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Abstract. This research was conducted to investigate the role that explicit instruction of
interactive metadiscourse markers plays in Iranian EAP learners’ reading comprehension
performance. To this end, 36 students of business management in intermediate level of English
language proficiency, both male and female, were asked to participate in this study. They,
subsequently, were divided into two groups of equal size, that is, control and experimental. Prior
to presenting the treatment to the experimental group, all the participants were given a reading
comprehension test. Then, the learners in the experimental group were explicitly taught interactive

© Fatalaki Javad Ahmadi, Amini Ehsan, Mirzaee Meysam, 2014


mailto:ahmady.fatalaky@gmail.com

CXigHOEBPONENCHKNIA XKypHan NcuxoniHreictTnkn. Tom 1, Yncno 2, 2014

metadiscourse markers in  allocated sessions. Meanwhile, students in the control group of the
study were taught through the typical method of the university. Afterward, the students of both
groups were given the previously used reading comprehension test again. Statistical analyses of
the t-test revealed that those in the experimental group outperformed significantly in the post-test
phase of the study (p<0.01). Therefore, it can be inferred that explicit instruction of interactive
metadiscourse markers has the outstanding beneficial role in EAP learners’ reading
comprehension.

Keywords: interactive metadiscourse markers, reading comprehension, EAP learners,
explicit instruction.

daranaki /l:xaBax Axmani, Amini Erzan, Mip3ai Meiicam. Pouab ekcIIinMTHOrO
HABYAHHSI iHTEPAKTHBHMX METAJAMCKYPCMBHUX MAapKepiB y PO3YMiHHI YHTAHOIO TEKCTY
CTYAeHTAMM, SIKi HABYAIOTHCHA 32 MPOTrPaMoI0 «aHIJIilchbKa /ISl aKaJieMiYHUX LiJ1ei».

AHoOTaniAg. Y cTarTi aBTOPM BUBYAIOTH YIUIMB EKCIUIILUTHOTO HAaBYAHHS 1HTEPAKTUBHHUX
METaJUCKYPCHBHUX MapKepiB Ha CTYIIHb PO3YMIHHS YMTAHOTO TEKCTY IpAaHCBKUMH CTYICHTaMH, SIKi
HABYAIOTBCS 3a MPOTrPAMOI0 «@HIJIMChKA JUIS aKaJeMIYHUX IUIel». Y TOCHIKEHI B3IM Y4acTh
36 cTyzeHTiB XKiIHOYO1 i YOJIOBIUOi CTaTi CHIEIATbHOCTI «IUIOBUIA MEHE/DKMEHT 13 TIPOMIXHUM PiBHEM
3HAHHS aHTIINACHKOT, K1 OyJIM MO/LIEH] Ha IB1 OIHAKOBI IPYITH — EKCIIEPUMEHTAIBHY i KOHTPOJIbHY. 1o
TIOYaTKy EKCIIEPUMEHTY BCi YYaCHUKH TPOMIIUTM TECT Ha CTYMiHb PO3YMIHHS MiA 4ac yntaHHs. [licms
LIbOTO CTY/ICHTH €KCIIEPUMEHTAIBHOI IPYNHU MPOUILIM BIPOJOBK 10 3aHATH IHTEHCUBHE EKCILTILUTHE
HABYaHHS IHTEPAaKTUBHUX METAJUCKYPCHBHHUX MapKepiB. CTyIEHTH KOHTPOIBGHOI TPYIH B IIEH Yac Maiu
3BUYAiiHEe HaBYaHHS B yHiBepcuTeTl. HampkiHiii HaByaHHS OOWIBI TPYIU CTYJACHTIB 3HOBY MPOMIILIA
TOHM caMuii ONepeHil TeCT Ha CTYIIHb PO3YMIHHS ITi/1 Yac YATAaHHs. SIK 3aCBIAYMIN CTATUCTUYHI JaHi
t-recty CrTblO/IeHTa, PECHOHJECHTU EKCHEPUMEHTAIBHOI I'PYNH CYTTEBO IMOKPAIUMIM CBOi 3HAHHA 32
nepion HaBuanHs (P<0.01). ABTOpHM MWLM BHCHOBKY, IO EKCIUTIMTHE HABYAHHS 1HTEPAKTUBHUX
METaJUCKYPCUBHHX MapKepiB MOKpAIIlye PIBEHb PO3YMIHHS aHTJIOMOBHOTO TEKTCY 1]l 4aC YNTAHHSI.

