3e ¢ s e oo S) ol U a sl oY i 5l A Ledhl 5 Ul s il 8 L8855 )

1020 O an¥) iS) al L8 Bl lie 038 5 oSl 5 33l S 5 and) ) oY Ul 4sad &l 43l

1021
1022

s bl Lo Ul (e 008 33l gy 5 g 3N s (S 3NN
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1023:
1024:
1025:
1028:
1029:
1030:
1031:
1032:
1033:
1034:
1035:
1036:
1037:
1038:
1039:

[I agree with him on the arrangement = | agréé him on the arrangement ()
because today if you want to write about a tépieexample identity card () |
must write the name and place of birth and essié and like that () so that | can
come later and fill up the name Mr X date otlbiike that to avoid deviating
from the topic () that is why | agree with him]

Student 104alsll (i [the same thing]

Facilitator: OK:: () to keep the focugaY) e 5l 1518 oS53 5 & [some of your
colleagues said sometimes] they keep on askiemselves U oUs & ¢S S
[that is in form of] questioning () is this a¢éd to this and how () then if he felt
satisfied that it is really related to thistbgn he will keep on writing so () this
idea of keeping on asking questions about h@sdhdeas relate to the first or to
the next ()2 ¢ skt 5l ) 585 [do you do like that?]

Student 13ab) & & ey 850 [they put it | mean in form of questions?]

Facilitator: ((repeats the question in Arabic))

Student 13g s sall i i 5 Jgd Bl (8 a1 imy SV 538 sxie L L)

1040: [l don’t do that anyway but () if you put it form of points is easy an::d it

1041:
1042:
1043:
1044:
1045:
1046:
1047:
1048:
1049:
1050:
1051:
1052:
1053:
1054:
1055:
1056:
1057:
1058:
1059:
1060:
1061:
1062:
1063:
1064:
1065:
1066:

1067:
1068:
1069
1070:
1071:
1072:

arrange the topic well]

Student 10:08 13 Finy oS 2 ) je any (K13 g ga 02 ALl & saia g0 2 53 50 B 58 Slal
e Sl g1l S s Jaed 20l Ul (e il g gaia gall (A5 g gall Talal) (e adadi] adasi (pa adads
23 adadill La & JAll Slalall JS Jaata (S V) adadill e o1S5) 0 g8y Bl 43US ¢ ) daadl) Jaa g3 (Lie
Ul Ua Jalall g o Jalaal) alaa) dg a g 2cl8 Ul iy adlial (saial) Llal) JAo) 4xa J20) 63 ge aBDle gaiall
Mia o aday 0 Ul 5 Sl 4kl Jss[basically it is there () the issue of questions
is there () but sometimes how it is done ( )elam if you for example a point to

point of the points in the topic () you canl(use to do mine like for example ()
this point to connect it with the topic () | disss it first in detail all the things
that it should contain and the things that retati () | will put them then | add
my own and then expand it while connecting itwitie others () and in this way
move from one point to another () and | conrikese points with] conjunctions
G AN A g J o) S adadil) imay dadadl) ) gacae 4g day i el A colalal) dagl gl aday 0 U
M\@Aﬁ)\s odiall gin p (gdic d)AQ\;\A%WﬁQ&SMM\JMM\%\A@ﬁMJ
O ABMal) il ) gl ob agda (ST an (il U () ganiaall (el 03 (Simay iy Ul leS (30 4l o0
53 i Jalall adaiill ae saiall (Al Lodey 5 i Jalal) adadi ae (saiall 483l J s Ul (S0 gilion g
‘_A;Jb\).:“k_q:\m.au:\maam}mbmyb\ 12 Liay apd;\ﬂ\cadmﬂ\ﬁ)ﬂ\‘_g”umyuy‘g\
adaiille & sum sall JaS) go a4y plall pudilly U adaiill Jais Sllia (3 58 0
[I connect them with the connecters that conpeatts together () | mean |
elaborate on the first point then what followsld put in my own views () and
make sure there is relation between them allgsk myself what is the relation
between this and this () in this way | lookla internal relation between issues
as well as external relation () and | will donie in that way till the end]
Facilitator: do you think there is any relatioipshetween reading and writing
skills () do you think there is any relationskiipany link () any relation between
reading and writing?
Student 1883 4 [there is relation]

Student 13: reading <2 s4» [leads you to] the writing') [itself]

: Student 1248e ~anie S0 Lok [0f course they may have relation]

Facilitator: YEAH
Student 12@\)33Jﬁua\)ﬁjﬁhuh\}ﬁujngpﬂ\ O GY 48de andie S
i) Al g guin s Lok ol 55 5 03 3n3 (o Leah 1555 ) 13 L 58 Lo ()50 05 4inld Ao
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1073:
1074:
1075:
1076:
1077:
1078:
1079:
1080:

1081

1082:
1083:

60 oS lie a‘ﬁ‘;&qnﬂbJué;‘—\ﬁd\ﬂﬁjﬁy‘?wﬁjﬁbuu\@ucﬂum\
phdic 483le
[they have relation () because if the topic wasbasically written () you
wouldn’t read it () you can’t read a blank pggeherefore it must be written on
in order to read it () of course also it is aans for people who are far away
from you () | mean you cannot communicate ithm except through writing
() you must write and then they read your wgt( ) that is why | think there is
relation between them]
: Student 11w 483 —amy Ul [1 will add that the relation between] reading and
writing () today if | don’t know to read somatly () how can | spelt it () how
can | spelt it

1084: ol il o2 4nlSll 53l Cajel a8l La U a3y 4l S La Aol 5 a8 La L) 13) (o 4l La )

1085:
1086:
1087:
1088:

1089

1090:

1091
1092

1093:
1094:
1095:
1096:
1097:
1098:
1099:
1100:
1101:
1102:
1103:
1104:
1105:
1106:
1107:
1108:
1109:
1110:

1111

1112:
1113:
1114:
1115:
1116:
1117:
1118:
1119:
1120:
1121:

Callall g S 5l e SEN 5 Ua s T Gapall g3l St ) s 1l o) @A Ca

[how can | bring it () | cannot read it () tleéore () there would be a problem
() I must know that this word reads like threlghen | can write it () and know
that the first letter is here follow by seconttde here and the third letter there]

: Student 10: YAH & (S« Ul [I can say] yes there is no different but there is

different

: Facilitator: there is relation?

: Student 10: the relation is there () relatiowisat my colleagues have said () but
writing is a little bit different from reading)(reading is just the ready made
piece of writing () then you may just give yoware given then you just read it
out () but while writing you are like a factoygu produce () you produce words
yourself () those words which suppose to be Bathe reader () you are the
one who produce it out of your mind (') but teading is just a mere () a mere
copy of writing = piece of writing () so writtdsy somebody else( ) given to you
to read it that is the different () but theatedn is that if you have not read this
thing before you may not write the () you may spelt it like what those my
colleague have said () you may not spelt ittrigh

Facilitator: Ok:: let me take you further () thes a say that the relation () one of
the relationship between reading and writinthet both of them () they
concentrate on meaning creation () that is mmggconstruction () | don’t know
whether you agree with that ((the teacher reptas points in Arabic))

Student 10: yes | agree () yes this is whatd éxbut | said it in another way
round

Facilitator: OK:: there is a say that is:: in bhoeading and writing ( ) background
information is very important () do you agreih that?

Student 10: NO | don't

: Facilitator: they said when you are reading dtiag you need to have some
background information

Student 10: yes there is in part of readinghg)ye is a background information
very related () but in writing it needs a lotedforts

Facilitator: what about background information?

Student 10: a lot of effort of background infotina

Facilitator: which means that both of them use {

Student 10: {both of them use background
information because you ever = never () youehaot ever seen a word before ()
for sure you cannot pronounce it well () youynpaonounce it wrong () but if
you have seen it before and you read it for gorewill read it
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1122:
1123:
1124:
1125:
1126:
1127:
1128:
1129:
1130:
1131:
1132:
1133:
1134:
1135:
1136:
1137:
1138:
1139:
1140:
1141:
1142:
1143:
1144:
1145:
1146:
1147:
1148:
1149:
1150:
1151:
1152:
1153:
1154:
1155:
1156:
1157:
1158:
1159:
1160:
1161:
1162:
1163:
1164:
1165:
1166:
1167:
1168:
1169:

Facilitator: what about strategies?
Student 10: what?
Facilitator: strategies () the strategies that yse in reading and writing () do you
think that strategies are similar? ((Teacheeatpthe question in Arabic))
Student 10, 4 [they are closed]
Facilitatora=~ [Yes]
Student 10, 4 [they are closed] when you are reading () yod (€awhen
you read you will look side by side looking hen you look at those uh uh semi
colon punctuation | mean
Facilitator: punctuation yes
Student 10: you look at punctuation if thereul $top () then you stop for a while
and then you go on by what () when there israrna then you breathe
Facilitator: yes
Student 10: you give a breathe then you go odimga( ) so far writing also when
you write you write then you have a look sidesie looking that () so that you
have to design your piece of writing in paradmiagorm ( ) looking and making
comma full stop semi colon and all these youhdd during writing () so
therefore there is relationship there is a comifagtor between the two
Facilitator: Good () Ok:: let us move to questgeven () this is the question
before the last () how do you judge whetherairany information you have
collected from a reading passage is accurate ac¢urate (L= [| mean] if you
read a text or a passage () how do you judgethiis one is correct () any
information contained in that passage is coroeahcorrect () how do you judge?
((The facilitator repeats the question in Ardpic
Student 1Sl 4200 Y 5 Sl glea [information or the structure of the writing?]
Facilitator: s (rae o805 4 Sz S Sy QUSH 8 00 s sall Gl glaa 5 CilaDlae
Al 53 da sheall gl sty Cuil (e | gl odny 50 pualae oS 5 e (IS (e | gaadli | gdiad L dxalal)
4.La:\u.3 8 MJL.A]\ K]
[information and information in the book () lean how | mean () now you be
given () later in the university you will godtake notes from books true? You
will be given lectures and will be required wllect information from different
sources how would] judgesal 4s slaa o2 4lull (Sas da slza 03 aalis 03 il () S licly
[that this is important this is not on what gnduvould you based your judgment]
Student 11t Ul s aainall S 5 13 da sleal) 138 428 208 Ul ) adinall o (38 50 4l U
aluil 3 s Lo Ul i Lo dala IS1) 5 die ity i) 5 elill adla o) (e aluil )
[for me it depends on the community () in whidm living () if the
information is in line with what the communitypects () | can take to pass it to
the people and the people benefit from it () diitdis not good | will not take it]
Facilitator: «as sSa3 a8 (u SgnatomyBlie (ues sale (& e vl jall a8dle sxie o < i
e La 02 A slaall A glaall gl g daslis 4aDlaa 02
[when it has link with your study for exampledrcertain subject say for example
anatomy OK (') how will you judge that this infioation is relevant and this one
is not]
Student 11:SL Ul S 136 ax@] 2 gl ~laall 0 gl ey g8 A age ag] g0 dala () Slalé
soadlala A el b s il Sie g A0 Jibsll e Ul osia Lo e aals (8
&4l [basically anything | am given is important andlWgad me to progress
() if  am in doubt of something for examplatlit is not true () I will check the
other sources such as internet it can help nman(l)the references]
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1170: Facilitator:4si Jaaty Sl slaal)l JS 220 e QUSH 3 (adli a8 il g adaie o) o (3 dmaial )
1171: (& A alagh aauju\q;baauju\‘;ay\uﬁesﬂu\uujm

1172: [or let me put it in a simple way () when yanee to take notes in a book () you
1173: don't take all the information () you summartke information () how do you
1174: judge which information to take and which onéetave? Is it clear now?]

1175: Student 10:< s Ul &lla a2y & gaimgall | 58 o) andasll | o Ul

1176: [l will read the passage or the essay thenllsei€] contents! 4aksll ¢l () garas
1177:  hiay o Ul dl azy 513 ¢ gua sall

1178: [content of the passage or the essay thenlaftdirstart sorting out] | have to
1179 divide

118Q Facilitator: classify

1181: Student 10: or | have to see content releteatiite point then | | look at the

1182: major () major points and minor ones ( sthare minogle b 4wal J&

1183:  4daius Ul age Ll il g adaily Ul A iy 5 liie W) 8 o geaay ) sha Ul agall st W) oS3 J shall
1184:  age Ll S5 3 Glol g (o pgall 181 208 I LI 313 48y sl (e (San )5 S SR 0d Y I sk

1185; LUl sildsluiy & g gall cilan

1186: [the less important () | will ignore themmediately and () but the major one |
1187: will immediately jot them down () | will dect the major one leaving the minor
1188: () because | can remember through the njajbcan remember the minor if |
1189: am reading the major the minor will be remends part of the major () but if
1190: you concentrate on the minor you will fortiet major]

1191: Facilitatoréusl ! &4 [any addition?]

