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ABSTRACT 

There has been a considerable amount of effort devoted to contrastive genre analysis. 

Previous studies typically focus on differences in genre practices between native and 

non-native speakers of English. The differences are often used as pedagogical suggestions 

for L2 learners to write more like native speakers. Fewer studies have investigated the 

social or learner factors underlying the genre differences.  

The present study investigates the genre differences in the Introduction and Literature 

Review chapters of Master’s Theses in Applied Linguistics written in China, New 

Zealand and America, and explores possible factors in the context and learner’s 

experience that may have contributed to the variation in genre practices. It is hoped that 

understanding the genre differences and factors underlying the variation can facilitate L2 

learners and expert members of English-medium communities in their intercultural 

communication. 

Ninety theses were gathered from the three communities. Three studies were conducted: 

first a move model of the opening section of Master’s Theses was developed relying on 

the thesis writers’ view; the second study investigates genre differences among the three 

communities and explores factors in the local disciplinary context; Study 3 examines 

individual differences in genre practices and explores learner factors underlying the 

variation. 

The results show significant differences in the genre practices among the three 

communities. Post-hoc tests reveal that the differences lie in the moves of Providing 

Rationales, Establishing a Theoretical Framework, and Presenting the Study. The 

differences were associated with factors in local disciplinary cultures. Noticeable 

differences were also observed in individual practice within the communities. It was 

found that learner factors such as former community may have contributed to the variation. 

The study highlights the importance of incorporating contextual and learner factors in the 
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interpretation of genre differences and shows how contrastive genre analysis can be used 

in the investigation of genre knowledge for equal intercultural communication rather than 

as a tool for converting L2 learners to a particular set of genre conventions. 
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CHAPTER 1 INTRODUCTION 

1.1 Genre Knowledge 

The purpose of genre-based pedagogies is to make novice writers aware of the appropriate 

knowledge in order to enable learners to use genres effectively to meet communicative 

purposes in certain social contexts. The term genre knowledge is first used by 

Berkenkotter & Huckin (1995) to refer to "an individual's repertoire of situationally 

appropriate responses to recurrent situations" (p. ix). Apart from form and content, which 

are the typical focus of genre-based instruction, knowledge of disciplinary culture along 

with process and discursive practice are also deemed to be important in gaining control 

over the use of genres (Berkenkotter & Huckin, 1995; Bhatia, 1999; Hyland, 2004; Johns, 

1997; Tardy, 2009). The main components of genre knowledge identified in existing 

theories are summarized in Table 1. 

Form and content are essential components of genre knowledge. Genres typically have 

their own set of formal features or conventions, which are recognizable to members of the 

community that the genre is usually associated with (Bhatia, 1999). As the surface 

realization of a genre, form and content knowledge refers to an understanding of the 

macrostructure (e.g. Introduction-Method-Results-Discussion), the rhetorical move 

structure, and the sentence-level linguistic features (Johns, 1997). The use of register (i.e. 

field, tenor and mode) is also part of the formal realization (Hyland, 2004; Johns, 1997). 

As the most tangible aspect of genre knowledge, form and content have received the most 

attention from researchers, instructors and learners. However, the appropriateness of form 

and content is largely determined by the disciplinary culture. As argued below, knowing 

the surface realization (i.e. form and content) alone is far from enough to be able to 

produce genre instances acceptable to community audience in the real world. 
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Table 1 Main components of genre knowledge proposed in previous studies 

Components Mentioned in 

Form and content  Macrostructure 

 Move structure 

 Sentence-level linguistics features: 

grammar, vocabulary, etc. 

 Register 

 Content 

Hyland, 2004; Paltridge, 

2001; Tardy, 2009; 

Bhatia, 1999; 

Berkenkotter & Huckin, 

1995 

Disciplinary 

Culture 

 Communicative purposes 

 Audience characteristics 

 Subject-matter knowledge 

 Community structure 

 Philosophical underpinnings: 

epistemology, ideology, and social 

ontology 

Hyland, 2004; Paltridge, 

2001; Tardy, 2009; 

Bhatia, 1999; 

Berkenkotter & Huckin, 

1995; Johns, 1997 

Process and 

Discursive 

practice 

 Process 

 Activity systems 

 Intertextuality 

Tardy, 2009; Bhatia, 

1999; Johns, 1997 

The knowledge of social context is essential in understanding the complex nature of a 

genre (Bhatia, 2002).Social context, in the case of academic genres, typically refers to the 

culture of disciplinary communities. Compared with form and content, the culture of a 

disciplinary community is less tangible and thus more difficult to conceptualize and 

investigate. Researchers have identified three main aspects of genre knowledge related to 

disciplinary communities that are helpful for genre learners to achieve effective 

communication, namely communicative purposes of a genre, audience characteristics and 

subject-matter knowledge (Berkenkotter & Huckin, 1995; Bhatia, 1999; Hyland, 2004; 

Johns, 1997; Paltridge, 2001; Tardy, 2009). An understanding of the intended purposes of 

a genre and the characteristics of audience (e.g. their expectations on “good” writing; the 
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background knowledge of the audience) can help learners to structure their writing 

rhetorically in order to be more persuasive, and make their writing better received by the 

community (Berkenkotter & Huckin, 1995; Bhatia, 1999; Hyland, 2004; Tardy, 2009). 

Subject-matter knowledge is especially important for academic genres compared with 

genres used in daily life in which one’s professional role is less important, such as 

invitations, thank-you letters and eulogies (Parkinson, 2000; Tardy, 2009). It not only 

includes the discipline-specific knowledge which is essential in the production of content, 

but also information about the research front of a discipline, the popular methodological 

approaches and current paradigm of a disciplinary (e.g. narrative enquiry vs. experiment) 

(Berkenkotter & Huckin, 1995). Apart from these three aspects, the roles of writers in 

relation to the structure of a community and the philosophical underpinnings of 

disciplinary cultures (i.e. epistemology, ideology, and social ontology) have also been 

suggested as useful aspects of genre knowledge (Berkenkotter & Huckin, 1995; Tardy, 

2009). 

The composing process and discursive practice are activities leading to the production of 

genre instances. Discursive practice refers to the activities directly related to the 

production of a genre. For example, a research article is written as the end product of a 

series of research activities, such as searching literature in databases, and conducting 

empirical investigations (e.g. experiments). Hence, the methodology of empirical 

investigation and literature search is also an aspect of genre knowledge. Other discursive 

practice encompasses submitting, examining and oral defending of theses. In addition, 

discursive practice also includes the production of related genres, such as research 

proposal, seminar presentation, and grant proposal in the case of theses. Intertextuality, 

the knowledge of the relation between discursive genres and the target genre, has been 

included in many genre knowledge theories (Tardy, 2009; Bhatia, 1999; Johns, 1997; 

Hyland, 2004). Hyland (2004) describes the relation between genres and discursive 

practice as the link between texts and the real-world activities. The process of composition, 

such as the process of drafting a thesis, seeking comments from supervisors or peers, 
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redrafting until the thesis takes its final form, is intertwined with discursive practice. For 

example, a researcher may draft the methodology section of an article while carrying out 

empirical investigation, or redraft the article based on feedback received at seminar 

presentation. Since the writing process and discursive practice are closely related, the two 

aspects are grouped together in my genre knowledge model. 

 

Figure 1 The Relation of the Three Components of Genre Knowledge 

Figure 1 illustrates the relation of the three main components of genre knowledge. The 

form and content of a genre is shaped and determined by disciplinary cultures in the sense 

that genre exemplars are produced to meet the expectations of a disciplinary community. 

Process and discursive practice are activities carried out for the purpose of the formal 

realization of a genre instance. The formal instantiation is the end product of the writing 

process and discursive practice. 

Apart from the three major types of genre knowledge described above, intercultural genre 

knowledge is also considered to be important. In the era of globalization, writers 

constantly find themselves writing for international readers. It is especially true for writers 

working in professional areas, where intercultural communication happens on a more 
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frequent basis. Bhatia (1999) contends that professional writers should have knowledge of 

genre variation across nations and cultures. The readership of academic writing is 

becoming more international as well. In addition, with increasing global mobility, there is 

increasing personnel exchange between academic communities, such as international 

students and visiting scholars. Studies show that L2 students and academics had trouble 

acquiring English genre conventions (Belcher, 1994; Y. R. Dong, 1998; Flowerdew, 

2007). For pedagogical purposes, Paltridge (2001) proposes that intercultural differences 

in genre practices should be included in genre-based descriptions. Although the 

importance of intercultural genre knowledge in successful communication has been 

acknowledged (Bhatia, 1999; Johns, 1997; Paltridge, 2001; Tardy, 2009), there is little 

discussion on the nature of intercultural genre knowledge, which is not included in most 

genre knowledge frameworks and thus is usually not integrated into genre-based 

pedagogies. The present study first proposes a framework of intercultural genre 

knowledge based on previous genre theories, and then investigates the Introduction and 

Literature Review of Master’s Theses in Applied Linguistics written by students in China, 

New Zealand and America based on the framework. 

1.2 Difficulties Experienced by Second Language Writers 

In regard to the learning and use of academic genres, L2 students seem to experience more 

difficulty compared with their native speaker peers. Unlike native speakers who have 

typically been only exposed to English genre knowledge, L2 students, especially those 

who have done substantial academic writing in their home community, need to acquire 

English genre conventions as an addition and may have difficulties in adjusting to new 

conventions.  

There is evidence showing that non-native graduate students, compared with their native 

peers, experience more difficulty in understanding and meeting supervisors’ expectations 

in thesis writing and both supervisors and non-native graduate students suffer from 

difficulties in communication. Jenkins, Jordan & Weiland (1993) surveyed 176 

supervisors on the amount of time expended in supervising graduate students in thesis 
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writing. The results revealed that the average time supervisors spent on the drafts of 

non-native graduate students was nearly 40% more than that of the native students. Even 

so, supervisors were not happy with the writing produced or redrafted by non-native 

students. To bridge their “high” expectations and the non-native students’ “low” 

performance, many supervisors felt the need to help students rewrite major parts of thesis. 

Jenkins et al. (1993) found that supervisors drafted a much larger proportion of the theses 

written by non-native students than those written by native students. About 25% of the 

faculties surveyed were willing to rewrite for non-native students compared with 11% for 

native students. Supervisors were so frustrated that they felt that “it is easier to do the 

writing for the students” than to coach the students to write. Although supervisors spent 

more time on non-native graduate students, the latter were less satisfied than their native 

peers. Dong (1998) surveyed 137 native and non-native graduate students and found that 

non-native graduate students were less satisfied with the supervision they received than 

the native students. The difference is statistically significant (p<0.05). The non-native 

students expected to get “explicit corrections” and “reasons behind the revisions” from 

their supervisors. Clearly, the communication between the two parties was less efficient 

than that between supervisors and native students. 

The difficulty in communication can be partly attributed to the fact that both supervisors 

and non-native graduate students have a limited understanding of the differences in 

writing conventions between the English academic community and the academic 

community of the students’ home countries. On the students’ part, by surveying 106 

non-native graduate students from 25 different countries, Dong (1998) found that about 60% 

of the non-native graduate students “were not aware of” or “could not explain” the 

differences in writing between their native languages and English. Even if the differences 

have been pointed out by supervisors in feedback, students may not be willing to change 

their writings accordingly. Belcher (1994) conducted a case study on three non-native 

graduate students. One of the participants was a Chinese student of Chinese Literature 

who got “extensive critical commentary” from his supervisor (p. 27). Instead of following 
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his supervisor’s suggestions, the student insisted on using his old way of writing which he 

acquired in the Chinese academic community since he was not convinced that the 

supervisor’s way of writing was better than his own. In this extreme case, the student left 

the university because the conflict could not be resolved.  

Among the 176 supervisors surveyed by Jenkins et al. (1993), 64% used the same 

standards in evaluating the writings of native and non-native graduate students. For those 

that evaluated the writing of non-native students differently, the more lenient standards 

were most often used on sentence level features, including grammar, vocabulary use, 

punctuation and spelling. The findings indicate that the majority of supervisors expected 

non-native students to follow their norms of writing. Naturally, conflicts and difficulties 

in communication would occur when supervisors want to make non-native students 

conform to their genre conventions while non-native students mount some resistance to 

changes (e.g. Belcher, 1994). To resolve this conflict, both parties need to gain a better 

understanding of the differences in their writing, including what the differences are, and 

reasons for those differences. 

In this thesis, I propose that the differences in genre practices between L2 students’ former 

and current communities and the differences between national disciplinary cultures that 

may have caused the variation in genre practices are also a vital component of genre 

knowledge for the purpose of intercultural communication. An understanding of genre 

differences can prepare L2 students and their supervisors to accept different ways of 

writing. Openness in attitude is one of the bases for successful intercultural 

communication (Byram, 1997). In the next section, a framework for genre knowledge of 

intercultural communication is developed, guiding the empirical investigations of the 

present study. 

1.3 Theoretical Framework 

Following Connor (2011b), I use intercultural communication to refer to the 

communication between and within discourse communities. To investigate genre 
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knowledge for intercultural communication, a key construct is discourse community, the 

locus in which communication is conducted. When introducing the term in 1990, Swales 

proposed some defining characteristics: a discourse community is made up of a group of 

individuals who share common goals; possess mechanisms of communication and 

information exchange; own one or more genres and specific lexis; and have expert 

members with content and discoursal expertise.  

Although the characteristics given by Swales are specific, the identification of a discourse 

community in the real world is still problematic. A number of comparative genre analysis 

studies have been conducted to identify the nature of academic discourse communities. 

The first type of comparative research explores whether there is a boundary between 

disciplines by examining the schematic structure of the same genre in different disciplines 

(Basturkmen, 2012: Dentistry vs. Language Teaching; Bruce, 2009: Sociology vs. 

Organic Chemistry; Holmes, 1997: History vs. Political Science vs. Sociology; Lim, 2010: 

Education vs. Applied Linguistics; Pho, 2008: Educational Technology vs. Applied 

Linguistics). Most of the studies of this type find evidence of disciplinary variation. The 

second type of research focusses on the writer's first language which is typically inferred 

from the information concerning the writer’s geographical community. Studies in this 

strand look at texts collected from the same discipline but written by authors located in 

different countries (Duszak, 1994, Poland vs. English-speaking countries; Loi & Evans, 

2010, China vs. English-speaking countries; Sheldon, 2011, Spain vs. English-speaking 

countries). Evidence of considerable geographical variation comes out of these studies. 

Combining the findings of the two types of comparative studies, we can assume that the 

intersection of a disciplinary community and a geographical community forms a relatively 

stable community of coherent genre practices, which will be referred to as a local 

disciplinary community in this thesis. It is the locus of our empirical investigations. 

Although studies of contrastive genre analysis have found evidence of intercultural 

variation in genre practices, the findings were not well integrated into genre theories or 

genre-based instruction. Theories of genre knowledge typically focus on a single local 
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disciplinary community (Berkenkotter & Huckin, 1995; Bhatia, 1999; Hyland, 2004; 

Johns, 1997; Paltridge, 2001; Tardy, 2009). The framework used in this thesis is built on 

the differences of genre knowledge between communities, including the differences in 

form and content (i.e. schematic structure), and the differences in disciplinary culture (i.e. 

epistemological and social traditions) that can be used to explain the differences in form 

and content (see Figure 2). An understanding of differences in process and discursive 

practice are important for successful participation in community practice. However, since 

the discursive practice may vary from institution to institution, and each supervisor and 

writer may have their preferred process of writing, differences in this aspect are not the 

focus of this thesis. 

 

Figure 2 The Relation between Intercultural and other Types of Genre Knowledge 

This study approaches differences in form and content on two levels, namely the 

differences between communities (i.e. community level) and within a community (i.e. 

individual level). On the community level, features of the disciplinary culture are 

examined in order to look for possible causes for genre differences, while on the 

individual level, learner differences are investigated to look for explanations for 

individual variation in genre practices. The knowledge of both levels is helpful for ESL 
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and EFL learners either to acquire genre conventions of an English-medium community 

or have a better understanding of the genre knowledge of their home community. 

Empirical investigations of the present study were conducted within this framework. As 

shown in Table 2, the present study examines genre differences in form and content on 

both levels and investigates possible factors in disciplinary community or learner factors 

underlying the difference. The differences on the two levels are reported in Study 2 and 3 

separately. 

Table 2 A Framework of Genre Knowledge for Intercultural Communication 

Community 

Level 

(Study 2) 

 Form and Content: Differences in genre practices between local 

disciplinary communities 

 Disciplinary Community: Factors of disciplinary culture 

underlying the differences 

Individual Level 

(Study 3) 

 Form and Content: Individual differences in genre practices 

within a local disciplinary community 

 Learner factors related to the differences 

1.4 Aims and Research Questions 

This research examines the genre practices of master students in three local disciplinary 

communities, including the Applied Linguistics communities in China, New Zealand and 

America. The Applied Linguistics community in China is referred to as a uniform 

community in the sense that it is composed only of local (Chinese) students. The New 

Zealand and American communities are referred to as mixed communities in that they are 

made up of both local and international students. It aims to identify the differences in 

genre practices among the three communities and to explore reasons in local disciplinary 

cultures underlying the differences, with the hope that the findings may help students and 

academics in their intercultural learning, teaching and researching activities. 

In order to investigate genre differences at the community and the individual level, 90 

opening sections of Master’s Theses were collected from the three local disciplinary 
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communities. Study 1 explores the form and content knowledge of the opening section of 

master’s thesis, laying the foundation for further investigation of intercultural differences. 

The investigations of genre variation at the community level and individual level are 

reported in Study 2 and 3 respectively. The research questions of the three studies are 

listed below. 

Study 1 

What are the moves and steps used to realize the opening section of Master's theses? 

Study 2 

1. What are the differences in genre practices among master’s students in China, New 

Zealand and America? 

2. Is there a relation between the differences and the epistemological and social 

traditions of the wider social context in which the three disciplinary communities are 

situated? 

Study 3 

1. How does the use of moves in individual texts vary in each local disciplinary 

community? 

2. What are the patterns of individual variation in the communities having only local 

students (i.e. the uniform community) and the communities having both local and 

international students (i.e. the mixed community)? 

3. To what extent do the factors of writers’ former community, research tradition, and 

change over time influence individual variation in the three local disciplinary 

communities? 

1.5 Outline of the Thesis 

The following chapter presents an overview of genre analysis studies. Chapter 2 reviews 

previous studies in the areas of Genre Analysis and Contrastive/Intercultural Rhetoric to 

contextualize the present study in the research field. Chapter 3 describes the development 

of a move model used in later chapters. Chapter 4 reports a contrastive genre analysis 
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among three local communities, exploring genre differences at the community level. In 

Chapter 5, I explore the individual differences within each local community, investigating 

genre differences at the individual level. In the concluding chapter, I reflect on the 

theoretical, methodological and pedagogical implications of this research. It concludes 

with the limitations. Possible future research is recommended. 

 

 



 

13 

 

CHAPTER 2 LITERATURE REVIEW 

In this chapter, I review studies in two relevant research areas (i.e. genre analysis & 

contrastive/intercultural rhetoric) in order to contextualize the present study within the 

field. Since the focus of the three sub-studies of this research differs, the key constructs 

and relevant empirical research to each sub-study will be reviewed separately at the 

beginning of Chapter 3, 4 and 5, in which the three sub-studies are reported. 

2.1 Genre Analysis Research 

Genre has been long adopted in literary studies to refer to different literary forms, such as 

novels and poems, dating back to Aristotle (Eggins & Martin, 1997). Genre studies in 

non-literary discourse, which attracted interest in early 1980s, define genre according to 

the social context in which the discourse is used. It is believed that in recurring situations, 

language is used in similar ways, for example, eulogies in a particular culture contain 

certain conventional components and developed in similar stages (Eggins & Martin, 

1997). The discourses used in recurring situations in order to achieve certain 

communicative purposes are regarded as genres. The study of genres involves examining 

situations or social context in which a genre is used and investigating the use of language 

in particular situations (Swales, 1990). 

Hyon (1996) identified three approaches in genre studies, namely the Systemic Functional 

Linguistics (SFL) approach, New Rhetoric Studies or Rhetorical Genre Studies (RGS) 

approach and English for Specific Purposes (ESP) approach. The three genre approaches 

all acknowledge the importance of the role that communicative purposes play in the 

development and classification of a genre but each approach follows different traditions, 

with the RGS approach from the rhetorical and sociological tradition and the SFL and ESP 

approach from the linguistic tradition (Bawarshi & Reiff, 2010). The three approaches 

have a different focus in research, with RGS paying more attention to the social context of 
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a genre, SFL the language form, and ESP, drawing on both the SFL and RGS approaches, 

situated somewhere in the middle. The SFL approach, with its roots in Hallidayian 

Functional Grammar, is based on the idea that language in different social context serves 

different functions. Martin, Christie & Rothery (1987) define genre as “staged, 

goal-oriented processes” (p. 59). In other words, genre represents systems of social 

processes in which language is used in different ways in order to achieve different social 

purposes. Miller in her seminal work, “Genre as Social Action” (1984), argues that “a 

rhetorically sound definition of genre must be centred not on the substance or the form of 

discourse but on the action it is used to accomplish” (p. 151), which is in line with 

Martin’s social process definition of genre. Drawing on Miller’s work, Swales (1990, p. 

58) defines genre as “communicative events” and claimed that it is the communicative 

purpose that determines the content and style of discourse, not vice versa, which 

resembles Miller’s idea that genre should be defined by social purpose of the discourse 

rather than linguistic features. In sum, the definitions of genre in the major approaches of 

genre studies are all based on social purposes that discourses aim to achieve and which 

determines the language realization. 

The present study follows the ESP approach in the analysis of texts since it is the most 

widely adopted approach in the research of academic writing and there are several 

existing analytical models that the present study can draw on and compare with. Swales 

(1981, 1990) developed the genre analysis method, which is the main analytical 

framework in the ESP approach. Studies in this approach aim to explore the context in 

which a genre is used, identify the moves (i.e. the communicative functions) and steps 

used to realize a genre, and sometimes report the linguistic features related to moves or 

steps (Basturkmen, 2014). The communicative functions identified in ESP studies are 

genre-specific and self-explanatory. For example, the moves identified by Swales (1990) 

in RA Introductions are Establishing a territory, Establishing a niche, and Occupying the 

niche, which describe the rhetorical functions specific to Introductions. The 

communicative functions identified in SFL approach are more universal compared with 
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the ESP approach. For example, Iedema (1997) identified the common stages used to 

realize administration discourses, namely Orientation, Legitimation, Background, 

Conciliation, Command and Facilitation. The rhetorical stages, such as Orientation and 

Background can also be used to describe the communicative functions of other genres. 

Following Swales, a number of studies have been carried out to investigate the schematic 

structure of academic writing such as dissertations (Bunton, 2002; Flowerdew & Forest, 

2010) and grant applications (Connor & Mauranen, 1999). In this section, I report a 

systematic review of genre analysis studies on research articles and dissertations/theses to 

contextualize the present study in the research area. This review aims to address the 

following two review questions: 

1. What are the focuses of genre analysis studies? 

2. How does move structure vary in different situations? 

A systematic search was conducted to identify existing contrastive genre studies on 

academic writing. At the suggestion of the subject librarian, I searched for relevant studies 

in four databases, namely Linguistics and Language Behaviour Abstracts, ProQuest 

Dissertations & Theses Full Text, ERIC and Google Scholar. Additional articles were 

found in the references of the articles initially identified. To ensure a comprehensive 

coverage, after the preliminary search, the abstracts of the retrieved articles were 

scrutinized and the search strategies refined by adding and deleting search terms as well as 

their synonyms, including genre analysis, move, rhetorical step, rhetorical structure, 

rhetorical function, rhetorical organization, textual organization, structural pattern and 

schematic structure. 

The following inclusion criteria are applied to identify studies to be included in the 

keyword map: 

1. Genre-based studies on academic genres structured in IMRD or ILrMRDC (i.e. 

research articles and dissertations/theses). 

2. Studies published between 1990 and 2015. 
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3. The source of the research comprises scholarly journals, doctoral dissertations, books 

and proceedings. 

4. Research reports written in English. 

Studies are excluded according to the following criteria: 

1. Studies focusing on move structure in academic genres other than thesis and research 

articles, such as book reviews, academic reports, and conference abstracts. 

2. Studies based on other genre theories, such as Rhetorical Structure Theory (Mann & 

Thompson, 1988) and the Framework for the Analysis of the Rhetorical Structure of 

Texts (FARS) (Golebiowski, 2006). 

3. Studies focusing on the variation between translation and research articles written in 

English. 

4. Studies focusing on technical issues, such as automatic move recognition, 

move-based computer teaching system and information use. 

5. Studies on pedagogical practice. 

6. Studies on method in move analysis. 

Over 400 studies were returned after the initial search. The application of the above 

criteria yields 114 studies to be included in the review map (see Appendix A). Figure 3 

illustrates the number of studies published in each year between 1990 and 2015. The 

search was updated in October 2015 and only found nine studies in that year. The number 

of genre analysis studies experienced a significant increase in the year of 2008 and onward. 

As shown in Figure 4, the most frequent investigated part-genres are Introduction (37), 

and Abstract (32). Literature Review (4) and Method (4) are the least examined 

part-genres. 
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Figure 3 Number of publications in journals and proceedings by year 

 

Figure 4 Number of studies on each section in percentage 

2.1.1 Review question 1: What are the focuses of genre analysis studies? 

A review of the studies in the key word map and seminal research in the field shows that 

the studies have four distinctive focuses. The first focus is the identification of the 

schematic structure of a particular genre or part-genre (e.g. Nwogu, 1997; Swales, 1981). 