Knrouosi cnoea: inmepakmusni MemaouckypcueHi Mapkepu, pO3VMIHMA Ni0 uac YUmauHs,
CMYOeHmuU NPOSPaMU «GH2TILCLKA OTIsL AKAOeMIUHUX Yinelly, eKCHLiyumne HaguaHHsI.

Maranaku xaBan Axmaau, AmMuau Ex3an, Mup3zan Meiicam. Poub 3KCIVIMIIMTHOTO
00y4YeHHMs] HHTEPAKTHBHBIM MeETAIUCKYPCHBHBIM MapKepaM B NOHMMAHUH YMTAEMOI0 TEKCTa
CTyICHTaMH, 00y4aIOIMMHUCH 110 MPOrpaMMe «AHTVIMHCKHH VISl AKaJIeMHUYEeCKUX LeseiD».

AHHOTanms. B cratbe aBTOpbI M3y4yaroT BIAMSHUE SKCIUTUIIMTHOTO OOYyUEHHsI HHTEPAKTUBHBIM
METAUCKYPCUBHBIM MapKepaM Ha CTENEHb MOHMMAHUS YUTAEMOI0 TEKCTa MPAHCKUMH CTYIECHTaMU,
00YyYarOLIMMUCS 10 IPOrPaMMe «aHTTIMMCKUHN B yUeOHBIX LIEJIsIX». B rccnenoBanny NpuHsM yyactue
36 CTYIEHTOB EHCKOI0O U MYKCKOTO TI0jla CHELUUATbHOCTH <JIEJIOBOM MEHEDKMEHT» C
MIPOMEXYTOYHBIM YPOBHEM 3HAHUS aHIJIMIICKOTO, KOTOpble ObUIM pa3zeieHbl Ha JIBE OJMHAKOBBIE
TpYIIBI - 3KCIIEPUMEHTAIBHYIO U KOHTPOJIbHYIO. [0 Hauaa SKCIepuMeHTa BCE YYaCTHUKH IPOLUTA
TECT Ha CTENEeHb MOHMMaHHUs BO BpeMst uTeHus. [locie 3Toro cTyneHThl SKCIIepuMEHTATbHON TPYIIIbI
npouti B TedeHue 10 3aHATUI MHTEHCMBHOE OSKCIUIMIUTHOE OOYYEHHE WHTEPAKTHBHBIM
METaUCKYPCUBHBIM MapkepaMm. CTyIeHThl KOHTPOJIBHOM TPYMIIBI B 3TO BpeMs IPOXOIMIN 0ObIYHOE
oOyueHue B yHHMBepcuTeTe. B KoHIle o0Oy4deHust 00e TpymIibl CTYAEHTOB CHOBA INPOILIA TOT K€
MIPEABAPUTENILHBINA TECT HA CTENEeHb NOHMMAaHUS BO BpeMs ureHHs. Kak mokaszamu cratuctudeckue
naHHble t-Tecta CTBIOJEHTA, PECHOHAEHTHI dKCIEPUMEHTAIBHON I'PYIIIbl CYIIECTBEHHO YIYYIININ
cBou 3HaHMs 3a mepuoj oOyuenus (p<0.01). ABTOpbI NPUILIM K BBIBOAY, YTO SKCILIMIIUTHOE
oO0yuyeHHe MHTEPAKTUBHBIM METAJAUCKYPCUBHBIM MapKepaMm YIy4llaeT ypOBEHb IOHUMAaHUS
AHTJIOSI3BIYHOTO TEKTCY BO BPEMSI UTEHHUSL.

Knroueswvie cnoea: unmepaxmuenvie MemaoucKypCusHvle MapKepwvl, HOHUMAHUE NpU
umeHuu, cmyoeHmvl NPOSPAMMbL «AHAUUCKUU Ol aAKAOeMUYeCcKux yeneuy, dKCHIUYUMHOe
obyuenue.