1192: Student 135l (i padldl il L Ul 3] 4l pad) 4l U)

1193: [for me whatever the teacher gives me | golland just write the same things]
1194: Facilitator s <l 1 5l g o0 a2y 5 G oIS (1S5 Gy adle & 503 Lo o_palaall 8 ALY 4] clal)
1195: sS4l

1196: [what the teacher gives you sometimes in ledbar@ust talk () and at the end he
1197: will ask you to go to the library]

1198: Student 1= ~aY) o2 | salSinll 23S 08 L [that is what he says is the most important
1199: ()isn'tit?]

1200: FacilitatoraS sxu ¥ 5 aeall 23 2381 [yes what he says is important or you would be
1201: given] handout 23 ) 535 [are you waiting for handouts?] ((Laughter))

1202: Student 12@@»\1\@@@\“&,@5\)&\‘0;@%\ a\)'iut}.a,,d\ y\‘ul;ea\lula
1203:  (Saele ) sadli @bl clia oo glae gy U g U dakad | gumy Dle 4 6313 (o jlaad) (8 G plaall 3 ia
1204 o il Sy aala il ()5S e 4l Ciladiay elind S i la @lld culad gl @Y 41S ) pnsls
1205:  4alas g Lol Ll dagall Laliill o gi g ¢ guia gall o) &5 il 23S (lie (l S (e JiS) &l

1206: [of course the important thing is to read theuesfirst () and then after you read
1207: it () you can decide what is the most imporfgheven in school () even in
1208: schools you may be give a piece of history andwould be asked to summarise
1209: it () you cannot write it all () because if yda so () you will fill up your

1210: notebooks with only few pages of the essay (d)you will not benefit () you
1211: will instead need many notebooks () therefore ggad the topic take the

1212: important points and leave the trivial ones]

1213: Facilitator: OK»aY! Ji'sall Jied [let us move to the last question] have you ever
1214: experience a moment where you found yourse#gieseing with the account of
1215: an author? ($—== = [| mean have] () have you ever experience = egpee
1216: () have you ever encountered () have you medra situation () have you ever
1217: been in a situation sorry () in a situation wlyen are reading a certain text and
1218: then () you found yourself that () you reallyuydon’t agree with what the writer
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1219: mentioned () have you ever found yourself it gituation?

1220: Student 11: it is not clear

1221: Facilitator: have you ever found yourself () $ayexample you are reading an
1222: article () and then you discover that all tleengs that the writer mentioned and
1223: the way he explained these points () you dogrea with () have you ever

1224: found yourself in that position?

1225: Student 10: yes | have found ()

1226: Facilitator: have you understood the questiomféd(teacher repeats the question in
1227: Arabic))

1228: Student 10: fiction stories thad! Al <l 5 )l (= 8 23 [yes sometimes fiction
1229: stories] sometimes | don't agree with them hew lread it ()l readitand () I
1230: get angry with them () | say () what is th{gzsomething of that kind

1231: Facilitator: OK4mlall cle ledll & s [even in scientific information?)

1232: Student 10sxie ¢ 038 a8l La (81 &l jo (ary 825 8 dgalall Cila glaal) dpalal) Sla glaall La Y Y
1233: 20l U e S0 5228 1% il 008 g3l ey ) g0 L) 8 Y dgalel) Clala (g 2y Ul il
1234:  4adl) S8V (385 aal 5 oS Cle g sa (e ) g pe 2y (S 28 A Gl a0 Lo gl i 5y (8]
1235; 4c yuw 4ae siudy il &Lajlﬁ‘_;\,}a

1236: [NO NO scientific information = the scientifinfiormation is complex ()

1237: sometimes () but not to that extend () becalisg contain evidence () I like
1238: scientific things () because they are proveytiive you evidence () you read
1239: them like this and you feel comfortable () Butou cannot understand

1240: something this is where it can be complex ( )dmithe time passes by you revise
1241: and concentrate on topics () you concentratiernnformation () automatically
1242: you understand it quickly]

1243: Facilitator: any one to add something?

1244: Student 12% o2 ¢ sua sall il il 13) clagy & sua sall 5il o 3o il a5le il Al (8 (Saa i
12450 O a5t 5 ped il e ale (585 Lo Al L ponial pall (3 (68 (i paanl (o Ly
1246: 5 Cns Uadll apmy (o )l (liie (e 2S5 00 5 o 5Y (Jxy )yl 61 () S e 02 & gaa sl
1247 Ll s o ¥ (Fxydie siag 5o sl () 5Sn (e b o g g sall gy ) (ol
12481 ey ng polh ) (6 5ol il 51008 sl 03 suia sl 5l 2381 Ul (DA () sl 03 g guim gall il i
1249:  iaa culii (e i Jhad (Seadls

1250: [of course when you are oblige you are obligjéh@t the topic is very important
1251: for you if () you see that this issue is notreot ( ) you can go and make a
1252: search () you go and search for issues that snakeong to prove and show
1253: them () because the topic is not written for yone that is you must reply with
1254: the reverse () so that your reader knows wheertistake lays () so that the
1255: reader can compare and know where the mistakghscause the issue is a
1256: scientific one () of course it might have beeoved and there must be evidence
1257: () so you must not also believe that since $ gi@en this topic then | have to
1258: trustit () if you are able to search and inigege it you should do () so that you
1259: are convince of its trustworthiness]

1260: Facilitator: s i adadi aala (g} (& 2125 e J8 i€ aKa8 Ul 5 9 S 51 Jalaill agdlial adass 23U (gl 4
1261: o slall Q3ISI JSI G A8lial 41 585 < 508 Lo s Die Al 685 0 (S 41S L 8l 23S [any other

1262: additional point to the points mentioned () @&you have anything to say
1263: before we conclude because we set for a long tipany further comments to
1264: what we mentioned earlier () a point you forigeinention before] () do you
1265: have anything to say about all the issues thadis@ussed () ((laughter)) you got
1266: tired () OK:: then if you don’t have any questip) thank you very much for the
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1267. wealth of information that you have given meafy | thank you for your patient
1268: and tolerant () thank you very much and | wisla @ good and nice day
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Appendix 11 D: Transcript of the First Group Post Focus Group

Interviews

1: Facilitator: thank you very much for your comiaigd we are now coming to the end of
2: our study () so I would like to conduct thegfis group and as | said before ()
3: feel free to answer or express yourself freglpécause all the information that |
4: am collecting about you here () will never lgcthbsed to what? () to any third

5: party () and | need this information becauseilithelp me specially () when |

6: start interpreting my result () so | can helgself with the outcome of this one ()
7. so the focus group is a repetition of what welzBfore () so it is just testing to

8: how far as a result of intervention () you hawprove your understanding and
9: then () I will see

10:  your reaction and evaluation because you ateopthis process and then () your
11: comments and reaction whether positive or meg& of great help () to assist
12: me in revising and updating these strateg)eso(now I think within this period
12: () can you really define what is criticalrtking ( ) what do you understand by
13: critical as a result of what we did during period of study ( ) what do you

14: understand by critical thinking?

15: Student 16: | understand by critical thinkingieans analyse something ()

. Facilitator: to analyse something?
: Student 1: uh share something with group @) araluation of your study () and give

something is new = not very new () after gsialand evaluation () give
something new

. Facilitator: after you analyse () and thenleathon () and you apply reasoning {
: Student 16: {and

study give something} ()

: Facilitator: you add something to what is tRere
: Student 16: yes
: Student 17: yes () critical thinking | undarsd in a way = in this way () but there is

a thinking which has got deep () there isaydeep deeper evaluation () or in
another way = in another words critical thirgkia a () is when you think in
different aspects () or in different cornergh@ problem () when you look at the
problem = when you are given a topic thendy ok () you don’t look at it
from one way () you look here and then ( adismantage of it () advantage of it
what are the alternative () what are the médteves to this in option of the two ()
so: this is what | think () | can say aboutical thinking

: Student 18: small parts () means put someithisgnall parts and divide it () smaller

parts

. Facilitator: which means you take only partypy think about it and then () you

come up with a solution () is that you mean?

Student 18: yes
. Facilitator: so I think () now () do you tkithat when you study or writing () you

will be able to analyse () and apply all themgs we did in your assignments?

: Student 17: yes but not all at the same tipngofne need to be done at a certain time
41:
42:
43:

() when the topic is given requires someaftwvhat we have done to be used
() and another should not be used dependirag is required () then you narrow
down things you may not apply all () you mhaink some part and apply it next
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44:.
45:
46:
47.
48:
49:
50:
51:
52:
53:
54.
55:
56:
57:
58:
59:
60:
61:
62:
63:
64
65:

time () depending on the nature of the totseli () Yeah ()

Student 16: | agree with him in this pointifdd wont = | want to addition something
() when I read something in my story () hicat use this kind of analysis to do
evolution or rate or something (') but it @d for our our study now Medicine
() is very good () because it is specifigw@read something () or to write
something (') or to arrive thinking to anotbae and it is the () it is the =it is the
short way () or short cut to arrive your thing

Facilitator: {to arrive uh (') to gato your
objective?

Student 16: yes and very specific

Student 19: what you mean?

Facilitator: | mean now can you apply thesdssire did through our study in your
own assignment? () uh later on when you study

Student 19: | think uh yes () | can apply thskills we done in another study {

Facilitator: {your
voice please}

Student 19: ((continues)) | think uh yes | eald these skills we learn in this study in
another study ()

Facilitator: and now with the new ideas you godut critical thinking () uh then the
definition as all of you said () logical tking then it include also be analytical
be logical () now () do you think your teaha Senior secondary Schools ()
do they really ask you to apply these skillewlyou were in Senior Secondary

66:  School? () in light of what you have justrresd
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: Student 16: uh I think so (') uh we don’t leagthis uh this type of learn () we
learning something in Arabic = in Arabic c@)lEnglish uh uh we are learning
that in Arabic but it is very differepsill 4eul uss 3 jase uhuw=i 4lS [the word
expression uh just normal expression () caledexpression] not scientific way
to define = to definition something () or twadyse something uh uh it is like uh
association with emotion

U g (e OIS a5 e gl (S0 4y pal) 42l) (3 s U pus )3 (i gy yall il yponl (ans

4=lldll [is called expression in Arabic () even we werggtdt it in Arabic language
() but the right uh we were suppose to be tatsgding] text or the passage that
is what can be study (Ps% W Luaill 8 evidence! s & deayn 55Y
[because this include evidence () in expogsgou don’t need evidence] in
tackling or evidence (x5 4alS € 5l s 3aa¥L il () [what is expression in
English? () the word expression]

. Facilitator: uh uh when you express yourseffregs yourself ()

: Student 16: Yeah when you explain yourself ol gan uh you not needed to uh

evidence and reasons = just explain yourgelilfat you want what you can do

uh what you what you see in the past and defimand uh uh description

something () but in in uh when write or reexttthat is uh it depended what you

know () what your background what evidencetwloar reasons all sort so it is

very different () we cannot learn that thigeyof the read () or write text in our

secondary School or high school we cannot lget( ) so | think it is very new

to us

. Facilitator: it is very new to you?

: Student 16: very new () to us

: Student 17: yes for me uh actually there weietype of this thing were there () but

there were not in the way that we (') you prorce it to us clear uh that () there
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critical thinking or () there is this the logl analysis () but they were given in
such a way that for instance () you have wess yourself including write

about the facts and all these () but they weteagiven the title in such a way we
are doing () we are doing it in other waysn 3ome exercise you are given some
lines to write a composition () some compositileserve description () some
deserve uh some of the one the future uh ankigk ) but we are not given the
title like what is now it is given (') but innarrow manner = in shallow manner ()
but now it is wide and clear () | am surwiit help us a lot

Student 18: they give you some some uh soeps $t) and you follow it to write ()
and they not give you uh your freedom toevniow () what you want to write it
and there is not uh you must not write evegeor date something like that ()
you mustn’t write it at uh () compositionkmglish writing

Facilitator: alright () yeah

Student 16: uh you know the the the Sudarsasetiactive way to convince another
side () because that I think () how we thatay uh we have learn it is uh very
good to convince another side

Facilitator: so which means () we can sawgocritical thinking is there () it is
not been clearly spelt the way we do uh watdidour study

Students: Yeah

Facilitator: and do your teachers always asktp be analytical when you write
your assignment? () when you were in Highd®ls () to analyse () to look
very carefully all these points () do theysd@

Students: NO::

Facilitator: OK:: let us move to the text giies ( ) now what is your attitude
towards writing? () Now all this time uh @igl some writing OK? () now what
is your attitude? () is it still the samatatte you had before () or you feel that
there is a change as a result of what wendikis study? () and | mean here your
personal attitude because there is differences

Student 17: for uh uh the feeling of this etitese skills () it differs from the one
of before () last time we were given taskylmeaguided composition () and here
we have = we have learned a lot some crititaking to write logical and ()
then for | creative writing () and then néikra and descriptive all these types ()
meanwhile when we were in in uh Basic paréidylin Secondary uh we were
busy uh the narrative and descriptive piecgraing () but the argumentative
and creative writing we got it here in a widay () it is actually () | enjoyed it
() itis the best and | have still havingrablems () but I the time of this course
is very short () if it was to be extendeapb somebody will = will be () will
learn a lot () but the period of course is/ghort cannot do the all these things
in this time () so: that | have seen goodhgyway very nice