For instance, Brett (1994) investigated the moves used in the RA Results section by 

analysing 20 Sociology articles. The research is one of the first genre analysis studies of 
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RA Results. According to Brett, his study aimed to “present a provisional, pedagogically 

usable description of … “moves” … found in the Results sections” (p. 47). Although the 

study revealed variation between Sociology Results and Science Discussions (Hopkins & 

Dudley-Evans, 1988), the main focus was on the description of moves in RA Results 

rather than disciplinary variation. The second type of genre analysis studies focusses on 

the applicability of existing move models on a particular set of data (e.g. Anthony, 1999; 

Lakic, 1997; Posteguillo, 1999). For example, Anthony (1999) used CARS model (Swales, 

1990) to analyse the Introductions of 12 Software Engineering articles. Anthony stated 

that the purpose of the study was to “evaluate(d)” the CARS model “in terms of how well 

it can be applied to 12 articles … in the field of software engineering” (p. 38). Studies of 

the third type focus on the variation of different data sets (Change over time: Li & Ge, 

2009; Disciplinary variation: Atai & Habibie, 2009; Kanoksilapatham, 2012; Ozturk, 

2007; 2005; Samraj, 2002; Habibi, 2008; Duszak, 1994; First language variation: Árvay & 

Tankó, 2004; Fakhri, 2004; Hirano, 2009; Kanoksilapatham, 2007; Loi & Evans, 2010; 

Mahzari & Maftoon, 2007; Sheldon, 2011). For example, Loi & Evans (2010) examined 

the differences in the use of moves and steps between 40 Chinese and English 

Introductions of Education Psychology articles, based on Swales CARS model (1990, 

2004). The focus of the study was on cultural variation in genre practices. The fourth type 

of studies explored the link between moves and linguistic features such as lexical bundles 

(del Saz Rubio, M. Milagros, 2011; Le & Harrington, 2015; Lim, 2012; Mur-Dueñas, 

2012; Shahriari Ahmadi, Ghonsooly, & Hosseini Fatemi, 2012). For example, Le & 

Harrington (2015) examined the lexical bundles associated with the move of Commenting 

on results in 124 Discussions of RA in Applied Linguistics. They identified the clusters 

used in each of the three steps (i.e. Interpreting results, Comparing results and Accounting 

for results) of the move. In sum, the four stages are: 

 Stage 1: Develop move models; 

 Stage 2: Test existing move models; 

 Stage 3: Explore the genre variation between different sets of texts; 

 Stage 4: Investigate the linguistic/metadiscoursal features of each move/step. 
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In the first stage a new schematic structure is developed, for example, Swales developed 

the move model for Introduction, also known as CARS model, in 1981. In Stage 2, 

existing models are tested on new set of texts and revisions are made where the model 

cannot adequately describe the real situation. After Swales put forward the CARS model, 

studies were carried out to verify the model in different situations, including different 

disciplines and different languages. New moves are identified when the existing move 

model cannot describe the schematic structure. The studies in the first two stages often 

adopt the qualitative approach in data analysis. Quantitative data analysis methods are 

more likely to be used in Stage 3 and 4. In Stage 3, the move model is used to explore the 

variation among different sets of texts. The difference is usually shown in frequency and 

sequence of moves. In this stage, the main concern of researchers is whether there is a 

difference between two or more sets of texts in the frequency or sequence of moves and 

why there is variation. The variation studies are examined in detail in the discussion of the 

second review question. 

There are two major differences between Stage 2 and Stage 3 studies. First they have 

different focuses, with Stage 2 studies focusing on the generalizability of the model under 

examination while Stage 3 studies focusing on the variation of models in different 

situations. In other words, Stage 2 studies typically use one set of scripts and check the 

generalizability of the model while Stage 3 studies examine the variation of a model in 

two or more sets of scripts. 

Linguistic realization and discoursal features of moves or steps are the main focus of 

Stage 4 research. Though linguistic realization of moves is sometimes investigated in 

previous stages, it becomes the major concern after the model is well-established and the 

variations in models have been addressed. The investigation into linguistic realization in 

previous genre-based studies mainly focus on the lexical-grammatical forms, such as the 

tense, voice and lexical bundles. Hedges and boosters are examined too. Stage 4 studies 

examine the discoursal features of each move in a more systematic manner. For example, 

del Saz Rubio (2011) integrated the metadiscoursal features identified by Hyland (2005) 
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in his move study on Introductions of RA in Agricultural Sciences. He investigated the use 

of metadiscoursal devices, such as transitional markers, frame markers, endophoric 

markers and engagement markers in each move. Admittedly, there is an overlap between 

Stage 3 and 4 studies. Some studies investigate the variation between texts and discoursal 

features at the same time (Shahriari Ahmadi et al., 2012). Variation in schematic structure 

still attracts a lot attention, though we see a rise in discoursal features studies since 2011. 

Compared with move studies on RA Introductions, the investigation into other sections 

start late, with the first paper on Discussion published seven years after Swales work in 

1988 written by Hopkins and Dudley-Evan, the first study on Result sections in 1994 by 

Brett, the first Method study in 1997 by Nwogu. There are fewer studies on these sections 

and the schematic structure in these sections is not as well examined as Introduction (see 

Table 3).  

Unlike studies on Introductions, researchers examining Method, Result and Discussion 

sections are aware of the possibility of disciplinary variation at the outset. The move 

models they propose are usually extracted from texts in a single discipline. Although there 

are also move models on the Introduction sections developed based on texts of a single 

discipline (Biochemistry: Kanoksilapatham, 2005; Medical Sciences: Nwogu, 1997), they 

all resemble Swales’ model, which remain the most popular model in studies on 

Introduction. The findings show that Swales’ model captures the features of Introductions 

in different disciplines well. In addition, it indicates that the schematic structure of 

Introductions does not vary much across disciplines. The diversified move models in 

Method, Result and Discussion sections may suggest more disciplinary variation in the 

schematic structure of these sections. Review question 2 explores the factors that may lead 

to variation in RA and dissertation schematic structure. 
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Table 3 Studies on Method, Result and Discussion in the four stages 

 METHOD RESULT DISCUSSION 

Stage 1  Nwogu, 1997 

 Kanoksilapatham, 

2005 

 Lim, 2006 

 Brett, 1994 

 Nwogu, 1997 

 Yang & Allison, 

2003 

 Kanoksilapatham, 

2005 

 Hopkins & 

Dudley-Evans, 1988 

 Nwogu, 1997 

 Yang & Allison, 2003 

 Kanoksilapatham, 

2005 

Stage 2   Williams, 1999  

 Posteguillo, 1999 

 Swales, 1990 

 Posteguillo, 1999 

Stage 3  Kanoksilapatham, 

2007 

 Li & Ge, 2009 

 Arsyad, 2013 

 Kanoksilapatham, 

2007 

 Li & Ge, 2009 

 Holmes, 1997 

 Kanoksilapatham, 

2007 

 Li & Ge, 2009 

 Amirian & Tavakoli, 

2009 

 Basturkmen, 2009 

 Lim, 2010 

 Basturkmen, 2012 

Stage 4   Lim, 2011  Le & Harrington, 2015 

2.1.2 Review question 2: How does move structure vary in different situations? 

Among the variation studies (Stage 3), possible factors causing variation in schematic 

structure were explored. Discipline and first language are the two most frequently 

examined variation factors (see Figure 5). As mentioned above, different part-genres have 

varied communicative purposes and schematic structures. Since the factors leading to the 

variation in schematic structure in each section may not be the same, the variation in each 

section is explored separately and reported according to the type of variation.  
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Figure 5 Number of studies by the factors of variation
1
 

Disciplinary Variation 

Studies on Introductions show evidence of disciplinary variation. When Swales developed 

the CARS model in 1981, he noted the schematic structure differ in the hard and soft 

sciences. Swales combined the rhetorical functions identified in both hard and soft 

sciences and made the model suitable for all disciplines. He thus aimed to develop a 

generalized model rather than examining the variation. The studies in Stage 2 share the 

focus on the generalizability of the model and aimed to test the applicability of the model 

in a specific discipline. Disciplinary variation was identified in studies of this stage. Lakic 

(1997) applied the model to Economics texts while Posteguillo (1999) examined articles 

in Computer Science. Lakic (1997) found that the step of Reviewing Previous Studies is 

obligatory while Posteguillo (1999) noted that it is optional. The contradictory results may 

be associated with disciplinary variation. Lakic (1997) highlighted the importance of the 

step by suggesting that it “establishes a solid theoretical basis” which he thought is 

necessary in Economics (p. 413). Posteguillo (1999), however, indicates that the less 
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occurrence of reviewing literature in Computer Science articles is possibly a result of “the 

relative newness of this discipline” (p. 154). 

A number of studies reported similar findings to those of Posteguillo (1999). The 

researchers also observed schematic structures unique to emerging disciplines. Samraj 

(2005) compared texts from two Biology sub-disciplines, comprising one emerging field 

and one established field. Habibi (2008) investigated texts from three Applied Linguistics 

sub-disciplines, including English for Specific Purposes, Psycholinguistics and 

sociolinguistics. Kanoksilapatham (2012) examined three Engineering sub-disciplines. 

The studies revealed differences in move structure between emerging and established 

fields. In both Applied Linguistics and Engineering, Introductions in emerging 

sub-discipline contain more persuasive elements. The findings from the three studies all 

show more occurrence of the step Claiming centrality in emerging fields. Samraj (2005) 

suggests that authors in the emerging fields feel the need to let the audience understand the 

importance of their research area. Kanoksilapatham (2012) adopted Swales model (2004) 

which contains the step of Presenting positive justification. She found the step occurred 

three times higher in the emerging field than the established field, which is statistically 

significant (p<.001). The findings of Samraj (2005) and Kanoksilapatham (2012) show 

more occurrences of Announcing principal outcomes in the emerging fields, indicating 

that researchers in emerging field want to show the significance of their study at the outset 

of their research to attract more attention. The schematic structure in emerging fields 

across hard and soft sciences share similar features, which suggests that the variation 

across disciplines is more likely to be related to the distinction between emerging fields 

and established fields rather than the hard and soft sciences. 

Three move models were developed for the Method section, including Nwogu’s model 

(based on Medical articles), Kanoksilapatham (2005) (Biochemistry) and Lim (2006) 

(Management). Both Nwogu (1997) and Kanoksilapatham (2005) have the move 

Describing experimental procedure in their model. It probably can be attributed to the 

fact that experiment is the most common data capture method in Medical Science and 
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Biochemistry. The second move in Lim’s model Delineating procedures for measure 

variables is not seen in the other two models. Management research examines the 

characteristics of human activities which are complicated and hard to capture. 

Researchers usually need to break the constructs down to measurable variables. There 

are various data capture methods in Management, such as questionnaire, interview, 

experiment and obtaining data from secondary sources. Lim’s model shows that 

Management Methods focus on what data to capture rather than the process to capture 

them. Though the steps vary significantly among the three models, they all include a 

data sampling move, a data capturing move and a data analysis move. 

The studies on the Results section do not reveal much disciplinary variation. For example, 

Williams (1999) and Posteguillo (1999) applied Brett’s model developed based on 

Sociology articles to analyse the schematic structure of the Results section of Medical 

and Computer Science articles and found the model suited the texts in the two disciplines. 

In regard to Discussions, Holmes (1997) applied Swales’ 8-move model which was 

revised from Hopkins and Dudley-Evans’ model (1988) in texts from three social science 

disciplines, namely History, Political Science and Sociology. Holmes found variation in 

both frequency and order of moves across the three sets of texts. Lim (2010) applied the 

commentary moves proposed by Basturkmen (2009a), who analysed texts from Applied 

Linguistics and Education. He found that the steps of Explaining the findings and 

Evaluating the findings have more occurrences in Applied Linguistics texts. The 

difference between the two sets of texts is statistically significant (p<.05). Basturkmen 

(2012) applied Yang & Allison’s model (2003) with her revised commentary steps in 

Dentistry Discussions and compared the results with her previous study in Applied 

Linguistics (2009). She also observed more frequent use of Explaining the findings in 

Applied Linguistics. A possible explanation for the higher occurrences of the step in 

Applied Linguistics, as Basturkmen suggested, might be that the results in humanities and 

social sciences emerged from “reasoning and interpretation” and therefore require more 

explanation while results in physical sciences which are obtained from laboratory 



Chapter 2 Review of Literature 

25 

activities are self-explanatory (p. 142). This explanation, however, cannot account for the 

relatively lower occurrence of the step in Education which is also a discipline in social 

science reported in Lim’s study (2010). 

First Language Variation 

First language variation studies are also known as contrastive genre studies. Thirty-three 

studies in the key word map examine variation between texts written in different 

languages or in English by native/near-native and non-native speakers of English (see 

Figure 5). A number of studies reported variation between English and other languages in 

the schematic structure of RA Introductions. The languages under investigation comprise 

Hungarian (Árvay & Tankó, 2004), Persian (Mahzari & Maftoon, 2007; Rashidi & 

Ghaffarpour, 2010), Brazilian Portuguese (Hirano, 2009), Chinese (Loi & Evans, 2010) 

and Thai (Kanoksilapatham, 2007). First language variation studies often control the 

possible disciplinary variation by collecting articles from the same discipline. Although 

the socio-cultural context of the contrasted languages varies significantly, the RA 

Introductions in non-English languages share many similar features with English 

Introductions. Across the studies differences were identified in Move 2 Establishing a 

niche and Move 3 Occupying a niche. It was reported in several contrastive studies that 

non-English writers incline to make a research space by raising questions rather than by 

indicating a gap or counter-claiming (Árvay & Tankó, 2004; Loi & Evans, 2010; Mahzari 

& Maftoon, 2007). It was found that non-English speaking researchers avoid evaluating 

and criticizing others’ work. Researchers suggest that the face-saving principle of the 

cultures under examination is responsible for L2 writers’ reluctance in taking a critical 

stance (Hirano, 2009; Loi & Evans, 2010). However, Sheldon (2011) notes that the 

research context in non-English academic communities is less competitive and thus 

researchers do not have to criticize others to make a research space. 

Another difference between English and non-English Introductions lies in Move 3 

Occupying the niche. Compared with English Introductions, the texts written in other 

languages have fewer occurrences of Move 3 steps, such as Introducing research question, 
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Claiming significance of the study and Announcing principal findings. The fewer 

occurrences of Move 3 steps shows that non-English authors prefer to write in an indirect 

manner and imply meanings. Some important information is left unarticulated for readers 

to figure out themselves (Duszak, 1994; Fakhri, 2004). Reader/writer responsibility is 

used to account for this variation (Loi & Evans, 2010; Sheldon, 2011). Readers of 

non-English languages take more responsibility in the communication than English 

readers. Non-English readers are expected to be more actively involved in interpreting the 

meaning of writing. In the reader-responsible texts, authors give more context information 

and write in an indirect way. Readers are expected to figure out the implied meaning on 

their own. English is considered a writer-responsible language in which writers state their 

intentions clearly. The research is therefore announced in an overt manner in Move 3. The 

frequent use of Indicating RA structure in English writing is regarded as being 

reader-friendly, which is a feature of writer-responsible texts (Sheldon, 2011) compared 

with fewer occurrences of the step in non-English texts (Duszak, 1994; Fakhri, 2004). 

For Discussions, Amirian & Tavakoli (2009) examined the difference in schematic 

structure between English and Persian Discussions by adopting Swales’ 8-move model 

(1990) and found differences in the move Un/expected outcome, Explanation and 

Exemplification. They accounted for the variation using socio-cultural factors. 

Variation over Time 

Li and Ge (2009) reported statistical significant difference in the step Presenting 

background information (Nwogu, 1997) between the articles published in two time 

periods. They observed that the step became obligatory in the more recent set of texts, 

indicating that medical researchers placing more importance on presenting a clear picture 

at the beginning of their report. Sheldon (2011) also noticed changes in schematic 

structure over time. He compared his findings in Spanish L2 writing with that from a study 

conducted more than a decade ago (Burgess, 1997) and found that Spanish writers use 

more Move 2 Establishing a niche in their English writing and their writing became more 
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similar with the native English speaker articles, suggesting L2 writings were increasingly 

influenced by English writing style. 

For the method section, Li and Ge (2009) investigated the evolution of move structure 

over time. Their study revealed a significant difference in the frequency of the step 

Describing data-analysis procedures. The step became obligatory in the texts published 

in 2000-2004 period, compared with only 40% occurrence in the 1985-1989 sub-corpus. 

Moreover, there was a significant rise in length of the step. The rise in frequency and 

length was explained as a result of the growing complexity of data analysis method and 

authors’ increased awareness of using data analysis procedures to prove the reliability and 

validity of their research outcome. 

For the result section, variation across time periods was identified in Li and Ge’s study 

(2009). They applied Nwogu’s model and found significant difference in the step 

Indicating non-consistent observations. It is less used in the more recent set of texts. Li 

and Ge explained the avoidance as a strategy to get more chance for the paper being 

published. It may be the result of the increasing belief that papers reporting positive results 

are more likely being accepted. Árvay and Tankó (2004) examined the difference between 

the Introductions in theoretical and empirical studies and found no significant difference. 

Variation across Research Approaches 

Lim (2010) explored the variation in schematic structure among qualitative, quantitative 

and mixed method studies. No statistical significant difference was found across the three 

groups.  

Apart from the variation mentioned above, researchers have also explored genre 

differences between novice and experienced writers. For example, Basturkmen (2009) 

investigated the variation in the move of Commenting on Results between 10 Master’s 

Theses and 10 research articles. Parkinson (2011) compared the way of building 

arguments in the Discussion section of 30 RA in Physics and 185 lab reports written by 
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undergraduate students in Physics. Dressen-Hammouda (2014) examined genre features 

of the writing of six academics in Geology over ten years after obtaining their PhD. 

In sum, the majority of variation studies reviewed reported variation to some extent. 

Disciplinary variation was revealed in the schematic structure of Introduction, Method 

and Discussion. The variation was influenced by different factors in different sections: the 

emerging or established status of the disciplines under examination influences the 

variation in the Introduction section; the common research method used in different 

disciplines lead to the variation in the Method section; on the other hand, the factor 

underpinning the disciplinary variation in the Discussion section is unclear. There was not 

enough evidence to demonstrate the existence of disciplinary variation in the Result 

section. Variation in schematic structure across languages was found in contrastive 

research on different languages. The findings from these studies showed that English 

articles were written in a more direct, reader-friendly manner and it was the writer’s 

responsibility to convey information clearly rather than leave it for readers to figure it out. 

The evolutionary change in schematic structure over time was also revealed. 

Based on the findings of the variation studies reviewed above, the researcher, when 

designing the corpus for the present study, used discipline, time and research approach as 

controlling variables. That is, the data were collected from one single discipline (i.e. 

Applied Linguistics), and mainly from three controlled years (The number of Master’s 

Theses submitted in the three years in the New Zealand community is not sufficient for the 

present study so we have to collect data from a wider time span.). In addition, possible 

variation of research approach and gender of author is also explored. 

2.2 Contrastive Rhetoric Research 

In this section, the development of Contrastive Rhetoric is reviewed by following the 

work of key researchers in the field, such as Kaplan, Connor, Kubota and Lehner. It starts 

by tracing back to the start of Contrastive Rhetoric (Kaplan, 1966; 1967; 1983; 1976) and 

then reviews the new development made in Intercultural Rhetoric (Connor, 2004a; 
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Connor, 2008; Connor, 2011b) and Critical Contrastive Rhetoric (Kubota & Lehner, 

2004). 

2.2.1 Traditional Contrastive Rhetoric 

In his seminal article, Kaplan (1966) proposed a way of using a contrastive analysis of 

rhetoric to explore rhetorical differences between English and other languages and using 

the findings to make ESL students aware of the differences between their native language 

and English. To illustrate the influence of cultures on rhetoric, Kaplan examined the 

manner of paragraph development in about 600 essays written by non-native speakers of 

English and identified four types of paragraph structures which are quite different from 

the English conventions, such as the Oriental style of paragraph development which is 

featured by the circling pattern around a central idea and is associated with Korean 

students. The study shows that paragraph development varies significantly across 

different languages. Since the essay samples and the language of the samples are limited, 

Kaplan (1966) suggested that further studies are needed to look at more languages. This 

has been the research agenda followed by researchers of Contrastive Rhetoric for decades. 

Kaplan (1966) also articulated the practical rationale of Contrastive Rhetoric by 

suggesting that Contrastive Rhetoric "may help the foreign student to form standards of 

judgment consistent with the demands made upon him by the educational system of which 

he has become a part" (p.15). 

Kaplan's 1966 article, which is regarded as the mark of the beginning of Contrastive 

Rhetoric and has exerted great influence on the pedagogy of teaching English as a second 

language, draws much attention as well as criticism. As pointed out by Connor (2008), 

criticism of Contrastive Rhetoric is mainly based on Kaplan's original study, ignoring the 

development of the field in the following years. Indeed, Kaplan himself and many other 

researchers have made major amendments to the initial hypothesis and considerable 

improvements on research methods. This review, therefore, focuses on the Kaplan and 

other researchers' amendments and elaboration on Contrastive Rhetoric made after the 

initial study. 
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Following the seminal paper, Kaplan (1967) published an article in TESOL Quarterly, 

discussing the ways in which Contrastive Rhetoric can be used in the teaching of 

composition. On the one hand, Kaplan proposed that pattern-drills and other pedagogical 

devices can be used to help L2 students to become familiar with the models of English 

paragraph development, and on the other hand, he warned English teachers of the danger 

of being "accused of brainwashing" by making students "to see the world through 

English-colored glasses" (p.16). In his 1966 article, Kaplan stated that the aim of 

contrastive analysis of rhetoric is "to demonstrate that paragraph developments other than 

those normally regarded as desirable in English do exist" (p.14). Although Kaplan 

deliberately termed the research aim of Contrastive Rhetoric to avoid criticism of 

prioritizing English norms, it is very likely that he believed that English language is 

interwoven with the English style of paragraph development, and thus the English rhetoric 

should be taught together with the language. 

Ten years after the publication of the original work, Kaplan (1976) reviewed studies 

testing the basic assumption that "the organization of paragraphs written in any language 

by individuals who are not native speakers of that language will be influenced by the 

rhetorical preferences of the native language" (p.12). By reviewing the findings of studies 

exploring paragraph development in the English writing of native speakers of Arabic, 

Chinese, Thai, Persian and Puerto Rican Spanish, Kaplan (1976) indicated that the 

assumption "survived analysis" since the studies revealed distinctive linguistic features in 

L2 writing that are related to L1 (p.12).  

In the following two decades, Kaplan's focus shifted to finding an appropriate way to 

define and represent rhetoric of written discourse. In 1979, Kaplan presented a paper at the 

California Council on Teacher Education Conference in which he proposed using 

topic-focus structure and intersentential syntax to examine the rhetoric of written 

discourse (Kaplan, 1983). According to him, topic is "the dominant notion that governs a 

sequence of discourse" and is usually carried in the "head" assertion, while "focus is that 

set of operations which permit the reader/listener to recognize the prominence of certain 
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information" and is usually realized in the supporting assertions of the paragraph 

(p.147-148). Intersentential syntax refers to the syntactic structure used to express the 

focus in the development of a paragraph, such as proposed place holders and sentences in 

which direct/indirect object position is inverted. Kaplan conducted two experiments to 

explore whether native speaker and non-native speaker differ in the use of topic-focus 

structure and intersentential syntax. In the first experiment which examines the difference 

between native and non-native speakers in the use of intersentential syntax, Kaplan 

recruited 48 native English speakers and 146 non-native speakers, who were instructed to 

do a set of tests in which utterances were removed and require participants to select the 

utterance with the best intersentential syntax to manifest focus. The second experiment 

examines the difference between native and non-native speakers in the use of hierarchical 

arrangement of information from generalization to specification, Kaplan recruited roughly 

100 native speakers and 200 non-native speakers to replace missing assertions from four 

options including distractors violating the from-general-to-specific order. The results 

show differences between native and non-native speakers of English in the development 

of a topic and the use of intersentential syntax. 

Twenty years after the publication of the original work, Kaplan (1987) revisited his 1966 

article and reflected on his contrastive analysis of different languages, expressing regrets 

on making strong claims on writers of different cultural background having unique ways 

of paragraph development, for example, linking the parallel way of paragraph 

development with Arabic writers. He contends that the manner of paragraph development, 

which he previously assumed to be linked to particular languages, exist in all languages. 

However, though all the strategies of paragraph development are possible in a language, 

Kaplan contends that certain forms are more frequently used than others in a particular 

language. In other words, Kaplan admits that the unique features of rhetoric, which he 

previously obtained by comparing paragraph structures, may not be generalizable to all 

the writers speaking the same first language, but maintains that differences of rhetoric do 
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exist between writings in different languages, and a better way of rhetoric comparison was 

needed. 

In the same paper, Kaplan briefly touched on the concept of genre, though not using the 

exact term. After stating that certain forms are favoured over others in a particular 

language, he emphasizes the influence of sociolinguistic constrain on rhetorical variation 

and proposes that the forms of rhetoric are related to the circumstances in which the 

discourses are produced. He contends that schema and "prefabricated sets of syntactic 

structures" are used in particular circumstances. Instead of examining second language 

learners' writing in general, Kaplan began to associate writings with their social functions.  

In a book chapter published one year earlier, Kaplan (1986) noted the influence exerted by 

community cultures on writing. When discussing the relationship between culture and 

language, he mentioned the influence of the culture of scientific community on scientific 

and technical written language. He suggests that the culture of science has greater 

influence on scientific writing than national cultures by saying that "the English of science 

and technology is more closely affiliated with science and technology than it is with the 

culture of any national society" (p.17).  

Kaplan (1988) examined the text analysis tradition of Contrastive Rhetoric, emphasizing 

that texts have multidimensions, including the surface or linguistic structure and a deeper 

structure of discoursal features, such as cohesion and coherence, sematic structure and 

sociolinguistic functions. He also highlights the important role of audiences of written 

discourses whose feedback is usually missing in the communication loop, and thus it is 

even harder for writers to determine the scope of shared knowledge with audiences and to 

"define structural/functional strategies" (p.284). 

