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INTRODUCTION  
 

 
After Sharwood Smith coined the term ‘input enhancement’ in 

1991, a great deal of research has been conducted on the effectiveness of 
this technique in the learning of grammatical structures and vocabulary. 
Both types of studies yielded varying results - some concluded that input 
enhancement was effective, some claimed the opposite, and some studies 
conceded that input enhancement induced no difference as a variable. 
This study contributes to the existent research literature found on the 
subject of input enhancement and concludes that input enhancement 
conflated with the deconstructed paragraph technique is effective. This 
claim is made on the basis of what students were able to produce after 
they were exposed to the technique ‘deconstructed paragraph with 
enhanced transition signals’.  

 
 
This experimental study analyzed the effectiveness of a teaching 

technique which was devised to help students improve the number and 
variety of transition signals in their persuasive paragraphs. This 
technique is called ‘deconstructed paragraph with enhanced transition 
signals’. In applying this technique, students are asked to reconstruct 
deconstructed persuasive paragraphs – short texts cut into strips – with 
the help of visually salient transitions. This textual enhancement of 
transition signals helps students notice how a text holds together 
because, as they reconstruct the texts, they realize that it is not difficult to 
find the correct sequence of the text by focusing on visually salient clue 
words like ‘first of all’, ‘additionally’, or ‘finally’. The researcher claims 
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that this inductive, implicit teaching technique fosters 
learning/acquisition of transition signals by focusing students’ attention 
onto what transitions do within a text without explicitly teaching what 
transitions are, what they do, or how to use them. Throughout this study 
it is argued that by applying this technique consistently in the classroom, 
students will notice the importance of the use of transitions and; 
therefore, use them more consistently, correctly and confidently in their 
own paragraphs.  

 
 

The present study consists of four interrelated chapters. The first 
chapter sets the outline of the experimental investigation and most 
importantly justifies the need for it based on descriptors of the CEFR and 
the findings in the control group. The students who took part in the study 
were roughly at the B1 level of the Common European Framework. 
According to the CEFR descriptors of the Council of Europe (2001), at 
this level, a user “Can write short, simple essays on topics of interest”(p. 
61) and “Can write straightforward connected texts […] by linking a 
series of shorter discrete elements into a linear sequence” (p. 62). 
Students’ persuasive paragraphs in the control group showed, however, 
that 43.90% of students used only 2, 1 or 0 correct transitions to link their 
sentences into one paragraph. This research is based on the premise that 2 
or fewer transitions in one paragraph are not sufficient to make sure 
students are competent users of these connective devices. At the B1 level, 
students are progressively required to produce longer written texts. Thus, 
it is imperative to provide them with the tools to produce such texts. 

 
 

Chapter II as the theoretical framework, develops the following 
key concepts: The CEFR and students’ expected written production, 
persuasive paragraphs, cohesion and coherence in writing, transition 
signals, second language acquisition, input, SLA processing of L2 input, 
noticing, detection, awareness, attention, input enhancement, implicit and 
explicit learning and vocabulary acquisition. 

 
 
The third chapter is devoted to the methodology of the 

investigation presenting the variables of the study and the instruments for 
gathering data. The study was conducted with both an experimental and a 
control group. In the experimental group the technique ‘deconstructed 
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paragraph with enhanced transition signals’ was applied in 11 days 
using a consistent systematic method in a period of 14 consecutive days. 
In the control group the same paragraphs were used, but they were 
neither deconstructed, nor were they visually enhanced. In both groups 
the rationale was to provide students with 11 reading sample persuasive 
paragraphs to ensure that students knew what they were expected to 
write. Only in the experimental group was the objective to focus 
students’ attentional resources to notice what transitions do in a text 
through the use of input enhancement and an implicit teaching approach. 
For the purposes of the study, the written texts produced were persuasive 
paragraphs in favor or against the use of uniforms in schools. Finally, the 
success of this technique was measured using a qualitative analysis to 
decide whether transitions were correctly used or not, and a quantitative 
analysis to calculate the number of transition signals used in each 
paragraph.  

 
 
Chapter IV discusses the results of the study around the general 

and specific hypotheses. The experimental group showed that 73.81% of 
students used 3 or more transitions and that only 26.19% used 2 or 1 
transitions and that no students used 0 transitions as it was the case in the 
control group, which means a marked difference contrasted with the 
results of the control group (43.90% of students used only 2, 1 or 0 
correct transitions). Additionally, several statistical tests such as 
Kendall’s tau_b, Chi-squared, and Standard Normal Probabilities were 
conducted to further analyze the data. These tests yielded optimal results 
which proved the technique was indeed effective. Particularly favorable 
were the results of the Kendall’s tau_b test for bivariate correlations 
(correlation coefficient τb = 0.365). This test seems to indicate that, at a 
moderate rate, the paragraphs with more transitions and more varied ones 
were produced by students who had more exposure to the technique, 
which ultimately suggests that the technique applied did bring about 
positive results. 

 
The study closes with the conclusions based on the general and 

specific hypothesis. Finally, recommendations are offered to future 
researchers interested in similar experimental studies.  
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CHAPTER I 
 
 

INVESTIGATION OUTLINE 
 
 

At the B1 level students need to be able to produce written texts 
showing cohesion and, therefore, coherence. These characteristics of a 
good text could be achieved through intensive practice in the classroom 
addressing discrete traits of cohesion at a time using either an implicit or 
explicit approach. The present study analyzes the effectiveness of an 
implicit teaching technique by means of which students are expected to 
notice how transition signals signpost the natural flow of a text. In order 
to measure the extent of students’ ability to use those connective devices, 
students were required to write a persuasive paragraph themselves. 
 
 
1.1.  Formulation of the problem 

 
To what extent does the application of the technique 

‘deconstructed paragraph with enhanced transition signals’ help 
increase the number and variety of transitions that students of 
Intermediate 7 Level of ICPNA Lima use in their persuasive paragraphs? 
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1.2.  Hypotheses 
 

This experimental study attempts to test a general hypothesis and 
five specific hypotheses. 

 
 
1.2.1.  General hypothesis 
 

The use of the technique ‘deconstructed paragraph with 
enhanced transition signals’  helps increase the number and 
variety of transitions that students of Intermediate 7 Level of 
ICPNA Lima use in their persuasive paragraphs. 

 
 

1.2.2.  Specific hypotheses 
 

1. This technique helps improve the number of transition 
signals students use to introduce their paragraphs. 

2. This technique helps improve the number of transition 
signals students use to introduce an explanation and 
give emphasis in their paragraphs. 

3. This technique helps improve the number of transition 
signals students use to introduce a similar additional 
idea in their paragraphs. 

4. This technique helps improve the number of transition 
signals students use to introduce a conclusion or 
summary in their paragraphs. 

5. This technique helps improve the quality of students’ 
persuasive paragraphs in terms of variety of transitions 
used. 

 
 
1.3.  Delimitation of the objectives 
 

The objectives of the study mirror the general hypothesis and the 
specific hypotheses. 
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1.3.1.  General objective 
 

To analyze the effectiveness of the technique 
‘deconstructed paragraph with enhanced transition signals’  in 
increasing the number and variety of transitions that students of 
Intermediate 7 Level of ICPNA Lima use in their persuasive 
paragraphs. 
 
 
1.3.2.  Specific objectives 
 

1. To analyze how the students use transition signals to 
introduce their paragraphs. 

2. To analyze how the students use transition signals to 
introduce an explanation and give emphasis in their 
paragraphs. 

3. To analyze how the students use transition signals to 
introduce a similar additional idea in their paragraphs. 

4. To analyze how the students use transitions signals to 
introduce a conclusion or summary in their 
paragraphs. 

5. To analyze the quality of students’ persuasive 
paragraphs in terms of variety of transitions used. 

 
 
1.4.  Justification of the investigation 
 

I have been an English teacher for over 12 years and through all 
this time I have noticed that, in general, many students need help with the 
use of textual devices that ensure or improve cohesion of their written 
production. I noticed, for example, that when it comes to writing a 
paragraph, many students at intermediate level courses simply organize 
their ideas at the sentence level, that is, their paragraphs lack the use of 
connective devices. Students need a great deal of help in this matter 
because through the use of these devices students could be better able to 
string their sentences together to articulate ever longer ideas, and this can 
lead to improved fluency in extended discourse.  
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At Intermediate 7 (B1 - CEFR level approximately) many 
students do not use transitions consistently when writing persuasive 
paragraphs. Although the use of some transition signals for persuasive 
paragraphs is introduced at Intermediate 5 level - two months before 
Intermediate 7, students do not use them consistently later on. Perhaps 
students use these transitions at that level but then later they just ‘forget’ 
or perhaps they do not see the real usefulness and importance of these 
connective devices. The findings in the control group might confirm this 
view. The control group showed that almost 44% of students used only 2 
or fewer transitions in a paragraph. In other words, in a persuasive 
paragraph with the following outline: topic sentence, first supporting 
idea with examples, second supporting idea with examples, third 
supporting idea with examples, and a conclusion sentence, the students 
used only, for instance, first of all, and finally, and no more transitions. 
So there were many missed opportunities to connect their supporting 
ideas with transitions like, also, additionally, in fact, furthermore, 
another benefit, another positive aspect, etc. Students’ production is 
indeed varied and this example just represents one way to exemplify how 
this 43.90% of students made use of transitions. There are some few 
samples that showed no use of transitions or the use of just one transition.  

 
Below are additional findings in the control group which justify 

the need for this study: 
 

• 51.22% of students used transitions to introduce the 
paragraph, and these students only used 4 different transitions 
(first, first of all, for one thing, and the first reason).  
 

• 51.22% of students used transitions to introduce an 
explanation and give emphasis, and these students used only 2 
different transitions (for example and one exa.mple of this 
situation,). However, only one student used four different 
transitions in just one paragraph (for example, take for example, 
but in reality, the fact of the matter). So statistically, this student 
does not represent the general tendency of the group. 

 
• 48.78% of students used transitions to introduce a similar 

additional idea, and these students used 11 different transitions 
(also, and last but not least, another good reason, another 
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reason, another thing, besides, but that’s not the only problem, 
furthermore, the second reason, the last reason) 

 
• 75.61% of students used transitions to introduce a conclusion 

or summary, and these students used 8 different transitions (and 
finally, as a result, finally, for these reasons, in conclusion, so, 
that’s why, to conclude)  
 
The study is also justified on the basis of these findings, which 

indeed confirm the view I held before.  
 
There is a personal justification for my investigation, too. The 

technique is an adaptation of a teaching technique I learned as a student 
of German in the Goethe Institut Berlin-Germany in 2005. The teacher 
had a short text cut into pieces and the task was to ‘reconstruct’ the text. 
It was a very challenging and cognitively demanding task. When I came 
back to Peru I applied the same technique in my English classes but I 
realized that, at times, it was too time-consuming. So in order to make it 
less laborious for students, I highlighted some of the words that could 
help students connect the strips faster. I highlighted transitions, key 
nouns and their pronouns, that is, the elements that ensure cohesion in a 
text. With this adaptation students were also prompted to notice how a 
text holds together. I have been using this technique in many kinds of 
texts and have even presented it in several TESOL Conventions at 
ICPNA. I have argued for several years that this technique helps students 
improve cohesion in their written production. Now, I have had the 
opportunity to prove my claims.  

 
Finally, after an extensive research on MA theses that deal with 

discourse analysis, I am able to claim confidently that the number of 
experimental studies in the field is not sufficient. More experimental 
studies are needed. This is because most, if not all, current studies are 
illuminative / heuristic in nature. This research is also justified in this 
respect and I hope my research contributes to fill a few gaps in this area. 
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1.5.  Limitations of the investigation 
 

There were several variables that made the carrying out of the 
study a challenging task. Most of the limitations are related to class 
assignment and the way the classes are set out. 

 
 
1.5.1.  Number of participants 
 

Although the number of participants is considerable - 75 
participants in the control group and 59 participants in the 
experimental group, I would have liked the number to be even 
larger in order to ensure a greater statistical accuracy and 
precision. The institute agreed to assign me some Intermediate 7 
classes upon my request but I could not ask for more given that 
ICPNA has its own policies and necessities on class assignment. 
For the control group I was assigned 3 classes and for the 
experimental group 3 classes, as well. As a total I had six 
Intermediate 7 classes, which were assigned to me within a period 
of 9 months. In order to ask for more classes, I would have had to 
wait for more time, and the study would have taken much more 
time to complete. Under ‘ideal’ conditions I could have been 
assigned many more Intermediate 7 classes in consecutive 
months, but there is one thing to consider here: sometimes 
students fail courses and they have to take the same course again. 
So there could have been chances for students to study the course 
with me twice and that could have been negative for the reliability 
of the study because these students would have known in advance 
what the technique was and what I expected of them. 
 
 
1.5.2.  Follow-up of students’ progress 
 

Ultimately, the study aims at improving students’ written 
performance in a rather permanent fashion. However, given the 
time and logistic constraints, it is simply not feasible to gather 
written samples from students after the class period ends. That is, 
to assess how students are making use of transitions for 
persuasive paragraphs after the study and to prove that there was 
a permanent change in their writing skills. This is the greatest 
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limitation that I encountered. If it were possible, I would like to 
do a follow-up with these participants to compare their writings 
with students at their same level to see if they still use the 
transitions they used in Intermediate 7. 