: Student 16: uh | think this this type of leagn( ) and what is addition to me in this

parts () of the lesson is organising thigkamd critical thinking () planning

what you write and what you read = what yoitemvhat you read so:: that is a

big addition to me () uh it is very good anbig addition to:: | think that

: Student 19: | think uh my another lesson enléist = in the last one () | don't

understand anything about the writing ( )duse every teacher said follow this

step to write composition () but in this cgior this lessons | think | addition
this skills from (') now | am very () not yagood for excellent () but good
minded to write () or to read

. Facilitator: so now based on what you havemleaw () so: do you think that pre-
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writing activity is important in approachingiting task? () | mean by pre-
writing planning () listing ideas () arrangiand the jotting down the main ideas
() do you think these are now importantBé9ed on your understanding

Student 17: of course = of course they aremapt () because without these things
you may not organise your writing uh writiwdl not come in organise form ()
because pre-writing is good uh because wharpuyt the point down () then uh
in form of plan then after that you pick whimhe come first () when you write
about each point you look () then you re+ageawhich one will make them
coherence () link them together () will lwod () but if you just write without
making pre-writing or making plan () it widke just a piece of writing in
disorganise manner () and disorganise agt(alit is got a good grammatical
and all these sentence construction goodif fhie idea will be gumbling
jumbling from one point to another point (U If you make pre-writing you will
see that this this point uh uh you may () mwheu come to make a draft after
making a plan () when you come to make tts¢ diraft () you will = you will
see that which one point from this plan | heobring it first () and then which
next come and next so () then you maketha@ncoherent piece of writing ()
otherwise if you take them without making p{gryou will get that you are just
writing incoherent piece of writing () so thehat | have () it is very important
() pre-writing is very important () in wirig any assignment

Student 16: uh actually uh actually this stery important () organisation and any
part () any text included these steps é)vpioint and reasons () it is just mere
talk think at it as just mere talk () we cahoonvince another side () we cannot
explain yourself that is () what | want tgy $laat is this point is very is very
important () organisation and these steps

Student 18: | think it is important () becalsis teach to write arrange your topic
and it is easy () it is easy for a persoo wdad your writing to understand what
you want to say () if you don’t want to writethis way the person who read
your topic () it may not understand what y@ant to say and not read your
writing

Facilitator: good () OK:: now () as a rexaflivhat you have learned from this
course () will you bear this in mind wheruyare writing () will you try to keep
this in mind when you are writing () | me&e tmain purpose of your writing () |
mean here that () will you bear in mind tbkofving when you write () as a
result of what we did during this course (il) you keep this in mind when you
are writing () that you must have a purpase/dur writing?

Student 16: YES YES

Facilitator: and why do you think it is impamt?

Student 16: it is important to organise td é3y that to convince the other side
organise () don’t jump from the point to #rey without convince () and make
all the additions in this part uh that is ariga () planning is good for your
reading and your writing and your talk ()Isbink it is very important

Facilitator: so when you have your purposé (jll help you in your organisation?

Student 16: yeah it will help me

Student 17: yes uh yes if | have my purposeriting () it will help me to convey a
message () to the audience or to whom Iddnesasing () the addressee () it
may help me to convey the message in a gogchne even the reader or the uh
the reader of that passage maybe () atteatigeattractive to the piece of writing
() otherwise when he looks at it like tHisdon't apply all these ideas he says
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what is this? He just throw it way () it magt be attractive () but if | put this
organise form of writing () it may let himysahat () he has mentioned some
points what is the writer wants to say () rtrgnto follow until he finish with
piece of writing () but if | put it in a wayhich is not organised (') for sure it will
not attract him and the message will not ke good manner () and may not be
interested to do for a reader to read

Facilitator: OK:: and then the second poirdiance () do you think it is important
to bear in mind or to keep in mind audiencgthfse who will read your work

Student 17: what?

Facilitator: do you think () it is importathiat when you are writing () you have to
also put in your mind your readers?

Student 16: yes

Student 17: yes yes is important () if beeatid some of things are not clear =
some words are not clear () | have to siimpiiem for the reader () | may use

bracket or semi colon to explain some ofdhito the reader () otherwise if | put
it in a very tough language uh terminologyhé)may not understand it uh may
be good only for those who have uh the voleai®ms uh uh may be interested to
them (') those who are of low standard may( fdaut if | try to explain some of
the words in bracket () simplify some of therds in bracket it may be clear to
them () and then that is why | have to beanind the audience while writing ()
when | write something () | have to thinkttttee one whom | am writing to uh
uh he should have to understand by all meahy 6implifying myself to the
extent that it is clear

Student 16: | think anyone who don’t want uhiagise by a reader () he puts what's
the reader in in uh uh what the main () whatpoint of the reader () what the

main point of the reader in his mind () sattit make your text uh is well
organise () well planned (') so I think yaand make = you don’t uh don’t faces
criticise by the reader () you will improveuw text and your paragraphs

Facilitator: a way of avoiding your readectiicise you?

Student 16: yes

Facilitator: so you will do something () $at they understand it well?

Student 16: yes

Facilitator: GOOD () good () then supportygyr argument with evidence ()

supporting your argument with evidence isjportant?

Student 17: it is important yes while when wo@ writing creative and
argumentative uh piece of writing () creatwel argumentative piece of writing
supporting with evidence must be there uliferdescription this narrative () is
just merely telling the stories () just saylmas happen in the past () so there is
no need for some evidence may be that evideneea be there already for that
reason () then you just put down there lila but the one which needs
argumentative and persuasive writing () tiisith an evidence must be there ()
to attract the one who you are persuadingdef your ideas

Facilitator: now as a result of this study gan distinguish between argumentative

narrative and descriptive writing? Can ydtedentiate between them?

Student 16: yes | can distinguish

Facilitator: yeah

Student 16: yes | can distinguish uh befoiedburse uh before this course we

ignore that'’s point () that point we ignesgdence () but after the course we we
have seen its importance ((there was inteéom@ worker just came in looking
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for something))

Facilitator: alright yes

Student 19: | think evidence is very importaintfor the uh reader and the writer the
reader is uh explaining your point to () Wiréer explaining your point to uh to
the reader

Facilitator: then what about making severaftdris it a good way of writing? ()
making more than one draft

Student 16: it is very hard () but it isgtit is uh a way to write something () but it
is hard because you when you write and reaglain and go to () work and read
it again () is very hard but it is it is dtable way to do draft

Facilitator: what is difficult in it?

Student 16: it is takes several () it is take ((laughter))

Student 18: it takes many time ((more laughter

Student 17: actually () | want to say sonregl{i) | actually | love making several
drafts is is good to come out with a gooda@ief writing () but tedious uh uh
takes time () is boring tedious and borindp¢cause you do this and repeat some
some of things you omitted ( ) meanwhilel{@ttthing before you omit it maybe
it is important () sometimes it depend on hyow judge things () because while
you write things then again when you come gait some of things () if you
are not carefully and having wisdom () yowrgayou have no wisdom () you
may omit the one which is important and tddeedne which has got no uh which
has no nothing to do and leave it there (thépiece to make the piece of writing
meaningless () so sometimes writing () edesal drafts is good and it is bad in
that manner () if you are not careful andifigaa wisdom you may omit some
important points () because writing sevdrafts you write the first then you
read it again you read it again then () skether they are coherent or not ()
then again you come and write some of thingshvare not there () you insert it
and some which are not suppose to be theyey pmit it () my problem here is
that to omit the one which is suppose to beetli ) sometimes | omit the very
important points this is the problem whicliaising me () but it is good = it is
good to come out with a very nice writing floe people to enjoy reading it ()
yes

Student 16: uh | want to say () if | want addnall small word or small paragraph
() if I going to write that | needed to toit® all topic again () small piece or
paragraph let me write all topic again (:) &as = it is a suitable way to us () to::
() we are inin uh in uh in a low level invate = we needed to write again and
again it is suitable way to us () but ivésy hard ((laughter))

Student 18: it is not helpful to write the suarise topic () it is not helpful you ()
to write the summarise

Facilitator: it does help to summarise ( )id8p

Student 18: to summarise topic

Facilitator: but don’t you think that when ygwe yourself time and you come and
revise this one () you will really think betfar better than the first one?

Student 17: yes of course yes of course

Student 16: yes yes

Facilitator: even if you omit something imgort () still you put also instead
something more important than what? Theitgedne () don’t you think that?

Student 16: yeah sure

Student 17: actually yes it is right it neédee () if someone gives himself he can
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do that () if your study is only writing kthen you write read you write you can
do that () if there are other things needegaone experimentally () then you
will have no time to come again and write

Facilitator: or maybe sometimes because yewsing hand written things () so:: if
it is on computer it will be easy to changd adjust

Students: yes yes

Facilitator: without re-writing it again ( ybnow since you are using hand writing
so () to start the topic again () whole tqpjét means you have to change that is
why it is {

Student 16: {hard

Student 17: tedious and tiresome ( ) anywasyatgood way of doing things

Facilitator: what about making your voice cleathat you don’t need only to repeat
what others say (') but you need to add gour position = add your own
viewpoint to what you are writing () is it portant?

Student 17: very important indeed because wdahave just learned from the
teacher () or you have heard from someatenito you () digestit () you
understand it () then you digest it so ougdut comes out that () it has been
digested by you in different form () yourgiit out in different form so that will
be not just quoting what someone said ( ybutexpress it in different way () it
is good

Facilitator: no addition? () In making yowiee clear () if you have something you
don’t like () you say this is my own positi0) this is what I think () you are
given a topic you don't just repeat what weid § ) but add something ()
analysis it () and you come out with somegtthmat represent your own view

Student 16: | think if | write about a problémif | take side uh uh that makes me to
improve to uh to improve () if | write whywlrite the question is why | write = |
write to convince (') to improve somethinghie community () if | am writing a
problem to uh | write uh | write to explaindatake position () it is a kind of uh
Uh Uh s el Gl (im0 4o gane C2AI Ul Gt URDSU) e a2 2l J 685 (iny
e g5 53 Some kind of
[that is to say in Arabic group of people uhluhean if | took certain group |
mean those who support me | mean] some Kiriddy uh take side {

Facilitator: {you take
side?

Student 16: yes

Facilitator: but | mean if you are given iruyaniversity study () go and write
about this topic () will you go and just wrivhatever you get () or you will try
to analyse the information you have from therses?

Student 17: | can give my own view about thlay writing what | have found ()
topic () then | want to visit library ( )eh | get some of things | take some points
from there not all of them then | () re-writ again in a different way () then |
say () I conclude that out of all what | stidre is alternative () alternative |
bring it out of my own (') this my point ofews about the all what else which was
said by those people () by the others ( niypoint of view is like this ()
different from the two aspects which are therie the topic () so | can do like
that () it is important so that to make tihhe @hom you are submitting these to
you () to make sure that you have underdfiaisd ) but if it were to be you you
would have done it in that way the way that gaid () that your point of view is
like this is good
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: Facilitator: we had a discussion last nigh&d | think () I told you that we had
some kind of presentations

Students: yes

Facilitator: and one of the things that wedssed was that () in our universities
students when they go () when they are diopit for an assignment () they
just go copy and paste that is () you takatwbu get and you put it in your
assignment () no change and then you subfnjitdo you think that that attitude
is good?

Student 17: Oh it is not good

Student 18: it is not good because you canimgou cannot uh write () you cannot
get out your ideas you want to write ( ) yoress the ideas of person who
write that work uh that is it

Facilitator: so you are saying that it is éethat you give your own experience ()
instead of just copying things as they are?

Student 18: yes

Facilitator: GOOD () let us go to the nexesfion () when you are faced with a
view point or argument which you don’t agrathw ) will you give yourself
time to look for evidence (') o::r you willgujump to the conclusion () led by
your own conviction and what you think is tiglt ) if there was a problem in our
debate last time () do you think if somebawntioned something and you don’t
agree with () that view point () will youvgi yourself time to look for the
evidence in order to reply back () or you yust start talking based on what you
think is right?