Grabe & Kaplan (1989) co-authored a book chapter which can be seen as one of the first 

major serious attempts of conceptualizing the field of Contrastive Rhetoric. They defined 

Contrastive Rhetoric as "the study of L1 rhetorical influences on the organization of text 

in an L2, on audience considerations, (and) on goal definition" (p. 266). They formulated 
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the hypothesis of the field as "writers composing in different languages will produce 

rhetorically distinct texts, independent of other casual factors such as differences in 

processing, in age, in relative proficiency, in education, in topic, in task complexity, or in 

audience" (p. 264). Grabe and Kaplan separated language and its related culture from 

these factors that may cause variation in rhetoric. Simply put, they assumed that different 

languages have different rhetorical conventions, and that a writer's L1 rhetorical 

knowledge influences his/her way of rhetorical organization in L2. Grabe and Kaplan 

described the primary aim of Contrastive Rhetoric studies as investigating the "text 

construction" itself, and the practical aim as helping L2 writers to overcome "L1 rhetorical 

interferences in writing" (p. 266). Though the underlying hypothesis and the aims of the 

field are clearly articulated, the major constructs of field (rhetoric, language, culture, etc.) 

are left undefined. 

Kaplan & Grabe (1991) discussed the influence on writers from "the ambient culture of 

the larger community", that is, the culture of a group of people speaking the same first 

language, which roughly equals to an ethnic culture, and the culture of "the knowledge 

community", that is the culture of social groupings (p. 203). People speaking the same 

first language with the writer are not primarily the readers of their writing. Because the 

power in the science community usually rests with readers, writers tend to follow the 

rhetorical expectations of the community. 

Thirty years after the original work, Grabe & Kaplan (1996) reviewed studies of 

contrastive analysis of rhetoric and studies in its related area, gathering evidence to 

support the basic hypothesis that writers of different cultural background have different 

preferential organization of writings. Evidence was obtained from five related areas, 

including cross-linguistic language development research, sociolinguistics and literacy 

studies, language socialization, social construction theory and post-structural rhetoric. 

They also present text-based evidence, comprising studies comparing English texts with 

German, Japanese, Korean, Chinese, Vietnamese, Hindi, Arabic and Spanish. 
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In addition, Grabe & Kaplan (1996) presented five problems hindering the development 

of Contrastive Rhetoric: a) the focus on product rather than process; b) failure to compare 

texts by genres; c) failure to determine the writing proficiency of native writers; d) less 

attention to the norms in languages other than English; e) "no universal theoretical model 

for contrast". Around the same time researchers of contrastive rhetoric began to pay more 

attention to genre when sampling texts to compare, and explore new ways to analyse 

discourse, such as genre analysis (Duszak, 1994). 

Kaplan (2000) restated the flaws in his original Contrastive Rhetoric model, elaborated on 

some points made in the original work, and highlights amendments which have been made 

to it. He admits that the original study "erred in attempting to represent cultural rhetorics 

as unique generalizations that have been perceived as stereotypes" (p. 89), but maintains 

that whether the generalized patterns are accurate or not is not as important as the 

discovery that "there are differences between languages in rhetorical preference" (p. 84). 

He contends that the contribution of Contrastive Rhetoric lies in looking at "discoursal 

macro-patterns in the light of underlying cultural traditions and not merely in terms of 

syntactic surface features" (p.89), and emphasizes the importance of comparing texts of 

the similar topic, genre and length. 

Over the years, a multitude of studies have been carried out to verify the initial assumption 

of Contrastive Rhetoric. Based on evidence and criticisms of the original assumption, 

Kaplan has made considerable revisions to the model. First, he reformulated the 

hypothesis by emphasizing preferences of rhetorical organization rather than stereotypes 

(Grabe & Kaplan, 1996; Kaplan, 1986; 2000). Second, he emphasized the importance of 

genre, proposing that comparison should be made between texts of the same genre 

(Kaplan, 1986; 2000). Third, he acknowledged the cultural influence from social 

communities, which is regarded as a different influence from first language culture 

(Kaplan, 1986; Kaplan & Grabe, 1991). The remaining issue which is considered to be the 

critical problem of the field is to find an appropriate theoretical model for contrast (Kaplan 

& Baldauf Jr, 2005), that is, the method of discourse analysis to analyse and compare texts 
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following different rhetorical conventions. The research methods as well as theoretical 

positions of Contrastive Rhetoric were further discussed by Connor in her research in 

Intercultural Rhetoric (Connor, 1998; 2002; 2004a; 2011a). 

2.2.2 Intercultural Rhetoric 

Connor (1998) reviewed the origin of Contrastive Rhetoric and its new development in the 

areas of contrastive text linguistics, writing as a cultural activity, classroom-based studies, 

and contrastive genre studies. She addressed the postmodern critiques of teaching English 

to meet the rhetorical expectations of native speakers or others in power positions, 

maintaining that it is the audiences' expectations that the Contrastive Rhetoric studies aim 

to help second language writers to meet, such as teachers and journal editors, who hold 

more power than writers. Connor contends that readers of English writings are not 

necessarily native English speakers and gave two examples in her previous studies, in 

which the audience is non-native speakers of English.  

The first study, an investigation into the rhetoric of grant proposals for European Union 

research fund, aimed to provide Finnish scientists some guidelines in grant proposal 

writing (Connor & Mauranen, 1999). As pointed out by Connor, the readers of the 

proposal are reviewers from a variety of European countries and have different rhetorical 

expectations from the "Anglo-American" ones. Connor named the European rhetorical 

expectations as "Eurorhetoric". The second study examined the rhetoric of job application 

letters in English produced by writers in Finland, America and Belgium (Connor, Davis, 

& De Rycker, 1995). Since the readers of the applications are local companies, Connor 

(1998) suggested that "Finns applying for Finnish jobs should continue to write like Finns: 

to be modest and humble about their achievements" (p. 111-112), following the local 

people's expectations, rather than those of English speakers'.  

Connor (2002) addressed some criticism of Contrastive Rhetoric and pointed out new 

directions based on the implications drawn from criticism. The first critique is on student 

essays being the most popular type of writing examined in the field. Connor noted that 
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recent empirical studies of contrastive rhetoric examine business and professional genres 

such as letters, résumés and job applications, which are more frequently used in the 

real-world global communication. The second critique concerns the "alleged insensitivity 

to cultural differences" (p. 503) and the focus on national/ethnic cultural difference. 

Connor referred to Atkinson's work on the concept of culture and introduces the 

postmodernist-influenced perspective of culture, which acknowledges the cultural 

influences from sources other than national culture or first language, such as educational 

background, disciplinary culture and discourse community conventions. The third critique 

is related to using English conventions as teaching norms and its danger of creating 

power hierarchies. Connor argues that the purpose of teaching norms of writing should be 

to help writers be aware of audiences' expectations and write in a reader-friendly way. In 

addition, the norms taught should not always be native English speakers' norms since the 

readers may be non-native speakers of English and have different rhetorical expectations. 

Apart from the three critiques above, Connor also mentioned critiques on research 

methods of contrastive rhetoric, suggesting that results obtained from text-based analysis 

may not be enough to address cultural issues beyond texts. 

To address the last critique mentioned above, Connor (2004b) proposed a set of new 

research methods to be used in Contrastive Rhetoric studies in order to better understand 

the social context beyond texts. Apart from the traditional text analysis methods which 

examine the linguistic features and cohesion and coherence of texts, Connor introduced 

the use of genre analysis, corpus analysis and ethnographic approaches in Contrastive 

Rhetoric studies. 

Connor (2004a) suggested a name change from Contrastive Rhetoric to Intercultural 

Rhetoric, putting culture, one of the crucial notions of the field, into the name. However, 

the difference between Contrastive Rhetoric and Intercultural Rhetoric was not clearly 

articulated until four years later. Connor (2008) summarized the changes made in 

Contrastive Rhetoric in three postmodern maps (a tactic of showing the relationship 

between key constructs and theories of a field visually and spatially to enable critical 
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examination), which form the theoretical framework of Intercultural Rhetoric: a) text in 

context; b) large culture and small culture; c) intercultural and cross-cultural 

communication. 

The first map, text in context, discussed the concept of discourse, which is one of the 

essential constructs of the field. After introducing Fairclough's three-dimensional 

conception of discourse, which comprises the dimensions of texts, discursive and social 

practices, Connor emphasized the importance of examining discursive and social 

practices, or social contexts in the study of texts. She proposed that ethnographic research 

methods can be used to examine the context of texts, for example, interviews can be 

conducted to understand the views of writers and readers. 

In the second map, large culture and small culture, Connor discussed the concept of 

culture and its postmodern definition. Traditional Contrastive Rhetoric studies examine 

rhetorical differences between national or ethnic cultures, which are referred to as large 

cultures and defined from the essentialist perspective. Intercultural Rhetoric, adopting the 

postmodern definition of culture, emphasizes the differences between small cultures, 

which are cultures in smaller groups, such as disciplinary culture, youth culture and 

students’ culture. By conceptualizing the notion of culture, Connor legitimized the 

position of small culture in the field, and expanded the scope of study to include small 

group rhetorical variation studies, such as discipline, age and gender. 

The third map, intercultural and cross-cultural communication, distinguishes writers 

composing in a different culture from writers composing in their native culture. The 

difference between "intercultural" and "cross-cultural" is similar to the difference between 

ESL and EFL in that intercultural studies are concerned with writers writing in a second 

language environment, while cross-cultural studies are related to writers writing in a 

foreign language situation. In Connor's words, "'cross-cultural' attends to abstract entities 

across cultural borders, while the 'intercultural' deals with the analysis of an actual 

encounter between two participants who represent different linguistic and cultural 
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backgrounds" (p. 309). In other words, intercultural writers physically work within a new 

community while cross-cultural writers, though may have readers from another 

community, work in his/her home community. 

Based on the distinction between intercultural and cross-cultural writing, Connor 

described the theory of accommodation as describing the process of individual's adaption 

to "each other's linguistic, prosodic, and nonverbal features" (p. 311), arguing that in 

intercultural situations, writers accommodate to the language and style of others in the 

community, and thus the cultural and linguistic backgrounds of writers in intercultural 

situations are not fixed. 

Connor further elucidated the new name of the field at the end of the article, stating that 

the term "intercultural" used in the name is an umbrella term which covers both 

intercultural and cross-cultural situations. According to Connor, there are two guiding 

constructs in the field, "intercultural" and "rhetoric as persuasion", both of which are 

included in the new name of the field. 

Connor & Moreno (2005) adopted the notion of tertium comparationis or common 

platform of comparison as a guideline for collecting and comparing data in 

contrastive/intercultural rhetoric studies. For data collection, Connor and Moreno contend 

that certain features of texts should be constrained to make sure that the data gathered are 

comparable cross-culturally. These features may include genre, topic, writers' level of 

expertise and textual unit of analysis. For data comparison, Connor and Moreno 

interpreted the guideline of tertium comparationis as establishing comparable qualitative 

categories which can be used to contrast rhetorical features across groups, such as 

coherence and cohesion. Therefore, the concept of tertium comparationis was introduced 

as a principle of data collection or corpus building, and qualitative data analysis in 

contrastive/intercultural rhetorical studies. 

A contrastive rhetoric study reported by Folman and Connor in the same year adopted the 

principle of tertium comparationis. Folman & Connor (2005) compared the rhetorical 
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features of high school research papers written by 30 American and 40 Israeli students to 

identify their writing style and cross-cultural differences. For data collection, the text 

features being controlled include genre (research paper), discipline (sociology), writer's 

age (17-18) and year of schooling (Twelfth Grade), and writing in first language (English 

versus Hebrew). Other features taken into consideration comprise length of paper, credits 

for paper, supervision, educational settings, location of school (suburban), ethnicity and 

social class. For qualitative data analysis, Folman and Connor developed a five-category 

evaluation taxonomy, comprising 18 items which are rated separately. The evaluation 

criteria are established based on the writing norms of the international academic 

community. Significant differences were revealed in four out of five categories, namely 

content-conceptualization, communicative considerateness, linguistic realization, and the 

research-paper procedural imperatives, that is the reporting of details of research methods 

such as research instruments. In all the four categories in which significant differences 

exist, Israeli students outperformed their American counterpart, indicating that one’s 

genre performance is not associated with ethnicity but rather with his/her community 

experience. Folman and Connor suggested that the differences may be attributed to a more 

serious attitude of Israeli students who favor the academic style and use more citation 

from academic journals. The American participants, on the other hand, treat research 

papers more casually, writing the research paper as a term paper and using citations from 

popular journals. 

Folman & Connor's study (2005) shows that national/ethnic variation in rhetoric exists on 

top of small cultures since the participants are from the same age group and both compose 

according to the research paper conventions of the international academic community. 

Therefore, tertium comparationis can be seen as an effort to constrain the influence 

exerted by small cultures (e.g. age group, disciplinary community) to compare the 

influence of national or ethnic culture on rhetoric. Therefore, as suggested by the tertium 

comparationis principle, to investigate the influence of large cultures, researchers need to 
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isolate the large cultures by controlling small cultures which might have influence on 

rhetoric. 

Connor & Rozycki (2012a; 2012b) continued to explore ways to navigate through large 

and small cultures in contrastive rhetoric studies in the area of Language for Specific 

Purposes (LSP)/English for Specific Purposes (ESP). Following a review on the 

traditional view and the postmodern view of culture, Connor & Rozycki (2012a) 

introduced the middle-ground approach proposed by Atkinson (1999) which recognizes 

the influence on rhetoric from both large and small cultures. Connor & Rozycki (2012b) 

reported an Intercultural Rhetoric ESP program for health care professionals, in which the 

students are introduced to both the medical professional culture or the small culture and 

the national/ethnic culture or the large culture. From the program, students gained an 

understanding on the large culture such as politeness and personal modesty, as well as 

proper utterances to be used in specific medical scenarios. 

2.2.3 Critical Contrastive Rhetoric 

Around the same time as Connor put forward the notion of Intercultural Rhetoric, Kubota 

& Lehner (2004) developed a critical approach to examine Contrastive Rhetoric, which is 

built on the theoretical foundation of poststructuralist multiplicity, postcolonial critique 

and postmodernism. They use poststructuralist multiplicity to argue against 

assimilationist ideology. According to them, the traditional contrastive rhetoric "keeps 

standard English in its place of authority and positions second language student writers as 

needing correction" (p. 17), that is, non-native English speakers should adopt English 

norms in their English writing. Kubota & Lehner took the poststructuralist view and 

advocated linguistic and cultural pluralism. 

Postcolonial critique is used to reveal the underlying idea of "racial categorization" and 

"hierarchies of power" in Contrastive Rhetoric (p. 18). According to Kubota & Lehner, the 

emphasis on cultural differences and the superiority of English conventions "assumes a 

hierarchy in cognitive abilities according to racial difference" (p. 18). In this sense, 
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cultural differences equal to racial differences and teaching of English rhetorical 

conventions can be seen as "discourses of colonialism" (p.19). 

Postmodernism is used to counter the ideas of modernist relativity, which assumes that 

cultures are fixed and exist in binaries, and that people in the same ethnic or national 

group adopt the same rhetorical conventions. Kubota & Lehner, using the postmodernist 

relativity, argue that the rhetoric of a culture has an ever-shifting and multiplicity nature. 

Rhetorical norms may change under the influence of cross-cultural communication.  

Kubota & Lehner's Critical Contrastive Rhetoric, compared with Connor's new 

development of the field, takes Contrastive Rhetoric in an opposite direction. Connor 

(2008) redefined two essential concepts in the field, namely discourse and culture, 

emphasizing the importance of context when studying texts, and distinguishing 

intercultural and cross-cultural writing as writing in two different situations. Intercultural 

Rhetoric conceptualizes the field, but brings no changes to its pedagogical rationale. 

Critical Contrastive Rhetoric, on the other hand, challenges the pedagogical rationale of 

the field, criticizing the assimilationist approach of converting non-native English 

speakers to compose according to the English rhetorical conventions. Kubota & Lehner 

promoted a counter-hegemonic pedagogy, in which the "taken-for-granted cultural 

differences and instructional practices that legitimate these differences" should be 

reevaluted (p. 20). Instead of converting all people to learn a set of conventions, Critical 

Contrastive Rhetoric encourages "pluralization of rhetorical norms" (p. 20). The rhetorical 

differences identified are used to help students reflect on how to add English norms to 

their existing literacy and negotiate their position in English writing. 

2.3 The Present Study 

As reviewed above, there are two main focuses of genre analysis research, namely 

investigating the schematic structure of a particular genre or part-genre, and examining 

the genre variation in different contexts. Previous studies have identified some factors in 
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context that may contribute to genre variation, including discipline, writers’ first language, 

evolutionary changes over time, and research approach.  

The present study first investigated the schematic structure of the Introduction and 

Literature Review chapters of Master’s Theses from an emic perspective, and then 

examines genre differences between local communities. To control possible variation 

caused by other factors, the researcher uses discipline, year of submission and research 

approach as the confounding variables by taking samples from a single discipline (i.e. 

Applied Linguistics) and calculating the variation associated with year of submission 

and research approach. 

Connor (2004b) contends that contrastive genre analysis is an important method of 

contrasting rhetoric. Unlike traditional rhetoric studies, contrastive genre analysts 

examine the rhetorical organization of scripts, collecting writings of the same genre 

produced by writers of different cultural background, in order to make the writings 

comparable. Drawn on the new development in Contrastive/Intercultural Rhetoric, the 

present study follows the small culture paradigm, establishing contrast groups based on 

social communities (i.e. local disciplinary communities) rather than writers’ essential 

features such as first language. In addition, special attention is paid to the context in 

which the texts were produced to interpret the differences. The position of Critical 

Contrastive Rhetoric (Kubota & Lehner, 2004) is taken when explaining genre 

differences and discussing pedagogical implications. The next three chapters report the 

identification of moves in the opening section of Master’s Theses and the investigation 

into the community and individual differences in the use of the moves. Relevant 

constructs and empirical research are reviewed in each of the studies.  
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CHAPTER 3: STUDY 1 GAINING THE EMIC VIEW THROUGH 

METATEXTS: THE DEVELOPMENT OF A MOVE MODEL ON 

INTRODUCTIONS AND LITERATURE REVIEWS OF MASTER’S 

THESES 

3.1 Introduction 

Genres are regarded as social actions which are performed to achieve certain 

communicative purposes through speech or written texts (Bhatia, 1993; Miller, 1984;  

Swales, 1990). Genre analysis has been used to identify communicative purposes and 

rhetorical moves for pedagogical purposes. Askehave & Swales (2001) indicate that the 

communicative purposes of genres cannot usually be discerned straightforwardly and the 

process of identification often involves ethnographic work and is labor intensive. 

Consulting specialist informants to identify or to check the communicative purposes and 

rhetorical moves in genre analysis is a recommended practice (Bhatia, 1993) and has been 

widely used in research (Basturkmen, 2012; J. M. H. Lim, 2006; Paltridge, Starfield, 

Ravelli, & Tuckwell, 2012; Swales & Rogers, 1995; Swales, 1998). This procedure is an 

attempt to combine the researcher’s view, or etic view, with the emic view of the 

informants. Although Swales contends that “active discourse community members tend to 

have the greatest genre-specific expertise” (Swales, 1990, p. 54-55), he also questions the 

credibility of insiders’ opinions on the communicative purposes of genres. Askehave & 

Swales (2001) maintain that expert members may hold different views on the purpose of a 

genre. Indeed, it is hard to carry out interviews with a large number of expert members and 

thus, if a small number of interviews are conducted, then questions arise concerning the 

reliability and validity of resulting data.  

In the present study, the researcher proposes an alternative way of gaining the writers’ 

perspective on the communicative functions realized within their writing, namely the 
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thematic analysis of metatexts, which is the writing about writing. It is used by writers to 

reflect on what has been written and to help readers to follow their train of thought. When 

analysing the Result sections of 20 Sociology research articles, Brett (1994) identifies 

Pointer and indicating the Structure of Section as two metatextual functions. Unlike other 

communicative functions, metatexts were used to organize texts into coherent units as 

well as signposting the structure of the text for readers. Metatexts, which are widely used 

by thesis writers, can be used to gain access to thesis writers’ view on the communicative 

functions used in the opening section. A way to access emic views is particularly useful 

for learners acquiring knowledge of genres in classes, where they may be asked to analyse 

a genre by themselves. Given the limited resources and time in the classroom, obtaining 

the emic view through analysing metatexts is a good alternative to consulting expert 

members.  

3.2 Literature Review 

3.2.1 The Emic/Etic Distinction 

Pike (1954) introduced the distinction between the study of phonemics, which examines 

sound systems from the perspective of native speakers of that language, and phonetics, 

which investigates sound systems relying on the observation of linguists (i.e. 

physiological and acoustic study), into the research nonverbal human behaviours. He 

coined the terms emics and etics by removing phon- from phonemics and phonetics since 

the distinction is no longer linked with the study of sound. The terms first became popular 

in Anthology and then were widely adopted by researchers in social sciences (Headland, 

1990). Although the use of the terms varies (e.g. Pike, 1990; Harris, 1990; Goodenough, 

1970), generally, emics (or emic knowledge) refers to mental or behavioural systems that 

are regarded as appropriate by native participants, while etics (or etic knowledge) is 

systems considered to be appropriate by the community of scientific observers. The goal 

of scientific research is to obtain both emic and etic knowledge to get a comprehensive 

view on human behaviour and cultural phenomena (Lett, 1990). 
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3.2.2 Emics/Etics in Genre Analysis 

The emic/etic distinction, which concerns the nature of knowledge obtained, lies at the 

heart of the epistemological foundation of genre analysis. The emic knowledge of genre is 

associated with community members’ view on the functions and content of a genre used in 

their community, whereas the etic knowledge is the functions and content of a genre 

obtained through textual analysis by genre analysts. 

In previous genre analysis studies, knowledge of the schematic structure of genres is 

commonly obtained through the etic approach (textual analysis by genre analysts) (e.g. 

Swales, 1981, 1990; Nwogu, 1997; Brett, 1994; Yang & Allison, 2003). However, the 

importance of the emic view has been acknowledged (Askehave & Swales, 2001; Bhatia, 

1993). Since genre analysts are often outsiders of the community under examination, 

textual analysis alone cannot reveal much about the communicative functions of the texts. 

Emic view is valuable in genre analysis in that it can give genre analysts an insider’s 

perspective on how a genre functions in the community context. The emic knowledge of 

genre practices is solicited by interviewing specialist informants in previous research (e.g. 

Basturkmen, 2012; Lim, 2006). The concept of metatext is discussed and it is compared 

with interview data as the source of emic knowledge of genre practices in the next section. 

3.2.3 The Definition of Metatext 

This study aims to explore thesis writers’ view on the communicative functions and 

contents of their Introduction and Literature Review chapters by analysing the metatexts 

in their thesis opening sections. Metatexts are often employed by writers to help readers 

navigate theses. Thirty Master’s Theses were randomly gathered from two New Zealand 

universities and 90% of the writers (27/30) used metatexts to describe the contents of main 

texts and 60% (18/30) indicated communicative functions that they intended to realise. 

The concept of metatext used in the present study is drawn from Ädel’s model of 

metadiscourse (2006). Ädel defines metatext and writer-reader interaction as follows: 
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 Metatext refers to the text that “guide(s) the reader through the text and to 

comment on the use of language in the text. The focus is on the structure, 

discourse actions and wording of the text". 

 Writer-reader interaction is “used by the writer to interact with her imagined 

reader in ways that create and maintain a relationship with the reader and that 

allow the writer to influence him by addressing him directly in various ways” 

(Ädel, 2006, p. 20). 

The distinction between metatext and writer-reader interaction resembles the 

classification of textual and interpersonal metadiscourse, which is used in models 

influenced by Systemic Functional Linguistics (SFL) (e.g. Crismore, Markkanen, & 

Steffensen, 1993; Vande Kopple, 1985), and that of the interactive and interactional 

metadiscourse in Hyland’s model (2005), with one type serving the function of guiding 

readers through the text and the other engaging readers at the personal level, by, for 

instance, expressing attitude or giving evaluation. Since the present study is interested in 

the writer’s view and comment on the structure and content of writing, the researchers 

mainly focus on the metatexts in the Introduction and Literature Review chapters of 

Master’s Theses. Previous studies typically examine metadiscourse by focusing only on 

the discourse markers, such as logical connectives, reminders and topicalizers (e.g. 

Crismore et al., 1993; Dafouz-Milne, 2008; Hyland & Tse, 2004). The present study looks 

at the metatext itself rather than signals of metatext. For example, in the sentence below, 

the phrase “In addition” is an additive logical marker (Dafouz-Milne, 2008), which is one 

of the typical elements focused on in metadiscourse studies. But it is the content of the 

sentence that is of interest in the present study. In other words, the metatexts are treated as 

narratives rather than texts. 

In addition, it reviews literature on the EGI debate. (Moosa, 2005) 

Drawing on Ädel’s model (2006), the present study defines metatext as the language 

describing and commenting on the writer’s discourse acts, such as the organization of 

discourse. Ädel proposes that metatext mainly serves two functions, including 

“remind(ing) the reader of previous statements” and “announc(ing) what is going to be 
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discussed in the following discourse” (p. 37). The definition and the two functions are 

used as the main criteria in the identification of metatext in the present study. 

Compared with interview data, metatext is a better representation of the emic view on the 

schematic structure of genres. First, unlike interview data which are often gathered after 

texts are written, metatexts are produced while writers structuring and composing their 

texts. Obviously, an onsite record (i.e. metatexts) of writers’ intention is more reliable 

than a recalled one (i.e. interview). Second, metatexts are written data which are produced 

after meditation whereas interview data are produced spontaneously. In the case of 

soliciting genre knowledge, meditated data are more reliable and comprehensive than 

spontaneous answers since it is not a sensitive topic and participants have no reason to 

hide their intentions of structuring their theses. In the present study, metatexts are treated 

as narratives, in which the writers express their opinions, rather than texts, which are 

analysed as linguistic data (Silverman, 2000). 