15



East European Journal of Psycholinguistics. Volume 1, Number 2, 2014

Introduction

Motivating students to read as much as possible, teachers can improve
students’ speed, and fluency which, in turn, will lead to better comprehension of
materials on the part of learners. EAP students’ familiarities with different types of
texts and their elements will have beneficial effect on their performances in reading
or even writing tasks. Some of these elements meanings are transparent on the
surface level and within the boundaries of sentences, while there are other elements
which have deepened meanings and necessitate bigger chunks of discourse for the
real comprehension. Therefore, better understanding of the texts’ elements needs
different processes in the mind of the reader. Moreover, these processes are in a
parallel order rather than linear one (i.e., top-down and bottom-up processing).One
of the elements which plays the significant role in imparting the meaning of the
texts is metadiscourse markers knowledge. Camiciottoli (2003) claimed that
metadiscourse markers instruction can be very much influential in ESP courses
where it plays the role of appetizer and facilitator. She went as far as to say that
scarcity of studies within the realm of metadiscourse markers did focus thoroughly
on the explicit instruction of such elements in ESP/EAP courses. Nonetheless,
Dastjerdi and Shirzad (2010) investigated the role of explicit instruction in
internalization of metadiscourse markers knowledge in written tasks of EFL
learners. They also broadened the border of their study by considering all
proficiency levels to see whether the higher proficiency in English language
engenders better knowledge of metadiscourse features. The result, however, showed
those in intermediate level of proficiency are apt to learn metadiscourse features
effectively.

In this study, the purpose is to investigate the effect of teaching interactive
metadiscourse markers explicitly on EAP learners’ reading comprehension to
confirm whether such explicit instructions will lead to significantly different result
or just simple exposures to such features without awareness bring about such results.
These instructions are administered on students By the use of Hyland’s (2005)
model of metadiscourse markers and Ann’s (2011) model of metadiscourse teaching
methodology which has some differentiated features leading to more cognitive load
on students’ perception of such features’ use through awareness raising activities.

Theoretical background

The metadiscourse was first coined by Harris (1959) to indicate the
relationship between the writers and readers and to bridge the gap to guide receivers
of written texts with varieties of genres (cited in Hyland,2005).Later, this concept
was developed by the different researchers’ contribution which made it more
comprehensive in theory and practice (i.e. Crismore 1989; Vande Kopple 1985;
Williams 1981).

Metadiscourse in its simplistic view was regarded as ‘discourse about
discourse’ or ‘talk about talk’. However, allocation of any meaning or definition
should be accompanied with real identification of infrastructural components of
metadiscourse to, inductively, shape and characterize the holistic view of
metadiscourse. Hyland (2000) meticulously defined metadiscourse as a concept
which “discusses those aspects of the text which explicitly refer to the organization
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of the discourse or the writer’s stance towards either its content or the reader”
(Hyland 2000:109). Metadiscourse is also a reminder to show that communication
serves several purposes more than its transactional role to transfer knowledge and
information within the construct of the texts. In other words, texts are shaped and
have the role to shape the ideologies, attitudes, assumptions and so forth.

Metadiscourse makes textual and interpersonal relations in different texts
enjoying diversity of tastes and opinions. Halliday (1976) contended that the
interpersonal function is an identifier of the relationship between the addresser and
addressee, that is, the role of the speaker and the role assigned to the listener (as
cited in Tajeddin & Alemi 2012). Interpersonal markers are comprised of the two
Interactive and interactional dimensions (Hyland 2001). The former concerns the
ways the writer seeks to accommodate his/her knowledge, interests, rhetorical
expectations, and processing abilities while the latter concerns the ways the writer
conducts interaction through intruding and commenting on his or her message.

There are several different models of Metadiscourse markers with different
patterns to show the concept and classifications of metadiscourse markers(e.g.,
Crismore 1989; Crismore, Markkanen,& Steffensen 1993; Hyland 2004, 2005;
Vande Kopple 1985; Williams 1981).Among these researchers, those who took
interpersonal and interactional aspects of metadiscourse markers into account were
more successful to adapt their pattern to the current research in this field.