 
ICPNA is the biggest English institute in Latin America, 

and there are hundreds of students at Intermediate 7 level who 
study in any of our 5 branches and 9 schedules. Additionally, 
each level lasts only one month; thus, there are very few chances 
for a group to be together for more than 2 months. So, for 
instance, a student who participated in the study in January 2011 
at 5:00PM after a year this student could be in Advanced level in 
a different schedule and perhaps another branch. Without even 
considering that some students stop studying or fail courses. As a 
researcher, I must acknowledge that this difficulty was and is an 
insurmountable impediment to prove my biggest claim: this 
technique has a long-lasting effect on students’ writing 
performance.  
 
 
1.5.3.  Number of class sessions per month 
 

The above limitation is closely related to yet another one: 
classes run on a month-by-month basis and there are only 18 days 
of classes (90 minutes each) per level, which means that any 
technique we apply or data we collect must be completed within 
those 18 days of 4 consecutive weeks. Here, it is also important to 
point out that the last 3 days of classes are devoted to final 
evaluations, which means students have no classes on those three 
days. So, as a total there are 15 days of classes in which we can 
apply our techniques and we have only those 15 days to prove 
whether or not they were successful. This fact also poses the 
difficulty of trying to apply a technique consistently in classes 
where students are late or absent. In this particular case, I applied 
this technique in 11 of the 15 days we have. Additionally I 
required 3 more days; one day for the writing of the first draft, 
another one for a group discussion on the topic of the first draft 
and another one for the second-final draft. So, as a total, the study 
required 14 consecutive days to be carried out. Unfortunately, 
many times students were absent to class and missed, for 
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instance, 1,2,3,4 or even more days of classes. Thus, the 
application of this technique was not even among all the students 
because there were students who were present to all the classes 
but there were also students who were not.  
 
 
1.5.4.  Previous works found in Peruvian universities 
 

In Lima, very few universities offer a degree in TEFL. 
Some new universities are beginning to offer this degree but 
unfortunately not at the postgraduate level, as yet. Thus, I could 
not find any Master theses in Lima that dealt with a similar 
research problem as mine. I am sure that, as the years pass, and 
more professionals in our field conduct research, we will be able 
to find more references. 

 
 
1.6.  Antecedents of the investigation 
 

The seminal work of Halliday and Hasan’s (1976) “Cohesion in 
English” has brought about a great many studies on textual analysis of 
written texts. These MA Theses and studies use a fine-grained 
classification of cohesive ties to categorize, describe and count cohesive 
ties in students’ texts. These researchers have made a significant 
contribution in the field of discourse analysis. However, their studies are 
basically illuminative and heuristic as opposed to experimental. These 
studies do not show how a given teaching technique helps improve 
cohesion in written texts, as is the case with the present study. 

 
Here is the abstracts review of the most relevant and recent 

research studies found: 
 

• Abusharkh, B. (2012): Cohesion and Coherence in the Essay 
Writing Of Palestinian College Students, Hebron University, p. II. 
 
The purpose of this study is to examine the problems and 
difficulties of cohesion and coherence encountered by Palestinian 
junior college students in their argumentative writing. 
Participants’ level was categorized as high, intermediate, and low. 
In this study, cohesion is evaluated following Halliday and 
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Hasan’s (1976) cohesion theory whereas coherence is evaluated 
following Grice’s maxims. Oshima and Hogue’s (2006) criteria of 
achieving coherence were also used in the analysis. The analysis 
of cohesion shows that the three groups tend to use lexical 
devices. In fact, intermediate and low level students overused 
reiteration as a cohesive device more than the high level students. 
In addition, other lexical devices like substitution and ellipses 
were rarely used by the three levels of students. Moreover, results 
reveal that language transfer is a main factor that impedes 
cohesion and coherence especially by intermediate and low level 
students. The evaluation of coherence shows that high level 
students achieve higher scores than intermediate and low level 
students. Hence, the low level students violate the criteria of 
achieving coherence as delineated by Grice (1976) and Oshima 
and Hogue (2006). Through examination of cohesion, cohesive 
devices do not always lead to achieve coherence. The poor quality 
of the low and intermediate students’ writing causes lack of 
persuasive, satisfaction and logical connection of ideas. 
 
 

• Rahimi, M. (2011): Discourse Markers in Argumentative and 
Expository Writing Of Iranian EFL Learners, World Journal of 
English Language Vol. 1, No. 2; October 2011. p. 68. 
 
The aim of the study was to investigate the frequency and the 
type of discourse markers used in the argumentative and 
expository writings of 47 Iranian EFL learners and the differences 
between these text features in the two essay genres. The study 
also aimed at examining the influence of the use of discourse 
markers on the participants’ writing quality. To this end the 
discourse markers used in two essays (argumentative and 
expository) written by the participants of the study were analyzed. 
The results showed that the use of discourse markers cannot be a 
significant predictor of the writing quality in argumentative and 
expository compositions of Iranian undergraduate EFL students. 
 
 

• Zhang, A. (2010): Use of Cohesive Ties in Relation to the 
Quality of Compositions by Chinese College Students, Journal of 
Cambridge Studies Volume 5, No. 2-3 September 2010. p. 78 
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One hundred sample compositions were selected systematically 
from 4845 compositions written by college non-English majors 
who took part in the 2004 National Entrance Test of English for a 
postgraduate program in Lanzhou University in China. Halliday 
and Hasan’s concept of cohesion and taxonomy of cohesive ties 
were adopted to analyze the samples for their cohesive features. 
Then quantitative analyses were performed on the use of cohesive 
ties in relation to the quality of compositions. The findings reveal 
that these Chinese college students employed a variety of 
cohesive ties in their English compositions. However, the results 
of the quantitative analysis suggest a weak relationship between 
the total number of the ties used and the composition scores  
 
 

• Liu, M. and Braine, G. (2005): Cohesive features in 
argumentative writing produced by Chinese undergraduates, 
System, Vol. 33, p. 623 
 
Using Halliday and Hasan’s taxonomy of cohesive devices and 
their framework for analysis, this study investigated the use of 
cohesive devices in 50 argumentative compositions created by 
Chinese undergraduate non-English majors. It was found that the 
students were able to use a variety of cohesive devices in their 
writing, among which lexical devices formed the largest 
percentage of the total number of cohesive devices, followed by 
references and conjunctives. The quality of writing was also 
revealed to significantly co-vary with the number of lexical 
devices and the total number of cohesive devices used. Apart 
from that, certain problems were identified in the writing in terms 
of the use of reference and lexical devices. 
 
 

• Castro, C. (2004): Cohesion and the social construction of 
meaning in the essays of Filipino college students writing in L2 
English, Asia Pacific Education Review 5(2), p. 215 

 
This study compares the degree of cohesion and coherence in the 
essays written by 30 Filipino college freshmen and analyzes how 
the social construction of meaning was made evident in their 
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writing. The results of the cohesion analysis indicated no 
significant difference in the number and types of grammatical or 
lexical cohesive devices in the low, mid and highly rated essays 
in the study. This may be because the participants were a 
homogenous group of L2 English student writers who shared and 
activated similar schemata in accomplishing the writing task, 
resulting in the essays’ text linguistic comparability. The fact that 
the essays of the Filipino first-year college students in this study 
were uniform in terms of the lexico-grammatical features used to 
establish cohesion demonstrates how the framework of cohesion 
may be used to support the argument regarding the co-constitutive 
nature of language and culture and the social dimension of 
literacy in the context of second language writing. Cohesion 
analysis revealed the common thread that runs through the essays, 
regardless of the rating they received. 
 
 

• Hinkel, E. (2001): Matters of cohesion in L2 academic texts, 
Applied Language Learning 12, p. 111. 

 
This study presents a comparative analysis of median frequency 
rates of explicit cohesive devices employed in academic texts of 
students who were speakers of such languages as English, 
Japanese, Korean, Indonesian, and Arabic. The purpose of this 
study is to determine the specific differences and similarities in 
the uses of explicit cohesion devices in a NS and NNS corpus of 
897 academic essays totaling 265,812 words. The study shows 
that, regardless of their native language (L1), speakers of 
Japanese, Korean, Indonesian, and Arabic employ sentence 
transitions and demonstrative pronouns at significantly higher 
median frequency rates than do NSs. However, in second 
language (L2) texts the sentence transitions do not necessarily 
mark a contextualized flow of information. In fact, in L2 texts, 
the preponderance of sentence transitions and demonstratives 
often reflects NNS writers’ attempts to construct a unified idea 
flow within the constraints of a limited syntactic and lexical range 
of accessible linguistic means. Another issue that needs to be 
addressed in L2 writing instruction is the employment of 
coordinating conjunctions by speakers of Indonesian and Arabic. 
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As it is stated in all the abstracts reviewed above the varying 
degrees of learners’ proficiency affected the results of these 
illuminative/heuristic studies. Additionally, the analysis of cohesive ties, 
as outlined by Halliday and Hasan, suggested that the overall quality of 
the texts did not correlate to the number of cohesive ties found, except in 
Liu and Braine’s (2005) study. This fact is not surprising given that 
students did not receive any previous instruction on how to make good 
use of cohesive ties. It is the aim of the present experimental study to 
help students improve cohesion in their persuasive paragraphs at the 
inter-sentence level with the introduction of a technique devised for that 
purpose. 
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CHAPTER II  
 
 

THEORETICAL FRAMEWORK 
 
 

The theoretical framework is divided into two sections. The first 
section deals with students’ written production and what is expected of 
them in terms of their use of transition signals to show cohesion and, 
therefore, coherence in persuasive paragraphs. The second section 
develops key concepts of Input, Intake, Noticing, Detection, Awareness, 
Input Enhancement, and Implicit and Explicit Learning 
 
 
2.1.  Students’ written production 
 

Participants in the study were required to produce a persuasive 
paragraph on a topic relevant to their personal interest. These written 
texts were carefully collected to analyze the use and variety of transition 
signals as a means to assess their degree of inter-sentence cohesiveness. 
Following is the relevant literature review. 

 
 
2.1.1.  The CEFR and students’ expected written production 
 

Participants in the study fit well within the B1 level of the 
Common European Framework of Reference for Languages 
(Council of Europe, 2001). Throughout the CEFR document there 
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are several descriptors which outline the overall written 
performance at the B1 level: 

 
[a user] can write straightforward connected texts on a range of 
familiar subjects within his field of interest, by linking a series 
of shorter discrete elements into a linear sequence. (p. 61); [a 
user] can write short, simple essays on topics of interest. (p. 
62); [a user] can briefly give reasons and explanations for 
opinions, plans and actions (p. 232); [a user] can write a 
continuous intelligible text in which elements are connected (p. 
240) 

 
These descriptors parallel what the participants in the 

study are expected to produce: brief persuasive paragraphs on a 
topic of their interest. Additionally, their paragraphs should show 
a fair use of explanations and reasons and most importantly, for 
the purposes of this study, their texts should show a continuous, 
linear and logical flow of ideas with the help of transitions 

 
 

2.1.2.  Persuasive paragraphs 
 

This type of writing is also known as argumentative 
paragraph, opinion paragraph, and argument paragraph. The 
term used throughout the study is persuasive paragraph, and 
according to Stempleski, Morgan, Douglas et al (2006): “When 
you write an argument paragraph, you want to persuade your 
readers to agree with your opinion. To do this, you give reasons 
for your opinion, and use examples to help readers understand 
these reasons” (p. 98).  

 
This writing strategy requires the demonstration of “a 

carefully reasoned, well-supported argument [in] a thoughtful and 
convincing way” (Axelrod and Cooper 1988, p. 494). This genre 
is one of the most complex writing strategies which involves all 
other writing sub-skills, and prepares students for the kinds of 
writing tasks demanded at the college level.  

 
Crowhurst (1990) highlights the importance of this writing 

genre: “the literate, educated person is expected to be able to 
articulate a position on important matters so as to persuade 
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colleagues, governments and bureaucrats” (p. 349). Additionally, 
Munsell and Clough (1984) contend that “This form of academic 
writing is very often used in the essay examinations where a 
student needs to show the ability to state a point of view and 
defend it” (p. 76) 

 
Participants in the study had little experience writing 

persuasive paragraphs in English, hence the purpose of the study 
is twofold: to help students notice the importance of these 
connective devices as their writing skills improve, and to analyze 
how they make use of transitions. 

 
Students were asked to write a persuasive paragraph in 

favor or against the use of uniforms in schools. This topic was 
given to students because, as Kroll (1984) states, “performance on 
persuasive writing tasks is influenced by their interest in the 
topic” (p. 407). This topic related directly to students’ personal 
life and interests and, therefore, performance in writing held high 
expectations in terms of motivation, quantity and quality of 
production. 
 
 
2.1.3. Cohesion and coherence in paragraphs 
 

These two terms have been extensively analyzed by 
several noted specialists. Most agree that cohesion is one discrete 
and interdependent characteristic of a coherent text. However, 
some authors do not use the term cohesion, but define some of the 
traits of coherence in a way others would outline cohesion. 