3.2.4 The Definition of Move 

The Move-Step model is probably the most widely used model of genre. Since Swales 

(1981) developed the CARS model, the analysis method has been used to examine a broad 

range of genres (Application Letter: Ding, 2007; Samraj & Monk, 2008; Book Review: 

Nodoushan, Mohammad, & Montazeran, 2012; Hedgcock, 2012; Grant Proposal: Connor 

& Mauranen, 1999; Thesis & Dissertation: Bunton, 2005; Application Essay: Ding, 2007 

Samraj, 2008) and part-genres (Introduction: Swales, 1990; Bunton, 2002; Method: Bruce, 

2008; Lim, 2006; Results: Basturkmen, 2009b; Dudley-Evans, 1994; Discussion: 

Basturkmen, 2012; Hopkins & Dudley-Evans, 1988). Although nearly all genre analysts 

claim that they followed the Swalesian genre analysis method, the definition of move used 

in many differ from that in Swales (1990, 2004). Based on the definition of move adopted, 

the studies can be seen to follow two approaches, namely 1) Move as the Content and 2) 

Move as the Function. The first approach distinguishes and describes move units based on 

content. For example, Nwogu (1997) contends that "the term move means a text segment 

made up of a bundle of linguistic features which give the segment a uniform orientation 
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and signal the content of discourse in it". In his move model, he uses the content described 

in a move unit to name the move, such as Presenting Background Information, Reviewing 

Related Research, and Presenting New Research. Although many genre analysts do not 

clearly articulate their definition of move, they name the moves based on content (e.g. 

Hopkins & Dudley-Evans, 1988; Kanoksilapatham, 2005; Yang & Allison, 2003). The 

second approach defines a move unit based on its communicative function. For example, 

Swales (2004) defines move as "a discoursal or rhetorical unit that performs a coherent 

communicative function in a written or spoken discourse" (p. 228). In his move model, 

moves are named based on their functions rather than content, such as Establishing a 

Territory, Establishing a Niche and Occupying the Niche (Swales, 1990). This study 

follows the Move as the Function approach and uses the term move to refer to the 

communicative function of a rhetorical unit, and step to refer to the content used to realize 

a function. 

3.2.5 A review of genre analyses of Introduction and Literature Review 

As mentioned in the Literature Review chapter, there are two major types of genre 

analysis: the first type aims to identify rhetorical moves of a genre which can be used in 

teaching; the second type employs existing move models to analyse texts of the same 

genre, investigating variations within a genre such as disciplinary variations of research 

articles. In this section, I review the moves and steps identified in some of the first type of 

genre studies, examining genre analysts' idea of "move" and "step" and the relationship 

between the two. The review focuses on two academic genres, namely research article and 

thesis/dissertation. A number of studies have been carried out to analyse and describe the 

move-step structure of the opening section of research articles and dissertations/theses. 

Seven of them, which have significant influence in the field, are reviewed in this section 

and will be compared with my findings in the Discussion section of this chapter. 

Swales (1981) developed a four-move model, describing the rhetorical organization of 

research article introductions by conducting a genre analysis of 48 research article 

introductions collected from hard sciences, social sciences and biology/medical field. It is 
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known as the CARS model, which is perhaps the very first move model developed. 

Among the four moves, the labels of the first and third move, Establishing the 

Field and Preparing for Present Research, describe the function of the texts, while the 

name of the second move, Summarizing Previous Research, describes the content. Yet 

literature may be reviewed to serve different functions. As mentioned above, this might be 

the cause of difficulty in distinguishing Move 1 and 2 by researchers since previous 

research may be reviewed to establish the field. The label of the fourth move, Introducing 

Present Research, describes contents as well as the function. Especially when the third 

move prepares the introduction of the author's own research, it is natural to give 

information on author's own study in order to present it in the next move. The steps of 

Move 1, 3 and 4 report contents or strategies used to realize moves while the steps of 

Move 2 classify its contents on a finer level (see Table 4).  

Table 4 A move model for RA Introductions developed by Swales (1981) 

Move 1 Establishing the Field 

A) Showing centrality 

i) by interest 

ii) by importance 

iii) by topic-prominence 

iv) by standard procedure 

B) Stating current knowledge 

C) Ascribing key characteristics 

Move 2 Summarizing Previous Research 

A) Strong author-orientations 

B) Weak author-orientations 

C) Subject orientations 

Move 3 Preparing for Present Research 

A) Indicating a gap 

B) Question-raising 
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C) Extending a finding 

Move 4 Introducing Present Research 

A) Giving the purpose 

B) Describing present research 

i) by this/the present signals 

ii) by Move 3 take-up 

iii) by switching to first person pronoun 

Swales (1990) revised the CARS model mainly because of analysts' concern about the 

difficulty of separating the first two moves and the "overly restrictive" range of options in 

the last two moves (p. 140). In the revised model, he combined the two moves and labels 

the new move as Establishing a Territory, with reviewing previous research as one step, 

and adds more steps to the final two moves (see Table 5). To highlight the purpose of 

introducing a new study by occupying and defending a niche in the research field, Swales 

furthered his ecological analogy of creating a research space, renaming the final two 

moves as Establishing a Niche and Occupying a Niche, which describe the functions of 

scripts metaphorically. The labels of steps in the revised CARS model were worded in the 

way to depict strategies used to realize the functions of moves, that is, how the function is 

fulfilled rather than what contents are used to realize the function. 

Table 5 The revised CARS model (Swales, 1990) 

Move 1 Establishing a Territory 

Step 1 Claiming centrality 

Step 2 Making topic generalization(s) 

Step 3 Reviewing items of previous research 

Move 2 Establishing a Niche 

Step 1A Counter-claiming 

Step 1B Indicating a gap 

Step 1C Question-raising 

Step 1D Continuing a tradition 



Chapter 3 The Development of a Move Model 

51 

Move 3 Occupying the Niche 

Step 1A Outlining purposes 

Step 1B Announcing present research 

Step 2   Announcing principal findings 

Step 3   Indicating RA structure 

Swales (2004) made more revisions to the CARS model based on new studies on 

Introductions (e.g. Chu, 1996; Samraj, 2002; Kanoksilapatham, 2003). Two major 

changes were made: first, the steps used to establish a niche were reduced to two most 

often occurring strategies and an extra step Presenting Positive Justification was added in 

based on Samraj's study (2002); second, since the findings of empirical studies indicate 

that the final move is more complex than Swales originally expects, more steps were 

added into the move (see Table 6). In addition, since the function of the final move is not 

limited to occupying the niche, Swales renamed the move Presenting the Present Work. 

Table 6 The revised CARS model (Swales, 2004)  

Move 1 Establishing a Territory 

via Topic generalizations of increasing specificity 

Move 2 Establishing a Niche 

Step 1A indicating a gap 

Step 1B Adding to what is known 

Step 2 Presenting positive justification 

Move 3 Presenting the Present Work 

Step 1 Announcing present research descriptively and/or purposively 

Step 2 Presenting RAs or hypotheses 

Step 3 Definitional clarifications 

Step 4 Summarizing methods 

Step 5 Announcing principal outcomes 

Step 6 Stating the value of the present research 

Step 7 Outlining the structure of the paper 
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Nwogu (1997) conducted a genre analysis, aiming to identify moves used in medical 

research articles for pedagogical purposes. He gathered 30 research articles from five 

reputable medical journals, with most of the articles written by native speakers of English, 

and analysed all sections (Introduction – Method – Result – Discussion). As mentioned 

above, Nwogu contends that moves "signal the content of discourse" (p.122). Therefore, 

the moves in his model describe the content rather than the function (see Table 7.), and the 

steps were worded as strategies of realization. 

Table 7 A move model of medical RA Introduction (Nwogu, 1997, p.135) 

Move 1 Presenting Background Information 

Step 1 Reference to established knowledge in the field 

Step 2 Reference to main research problems 

Move 2 Reviewing Related Research 

Step 1 Reference to previous research 

Step 2 Reference to limitations of previous research 

Move 3 Presenting New Research 

Step 1 Reference to research purpose 

Step 2 Reference to main research procedure 

Bunton (2002) revised the CARS model (Swales, 1990) to describe the move structure of 

PhD thesis Introductions. He collected 45 thesis Introductions from a range of disciplines, 

including hard sciences, social sciences, medical, education and arts. The theses were 

collected from the University of Hong Kong with 34 theses written by native speakers of 

Chinese and 11 by native or near-native speakers of English. According to Bunton, 21 

theses have separate Literature Review chapters, which were not included in his analysis. 

Most of the theses that do not have a separate Literature Review chapter are from hard 

sciences. In sum, Bunton's model describes either a compressed thesis Introduction 

chapter from hard science which contains both the content of Introduction and that of 

Literature Review, or a thesis Introduction chapter taken from ILrMRD theses which does 

not have the content of Literature Review. 
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The revised thesis Introduction model is based on the three-move RA Introduction model 

(Swales, 1990). Bunton identified new steps to realize Move 3 (see  

Table 8.) and changed the name from Occupying the Niche into Announcing the Present 

Research. As mentioned above, two years later, Swales (2004) made a similar revision to 

the label of Move 3. Following Swales, the moves in Bunton's model depict the function 

and the new steps added to the final move describe the content. 

Table 8 A move model of PhD thesis Introduction (Bunton, 2002, p. 74) 

Move 1 Establishing a Territory 

Step 1 Claiming centrality 

Step 2 Making topic generalizations and giving background information 

Step 3 Defining terms 

Step 4 Reviewing previous research 

Move 2 Establishing a Niche 

Step 1A Indicating a gap in research 

Step 1B Indicating a problem or need 

Step 1C Question-raising 

Step 1D Continuing a tradition 

Move 3 Announcing the Present Research 

Step 1 Purposes, aims or objectives 

Step 2 Work carried out 

Step 3 Method 

Step 4 Materials or subjects 

Step 5 Findings or results 

Step 6 Product of research/model proposed 

Step 7 Significance/justification 

Step 8 Thesis structure 

Based on existing move models (e.g. Swales, 1990; Bunton, 2002), Kwan (2006) analysed 
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20 Literature Review chapters taken from doctoral ILrMRD theses written by native 

speakers of English in the UK, Australia, Hong Kong and Singapore. Informed by her 

findings, Kwan revised the CARS model (Swales, 1990) to describe the move structure of 

thesis Literature Review chapter. As shown in Table 9, the communicative functions 

(moves) identified by Kwan in thesis Literature Review are similar with those of RA 

Introductions perceived by Swales, and the overall communicative purpose is also to 

create a research space. Following Bhatia (2001), Kwan used the term "strategy" rather 

than "step" in her model because "strategy" suggests that the items may not appear 

regularly or in sequential order. Though described as strategies, the components of Move 

3 also show the content used to realize the function. 

Table 9 A move model of PhD thesis Literature Review (Kwan, 2006, p.51) 

Move 

1 

Establishing one part of the territory of one's own research by: 

Strategy A Surveying the non-research-related phenomena or knowledge claims 

Strategy B Claiming centrality 

Strategy C Surveying the research-related phenomena 

Move 

2 

Creating a research niche by: 

Strategy A Counter-claiming 

Strategy B Gap-indicating 

Strategy C Asserting confirmative claims about knowledge or research practices 

surveyed 

Strategy D Asserting the relevancy of the surveyed claims to one's own research 

Strategy E Abstracting or synthesizing knowledge claims to establish a theoretical 

position or a theoretical framework 

Move 

3 

Occupying the research niche by announcing: 

Strategy A Research aims, focuses, research questions or hypotheses 

Strategy B Theoretical positions/theoretical frameworks 

Strategy C Research design/processes 

Strategy D Interpretations of terminology used in the thesis 
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Dudley-Evans (1986) described the move structure of Introductions of MSc dissertations 

collected from the Department of Biology at the University of Birmingham. He compared 

his findings of thesis Introductions with Swales' findings of RA Introductions and noted 

two differences: a) thesis Introductions are longer than RA Introductions; b) thesis 

Introductions employ the "cyclical organization". Dudley-Evans renamed the move 

of Summarizing Previous Research in Swales' original CARS model (1981) as Defining 

the Scope of the Topic and the steps, as shown in Table 10, are cyclical. 

Table 10 A typical move in master's thesis Literature Review (re-cited from Dudley-Evans, 1988, 

p.117) 

Defining the Scope of the Topic 

1. Statement outlining variable 1 

2. Description of previous research relating to variable 1 

3. An evaluation of this research (optional) 

4. Statement outlining variable 2 

5. Description of previous research related to variable 2 

6. An evaluation of this research (optional) 

The functions of reviewing literature were covered in all seven models, since five of them 

describe the schematic structure of Introduction, which is a combination of Introduction 

and Literature Review and the rest two models present the structure of Literature Review, 

which is a separate section from Introduction. However, Nwogu’s and Dudley-Evans’ 

models describe content rather than functions in moves. Other researchers seem to 

consider reviewing literature (phrased as surveying research-related phenomena in 

Kwan’s model) as a step used to realize the function of Establishing a Territory, and the 

overall communicative purposes of Literature Review is also to create a research space. 

Although Kwan’s and Bunton’s models were developed from theses, they were heavily 

influenced by the CARS model which was developed from research articles. Neither 

Bunton nor Kwan integrated thesis writers’ view on the functions of reviewing literature 

in their study. The present study aims to explore the communicative functions of the 
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Introduction and Literature Review chapters of Master’s Theses through emic 

perspectives by conducting a thematic analysis on metatexts written by thesis writers. 

The great similarity between the Introduction models and the Literature Review models 

indicates a close relationship between the two part-genres. In the next section, the relation 

between part-genres is discussed and a justification is provided for examining both 

Introduction and Literature Review in one study. 

3.2.6 The relation between part-genres 

The term part-genre has been used to refer to a particular section within a genre, such as 

the Introduction section of research articles (Dudley-Evans, 2002; Swales, 2000). It is 

believed that each part-genre also serves different communicative purposes and has its 

own set of moves. Therefore, many genre analysts either focused on a particular 

part-genre in one study (e.g. Kwan, Chan, & Lam, 2012; Loi & Evans, 2010), or analysed 

all part-genres of a genre (e.g. Li & Ge, 2009; Nwogu, 1997). However, the boundary 

between part-genres is not clear-cut and overlaps have been observed in empirical 

research (Yang & Allison, 2003). The relation between part-genres might be more 

complex than we previously thought. 

Yang & Allison (2003) examined the move structure of three part-genres of research 

article, namely Result, Discussion and Conclusion. They collected 20 empirical research 

articles from Applied Linguistics and conducted genre analysis on the three sections. 

Overlaps were observed among the three concluding sections. For instance, the majority 

of the moves that appeared in Result and Discussion are the same, such as Reporting 

Results, Summarizing Results and Commenting on Results, and all three moves of 

Conclusion (i.e. Summarizing the Study, Evaluating the Study, and Deductions from the 

Research) have been identified in Discussion. Yang & Allison conclude that though the 

primary communicative purposes of each section are different, the three part-genres tend 

to be closely related. Although there are some other studies looking at two part-genres 

together, the researchers mention little about the relation between part-genres. For 
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example, Sayfouri (2010) examined the move structure of Introduction and Discussion of 

32 research articles in American and Iranian journals, but she only focussed on the 

difference between nations and paid little attention to the relation between the two 

part-genres. 

Similar with the Result, Discussion and Conclusion sections, the Introduction and 

Literature Review sections are also closely related. Although the latter two usually appear 

as one section in research articles, thesis writers tend to have them in two separate 

chapters. By opening section, I mean the chapters before the Method chapter, including 

Introduction and Literature Review chapters. The latter also goes under the name of 

Review of Literature or Theoretical Background and may appear in the form of several 

chapters, each of which deals with an independent review topic or research area. Whereas 

the two part-genres, by and large, serve different communicative purposes, I decided to 

examine them together for two reasons: First, there is overlapping of functions between 

the two chapters. For example, some students would establish their theoretical framework 

in the Introduction chapter, while others do that in the Literature Review chapter. Since 

the whole study is contrastive in nature, as long as a thesis has the particular 

communicative function realized, it should be taken into account no matter in which 

chapter it is realized when comparing moves used by students in different groups. Second, 

I would like to compare my findings with previous genre analyses on the opening section 

of research article (e.g. Swales, 1990) and thesis (e.g. Bunton, 2002). Since the majority of 

previous studies investigate Introductions serving both the functions of Introduction and 

Literature Review, the present study examines both chapters to make the findings 

comparable to previous studies.  

3.2.7 The Present Study 

This research comprises two parts: first, a thematic analysis of metatexts is conducted to 

explore thesis writers' views (the emic view) on the communicative functions of the 

Introduction and Literature Review chapters and the content needed to realize those 

functions. The second part is a genre analysis, which examines the move structure of the 
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Introduction and Literature Review chapters (the etic view) using the functions and 

content identified in the thematic analysis of metatexts as moves and steps. 

The present study uses the Introduction and Literature Review chapters of 30 Master’s 

Theses in Applied Linguistics to examine the feasibility of using metatexts in identifying 

moves. Applied Linguistics Master’s Theses were chosen because metatexts are 

commonly used by students in this community to guide readers through the writing. As 

mentioned above, 27 out of 30 thesis opening sections sampled from the New Zealand 

community contain metatexts. I focus on the opening section because previous move 

models of Introduction and Literature Review were developed relying on the genre 

analysts’ view (i.e. etic view) (Bunton, 2002; Kwan, 2006; Nwogu, 1997; Swales, 1981; 

1990; 2004). It would be interesting to compare the etic view models with the emic one. 

This research addresses the following research question: 

 What is the thesis writers’ view on the schematic structure of the Introduction and 

Literature Review chapters of Master's Theses?  

3.3 Thematic Analysis 

3.3.1 Method 

3.3.1.1 The Corpus 

Thirty Master's Theses in Applied Linguistics were collected from two New Zealand 

universities. The metatexts in the Introduction and Literature Review chapters were 

identified based on the definition and the functions of metatext. Three types of metatexts 

were identified in the corpus:  

a) Thesis organization: Twenty-five out of 30 thesis writers introduce the thesis 

organization at the end of the Introduction chapter, outlining the main content of their 

theses and sometimes explaining the functions of chapters or the purposes of 

including certain content. In the extract below, the author described the contents and 

communicative functions (underlined) of thesis chapters. 

… the thesis is organised into seven chapters. Following this introduction, Chapter 

Two reviews the current literature and research on motivation in language learning 
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and introduces some key findings from empirical research studies in motivation. In 

doing so I point out the crucial gaps in motivation studies and argue that there is a 

need to understand language learners' complex, dynamic and contingent motivation 

within social contexts and that this is best executed through the incorporation of 

quantitative alongside qualitative approaches (Ellis, 2004; Spolsky, 2000)… 

Chapter Three outlines the methodological approach… Chapters Four and Five 

present the major findings of Study 1 and Study 2… Chapter Six discusses the 

results of Study 1 and Study 2… Chapter Seven draws together the key findings of 

this study… (Pak, 2007) 

b) Announcement: The announcement typically appears in one of two places, namely at 

the beginning of a section as an overview and at the end of a section as a forecast. 

Twenty-seven out of 30 thesis writers provide an overview of a whole chapter or a 

section of the chapter at the outset, introducing the structure, content and function of 

the particular part of thesis. Twenty-three transitions were identified at the end of 

sections, forecasting the content of the next part and sometimes stating the reasons for 

including the particular content. In the extract below, the author provided an 

overview of the chapter by introducing the content and communicative function 

(underlined) of each section of the chapter. 

This chapter reviews the body of literature which is relevant to and of great 

importance to the current study. In the first section, some background of second 

language acquisition will be provided to give a general understanding of the field. 

This includes an explanation about how language learning occurs and the role of 

language learning strategies in second language acquisition... (Nguyen, 2009) 

c) Summary: Eighteen out of 30 thesis writers summarize the content at the end of a 

chapter. The following extract is an example of summary, in which the author 

summarised the contents and functions (underlined) of the Literature Review chapter. 

In this chapter the theoretical foundations of the use of CALL in self-access centres 

have been discussed with reference to previous studies of CALL usage and theories 

of how computers can best be utilised in the teaching of English as a second 

language. The self-access context has been described and their effectiveness in 

promoting autonomy discussed. Studies done in the New Zealand educational 

environment on the use of CALL have been surveyed although none exactly parallel 

the current study, and factors that may affect CALL proficiency such as gender, age 

and previous computer experience have been reviewed. Consideration of other 

self-access resources has been mentioned. This chapter has presented the 

theoretical framework for the discussion of results of the present study in chapter 

four and five. (Parker, 2007) 

A hundred and ten units of metatext were identified in total, containing 16,006 words. A 

second coder, who is a PhD student in Applied Linguistics at a New Zealand university, 
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was employed to analyse 20% of the Introduction and Literature Review chapters and 

identified the same metatext sections as the author. 

3.3.1.2 Phases of Thematic Analysis 

Thematic analysis is used as the analytical framework for metatexts in the present study. It 

is a process of discovering patterns in seemingly random information (Boyatzis, 1998). 

The method has been widely used in humanities and social sciences as an analytical 

framework for narrative data (Bryman, 2015). The present study adopts the framework 

proposed by Braun & Clarke (2006), who work in the field of psychology. Their 

framework, which contains the levels of code and theme, is frequently adopted by studies 

in psychology as well as other disciplines. According to Braun & Clarke (2012), codes 

"identify and provide a label for a feature of the data" while themes capture patterns of 

codes across a data set (p. 61). In other words, codes are directly extracted from texts and 

themes represent patterns reflected in codes to address research questions. 

Table 11 Phases of thematic analysis (adapted from Braun & Clarke, 2006, p. 87) 

Phase Description of the process 

1. Generating 

initial codes 

Coding interesting features of the data in a systematic fashion 

across the entire data set, collating data relevant to each code. 

2. Searching for 

themes 

Collating codes into potential themes, gathering all data relevant to 

each potential theme. 

3. Reviewing 

themes 

Checking if the themes work in relation to the coded extracts (Level 

1) and the entire data (Level 2), generating a thematic 'map' of the 

analysis. 

4. Defining and 

naming themes 

Ongoing analysis to refine the specifics of each theme and the 

overarching structure, generating clear definitions and names for 

each theme. 

Braun & Clarke (2006) also propose a procedure of thematic analysis (see Table 11). The 

findings of each phase of the analysis are reported separately in the next section.  
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3.3.1.3 Identification of Codes 

This research relies on thesis writers’ own words to describe the schematic structure of 

their Introduction and Literature Review chapters. Codes were generated with reference to 

the frequency of words. I first produced a word frequency list of the metatext corpus using 

MonoConc Pro (Barlow, 2002), and then excluded functional words (e.g. pronouns, 

prepositions, and articles), verbs and adjectives, as well as words related to the topic of 

research (e.g. language, learning, input, and motivation). The top of the remaining list is 

shown in Table 12. 

Table 12 The Trimmed Frequency List of the Metatext Corpus 

Frequency Words 

245 research 

204 study 

79 studies 

77 findings 

48 questions 

35 results 

35 context 

27 theory 

23 limitations 

22 background 

21 theories 

21 gaps 

18 field 

18 implications 

18 methodology 

17 approaches 

17 process 

17 strategies 

16 methods 

16 models 

16 role 

15 construct 

15 definition 

14 question 

14 procedures 

14 areas 

12 rationale 

12 model 

12 instruments 

12 recommendations 

11 aims 

11 definitions 

10 contexts 

9 justification 

8 debate 
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By scrutinizing the concordance lines of each word, I found that not all frequent words are 

related to the schematic structure of Introduction and Literature Review. For example, 

both of the extracts below contain the term “role”. The first writer indicates that the 

researcher’s role will be discussed in the opening section, whereas the term “role” in the 

second extract has nothing to do with the content or function of Introduction or Literature 

Review. 

Finally, I will consider ethical issues and, in particular, my role as a 'friend' of the 

community which I am studying. (Lee, 2013) 

Given the important role of the teacher, part two of the literature review, therefore, takes 

a closer look at studies to describe and evaluate the assessment practice of teachers. 

(Booth, 2005) 

Concordance lines also shows that although words related to methodology (i.e. methods, 

methodology, instruments and procedures) and findings (i.e. findings and results) are 

frequent, they were not used to describe the content of the opening section but rather later 

chapters (see extract below). 

Chapter Six discusses the results of Study 1 and Study 2...(Pak, 2007) 

With reference to the high-frequency words, I coded the metatexts with in vivo codes, that 

is, a section of data is coded with a word or a short phrase in that section (King, 2008). As 

King (2008) suggests, in vivo coding ensures concepts remain close to participants' 

meaning. The close analysis of the metatexts brings some low frequency words to the 

researchers’ attention, such as problems (freq=3), needs (freq=4) and framework (freq=6). 

Although they do not occur often, the terms are strongly related to the functions and 

content of the thesis opening section. Thirteen codes were used to code the metatexts and 

are described in the Results section. 
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3.3.2 Results 

Phase 1: Generating Initial Codes 

The 13 codes are described with data extracts (In vivo codes are highlighted in examples.). 

The range (i.e. the number of theses containing the code) is also provided to show the 

popularity of each code. The codes are sequenced from the most widely adopted to the 

least. 

Code 1: Relevant Studies 

This is one of the most prevalent codes across the data set (20/30). Thesis writers usually 

indicate that relevant studies are revealed in order to identify gaps, as in the extract below. 

Major findings from empirical research studies concerning interaction and the use of 

recasts as corrective feedback are reviewed and gaps in research to date are subsequently 

identified. (Nichols, 2009) 

Code 2: Definitions of Constructs 

Twenty out of 30 writers indicate in metatexts that they will introduce definitions of 

constructs in the opening section. 

…with the aim of providing clear definitions and examples with which to theoretically 

frame the present study. (Booth, 2005) 

Code 3: Theories and Models 

Nineteen out of 30 writers mention that they will review existing theories or models in the 

opening section. The data extracts coded with this label fall into two groups. In the first 

group, theories are reviewed in order to establish a framework for the study, as shown in 

the first extract below. In the second group, theories are introduced to familiarise readers 

with the general field of research, as shown in the second extract. The function of the 

second type resembles that of Background. 

In order to gain a perspective on how the role of recasts fits into a broader theory of SLA, 

it is important to first introduce the theoretical model within which this research lies. 

(Nichols, 2009) 
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Chapter Two begins with a review of the literature on the differing theories and 

approaches which have contributed to the development of the field of second language 

writing. (Ross, 2011) 

Code 4: Research Questions 

Nineteen out of 30 authors state that their research questions are introduced in the opening 

section. 

..., following which gaps in previous research are identified and the research questions 

are raised for investigation. (Jin, 2006) 

Code 5: Context 

The code context refers to a particular research setting in which the research takes place, 

such as a school or a country. Fourteen out of 30 writers mention in metatexts that they 

will introduce the research settings of the study in the opening section, as in the following 

example. 