Williams (1981) put different types of metadiscourse markers within three
broaden categorizations:

¢ hedges

e sequencers

o topicalizers

Vande Kopple (1985) categorized metadiscourse markers under some headings
as follows: “Connectives (first, therefore, but), Code Glosses (for example, i.e.),
Illocutionary Markers (to conclude, frankly speaking), Narrators (according to),
Attitude Markers (I find it surprising), and Commentary (Dear friend, you will find
it surprising)., and included are Validity Markers, which are further subcategorized
into Hedges (maybe, might, it is possible that) and Emphatics (it is true, certainly.”
(cited in Cheng & Steffens 1996:153)

Hyland (2005) classified metadiscourse markers into two broad categories
which have been depicted in Table 1 by their subsets:

Table 1
Metadiscourse model according to Hyland (2005)

Category Subcategory Function Examples

1-Transitional Indicates  relations | in addition, but, thus
Interactive between main

clauses

2-Frame Discourse acts, | finally, my purpose

markers stages and sequences

3-Endorphic Indicates information | as noted above,

markers in other part of text
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4-Evidentials

Indicates information
in other sources

Crawford states

5-Code Glosses

Elaborates

definitions of words

Namely, such as, e.g.

or phrases
Interactional | 1-Hedges Withholds might, perhaps

commitment and | possible
open dialogue

2-Boosters Indicates certainty or | in fact, definitely
close dialogue

3-Attitude Express writer’s | arguably,

markers attitude to | unfortunately
proposition

4-Self-mentions | Explicit reference to | I, we, my, me, our
author

5-Engagement | Explicitly builds | you can see that, note,

markers relationship with
reader

Reading Comprehension Studies in EFL Context

Table 2
Empirical studies of metadiscourse markers and reading comprehension
Author Topic Subjects/texts | Dependent Results
measures
Dastgoshadeh | The impact of Original and MD in modified
(2001) MD use in High and low | MD texts helped
texts on proficiency added reading | students get the
reading TEFL learners | passages intended meaning
comprehension more easily than
in original texts
Daftary Fard MD relation 650 EFL Reading tests | MD knowledge
(2002) with the students of measuring was shown to be
reading varying reading a significant part
comprehension | reading constructs of the multi
constructs abilities including MD | dimensional
construct reading skill
model
Khorvash MD awareness | Four groups Pre/post Not all MD types
(2008) raising and of reading affect reading
reading intermediate | comprehension | comprehension

comprehension

EFL learners

tests
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Jalilifar & The impact of | Three groups | Three versions | Performances
Alipour the presence of | of similar of the same were similar on
(2007) MD on reading | language texts, original, | original and
proficiency modified, and | modified texts;
comprehension | levels unmodified positive influence
MD free texts | of MD instruction
Parvaresh The impact of | Highand low | English texts | Lower
(2008) proficiency level learners | with MD proficiency
level and MD present/ absent | groups benefited
presence in and their more from the
comprehending translated MD present
English and equivalents in | Persian/English
Persian texts Persian texts
Amiri (2007) | The impact of | 60 senior Performance | Experimental
MD instruction | university on pre/post group essays
on L2 writing | EFL students | tests received
writing 60 significantly
senior higher grades
university than those in
EFL students control group
Performance
on pre/post

(Cited in Crismore & Abdollehzadeh, 2010, pp. 199-200)

Reading Comprehension in ESP/EAP. Following the skill-based syllabus,

several studies within the realm of ESP and EAP were conducted to discuss the role
of reading comprehension to shed more light on the better understanding of genres
properties. For example, Dhieb-Henia (2003) investigated the role of metacognitive
strategies in reading comprehension according to their genres. She concluded that
these strategies are conducive when they are accompanied by instruction. In another
study by Erfani, Iranmehr and Davari (2011), the role of visualization for ESP
reading comprehension through applying mental image has been discussed. After
implementation of such items, they claimed that ESP learners’ familiarity with
subject and overall theme of the texts can be enhanced by the use of visualization.
This Study is also in line with the result of Hudson (2012) research which put more
emphasis on the effective role of content knowledge on better retention of lexical
and grammatical items in reading tasks.