 
According to Oshima and Hogue (1991), coherence is one 

of the elements of a good paragraph alongside with unity. 
Interestingly enough unity is regarded as a trait of coherence by 
most specialists, however, Oshima and Hogue keep both concepts 
separate. 

 
There are four ways to achieve coherence. The first two ways 
involve repeating key nouns and using pronouns that refer 
back to key nouns. The third way is to use transition signals to 
show how one idea is related to the next. The fourth way to 
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achieve coherence is to arrange your sentences in logical order. 
(pp. 40-41).  

 
As we can see Oshima and Hogue do not mention the term 

cohesion, but their guidelines to achieve coherence are 
comparable to what most authors would say of cohesion. 

 
Similarly, Smalley, Ruetten and Kozyrev (2001) use the 

term ‘smooth flow’ to refer to what other authors regard as a 
characteristic of cohesion.  

  
A coherent paragraph contains sentences that are logically 
connected and that flow smoothly. […] Smooth flow refers to 
how well one idea or sentence leads into another. Smooth flow 
can be achieved through sentence combining and through the 
use of certain expressions, called transitions that provide the 
links between ideas. Some transitional expressions include for 
example, to begin with, in contrast, however, also, among 
many others. (pp. 30-31).  

 
When the concept of cohesion is brought to the fore it is 

regarded as an interdependent trait of coherence and that unlike 
cohesion, coherence is always global in nature. For example, 
Stoddard (1990) claims that the basic difference between 
cohesion and coherence is that coherence “is the totality and unity 
of sense in a text, which means this concept is global in nature, 
while cohesive ties may be local or global, and these are 
intratextual relations” (p. 19).  

 
In the same vein, Kuo (1995) states that “The concept of 

cohesion relates to surface links; thus, is comprised of 
grammatical and lexical relations within-sentence, inter-sentence 
and cross-section interdependency and the interpretation of one 
element is crucial to the other one.” (p. 48).  He adds that 
“Coherence, on the other hand, regards the relations concerning 
thematic development, organization of information, or 
communicative purpose of a text. (p. 48). 

 
Kies (1995), on his online course on English Composition 

- College of DuPage, contends that “Coherence itself is the 
product of two factors — paragraph unity and sentence 
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cohesion”. Where unity is obtained through the development of 
only one topic in the paragraph, and cohesion is attained using 
grammatical and lexical relations to connect sentences. One of the 
ways to achieve cohesion is by using transitions. 

 
The most prominent study on cohesion was published in 

1976 by Halliday and Hasan in their book Cohesion in English. 
They stated that coherence refers to the elements internal to the 
text, consisting of cohesion and register. “A text is a passage of 
discourse which is coherent in these two regards: it is coherent 
with respect to the context of situation, and therefore consistent in 
register; and it is coherent with respect to itself, and therefore 
cohesive. (p. 23). 

 
Halliday and Hasan further defined cohesion as “the set of 

possibilities that exist in the language for making text hang 
together” (ibid., p. 18). Cohesion can manifest in form of 
reference, substitution, ellipsis, conjunction and lexical cohesion. 
Likewise, Hinkel (2003) conceptualized cohesion as “the 
connectivity of ideas in discourse and sentences to one another in 
text, thus creating the flow of information in a unified way” (p. 
279). Bamberg (in Palmer 1999, p. 63) states that cohesion 
“describes a linguistic system that extends through the text and 
binds together larger chunks of discourse, in addition to forming 
smaller discourse units”. Also, Hoey (1991) describes cohesion as 
“the way certain words or grammatical features of a sentence can 
connect that sentence to its predecessors in a text” (p. 3). 
Additionally, Markels (1984) contends that cohesion  

 
elevates a random collection of sentences to the status of a 
text, and in the process imparts meaning, insight, and 
purpose to those sentences […] without cohesion, the text 
can hardly be said to exist at all, for cohesion provides the 
textual means for initiating comprehension and sense. (p. 4) 

 
Finally, it is interesting to point out the vast plethora of 

books and papers on the issue of coherence which were put 
together by Bublitz, Lenk and Ventola (1999) resulting from the 
International Workshop on Coherence, celebrated in Augsburg 
Germany in 1997. 
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The amazing number of well over four hundred books and papers 
listed in the general bibliography, […] , bears witness to this 
intriguing development and the rapidly changing scene in 
coherence research over the last twenty years. Evidently, 
coherence has found its place as a key concept, perhaps even the 
key concept in discourse and text analysis (p. 1) 

 
In the present study cohesion is regarded as a trait of a 

coherent text in that through cohesiveness, coherence can be 
achieved. It follows that, one of the ways to achieve inter-
sentence cohesiveness is through the use of transition signals. 
Halliday and Hasan (1976, pp. 284-288) suggested the analysis of 
textual cohesiveness using cohesive ties, an intricate analysis 
which assesses cohesiveness in terms of substitution (exchange of 
one word for another one), ellipsis (omission of elements), 
reference (use of personal pronouns, demonstratives, definite 
articles and comparatives), conjunction (the additive, adversative, 
causal, temporal and continuative relationship among 
components) and lexical cohesion (the repetition of the same or 
related elements). Even though this fine-grained analysis of 
cohesiveness has been the major reference in textual analysis for 
the past three decades, it is not used in the present study. The 
researcher argues that most of Halliday and Hasan’s elements are 
outside the scope of the study because this research is concerned 
only with the use of transition signals. For that purpose, in this 
study, improvement in the number and variety of transition 
signals used within a text is regarded as improvement in cohesion.  

 
The following is the literature review on the definition of 

the concept of transition signals. 
 
 

2.1.4.  Transition Signals 
 
Jones (2010) distinguishes three types of ‘logical 

connectives’ and defines them this way: 
 

a) Coordinating conjunctions (and, or, but); b) Subordinating 
conjunctions (before, because, although); c) Conjunctive 
adjuncts (meanwhile, moreover, therefore, however). 
Coordinating and subordinating conjunctions are sentence-
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level structural items marking logico-semantic relations 
between clauses. Conjunctive adjuncts, on the other hand, have 
a discourse-level, text-building function (pp. 201-202) 

 
This study is concerned with the last-named, words and 

phrases that connect independent clauses with one another. These 
conjunctive adjuncts take different other names, such as: 
adverbial adjuncts (Nippold et al., 1992), transition signals 
(Oshima and Hogue, 1991), logical connectors (Celce-Murcia and 
Larsen-Freeman, 1999, in Jones 2010), discourse markers (Fraser, 
1999, linking adverbials (Liu, 2008) and transitions (Maurer, 
2006). Taboada (2006) expands the list even more: “coherence 
markers, lexical markers, discourse operators, discourse 
connectives, pragmatic connectives, sentence connectives, cue 
phrases, clue words, [and] discourse signalling devices” (p. 572). 

This diversity of terminology makes their definition a 
cumbersome task. Part of the difficulty stems from the fact that 
these words and phrases are on a gray area between the lexical 
and grammatical and, therefore, are difficult to classify. For the 
purposes of this study, the term used is transition signals or 
simply transitions. According to Oshima A; Hogue A (1991) 

 
Transition signals are words such as first, second, next, finally, 
therefore, and however, or phrases such as in conclusion, on 
the other hand, and as a result. […] they tell the reader when 
you are giving a similar idea (similarly, moreover, 
furthermore, in addition), an opposite idea (on the other hand, 
however, in contrast), an example (for example), a result (as a 
result), or a conclusion (in conclusion). (p. 43) 

 
On the importance of the use of transition signals, Hyland 

(1990) argues that  
 

It is crucial to include the marker frames that indicate the 
sequence and connection of the steps in the argument. The 
signals, such as firstly or next mark the steps in the sequence of 
the argumentation, and transition signals that mark addition, 
contrast or condition illustrate changes in the discussion. (p. 
68) 
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In Axelrod and Cooper’s (1988) view, an argument 
“makes a heavy use of transition words and phrases” (p. 147). 
Additionally, Fulkerson (1996) argues that “skillful 
argumentation should include the segmentation of the arguments 
which is marked by linguistic signals of argumentation, […] and 
by the use of these signals the argumentative relation can be 
established” (p. 162) 

 
This study analyzes the use of transition signals for 

introducing a paragraph, introducing an explanation and giving 
emphasis, introducing a similar additional idea, and introducing a 
conclusion or summary. These four types of transitions are the 
ones found in students’ persuasive writings and all of them are 
used to connect independent clauses at the discourse, inter-
sentence level. For that reason, coordinating, subordinating or 
correlative conjunctions have not been analyzed here since 
conjunctions do not always connect independent clauses. 

 
 
2.2.  Second Language Acquisition 
 

This second part of the literature review is concerned with key 
interrelated concepts in SLA. Namely, Input, Intake, input processing,  
Noticing, detection, awareness, attention, input enhancement and implicit 
and explicit vocabulary learning. 

 
 
2.2.1. Input 
 

Input in Second Language Acquisition refers to any 
instance of L2 to which learners are exposed, be it in written or 
spoken form. Input is the most important constituent in the 
process of second language acquisition because in the absence of 
it, SLA cannot take place. Input is defined by Richards and 
Renandya (2002) as “language sources that are used to initiate the 
language learning process” (p.157). Similarly, Susan Gass (1997) 
argues that  

 
The concept of input is perhaps the single most important 
concept of second language acquisition. It is trivial to point out 
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that no individual can learn a second language without input of 
some sort. In fact, all models of second language acquisition 
avail themselves of input in trying to explain how learners 
create second language grammar. (p. 1) 

 
In the same vein, R. Ellis (1994) states, “It is self-evident 

that L2 acquisition can only take place when the learner has 
access to input in the L2. This input may come in written or 
spoken form” (p. 26).  

 
Krashen (1982, p. 22) stated that ‘comprehensible input’ 

is the kind of input that is needed for language acquisition. He 
also asserts that conscious learning does not lead to acquisition, 
which means that this kind of input should come in natural 
meaningful contexts and while learners are not attending to form. 
In Krashen’s view, acquisition is a product of subconscious 
processing of comprehensible input. Therefore, acquisition does 
not need conscious attention to the new forms. 

 
Input is an all-important concept in SLA; however, the 

nature of the input might be inaccessible to learners due to, 
among other considerations, text complexity. Hence, we should 
be more concerned with what learners are actually able to process 
and understand rather than with any form of external L2 stimuli. 
Following is the contribution of Corder (1967) to the 
conceptualization of input 

 
 
 2.2.2.  Intake 
   

 Corder (1967) pointed out that not all the available L2 
stimuli can be made part of a learner’s interlanguage. 
 

The simple fact of presenting a certain linguistic form to a 
learner in the classroom does not necessarily qualify it for the 
status of input, for the reason that input is “what goes in” not 
what is available for going in, and we may reasonably suppose 
that it is the learner who controls this input, or more properly 
his intake. (p. 165)  
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His contribution led to a plethora of research which sought 
to find evidence of how input is converted into intake. The main 
models that attempt to explain this occurrence are discussed 
below.  

 
 

2.2.3.  SLA and processing of L2 input 
 

The following three models (Chaudron 1985, Gass and 
Selinker 2000, and VanPatten 1996) were devised to understand 
how L2 grammar becomes part of a learner’s working 
proficiency. Additionally, these models are helpful to understand 
how learners process L2 vocabulary as they avail themselves of 
the concept of intake 

Chaudron (1985, p. 2) suggested that intake concerns 
three stages: 
 

in speaking of intake we are, in effect, referring not to a single 
event or product, but to a complex phenomenon of information 
processing that involves several stages, roughly characterized 
as (1) the initial stages of perception of input, (2) the 
subsequent stages of recoding and encoding of the semantic 
(communicated) information into long term memory, and (3) 
the series of stages by which learners fully integrate and 
incorporate the linguistic information in input into their 
developing grammars. 

 
Gass and Selinker (2000) contend that language 

acquisition occurs when input becomes intake. But in order for 
this to take place learners must first notice the input. When the 
input is noticed it becomes apperceived input. Here, Gass and 
Selinker argue that apperceived input alone does not lead to 
acquisition. Learners need to comprehend the apperceived input, 
i.e. analyze it to extract meaning. “We can think of apperception 
as a priming device that tells us which parameters to attend to in 
analyzing second language data.” (p. 400). The following stages 
in this SLA model are comprehended input, intake, integration, 
and output. 

 
Another model of SLA was suggested by VanPatten 

(1996, p. 7). In his view, L2 acquisition starts with input 
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processing, which takes place when learners notice and attend to 
the input to make form-meaning connections. This input 
processing leads to intake, which is the amount of input the 
learner can process within his or her working memory. It follows 
that intake is incorporated into the developing system through 
accommodation and restructuring. Additionally, he states that 
attention is a key element in language learning because our brain 
makes use of available attentional resources to process meaning 
and to process form. Hence, input processing is dependent on 
conscious attention unlike Krashen’s view. 

 These three models of SLA hypothesized on the way 
input and intake are processed in L2 acquisition, and in all these 
models noticing plays a momentous role in SLA. Next is the 
discussion of this concept. 