Chapter Two will provide an overview of the New Zealand context with a focus on 

language planning and recognition, or the lack of it. (Lee, 2013) 

Code 6: Gap 

Twelve out of 30 writers state that gaps are introduced in the chapter. Nearly all data 

extracts coded with Gap co-occur with those coded with Relevant Studies. They together 

fulfill the function of justifying for the present study. 

Gaps in previous research addressing SLT and bilingualism methods used are 

subsequently identified and discussed... (Driscoll-Davies, 2010) 

Code 7: Background 

Twelve out of 30 writers indicate that background information will be given in order to 

familiarise readers with the field. Background information mainly refers to the history of 

the development of the research field. Sometimes, however, it is also used to refer to the 

research settings. Hence, there is an overlap between background and context. 
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This introductory chapter comes first in order to present the background, the aims as well 

as a brief introduction of the content covered by the other chapters. (Nguyen, 2009) 

Code 8: Aims 

Nine out of 30 authors mentioned in the metatexts that research aims are presented in their 

opening sections. 

It (the Introduction chapter) has also presented the study's aims, rationale and research 

questions. (Al-Sahafi, 2005) 

Code 9: Theoretical Framework 

Seven out of 30 writers state that the theoretical framework of the thesis is described in the 

opening section. This usually follows a review of theories and constructs. 

This chapter has presented the theoretical framework for the discussion of results of the 

present study in chapter four and five. (Parker, 2007) 

Code 10: Problems and Needs 

Seven out of 30 thesis writers state that the problems or need for conducting the study are 

presented in the opening chapters. 

Chapter 2 provides historical background and examines existing problems of Japanese 

language teaching and learning in New Zealand, particularly at secondary and tertiary 

levels. (Oshima, 2012) 

Code 11: Rationale 

Six out of 30 authors mention that the rationale for the choice of research topic is 

introduced in their opening sections. As indicated by the authors, rationales can be related 

to a research gap or a practical problem in language teaching or learning. 

Following this a gap in the research is identified and a rationale for the present study is 

given. (Oshima, 2012) 

After that, the research of postgraduate student learning approaches is reviewed and the 

rationale of the present study is presented. (Jiao, 2005) 
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Code 12: Mixed Findings/Debate 

Three out of 30 writers state that the debate associated with the research area is introduced 

in the opening section, suggesting that the literature is reviewed contrastively rather than 

in chronological order. 

In addition, it reviews literature on the EGI debate. (Moosa, 2005) 

Code 13: Researcher’s Role 

This code is only used twice but it refers to an interesting item of content in the 

Introduction chapter. As a member of the New Zealand applied linguistic community, I 

am aware of a strong qualitative/narrative enquiry tradition in this community, 

emphasizing the importance of making researchers visible and admitting the influence of 

the subjectivity and bias. The code is included despite its low frequency.  

Phase 2: Searching for Themes 

According to Braun and Clarke (2006), in this stage researchers need to collate all relevant 

data extracts, focusing on codes and identifying patterns in codes to form themes. In this 

phase, I first group content codes into groups and then label each group with the function 

they serve. The codes are put into groups according to two principles:  

a) Co-occurrence: some codes co-occur with each other when writers introduce content 

of their opening section, for example, Aims, Research Questions and Rationale (see 

the example for Code 8: Aims). Thus the three codes are grouped together and labeled 

with Presenting the Study. Other co-occurring codes are Theories and Models, 

Definitions of Constructs and Theoretical Framework (see the example for Code 2: 

Definitions of Constructs), which are put into the theme of Establishing a Theoretical 

Framework, as well as Relevant Studies and Gaps (see the example for Code 1: 

Relevant Studies) which are put into the theme of Making Space for the Present Study.  

b) Interchangeability: The meaning of some codes overlap with each other and 

sometimes can be used interchangeably. Context and Background both can be used to 

refer to the settings of the study or the general situation of the research area. Thus the 

two codes are grouped into one category Familiarising Readers with the Field. 

Three codes (i.e. Researcher’s Role, Problems and Needs, and Mixed Findings/Debate) 

cannot be grouped based on the two principles and thus are grouped according to the 

function. Since researcher’s role is discussed in relation to the writer’s study, it is grouped 
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into the theme of Presenting the Study. Mixed findings and debate are presented to make 

space for the writer’s study and thus the code is put into the Making Space theme. 

Real-world problems and needs are introduced to justify for the choice of topic and 

provide practical rationales for the study. Thus the code Problems and Needs is put under 

the theme Providing Rationales, which is separated from Presenting the Study and 

becomes an independent theme. 

Thus, the 13 codes are grouped into five thematic categories and the initial thematic map 

is shown in Figure 6. 

 

Figure 6 The initial thematic map 

Phase 3: Reviewing Themes 

As Braun and Clarke (2006) suggest, in Phase 3 I reviewed the collated data extracts under 

the same theme to see if they form a coherent group. Based on this, two changes were 

made to the initial thematic map:  

a) Change Background to Theories, Constructs and Seminal Studies: an overlap is found 
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between the data extracts coded with Background and Theories, Definitions of 

Construct and Relevant Studies. Some of the data extracts coded with the latter three also 

serve the function of familiarising readers with the field. To clear up confusion, the code 

of Background is renamed Theories, constructs and seminal studies, referring to all 

extracts of the three types of contents aiming at introducing the field. The extracts 

describing settings of the study are all re-labeled as Context.  

b) Justifying the Present Study is grouped into Providing Rationales: When reviewing 

data extracts, I found that gaps are identified in order to provide empirical rationales for 

conducting the study. There are different types of rationale, such as empirical and 

practical rationales (Ellis, 2012). Problems and needs are presented as practical rationales 

while the gaps in previous research are given as empirical rationales. Additionally, many 

writers reviewed existing studies and point out gaps in their Rationale section. Therefore, 

Justifying the Present Study is incorporated into the theme of Providing Rationales (see 

Figure 7 for the final thematic map.).  

 

Figure 7 The final thematic map 
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Phase 4: Defining and Naming Themes 

In this phase, the themes identified in previous phases are defined. Braun & Clarke (2006) 

described the aim of defining and refining as "identifying the 'essence' of what each theme 

is about and determining what aspect of the data each theme captures" (p. 92). The five 

themes developed in the analysis are defined one by one and the features of data captured 

by each theme are elucidated. 

Theme 1. Familiarising Readers with the Field describes the function of drawing readers 

attention to certain practices or features of a context, leading readers into a related 

research area and introducing the main theories, constructs and seminal studies in that 

area. 

Theme 2. Providing Rationales explains the fundamental reasons for conducting a study. 

Two types of rationales were identified, namely empirical and practical rationale. To 

provide an empirical rationale, writers review relevant previous studies, locate the their 

own study in the field, relate it to the studies of others, or clear space for the study by 

pointing out gaps or indicating that the findings in previous studies are mixed or 

contentious and researchers have not reach a consensus. To provide a practical rationale, 

writers point out real-world problems or need (in language teaching or learning), which 

are used as the entry point for their study. 

Theme 3. Establishing a Theoretical Framework describes the function of reviewing 

existing theories, defining constructs and presenting the theoretical framework of the 

study, which is developed based on the theories and constructs reviewed.  

Theme 4. Presenting the Study reports the main content of writer's own study to give 

readers a preview of their study. Since some writers present their study to fill the research 

space that they have opened up, while others simply want to give a preview, the theme is 

named as presenting the study to describe the basic function of reporting the details of a 

study such as aims and research questions. 

Admittedly, the researcher played a role in interpreting metatexts. But the thematic map  
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is developed based on the thesis writers’ own words and thus reflect thesis writers’ views 

on the functions that their opening section serve and thus are regarded as the emic view
2
. 

In the next section, I use the thematic map as the move model in the analysis of the 

schematic structure of the Introduction and Literature Review chapters. 

3.4 Genre Analysis 

3.4.1 Method 

The analysis takes the functions and contents identified in the thematic analysis as initial 

moves and steps, and then expands the model with new functions and contents that are 

identified through genre analysis. The analysis was conducted in a top-down manner, that 

is, first, move units were identified based on communicative functions; and then the chunk 

was broken down into steps according to the content described. This part of the analysis 

examines the move structure of the opening section in the 30 Master's Theses, with the 

aim of checking the reliability of the move model developed by analysing metatexts. 

Twenty percent of the texts in the corpus were inter-coded by a second coder (the same 

coder as before) using the move model as the coding scheme. The two coders agreed on 94% 

of the coding units at the move level. The agreement level beyond chance was calculated 

with the Kappa statistic. The interrater reliability for the coders was found to be 

Kappa=.93, p <.001. 

3.4.2 Results and Discussion 

All functions and content mentioned by thesis writers in their metatexts are identified in 

the genre analysis of the main texts. Move 2 Providing Rationales and Move 4 Presenting 

the Study were identified in all texts (30/30) and thus are obligatory in the New Zealand 

Applied Linguistics community. Move 1 Familiarising Readers with the Study and Move 

3 Establishing a Theoretical Framework appear in 29 out of 30 texts and are 

near-obligatory moves. 

                                                 
2 It can be noted that researchers also have a role in interpreting the interview data obtained from specialist informants. 
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Table 13 shows a comparison between the findings of the thematic analysis and genre 

analysis. All moves used in the main part of thesis opening chapters were captured in the 

thematic analysis of metatext. New contents were identified in genre analysis associated 

with Move 1, 2 and 4. To familiarise readers with the study (Move 1), thesis writers also 

claim centrality or/and importance of the field, describe related personal experience, and 

introduce the development of the general area in which the study is situated. To provide 

rationales (Move 2), thesis writers usually give practical rationales which mainly concern 

a real-world problem or need. Some writers back up the problem claim with evidence 

from empirical studies, and then discuss the usefulness of the topic under examination in 

addressing the problem. They discuss the implications, significance or contribution of the 

study in the opening section, explaining in what ways their study addresses the problem or 

need. New contents were identified in the move of presenting the study, including 

limitations of the study, research design and research journey (in which writers describe 

their initial design of the study and changes made since then). 

Table 13 A comparison between the findings of the thematic analysis and the genre analysis 

Findings from Thematic Analysis Findings from Genre Analysis 

Theme 1. Familiarising Readers with the 

Field 

Code 1: Context 

Code 2: Theories, Constructs and 

Seminal Studies 

Move 1. Familiarising Readers with the Field 

Step 1: Centrality 

Step 2: Importance 

Step 3: Context 

Step 4: Related Personal Experience 

Step 5: Development of the Broad Field 

Step 6: Theories, Constructs and Seminal Work 

Theme 2. Providing Rationales 

Code 1: Problems and Needs 

Code 2: Relevant Studies 

Code 3: Gap 

Code 4: Mixed Findings/Debate 

Move 2. Providing Rationales 

Move2A. Providing Practical Rationales 

Step 1: Problems and Needs 

Step 2: Evidence of Problems from Empirical 
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Studies 

Step 3: Evidence/Claim of Usefulness of the 

Topic under Examination 

Step 4: Implications/Significance/Contribution 

Move 2B. Providing Empirical Rationales 

Step 1a: Empirical Studies in the Same Area 

Step 1b: Mixed Findings/Opinions/Debate 

Step 2: Gaps 

Theme 3. Establishing a Theoretical 

Framework 

Code 1: Theories 

Code 2: Definitions of Constructs 

Code 3: Theoretical Framework of the 

Present study 

Move 3. Establishing a Theoretical Framework 

Step 1: Theories and Constructs 

Step 2: Theoretical Framework of the Present 

Study 

Theme 4. Presenting the Study 

Code 1: Aims 

Code 2: Research Questions 

Code 3: Researcher’s role 

Move 4. Presenting the Study 

Step 1: Aims 

Step 2: Research Questions 

Step 3: Research Design 

Step 4: Limitations 

Step 5: Researcher’s role 

Step 6: Research Journey 

Move 1 Familiarising Readers with the Field 

To realize the function of familiarising readers with the field, six types of content are 

employed by the 30 thesis writers, including claiming centrality and/or importance, 

introducing context of the study, describing related personal experience, sketching the 

development of the general field, and briefly introducing related theories, terms and 
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seminal studies. The length of each step unit, which is measured by number of characters, 

is illustrated using box plot in Figure 8. 

 
Figure 8 Box plot of the length of steps of Move 1 

Step 1: Centrality 

Figure 8 shows the length of each step in each text. Since the length of the steps is not 

normally distributed, the median and interquartile range of the length is reported rather 

than means. The median length for Step 1a Centrality is 51 words, with the middle 50% of 

Step 1 falling between 47 and 161 words (see Figure 8 for box plot.) Step 1a is a short step 

compared with longer steps such as 1c Context and it appears only in 1/5 of the texts 

(6/30). The centrality is claimed by suggesting that there are many studies in this area, for 

example, in the first extract below, the author states that “extensive and prolific amount of 

research” had been done on the specific topic; and in the second extract, the author notes 

that the topic under discussion is “a popular topic” and then listed four studies in brackets 

as examples of the studies have been done on it. 
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Data extracts Coded for 

If promoting children's learning is to be a principal aim of schools then 

assessment must surely lie at the heart of 
3
this process; as reflected in 

the extensive and prolific amount of research devoted to 'the importance of 

teachers being aware of the potential effects of assessment, and the 

consequent need to use it properly for the benefit of teaching and learning' 

(Mavrommatis, 1997, p.381). (Booth, 2005) 

Centrality 

As the field of SLA research has continued to grow, both researchers and 

teachers have become more and more intrigued by the notion of which types 

of conversational interaction lead to what kind of development (Mackey & 

Philp, 1998). Recasts have been a popular topic of interactional work within 

the SLA literature for more than two decades (e.g. Long, 1996; Long, Inagaki 

& Ortega, 1998; Lyster & Ranta, 1997; Mackey & Philp, 1998) and make up 

a high percentage of the corrective feedback offered by teachers in many 

meaning-oriented language classrooms (Ellis, Basturkmen & Loewen, 2001; 

Loewen, 2002, 2004; Lyster & Ranta, 1997; Oliver, 2000; Panova & Lyster, 

2002). (Nichols, 2009) 

Centrality 

Step 2: Importance 

The median length for Step 1b Importance is 133 words, with the middle 50% falling 

between 110.5 and 302.5 words (see Figure 8 for box plot.). Thesis writers use more 

words to claim importance than centrality. But still it is a short step and only appears in six 

out of 30 texts. The same as the function of claiming centrality, the importance of the topic 

is emphasized to arouse readers’ interest to the study. The author of the first extract below 

claims the importance of examining classroom discourse and briefly explains why it is 

important and so does the author of the second extract but on a different topic. The 

difference between claiming centrality and importance, though subtle, does exist. While 

                                                 
3 Words related to codes were marked in bold letters in the extracts. 



Chapter 3 The Development of a Move Model 

75 

the scripts used to claim centrality emphasize the popularity of the research area, that is, it 

attracts a lot attention and many researchers are doing research in the area, the scripts 

claiming importance emphasize more innate features of the field, for example, the 

particular field is an indispensable part in the whole research area (as in the second 

extract). 

Data extracts Coded for 

As all teachers will appreciate, the analysis of the talk that occurs in 

classrooms, has been and will continue to be a very complex process. One of 

the reasons such analysis is so complex is because the talk that can be 

observed is really only the 'tip of the iceberg' in terms of what is actually 

happening in classroom discourse. However, "education's new emphasis on 

the ability to communicate [which] requires that classroom interaction 

change dramatically to foster such ability" (Cazden & Beck, 2003:165) 

signals the importance of continuing to investigate this area. (Jeurissen, 

2005) 

Importance 

Student perceptions, however, are important because so much of 

successful self-access learning depends on student motivation and this can 

be negatively influenced if materials are perceived to have no learning 

value. (Parker, 2007) 

Importance 

Step 3: Context 

Step 1c is one of the longest step in Move 1 (Mdn: 1349, Interquartile: 601.5, 1824) and 

has been used in 11 out of 30 texts. (see Figure 8 for box plot.). This step usually provides 

information on the research settings or background of participants. Because exemplars of 

this step are quite long, the data extracts only demonstrate the main part and show the 

structure of the unit. The first data extract below is taken from a study investigating the 

motivation of Korean students learning English in New Zealand. To familiarise readers 

with her research field, the author looks into the two settings which are related to her 

participants’ motivation, namely the Korean context and the New Zealand context, with 



Chapter 3 The Development of a Move Model 

76 

specific questions in mind. The second extract is taken from a language maintenance and 

language shift study, investigating the language maintenance in the Chilean community in 

Auckland. To familiarise readers with the study, the author introduces the history of Latin 

American immigrants in New Zealand and the setting of the study, Auckland. 

Data extracts Coded 

for 

All of the participants in this research are Korean EFL learners in 

either Korea or New Zealand. Given this, the present study must be placed 

within a broader context that begins in Korea with the reasons why studying 

English overseas has become essential for many young people in that country 

and the different issues that have emerged in New Zealand as a result of the 

increasing number of 'Asian' EFL learners studying in this country. 

Context in Korea 

... 

Context in New Zealand 

... 

(Pak, 2007) 

Context 

2.7. Spanish-speaking communities in New Zealand 

Prior to the 1970s, there were very few Latin Americans living in New Zealand, 

as illustrated in Table 1 (below)… In 1973, General Augusto Pinochet staged a 

coup against Chilean President Salvador Allende and his Popular Unity 

Government. There was a subsequent exodus of academics, musicians, artists 

and left-wing activists and these people settled throughout the world with a 

small number finding themselves in New Zealand. Over time, these migrants 

were joined by family members and the Latin American 

community expanded yet further with political refugees arriving from 

Argentina, El Salvador, Colombia and Peru (Walker, 2011). 

... 

Context 
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2.7.1. Formation of the Auckland Latin American Community Incorporated 

... 

2.7.2. Auckland in 2013 

... 

(Lee, 2013) 

Step 4: Related personal experience 

Step 1d is one of the most popular steps of Move 1 in the New Zealand community, with 

12 out of 30 texts having it. It is not a long step, with a median length of 147 words and the 

middle 50% falling between 88 and 387.5 words (see Figure 8 for box plot.). Related 

personal experience is described to help readers better understand the problem the study is 

addressing and at the same time explain the author’s motivation of conducting the study. 

Although it gives a reason for conducting the study, the primary function of describing 

personal experience is to familiarise readers with the field rather than to provide a 

rationale for the study. In addition, rationales are usually more serious reasons than 

personal interests. The first extract is taken from a vocabulary learning study, 

investigating the learning beliefs, strategies and outcomes of Chinese EFL learners and 

the author used to be a teacher of Chinese EFL learners. Using his past vocabulary 

teaching experience, he familiarises readers with the situation of vocabulary learning in 

China and explains why he is interested in the topic. The second extract is taken from a 

study exploring reasons behind the discontinuance of students learning Japanese in New 

Zealand. The author as a teacher of Japanese in New Zealand, describes the 

discontinuance from her own perspective and explains the reasons why she is interested in 

the topic. 
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Data extracts Coded for 

My interest in vocabulary learning strategies was first aroused when I 

was an English teacher in China. Year after year, many students 

complained about the difficulty of memorizing new words. They had 

realized that their small vocabulary size, which seemed difficult to 

enlarge, had hampered their English learning. It seemed that they had not 

found an appropriate way to learn vocabulary. (Li, 2010) 

Related 

personal 

experience 

I am a secondary school teacher of Japanese who has taught a number of 

secondary students L2 Japanese in the last ten years. In these years, I 

found that some of these students have made excellent progress in 

mastering the language and I was convinced that they had potential to be 

very fluent in Japanese. However, many of these good students decided 

not to take Japanese at the tertiary level, even though some of them told 

me that their learning experiences have been brilliant and they wanted to 

reach fluency in the language. Their attitudes and diligent work in 

secondary Japanese classes made me think they were motivated to learn 

and master Japanese... (Oshima, 2012) 

Related 

personal 

experience 

Step 5: Development of the broad field 

This step introduces the general research area of the study. It is one of the most frequently 

used (11/30) and one of the longest steps (Mdn: 711, Interquartile: 565, 1183) of Move 1. 

(see Figure 8 for box plot.). Thesis writers often introduce the development of the broad 

field chronologically. The first extract below is taken from a study investigating students’ 

perception of the use of computer-assisted language learning (CALL). Before looking at 

students’ perception, the author introduces the development of CALL in three phases. The 

second extract is again taken from the Chinese EFL vocabulary learning study. Before 

looking at studies concerning students’ belief or strategies of vocabulary learning, the 

author presents the history of learning vocabulary, tracing back to the second century. 

Again, this is a comparatively long step and the extracts below are not full units. 
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Data extracts Coded for 

Computer-assisted language learning (CALL) is considered to 

have three distinct phases of development: Structural or 

Behaviouristic CALL (1970s or earlier to 1980), Communicative 

CALL, a feature of the 1980s and 90s which Bax (cited by Jung, 2005) 

contends was not "communicative at all in any significant way", and 

Integrative CALL, which became popular in the 1990s (Warschauer 

and Healey, 1998). The use of computers in all these three phases has 

differed significantly. All three types of usage continue to co-exist as 

they fulfil different types of needs... (Parker, 2007) 

Development of 

the broad field 

Vocabulary learning has accompanied SLL throughout its  long 

history. In the second century, the teaching of Greek at Roman 

schools followed the order of alphabet, syllables, words and discourse, 

with textbooks either alphabetizing or organizing vocabulary under 

respective topic areas (Schmitt, 2000). In SLL history, different 

approaches or methods have been developed... (Li, 2010)  

Development of 

the broad field 

Step 6: Theories, terms and seminal work 

Theories, terms and seminal works are briefly introduced in this step. It is one of the most 

frequently used step of Move 1 (12/30), but since it is only a brief introduction, the step is 

not long (Mdn: 198, Interquartile: 133, 277) (see Figure 8 for box plot.). In the thematic 

analysis, it is observed that thesis writers introduce theories, define terms and review 

relevant studies either for the function of familiarising readers with the field or 

establishing a theoretical framework. The genre analysis also identifies the theories, terms 

and studies introduced to introduce the field and to establish theoretical frameworks. To 

familiarise readers with the field, the theories, terms and studies are described succinctly, 

giving readers a brief idea about the research area. The extract below is taken from a study 

on learner’s perception on willingness to communicate (WTC). The author first defines 

the term WTC, introduces a model of WTC, and then summarizes the studies being 
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conducted to test the model. Thirteen out of 30 thesis writers employ this step. Because of 

word limit, only one extract is given below. 

Data extracts Coded for 

1.2 What is WTC? 

WTC is defined by Maclntyre et al. (1998, p 547) as "a readiness to enter 

into discourse at a particular time with a specific person or persons, using a 

L2". They outline how the heuristic model aims to consider not only verbal 

but also written behaviour in both permanent trait and temporary state 

functions. Because of limits in scope, I do not intend to consider written 

WTC in this study, and unlike Maclntyre et al, I do not begin this study 

considering WTC tied inseparably to a specific situation. As Gardner 

(2001) was quick to point out, this new theory was just that, a theory, and 

had not been fully tested in research. Since 1998, a number of studies have 

been conducted on willingness to communicate (WTC) and various links 

proposed in the original model were shown to have direct or indirect 

influences on frequency of communication... (House, 2004) 

Theories, 

terms, 

studies 

Move 2 Providing Rationales 

The term “rationale” is often used as subsection titles in the opening sections. Two types 

of rationales were identified in our corpus, namely practical and empirical rationale. 

Move 2A Practical Rationales 

Practical rationale is established by claiming that the research can be used to solve a 

real-world problem. Among the four steps, Step 4 Implications/Significance/Contribution 

is the most frequently used step of Move 2A (16/30) but it is short (Mdn: 48.5, 

Interquartile: 31.25, 102.5, see Figure 9 for box plot.). Step 1 Real-world Problems or 

Needs is the second most frequent step (14/30). The median length for it is 286 words, 

with the middle 50% falling between 92 and 675 words. Step 2 Evidence of problems has 

only been used by six writers out of 30 (Mdn: 568.5, Interquartile: 198.25, 772.75). Three 

thesis writers mentioned the usefulness of the topic in solving the problem (Mdn: 224, 
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Interquartile: 95.25, 479.5). 

 

Figure 9 Box plot of the length of steps of Move 2A 

Step 1: Problems and needs 

Real-world problems or needs are described to explain the reasons for conducting the 

study. Thesis writers are usually novice researchers who are more likely to start their 

research by addressing real-world problems rather than making theoretical contributions 

to the field. The first extract below is taken from a study investigating Maori and Pacific 

Island students’ behaviour in classroom. In the extract, the author describes the problems 

that these students experience in New Zealand education context. The second extract is 

taken from the study of language maintenance and shift of Chilean community in 

Auckland. In the extract, the author discusses the disadvantaged position of their language 

in the country. 
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Data extracts Coded for 

…Current projections indicate that by 2040, Maori and Pacific Island 

students will be the largest ethnic groups in New Zealand primary 

schools (Alton-Lee, 2003). Much has been written about the 

achievement gaps in language learning between minority and 

dominant groups of students (McNaughton. 2002; Te Pnni Kokiri, 

2004). It is now well documented that Maori and Pacific Island 

children make "relatively low levels of progress in developing 

literacy" (McNaughton. 2002:15). Such gaps are not unique to 

children going to school in New Zealand. (Jeurissen, 2005) 

Real-world 

problems/needs 

Despite the influx of immigrants over the past half-century and 

increasing multiculturalism, particularly in the larger centres such as 

Auckland and Wellington, English has continued to dominate, with 

little or no support for migrant languages. (Lee, 2013) 

Real-world 

problems/needs 

Step 2: Evidence of problems from empirical studies 

Instead of merely pointing out a problem, thesis writers back up their claims with evidence 

from empirical studies. The first extract below is featured with extensive in-text citations, 

which are used to support the claim that second language writers “face an extra challenge” 

in writing. The second extract uses results of empirical studies to back up the problem 

statement. 