Student 17: actually I will give myself time¢ ill give myself time () because the
evidence of what he has raised or what | aimggto convey it to him or () to
them uh there are many evidence () but lladk () | will give time like while
if he is talking in debate () may give somae uh few minutes to think over the
evidence () so that then | select the best(grbut if in piece of writing if | get
some evidence () and they are not relatgtién | look | search | read some
books to get some evidence () then | tramslain my own point of view () then
| write it so that there should be somethiogarete () the evidence must be
concrete () supporting the what | am sayirsipould not be any evidence ()
because any evidence = the evidence maybéawayno relationship with the
conclusion or the topic which we are sayingdq that if | don't give time for
myself to give evidence () then | may notegavrelevant evidence to the topic ()
I may be giving the irrelevant evidence ( }fstime must be there to think over
which one is suitable for this () so so sitt@ipport it is a evidence

: Student 16: from the so side = from the siddon’t follow all the people all the

time () from this side () I give myself tirteeread all what you write () and

criticise you just to to blindly follow all éhpeople () there is not one suitable

way for life be to to be good in life () yowst have your way () so | will not

follow you in your writing (') I criticise yothat is not = that is make you very

surely () if you make a decision that in &@otcommunity or society () you can

explain about yourself since if you read ladl topic and search about evidence ()

and the that proves that improve your argurimeatgood way

: Facilitator: OK:: now if you are writing ( plv would you maintain your focus ()

how would you make sure that you are onitfte track in writing () if you are

given any topic to write about it () how idyou make sure that you have not

gone out of the topic () you are just witthe topic () you are writing about
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what you plan () what will you do to maintgwour focus?

: Student 17: in the introduction in order tamtein the: () my focus on writing () in
389:
390:
391:
392:
393:
394:
395:
396:
397:
398:
399:
400:
401:
: Student 19: | think () I think not all theni but uh in uh not all the topic () some
403:
404:

introduction () 1 will = I will introduce suoe of the the controlling ideas you are
introduce them (') they may be three or fma while coming uh when |
introduce them in introduction () | introduzentrolling ideas they maybe three
or four so (') while coming respectively treragraph which will come will go
respectively according to () the controllidgas which | mentioned in the
introduction () | will take one by one uh dmeone in a paragraph () then it will
lead this uh piece of writing and focusing(gr will not diverge (') | will not go
away from it because | will be writing afterishing introduction () | mentioned
the controlling ideas comma comma comma theybout three or four that
means () my piece of writing will be of faun four paragraphs () | will come
after finishing introduction () I will takéis first controlling ideas (') write about
it and link it with the next goings like thatstematically () which means | will
not diverge out of what | have plan

topics you need to uh explain something gabthe focus and explain it () and
you go back to your topic in your focus

: Student 16: | think if 1 if | give myself tima planning and organisation just uh
406:
407:
408:
4009:

make map before you write () map of all i want to write about () and
clarification that is what you want to writesteps () and write that in
paragraphs using controlling ideas () thanjgrove way to write and decrease
your re-writing () decrease you to re-write

: Facilitator: to make many drafts
: Student 16: yeah if I if | take it | give mifsigme myself time in mapping () or
412:

organisation before | beginning to write jti¢ improve my write

: Facilitator: do you think there is any relagbip between reading and writing? ()
414:

do you think there is any relation betweeriregaand writing?

: Student 17: there is a relation yes () tieeerelation because what you write is
416:
417:
418:
419:
420:
421:
422:
423:
424:
425:
426:
427:
428:
429:
430:
431:
: Student 16: | think the big relationship begwehem is the writer won’t talk () no
433:
434:
435:

what you have read () if you have never camess the word before for you to
write it () for the first time it will be problem () unless you read it before () or
if somebody just pronounce it out ( )saywloed and you are listening () you
have not come across it you may write it wrengpu may write it wrong () but

if you surely pass over the piece of writimgl ahe word which he has said ()
you come across it and he is saying it you spejt it right () this is the relation
() but there is a different () this is gimilarity which | have talked about ()

but there is a different () the differenthat if while you are reading you are just
merely reading saying what somebody haveewritt) but what the writing here
is () you are the = you are the factor () pooduce you manufacture you
produce something about what you have rgdmi{ reading is something
prepared by somebody is just for you to vanito say it out looking at it and
saying it out () so that is the differenttuf the similarity is that for you to spelt
the word right to write () it right () cootty you have read it before () you have
come across it before that is the similariiy(t the different is what | have
mentioned before

write and read = writer and reader () if Wré@er put in mind reader () that is
improve his topic () because that is therbligtion between them () butin a
different side () | think the writer makenc@ction between things () the writer
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436: and the reader want to layout this () sometli) and criticise something layout
437: means

438: Facilitator: extract

439: Student 16xals 4ie allay & s sall 4y Jolay s iy

440: [that is to say he try to divide the topitoiparts dissect to extrapolate something
441:  out of it when you write you connect therg@ndes: J st~ &l 5 [and that try
442: to bring together] reasons and evidence atl(th but when you read | layout this
443: () this point {

444: Facilitator: {try to decode}

445: Student 16: yeah layout of this

446: Student 18: the writer cannot see his weakhggss the reader who see it () and
447:  said to him to re-write this

448: Facilitator: what about this () it is saiétln both reading and writing () we keep
449: on doing kind of negotiation within oursel{@sthat when you are writing ()
450: you negotiate with somebody you don’'t knowa(dl then you keep on talking ()
451: no should be this should be that () and wienare reading you are also talking
452:  to somebody you don’t know () but you arguasing uh it might be this it might
453: be that () do you think that is a commondabetween the two?

454: Student 17: yes yes that is a common fadtgeé () because while writing () you
455:  there is () when you write () you think yhink and also while you are reading
456: you may read () then while you read (') wallithink also that what do this the
457:  writer want to say () you read it so letmaad () then | understand what he want
458: to say () also while you write you put yointhyou put the point you try to

459: arrange () then this is a thinking also ) yvant to make a piece of writing like
460: what somebody has done already () and theragg®so:: this is a common factor
461: thinking () talking to yourself as a comnfantor to write () yes

462: Facilitator: and so you think that reading amiding should be taught together? Do
463:  you have a feeling that reading and writingudd not be taught separately but
464: together?

465: Student 16: yes

466: Student 17: reading and writing should be hatggether at the same time?

467: Facilitator: yes

468: Student 16: yes () | think when | write (Quysaid to me use () you said to me use
469:  re-writing () if I write something | needemread it and write it again () write
470: read = write write read = write () so: thatkas connection between them () so:
471: itis connect separite cannot uh sepa sepa {

472: Facilitator: {separate

473: Student 16: separate between them and | thentwriting uh the the reader () |
474: don’t know the reader () who is the readeatw background about the study ()
475: so: | think that is is make me () uh () makKeition in my writing () like

476: expanding in my topic () so itis uh it isalbig relationship between the writer
477: and the reader

478: Facilitator: so would you you agree with mesay () a writer should write like a
479: reader and a reader should read like a wrjterould you agree with me?

480: Student 16: yes

481: Student 17: yes | can agree () also additimnidat () is uh read reading and

482:  writing can be taught at one time () candaght at the same time that is what |
483:  have experienced from my teachers when theylgsson () sometimes he reads
484:  for us and he give us chance to write (Wilte he is reading = while is teaching
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487:
488:
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490:
491:
492:
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5009:
510:
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517:
518:
519:
520:
521:
522:
523:
524:
525:
526:
527:
528:
529:
530:

531

532:

us for instance (') to write there is sonmeghie has to write on the board () that
is he is saying something and he writesenefarough when he writes it he ()
don’t he don't read it but there is a silezdding () that is why he writes spelling
right otherwise if he is not reading it he majte something wrong () so reading
is to be taught with writing () at the sanmeet not reading in a way that making
a sound loudly sound (') or something sileating () a teacher maybe writing
something on the board while he is writingsstinat () but | can agree with you
that a reader can read like a writer and tewcan read like a reader

Facilitator: OK:: how do you judge whetheramhation you have collected is
accurate or inaccurate? () How will you judgat () if you read a certain book

() that the information in that book is tirenot true () how will you judge?

Student 17: | will judge that () informatibg looking at the evidence of that and
the controlling ideas () yes () | will loakthe evidence reasons and the
controlling idea three things () evidenceae#son or reasons evidence and
controlling ideas () | will look at them ¢hHen | judge that topic based on that ()
because we have given in our teaching we gigesn a number of evidence ()
and then how to reason an:d how to make wbarwant to write () we make
pree pree pre-writing with some controllingad there () so if these things are
not there so:: | may judge it uh bad piecedting

Facilitator: but if these things are thereb(1) the problem is the quality of
information itself like fallacy () it is a gd writing () every thing is there but is
not uh strong kind of thing (') how will yourew will how would you know this
one is a good writing and this one is not7iké the one we did in the: in the
assignment of passages ()

Student 17: yes when the reasons and not gugpthe conclusion () yes which
the conclusion support does not support thgomes () so:: therefore () | can

judge it like that

Facilitator: ALr:ight () do you want to addyhing? () ALr::ight () let us move to
the last question () what is your reactmthe:: to the study itself () | need your
personal reaction () | want you to be siagaru just tell me the truth () what is
your own reaction to this one () to the iméation itself? ((The teacher translate
the question in Arabic))

Student 19: | think it is good and big additto me = to your own English skills
about it () because | study in this coursenény things cannot know in another
study for the:: secondary school or the BSsitool () I think it is good

Student 16: | think you know () we are alteheve are students we are medical
students () so the medicine it is logicdlig specific it is uh this type of
learning uh uh we are study is put you in ghrlogical way () in specific way
() so: that is it is uh suitable and besitsan to our problems uh if the problem
we are facing in the past that is uh we are/iosén uh when we are write () |
write something like mere talk write () angtjwrite just write explanation
description () don’t evidence no view pointreason no () but in this learn after
this learn () I think if I want to write sothég association with me uh uh a view
point new point evidence () reason and caiafu( ) all that make my paragraph
very or my uh assign or my my text very clga#ry clear very specific () that is
that suitable way for ours | think that

Facilitator: what about the level of taskdé\el of the work () class work | used to
give you () do you think they were () wgood () works | use to give you
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533: Student 17: yes uh the level of the work ub good actually () but we are = we are

534:
535:
536:
537:
538:
539:
540:
541:
542:
543:
544:
545:
546:
. Facilitator: what about the strategies uhhghdass strategies () the way we teach
548:
. Student 16: yes

. Student 17: very nice uh uh yes () becausedf all we are grouped () then we
551:
552:
553:
554:
555:
556:
557:
558:

547

549
550

559
560

562

573

577

not doing it in a () save way () that suggto be done () some of them we are
not submitting them (') we don’t write uh eflion some home work are not
there given to the teacher () these are gakwwarts which we have done actually
() but the lesson or the study was verycéitfe and also () the other part is that
uh there should be punishment for us evemg ¢lon’t do that should be give a
punishment uh uh | don’t know the teacheelléie that uh uh so that why
people don't write reflection () yes so::we should have also do all these
things (') there is a certain assignmenulctaot do it () | tried my level best |
wrote it in paper here () but | have not tentit in uh it was very tough actually
() so | could not manage to but it was \gogd by way () yes uh it was very
nice effective way of writing of teaching i help us a lot uh now will be ready
for our Medicine study after () when we fimikie course () it was very nice
actually enjoyable

starting with discovery then groups () da yoink it is a good strategies?

discuss uh then from small groups we mowbedigger group () which is the
groups they joined together they unite tltgas then () after that the ideas we
elaborate it out () so by that way is gandhke those who are weak to come up
with the uh with the others together ()o®d ( ) because there are some
proverbs saying that uh many hands make vgihk inany hand work light () so
what | have seen that uh to do to start withlsgroup and uh then join the

bigger group and () lastly the teacher (makes work light = it make other
people to understand quick () it is very moeery nice actually

: Facilitator: anyone who would like to add stimey?

: Student 16: | think in a group uh in a groigrdssion or in a group debate () that's
561:
: Student 17: yes uh it also uh | have to adaetbing also () that to in uh debate
563:
564:
565:
566:
567:
568:
569:
570:
571:
572:

improve our pronunciation uh our our arguragnt

form it should not uh it should not be onlyeanshould be many times because
uh () some people they cannot = they canthéy have no courage within
themselves to stand () when people lookeap#ople then () you speak they will
be shy and even trembling uh they could npsaard even () when they look at
people =looking at them they will say | amrgpto say something wrong today
uh and they will laugh at me and uh all tike that () there should be a time to
be given uh enough time for doing that ( )tfoee to four times to let those who
are having that () in their capacity to reedwh uh we remove it out by doing it
three four times () it will take that fearanand they will be able to speak in
front of people () without any problem onlgré

: Facilitator: now as a result of what we wedickin this course () do you think
574:
575:
576:

your attitude towards reading and writing blaanged and how? () do you think
as a result of this course has your attitdidahuthe way you look at writing has it
change or is it still the same as beforan(d if changed how?