 
 

2.2.4.  Noticing, detection, awareness and attention 
 

The Noticing Hypothesis was advanced by Schmidt in 
1990. He states that there are three levels of consciousness 
involved in language learning: awareness, intention and 
knowledge (p. 132). He posits that noticing is the conscious 
awareness of the input and that noticing is “nearly isomorphic 
with attention” (1995, p.1). “The noticing hypothesis states that 
what learners notice in input is what becomes intake for 
learning.” (ibid., p. 20). This hypothesis also states that regardless 
of the nature of the noticing act (deliberate or unintentional), what 
is noticed becomes intake. Therefore, noticing is a necessary 
condition for SLA.  

 
Truscott (1998) criticizes Schmidt’s hypothesis in that 

“the role of consciousness in cognition (as well as its general 
nature) continues to be a source of considerable confusion.” (p. 
105). Truscott advocates for a redefinition of the noticing 
hypothesis since, in his view, its claims are loosely based on 
unclear and elusive concepts such as awareness and 
consciousness. 

 
Tomlin and Villa (1994) argued in a fine-grained analysis 

of attention, based on cognitive psychology and neuroscience 
research, that awareness can be dissociated from attention. 
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Additionally, they claim that attention involves at least three 
theoretically and empirically separable functions: alertness, 
orientation, and detection (p. 198). They state that Schmidt’s 
‘noticing’ is not a necessary component of attention and that 
instead detection is the core of attention. Furthermore, they assert 
that noticing is detection within selective attention and it does not 
necessarily involve awareness. Tomlin and Villa define detection 
as  

 
the process that selects or engages a particular and specific bit 
of information [and] the process by which particular exemplars 
are registered in memory and, therefore, could be made 
accessible to whatever the key processes are for learning, such 
as hypothesis formation and testing” (pp. 192-193).  

 
Simard and Wong (2001, p. 119) criticize this multi-

dimensional view of attention, in that “the conceptualizations of 
attention and awareness posited by the model do not adequately 
reflect the complex nature of the relationship between attentional 
processes and SLA.” Simard and Wong argue that alertness, 
orientation, detection, and awareness should not be viewed as 
always separable but as coexisting and interacting in graded 
levels. 

 
Robinson (1995) contends that noticing is  
 

detection with awareness and rehearsal in short-term memory 
[…] necessary to learning and the subsequent encoding in 
long-term memory [and] that subset of detected information 
that receives focal attention, enters short-term, working 
memory, and is rehearsed. (p. 318) 

 
According to Robinson, noticing follows the process of 

rehearsal, which implies the encoding of information from short-
term memory to long-term memory. 

 
These hypotheses are far from being proven to be right or 

wrong, basically, because all what has been said is about the 
cognitive conscious and unconscious processes of language 
acquisition, and these internal processes cannot yet be fully 
measured and tested. However, it can be asserted that regardless 
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of its nature, noticing (whether it needs attention or not and 
whether it depends on conscious awareness or not) is a necessary 
condition for language acquisition to take place. The researcher 
claims that noticing is crucial as an element of SLA because it 
guides learners’ attentional resources towards a deeper 
understanding of the form and meaning of the new input. 

 
 

2.2.5.  Input enhancement 
 

“Input enhancement” was coined by Sharwood Smith 
(1991) as the process by which language input becomes salient to 
the learner. “This process can come about as a result of deliberate 
manipulation or it can be the natural outcomes of some internal 
learning strategy [however] what is made salient by the teacher 
may not be perceived as salient by the learner.” (p. 118). 
Sharwood Smith (1993) also contends that “A teacher or textbook 
writer can induce such a process by manipulating or enhancing 
input, ideally with the hope that it can affect learner knowledge 
and thereby learner behavior” (p. 176).  

 
Wong (2005, p. 56) gives the following definition of 

textual enhancement: 
 

Textual enhancement is known by using typographical cues 
(e.g., boldfacing, italicizing, underlining, coloring, enlarging 
the font size, changing the font type, or any combination of 
these techniques) to draw readers’/learners’ attention to 
particular information in a text” 

 
In this study, the transitions signals of the sample reading 

texts in the experimental group were manipulated using 
boldfacing and red color. Additionally, in order to boost the 
potential of noticing, the ‘deconstructed paragraph technique’ was 
used. This conflation of variables was designed to ensure learners 
notice the use of transition signals in the sample reading texts 
they were given. 
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2.2.6.  Implicit and explicit vocabulary learning through 
reading 

 
 As noted before, the present study is concerned with the 
use of transition signals and, therefore, it is more akin to the 
acquisition of lexis rather than with the acquisition of grammar. 
These transition signals were inductively presented to learners in 
the context of eleven short authentic and adapted-authentic 
persuasive paragraphs. It was expected that through this exposure 
students notice and later use these transition signals. Therefore, it 
is necessary to turn to the concepts of vocabulary learning and 
implicit and explicit learning. 
 

Regarding vocabulary acquisition Nation (1990) contends 
that vocabulary acquisition involves three steps: noticing, 
retrieving and generating:  
 

Noticing involves seeing the word as an item to be learned […] 
Retrieval involves recall of previously met items. Each 
retrieval strengthens the connection between the cue and the 
retrieved knowledge […] Generation strategies include: 
attaching new aspects of knowledge to what is known through 
instantiation, word analysis, semantic mapping, and using 
scales and grids. (pp. 221-222) 

 
Nation sees noticing as the first step in vocabulary 

acquisition, regardless of the approach to teaching: implicit or 
explicit. Nick Ellis (1994a) defines implicit and explicit learning 
in the context of grammar acquisition 

 
Implicit learning is acquisition of knowledge about the 
underlying structure of a complex stimulus environment by a 
process which takes place naturally, simply and without 
conscious operations. Explicit learning is a more conscious 
operation where the individual makes and tests hypotheses in 
a search for structure. (pp. 1-2). 

 
Laufer and Hulstijn (2001) posit that implicit, incidental 

learning happens “without learners’ awareness of an upcoming 
retention test, or without learners’ deliberate decision to commit 
information to memory.” (p. 11). In this regard, the present study 
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makes use of an implicit approach to vocabulary learning since 
students were never prompted to further analyze the use of 
transitions. Additionally, Hunt and Beglar (2005) contend that 
“implicit approach primarily involves engaging students in 
meaning-focused reading.” (p. 25), which is precisely what 
participants in the study were required to do because, as students 
read the sample paragraphs, the aim was to draw meaning from 
the text without paying attention to form. 
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CHAPTER III 
 
 

METHODOLOGY OF THE INVESTIGATION  
 
 

An experimental study needs the implementation of a well-
planned method for introducing a variable in an experimental group and a 
consistent procedure to contrast its results with those of a control group. 
Many variables had to be considered before the implementation of the 
study and had to be taken into account to adjust to the conditions of the 
teaching setting. Some of the variables in place were, for example, the 
permissions requested for conducting research, the writing genre 
expected from students, the topic of the writing, the level, the in-class 
time available, the number of students, the course syllabus, the texts to be 
used as reading samples, the manipulation of texts in the experimental 
group, students’ absences to class, the classification of the transition 
signals used, the design of the quantitative and qualitative analyses to 
measure the effectiveness of the technique, the screening methods, 
among others. 
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3.1. Investigation type 
 

The account below was devised following Wallace (1998, 35-44). 
 

• This is an experimental study that made use of a control group 
and an experimental group.  

• The study approach in the classroom was complementary as 
opposed to intrusive because all the steps taken in the study fitted 
almost perfectly within the course plan. The approach of this 
study was not intrusive precisely because the data to be collected, 
in this case students’ written texts, were texts that students are 
required to produce as part of the course plan in Intermediate 7 
level 

• In order to analyze the data collected, the study included both a 
qualitative and a quantitative analysis. A qualitative analysis was 
used to screen the paragraphs to be considered part of the study 
and to analyze the discrete transition signals that students used. A 
quantitative analysis was used to count the number of transitions 
used in each eligible persuasive paragraph, and to count the total 
number of words in each paragraph. 

• The data collected is empirical because it is objective, observable, 
measurable and real. 
 
 

3.2.  Design of the investigation 
  
 The design of the investigation had to take into consideration the 
teaching context and the method to introduce the sample paragraphs for 
reading practice 
  
 

3.2.1. Teaching context 
 
The present study was conducted in my current teaching 

context: Instituto Cultural Peruano Norteamericano (ICPNA), a 
private EFL institute in Lima, Peru for students of 14 years of age 
and above. The English program uses a Communicative Approach 
and consists of three levels: Basic, Intermediate and Advanced. 
The Basic Level corresponds approximately to levels A1 and A2 
following The Common European Framework of Reference for 
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Languages (CEFR) with 432 hours of formal instruction divided 
in 12 months/cycles; that is, 36 hours per month/cycle. The 
Intermediate level is also divided in 12 months/cycles 
(Intermediate 1 through Intermediate 12) with 432 hours of 
formal instruction as a total. This level matches approximately the 
B1 and B2 levels of the CEFR. The Advanced level comprises 9 
months (324 hours) with the final aim of helping students reach 
the C1 level of the CEFR.  

 
The English program has 9 different schedules of two 

academic hours each (1 hour and 30 minutes) with very 
heterogeneous classes as our students range from adolescents, 
young adults, adults and middle-aged people with 25 students in 
each classroom. This research was carried out in the Intermediate 
7 level. Taking into account the previous hours of class 
instruction they had (648 hrs. of class instruction within an 18-
month period), the kind of written and spoken texts students are 
able to produce and the course plan of Intermediate 7, students 
can be said to be approximately at the B1 level. 

 
 

3.2.2. Treatment of sample paragraphs for reading practice 
 

The study required the introduction of 11 sample adapted-
authentic persuasive paragraphs in the control and experimental 
groups. These paragraphs (see Appendices 1a-1d) were 
fundamental in the study because they served as the models for 
students to follow. The rationale was to expose students to models 
of persuasive paragraphs as a way to help them familiarize with 
this kind of writing. The model persuasive paragraphs used were 
reading passages taken from several pages of the textbook World 
Pass (Stempleski 2006). This is the textbook students use at 
intermediate level, so the level of complexity of the texts was fair 
for students. However, several of these passages had to be 
adapted, basically, to maintain a certain length (90 to 140 words 
per text). 
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3.2.2.1 Sample Paragraphs in the Experimental Group  
 

In the experimental group, the texts students 
received were ‘deconstructed’, that is, the texts were cut 
into five parts. Thus, students received a set of 5 separate 
strips that made up one persuasive paragraph. The first 
strip was the title, the second strip a part of the 
introduction, the third strip a part of the body of the 
paragraph, the fourth strip another part of the body and 
the fifth strip the end of the paragraph. (see example 
below)1  

 
 

  

                     
1   Text taken from: Stempleski, S.; Morgan, J.; Douglas, N. et al (2006): World Pass, ICPNA edition,  
    Intermediate 5-8, Heinle Cengage Learning. p.34 (highlighting and partitioning made by the researcher) 
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Additionally, some words were made visually 
salient in the strips. These words were the transition 
signals (see Appendix 2) and, in order to add variety in the 
teaching technique, some pronouns and key nouns were 
also highlighted as a way to show students how a text can 
hold together. In other words, the parts that were 
highlighted were the textual devices that ensure cohesion 
in a paragraph. Students were expected to reconstruct the 
texts noticing how the highlighted words helped a text 
hold together  

 
 

3.2.2.2 Sample Paragraphs in the control Group 
 

In the control group the texts were presented ‘as 
is’, that is, they were given to students as complete texts 
with no highlighting of transitions or use of the 
deconstructed paragraph technique (see example below)2 

 
  

                     
2 Text taken from: Stempleski, S.; Morgan, J.; Douglas, N. et al (2006): World Pass, ICPNA edition,  
   Intermediate 5-8, Heinle Cengage Learning. p.34 
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For a comprehensive account of how the texts 
were presented day by day see Appendix 3 (Treatment of 
control group) and Appendix 4 (Treatment of 
experimental group) 

 
 
3.3.  Population and study sample 
 

3.3.1.  Target population (Universe) 
 

Students of 14 years of age and above enrolled in any 
schedule in Intermediate 7 level at any of our ICPNA branches in 
Lima, Peru. Students at this level are approximately at the B1 
level of the CEFR.  

 
Classes are really heterogeneous in all respects. Regarding 

knowledge and language proficiency, for example, in one given 
Intermediate 7 level class there could be students who have 
studied with us for 19 months (12 months Basic level and 7 
months Intermediate level) or students who came from other 
schools, took a placement test and were classified to higher than 
Basic 1, and, as a result, have studied with us for fewer than 19 
months. That is, these students might have certain knowledge that 
their peers lack or vice versa. Since no student proficiency is 
equal or equivalent to another one, levels of language proficiency 
vary from student to student, that is why there is a chance for 
students to fail the course and to have to retake it until their 
deficiencies are overcome. Age is also really varied. The only 
requirement to be in the Adult Program, where students can study 
the Basic, Intermediate and Advanced levels, is to be at least 14 
years of age. So there are adolescents, young adults and adults, all 
in one class.  
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3.3.2.  Accessible population 
 

As a total there were 134 participants classified in two 
groups: the control group with 75 participants and the 
experimental group with 59 participants (see Appendices 5a and 
5b). 