Data extracts Coded for 

Second language writers face an extra challenge in addition to that of 

performing in a different language because of the varied rhetorical 

conventions and strategies in written discourse that exist in different 

cultures and the potential for cross-cultural miscommunication (Barks & 

Watts, 2001; Belcher, 1995: Bloch & Chi, 1995, Connor, 2002; Hinkel, 

1999; Matsuda, 1997)... A number of researchers have warned against 

Evidence 

of 

problems 
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considering the rhetorical problems of ESOL students to be solely formed 

by their linguistic, cultural and educational backgrounds, (Bloch and Chi, 

1995; Connor, 2002; Matsuda, 1997). However, although these 

researchers argue against a monolithic and unvarying concept of culture, 

they concede that the students' backgrounds still appear to have a significant 

effect on their written compositions (Bloch and Chi, 1995; Connor, 2002; 

Matsuda, 1997). This is supported by a number of studies that have 

shown ESOL students continue to use rhetorical strategies from their own 

cultures that may disadvantage them when writing in English-language 

contexts (Belcher, 1995; Bloch & Chi, 1995; Connor, 2002; Hinkel, 

1999). (Ross, 2011) 

One indication that our education system is not meeting the needs of each of 

the four largest ethnic groups mentioned, is the results of the third 

international mathematics and science study [TIMSS] earned out in 1994. 

The study, which assessed a total of 4,728 students in years four and five 

and 3.082 students in years seven and eight, found that the achievement 

scores of Maori and Pacific Island students were below those of their Asian 

and European counterparts (Statistics NZ, 2001). (Jeurissen, 2005) 

Evidence 

of 

problems 

Step 3: Evidence/claim of usefulness of the topic under examination 

After stating problems and needs, thesis writers continue to argue that the topic under 

examination is useful in addressing the problems. The first extract is taken from a study 

investigating the effect of using captioned video in vocabulary learning. In the extract, the 

author maintains that video input may enhance vocabulary acquisition. The second extract 

is taken from the same study that points out the challenges faced by L2 writers. In this 

extract, the author argues that genre-based approach, which is the topic of the study, can 

be used to address the problem. 
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Data extracts Coded for 

Previous research on vocabulary learning for children has revealed 

that from the age of 3-5 years, children are able to acquire new words 

from television (Rice &. Woodsmall, 1988). Receptive inputs such as 

TV and/or videos can be used as resources to assist in vocabulary 

learning for second-language learners, and they show great potential 

for enhancing vocabulary acquisition for EFL learners. This is 

particularly true in the case of Japanese learners, where the learning 

environment and broader context do not provide much English input. 

(Nagira, 2011) 

Usefulness of the 

topic 

One way of dealing with this problem is to use an ethnographic 

approach, which involves students in ethnographic analysis of 

authentic texts... The genre-based approach to second language 

writing has a great deal to offer in this area because of the way in 

which it sensitizes learners to the concepts of rhetorical appropriacy 

and socially-constructed discourse conventions (Hyland, 2003, 2003a; 

Johns, 2003). (Ross, 2011) 

Usefulness of the 

topic 

Step 4: Implications/significance/contribution 

Whereas Step 3 claims the usefulness of the topic in addressing the problems and needs 

identified, Step 4 articulates the possible contribution of the whole study in addressing the 

problems and needs. The first extract is taken from the video and vocabulary learning 

study. In this extract, the author proposes that the findings of the study may facilitate 

teachers in choosing “appropriate materials” for vocabulary learning. The second extract 

is taken from the study examining the discontinuance of Japanese learners in New Zealand. 

In the extract, the author indicates that the findings of her study may benefit those students 

who continue their study of Japanese. 
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Data extracts Coded for 

… This can contribute to how L2 teachers use captioned video materials in 

class as a tool to improve students' vocabulary, including finding 

appropriate materials for learners with different proficiency levels that do 

not tax cognitive load. (Nagira, 2011) 

Contribution 

It is hoped that achieving this aim will help to increase the number of 

students of Japanese who continue learning the language at tertiary level 

and become competent in the language. (Oshima, 2012) 

Contribution 

Move 2B Empirical Rationales 

Move 2B Providing Empirical Rationales appears in all theses and is an obligatory move 

in the community. The contents identified in the thematic analysis which are used to 

realize the functions of justifying the choice of research topic. According to the way of 

organizing studies, the scripts used in reviewing relevant studies are put into two groups, 

with the scripts having studies reviewed in chronological orders or according to field in 

the first group, labelled as Relevant studies, and the scripts having studies reviewed in 

binaries, that is, in the form of a debate or in comparison in the second group, labelled 

as Mixed findings or Debate. The step of reviewing relevant studies itself has the function 

of contextualizing studies in the field. But often, this step is followed by the step of 

pointing out gaps in previous studies. The two steps together also have the function of 

making space. The two steps are described below with statistics and data extracts. Since 

the steps in Move 2B are relatively long, only partial scripts of one data extract is given to 

illustrate each step. 
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Figure 10 Box plot of the length of steps of Move 2B 

Step 1a: Relevant studies 

Step 1a is obligatory in the New Zealand community (30/30). Relevant studies are 

reviewed by research topic/area or chronologically (Mdn: 712, Interquartile: 241, 1924, 

see Figure 10 for box plot.) The following extract is taken from a study investigating 

learners’ belief about explicit grammar instruction (EGI). In the extract, the author 

reviews three studies dealing with the same topic one by one. For each study reviewed, the 

author introduces the purpose of the study, participants, data collection methods, results, 

and the researchers’ interpretation of the results. 

Data extracts Coded for 

Recent attempts to address learner beliefs with regard to EGI include 

studies by Schulz (1996, 2001) and Ikpia (2001). Schulz (1996) carried 

out an exploratory study at the University of Arizona. The purpose of this 

study was to examine and compare foreign language student and teacher 

beliefs about error correction and the role of grammar. 824 students and 

92 teachers participated in the study. The student data was collected 

Relevant 

studies 
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using a multiple choice type questionnaire and the data from the teachers 

was collected by means of a similar questionnaire. The results of this 

study revealed that the students regarded grammar positively. There were 

discrepancies within the teacher group regarding the role of grammar…  

The second study by Schulz (2001) also examined student perceptions 

concerning the role of grammar instruction. In this study, he.... Based on 

this finding, Schulz concluded that in order to achieve 'pedagogical face 

validity' (349) of instruction in the eyes of the students, it is important for 

teachers to find out their students' perceptions regarding instruction. 

Further, the author of the study suggested that since the current theories 

of teaching and learning emphasize student involvement in the instruction 

process, it would be wise to consider students' views about what enhances 

learning. He further argued that if students' expectations about 

instruction are not met, student motivation and receptivity to instruction 

might be affected. This could subsequently influence the effort they are 

willing to put into learning language and the kinds of activities which they 

are willing to participate in a detrimental result for learning. 

The purpose of Ikapia's (2001) study was to examine the attitudes and 

perceptions of adult ESL students towards EGI... (Moosa, 2005) 

Step 1b: Mixed findings/opinions/debate 

Seven studies reviewed relevant studies by putting into the supporting and opposing 

factions (Mdn: 343, Interquartile: 122.75, 664.75, see Figure 10 for box plot.). They are 

more synthesized than studies reviewed in Step 1a. As shown in the following extract, 

which is taken from the same study as above, instead of reviewing studies one by one, the 

author first cites a claim from an important person in the area, and then reports the 

findings of two empirical studies to back up the claim. Furthermore, studies are reviewed 

in two sections, namely research justifying EGI and research opposing EGI, classifying 

studies into opposing groups. 
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Data extracts Coded 

for 

2.5.1. Research justifying EGI 

An advocate of EGI, Larson-Freeman (1997) contends that while learners do 

acquire languages by natural means, form-focused instruction is more effective 

in developing accuracy than is a method that does not focus on grammatical 

form. This claim is supported by research findings. Ellis (1994) cites one 

such study carried out by Lightbown et al (1980). In an attempt to study the 

effects of grammar lessons on accuracy, she studied how French speaking 

school learners of English judged sentences to be grammatically accurate. The 

grammatical features that were studied include morphological aspects such as 

plural - s, possessive - s, 3r person singular -s, copula be, auxiliary - s and 

locative prepositions. Their study revealed that the while the accuracy of the 

experimental group improved by 11 percent from pre-test to a post-test there 

was only a 3 percent improvement evident in the control group. Pica's (1985) 

study also suggested that some grammatical features are more accurately 

produced when learners are provided with focus on form. She conducted an 

oral interview with three groups of learners (a naturalistic group, an instructed 

group and a mixed group). She then compared the accuracy with which these 

groups of learners produced some grammatical morphemes and found that the 

accuracy order of some grammatical features were similar. However, a closer 

look at the data revealed that there were some differences as well. For instance, 

the instructed group was more accurate on plural —s while the naturalistic 

learners produced progressive -ing more accurately. Based on these results, 

Pica suggests that instruction only facilitates acquisition of items that are 

simple and have more obvious form function relationships (cited in Ellis 2003). 

2.5.2. Research opposing EGI 

On the other hand, with reference to the acquisition -learning distinction he 

proposed in his Monitor Model and the Natural Order Hypothesis, Krashen 

Debate 
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(1993) argues that... (Moosa, 2005) 

Step 2: Gaps 

Pointing out gaps is a near obligatory step (28/30), with a median length of 124 words and 

the middle 50% of this step falling between 67 and 231.75 words (see Figure 10 for box 

plot.). Thesis writers may point out gaps after reviewing relevant studies, or simply make 

a claim without backing it up with literature review immediately. The following extract is 

also taken from the EGI study. After reviewing relevant studies and reporting debates in 

the field, the author contends that previous studies “ignored” learners’ views on EGI, 

which is exactly what the author’s study examined. 

Data extracts Coded 

for 

While there seems to exist a significant proportion of literature investigating 

teacher beliefs in relation to grammar instruction (Schulz 1996, 2001, Farell 

1999, Burgess & Etherington 2002), it appears the EGI debate has 

mainly ignored learners and their views about this issue (Ikapia 2001). (Moosa, 

2005) 

Gap 

Move 3 Establishing a Theoretical Framework 

As shown in Table 14, 29 out of 30 thesis writers employ this move which is a near 

obligatory move in the community. In the thematic analysis, three types of contents are 

used to realize the function of establishing a theoretical framework, namely theories, 

definitions of constructs and theoretical framework. The genre analysis identifies all these 

contents, but the theories and constructs are often intertwined. Therefore, I combine 

theories and constructs into one step. It is also found that thesis writers often construct 

their own framework by presenting the theories and constructs selectively in the opening 

section. For some writers, the review of theories and concepts itself is a process of 

building theoretical frameworks, while others would first review existing theories and 

then tailor the theories or models for their own use. The latter usually adopt a second step 
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of presenting their own theoretical framework explicitly in the opening section. The two 

steps used to realize Move 3 are described with statistics and data extracts. 

 

Figure 11 Box plot of the length of steps of Move 3 

Step 1: Theories and constructs 

As shown in Figure 11, reviewing existing theories and constructs is the main content of 

Move 3 (Mdn: 1255, Interquartile: 579, 3129.5, see Figure 11 for box plot.) and is a near 

obligatory step (29/30), while only four thesis writers explicitly mentioned their own 

theoretical framework (Step 2, Mdn: 34, Interquartile: 25, 54.5). Thesis writers build their 

own theoretical framework on the basis of existing theories and constructs. In this step, 

thesis writers review existing theories or models, break them down and describe each 

major component, define major constructs or terms by reviewing existing definitions and 

elaborating on the definition with their own understanding. The extract below is taken 

from a study investigating the language maintenance and shift of the Chilean community 

in Auckland. In this extract, the author defines the term language maintenance and shift. 

The author first introduces one definition of “language maintenance” and elaborates on 

two terms used in the definition, including “minority group” and “stability”, and then 
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introduces another definition of “language maintenance”. Next she gives two definitions 

of “language shift”. 

Data extracts Coded for 

Defining language maintenance and shift 

… The term language maintenance is used to refer to 

relative stability among a minority group which is living in a 

situation where it is surrounded by a more dominant language (Baker, 

2001a). This group may be a minority migrant community which has 

moved into the majority language community or it may be an 

indigenous community which is outnumbered by a migrant 

community. This stability is provided by the number of speakers of 

the language, its distribution, the use of the language by a range of age 

groups and the language being spoken in a number of domains, 

including the home (Baker, 2001a). Fishman (1985) 

defines language maintenance as "the process and pursuit of 

inter-generational language continuity" (p. 225). He asserts that this is 

a result of the minority group retaining sufficient control over 

cross-cultural contact that its ethnocultural systems are not 

overwhelmed. 

Language shift refers to a decrease in numbers of people speaking a 

language and a shift to a dominant language (Baker, 2001a). A shift 

may be signalled by a reduction in proficiency by speakers of the 

language and a decrease in the domains where it may be spoken, in 

addition to a decrease in the number of speakers and their distribution. 

The term language shift' can be used to describe the gradual shift in a 

language by an entire community, a group within a community or an 

individual person (Clyne, 1991). This shift often takes place so 

gradually that it might not be obvious to the community at first. Clyne 

Theories and 

constructs 
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describes the shift as being a change in: a main language, a dominant 

language, a language used in one or more domains, or a language 

which is used exclusively for any one of the four language skills 

(reading, writing, listening, speaking)... (Lee, 2013) 

Step 2: Theoretical framework of the present study 

In this step, thesis writers, usually following reviewing existing theories or constructs, talk 

about the theoretical framework used in their own study directly. In the two extracts below, 

the authors use the phrase “this study” or “this research” to refer to their own study. In the 

second extract, the author explains how she tailors existing models to suit the need of her 

study. 

Data extracts Coded for 

The theoretical framework for this study was guided by Bernstein's 

(1990, 2000) critical theories which foregrounded the pedagogic 

discourse of the school as the cultural relay of social power designed to 

disadvantage working class students from minority communities. 

(Fanene, 2006) 

Theoretical 

framework 

Fishman's discussions of types of domains and sub-domains as well as 

Holmes' simplified model are adapted for this research to measure the 

Cantonese/English code-mixing use of the Hong Kong secondary 

school teachers and students. (Yu, 1998) 

Theoretical 

framework 

Move 4 Presenting the Study 

Move 4 appears in all theses and is an obligatory move in the community (see Table 14). 

Apart from the contents identified in the thematic analysis (aims, research questions and 

research journey), four more items are found in genre analysis in the realization of 

introducing the present study, including research design, limitations and the role of author 

in the research. 
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Figure 12 Box plot of the length of steps of Move 4 

Step 1: Aims 

This is an obligatory step in the New Zealand community (30/30). The median length for 

this step is 55 words, with the middle 50% of this step falling between 36 and 87.5 words 

(see Figure 12 for box plot.). As shown in Figure 12, there are six outliers with extremely 

long aims. Instead of describing aims in a sentence or two as most thesis writers would do, 

among the outliers, the writers either break down the aims into smaller operable tasks and 

describe them in detail or report results immediately after presenting each aim. The two 

extracts below state the research goals which they intend to achieve. 

Data extracts Coded 

for 

The present study is concerned with investigating the major reasons for 

students discontinuing L2 Japanese learning at the transition stage to tertiary 

education. (Oshima, 2012) 

Aims 
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The aim is to gain an understanding of the importance of the language to the 

cultural identity of the Chilean community and to discover whether the 

language is being maintained or if a shift to English is taking place. (Lee, 

2013) 

Aims 

Step 2/3: Research questions/Hypothesis 

The median length for Step 2 is 79 words, with the middle 50% of this step falling between 

57 and 112 words (see Figure 12 for box plot.). There is one outlier of an extra-long Step 2 

since the writer not only introduced research questions but also justified for raising these 

questions. Twenty-three thesis writers articulate their research questions clearly in the 

opening section. One writer formulates hypotheses based on previous studies rather than 

raising questions (see the second extract below). As shown in the first extract, the research 

questions are numbered and usually inform the organization of the result chapter. 

Data extracts Coded for 

I will focus on the following questions: 1) What constitutes English 

learning motivation among Korean EFL learners? 2) In what ways does the 

motivation of Korean EFL learners change while they are studying in New 

Zealand?...3) What are the factors that influence Korean EFL learners' 

initial motivation to study English overseas? 4) What are the factors that 

influence Korean EFL learners' motivation changes while they are 

studying in New Zealand? (Pak, 2007) 

Research 

questions 

The study is based on relevant hypotheses formulated from the previous 

study on Cantonese/English code-mixing and my own observations as a 

Cantonese/English bilingual and a secondary English teacher in Hong 

Kong (Table 1.2). (Yu, 1998) 

Hypothesis 

Step 4: Research design 

Introducing research design is one of the longest steps of Move 4 (Mdn: 96, Interquartile: 

54, 178.5, see Figure 12 for box plot.). Twenty-two out of 30 thesis writers introduce their 

research design in the opening section. In the first extract below, the author discusses the 
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selection and recruitment of participants as well as the research approach (qualitative 

versus quantitative) and the methodology (grounded theory) used in the research. The 

author of the second extract talks about and justifies the selection of participants. 

Data extracts Coded for 

Finding a large number of post-Yr 13 students of Japanese who discontinued 

the language at the transition stage as participants of the study within a 

limited budget and time seemed difficult and unrealistic as well. To achieve 

the aim while considering these limitations, grounded theory 

methodology was chosen to conduct an inductive, in 

depth qualitative research. (Oshima, 2012) 

Research 

design 

The first significant group of migrants from Latin America was made up of 

refugees from Chile following the 1973 military coup in that country. As the 

most established Spanish-speaking ethnic group in Auckland, this 

community was the obvious choice for this study given that it includes 

Spanish speakers who are migrants themselves and also the children and even 

grandchildren of migrants. The study seeks to tell the story of a community 

language from the perspective of the community itself... (Lee, 2013) 

Research 

design 

Step 5: Limitations 

Only two thesis writers mention limitations or potential problems of their study at the 

outset of their theses (Mdn: 78.5, Interquartile: 51, 235.75, see Figure 12 for box plot.). 

One of the writers worries that a discrepancy may exist between what participants may say 

and do. The other writer, as shown in the second extract below, is being modest about her 

ability as a researcher. Immediately after stating the “limitation”, she talks about how to 

remedy the situation. 

Data extracts Coded for 

3.1 Limitations of the Study 

The questions for this study had to be carefully worded and 

composed. The researcher's concern was that teachers and managers 

Limitations 
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might return answers indicating that they are aware and concerned about 

these issues, when in practice they may not be. This danger of support at 

policy level but a lack of application in the classroom has been identified by 

Owen (2003) and Auerbach (1993)... (Martin, 2006) 

I am aware of the limitations my ignorance may set on the research but 

hope that as a secondary English teacher in Hong Kong, my familiarity with 

the subjects' background and my genuine concern for the English teachers 

and students can in a small way make up for the many shortcomings of this 

study. (Yu, 1998) 

Limitations 

Step 6: Researcher’s Role 

Eight thesis writers out of 30 discuss the influence of their related experience on their 

study, which may reveal their role or position in the research as an insider or a research 

from outside (Mdn: 123, Interquartile: 96, 150, see Figure 12 for box plot.). The first 

extract is taken from the study investigating the language maintenance and shift of 

Chilean community in Auckland. The author, by talking about her Spanish learning 

experience and her two-decade association with the community, positions herself as a 

research with insider’s views or at least a research with access to insiders’ view. The 

author of the second extract examines the attitudes of Hong Kong teachers and learners on 

code-mixing. She positions herself as an insider by telling readers her past experience as 

an English teacher in Hong Kong. 

Data extracts Coded 

for 

The research will draw not only on the thoughts and opinions of the Chilean 

community in Auckland but it will also draw upon my experience as 

a Spanish language student at a time when the language was relatively new to 

the New Zealand education system and my association of two decades with 

the Latin American community. (Lee, 2013)  

Author 

...it is hoped that such information (the author's eighteen-year working Author 
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experience as an ESOL teacher in Hong Kong secondary schools) will throw 

light on the reality of the English classroom in Hong Kong. It may also provide 

insight into the kind of English that students, as well as teachers, are actually 

learning and producing from the Hong Kong education context. (Yu, 1998) 

Step 7: Research journey 

Two thesis writers talk about their research journey in the opening section. The mean 

length for this step is 682 words. The style of this step, which is mainly first-person 

narrative, is quite different from the usual style of academic writing which is often 

described as objective, clear, concise and sophisticated. In this step, the writers tell the 

story of their research, starting from how they became interested with the topic, the 

considerations of research approach, and the selection of research method, the process of 

data collection and analysis and difficulties encountered during the whole process. In the 

extract below, the author tells about the story behind the selection of research method. 

Data extract Coded for 

…The techniques I initially identified and stated in the Participant 

Information Sheet included the use of a diary, a questionnaire and an 

interview…As the researcher, I found myself balancing quantitative 

possibilities against a deeper understanding of the broad range of factors 

which influence these very unique participants. Ironically, I advocated for 

deeper approaches to learning, something I also needed to apply in this 

thesis. The original ethics application referred to the completion of a Study 

Process Questionnaire (SPQ). Upon further analysis and discussion with 

my supervisors, it was suggested that this particular instrument was too 

narrow in its purpose, focusing specially and solely on course design as this 

impacts the learning approaches, to the exclusion of other contextual 

factors... It was argued that semi-structured face-to-face 

interview constructed to explore the range and impact of the factors 

influencing student" s learning approaches, was more suitable to the research 

question. A pilot interview was conducted to appraise the suitability of 

proposed interview questions. As a consequence of the pilot study, the 

interview questions were slightly revised and the semi-structured 

face-to-face interview of participants was endorsed. The shift to a qualitative 

Research 

journey 
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research project was now complete…(Jiao, 2005) 

The Relation between Introduction and Literature Review 

In regard to the distribution of the moves in the Introduction and Literature Review, all 

four moves are found in both sections. However, some moves tend to appear more often in 

one chapter than the other. As shown in the Table 14, the move introducing the research 

field (Move 1) occurs more often in the Introduction (27/30) than in the Literature Review 

(19/30), as does Move 2A Providing Practical Rationales. Move 3 Establishing 

Theoretical Frameworks only appears in one Introduction but in nearly all Literature 

Reviews (28/30). Empirical rationales are more frequently presented in Literature 

Reviews (29/30). All moves are used in both sections, suggesting that the two part-genres 

overlap in terms of the communicative functions served. Overall, the moves similar with 

those in the CARS model (i.e. Move 1, 2 & 4) are commonly used in the Introduction 

chapters. Move 3 Establishing Theoretical Frameworks occurs mainly in the Literature 

Review chapters. Therefore, the focus of thesis Introductions is on presenting and 

justifying a research topic, whereas the concern of Literature Reviews is on developing 

the topic by building a theoretical framework and contextualizing the research among 

empirical studies in the field. 

Table 14 The range of each move in Introduction and Literature Review 

 Move 1 

Familiarising 

readers with the 

field 

Move 2 

Providing 

rationales 

Move 3 

Establishing 

theoretical 

frameworks  

Move 4 

Presenting 

the study 

Introduction 27/30 25/30 1/30 30/30 

Literature Review 19/30 29/30 28/30 24/30 

Total 29/30 30/30 29/30 30/30 
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3.5 Discussion 

In this section, I compare the moves recognized in the present study with those of previous 

genre analyses on the initial chapters of theses. 

Move 1 Familiarising Readers with the Field 

The first move of the present study resembles the move of Establishing a Territory in 

CARS model. As shown in Table 15, the models developed by Bunton (2002) and Kwan 

(2006) all inherit this move from CARS model. The move of Establishing a Territory was 

named as part of the ecosystem analogy which connects establishing a new study in a 

research area with fighting for living space in the natural world. In both cases, the 

hero/heroine needs to get to know a territory (as the first move of establishing a territory), 

push or fight others away (as the second move of establishing a niche) and then take the 

space (as the third move of occupying the niche). However, the findings of the present 

study show that the thesis opening section, instead of brutally fighting for space, performs 

more complicated tasks, such as justifying the research, building theoretical frameworks 

and diplomatically communicating with others in the field through referencing. It is 

perhaps related to the difference between RAs and theses. Compared with RA writers, 

Master’s students are often novice members of a community who are less aware of and not 

well equipped for the brutalness of fighting for space. Additionally, RAs are written for 

peer researchers to report contributions to the field while master theses are written by 

novice researchers who report perhaps their first serious scientific enquiry. Hence, the 

audience has lower expectation on knowledge contribution made by thesis writers. 