Research Question and Hypothesis. Q. Does explicit instruction of interactive
metadiscourse markers has any significant impact on EAP learners’ reading
comprehension? HO.Explicit instruction of interactive metadiscourse markers does
not have any effect on EAP students’ performance in reading comprehension.
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Methods

Participants. A total of 36 undergraduate learners, who were majoring in
business management at the University of Qom, were selected out of 67 students to
be the participants of this study. All of these participants registered in an
extracurricular English course in order to serve the purpose of this study. 22 of these
participants were female (61.1%) and 14 were male (38%) aged from 20 to 33
(mean = 25.5).Due to the discrepancies among the students® level of proficiency,
researchers selected, through purposive sampling, those who were in intermediate
level of proficiency under their instructors’ scrutiny who conducted the previous
achievement tests.

Instrumentation. Reading comprehension tests: The texts used in this study
were culled from different texts on the web which were, to some extent, related to
learners’ field of study. Two sets of questions were used in order to check
participants’ reading comprehension. One set of them was consisted of 4 true/false
guestions which were already designed by Parvaresh and Nemati (2008). The other
set was consisted of 3 multiple-choice items which was designed and developed by
the authors. Table 3 shows the relationship between the True/False questions and the
text paragraphs.

Table 4 shows the relationship between the multiple-choice questions and the
text paragraphs.

Table 3

The relationship between the True/False questions and the text paragraphs

Question | Paragraph number
number

1 2

2 1

3 3

4 3

Table 4

The relationship between the Multiple-choice questions and the text paragraphs

Question | Paragraph number
number

1 2

2 1

3 3

20



CXigHOEBPONENCHKNIA XKypHan NcuxoniHreictTnkn. Tom 1, Yncno 2, 2014

The study

Data collection procedure. For the purpose of this study, the participants were
first divided into two groups, one control and the other experimental. The reading
comprehension tests were first given to both control and experimental groups. This
move shaped the pre-test of the current study. In the next move, while the learners in
the control group were taught through the typical methods of pedagogical system,
the students in the experimental group were taught using both Hyland’s (2005)
interpersonal model of metadiscourse markers taxonomy and Ann’s (2011) “Ten
Ways to Teach Discourse Markers.”

The experimental group received input on metadiscourse markers. That is,
learners received exposure and rehearsal of twenty-five interactive metadiscourse
markers during the class activities in which interactive metadiscourse markers were
by-product of instruction.

Finally, after ten sessions of explicit instruction, the reading comprehension
test, which was used in the pre-test, was once again administered to both control and
experimental groups to check the experimental learners’ achievement in terms of
interactive metadiscourse markers knowledge. Using the SPSS 18 software, both
groups’ scores on the pre-test and post-test were compared to find the potential
differences in the improvement of each group.

After collecting the data, the SPSS 18 software was used in order to compare
the possible difference in learners’ achievements in reading comprehension in both
control and experimental groups. As it is shown in table 5, the mean scores of the
control and experimental group in pre-test are 5.33 and 5.22, respectively. These
amounts suggest the similarity between the groups. This shows that before
conducting the research and presenting the treatment, the groups’ abilities in reading
comprehension were equal.

Table 5
Descriptive statistics in the pre-test
Group N Mean SD
Control 18 5.33 .68
Experimental | 18 5.22 .80

Next, the researchers calculated the mean score and standard deviation of the
post-test. Table 6 shows the descriptive statistics in the post-test. The mean score of
the post-test of the control group was 5.77 which showed an insignificant increase
of 0.44. The mean score of the post-test of the experimental group which was 7.66,
on the other hand, compared to their pre-test showed an increase of 2.44 The greater
increase in experimental group than that of control group can be resulted from the
treatment.