: Student 17: for me it has changed () beckst¢ime when | was in Secondary () |
578:
579:
580:
581:

do write only when things are given to me soihe points are there uh uh then |
write about these points () then like th&it| move from point to point and then
() I'don’t even think about what is uh whet the transitional words to use () to
connect these things together that was dgrofsom from this lesson () | got
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582: that () I can maintain piece of writing codr@rtogether by using transitional
583: words () when to use this this when to uskdwever when to use therefore and
584: for these reasons and all these () sinceathtigis we were just uh using it that
585: they are uh but now as far as () this cousanage to deal with them in a way
586: uh if that not up-to-date uh can be good wrificthat situation better than that uh
587: was very poor and secondary uh was actuatlyp@or indeed () but now it

588: becomes fair pushing a little bit to goodo(1 very good but pushing from fair to
589: good in between fair and good ( ) hope thaning time maybe () better to very
590: good and excellent

591: Student 16: yes

592: Facilitator: any addition? The::n have youngany insight as a result of all what we
593: did? () something like insight uh somethinat you have learned and become
594:  yours () have you have some kind of insfgi this study () | mean uh | don’t
595:  know how to put it in Arabic () ((the teaclexplain it in Arabic)

596: Student 17,58 Glala (e il 223 [yes | benefited a lot of things] () yes | have
597: benefited a lot from some words () | havemswocabularies which | have not
598: seen before () | found them it was very tilee fallacy uh | didn’t know what
599: was fallacy before uh | was just uh | haveen@ome across it even () just found
600: itin a paper this fallacy uh and this la:nd

601: Student 16: types of evidence

602: Student 17: types of evidence and all thig (vas not uh | don’t know what = |

603:  could not know I can () | know the evideligéout | don’t how many types of
604: them are there () reasons and the some comclsometimes () | gotitin

605: writing composition that there is introductiohbody and conclusion () but |
606: didn’'t know that there was intermediate cosidn and the final conclusion () so:
607: these are the things | got it new () a latheim some words uh | got them and
608: vocabulary in point of vocabulary () | manage uh uh learned a lot from the
609: vocabularies

610: Student 19: | think in the last uh in pasidi¢hink the English is very difficult () |
611: don’tlearn it but now I think the Englishvery good uh and it is easy to uh for
612: learning but some word for learning

613: Facilitator: so:: it is now () English isitilé bit clearer now than before?

614: Student 19: yes

615: Facilitator: alright now the last one () douyhave any suggestions of how we can
616: improve this course? Do you have any othggsestions?2:\~ i« [suggestion?]
617: Student 17: yes ()

618: Facilitator: do you suggest anything () fae ta do adjustment uh change anything?
619: Student 16: | think the course is very inténgsit is to me uh very interesting

620: course and we are enjoy by that () but Ikhtithat uh re-write something we can
621: use another way to () that mapping use mggdpéfiore you begin to write () |
622: think that is the key and re-writing is whainh saying

623: Facilitator: OK you think that we should ngkdor reflection?

624: Student 16: NO NO when | want to write abaurhsthing

625: Facilitator: yes

626: Student 16: beginning by a map of somethingyia map of something uh planning
627: something and () start by () and staretar= to read this topic () | want to
628: write that is decrease my re-write = my wantetwrite again

629: Facilitator: yes OK:: yeah yeah still you ddike this idea of producing many

630: copies ((laughter))
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676
677
678
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: Student 16: NO | want to find solution to ohttjust
: Student 17: yes my suggestion to the coursetied uh uh the course is very nice
but uh uh the only thing which | faced ( tanakes point of reflection to be
tedious and boring because it has got a tepe(i)
. Facilitator: UH so reflections became too nfany
: Student 17: too many many repetition someéimee questions in the other in the
other lessons is repeated () here so if sameomes to see uh he will say some
couldn’t I myself even couldn’t see the teads meaning the things which |
have written () or what when he read it got the same as the one in uh uh so |
could not judge it the problem that () wheoine to analyse | found that these
questions is apply for this paper only nottfe other one before () so: the
questions is the same but uh it is in diffepaper and then again also the the the
time of lecture was not enough ( ) becausefiaction there we were given that
some reflection they say you have to do thenclass and we we we are given it
to go home () and there is a home workeasdime to be done uh uh also we
take it all home () when you go home we ébttg write the home work () we do
only part of reflection some are forgetting)itso I think | suggest that next time
if there is a reflection if it is to be domea class ( )it has to be done in a class
them home work is to be taken home it hastddne at home and () if it is uh if
you see that the the homework or reflectsoioo big students cannot do it in a
class () that paper you have not to give voonle uh uh you just give them
reflection () they go and do it at home andf (here is a home work it has to be
done as homework when home work is too biggee homework to them and
reflection is not to be there () BEcause thathy people ignore some of things
() alot of homework | have not done ( )yis@lf some reflections () | have not
done it which is too bad because if we we @dwalve done all these there there
would no () there is no problem () but #ditoo problems and there () but we
will come to fill it to deal with it later oafter when we start our () or when we
go home for short holiday () we will be rengsit this and manage to do that ()
but you have not see it that is the bad sidielwyou should have to see it () so
that to see whether we have done it gooduf aibyway no problem
Facilitator: uh sometimes it is not necessaryne to see it () but it is just
encouraging you to keep on writing
Students: yeah yes
Student 19: | think the the course is goodathneed to change () but some
addition uh in the course uh study writing andce LIS 3is [for example we
talk about] speakinge Wil L[and we did not talk about] listening uh is very
important for the syllabus
Facilitator: to add something about listening?
Student 19: yes
Facilitator: OK:: ALr:ight listening part of Ok Ok
Student 16: | think the course is a big jumpg uh from old English to developed
English () I want to say here if you = ifymcrease the debate that is it will be
improve our pronunciation () we have hawe$aa serious problem here () in
pronunciation so:: in debate () we can inprour pronunciation so:: increase it
: Facilitator: ALr:ight () so there should bem debates?
: Student 16: yes
. Facilitator: OK::
: Student 18: | think in writing uh we need meoeabulary and () the use of
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690:
691:
692:

punctuation in writing

Facilitator: do you have anything else befa®se the session?

Student 16: | think uh that uh before we gddbate () you can ask anyone to write
something about () debate uh before he dgoinigbate uh that is improve debate
too

Facilitator: OK:: so instead of saying prepgoarselves and read () | should give
assignment first () write about this?

Student 16: yes

Student 17: we thank you very much for theseu

Student 16: the course if fact uh uh changewnite not = not just write and read ()
it change the way | think thinking about dniyg () it very nice () very good

Facilitator: thank you very much () wish yallithe best in your university studies

() bye () bye
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Appendix 11 E: Transcript of the Second Group Post Focus
Group Interviews

1: Facilitator: thank you very much for your comitogthis post focus group session () in
2 fact () 1 would like to say at the beginnitngt ( ) feel free to say whatever you
3 would like to say () express yourself freelylgr | want you to tell me the truth
4: () because there is some parts here in whigh &sk for your personal opinion
5 () because unless | knew the truth | wouldbeotble to adjust or make changes
6 on these strategies and ()it is really veryantgnt that | should know your views
7 on certain issues () however in this sessiam Igoing to repeat the same

8: guestions that we discussed in the first fo@ssisn to really see () whether you
9: have got some changes in your answers to thesstigns than the previous

10: ones () so what | would like to start with ishat do you understand by critical
11: thinking? () | mean define critical thinkingded on what you did during this
12: period () what is now your understanding dafcal thinking? ()

13: Student 20: first of all () what | observedabcritical thinking {

14: Facilitator: yolur voice please}
15: Student 20: OK: first of all what | observedhat critical thinking means something
16: you have to think deep and deep () like wanthink about something () if
17:  you gave = you give or you give the the thaltdsr it () you have to think

18:  about it that result means (') you have tokthieeply and deeply and deeply ()
19: this is my opinion when | think about criti¢hlnking ()

20: Facilitator: any addition () anyone who woliké to add more?

21: Student 21: critical thinking is how to conaaie ( ) how to concentrate and focus
22: about () what we start and thinks abouthf)king about it deeply () it is a hard
23:  =itis hot thinking

24: Facilitator: why do you think it is a hard tking? () Why?

25: Student 21: butitis ()

26: Facilitator: is it because you have to thinkmlg that is why it is difficult?

27: Student 21: yes yes ()

28: Student 22: OK: uh critical thinking it is inypant for everybody who uh want to do
29: something () because if | have any problerthah| need solution for it () it

30: needs to think more that is critical thinkingi{ is difficult because it take more
31: time uh that is my opinion but it not uh{

32: Student 20: {OK in addition () critical thinkgnmeans
33:  something when you are starting somethinghkehifiyou what to be the the is
34. call=you what to be the is call () the stienh the scientist the scientific
45: man () or you want to describe somethingdy lgave to think about something
36: uh and to think from the evidence of it ( Y@think about it uh when where

37:  where is the foundation of it () and at mdaat &it = at and to bring uh something
38: meaningful from the deeply thinking

39: Facilitator: OK:: good () now () from younderstanding of critical thinking ()

40:  your previous and present understanding () @owou think when you were in
41:  Senior Secondary School () do your studenty €9 do your teachers ask you to
42: be critical when you write anything? () assigmt o::r something like that () do
43.  they really ask you?

44: Student 23: NO::

45: Facilitator: NO?
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46: Student 23: NO:: yes

47: Facilitator: OK:: so () you think that theyrdbalways uh ask you to be critical in
48:  what uh what you read or write?

49: Student 20: | have some notice that many = nodinyany schools in Senior

50: Secondary Schools uh are not the same fadhens = administration of th:e
51: kind of teachers there uh are not the sante¢ause maybe () you will get some
52:  teachers give you the assignments ( ) and égsngu what? () to think about it
53: uh to bring more information to add uh at wiatrought to you () but at the
54. other uh at the other schools maybe () yoluget the teacher uh if the teacher
55:  are not () or have not complete informatioawlsomething () it means what he
56:  want you to write something () that he gave lgecause () if you bring

57: something from outside uh and he doesn’t knbawgit uh he will not give you
58: the marks () which is uh uh which is broughthat? to () that degree because
59: uh he will put you to think about only the agsnent uh he brought to you

60: Facilitator: SO: only give me what | gave you?

61: Student 20: YES: yes = yes

62: Student 23: yes

63: Facilitator: OK: it means based on your unaerding () critical thinking is not

64: something being applied in Senior Secondahp8i¢

65: Students: ye::s

66: Facilitator: AL:right () let us move to thise () now what is uh now your attitudes
67: after we did this course () what is now yatiitudes towards writing () do you
68:  think that your perception of writing has chadgr not changed uh as a result of
69:  what we did?

70: Student 20: | am not understand your question

71: Facilitator: AL:right ( )my question is thig @s a result of wh what we did during the
72: course () DO you like or dislike writing noW? DO you feel you like () or

73: dislike writing {

74: Student 20: {I like writing}

75: Student 23: | like writing

76: Facilitator: and what are the reasons? if ykeiit () why do you feel you like it? ()
17: and if you don't like it why?

78: Student 1: in my opinion teacher () I likeatdte () because writing is

79:  something very important in future () as yowWw () if you want = if you want
80:  to write something about uh () if in my spdisation or my college () they are
81:  going to give you some some call () some assénts uh if you doesn’t know
82: how to write () it will be difficult for you kn how to write it uh it means that ()
83:  the writing is very important for who are tody something () and how to uh
84:  describe something at uh a good way

85: Facilitator: but some people don't like writthg

86: Student 23: NO: no () no people don't liketimg () no people uh don't like writing
87: uh all of them they like writing () becaubéstskill is found in any any subject
88: uh for this reason all all all people like wrg () but the people don’t know uh
89:  the step uh how to write this () how to uh howvrite

90: Facilitator: they don’t know the steps of hawitrite?