Therefore, the present study replaces Swales' ecosystem analogy with a more transparent 

description. The steps used to familiarise readers with the field, apart from the usual steps 

employed in other models (e.g. centrality, importance, established knowledge in the field), 

comprise introduction of the context of study, related personal experience and the 

development of the general research area.  
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Table 15 A Comparison with Previous Move Models 

Swales, 1990 Swales, 2004 Bunton, 2002 Kwan, 2006 Nwogu, 1997 The Present Study 

Move 1 

Establishing a 

Territory 

Step 1 Claiming 

centrality 

Step 2 Making 

topic 

generalization(s) 

Step 3 Reviewing 

items of previous 

research 

Move 1 

Establishing a 

Territory 

via Topic 

generalizations of 

increasing 

specificity 

Move 1 Establishing a 

Territory 

Step 1 Claiming 

centrality 

Step 2 Making topic 

generalizations and 

giving background 

information 

Step 3 Defining terms 

Step 4 Reviewing 

previous research 

Move 1 Establishing 

one part of the 

territory of one's 

own research by: 

Strategy A 

Surveying the 

non-research-related 

phenomena or 

knowledge claims 

Strategy B Claiming 

centrality 

Strategy C 

Surveying the 

research-related 

phenomena 

Move 1 

Presenting 

Background 

Information 

Step 1 Reference 

to established 

knowledge in the 

field 

Step 2 Reference 

to main research 

problems 

Move 1. Familiarising Readers 

with the Field 

Step 1: Centrality 

Step 2: Importance 

Step 3: Context 

Step 4: Related Personal 

Experience 

Step 5: Development of the Broad 

Field 

Step 6: Theories, Constructs and 

Seminal Work 
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Move 2 

Establishing a 

Niche 

Step 1A 

Counter-claiming 

Step 1B 

Indicating a gap 

Step 1C 

Question-raising 

Step 1D 

Continuing a 

tradition 

Move 2 

Establishing a 

Niche 

Step 1A 

indicating a gap 

Step 1B Adding 

to what is known 

Step 2 Presenting 

positive 

justification 

Move 2 Establishing a 

Niche 

Step 1A Indicating a gap 

in research 

Step 1B Indicating a 

problem or need 

Step 1C Question-raising 

Step 1D Continuing a 

tradition 

Move 2 Creating a 

research niche by: 

Strategy A 

Counter-claiming 

Strategy B 

Gap-indicating 

Strategy C 

Asserting 

confirmative claims 

about knowledge or 

research practices 

surveyed 

Strategy D 

Asserting the 

relevancy of the 

surveyed claims to 

one's own research 

Move 2 

Reviewing 

Related 

Research 

Step 1 Reference 

to previous 

research 

Step 2 Reference 

to limitations of 

previous 

research 

Move 2. Providing Rationales 

Move2a. Providing Practical 

Rationales 

Step 1: Problems and Needs 

Step 2: Evidence of Problems from 

Empirical Studies 

Step 3: Evidence/Claim of 

Usefulness of the Topic under 

Examination 

Step 4: Implications 

Move 2b. Providing Empirical 

Rationales 

Step 1A: Empirical Studies in the 

Same Area 

Step 1B: Mixed 

Findings/Opinions/Debate 

Step 2: Gaps 
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Strategy E 

Abstracting or 

synthesizing 

knowledge claims to 

establish a 

theoretical position 

or a theoretical 

framework 

     Move 3. Establishing a Theoretical 

Framework 

Step 1: Theories and Constructs 

Step 2: Theoretical Framework of 

the Present Study 

Move 3 

Occupying the 

Niche 

Step 1A Outlining 

Move 3 

Presenting the 

Present Work 

Step 1 

Move 3 Announcing the 

Present Research 

Step 1 Purposes, aims or 

objectives 

Move 3 Occupying 

the research niche 

by announcing: 

Strategy A Research 

Move 3 

Presenting New 

Research 

Step 1 Reference 

Move 4. Presenting the Study 

Step 1: Aims 

Step 2: Research Questions 

Step 3: Research Design 
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purposes 

Step 1B 

Announcing 

present research 

Step 

2   Announcing 

principal findings 

Step 

3   Indicating RA 

structure 

Announcing 

present research 

descriptively 

and/or 

purposively 

Step 2 Presenting 

RAs or 

hypotheses 

Step 3 

Definitional 

clarifications 

Step 4 

Summarizing 

methods 

Step 5 

Announcing 

principal 

Step 2 Work carried out 

Step 3 Method 

Step 4 Materials or 

subjects 

Step 5 Findings or results 

Step 6 Product of 

research/model proposed 

Step 7 

Significance/justification 

Step 8 Thesis structure 

aims, focuses, 

research questions 

or hypotheses 

Strategy B 

Theoretical 

positions/theoretical 

frameworks 

Strategy C Research 

design/processes 

Strategy D 

Interpretations of 

terminology used in 

the thesis 

to research 

purpose 

Step 2 Reference 

to main research 

procedure 

Step 4: Limitations 

Step 5: Researcher’s role 

Step 6: Research Journey 
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outcomes 

Step 6 Stating the 

value of the 

present research 

Step 7 Outlining 

the structure of 

the paper 
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Move 2 Providing Rationales 

Move 2A Practical Rationales 

Although the existing move models do not use the exact term “practical rationales”, there 

are steps describing similar content in Nwogu (1997) and Bunton (2002) (see Table 15). 

Nwogu (1997) includes a step of Reference to Main Research Problems as part of the 

background information move, and Bunton's model (2002) has Indicating a Problem or 

Need as a step to realize the function of Establishing a Niche.  

Move 2B Empirical Rationales 

The present study combines the steps of reviewing relevant studies and pointing out gaps 

into one move, serving the function of making space and providing empirical rationales 

for the writers’ own study. This is different from existing models, in which reviewing 

relevant studies serves the function of establishing a territory and pointing out gaps 

performs the function of establishing a niche (Bunton, 2002; Kwan, 2006; Swales, 1981; 

1990; 2004). The two steps were put into one move because the way of organizing 

relevant studies in a review is itself making space. Metaphorically speaking, studies are 

like pieces of a mosaic of different shapes, which may leave a relatively large space when 

organized in particular ways. Otherwise, there will only be small spaces scattered here and 

there. In this sense, pointing out gaps is only a descriptive step. The real job of making 

space is actually done by organizing and introducing the existing studies in a particular 

configuration that leads to the creation of a suitable space. 

Move 3 Establishing a Theoretical Framework 

Although the term "theoretical framework" and "theoretical foundation" are frequently 

mentioned by thesis writers in their metatexts, previous move models of opening sections 

do not contain this move. An exception is Kwan (2006) who noticed the texts used to 

establish a theoretical framework in Literature Review chapters of PhD theses. However, 

she regards the texts as a strategy used to realize the function of creating a niche rather 

than an independent function. In addition, Kwan identified texts introducing theoretical 

positions/frameworks which are regarded as a strategy to occupy the niche (see Table 15). 
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Since Master's Theses usually have practical or empirical contributions, but rarely make 

theoretical contributions, the function of establishing a theoretical framework is more 

likely to be laying epistemological foundations rather than creating a research niche. The 

present study treats Establishing a Theoretical Framework as an independent function, 

which is realized by reviewing relevant theories and constructs and presenting the authors' 

own theoretical framework. 

Move 4 Presenting the Study 

The final move in all Introduction models looks more or less the same. As mentioned 

above, the move is labelled as Presenting the Present Study rather than Occupying the 

Niche because steps serving functions other than filling gaps are identified, such as 

discussing the role of the author in the research and telling stories about the author's 

research journey. Swales (1990; 2004) and Bunton (2002) all include the structure of 

research article/thesis in the final move. The description of thesis structure is treated as 

metatext in the present study. The research method (Swales, 2004), research procedure 

(Nwogu, 1997), materials or subjects (Bunton, 2002) and processes (Kwan, 2006) are all 

coded as research design in the present study. 

3.6 Conclusion 

The moves identified in the present study are named using thesis writers’ own words. 

Although the nomenclature is different, the first move Familiarising Readers with the 

Field resembles the communicative function of Establishing a Territory in the CARS 

model; Providing Rationales serves similar function with Establishing a Niche; 

Presenting the Study resembles Occupying the Niche. 

Compared with the CARS model and the models based on CARS model, the present study 

identified a new move, namely Establishing a Theoretical Framework, which is 

frequently mentioned by thesis writers in their metatexts and realized in the main text. The 

move lays the epistemological foundation of scientific research, which is an endeavour 

exploring the general, long-lasting and enduring principles underlying ever-changing 
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phenomena (Steup, 2014; Wolenski, 2004). In this move, key constructs are defined and 

theories on the relationship between constructs are reviewed. 

The new move Establishing a Theoretical Framework was brought to our attention 

because it is frequently mentioned by thesis writers. In other words, the new move was 

identified because of the emic approach employed in the present study. Therefore, I 

propose that the combination of emic and etic view in genre analysis can be used to obtain 

a more comprehensive understanding on the schematic structure of genres. 

The present study draws attention to the value of metatexts in genre analysis. Along with 

interviewing specialist informants, analysing metatexts is also an effective way of gaining 

an insider’s perspective. The information contained in metatexts about the organization 

and communicative functions of a discourse is helpful for genre analysts. Metatexts are 

used in a wide range of genres, especially non-academic genres such as software 

functional specifications, user manuals, commercial proposals and business plans. For 

example, the researcher randomly sampled ten software functional specifications online. 

All the samples used metatexts at the beginning of the documents to indicate the 

communicative purposes and audience of the genre. Given that genre analysts are usually 

outsiders of the discourse communities using non-academic genres, it is hoped that the 

methods employed in the present study will be of use in obtaining emic views on the 

communicative functions of these genres. The move model developed in Study 1 is used 

in the second study to analyse the schematic structure of the opening section of Master’s 

Theses written in China and America.  
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CHAPTER 4: STUDY 2 GENRE DIFFERENCES AMONG LOCAL 

DISCIPLINARY COMMUNITIES 

4.1 Introduction 

Using the move model developed in the first study, this research examines the differences 

in the use of moves in the opening section of Master’s Theses in three local disciplinary 

communities, namely the Applied Linguistics communities in China, New Zealand and 

America. The epistemological tradition and social aspects of the three local disciplinary 

communities are investigated in order to interpret the differences in genre practices among 

the three communities. The findings of this research can be used to improve understanding 

of genre practices between local disciplinary communities located in different 

socio-cultural contexts, and to facilitate intercultural communication between supervisors 

and L2 postgraduate students at the ESL context. The focus of the study is on genre 

differences at the community level and differences in community cultures. Individual 

differences will be examined in Study 3. 

In this section, I first review previous studies examining genre differences between 

language communities to make space for the present study, and then discuss the 

importance of social context in contrastive genre analysis and the nature of explanation. 

Finally, I review studies on epistemology and sociology of academic communities in 

preparation for an explanation of the genre differences identified in this research. 

4.1.1 Contrastive Genre Analysis 

Contrastive genre analysis, stemming from Contrastive Rhetoric, typically focuses on the 

generic differences of discourse produced in different cultures. There has been a 

considerable amount of effort devoted to contrastive genre analysis. Researchers have 

analysed the genre practices in a number of language communities, for example, 

Hungarian (Árvay & Tankó, 2004), Persian (Mahzari & Maftoon, 2007; Rashidi & 
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Ghaffarpour, 2010), Brazilian Portuguese (Hirano, 2009), Chinese (Loi & Evans, 2010) 

and Thai (Kanoksilapatham, 2007). A wide range of disciplines has been examined 

(Health Sciences, Humanities and Social Sciences: Martín & León Pérez, 2014; Business 

Management: Mur-Dueñas, 2010; Medical Science: Zhao & Wu, 2013; Agricultural 

Science: B. Zhang, Thuc, & Pramoolsook, 2012). The studies have analysed nearly all 

common part-genres of research articles and Theses (Introduction: Duszak, 1994; Sheldon, 

2011; Method & Result: Mozaheb, Saeidi, & Ahangari, 2014; Discussion: Amirian & 

Tavakoli, 2009). Based on the nature of the groups of comparison, contrastive genre 

studies can be put into three categories:  

 a) Studies of the first category compare English texts written by native speakers of 

English (NSE) with non-native speakers (NNSE), identifying differences in genre 

practices between the two groups and using the differences as pedagogical 

suggestions for non-native speakers to improve their writing by learning from their 

native speaker peers. For example, Zhao & Wu (2013) analysed the move 

structure of 50 Medical Science RA Abstracts written by Chinese in English and 

50 Abstracts written by native English speakers. They found that the move of 

Research Background is used by all native English speakers while only by 2% of 

the Chinese writers. The researchers made no further investigation as to why there 

is a difference. They suggest that it is one of the “weak points” of Chinese writers 

writing and indicate that Chinese writers should learn from their counterparts who 

are native speakers of English (p. 62). The present study uses NSE vs. NNSE as 

shorthand for this approach.  

 b) Studies of the second category explore genre differences between texts written 

in English (usually by native or near-native speakers) and texts composed in the 

learners’ first language (by native speakers of the language). The underlying 

assumption of this approach is that genre conventions can be transferred from the 

first language to the second. Therefore, the variation between two languages can 

be used as pedagogical suggestions for non-native speakers of English to raise 
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genre awareness of NNS. For example, Hu (2010) explored the move structure of 

RA Literature Reviews in the discipline of Applied Linguistics. Building on 

Kwan's model (2006), Hu developed her own model and analysed 40 English RA 

Literature Reviews which she assumed to be written by native English speakers 

and 40 Chinese RA Literature Reviews written by native Chinese speakers. Hu 

found that Chinese and English writers generally use similar moves and steps but 

English writers employ a wider range of steps. For example, the step Indicating 

RA structure is only present in English articles. According to Hu, the study is 

conducted to help novice L2 writers raise genre awareness. The present study 

uses LA vs. LB as shorthand for this approach.  

 c) Studies in the third category compare the rhetorical organization of RA in 

English published in international journals or "higher-level" journals (e.g. journals 

in International Scientific Indexing) with research articles published in local 

journals or "lower-level" journals (e.g. journals not a part of International 

Scientific Indexing) either in English or the local language. The differences are 

used as pedagogical suggestions to inform local writers of the genre conventions 

of international or “higher-level” journals and assisting them to publish 

internationally or in a "higher-level" journal. For example, Kanoksilapatham 

(2007) explored local genre conventions in the Thai biochemistry community by 

comparing 60 English RAs published in five "top" international biochemistry 

journals with 42 Thai research articles published locally. The authors' first 

languages are not mentioned in the article. Kanosilapatham analysed all sections, 

namely Introduction, Method, Result and Discussion and developed her own 

moves (14 in total). By comparing the frequency of the moves used by the two 

groups of writers, Kanoksilapatham noticed differences in three moves of the 

Result section, including Restating Procedural Issues, Providing Justifications for 

the Choice of Procedures and Commenting Results. She interpreted the differences 

in terms of the socio-cultural context: a) Thai writers less frequently restate 
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procedural issues because the studies conducted by Thai researchers are not as 

complex as those by English writers and thus there is no need to remind readers at 

the beginning of the Result section; b) Thai writers less frequently provide 

justifications for the choice of studies because their studies often address local 

issues which are familiar to local readers and thus there is no need to provide 

rationales for their study; c) Thai writers less frequently comment on results 

because of the influence of Buddhism of being modest and humble, and the local 

culture of respecting seniors, as well as the fact that the local community is more 

close-knit, making the expression of negative comments more difficult. According 

to Kanoksilapatham, the findings of the study may benefit Thai biochemists in 

understanding the different expectations of local and international communities 

and writing accordingly. Although the second group of studies also collects texts 

from international and local journals, the focus is on differences between native 

and non-native speakers while the third group pays more attention to the place of 

publication and often does not mention writers’ first language. The present study 

uses Journal Differences as shorthand for the third approach. 

A systematic search was conducted to identify contrastive genre analysis studies on 

academic writing. The key words used in the search include “contrastive”, “genre”, 

“academic”, “schematic structure”, “rhetorical structure” and “move”. Studies examining 

disciplinary differences in genre or on the move structure of a particular genre were 

excluded. Studies focusing on differences in lexical bundles were also excluded. As a 

result of this search, 31 studies examining the differences in the use of moves were 

identified. As shown in Table 16, the majority of studies follow the first two approaches in 

which the writers’ first language was used as the main grouping criterion in contrastive 

studies (NSE vs. NNSE: 9; LA vs. LB: 20; Journal Difference: 2). However, assuming 

that native speakers know genre conventions better than non-native speakers in the same 

disciplinary or professional community and making native speakers and non-native 

speakers as contrast groups can be problematic. Since genre is formed, developed and 



Chapter 4 Genre Differences at the Community Level 

113 

learnt in community practices (Swales, 1990), it is not necessarily a part of one's ethnic 

cultural experience but a typical social experience that both native and non-native 

speakers in a community have equal chance to gain. Therefore, contrastive genre analysis, 

like Contrastive Rhetoric, is open to the criticism of racism, ethnocentrism and 

colonialism (Kubota & Lehner, 2004). In studies of contrastive genre analysis, the genre 

differences in the writings of non-native speakers from native English speakers are seen as 

defects that L2 learners should overcome (e.g. Zhao & Wu, 2013; Dong & Xue, 2010; 

Sayfouri, 2010; Kafes, 2012; Zhang, Thuc & Pramoolsook, 2012). The underlying 

assumption of these studies is that the genre practices of native speakers of English are 

better than that of non-native speakers in the same disciplinary or professional community. 

The idea resembles racism in that both believe that the practice of one group is superior to 

another (Sanjek, 2009). Secondly, using the genre conventions of English as the 

benchmark to evaluate those in other languages places English conventions at the centre. 

The practice suggests ethnocentrism which refers to "the cultural or ethnic bias - whether 

conscious or unconscious - in which an individual views the world from the perspective of 

his or her own group, establishing the in-group as archetypal and rating all other groups 

with reference to this ideal" (Cooper, 2012). Thirdly, teaching English genre conventions 

to other speakers resembles the process of colonizing in that is like colonizing them not in 

territory but in the way of writing, converting other speakers to adopt the genre 

conventions of disciplinary or professional communities located in inner-circle 

English-speaking countries. The idea of teaching standard Englishes in language 

classroom has been challenged by many, especially researchers in the field of World 

Englishes (Kachru, 1997; Kirkpatrick, 2007; Pennycook, 2010; Tupas, 2010). Based on 

the history of expansion of English, Kachru (1992) put English-using communities into 

three circles, namely the inner circle, which includes Britain and countries using English 

after the first major expansion of the language such as America, Australia and New 

Zealand, the outer circle, which comprises countries using English as an official language 

after the imperial expansion of the Great Britain in Africa and Asia, and the expanding 
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circle, which includes nearly all of the rest of the world. Although the inner-circle users 

are vastly outnumbered by users in the outer and expanding circles, the inner-circle 

Englishes remain the standard Englishes (Tupas, 2010). Pennycook (2010) proposes that 

the use of English will change globally along with economic and political changes, 

shifting away from formerly influential models of inner-circle countries to that of outer- 

and expanding-circle countries. Whereas the main concern of World Englishes research is 

on linguistic features, genre conventions are also an important aspect of the use of English. 

Teaching genre conventions of inner-circle countries as standard conventions is also 

problematic. The present study proposes that the differences in genre conventions 

between English-medium and non-English-medium communities identified in contrastive 

genre analysis should not necessarily be treated as shortcomings of L2 writing. It is 

necessary to further examine the social context within which the writing takes place in 

order to understand the factors involved.  

Since the majority of previous contrastive genre analysis studies were driven by the aim of 

teaching genre conventions of inner-circle English-speaking communities to L2 writers, 

researchers typically focus on differences in form and content (e.g. Busch-Lauer, 1995; 

Zhao & Wu, 2013). They seldom examine why the differences exist in the first place. 

However, to develop academic literacy, both the “thought” and “behaviour” of academic 

performance are important for learners (Parkinson, 2000, p. 371). The differences in 

form and the underlying reasons for the differences are both explored in this study. 
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Table 16 A key word map of contrastive genre analysis studies 

Author Year Discipline Genr

e 

Section Language Sample Size Groupin

g 

Criteria 

Pedagogical 

Suggestions 

Duszak 1994 Language Studies RA Introduction English vs. Polish not 

mentioned 

LA vs. 

LB 

Not mentioned 

Busch-Lauer 1995 Medicine RA Abstract English vs. German 40 LA vs. 

LB 

Follow English 

conventions 

Martín 

Martín 

2003 Psychology vs. 

Phonetics 

RA Abstract English vs. Spanish 160 LA vs. 

LB 

Follow English 

conventions 

Fakhri 2004 Social Sciences RA Introduction English vs. Arabic 28 LA vs. 

LB 

Not mentioned 

Kanoksilapat

ham 

2007 Biochemistry RA IMRD English vs. Thai 60 Journal 

differenc

e 

Follow English 

conventions 

Mahzari & 

Maftoon 

2007 Medicine RA Introduction English vs. Persian 200 LA vs. 

LB 

Follow English 

conventions 

Amirian & 

Tavakoli 

2009 Applied 

Linguistics 

RA Discussion English vs. Persian 60 LA vs. 

LB 

Follow English 

conventions 

Hirano 2009 English for RA Introduction English vs. 20 LA vs. Look for 
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Specific Purposes Brazilian 

Portuguese 

LB explanation in 

socio-cultural 

context 

Ansarin & 

Rashidi 

2009 Applied 

Linguistics 

RA Abstract NSE vs. NNSE 

Persian 

60 NSE vs. 

NNSE 

Follow English 

conventions 

Mur-Dueñas 2010 Business 

Management 

RA Introduction English vs. Spanish 24 Journal 

differenc

e 

Follow English 

conventions 

Rashidi & 

Ghaffarpour 

2010 Human Science RA IMRD English vs. Persian 78 LA vs. 

LB 

Follow English 

conventions 

Huang, Xu & 

Yang 

2010 Material Science RA Introduction English vs. Chinese 20 LA vs. 

LB 

Follow English 

conventions 

Loi 2010 Educational 

Psychology 

RA Introduction English vs. Chinese 40 LA vs. 

LB 

Follow English 

conventions 

Loi & Evans 2010 Educational 

Psychology 

RA Introduction English vs. Chinese 40 LA vs. 

LB 

Look for 

explanation in 

socio-cultural 

context 

Hu 2010 Applied 

Linguistics 

RA Literature 

review 

English vs. Chinese 80 LA vs. 

LB 

Follow English 

conventions 
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Dong & Xue 2010 Linguistics RA Abstract NSE vs. NNSE 

Chinese 

20 NSE vs.  

NNSE 

Follow English 

conventions 

Sayfouri 2010 Medicine RA Introduction 

& 

Discussion 

NSE American vs. 

NNSE Iranian 

96 NSE vs. 

NNSE 

Follow English 

conventions 

Al-Ali & 

Sahawneh 

2011 Linguistics Thesis 

(PhD) 

Abstract English vs. Arabic 100 LA vs. 

LB 

Follow English 

conventions 

Sheldon 2011 Applied 

Linguistics 

RA Introduction NSE vs. NNSE vs. 

Spanish 

54 LA vs. 

LB 

Follow English 

conventions 

Candarli 2012 Education RA Abstract English vs. Turkish 40 LA vs. 

LB 

Look for 

explanation in 

socio-cultural 

context 

Yaghoubi-No

tash & 

Tarlani-Aliab

adi 

2012 Applied 

Linguistics 

RA Abstract English vs. Persian 80 LA vs. 

LB 

Look for 

explanation in 

socio-cultural 

context 

Morales 2012 Applied 

Linguistics 

RA Conclusion NNSE Philipino vs. 

NNSE Japanese 

16 NNSE 

vs. 

NNSE 

Look for 

explanation in 

socio-cultural 
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context 

Kafes 2012 Education RA Abstract NSE vs. NNSE 

Turkish, Taiwanese 

138 NSE vs. 

NNSE 

Follow English 

conventions 

Zhang, Thuc 

& 

Pramoolsook 

2012 Agricultural 

Science 

RA Abstract NNS Vietnamese 20 NSE vs. 

NNSE 

Follow English 

conventions 

Alotaibi 2013 Education 

Psychology, 

Sociology 

RA Abstract, 

Introduction 

English vs. Arabic 40 LA vs. 

LB 

Follow English 

conventions 

Zhao & Wu 2013 Medical Science RA Abstract NSE vs. NNSE 

Chinese 

100 NSE vs. 

NNSE 

Follow English 

conventions 

Martín & 

León Pérez 

2014 Health Sciences 

and 

Humanities/Socia

l Sciences 

RA Introduction English vs. Spanish 160 LA vs. 

LB 

Not mentioned 

Behnam & 

Golpour 

2014 Applied 

Linguistics, 

Mathematics 

RA Abstract Iranian vs. English 40 LA vs. 

LB 

Follow English 

conventions 



Chapter 4 Genre Differences at the Community Level 

119 

Jahangard, 

Rajabi-Kondl

aji & Khalaji 

2014 Applied 

Linguistics, 

Mechanical 

Engineering 

RA Conclusion NSE vs. NNSE 

Iranian 

40 NSE vs. 

NNSE 

Follow English 

conventions 

Mozaheb, 

Saeidi & 

Ahangari 

2014 Medical Science RA Method & 

Results 

NSE vs. NNSE 

Iranian 

40 NSE vs. 

NNSE 

Follow English 

conventions 

Abarghooein

ezhad & 

Simin 

2015 Electronic 

Engineering 

RA Abstract English vs. Iranian 50 LA vs. 

LB 

Follow English 

conventions 
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4.1.2 Social Context of Genres 

Although social context is seldom examined in contrastive genre analysis, the importance 

of social contexts in the analysis of genres has been emphasized by theorists (Bhatia, 1993; 

Hyland, 2003; Johns, 1997; J. R. Martin et al., 1987; Miller, 1984; Paltridge, 2001; Swales, 

1990). As highlighted by Hyland (2003), the concept of genre is based on a social view of 

language use. That is, the use of language is a social event which follows the conventions 

of how language is used in a situation to meet the expectation of the audience. Therefore, 

apart from form and content, which are the common focus of language instruction, 

genre-based pedagogies also emphasize the social aspects of language use, such as the 

socio-historical context of a community. Hence, genre knowledge is often depicted as 

multi-dimensional and contains the dimensions of form and content, as well as social 

context (Berkenkotter & Huckin, 1995; Bhatia, 2002; Johns, 1997; Tardy, 2009). 

Berkenkotter & Huckin (1995) contend that useful genre knowledge in disciplinary 

communication includes form and content and knowledge of disciplinary culture such as 

communicative systems (e.g. the peer-review system of research article). Tardy (2009) 

maintains that genre knowledge not only includes formal and rhetorical knowledge, but 

also the “less visible knowledge” such as the ideologies of a discourse community (p. 19). 

Her model of genre knowledge has four main components, namely formal knowledge, 

subject-matter knowledge, process knowledge and rhetorical knowledge. Johns (1997) 

contends that communicative purposes, roles, context, cultural values and intertextuality, 

which all belong to the social dimension of knowledge, should be acquired as an 

additional level of knowledge to form and content in academic literacy development. 

Bhatia (2002) suggests that the genre analysis with a focus on situated linguistic behaviour 

and pedagogical needs is only a narrow application of genre analysis, which pays more 

attention to "the search for generic descriptions suitable for the language classroom" (p. 5). 

This narrow application may have reduced the complex nature of discourse. He proposes 

to expand the scope of genre analysis to "capture the social and institutional realities of the 

everyday world" (p. 5). 
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Although the importance of social dimension is widely acknowledged in genre theories, 

the primary focus of contrastive genre analysis studies is on differences in form and 

content. To investigate the role of social context, the present study compares the use of 

moves in 90 opening sections of Master’s Theses written in three local disciplinary 

communities, namely the Applied Linguistics communities in China, New Zealand and 

America. We first annotated the corpus with moves and then conducted statistical tests to 

identify possible significant differences among the three groups. In order to understand 

the potential for differences in genre use, we investigated the differences in 

epistemological and social traditions of the three communities. 