The control group consisted of 3 classes which were given 
the following codes:  

 
 
 
 
 
 
 
 
 

 
The experimental group consisted of 3 classes all of them 
in April 2011 codified the following way: 
 
 
 
 
 
 
 
 
 

 
3.3.3.  Samples 
 

After the screening there were a total of 83 eligible 
samples used in the study: 41 samples from the control group and 
42 samples from the experimental group. (See Appendices 6a and 
6b) 
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3.4.  Variables 
 
 In the present study there was one independent conflated variable, 
and several intervener variables that induced the emergence of two 
dependent variables. Ultimately, these dependent variables were the 
focus of the study 
 
 

3.4.1.  Independent variable 
 

The independent conflated variable is the application of 
the technique ‘deconstructed paragraph with enhanced transition 
signals for 11 consecutive days. By definition, this variable is 
conflated because there was more than one variable, which 
presupposed that input enhancement was not presented in 
isolation; its potential was boosted by the use of the deconstructed 
paragraph technique. 
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3.4.2.  Dependent variables 
 

The dependent variables are the number and variety of 
transitions students use in their persuasive paragraphs on only one 
topic: an opinion against or in favor of school uniforms. 

 
 

3.4.3. Intervener variables 
 

Some other variables that influenced the study were:  
o The students’ absences to the days in which the technique 

was applied because some students were present to the 11 
days, some other ones to 10, 9, 8, or 7 days. 

o Also, the decision that had to be made to postpone the 
class debate scheduled for the 13th day of classes to the 
14th day in the experimental group, precisely the day of 
the final written draft. This decision really influenced the 
study as it will be explained in Chapter IV: Discussion of 
Results (see pages 64-69) 

 
 
3.5.  Techniques, instruments for gathering of data and screening 

method 
 

The instrument used to gather data was the persuasive paragraphs 
produced by the students. After the screening process, each transition 
signal in each paragraph was identified and categorized. The raw data, 
namely the transitions students used, were gathered and classified under 
‘types of transitions’. The transitions found were in turn classified in 4 
types: 
 

• transitions to introduce the paragraph  

• transitions to introduce an explanation and give emphasis 

• transitions to introduce a similar idea (see Appendices 7a 7b) 

• transitions to introduce a conclusion or summary  
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To prove the specific hypotheses, and in order to be as thorough 
as possible, a two-fold analysis of the raw data was conducted. The first 
analysis involved counting each correct transition signal considering it as 
one valid occurrence among all the transitions found. (see example 
below) 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
In the example above, we can see that the first student used 3 

transitions to introduce a similar additional idea, the second student used 
2, and the third student did not use any transitions of this type. As a total, 
we can count 5 transitions to introduce a similar additional idea 
correctly used in a group of 3 students. This data served to analyze the 
variety of transitions found and the total number of transitions used.  

 
The second analysis considered whether or not a student used a 

transition of each type. (see example below) 
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This analysis helped identify exactly the number and percentage 
of transitions used per type and student. In the example above we can see 
that 2 out of 3 students used transitions to introduce a similar additional 
idea correctly. This second analysis was really helpful to observe 
accurately how many students used each type of transition. Basically, this 
two-fold analysis aims at improving validity of the research claims 
because it could be certainly misleading to simply state that, for example, 
in a group of 20 students there were 20 correct transitions used, which 
could appear to point out that 100% of students used correct transitions. 
While in reality these 20 transitions were used by only 10 students, that is 
only 50% of students 

 
The following is the detailed description of the techniques and 

methods used to screen the samples. These procedures were devised to 
make sure that the paragraphs to be analyzed could be compared to any 
other similar piece of writing produced under similar circumstances 
outside the setting of this research. Ultimately, this screening attempts to 
minimize the appearance of external variables and to ensure a high 
degree of reliability. 
 
 

3.5.1. Whole text screening  
 
This is the first screening of students’ samples. Here, each 

students’ paper was considered as a single occurrence regardless 
of the content of the paragraph. That is, the analysis of transition 
signals was not yet in place. This first screening involved both a 
quantitative and a qualitative analysis. 

 
3.5.1.1 Quantitative analysis 

 
There were two quantitative analyses to screen 

discrete paragraphs (see Appendices 8a and 8b). That is, 
two quantitative screening methods to separate samples 
from the study. The first quantitative analysis involved 
separating paragraphs of students who were absent to: 
 

a. the day of the writing of the first persuasive 
paragraph; 
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b. the day of the class discussion on ‘school 
uniforms’;  

c. the day of the writing of the second-final 
persuasive paragraph 

d. more than 4 days when the sample / 
deconstructed paragraphs were introduced; 

 
The second quantitative analysis involved 

calculating the standard normal probability of the number 
of words students wrote in each paragraph. This analysis 
was possible using a two-tailed standard normal 
probabilities test with a level of significance (α) of 0.025. 
This test allows us to calculate the normal probability of 
finding certain number of words in similar texts produced 
under similar circumstances. It is the same calculation 
used to predict the height of individuals in a certain 
population, in which there is a normal (therefore, 
predictable) minimum and maximum height. Similarly, 
each word in student’s paragraph was counted and the 
normal minimum and maximum numbers were calculated. 
The level of significance (α) of 0.025 is a number used in 
statistics that, by definition, determines which samples are 
way below or above the normal minimum or maximum 
levels. The test determined that there were no paragraphs 
with too few words, but that there were 6 samples with too 
many words (see calculations below and on the next 
page). These 6 samples were separated from the study.  

 
 
 

  

Number of samples 100
Degrees of freedom 99

Mean 128.07
Standard Deviation 35.22

Highest rank 235
Lowest rank 62

α (Level of significance) 0.025

1.96Mean > x > - 1.96 Mean 197 - 59

DATA

CALCULATION
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3.5.1.2 Qualitative analysis 

 
For this analysis a holistic assessment scale to rate 

students’ paragraphs was devised. The paragraphs 
considered in the study were the ones that had at least a 
score of 3 on the scale devised (see Appendix 9). In order 
to ensure rater reliability, and given the inevitable 
subjective nature of the analysis, the paragraphs were not 
assessed by the researcher; they were rated by a fellow 
colleague. 

 
 
3.5.2.  Discrete transition signals screening 

 
The present screening differs from the previous one in that 

samples (whole-text paragraphs) are not separated from the study 
anymore. Now discrete transition signals are counted and 
analyzed within each paragraph. This part of the analysis 
represents the core of the present study because it implies the 
systematical identification and classification of each transition 
signal to be analyzed and counted (see Appendices 6a, 6b). 
Students’ paragraphs show a great variety of transition signals 
used and, therefore, the researcher had to be as thorough and 
careful as possible to ensure the validity and reliability of the 
study. Therefore, this screening method also needed a quantitative 
a qualitative analysis. 
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3.5.2.1 Quantitative analysis 
 

The purpose of this study is to improve the number 
and variety of transitions students use as a means to 
improve inter-sentence cohesiveness. For this reason, each 
transition in the paragraphs was counted as just one 
occurrence. For instance, the transition ‘for example’ 
appeared twice or even three times in just one paragraph 
but it was counted as just one occurrence because this 
study suggests that the students should use more than 2 
different transition signals in their paragraphs. (see 
Appendices 6a, 6b). It follows that students were expected 
to use other similar expressions like for instance, to give 
you an idea, etc. 

 
 

3.5.2.2 Qualitative analysis 
 
A qualitative analysis was conducted on a case by 

case basis judging if the transitions students used were 
correctly or incorrectly used. Here, there were three 
considerations for the analysis: a transition was not 
counted in the study if it 

 
a. was not the right choice for connecting ideas; 
b. showed poor grammar (subject-verb 

agreement, fragment, etc.); and 
c. showed poor mechanics (spelling and 

punctuation) (see Appendices 6a, 6b) 
 

 
As a closing comment, the researcher wishes to concede that the 

handling of such amount of information made the completion of the 
study a really challenging endeavor. In hindsight, the implementation of 
the technique and gathering of raw data was not as demanding as the 
analysis of the raw data itself. Even though the paragraphs were exactly 
on the same topic and students belonged to the same level, each 
paragraph showed varying degrees of proficiency and command of the 
language. Therefore, in an effort to ensure reliability and validity several 
instruments and screening methods had to be devised. Fortunately, the 
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careful design of the investigation and systematic and meticulous 
treatment of raw data made the conclusion of the project feasible. The 
following chapter discusses the results of the study and exhausts almost 
every possibility for data analysis. 
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CHAPTER IV  
 
 

DISCUSSION OF RESULTS 
 

The discussion of results revolves around the general hypothesis 
and specific hypothesis. The analysis includes probabilistic tests and, in 
the case of the specific hypothesis, the results are also discussed based on 
the information yielded by the Chi-squared test of Homogeneity to assess 
whether the experimental and control group were similar or different. 
Finally, Kendall’s tau_b test for bivariate correlations was used in order 
to correlate the number of correct transition signals used with the quality 
of the paragraph and with the exposure to the technique. 
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4.1. General hypothesis 
 

“The use of the deconstructed paragraph with enhanced 
transition signals helps increase the number of transitions that students 
of Intermediate 7 Level of ICPNA Lima use in their persuasive 
paragraphs”. 

 
The results of Graph 1 (Percentages of students who used 2 or 

more transitions) clearly show that the number of transitions used 
increased. While in the control group the percentage of students who 
used 3 or more transitions was 56.10%, in the experimental group the 
percentage was 73.81%. A standard normal probability test (see graph 2 
below) showed that in the experimental group there is a higher 
probability of finding 3, 4, or 5 transitions in a paragraph. Finally the 
Pearson’s Chi-Squared test of Homogeneity showed that there is a high 
probability that the technique ‘deconstructed paragraph with enhanced 
transition signals’ did influence the use of transition signals in students’ 
persuasive paragraphs (see Appendix 10a) 
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Graph 3 shows the percentages of transitions used per frequency. 

Here, it is interesting to observe that in the experimental group, there 
were no students who used 0 transitions and that in the experimental 
group the frequency of students who used 4 correct transitions was 
almost twice as high as in the control group. 
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4.2.  Specific hypotheses 
 

The specific hypotheses were tested using a two-fold analysis of 
the raw data (see pages 42-43). Additionally, all the transitions were 
grouped together for an analysis of the proportion of transitions used in 
both groups, and to determine the probability of finding 1 or more 
transitions of each type in both groups. 

 
1. “This technique helps improve the number of transitions 

students use to introduce their paragraphs.” 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Graph 4-A shows the proportion of discrete transitions 
found. This first analysis proves that in the experimental group 
students used more transitions to introduce the paragraph. 
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Graph 4-B (Percentages of students who used transition 

signals to introduce the paragraph) shows there was a 
considerable improvement. In the Experimental Group, 78.57% 
of students introduced their paragraphs with a transition signal, in 
contrast to the 51.22% of the Control Group.  

 
We can see that Graphs 4-A and 4-B are identical. This is 

because each student used only one transition to introduce their 
paragraph. This is an expected occurrence given that each student 
is writing only one paragraph, which means that they need only 
one transition to introduce it. 
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Graph 4-C shows the proportion of these transitions 
found. As a total, there were 54 transitions found in both groups, 
21 in the control group and 33 in the experimental group. This 
graph shows that the proportion of transitions in the experimental 
group is bigger than in the control group. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
Graph 4-D shows the results of a standard probability test. 

Here we can see that in the experimental group there is a higher 
probability of finding 1 or more transitions 

 
Finally, the chi-squared test of homogeneity (see 

Appendix 10b) proved that both groups (control and 
experimental) are different. We could suggest that, given the tight 
control of the variables and confounding variables, this difference 
could be explained by the introduction of the technique 
deconstructed paragraph with enhanced transition signals. 
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2. “This technique helps improve the number of transitions 
students use to introduce an explanation and give emphasis in 
their paragraphs.” 
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Graph 5-A (Percentages of transition signals to introduce 
an explanation and give emphasis) shows the proportion of 
discrete transitions found. This first analysis suggests that there 
was no significant improvement 
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Graph 5-B (Percentages of students who used transition 
signals to introduce an explanation and give emphasis) shows 
that there was a slight improvement in the number of students 
who used this type of transition. 
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Graph 5-C shows the proportion of these transitions 
found. As a total, there were 50 transitions found in both groups, 
24 in the control group and 26 in the experimental group. This 
graph shows that the proportion of transitions in the experimental 
group is slightly bigger. 
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Graph 5-D shows the results of a standard probability test. 
Here we can see that the probability of finding this type of 
transition in each paragraph is almost the same in both groups. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Finally, the chi-squared test of homogeneity (see 

Appendix 10c) proved that both groups (control and experimental) 
are similar. It could be suggested that, at this particular point, the 
technique used did not bring about change in students’ 
production. 
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3. “This technique helps improve the number of transitions 
students use to introduce a similar additional idea in their 
paragraphs.” 

 
Graph 6-A (Percentages of transition signals to introduce 

a similar additional idea) shows there was a considerable 
improvement. The percentage in the experimental group is almost 
twice as high as in the control group. 
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Graph 6-B (Percentages of students who used transition 
signals to introduce a similar additional idea) shows there was a 
considerable improvement, too. In the experimental group 
80.95% of students used this type of transition, in contrast to the 
48.78% of the control group 
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Graph 6-C shows the proportion of these transitions 
found. As a total, there were 78 transitions found in both groups, 
27 in the control group and 51 in the experimental group. This 
graph shows that the proportion of transitions in the experimental 
group is notably bigger. 
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Graph 6-D shows the results of a standard probability test. 
Here we can see that the probability of finding this type of 
transition in the experimental group is almost twice as high as in 
the control group. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Finally, the chi-squared test of homogeneity (see 
Appendix 10d) proved that both groups (control and 
experimental) are different. It could be suggested that, given the 
tight control of the variables and confounding variables, this 
difference could be explained by the introduction of the technique 
deconstructed paragraph with enhanced transition signals. It can 
be concluded that, at this particular point, the technique was 
really effective.  
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4. “This technique helps improve the number of transitions 
students use to introduce a conclusion or summary in their 
paragraphs. 
 