91: Student 23: yes

92: Facilitator: SO: you think that () they dolike writing just because () they don’t
93: know how to {

94: Student 23: {I like 1 like writing uhelsause | uh in this course () I study how to
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95:
96:

() how to write () to write any topic youwavant uh and the steps uh how to
how to start the:: uh writing until you end tiogic

97: Student 20: also in addition teacher () nogre¢hare no body want or uh no body

98:
99:

100:
101:
102:
103:
104:
105:
106:
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108:
1009:
110:
111:
112:
113:
114:
115:
116:
117:
118:
1109:
120:
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122:
123:
124:
125:
126:
127:
128:
129:
130:
131:
132:
133:
134:
135:
136:
137:
138:
139:
140:
141:
142:
143:

dislike writing () maybe everything now irettvorld () it must take the writing
() also if you want to read the book uh yead the book uh if you want to go
and practice it () it needs the writing {9ficourse () itis everyone it is () it igsa=
= [that’s to say compulsory]
Facilitator: what?
Student 20,5« [compulsory]
Facilitator: OK:: compel
Student 20: yes it is compulsory for everygamg to study uh has to know about
the writing () how to begin it uh and howetad it () because you are going to
be graduate maybe () it means that () yelkkaowing something uh you are
knowing something about how uh to learn somgtf) suppose to you that uh
you have to know () how to write if you waatuh like something () if you are
a doctor you are to write the the report fiar the who are are iliness () you have
to know how to write something
Student 21: writing is a very important skij)lbut for me uh in the past uh | don't
like it () but now I like it () but the potem uh | face is () how uh I could could
try try it uh about the words uh the wayghat is my problem () but it seems uh
it is a big problem () but uh I don’t know bbw | overcome it
Facilitator: so you think that uh as a restithis study () there is a change in your
attitude uh towards writing?
Student 21: yes
Facilitator: but still you find a lot of pragsh {on how to keep on writing}

Student 21: {on how to keep on writing} yes
Student 20: in addition teacher () yes ugréa with my colleague uh | am got uh
some changing in the way of writing ( ) besmin the past uh there is some
challenges uh face of me of me of uh howutctipe writing uh at a good way ()
began from what and end by what () but ulk him seeing uh there this course
() some there are some results uh | amt gotit is very well uh how to began
this topic uh and how to end it uh and to mthkereader () to make the reader

uh who are going to read uh make it to kngwes () there is something uh
concern which the topic is talking about

Student 22: OK for me writing is very importér) but uh there is a big change ()
uh at when | was in past and today () in phdtdislike writing because there is
no () incoherent idea () ideas just uh il want to write about something () no
controlling idea or no main idea uh puttihgrh in all uh one wait after that ()
when | read uh there is no something gogdgt)uh | put them uh like that ()
but from now uh from the course that we did know what uh uh how can | put
the main idea () how can | control the mdeei uh also conclusion () | can do it
uh that make me interest in writing () evén don’t know uh the dictation ()
but uh I can do it uh in simple way () theting

Facilitator: AL:right then () what are thdiaties that you do () before finally
approaching your writing task? () before gtart writing uh what are the
activities that you do? (') say uh for examgénning () listing your ideas ()
reading if you don’t know anything about tbpit () DO you think these
activities are important? As steps before an start writing about uh what you
want to write about
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Student 20: can you repeat this question again

Facilitator: ((the teacher repeats the questiArabic))

Student 20: actually yes () it is importahthecause you have to uh put your = you
have to put your writing uh at controllingyM@ beginning with which is which
is what (') which is genuine which is genuindecause you have to start with
uh something like when you () get us or braudh us with the way uh how to
put the the writing in a good way uh at thistffirst of all () you have to think
about your topic uh and you have to collectryoyour () information about
what uh you are going to talk uh to write adbuh and after it uh uh you have
to make conclusion about what () the topig &ce talking about and also () |
am seeing that uh you have to prepare yourkdtiefore you write something ()
it is very important

Facilitator: do you normally do this (') beforou start writing?

Student 20: before uh when | am not startabigse () | don’t know how to start uh
how to start to write something () but whetart this course () | know way the
way of start uh to writing something () yoave to prepare yourself uh before to
write something

Student 23: this is important uh for exampleou uh if | want to write something
before () I I start () | put my main idepgnd | write in the another paper () and
then uh I am not uh I am not put any all tipking in this write () I am go and
come and found = | find something uh | wantiake uh to commenting () | am
uh | find something uh | wanted additionhatt( ) for this uh I want to put in in
another another paper () after that uh #fieruh 1 come to write uh in the final

Facilitator: it means uh getting a lot of imf@tion uh before you start writing?

Student 23: yes

Student 20: after you getting a more inforpratih you have to come and put it at
the good sentence () and organise it ulhvéyhat? () by the which uh call uh
genuine = genuine {

Facilitator: {yeah coherent

Student 20: yes

Facilitator: AL:right () OK () let us move this question () do you bear in mind
the following when writing () when you areitivrg () do you always keep this
in mind that you must have a purpose () 6fsll you must have a purpose for
your writing? () Do you always put this inuyanind?

Student 20: purpose?

Facilitator: yeah

Student 20: purpose which what?

Facilitator: purpose which reason why youvariéng () objective of writing () DO
you always think about this first? () DO yalways think aboutss! il cu
[the reason which makes you write]

Student 20: I'm seeing there teacher () r@aan write uh something without
reason () if there are uh no reasons uh wlyaye going to write it?

Facilitator: SO: there must be a purpose?

Student 20: yes yes if you are going to wsdmething () it is really there there is
this () reason there uh let you going tdevsbomething about it () if there is
something uh if you want to write uh thedetor your friend () you have the
reason () that is why you wrote the lettenyour friend () because maybe ()
you are () you have a lot of time you uhsew him () this why uh it means that
uh it is a reason let you out uh to write stmmeg
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193: Facilitator: any addition? () and also ( )y always keep in mind the audience?
194: () I mean the audience () readers whenayewvriting () DO you always

195: remember that you are writing to readers uhmast be careful because uh some
196: people are going to read your work?

197: Student 20: yes uh when you are writing somgtt) for for your your readers uh
198: you have to put uh the writing uh at the ge@y () to get in to believe your
199: what uh you are talking about () becauseuf gre not uh let in to believe what
200: uhyou are talking about () people will neteive uh what you are talking about
201: () and itis suppose to you that to uhHetreaders uh to believe your uh talking
203:  or () to believe your message

204: Student 23: | am not agree with him () | imgtsomething uh | feel uh | feel it is
205:  right uh some uh people don't think uh tisaight () but | give him uh | give
206: him () the evidence uh to tell us why = wbyedll them uh why why | found that
207: isright () for me

208: Facilitator: do you all agree that () itmsgortant that () when you are writing ()
209: you always think about those who will read yoork?

210: Student 23: NO what say uh | am writing

211: Facilitator: ((translates the question in Acabhen he felt students did not

212: understand it well))

213: Student 23: yes | put () but | write someghir | feel it uh don’t they feel () but if
214:  he feel anything uh | can give him the evadef) why I think this is right

215: Student 20: OK teacher () as you know mampleehave the way of how to write
216: something uh for somebody () maybe uh ydugst somebody () he will write
217: uh something when you are writing () he miaikeself that as a writer () after
218: uh he complete it uh and organise it uh amdvghich is the challenge () after all
219: that uh he make at good way () who will makeself () that is a reader began
220: uhto read it before to send it uh to peopleto read it () and to let himself like
221: thereader () to read to saw the challengaftein challenge it () he get the same
222:  challenge or the same mistakes () he wilthdnge the same uh mistakes before
223: uhto send it to another person

224: Student 22: OK: in addition to that ( ) and geople who read my passage or my
225: invitation card uh are different way of eduma ( ) there is uh professor and
226: there is normal uh persons like in who in séemy uh in primary so () when |
227: uh write something uh | want to be care ygaht to take care of my way of

228: writing () because when uh | want to writetalsomebody like () manage

229: manager {

230: Facilitator: {manager}

231: Student 22: manager () | yes uh there isefayriting () excuse me

2320 A8, 3 5e Js M85 ,5S S 55 S AWlS (A elad) a3 ) gl (g JU Leads oIal) i J g5 (8 1 sl o plda
233: G S8 by gl (Sl degds ol J5)

234: [to move away () it was said that somebody wrotBt Shadad then spelt the
235: word football wrongly so () what the man dids that he tore the letter () if he
236: was a normal person he would had guess wkaivther meant () but because he
237: was a professor he was very meticulous] slowdnt to take care of uh my way
238: of writing to somebody () how to write it abrrectly

239: Facilitator: so:: it means that () you havdédé careful about the way you will be
240: perceived by your reader? () so:: thatheeshould not have a negative ideas
241: about you () then what about making your sddaar to the reader? () DO you
242: think it is important? () That you make yadeas clear to the reader
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Student 24: yes () very important

Facilitator: why do you think it is important?

Student 24l 5 s S8 (5% 0 5Y Segdy 8 Olie [for me to be understood | must
make my ideas clear]

Student 20: OK: in addition teacher () to mak the to make your ideas to the
reader = to the reader to be uh very cl@¢ao( put the = you put the main idea
() and explain it very very very large uleewou explain it maybe () you
explain it at different way () maybe uh apglenEnglish () and there are which
call the high English uh uh maybe the readeggyoing to see this passage are
maybe () in Senior Secondary School uh magee of them are professors ()
here you are going to be careful uh to wrijtevben you are going to send = to
send some passage uh or some essay to pgaplevbien people are going to
read it () you have uh to take care uh likatimy brother colleague said that ()
you have to explain explanation of uh youaglah very clearly () you let
everyone which uh read your essay () healsth () you have to make it very
very attractive to anyone uh who is goingeadrit () uh to let him keep to keep
read read it to uh understand what you atalding about

Facilitator: OK:: () good () and () do ythink it is important to support your
argument with evidence?

Student 20: yes () it is very important tport your argument with evidence () if
you have no evidence uh uh who will beliegarywhat? () your ideas

Facilitator: AL:right () and what about theseem of multi-draft () making more
them one draft () when you are writing sonmgl{ ) you write uh you put it
down () then you come back again () youeniti{ ) you make changes () then
you write again () DO you think it is a gaggstem of writing?

Student 22: | think it is good () but uh ()» = 524 Jawhat can we say | means
it] yes it is uh time consuming

Facilitator: it is time consuming?

Student 22)axtiue Lo gl il (S3elid g ellging Jimy Janiine QS 1) Jny S ) ellging
[it is a time consuming () | mean if you ardaurry it may waste your time but
if you are not in hurry] you can start it ulamy many time uh you uh write

Student 20: in my opinion | am seeing that Ineafy) it will be uh important for
some people o::r it will be important uh fonge people () like which like uh uh
the punish = the publisher like which uh uthizse are working in newspapers ()
this will take longer time of them uh uh besathe news are () | mean
repeatedly or what coming by what? () meatiegnformation he wants uh if
you read something uh wrote something and dietwn () and wait for another
information () maybe it took the time () base uh he want to publish it to the
people at uh that time () at that caseuhisiot important for those who are
working in the newspapers () but uh for thuelents or somebody are uh going to
study something or uh going to research uhesloimg ( ) it is important for him to
make that way ( ) because to collect sonwnmdtion and uh make it and uh go
other and collect it () because that is #search and it is uh important for you to
collect your information to make () your rass very to uh be very good

Facilitator: but don’t you think that () evems uh this uh newspapers () they are
the ones doing this more than others becausegiece of news to come out () it
goes through many hands (') editors () yod weur information in () they go
and make correction () editing the languap#€y pass it from person to person
until they are satisfy that it is in good sadyefore it is uh then published () so it
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is not a work of just minutes () they takerag time revising it so:: that readers
don’t form bad opinion about them

Student 20: I'm seeing that maybe () it wHlbecause there number of them are
very high or they are very very major () dnese it will uh pass from person to
person uh it will not take the time () besait pass from person to person ()
means that the person who are uh comingtatiéperson () you are uh going to
revise it and to see the mistake () but &spn who are going to research uh
something is difficult

Facilitator: NO:: in fact editors () they ttos revision regularly even if you submit
your paper now to them (') they will go anlit & () take out what is not
important () SO: they do it a lot

Students: yes

Facilitator: do you think when you start wrdilater on () DO you think if you have
time () that you will continue doing this?

Students: yes

Facilitator: it is it is difficult when you ardoing it uh using hand written work (')
but if you are typing () it is easy becausa gan type () finish () you come
back uh make some changes until you are watigh it () but when you are
doing it manually () it is really hard it &s&time as you said () but do you feel it
is important? () something important in fenaright?

Student 20: yes it is important in my opin{ort is very important uh because not
to let you uh ubiss Ul oLl dluss [embarrass yourself in front of people]
((laughter)) because you are a writer yobd yery strong on uh what you are
talking about

Facilitator: what about this? () the issuaading your own views () that () when
you are given an assignment () you donagw collect information from others
and put this information as you got it ( j pau keep adding your own voice ()
your own views () what you think is true &a®n your analysis () DO you
think it is important? () to have your owric®

Student 20: yes it is important teacher (t)ubuit is () there are some difference
here uh some challenges here o::r you witl Same people uh who are doing
this and uh some people are not doing ibfespeople () who are doing this if
uh you are experience about something o::rayew::r you have background
about uh what you are going to do () it mehasyou have experience () you
add addition into what you are going to reslear you are going to talk about it
() but uh for those people who uh are nate=not enough information about
something () will bring the research as waé Jawill bring the assignment as
they collected
Facilitator: so: you think that () somebodyoahas not understood the topic well
cannot add his own voice?

Student 20: yes cannot add his own voicé you are not understand what you are
going uh to talk about () and you have n@nbugh information about what you
are going to talk about () how can you td &yladdition something ()
concerning what you want to talk about (i$ it needs uh enough information
an:d it needs uh also the experience or skitleof something

Student 22: OK: adding information is very ortant ( ) but there is difficult ()
because when uh | want to add uh my own mmébion to assignment that ()
need more evidence uh because uh | can’'t@ddthing without evidence ()
that is a difficult of adding information pt if it is just adding () | can add my
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view uh but evidence is necessary

Student 20: in addition to the point of viefamoy colleague () yes | agree () yes ()
you have to make the evidence uh like if waunt to add something to () to
what? () to your research or to your whayqy are going to write about () you
have to make the uh evidence because uh idgdisomething () the body or
somebody you are going to bring to it () Fentwou to bring out the evidence ()
why you add this uh and what is the relatiqmbetween them which means () it
need you () it need you () it need the awigefrom you () that the new addition
you added is true

Facilitator: then in this what teacher () wkiad of teacher would you like () the
teacher who will give you assignment () gd arite () you go and write what
is there in the book without making changgser(the teacher who uh if he ask
you to go and write something () you go arskensome changes () and make
your own discussion () and add your own pofntiew () which one would you
like?