Table 6
Descriptive statistics in the post-test
Group N Mean SD
Control 18 5.77 73
Experiment 18 7.66 1.02
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After the calculation of the Means and SD in the pre-test phase of the study,
researchers analyzed the probable significant difference between experimental
group and the control one in pre-test. The result of t-test in the pre-test is depicted in
table 7 as follows:

Table 7
The T-Test for the pre-test Phase
Group N Mean SD t-observed
G.E 18 5.22 0.80 -0.444
G.C 18 5.33 0.68
P <0.01 d.f.=34 t-critical=2.72

In order to test the null hypothesis, the observed value on the difference
between the two means, i.e. the independent sample t-test, was calculated and
compared with the critical value to check whether the scores that the learners in
experimental group obtained in the post-test differed significantly from that of the
control group or not. The statistical results are shown in table 8:

Table 8
The T-Test for the post-test Phase
Group N Mean SD t-observed
G.E 18 7.66 1.02 6.393
G.C 18 5.77 0.73
P <0.01 d.f.=34 t-critical=2.72

According to the above table, the t-critical value corresponding to 34 degrees
of freedom at the 0.01 level of significance is almost 2.72.T-observed value equals
6.393, is higher than the t-critical value, this ,in turn, imply that the null hypothesis
is rejected (t-observed= 6.393 > t-critical=2.72). In other words, it shows that the
treatment was effective enough to make a significant difference between the
experimental and the control group.

Results and discussion

In this study the researchers attempted to explore the potential positive or
negative effect of explicit instruction of interactive metadiscourse markers on EAP
learners’ reading comprehension. According to the findings of the current study, it
can be inferred that explicit instruction of interactive metadiscourse markers is
significantly beneficial for Iranian EAP learners’ reading comprehension. This study
supports Dastjerdi and Shirzad’s (2010) claim concerning the role that explicit
Instruction of metadiscourse markers plays in better writing performance which
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works, hand in hand, with reading comprehension. Therefore, the result of current
study, in line Dastjerdi and Shirzad’s (2010), strengthens the stabilization of
consideration for teaching metadiscourse markers in EAP or even EFL contexts.
Discussing such an upshot in ESP, this investigation is also in line with Davaei and
Karbalaei’s (2013) study in which interpersonal metadiscourse markers’ instruction
has considered to be effective on Iranian ESP learners’ composition writing.
Camiciottoli (2003) has mentioned several times through her paper that awareness
raising can be very much influential on ESP learners reading comprehension. Her
research was a tantalizer for us, researchers in the present study, to gauge the extent
to which we, as researchers, can rely on the role that awareness raising plays for the
better comprehension of special features of texts.

Another point be mentioned, here, is that the mean score of the post-test of the
participants in the control group increased negligibly, i.e. 0.44. In relation to this
increase, two reasons can be pointed. The first reason can be the normal
improvement in the reading comprehension of the control group’s learners after
being taught for 10 sessions through the typical method of pedagogical system. The
second reason can be the testing effect of the post-test. Although researchers
focused on some specific kinds of interactive metadiscourse markers which had
higher frequency of use among other different subsets of interactive metadiscourse
markers, the overall performance of the students were outstanding to confront with
unexpected conditions. That is, students’ awareness engendered greater opportunity
to understand those metadiscourse elements which weren’t instructed in the
allocated session. Hence, awareness raising has the beneficial role in reinforcing
senses of autonomy and this autonomy, consequently, motivates students to use
clues which are provided through contextual features to resolve and decipher
constituents meanings intrasententially and intersententially.

Conclusions and limitations

The result of this is susceptible of lacking enough evidence to prove its
generalizabilty to other fields due to the number of participants and their major. In
this sense, extrapolation of the result of this study may be credible and valid for
those fields which necessitate greater exposure to the foreign languages. For
instance, the result of implementing such methodology on other filed such as,
Persian language and literature or even theology may not be very much consistent
with the upshot gained in the current study due to the role of the linguistic elements
and culture, respectively. In one sense, admitting that focus on one broad category
of metadiscourse markers seems insufficient for the overall judgment about such
features, researchers tried to narrow down the scope of the study to draw a detailed
and exclusive judgment on some features which entangle students during the
process of the reading tasks. However, conducting any research which can considers
and encompasses all different metadiscourse features is welcome. This study didn’t
also consider the role of subset of the interactive metadiscourse markers to see
whether which one enjoy higher proportion among the other elements.
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