Graph 7-A shows the proportion of discrete transitions 
found. This first analysis shows that in the control group, rather 
than in the experimental group, students used more of these 
transitions. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

  



65 
 

Graph 7-B shows that in the experimental group the 
number of students who used this type of transition was smaller 
than in the control group 
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Graph 7 shows the proportion of these transitions found. 
As a total, there were 64 transitions found in both groups, 40 in 
the control group and 24 in the experimental group. This graph 
shows that the proportion of transitions in the control group is 
considerably bigger. 
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Graph 7-D shows the results of a standard probability test. 
Here we can see that the probability of finding this type of 
transition in the control group is twice as high as in the 
experimental group. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
Finally, the chi-squared test of homogeneity (see 

Appendix 10e) proved that both groups (control and experimental) 
are different. This means that there was a variable that induced 
the difference. Certainly, the technique used aimed at the opposite 
result, thus it cannot be accounted for this occurrence. This 
‘strange’ occurrence could be interpreted by the fact that in the 
control group, conclusion sentences was introduced the very same 
day of the writing. So, as a researcher, I must acknowledge that 
the use of these transitions must have been biased by the fact that 
minutes before the writing of the paragraph, students had been 
practicing writing conclusion sentences (see treatment of the 
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control group Appendix 3 - 14th day) Thus, most likely, when 
students wrote their paragraph they had this in mind and used 
transitions for conclusion sentences (e.g. ‘in conclusion’) very 
often (see graph 7.1 below). Whereas in the experimental group, 
the use of conclusion sentences was introduced 4 days before the 
writing of the paragraph (see treatment of the experimental group 
Appendix 4 - day 13th day).  
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From Graph 7.1, it is clear that the transition ‘in 
conclusion’ was very frequently used in the control group. Even 
four times as much as in the experimental group. I believe that 
students were influenced by the learning objective of the class 
(stated on the board), which was ‘to write conclusion sentences’. 
Note that the word ‘conclusion’ was used as part of the learning 
objective of the class and obviously was used very often on that 
day to explain the process of writing conclusion sentences. I 
could claim here that in the experimental group the use of 
transitions for conclusion sentences was perhaps more authentic 
and not biased. However, the overall results of the study were not 
affected by this occurrence. 

 
Finally, as a researcher I must say that this occurrence 

could have been avoided, perhaps under ‘laboratory conditions’. 
The conditions and circumstances under which the final drafts in 
both groups were produced were indeed real-life. At that moment, 
I took the decisions I had at hand based, principally, on time 
constraints and the course plan that I had to follow. Fortunately, 
this occurrence was successfully traced to the fact mentioned 
above because there is no other possible explanation. This 
additionally means that my research is honest and that it had not 
been manipulated to show results that would only favor my 
claims. 

 
5. This technique helps improve the quality of students’ 

persuasive paragraphs in terms of variety of transitions used. 
 
Graphs 8, 9, 10, and 11 (Occurrence of transitions that 

appeared in the sample texts) show the percentage of discrete 
transitions used. In these graphs, the transitions shown are the 
ones that appeared in the sample texts. Students used other 
transitions, too, but the point here is to try to see evidence of 
learning. I can suggest that the occurrence of these transitions 
was influenced by the fact that these transitions were seen in the 
sample paragraphs. This would be evidence of 
learning/acquisition given that students used those transitions 
according to their needs and were not pressed or prompted to use 
them. 



70 
 

An analysis of the quality of transitions used in terms of 
variety of transitions used can lead us to interpret that, indeed, the 
quality of students’ writings improved because students used 
more varied transitions. (For a sample of transitions found see 
Appendices 7a and 7b). 

 
Graph 8 shows that in the experimental group students 

used varied transitions such as ‘in the first place’ and ‘for one 
thing’. In the control group, students used 4 types of transitions, 
while in the experimental group students used 7 different types. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

  



71 
 

Graph 9 shows that in the experimental group students 
used ‘in fact’ to give emphasis; whereas in the control group no 
student used this transition. In the control group, students used 2 
types of transitions, while in the experimental group students used 
4 different types. However, only one student used four different 
types of these transitions in just one paragraph (for example, take 
for example, but in reality, the fact of the matter). So statistically, 
this student does not represent the general tendency of the group. 
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Graph 10 shows that in the experimental group students 
used varied transitions such as ‘furthermore’, ‘another benefit’ 
and ‘another drawback’. In the control group, students used 11 
types of transitions, while in the experimental group students used 
22 different types. Here, I must say that the technique applied was 
particularly effective with these kinds of transitions. Students 
used twice as many transitions as in the control group, which 
means that the flow between their supporting ideas is far better 
than in the control group. 
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Graph 11 shows that in the experimental group there were 
a couple of occurrences of ‘to sum up’. In the control group no 
student used this transition. In the control group, students used 8 
types of transitions, while in the experimental group students used 
6 different types.  
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The following pie chart shows that, in fact, there were 
more varied transitions used in the experimental group. As a total, 
in both groups, students used 51 different transitions. In the 
control group, students used 27 of these 51 transitions and in the 
experimental group 38 different transitions. That represents 
52.94% for the control group and 74.51% for the experimental 
group. It is important to point out that this analysis is based on 
variety of transitions and not on number of transitions, analysis 
which was presented on pages 50-51. That is the reason why 
when 27 is added to 38, the result is not 51. This is because some 
of the transitions that were found in the experimental group were 
also found in the control group. There is some overlap in the use 
of transitions in both groups. 
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4.3. Correlations 
 

This final analysis is a thorough attempt to find a correlation 
between certain relevant variables and the results found. This analysis 
had two aims, (1) to assess whether or not a certain external variable can 
be accounted for the results obtained, and (2) to narrow the possible 
explanations for the results obtained.  

 
The SPSS software (Statistical Package for the Social Sciences) 

of IBM  ® was used to conduct the Kendall’s tau_b test for bivariate 
correlations. This test was chosen given that the data has a great many 
tied ranks.  

 
 
4.3.1. Correlation between grades and number of correct 

transitions found 
 
This correlation tries to determine whether the quality of 

the paragraph correlates positively to the number of correct 
transitions found. In other words, it assesses if the students who 
write better also use more transitions.  

 
The following is the result of the test in the control group. 

The highlighted coefficient indicates that there is no correlation. 
Thus, students who write better are not the only ones who use 
more transitions. This means that the quality of the writing does 
not determine the good (or bad) use transitions. 
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Correlations 

  
Number of 

correct 
transitions 

Grade 

Kendall’s 
tau_b 

Number of 
correct 
transitions 

Correlation 
Coefficient 

1 -0.108 

Sig. (2-
tailed) 

. 0.427 

N 41 41 

Grade 

Correlation 
Coefficient 

-0.108 1 

Sig. (2-
tailed) 

0.427 . 

N 41 41 

 
 
The following is the result of the test in the experimental 

group. The highlighted coefficient indicates that there is no 
correlation. 
 

Given these results, it can be claimed that both groups 
were very similar. In other words, both groups had very similar 
language proficiency and the improvement in the experimental 
group cannot be attributed to their existing language proficiency 
because even students who do not write as effectively as others 
used more transitions. 
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4.3.2. Correlation between number of days present and 
number of correct transitions found 
 
This correlation tries to determine whether the number of 

days present to class correlates positively to the number of correct 
transitions found. In other words, it assesses if the students who 
had more contact with the input (transition signals), use more 
transition signals.  

 
The following is the result of the test in the control group. 

The highlighted coefficient indicates that there is no correlation. 
This outcome is neither positive nor negative, it simply shows 
that the number of days in which the students were present to 
class did not influence on the number of transitions students used. 

  

Correlations 

  
Number of 

correct 
transitions 

Grade 

Kendall’s 
tau_b 

Number of 
correct 
transitions 

Correlation 
Coefficient 

1 0.228 

Sig. (2-
tailed) 

. 0.099 

N 42 42 

Grade 

Correlation 
Coefficient 

0.228 1 

Sig. (2-
tailed) 

0.099 . 

N 42 42 
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Correlations 

  
Present to X 

days 

Number of 
correct 

transitions 
found 

Kendall’s 
tau_b 

Present to X 
days 

Correlation 
Coefficient 

1 0.12 

Sig. (2-
tailed) 

. 0.368 

N 41 41 

Number of 
correct 

transitions 
found 

Correlation 
Coefficient 

0.12 1 

Sig. (2-
tailed) 

0.368 . 

N 41 41 

 
 
The following is the result of the test in the experimental 

group. The highlighted coefficient indicates that there is a 
moderate correlation. 

 
 

Correlations 

  
Present to X 

days 

Number of 
correct 

transitions 
found 

Kendall’s 
tau_b 

Present to X 
days 

Correlation 
Coefficient 

1 .365
**

 

Sig. (2-
tailed) 

. 0.006 

N 42 42 

Number of 
correct 

transitions 
found 

Correlation 
Coefficient 

.365**  1 

Sig. (2-
tailed) 

0.006 . 

N 42 42 

**. Correlation is significant at the 0.01 level (2-tailed). 
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Even though a correlation does not explain causality, 
these results are highly positive in the study because they prove 
statistically that, at a moderate rate, students who used more 
transitions were the students who were more days present to class 
and, therefore, more exposed to the technique.  
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CONCLUSIONS 
 
 

The following is the account of conclusions reached upon 
completing the study: 

 
1. The technique ‘deconstructed paragraph with enhanced 

transition signals’ was effective in improving the number of 
transition signals used in participants’ persuasive paragraphs. 
The point of reference was the 56.10% of students who used 
3 or more transitions in the control group. In the experimental 
group this figure reached a 73.81%. This result suggests that 
learners felt confident in using more of these cohesive 
devices because they noticed their usefulness and need within 
their paragraphs. 

 
2. This technique was also effective in increasing variety of 

transitions used. In the control group learners made use of 
52.94% of the whole variety of transitions found, while in the 
experimental group this number goes up to 74.51%. This 
result is indeed compelling because it suggests that students 
in the experimental group used more varied transitions 
because they saw them being used in the sample reading 
texts. This might be evidence of acquisition because students 
showed they could use transitions correctly. The researcher 
argues that the use of those types of transitions became part 
of learners’ working proficiency. 
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3. To some extent, this implicit teaching approach was also 
effective in fixing in students’ minds the use of certain 
transition signals. This is revealed by the fair number of 
students in the experimental group who used exactly the same 
transitions that were presented in the sample reading texts 
(see graphs 8-11). It follows that in the control group, the 
transitions were perhaps noticed and later forgotten. The 
researcher claims that by focusing students’ attentional 
resources onto a certain L2 input, there are great chances of it 
to become intake and, therefore, part of learners’ proficiency 
and long-term memory. 

 
4. The introduction of the technique only used ten minutes of 

each class during eleven days. This fact makes it also really 
effective in terms of use of available resources. The 
introduction of the technique does not take up much time of 
in-class work, which means that it is feasible to help students 
improve their writing skills in a relatively short time.  

 
5. Kendall’s tau_b correlation test (τb = 0.365) showed that 

students who received more exposure to this technique in the 
experimental group were the ones who used a greater number 
and variety of correct transitions in their paragraphs. This is a 
momentous result in this research because it has been argued 
throughout the study that the technique induces positive 
effects in learners’ writing skills. The result seems to indicate 
that learners really benefitted from being exposed to this 
technique. Furthermore, the researcher ventures to say that if 
more time had been available to introduce the technique more 
often, the results would have been even better, especially in 
terms of variety of transitions used. 

 
6. Finally, the use of sample readings for extracting meaning, 

input enhancement, deconstructed texts, and collaborative 
work, all of which implicit teaching techniques, have proved 
to be successful in inducing positive results in students’ 
writing skills. The researcher argues that this implicit 
approach might be more meaningful and better conducive to 
language acquisition than an explicit teaching approach 
because, as being more meaningful, the new information is 
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more likely to be stored in learners’ long-term memory for 
later retrieval. Explicit approaches seem to cater better for 
declarative knowledge and implicit ones for procedural 
knowledge. In the current trends of L2 teaching the aim is to 
reach a high degree of procedural knowledge, therefore, 
automaticity. However, these claims need further 
confirmation. 
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RECOMMENDATIONS 
 

 
1. The written samples could be used to conduct a 

heuristic/illuminative research to find, analyze and describe, for 
instance, the most common mistakes students make. Given that all 
the samples are the same kind of writing and about the same topic 
(advantages or disadvantages of school uniforms), future 
researchers can easily narrow the focus of the study. 

 
2. These samples could also be analyzed to see how students are 

making use of other devices for textual cohesion, repetition of key 
nouns and use of consistent pronouns, for example. 