Student 20: in my opinion teacher () | sawynstudents unlike the teacher uh
which is uh let you go to write somethingahich in the book {

Facilitator: {which is only in
the book?}

Student 20: yes to write something which ismhiich is is {

Facilitator: {copyiegpying}

Student 20: yes copying () it is really braadt is uh very very given () you have
to take it and copy it () and he will giveuythhe marks () but for those who uh
are going for those who uh are need the tedghend give them free to collect
information from other o::r uh let them tollke research for something ()
maybe this the people who are () this ulptaple who are doing this () maybe
they are genos {

Facilitator: {they are what?}

Student 20: genos

Facilitator: genius?

Student 20: yes () genius to think about sbmeg () maybe uh they are good
thinking uh or maybe they are going to besitientific and so on () but in my
opinion uh on what | know from students @ one of them () | want
something given ((laughter)) yes given

Facilitator: SO: you want something ready?

Student 20: yes

Facilitator: so: to be asked to go and stupwlty this is this and why that is that no
() you don't like that? () ALr:ight () bdb you think is it because that is the
way you were taught in our schools? () ieitause we were taught that in our
schools you just copy bring () so if if yoens taught differently perhaps maybe
you would take up this steps?

Students: yes

Student 23 V) dala Guy (i) el (5 )5 e Le Sl )3 ol s 4y Jlad 5S¢ ) Dl
g smsall i) g aala Capdl 5 sl el i 1S Gl OIS U1 ORI a3 s (o b G 4

b OIS Sl ala Canal o Ul s Le oo Glala s Ul sl 5l 48 Jualad) sl o 5300
s o I Aalall agad) an yaall
[for example the study is more commercia yusnting marks () it is not
necessary that | should go and researchsf ypu give back what the teacher
taught () you the important thing you needk®4 ) but in my opinion this () |
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403

mean | should be allowed to investigate oromg the thing | am learning ()
study it and explore what is there () thitigd | feel not true () what | need to
add like that () but in the school the impattthing is you give back what you
were given]

School () this way make us no advantages tah Jiu) b o3 2a) ja L dzalal) Lis bas

o=[when we came to the university frankly teachemregretted ] he give you
something () and you just copy¥[because] we are lazy students in Sudan ()
they are lazy uh they like sleeping and uhglonore things is not uh important
() so here in the university () | like tkacwho give me uh more thinking uh to
think about something () but in the past gon’t know what uh where is =

where is where is going to happen in futurerfly teacher gives something to
make marks uh no more than that

is really very uh uhpiié siay ol i) ) 5250 Lo ool AlS8al il ael iny

[I mean what exacerbate the situation waswkavere not trained how to search
for information] to research something (S[but] | see in this way in this
strategy () | see itis important it is rgathportant to make = to make
somebody uh to create and and go uh to résadocmation () but for example
uh when we have fourth year in Primary we a¥eha teacher uh that teacher
gave gave = us gave us gave us uh passageeandread it and and and he
explain with us () but uh when we finished ah we some anthel=s: &% [l
mean after two days] be uh came back andlubrasand we uh tell tell us uh to
read = to read again and uh he came to expldie class uh and what uh uh we
understand for really that uh | see wiall & IS G adle o) goay 4la Liadin) 4l Ladin) iy
03 (5 ) 4wl 50 Ll La )8 L i 5 (K1 )

[we benefited from him generally () we benefitelot but that was in fourth
year and when we were promoted we never encathgeteaching like that]

Student 20: yes teacher () uh in addition | warddd something for the strategy uh

that which let you (') to bring or to add infaxtion for something () | am seeing
that uh it is very those people are uh or ththerthose people uh are study
something which benefit for them = to benefit tioat way ( ) because you have
uh this is the way you are going to benefit fribram (') that it means () you are
going to learn more ways uh to collect informatio

Facilitator: good yeah () OK () let us movetite next question () if somebody

says something that you don’t agree with () OKike in that debate if
somebody says something you don’t agree witld you give yourself time to
look for evidence or you just start talking basedyour own believes () what do
you do? (') would you give yourself time to loik evidence in order to come up
with a sound evidence o::r you just say whateesnes in your mind? () you say
it because that is your believe

431: Student 20: in my opinion teacher () when I'nSenior Secondary School uh and

432.
433
434,
435:;
436.
437.
438:

before | am come here =1 came here () | havave no () | don’t have uh that
way () when people are () when we have uh @elvdh some people () | don't
have the way that to bring to bring the evidefirédo | don’t know about what
evidence means at that time () I will just tatkrandomly uh and on what |
believe in it () but when uh I () but when | atady here uh some course | know
the way of debate of persuade of argument withedmdy () | saw that in
different way uh to leave somebody you are tgkinth o::r debating with to
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believe uh what you are talking about () youéhty bring strong evidence () that
is for him to believe () but when | was in Sanith | don’t think about that and |
don’t know what the evidence means at that timbecause | am still don’t know
which the debate means o::r uh which the benéargument () but now | am
re::ally I know way uh how to debate with soradp uh when we have debate
o::r argument () | have to wait just wait ancemome what your your what ()
you are talking about () and conclude it andkinig about it () and give an
example and bring the evidence after after ubreeto talk with you o::r to give
you the result

448: Student 23: | give you just to tell to tell me why you write uh why you write

449:
450:
451:
452:
453
454

455:

456
457.

458:
459:
460:
461
462:
463:
464
465:
467:
468:
469:
470:
471:
472:
473:
474:
475:
476:
477:
478:
479:
480:
481:
482:
483:
484
485:
486:
487:
488:

things and uh uh what are your evidence to utvlidt you write

538 538 4 Zom o2 dala (Ll 58 dala (S D 13 gaie g E1 8 e dala iiSn s A e 8Y
5z leod g s geadalle) al Ul od axy o0 4lin oy el o kit 508 L
daiie aly) (50 008 CSlu akalle) L s Evidence sz Ul g zoa Lo oo

[because no one who can write something from wacumean he must have ()
if or example he wrote something which he saeswee because of this this |

will wait until he gives me uh this then | idbme and argue him that this issue
IS not correct this one is not correct and | dira my] evidence [l will not just
argue without evidence]

Student 22: OK: somebody who give himself ttméhink about argument uh who
another person give him is important () neeaeven somebody tell me uh in my
opinion tell me () you are uh a dog () V&#o take time to think why uh he tell
me dog () because if | am start uh go give thie opposite somebody who uh
listen to me he say uh you are a dog (') goufgive uh yourself time to think
about somebody uh you are not uh you disagitbehim in something is
important

Facilitator: very interesting answers () vertgresting answers () you have gone
deep into the heart of the question () @Kuk move to question five () how do
you maintain your focus when writing () wheu are writing how do you make
sure that () you have not gone out of yoamnopic () that you are still in line
with your topic () you are still following¢hsame design and plan of your topic
in writing () how do you make sure that aly paragraphs are related?

Student 22: OK: () for me | follow the powftview o::r main idea () when | take it
and then uh | control the ideas and uh daick more information () because it
will be no () it is not important () | netmlsummarise it and controlling ideas

Student 20: in my way that () yes | will take main ideas of main ideas of the
topic () and controlling it and narrow i &nd make relate uh very strong with
the topic () mean that uh | mean that toovah the passage with main idea
uh over the topic and to conclude it with lné Yery strong relation between uh
uh the conclusion and the main uh idea

Student 23: in my opinion () first | put mly uput my main idea and and and {

Facilitator: {controlling
idea

Student 23: the paragraph put in paragrapmyrparagraph () I put one of my main
idea and uh explain it and uh give the ewidemhy I think that () and go to
another paragraph until uh | end the topic

Facilitator: do you think it is important {t)Js important when you write something
() you give it to some somebody else torgpbread it? () Do you think it is
important?
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Students: yes

Student 20: it is important teacher () bat never do that before () | never do that
before uh when | wrote something to somek{gdyhen | am finish it uh | sent it
just send it () I am not let somebody towrib

Student 24:s 2 S Js sl (55 ma e (S (e G5 O 5S) s sk
[I should be confidence of my writing andsinot necessary to give it to
somebody else to proofread it]

Student 22: for me | (') do this way () lgi¥ to another person to read it ()
because maybe | make a mistake when he réadhé says uh it is good uh why
you don’t change this to that and uh | warddd something uh like this and it is
uh it make it good () and coherent everybcatyread it in a good way

Facilitator: it is always advisable that { You write something as a way of making
sure that this is good () instead of trigsgrourself () you ask one of your
colleagues whom you really trust to read)ithlen if he says it is in line with the
topic () then you can feel assured

Student 22: but just your friend ((laughter))

Student 234 sklss (s (16 4= lea [SOme people may not tell you the truth] | prefer
to to give ! # sl I dsi us48le e Js) e ds) Y Wnot to anybody only a

person who for example | have strong relatigh and who will tell me the truth
that he read the] topic

a od slle 5 sV B S L) glle 5 mm sild 5ol shale giild sell anlall iy )5 oS L) )

$Y S8 el clalall (b ey ) a) el Al Bl (GUS  Gae b (Gaele Ul Jaeluy gild ey Y

et b Js)y e
[ wrote and tells me what he saw right and whave written () why he thinks
it should be change this will help me during seeond writing when | come to
rewrite | can refer to what he said becausermowho doesn’t make mistakes]

Student 20: in my opinion () it is very importdhat ( ) when both are working in
the newspapers uh are doing that way () if h@evwsomething he will bring it to
another worker and to overcome it () but | &mk that it is good () but in my
opinion () when | am study here in this cour$¢ am seeing that that way is
good and it suppose me to follow that way really

Facilitator: because sometimes you intend toens@mething just to find that you
wrote something else () sometimes you don'tyses mistakes

Students: yes yes

Facilitator: let us go to question number seve@b sorry number six () do you
think there is any relationship between reading) a&riting skills? () do you
think there is relationship between these twdisks a result of the course we
did? () DO you feel that there is relation bedweeading and writing? () do you
think strategies you use in writing are similastrategies you use in reading o::r
you still think they are two different skills?

Student 23: because | am write | am writing sdmimet () | read it before therefore
uh I think there is relation

Facilitator: no more comments ((directing the sjien to student five))

Student 24x¢l 483 i [there is relation between thed: [| mean] reading-

[not] typically s [like] writing & <8I Lexie (Si[but when | write in] grammaikeic
om s oSl i) alfwhen | come to read in this way | connect between]
readings [and] writing

Facilitator: Ok:: in your reading when you readnow do you make sure that this

information is correct or this informationnst correct ( ) how do you judge that
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538:

539
540
541

545

555

559

560:
561:
562:
563:
564:
565:
566:
567:
: Student 20: in my opinion teacher () am sp#irs way of teaching is very
569:
570:
571:
572:
573:
574:
575:
576:
577:
578:
579:
580:
581:
582:

568

583

this information is right or wrong?

: Student 23: | look at the evidence you puytaar topic {

. Facilitator: {you look at tegidence?}

: Student 23: yes uh and | think about it ihlitul find evidence very strong you give
542:
543:
544:
: Student 20: in my opinion is that () wheml sead something () | will follow the
546:
547:
548:
549:
550:
551:
552:
553:
554:

[ Il find this is I find uh your informatiois right but you did not give us the the
the strong evidence for this uh | did not fihi$ is good uh because you did not
give us en uh enough evidence to what yotewri

steps of the the the author which is writeeitause uh the evidence are many
types () maybe it will be at logical way anaybe it will be a personal
experience () | will know yes () this isaryes () this is not true and why this is
true and why this is not true () | will connpaih and see the evidence uh which
is support this what | am talking () yessitiue and uh why this is not true if
grammatically o::r is not true by uh whichthe information come from () yes
uh | just wait and overcome them which typewtience all types of evidence
and so yes () this is authority of this ot (ipthis is personal or a causal
explanation o::r not () this is what | am do

: Facilitator: any more comments () OK:: letnusve to the last question () sorry |
556:
557:
558:

have taken much of your time uh | think oiscdssion is very interesting ()
what is your reaction to this study () howyda feel about this study () what is
your reaction () the way you were taught gnedstrategies used {

: Student 24: { odia 5 4xies 4l )l

oy (Fiay S S Lo S Le e (m Ul dnilly (i S ouie S l) (s S

[the study is useful and interested at the seaame it is useful indeed that is to
say for me before () | don’t write () what alys do was] copymae: JS& 4w (Sl
23 (5 UASE (saie S Le (e (i oaS dala cuill (s | B ey Ol glaa () GV L) ) imads
2 el e g il o aell)

[but now I think then it encouraged me to go aedrch for information | read |

browse the net something like that | meawoneef don’t have such attitude or
such thinking just marks and | was not verjoses in academia]

important and very essential () because lugnw am come here uh | am saw
that many many way of how to learn somebapdwlto are going to start
something and and the way that uh when | aBesondary School () there are
big different in my opinion () when | am coimere () | am saw the way that
here uh you have to think more than you hdwtha something is be given to
you you have to take it very seriously () yave to take something uh very
seriously concern you about your thinkingl(sp when | am come here () when
I am in secondary school really teachertigve | haven't no vocabulary re:ally
() but now when | am here = when | analyseething () my vocabulary here
is increased than uh when when | am in Sé&eoondary School by what () by
working hard of course and uh let somebodyoiag to thinking () when you are
going to thinking if uh you think about somathyou will never forget it () you
will keep it on in your mind () this is whgtime to keep some vocabulary now
in my mind and uh | am think re:ally it isryevery important

: Student 23: | agree with my colleague () beeauh in this this is really uh good ()
584:
585:

because uh in this strategy | think | seaahething about something () | search
something and don’t the teacher uh give ndedam’t copy () but | search
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586:

587:
588:

589:
590:
591:
592:
593:
594:
595:
596:
597:
: Facilitator: so you write for marks?