 
3. This study focused on the use of correct transition signals. 

However, there is also data that shows how certain transitions were 
incorrectly used. This data could be used for further research to 
plan how to overcome these occurrences. 

 
4. The samples can be used for a cross-sectional study on students’ 

overall written performance. Researchers can use the samples to 
create a corpus and analyze students’ knowledge of lexis based on 
high-frequency and low-frequency words. 
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5. The same experimental study could be conducted again, but this 
time separating the conflated variables: Input Enhancement and 
Deconstructed Paragraph in order to analyze which variable 
induces more changes in learners’ production. 
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APPENDICES 
 
 
 
 

Appendix 1a  
 

• Model persuasive paragraph 1 
 

 

  

Advantages of coeducational 
school (schools for both boys 

and girls)  
Coeducational schools have 
several important benefits. 
For one thing, students at 
these schools are better 
prepared for life after 
graduation. In the working 
world, we interact every day 
with both men and women, as 
supervisors, colleagues, and 
customers. Furthermore, 
diversity inside a school is 
very positive, not just as a 
preparation for work. There is 
much to be learned from 
contact with members of the 
opposite sex, because they 
may act and think differently 
from ourselves. And most 
importantly, coeducational 
schools are fair for everyone. 
All students, male and 
female, have access to the 
same teachers, courses, and 
opportunities. Coeducational 
schools better prepare young 
people for the future, and at 
the same time, allow them to 
have a more enjoyable social 
life. 
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Appendix 1b 

• Model persuasive paragraph 2 

  

Disadvantages of 
coeducational schools  

There are some 
disadvantages of boys and 
girls studying together. First 
of all, teachers and parents 
claim that students get 
distracted by the presence of 
the opposite sex in the 
classroom. This can make it 
more difficult for students to 
concentrate on studying. 
Also, the presence of a 
dominant boy in the 
classroom might influence 
negatively on the 
performance and 
participation in class of girls 
who otherwise would show a 
strong personality and 
assertiveness. A more 
serious problem with 
coeducational schools is that 
they can build stereotypes. 
Boys may not want to study 
art or music when girls are 
there, and girls may feel 
pressure to keep quiet in 
science classes. To sum up, 
coeducational schools are 
not without their problems 
and teachers and parents 
should deal with them.  
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Appendix 1c 

• Model persuasive paragraph 7 

  

Bicultural kids have 

advantages  

 

Kids who grow up in a 

bicultural family have a lot of 

advantages. For one thing, 

they are able to learn a 

second language with almost 

no effort at all, and they will 

have a perfect accent when 

they speak. They will also 

have contact with two 

different countries, and might 

travel internationally when 

they are very young. This 

opportunity will certainly be 

beneficial for these kids later 

in life. But, the most 

important advantage is that 

they become more open to 

other cultures and other 

ways of doing things. All 

these advantages can give 
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Appendix 1d 

• Model persuasive paragraph 11 

  

Disadvantages of using RFlD 

chips  

 

There are disadvantages to 

using RFID chips in stores. 

First, without a credit or debit 

card it will not be possible to 

pay. Another drawback to 

using RFID chips relates to 

security. If a chip is still 

activated after a shopper 

leaves the store, his or her 

location can be tracked. The 

risk is that ‘high-tech 

criminals’ might be able to 

find valuable and expensive 

items (and their owners!) 

more easily. Also, people’s 

privacy is at stake because 

the stores will keep a record 

of our purchases and they 

could use that information 

only to their benefit. Besides, 

what if you need to buy a very 

personal item? Does the store 

need to know who the 

customer was and where the 

product went? I don’t think 

so. 
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Appendix 2 

•  Transition signals presented in the sample paragraph  
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Appendix 3 
 

• Treatment of control group 
In this group students were systematically exposed to the 11 models of adapted-
authentic persuasive paragraphs as a way to help students become familiarized with this 
kind of writing. The following is an account of how the texts were presented day by day 
and how the research was conducted in the classroom. 
 
1st day of classes: The technique was not introduced here because usually there are 
many students absent to the first class. 
 
2nd day of classes: 20 minutes before the end of the class students were told they would 
be given the first Persuasive Paragraph from a set of 11 paragraphs that would be 
introduced at the rate of one per day. Students were told that the purpose of reading 
those 11 texts was to be familiarized with this type of writing because the writing of a 
persuasive paragraph would be considered as part of their formal assessment. Here, the 
rationale was to give the texts certain relevance in students’ interest because; otherwise, 
they would not have given the texts the importance they had and they would have just 
read the texts ‘for the sake of doing it’, so to speak. That way I gave the reading of those 
texts an instrumental purpose and tried to make sure students were extrinsically 
motivated in case they did not have intrinsic motivation. Text number 1 (see Appendix 
1a) was ‘Advantages of coeducational schools’. Before the text was given to students, 
the following questions were posted on the board: What’s your opinion about 
segregated schools? Do you think it’s a good idea to have schools for boys only or 
schools for girls only? Students asked and answered the questions in pairs and after a 
few minutes volunteers were called to give their opinions to the class. Right after that, 
students were given the texts and were asked to say if they agreed or disagreed with the 
opinion in the text. Now, students turned to their partners and exchanged opinions. 
Then, a couple of volunteers were called to give their opinions to the class saying if they 
had found the text ‘persuasive’ or not. Finally, students were told that the kind of text 
they had just read was a persuasive paragraph. Students were told that a persuasive 
paragraph should include a topic sentence, convincing reasons and concrete examples. 
They were asked to find those features in the text given. 
 
3rd day of classes: 15 minutes before the end of the class, text number 2 (see Appendix 
1b) was introduced. This time, the opinion ‘Disadvantages of coeducational schools’ 
was exactly the opposite to the first text, so to introduce the topic students were asked to 
remember the text they read the previous day. After that, students were given the text 
and again they were asked to react to it, and say if they considered the text was 
persuasive or not. 
4th day of classes: 10 minutes before the end of the class text number 3 introduced: 
‘Tracking students by ability is positive’. First, the concept of tracking students was 
introduced briefly and students were asked to give an opinion on it. Then, students read 
the text and said if they agreed with it or not, and judged whether they found the text 
persuasive or not. 
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5th day of classes: 10 minutes before the end of the class text number 4 was introduced: 
‘Tracking students by ability is negative’. Here, students were asked to remember the 
opinion from the previous day because now they were going to read and opposing 
viewpoint. Then, students read the text and said if they agreed with it or not, and judged 
whether they found the text persuasive or not. By this day, it was clear for students that 
each time I presented an opinion it was going to be followed the next day by an 
opposing viewpoint. I did this as a way (1) to keep students interest on what they were 
reading, (2) to show them how opinions in favor and opinions against could be 
presented, and (3) to help reduce the time of the presentations. 
 
6th day of classes: 10 minutes before the end of the class text number 5 was introduced: 
‘Expel the bullies’. First, the topic of bullying was introduced and students were asked 
to give an opinion on what to do with students who bully others. Then, students read the 
text and said if they agreed with it or not, and judged whether they found the text 
persuasive or not. 
 
7th day of classes: 10 minutes before the end of the class text number 6 was introduced: 
‘Keep a closer eye on the bullies’. Students were asked to remember the opinion of the 
previous day and then they were given text number 6. Then, students read the text and 
said if they agreed with it or not, and judged whether they found the text persuasive or 
not. 
 
8th day of classes: 10 minutes before the end of the class text number 7 (see Appendix 
1c) was introduced: ‘Bicultural kids have advantages’. Coincidentally, the topic was 
closely related to a topic presented in class (World Pass / page 95 / unit 8 / activity 1). 
So it did not need a special introduction. Then, students read the text and said if they 
agreed with it or not, and judged whether they found the text persuasive or not. In this 
particular case there was no opposing viewpoint for the following day, given that the 
following day was allotted for a different task. 
 
9th day of classes: On this day, students had to write a persuasive paragraph as part of 
their formal assessment. The book presents an outline for persuasive paragraphs (see 
below) which students had to follow as closely as possible.  
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(Stempleski, S.; Morgan, J.; Douglas, N. et al (2006): World Pass – Expanding English 
fluency, ICPNA edition, Intermediate 5-8, Heinle Cengage Learning. p. 98) 
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Students were told that they were going to write a persuasive paragraph on their own. 
They were asked to remember the texts they had been reading because the purpose of 
writing was the same: to give an opinion to persuade readers. The outline for persuasive 
paragraphs was the following: a topic sentence with one’s opinion, a first supporting 
idea with an example, a second supporting idea with an example and a third supporting 
idea with an example. In order to obtain good written samples, the class session 
consisted of two main parts. PART ONE: Students were told to work in pairs and give 
an opinion about ‘Facebook’. In pairs, students had to decide whether to write in favor 
or against ‘Facebook’. The majority of students like ‘Facebook’, so they were no major 
conflicts as of what opinion to choose. Students were then asked to think of three 
reasons in favor or three reasons against ‘Facebook’ and complete the outline set in the 
textbook. After that, they were asked to think of concrete examples to support their 
reasons. I chose this topic because most students have an opinion about it. Then, they 
were asked to write one paragraph using the outline they had. Here, it is important to 
note that the book does not provide students with any list of transitions they could use to 
connect their ideas. This fact was indeed beneficial for the present study because 
students’ use of transitions was not influenced by the textbook. In other words, the 
transitions students used were transitions that students deemed as necessary in their 
paragraphs and were not taken or copied from any list of ‘suggested transition signals’. 

Students wrote for about 20 minutes and during that time they were given immediate 
personalized feedback with comments on grammar, mechanics, vocabulary, and most 
importantly on how to follow the paragraph outline presented in the book. The help I 
gave students did not include help with the use of transitions. This was intentional 
because, otherwise, students’ use of transitions could be claimed to have been 
influenced by me, the researcher. Finally, I told students that this activity was just a way 
of practicing for the real text for their formal assessment. 
 
PART TWO: Now, students were told to work individually for 30 minutes and give an 
opinion about the use of ‘school uniforms’. They had to first decide if they were in favor 
or against the use of school uniforms and then think of three reasons to support their 
opinions. Again, students were told to write following the outline presented in the 
textbook. This time, students were instructed not to call me for questions or help. They 
understood the instructions because they knew this paper would be checked by me after 
they finish it and not before. 
 
I chose the topic of ‘School uniforms’ because it is one about which every student has 
an opinion. Some students were still in high school and most of them had to wear 
uniforms. Of course, the students who had finished high school had also something to 
say based on their experience. As the CEFR descriptor states a student at the B1 level 
“Can write straightforward connected texts on a range of familiar subjects within his 
field of interest, by linking a series of shorter discrete elements into a linear sequence”. 
 
The additional rationale for this activity was to have students write ‘under pressure’ as a 
way to brainstorm ideas (because, in this study, this paragraph is considered the ‘first 
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draft’) and to help them notice the importance of following an outline. Perhaps, it could 
be argued that it is not fair to assess students based on a text they wrote under pressure 
and a text that was not proofread or peer corrected; however, as it is now clear, the 
course plan does not allow for an extensive treatment of writing as a process. Students 
have to write 3 (at least 2) ‘compositions’ for their formal assessment within their 15 
days of classes. The most important reason to justify why that paper was considered as 
part of their formal assessment is that; otherwise, students would not have written it 
conscientiously because ‘their grades would not have been at stake’. Finally, papers 
were collected and the class finished. These first drafts were scanned and filed 
electronically for reference purposes. 
 
10th day of classes: On this day, students were given their paragraphs back with written 
feedback on grammar, mechanics and vocabulary. It is important to remark that no 
feedback was given on the use of transitions. Additionally, 10 minutes before the class 
finished, text number 8 was introduced: ‘Practical subjects can improve the quality of 
education’. First, students were asked if they considered that music or painting should 
be given the same importance in schools as mathematics or literature. This brought 
about an interesting and brief class discussion. Then, students read the text and said if 
they agreed with it or not, and judged whether they found the text persuasive or not. 
 
11th day of classes: 10 minutes before the end of the class text number 9 was 
introduced: ‘Drills and tests can improve the quality of education’. Students were asked 
to remember the opinion of the previous day and then they were given text number 9. 
Then, students read the text and said if they agreed with it or not, and judged whether 
they found the text persuasive or not. 
 
12th day of classes: To introduce text number 10: ‘Advantages of using RFID chips’, 
first, the topic of using RFID chips was presented. This topic was discussed in 
Intermediate 5 level, that is, 2 months before Intermediate 7, so it did not take much 
time of the class to introduce. Students gave their opinions and then 10 minutes before 
the end of the class students read the text and said if they agreed with it or not, and 
judged whether they found the text persuasive or not. 
 
13th day of classes: The class plan for this day included a group discussion on a current 
issue (see below).  
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(Stempleski, S.; Morgan, J.; Douglas, N. et al (2006): World Pass – Expanding English 
fluency, ICPNA edition, Intermediate 5-8, Heinle Cengage Learning. p. 106) 
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For this day I had prepared the following material: I used my students’ first persuasive 
paragraphs (first draft) and sorted their opinions in pro and contra.  
Then, I made one list with all the reasons in favor and another list of all the reasons 
against the use of school uniforms. Each student was given the two lists. (see below)  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Now, students were put in groups of 4 to have a discussion in favor or against school 
uniforms. Special care was placed to have opposing points of view within the groups 
obviously, a requirement for a real discussion to take place. Students were asked to use 
the expressions presented in the book for group discussions, also they were instructed to 
use the lists they were given and most importantly to support their reasons with 
examples (which of course, were not in the lists given). The group discussion lasted 30 
minutes and all students had the chance to defend their positions with concrete 
examples. Additionally, many students said they were glad to see their own ideas 
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printed on the lists they received. They felt they contributed to the class and that was a 
positive, and unexpected outcome which I believe is worth mentioning. 
 