. Student 23: yes

: Student 21: itis it is good as for me uh betbis this course () | have not any
601:
602:
603:
: Student 22: OK:: it is really () it is reafigeling for me = it is really feeling the way
605:
606:
607:
608:
609:
610:
611:
612:
613:

598
599
600

604

614

something | found uhkic i) Ul aie (i Jal @ o il o e cul aala ge (i) Ul ey
il 0aS el i 8 L e 13 Ul slla (51 5 aansi (51 aans il Undll) g el i el (5 5

Sl gl Ul 13k 583

[ mean | can investigate something () fxaraple if you give or tell me to probe
something | can do it on my own (') for | nkmow what is true or wrong you
listen to an opinion you listen to an opin{onf | told you for example this you
will ask me why and | can tell you the] evidenrkle &l ol Ul 4 508 culee Ul 4]
[why | did this and why | see this incorreict}]Secondary School the teacher
don’t argue argue with us () but give usttpc and give us the main point uh
tell us write the main point and write theitop) don’t give us uh topic general
write about something you feel it () but whdive something if uh you don’t
write he don’t give us the marks

background about English really () backgmbahout English and vocabulary
but now I () just to try talking | am notkalg before but now | () tried () | see
it is really good () but it is it is difficul

we did it is very good () my evaluation &y good because uh before we hate
English language () because when the tegiheius something write about
something we don’t know how to write about)itout when you teach us uh how
to write a paragraph () we feel free to witite) how to put the main idea and uh
how to conclude your assignment or your somgtkecondly () the teacher
before no uh teacher give you free free dsoasuh uh when you discuss
something () he give you just talk say timd aay this don’t go more than what |
do () but here the teacher say very impottangs and you talk free uh you say
anything () you don'’t feel shy because yaufege to say anything you want

: Student 20: in addition to that teacher ( )ewgluation to this course is that () this
615:
616:
617:
618:
619:
620:
621:
622:
623:
624:
625:
626:
627:
628:
629:
630:
631:
632:
633:
634:

course uh uh are encourage the the somebodware going to study something
uh like when you are come here at the beginfjrthis course are encourage me
to go and read ( ) because when you are @ngis the sheet this sheet
everything is not given and uh when | am gamgead it () | am going to read it
() how can | understand what is within gheet? OK:: at that time () | am
seeing this sheet this sheet needs somebdihgtthe information () need you
uh to think carefully and deeply () and | sawv that () | have = haven’t enough
vocabulary to understand what it means ( )sandn and uh I'm keep on asking
myself () why? How can | over overcome o:whzan | overcome this problem
() no way | am return back to dictionary adto read literature and so on () it
means now teacher () this is something coneex () when | am in Senior
Secondary School () I am study course Enftiskhree years and those
vocabulary I got uh I got there is not eno(yimaybe | will mention them ()
when | am came here this vocabulary whenrhghuh it here uh some
vocabulary different give us uh the very higlcabulary () when | am listening
to the BBC English uh | am understand whafpihie pub publisher has talking
about () I am understand = | am very = | @arywery happy glad () because |
am understand people who are talking Engl)sbut before | never = I will get
some some vocabulary uh maybe it will uh leithand this is what | am
understand (') but now | am re::ally re::glsd
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635:
636:
637:
638:
639:
640:
641:
642:
643:
644

645
646:

647:
648:
649:
650:
651:
652:
653:
654:
655:
656:
657:
658:
659:
660:
661:
662:
663:
664:
665:
666:
667:
668:
669:
670:
671:
672:
673:
674:
675:
676:
677:
678:
679:
680:
681:
682:
683:

Student 23: in my Secondary School | | thihkut I | read all English uh
composition comprehension summarise ( )lItfee all English () but after |
come uh | come to this course uh | find umireot study English before () I
study something different different uh in iec8ndary in my Primary School () |
study in two in in two two schools () | stuidySt. Francis in third class () |
study English and | enjoy this English uhuldst English is very good in in third
class | uh the teacher uh give us some senteret uh put in uh uh don’t don't
coherent and let us uh to coherent them ¢ afver | came to another school () |
found in five class they study the letter AABNd and | listen to the teacher uh
talk about abuok what is means abuok? araskéd him what'’s it means abuok

4 @l S I JU [he said  kitab | told him] a book a bodke! s8 J & pla A J@
zoA Jsi pla b Bews [he said if you want to pronounce it like that haeid good
and if you don’t want to pronounce it likestlyou can go out]

Facilitator: OK:: (smiling at what the studeiaid) what about the tasks () we use
to do in the in the the class () do you timdy were too difficult or something
within your range of capacity? () the levitasks () were they difficult or
something within the range of your understagdi

Student 20: yes re:ally () in my capacityl (9::ally yes teacher () it is very
difficult but uh you need to work hard to cx@me it

Student 22: OK uh before uh in the beginningtis re::ally difficult even uh my
colleague uh | don’t know his name () he egust one day and he ran () he
said Oh teachelx 2 3l [what is wrong with this teacher] ((there was
laughter)) so: if you understand what topi@amé) it can it will uh be it will be
uh easy for you () if you just understand tweaneaning = | mean () point of
view or reason it will be easy

Student 20: yes teacher () everything frogirbeng uh yes uh is really difficult ()
yes everything from beginning () becausewdumake you = will put some
fear in your = in your heart heart that magbé cannot do this o:r uh | can’t my
ability cannot do this () when you are thyea does something an:d you done
an:d do it hardly and hardly () in futureyiea () you will see it will be very
simple than when you were thinking before gtaut it () now () yes it is not
difficult like when uh we had it before

Student 23: in the beginning uh | want to &#us course () because | am not = |
am not understanding anything () but | affethis some s 4eul & cilal 5 Gl[I
continued in the so call what] | found sonmaghs good to me () to have
something about the vocabulary and uh theuartie how to develop your
paragraph and uh something like that () sbimgtl am not study in primary and
secondary

Facilitator: OK good () good comments anaduiiat about strategies () the
strategies we used like group work presemtatamd then teaching in small group
() what do you think about these strate@jegery good or boring?

Student 20: strategy () | am got teachest(dtegy here here is students in class in
classroom not teacher in classroom (') | atrcgmparing between this strategy
and that strategy in Senior Secondary Sahpbam got more lot or uh more
observe that here () the student feel frealkon the class () but there you are
just listener () but here you are the uh dbine = who done uh more something
= more something than uh the teacher teastiertell you the way an::d you you
do it practically () but at Senior Second&chool () you are just listener keep or
to collect information not to bring out youhat what you know about
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684: Student 23: | find this strategy is good ubéhsse if uh if in group uh something

685:
686:
687:
688:
689:
. Facilitator: OK:: do you think as a resultlois course () your attitude towards
691:
692:
693:
694:
: Student 240 & Luas A axi[yes there is a change in the] writinga 44 yhay CiS) Cudy Jay

690

695

696:
697:
698:
699:
700:
701:
702:
703:
704:

something of my colleague tell uh tell us sthimg () we not we not knowing
before and I I I uh get this informationl(yh think about and ask him what
evidence from this information and uh if ygivue evidence enough and and and
get this informationst JsJ (s o3 4 slall 2 e (S 09[N this way | have learned
an information from a different person] thetihy uh this strategy is good

reading and writing has change? () do ymkthecause of this course () your
attitude as you said before () the way ymk lat writing is different () some of
you said we use to hate writing but now wéhading () do you think there is
change in your attitude towards both readimdy\ariting?

[that is | started to write in a way that is] irder & s sall (e allay Lo Cuy 54y 58 435 3

[a little bit organise | don’t diverge from thepio]
Student 22: OK it is really changing for mias xS Huad & Sa[for me there is a

lot of change] because before () we do this sewh we study book called Spine
in Secondary (') that Spine give you a topic asklyou about it () why is this
good and uh when you go to topic uh you finddahswer () but here it need you
to think about something (') and when you thihkabout something you want uh
to read more and uh write more that make me Surehange my ways of
writing

705: Student 24:omss CaniS) Y 4 (iay (G 48 & siase 5V 4 (K1 (38U S L i b ey L)

706:
707:
708:

<<l 4dlifteacher before | don't argue but now any topicdiscussion |
participate because | gain some confidence gadticipate with] evidences
[like that]

709: Facilitator: OK another question which is vergsz to that one () what are the

710:
711:
712:
713:

insights you have gained from this course ( atndre the things that you have
really learned as a result of this course ( Jalbse you see something () you try
to form some other ideas that relate to the tiipgrhat are the things that you
can go out with in this course?

714: Student 24:lauuS s23h aals ile Siny ol (G 5 S8 S8 J5 0l (g e sil 4als aal

715:
716:
717:
718:
: Student 20: | think teacher () thinking is sohieg very important uh most people
720:
721:
722:
723:
724:
725:
726:
727:
728:
. Facilitator: OK (') now the last one () do yoave any suggestions on how we can
730:
731:

719

729

iy 5 Uadll 5 mall 5l Casdyad K& g ] the most important thing is that one
should think and think and look for evidencedan nothing should be taken for
granted it should be carefully thought of te séhat is wrong or right and to
avoid ] copyealall <LV 3l [ taking ready things]

are using thinking uh | analyse that () maylsy/ine acquire the mistakes more
and you uh get the mistake they are done ithelsome few mistakes not be
whole () because he or she is thinking more Swnething because uh if he seen
something correct o::r something incorrect (eréhhe will uh put it and uh also
thinking it up again () it means that uh youreot your mistakes for those who
are thinking they uh cannot believe you withouitlence ( ) because when you
are talking about something to him (') he wilwait and think about what you
are talking about () he will assess your talletider uh logical or uh illogical and
what uh evidence provided () thinking is verypmontant to avoid mistakes

improve these strategies () would you suggegthéng o0::n how we can improve
the strategies () something you want to be ghdr{ ) added?

732: Student 22: yes () | think debate it is very d¢q because everybody feel uh feel
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733:

734

735:
736:
737:
738:
739:
740:
741:
742:
743:
744:
745:
746:
747:
748:
749:
750:

751

752:
753:
754
755:
756:
757:
758:
759:
760:
761:
762:
763:

() to say something uh we need to add moretdebat what | suggest

: Student 20: yes uh | want to support my colleagumy previous colleagues () that
said the debate is very important because ulf y&se debate is very important
to improve your language () but we have to nhkerule on debate even uh you
are going to debate you are going to presend stand in front of your colleague
() you will uh have the rule () anyone wha@ang to talk uh is to remove the
Arabic stand to talk in English whether it is beo or in broken () this is the way
uh how to improve your language () if you gillk in Arabic means that () if
you are thinking uh you are thinking also in Aaway () it means that uh you
have to talk in English if you want to think sething () you will think about the
vocabulary of English uh it means that uh youiamgrove your English () |
agree with them

Facilitator: any other suggestions?

Student 24:8 (8Ll aual sl S & i y[also there is for example the issues that
would be discussed in] debatgsl Jai 4l & LUl (Sas = [ mean maybe at
the end people should come up with solutiongjtsmh <is<ll J=3 (Sas[which
may benefit the society]

Facilitator: Ok:: if you don’t have anything mdfe
: Student 20: {I want to add something}
Facilitator: OK OK

Student 20: because those group they said wawgtstiggested debate but | sugg |
sugg () 1 option that instead of debate uh botary in debate to change it to
argument those suggest debate and | suggeshangy ) | argument will be free
talking ()

Facilitator: any more comments () OK: | woulkiito thank you at the end ()
thank you very much for this nice conversatiocertalk and in fact () | can see
there is difference between the way you expresssglves during our first focus
session and today () as one of your colleagigelsit these two men (meaning
student 24 and 21) expressed themselves cleayglish and their English was
clear () the problem is only when you feel §hyout if you keep on practicing
you will see remarkable change in your Engli3hh@ank you once again

438