The rationale for this activity was to give students a chance to practice defending their 
positions on the topic of school uniforms and also as a way to practice persuading peers 
to agree with them. This activity was of vital importance in the study because, with it, 
students could practice giving opinions, reasons to support their opinions and concrete 
examples; exactly the same parts of a persuasive paragraph. 
 
Finally, 10 minutes before the end of the class text number 11 (see Appendix 1c) was 
introduced: ‘Disadvantages of using RFID chips’. Students were asked to remember the 
opinion of the previous day and then they were given text number 11. Then, students 
read the text and said if they agreed with it or not, and judged whether they found the 
text persuasive or not. 
Students were told that the following class they were going to write another persuasive 
paragraph as part of their formal assessment. But the topic was not ‘revealed’. 
 
In the control group of September 2011, due to a personal matter I could not come to 
this 13th class, so just in this group the debate was postponed to the 14th day of classes 
and the introduction of conclusion sentences and the final writing to the 15th day of 
classes. 
 
14th day of classes: The class plan for this day included practice on writing conclusion 
sentences for persuasive paragraphs (see below). Here, I explained that one simple way 
to write a conclusion sentence is to just paraphrase the topic sentence. Students were 
given a short list of topic sentences and in pairs they practiced paraphrasing them. This 
introduction to conclusion sentences and its controlled practiced took approximately 20 
minutes. After this, students were told that they had to write their last paper: an opinion 
against or in favor school uniforms. Students were told that this time there were some 
basic differences between their first persuasive paragraph and this one: Now students 
had (1) more ideas on how to defend their position because they had participated in the 
group discussion the previous day. Also, now (2) they had to include a final conclusion 
sentence, and the most important difference was that now (3) they had to imagine their 
opinion was going to be posted on an internet forum on school issues. This last feature 
was included in order to give the task a more real-life communicative purpose. Students 
were asked to close their books and to write for 30 minutes, no questions were allowed 
and students were not allowed to look at their previous work or the lists they were given 
the day before. Additionally, in order to ensure validity and reliability the class was 
videotaped. Thanks to this I can confidently claim that the production of the final draft 
was not influenced by me, the researcher. That is, students were not told to use or not to 
use transitions in their paragraphs. Finally, students handed in their papers and the class 
finished. These papers were scanned and filed electronically to be analyzed as ‘the 
control group’ 
(Stempleski, S.; Morgan, J.; Douglas, N. et al (2006): World Pass – Expanding English 
fluency, ICPNA edition, Intermediate 5-8, Heinle Cengage Learning. p.110) 
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It is important to remark that at no time were students told to use or not to use 
transitions, neither were they told in advance the topic of their last writing, which, by 
the way, is part of their formal assessment. This was done in order for students’ 
production to be more reliable and valid, since it is not unusual to have students who 
prepare their texts before the class and with some help to make sure they get the points 
they need in the formal assessment. Help outside the class and ‘unlimited’ time to write 
would have been variables that for sure would have induced to erroneous interpretations 
of what students were really capable of doing.  
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Appendix 4 

 
• Treatment of Experimental Group 

 
I was assigned 3 Intermediate 7 classes in April 2011 upon my request. And I used these 
3 classes as the ‘Experimental Group’. In this group students were systematically 
exposed to the same 11 models of adapted-authentic persuasive paragraphs of the 
control group; however, this time, the texts were deconstructed and used textual input 
enhancement of their transitions signals (see Appendix 1). Now the technique introduced 
a collaborative task: In pairs, students had to reconstruct the texts with the help of the 
highlighted transitions before they were given the whole texts. 
The following is an account of how the texts were presented day by day and how the 
research was conducted in the classroom. Since the main difference with the control 
group was the introduction of the deconstructed texts, the following chronicle is not as 
detailed as the one for the control group. 
 
1st day of classes: The technique was not introduced here. 
 
2nd day of classes: Text number 1 (see Appendix 1a) was ‘Advantages of coeducational 
schools’. The presentation was identical as in the control group. Here, students were 
given in pairs the first deconstructed text. They took very few minutes to complete the 
task. Even though the textual transitions were highlighted, students were never asked to 
analyze how transitions were used. Neither were they told to use or not to use 
transitions in their own paragraphs. Right after that, students were given the whole texts 
and were asked to say if they agreed or disagreed with the opinion in the text. Now, 
students turned to their partners and exchanged opinions. After that, a couple of 
volunteers were called to give their opinions to the class saying if they had found the 
text ‘persuasive’ or not. Finally, students were told that the kind of text they had just 
read was a persuasive paragraph (also known as opinion paragraph or argument 
paragraph). Students were told that a persuasive paragraph should include a topic 
sentence, convincing reasons and concrete examples. They were asked to find those 
features in the text given. 
 
3rd day of classes: 15 minutes before the end of the class, deconstructed text number 2 
(see Appendix 1b) was introduced. This time students showed more confidence with the 
use of this technique; they finished the task faster than the day before. After that, 
students were given the whole text and again they were asked to react to the text, and 
say if they considered the text was persuasive or not. 
 
4th day of classes: 10 minutes before the end of the class text number 3 was introduced. 
Now, students noticed that in order to be successful at completing the task they had to 
pay attention to the highlighted words and see which ones would correspond to the first 
part of the paragraph (e.g. first of all), the body of the paragraph (e.g. additionally, 
furthermore), and the end of the paragraph (e.g. finally). This fact made the completion 
of the task faster and helped reduce students’ anxiety because they felt they were in 
constant competition with other peers to see ‘who reconstructed the texts first’. When 
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students finished reconstructing the text, the students were given the whole texts and the 
activity followed the same procedure as in the control group.  
 
5th day of classes: 10 minutes before the end of the class deconstructed text number 4 
introduced. When students finished reconstructing the text, the students were given the 
whole texts and the activity followed the same procedure as in the control group.  
 
6th day of classes: 10 minutes before the end of the class deconstructed text number 5 
was introduced. When students finished reconstructing the text, the students were given 
the whole texts and the activity followed the same procedure as in the control group.  
 
7th day of classes: 10 minutes before the end of the class deconstructed text number 6 
was introduced. When students finished reconstructing the text, the students were given 
the whole texts and the activity followed the same procedure as in the control group.  
 
8th day of classes: 10 minutes before the end of the class deconstructed text number 7 
(see Appendix 1c) was introduced. When students finished reconstructing the text, the 
students were given the whole texts and the activity followed the same procedure as in 
the control group.  
 
9th day of classes: On this day, students had to write a persuasive paragraph as part of 
their formal assessment. The procedure was exactly the same as for the control group. 
These first drafts were scanned and filed electronically for reference purposes. 
 
10th day of classes: On this day, students were given their paragraphs back with written 
feedback on grammar, mechanics and vocabulary. It is important to remark that no 
feedback was given on the use of transitions. Additionally, 10 minutes before the class 
finished, deconstructed text number 8 introduced. When students finished 
reconstructing the text, the students were given the whole texts and the activity followed 
the same procedure as in the control group.  
 
11th day of classes: 10 minutes before the end of the class deconstructed text number 9 
introduced. When students finished reconstructing the text, the students were given the 
whole texts and the activity followed the same procedure as in the control group.  
 
12th day of classes: 10 minutes before the end of the class deconstructed text number 10 
was introduced. When students finished reconstructing the text, the students were given 
the whole texts and the activity followed the same procedure as in the control group.  
 
13th day of classes: This day, exactly Wednesday, April 20th 2011. I had planned to 
have the group discussion, as in the control group. However, I realized that right after 
that day there was a long weekend: 4 days off for Easter holidays. As I explained 
before, the discussion was really important so I decided to put it off for the following 
Monday, fearing that students might ‘forget’ the reasons and examples they would give 
in the group discussion. Fortunately, the 3 experimental groups were assigned to me in 
April 2011, so this change and these conditions applied to all the experimental groups. 
Additionally, I took another decision: I presented the topic of how to write conclusion 
sentences on this 13th day of classes. Note that in the control group this lesson was 
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presented on the 14th day, day of the writing of the final draft. This decision brought 
about noteworthy results that will be discussed in Chapter IV (see pages 64-69). Finally, 
deconstructed text number 11 (see Appendix 1d) was introduced following the same 
pattern of the previous days. 
 
14th day of classes: This day, students had the group discussion following the same 
procedure of the control group. After that, they wrote the second persuasive paragraph 
following exactly the same procedure of the control group. Finally, students handed in 
their papers and the class finished. These papers were scanned and filed electronically to 
be analyzed as ‘the experimental group’; additionally the class was videotaped. 
 
It is important to remark that at no time were students told to use or not to use 
transitions, neither were they told in advance the topic of their second persuasive 
paragraph. The rationale was the same as for the control group. 
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Appendix 5a 

SAMPLE CLASSLIST OF CONTROL GROUP 

• Class list of CGFEB500PM (students’ names have been changed 
to codes in order to ensure confidentiality)  
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Appendix 5b 

SAMPLE CLASSLIST OF EXPERIMENTAL GROUP 

• Class list of EXGAPR845AM (students’ names have been 
changed to codes in order to ensure confidentiality)  
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Appendix 6a CONTROL GROUP SAMPLES 
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Appendix 6b EXPERIMENTAL GROUP SAMPLES  
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Appendix 6b EXPERIMENTAL GROUP SAMPLES 
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Appendix 7a 

• Transitions to introduce a similar additional idea in the control 
Group 
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Appendix 7b 

• Transitions to introduce a similar additional idea in the 
experimental group 

  



127 
 

Appendix 8a 

• General screening of CGJAN500PM (Control Group sample) 
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Appendix 8b 

• General screening of EXGAPR845AM (Experimental Group 
sample) 
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Appendix 9 

• Holistic assessment scale to rate and screen paragraphs 
(Qualitative Analysis) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This scale was designed by the researcher, but the rater was Mr. Ricardo Durand, a 
knowledgeable fellow English teacher with over 10 years of experience in the 
TEFL field. He is respected for his experience and expertise, and for his 
commitment to pursue lifelong professional development. He is at present taking 
this Master’s Program (March 2013) 
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Appendix 10a 

 

• Pearson’s Chi-Squared test of Homogeneity for percentage of 
students who used 2 or fewer transitions 

 
The SPSS software (Statistical Package for the Social Sciences) of IBM ® was used to 
conduct the Pearson’s Chi-Squared test of Homogeneity to prove statistically if there 
was a difference between the groups. This test assesses whether paired observations on 
two variables, expressed in a contingency table, are independent of each other. In this 
study, the test assessed whether there was a significant statistical difference between the 
results of the Control and Experimental groups. If there were no statistical difference, it 
would mean that the application of the technique ‘deconstructed paragraph with 
enhanced transition signals’ did not influence the outcome of the Experimental Group 
and; therefore, was not successful at improving students’ written texts.  
 
The following was the method used: 
Variables (P1, P2): 

P1 = “percentage of students in the experimental group that use 2 or fewer 
transitions” 
P2 = “percentage of students in the control group who use 2 or fewer 
transitions” 

Null hypothesis (H0): 
H0: P1 = P2 
“The percentage of students in the experimental group that use 2 or fewer 
transitions is the same as the percentage of students in the control group who 
use 2 or fewer transitions” 

Alternative Hypothesis (H1): 
H1: P1≠P2 
“The percentage of students in the experimental group that use 2 or fewer 
transitions is different to the percentage of students in the control group who 
use 2 or fewer transitions” 

Level of Significance (α): 
α = 0.05 

Chi-squared distribution (X²): 
X²= 3.84 

Results:  
The test (See Table below) shows a chi-squared value of 4.724, which is higher 
than X²= 3.84. Thus, the Null Hypothesis (H0) is rejected and the Alternative 
Hypothesis (H1) is accepted: 
 

H1 = “The percentage of students in the experimental group that use 2 
or fewer transitions is different to the percentage of students in the 
control group who use 2 or fewer transitions”.  
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The results suggest that the outcome of the experimental group did not occur at 
random and that there is a high probability that the technique ‘deconstructed 
paragraph with enhanced transition signals’ did influence the use of transition 
signals in students’ persuasive paragraphs. This result is indeed tangible 
evidence of the success of the technique applied. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

The subsequent Chi squared tests (Appendices 10 b, c, d, e) were conducted following 
the same logical reasoning and testing method as for Appendix 10a 
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Appendix 10b 
 

Chi-squared test for transitions to introduce the paragraph 
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Appendix 10c 
 

Chi-squared test for transitions to introduce an explanation and give emphasis 
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Appendix 10d 
 

Chi-squared test for transitions to introduce a similar additional idea 
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Appendix 10e 
 

Chi-squared test for transitions to introduce a conclusion or summary 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  