4.1.3 The Nature of Explanation 

Given this broad view of the investigation of academic writing, the nature of explanations 

needs to be considered. Based on particular philosophical considerations, different types 

of explanations were proposed, such as the Deductive-Nomological and Statistical 

Relevance explanation (Woodward, 2014). The type of explanation given in the present 

study is associated with the methodological explanation. Drawing on Max Weber’s (1978) 

theory of Methodological Individualism, Jackson & Pettit (1992) made the distinction 

between the micro level of explanation (or individualistic explanations) and the macro 

level of explanation (or structural/holistic explanations). Micro-explanations are based on 

the belief that social facts must be accounted for through individual’s reasons for action. 

To illustrate the difference between micro and macro explanation, Jackson & Pettit used 

the increase in the level of crime as an example. A micro-explanation for the social 

phenomenon could be that the robber needs money, whereas a macro-explanation could 

be the increase in unemployment rate of the society (Jackson & Pettit, 1992). The 

aggregation of micro-explanations would not arrive at a macro-explanation (Garfinkel, 

1981).  

When looking for explanations in genre analysis, previous studies often rely on interviews 

with practicing members (e.g. Swales, 1998), which seek micro-explanation and may not 

be suitable for the present study for theoretical and practical considerations. This study 

views the genre practice of individual writers as a form of community practice, examining 
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the differences between genre conventions of three local communities. In other words, the 

focus of the present study is on the reasons for variation at the level of community rather 

than individual. Therefore, we aim to look for macro-explanations for genre variation 

among the three local communities by associating the variation with properties of the 

communities, such as the epistemological traditions. Interviews, which can be used to 

solicit individual writer’s reasons for structuring their writing in a particular way and thus 

to produce a micro-explanation, are not employed in the present study. 

Apart from the theoretical considerations, there are also practical concerns for not using 

interviews to explore explanations for genre variation in the present study. First, the 

reason for a student to structure their thesis in a particular way can be that others in the 

community are doing so since the genre practice is a type of community practice. Doing 

since others are doing is not a good explanation for genre variation. Second, we are 

interested in the explanations for differences between communities. The practicing 

members are usually only familiar with the conventions of their own community, and 

hence it would be difficult, if not impossible, for them to comment on the conventions of 

other communities and interpret the differences. Finally, interviews are usually conducted 

in a limited period of time. Unlike facts and opinions which can be provided immediately, 

explanations for phenomena may need more time to ponder. It can be difficult for 

participants to provide insightful explanations that instant.  

The type of explanation concerned in this research is similar with that of Critical 

Discourse Analysis, namely the explanation of relations between features of discourse and 

social elements (Fairclough, 2015). The feature of discourse under examination in this 

study is the use of moves. The present study explores the relation between the use of 

moves and epistemological and social traditions of three local disciplinary communities. 

The way of analysing social contexts in discourse analysis was summarized by Hyland 

(2009), who categorizes investigations of academic discourse into three groups, namely 

textual, contextual and critical analysis. Studies in the three groups are similar in 

involving textual analysis in some way and in regarding discourse as texts situated in 
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social context. The difference between the first two groups lies in using context to analyse 

language use, or using language use to analyse context. The critical analysis studies focus 

on the power relations and the underlying ideology in the context of the discourse. Hyland 

further discussed the way of analysing social context in studies of the first two groups. 

According to him, researchers typically examine the context of academic discourse using 

three approaches, namely sociology of science, sociohistorical and ethnographic 

approaches. Each approach focuses on a different level of context, with the sociology of 

science approach concerning features of the whole academic or disciplinary community, 

sociohistorical approaches concerning the origin and development of the conventions 

used a particular community over time, and ethnographic approaches examining the 

immediate context, which individuals socialize into gradually or be an expert member in.  

Following the sociology of science approach, this study examines the features of 

disciplinary communities, with a focus on the differences between communities of the 

same discipline located in different cultural context (i.e. local disciplinary communities). 

The characteristics of local disciplinary communities (i.e. epistemological tradition and 

social context) are compared in the hope of shedding light on the differences identified in 

genre practices between the communities. Relevant studies contrasting Chinese and 

Western epistemology and the social aspects of local academic communities are reviewed 

in order to explore the reasons underlying the differences in genre practices. 

4.1.4 Epistemology: Chinese versus Western 

In order to explore the ideology underlying the genre conventions, the researcher 

investigates the epistemological traditions by reviewing relevant studies contrasting 

Chinese and Western epistemology. Epistemology is “the study of knowledge and 

justified belief”, which concerns with what knowledge is as well as the source of 

knowledge among other things (Steup, 2014). As pointed out by Kaplan & Grabe (1991), 

the teaching of writing focuses on the form, or the ability to write, rather than the 

epistemological foundation that determines the form. The present study goes beyond the 

form to examine the epistemological traditions of the three local communities. 
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4.1.4.1 What is knowledge 

The question of what knowledge is lies at the heart of epistemology and indeed any 

scientific inquiry (Wolenski, 2004). Although Chinese and Western epistemology were 

developed separately, there are more similarities regarding the nature of knowledge than 

people might think. 

In Western epistemology, knowledge, or to be exact, propositional knowledge has been 

considered as a justified true belief since Plato. According to Plato, opinion may be 

erroneous, but knowledge is absolutely certain (Wolenski, 2004). Although Plato’s 

interpretation of the nature of knowledge strongly represents the view of rationalism 

(especially the absolutely certain part) and his epistemological insights have been 

constantly challenged by empiricists, justified true belief is still a widely used definition 

of knowledge today (Steup, 2014). Based on this definition, S (someone) knows that P 

(propositional knowledge) if and only if: 1) P is true; 2) S believes P; 3) S has adequate 

justification (evidence) for P. If one does not have adequate evidence to justify a belief, 

then it is subject to criticism from skepticism, having its status of knowledge being 

questioned (Feldman, 2003). 

Similar to Western epistemology, knowledge is regarded as principles or structures that 

capture the “everlasting and unchangeable” features of the external or internal world in 

Chinese epistemology (Chang, 1954, p.106). The principles or structures are called li (理) 

in Chinese, which is a centre metaphysical concept in Chinese epistemology. Li originally 

means “the lines running through a piece of jade” (D. Zhang, 2002, p. 26). In the Warring 

States period (403 BC – 221 BC), li was used by Mencius (372 BC – 289 BC) as a 

philosophical term to refer to the standard moral conduct (D. Zhang, 2002). It was not 

until the Song Dynasty (960 - 1279) that the term was fully developed as a metaphysical 

concept by Neo-Confucianists based on Yijing (The Book of Change, 易经), which is an 

ancient Chinese philosophical book aimed at gaining a full understanding of reality (C. 

Cheng, 2009). Zhu Xi, a representative New-Confucian philosopher, considered li as a 

fundamental metaphysical concept which “was the ground principle of the constitution of 

things” (C. Cheng, 2009, p. 77). Although li is usually translated as principles, Rošker 
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(2010) proposed that structure or a structural pattern would be a better translation for the 

term since the concept defines the relations both between ideas and between phenomena. 

According to Rošker (2014), Chinese philosophers believe that the external world is 

“ordered structurally” and so is the human mind, which is a reflection of the external 

world. Li can be seen as a system of relations which represents the structure of the external 

world in human mind. For example, the world is represented in Chinese philosophers 

mind as the relation such as yin & yang (阴阳) or the Five Elements of Wood, Fire, Earth, 

Metal and Water (wuxing, 五行). Therefore, Chinese epistemology is also called the 

relational epistemology in contrast with the prevailing Western epistemology, which is 

called the naturalistic epistemology (Rošker, 2014). 

Dao (The Way, 道) is another important metaphysical concept in Chinese philosophy. 

Compared with li, dao is considered more like a cosmogonical concept which concerns 

with the process of generation and “development of reality as a world of events and things” 

(C. Cheng, 2006, p. 324). But others believe that li and dao are roughly the same, with dao 

having “a wider, more general and universal meaning” (Rošker, 2010, p. 89). 

To sum up, both Western and Chinese epistemology regard knowledge as the general, 

long-lasting and certain principles underlying ever-changing phenomena. For western 

philosophers, scientific inquiry is an endeavor of exploring the theoretical foundations of 

everyday phenomena (Graham, 2010). Similarly, for Chinese philosophers, to understand 

the world means to uncover the structures and relations of the external and internal world. 

However, in Western epistemology, the truthfulness of knowledge is emphasized and it is 

something needed to be justified with evidence, tools or other methods, whereas the 

truthfulness of knowledge is associated with if its proponents are authoritative and 

experienced. In addition, the way of obtaining knowledge also differs between the two 

traditions. 

4.1.4.2 Way of obtaining knowledge 

In Western epistemology, there are two main ideas regarding the way of acquiring 

knowledge, namely rationalism and empiricism. Rationalists believe in the existence of 
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innate knowledge, that is, the knowledge people are born with, such as speaking a 

language or doing mathematics or reasoning. Knowledge is imprinted in human mind but 

needs the right people or occasion to bring it out. For rationalists, the way of obtaining 

knowledge is through deduction or reasoning. Empiricists, on the other hand, believe that 

all knowledge is obtained through experience of sensory perceptions, such as observation, 

which is deemed to be an important way of scientific inquiry. Contrary to rationalists, 

empiricists use induction as the main approach of obtaining knowledge (Wolenski, 2004). 

In sum, reasoning and experience are two major sources of knowledge in the Western 

tradition. 

In Chinese epistemology, secluded meditation, contemplation or inner reflection are 

regarded as the major process in understanding reality (Rošker, 2014). According to 

Chang (1954), Chinese philosophers hold the view that “since the activities of ordinary 

life are vain and futile they [people] should devote themselves to what is everlasting and 

unchangeable” (p. 106). The way of acquiring this eternal truth is through reflection and 

meditation
4
, in which intuition takes an important part. Intuition in Chinese epistemology 

refers to instincts based on both common sense and logical reasoning (Chang, 1954). 

Whereas common sense as a form of intuition was used by Chinese philosophers, in 

Western epistemology, the reliability of common sense was questioned by empiricists 

such as Hume (Norton, 1982). In the case of logical reasoning, Chinese philosophers did 

not develop the way of logical analysis as in the Western philosophy. Instead of breaking 

things down into small parts to analysis as in Western philosophy, Chinese philosophers 

tend to adopt a holistic view and see things as all interconnected in some way (C. Cheng, 

2006). The way of knowledge attainment in Chinese epistemology shows a resemblance 

to that proposed by the school of rationalism in Western epistemology. But it is still very 

different from that followed by Western philosophers.  

                                                 
4 “Meditation” is a translation from the Chinese words "静观" and/or "玄览", which mean to think or reflect quietly 

and deeply. It is different from the meditation practice of Buddhists.  
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In short, the Chinese and Western epistemology share similarities in terms of the nature of 

knowledge but prefer different ways of obtaining knowledge (see Table 17). Both Chinese 

and Western philosophers regard knowledge as the abstraction or principles underlying 

observable phenomena, although justification and truthfulness of knowledge are 

emphasized in the Western tradition. As for the way of obtaining knowledge, experience 

through senses such as observation and reasoning are considered as the primary ways by 

Western philosophers, while their peers in Chinese tend to rely on meditation and intuition 

in understanding reality. 

Table 17 A comparison between Chinese and Western epistemology 

 Approach What is knowledge Way of 

obtaining 

knowledge 

Western 

Epistemology 

Naturalistic Justified true 

belief 

Fact, theory Experience, 

reasoning 

Chinese 

Epistemology 

Relational li & dao Structure, 

relation 

Meditation, 

intuition 

4.1.5 The Social Aspects of Academic Communities 

The social aspects of academic communities are also taken into consideration in the 

interpretation of genre variation. The discussion of the social aspects in the present study 

is drawn on the research of academic profession. Clark (1973) identified four lines of 

enquiry in the area of Sociology of Higher Education, and research into Academic 

Profession, which examines the professional life of academics, is one of them. Although 

Master’s students are not academics, they, as newcomers to a community, are very likely 

to adapt to the academic conventions of the community, which may have formed and 

developed under the influence of the social features of a community. In this section, I will 

first explore the goal of scientific research perceived by researchers and their motivations 

for doing research; and then I will look into the role that academic writing plays in helping 

researchers achieve the goal; finally, studies of local variations of the academic culture in 

China are reviewed. 
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4.1.5.1 The Goal of Scientific Research 

Becher & Trowler (2001), after reviewing studies on motivations of academic researchers, 

propose that “the desire to develop a reputation in the field and to contribute significantly 

to it” is among the primary motivations of academics (p. 75). According to Becher & 

Trowler, since teaching does not earn much recognition from established figures in the 

field, academics tend to pay more attention to doing research than teaching. Based on 

empirical data, they also claim that the quest for recognition as one of the primary 

motivations exists across a range of disciplines, including both hard and soft sciences. In 

addition, they find evidence showing that recognition is a major incentive for scientific 

research in both the UK (Henkel, 2000) and the US (Sax, Astin, Korn, & Gilmartin, 

1999). 

Since the publication of Becher & Trowler’s book, more than a decade has passed and a 

lot of changes have taken place in higher education such as the growth of academic 

research commercialization. Some researchers claim that financial incentives have taken 

on an important role in scientific research (e.g. Bains, 2005). However, the studies of Lam 

(2011; 2015) into the commercial behaviour of academics, which are based on 36 

interviews and 735 questionnaires with scientists from five major UK universities, shows 

that the majority of the scientists are motivated by reputational rewards and they see 

financial rewards as a means of obtaining reputational rewards. Apart from financial and 

reputation rewards, the intrinsic satisfaction of solving puzzles is also regarded as a major 

motivation in Lam’s studies. 

The studies of motivations of scientific research show that an important goal of doing 

research for academics is to develop a scholarly reputation and to be recognized in the 

field, and this goal is social in nature. Reputation and recognition is associated with the 

citation count (Hermanowicz, 2012). Therefore, making more people in the field aware of 

one’s research and being referenced can be seen as one of the ways of obtaining 

recognition. Next, the role of academic writing as a means of promoting one’s research 

and socializing in the academic world will be discussed. 
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4.1.5.2 Academic Writing as a Social Action 

Becher & Trowler (2001) maintain that the published literature is the “most accessible and 

durable manifestation of the research activity it embraces” (p. 110). In other words, 

academic writing is a major way of publicizing one’s research in the scientific world. 

However, whether a publication would reach the right people and attract citations depends 

on a number of factors. One way of drawing audiences is through referencing others first 

in the writing (Becher & Trowler, 2001). Hyland (2004) observed that references are 

made to help “writers to establish a persuasive epistemological and social framework for 

the acceptance” of the writers’ arguments (p. 22). By relating one’s work with others’ in 

the field, the author socializes with the academic community. 

4.1.5.3 Local Variations of the Global Academic Community 

As stated by Becher & Trowler (2001), a global disciplinary community, which can be 

seen as an academic tribe, may have its own unique culture, but local communities of the 

same discipline, under the influence of different national cultures, may show variations in 

the academic culture. Teichler, Arimoto and Cummings (2013) report a study on the 

varied academic culture, in which the data were collected by over 100 scholars from a 

variety of disciplines in 8 years (2004-2012) by administrating identical questionnaires in 

19 countries and regions, including China and the US. Three distinctive features were 

observed in the publication behaviour of academics in China compared with the US and 

other countries: First, over a period of three years, academics in China (2.2 on average) 

presented far fewer conference papers than their peers in the US (5.2 on average); Second, 

more articles are published in peer-reviewed journals in advanced countries (82% on 

average) than in emerging countries and the percentage in China is the lowest (35%); 

Third, only 3% of the publications written by academics in China were co-authored with 

scholars in another country over a period of three years, while on average, one third of the 

publications written by academics participating in the study were co-authored with 

scholars not located in the same country. It seems that scholars in China tend to have less 

international cooperation in research, though Teichler et al. did not report the percentage 

of co-authoring with scholars in the same country and thus we do not know if Chinese 
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academics do not like the idea of cooperation in research at all or just have fewer 

opportunities for international collaboration. In any case, the differences between Chinese 

academics and their peers in other countries indicate that the former are less involved in 

the activities of their academic social circle and do not have a strong sense of community. 

4.1.6 Research Questions 

The present study, as an empirical investigation under the framework of genre knowledge 

for intercultural communication, examines the differences in genre practices in three local 

disciplinary communities and explores possible explanations for the differences in social 

context. It aims to address the following research questions: 

1. What are the differences in genre practices among Master’s students in China, New 

Zealand and America? 

2. Is there a relation between the differences and the epistemological and social traditions 

of the three local disciplinary communities? 

4.2 Method 

4.2.1 The corpus 

The present study examines the schematic structure of the opening section (Introduction 

and Literature Review) of Applied Linguistics Master's Thesis, and explores possible 

variations among three local communities, namely China, New Zealand and America. To 

fulfill the set aims, we built a corpus containing the opening section of 90 theses which 

have separate Introduction and Literature Review chapters. The Literature Review chapter 

goes under various names, such as Theoretical Background and Review of the Literature. 

Some theses have more than one chapter reviewing literature. Generally, the chapter(s) 

following the Introduction and before the Method, which have the function of giving an 

overview of the current body of knowledge on the topic, are regarded as the Literature 

Review chapter(s) in the present study.  
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 Table 18 Corpus description  

 China New Zealand America All 

Number of texts 30 30 30 90 

Size 191,812 305,062 177,477 674,351 

As shown in Table 18, the corpus contains 674,351 words in total and is made up of three 

sub-corpora representing three local communities. Each sub-corpus contains 30 opening 

sections. The boxplots in Figure 13 illustrate the range of the length of the opening section 

in individual theses. New Zealand theses are longer on average than theses written by 

students in China and America. As shown in Figure 1, the opening section of New Zealand 

theses (Mdn=9,774) are also longer than the opening sections in theses written by students 

in China (Mdn=5,714) and America (Mdn=5,828). There is an outlier in the China 

sub-corpus which is much longer than others in the same sub-corpus (Zhou, 2013). Apart 

from this outlier, the data in the three sub-corpora are roughly distributed normally. 

 

Figure 13 The boxplot of the length of opening sections in the three sub-corpora 
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4.2.2 Genre analysis 

The move model used in the present study was developed from the New Zealand 

sub-corpus (see Study 1). It contains four moves, namely Move 1 Familiarising Readers 

with the Field, Move 2 Providing Rationales, Move 3 Establishing a Theoretical 

Framework, and Move 4 Presenting the Study. Apart from the four moves, the use of 

metatext, which serves the function of guiding readers through the writing, was also 

analysed in this study. The China and America sub-corpora were annotated using the same 

model. There were no cases where the writing in these sub-corpora called for different 

moves. Thesis writers in China and America also use their opening section to perform the 

functions of familiarising readers with the field, providing rationales for the choice of 

research topic, establishing theoretical frameworks and presenting their own research. 

Genre analysis of the China and America sub-corpora was conducted in a top-down 

manner, that is, first, move units were identified based on communicative functions; and 

then the chunk was broken down into steps according to the content described. As 

reported in Study 1, the inter-coder agreement for the New Zealand sub-corpus is 94% 

(Kappa=.93, p<.001), which is a very high agreement level. Since the reliability of the 

annotation scheme has been assessed, it did not seem necessary to further check the 

inter-coder reliability when annotating China and America sub-corpora. 

4.2.3 Data description and statistical tests 

The present study describes the use of moves with two measures: a) the number of theses 

containing each move; b) the length of each move in the three sub-corpora as well as in 

each thesis. Both measures are standardized as proportions for the purpose of comparison. 

The number of scripts containing moves/steps is a frequently used measure in previous 

genre analysis studies (e.g. Hu, 2010; Martín & León Pérez, 2014). The present study 

employs the length of moves as an additional measure for two reasons: First, the length of 

each move unit varies significantly. Since the number of occurrences cannot show the 

difference between the presence of a move in one sentence and the presence in one page, 

the measure cannot accurately reflect the differences. Second, given that a thesis is much 

longer than a research article, it is no surprise that the presence of the four moves and 
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metatexts is relatively high in all sub-corpora and thus no obvious difference is observed 

in terms of the number of thesis containing each move (see Table 19). However, as shown 

in Table 20, there are clear differences in terms of the length of moves. 

Apart from number of occurrences, some studies use frequency to describe the use of 

moves. However, as observed by many genre analysts, writers sometimes employ cyclic 

moves/steps in research articles (e.g. Bhatia, 1993; Swales, 1990). In our corpus, some 

thesis writers were observed to cycle moves/steps, while others do not. Since theses are 

much longer than research articles, there is a considerable difference between the length 

of a move/step unit as part of a cycle and the length of a move/step staying on the same 

topic until the function is completed or the content is described. The same move/step may 

be realized in three lines or three pages. Therefore, frequency may not be the best measure 

for genre analysis of a thesis. 

To describe the length of moves in each sub-corpus, the present study reports the median 

and interquartile range of each group rather than means. Whereas the standardized length 

of Move 3, 4 and metatexts of opening sections in the three sub-corpora are roughly 

normally distributed, there are some outliers in Move 1, 2 and 5. Since outliers have a 

bigger influence on means and distort the true picture, median is a better measure in this 

case. Apart from median, the present study also reports the upper and lower quartile to 

give an indication of the variation of individual texts. 

Multivariate analysis of variance (MANOVA) was conducted to assess the significance of 

the differences observed in the standardized length of moves across the three sub-corpora. 

As mentioned above, there are some outliers in Move 1, 2 and 5. Since MANOVA is a test 

based on means, outliers would skew results. And therefore, a winsorizing technique, 

which is a process of making the value of outliers less extreme and has been used in 

Business (e.g. Watson, 1990) and Medical Sciences research (e.g. May, Van Putten, 

Jenden, Yale, & Dixon, 1981), was performed to reduce the influence from outliers and 

make the dataset meet the requirement of multivariate normality of MANOVA (Field, 

2009). 
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4.3 Findings and Discussion 

In this section, the descriptive data on the use of the four moves and metatexts in the three 

sub-corpora are presented; and then the results of statistical tests are reported to show the 

significance of the differences identified. 

4.3.1 Differences (RQ1) 

4.3.1.1 Differences in Moves 

Table 19 shows the number of theses containing each move and metatexts in the three 

sub-corpora, each of which contains 30 opening sections. Move 2 Providing Rationales is 

the most widely employed move, occurring in all 90 theses. Move 4 Presenting the Study 

is the second most widely used move, found in 88 out of 90 theses. Move 1 and Metatexts 

were identified in 82 out of 90 theses. Move 3 Establishing a Theoretical Framework is 

unequally distributed among the three sub-corpora, appearing in 20 out of 30 theses in the 

America sub-corpus, but in all 30 theses in the China sub-corpus and 29 out of 30 theses in 

the New Zealand sub-corpus. The differences among the three groups in Move 1, 2 and 4 

are not very obvious in terms of distribution since they have a high occurrence in the 

opening sections written by students in all three communities. 

Table 19 The number and percentage of opening sections containing the moves 

Moves 
CN (n=30) NZ (n=30) US (n=30) All (n=90) 

n % n % N % n % 

1 Familiarising 

readers with the field 
27 90% 29 96.7% 26 86.7% 82 91.1% 

2 Providing rationales 30 100% 30 100% 30 100% 90 100% 

3 Establishing a 

theoretical framework 
30 100% 29 96.7% 20 66.7% 79 87.8% 

4 Presenting the study 29 96.7% 30 100% 29 96.7% 88 97.8% 

METATEXTS 29 96.7% 27 90% 26 86.7% 82 91.1% 

Table 20 shows the length of each move and metatexts in the three sub-corpora. Since the 

size of the three sub-corpora is not equal (CN: 191,812; NZ: 305,062; US: 177,477), the 
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length is standardized by dividing it by the size of each sub-corpus. The sum of the length 

of the four moves and metatexts does not equal to the size of the corpus because some 

texts serve other functions such as justifying methodology, which is usually included in 

the Method chapter. I did not add these less-used moves to the move model of the opening 

section since they are not typical features of the opening section, together only taking up 

less than 3% of the corpus. 

Table 20 The length and proportion of each move in the three sub-corpora 

Moves CN (191,812) NZ (305,062) US (177,477) All (674,351) 

words % words % words % words % 

1. Familiarising 

readers with the 

study 

31075 16% 36634 12% 21011 12% 88720 13% 

2. Providing 

rationales 

51539 27% 117898 39% 91609 51% 261046 38% 

3. Establishing a 

theoretical 

framework 

95149 50% 106201 35% 45433 26% 246783 37% 

4. Presenting the 

study 

5689 3% 14996 5% 10987 6% 31672 5% 

METATEXTS 6894 4% 15980 5% 6265 4% 29139 4% 

As shown in Table 20, Move 2 Providing Rationales is the longest move, taking up 38% 

of the opening section on average, followed by Move 3 Establishing a Theoretical 

Framework which takes up 37%. Move 4 Presenting the Study is the shortest move, taking 

up 5% on average. Unsurprisingly, the average length of Move 3 in the China sub-corpus 

(50%) is much longer than that in the America sub-corpus (26%) since there are more 

opening sections containing the move in the China sub-corpus (The range, median and 
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interquartile of Move 3 in individual opening sections are presented below.). In the case of 

Move 2 Providing Rationales, though it is almost evenly distributed in the three 

sub-corpora (CN: 30/30; NZ: 30/30; US: 30/30), a noticeable difference in standardized 

length is identified across the three sub-corpora: whereas Move 2 takes up 27% of the 

China sub-corpus, it accounts for 51% of the America sub-corpus. The average length of 

Move 2 in the America opening sections is nearly double that in the China opening 

sections.  

As shown above, differences in the length of moves are observed in the descriptive data. 

To examine the significance of the differences, statistical tests were conducted using a 

data matrix containing the length of each move in each opening section. As mentioned in 

the method section, outliers were winsorized for the purpose of statistical comparison. 

Overall, a MANOVA test produces very strong evidence against the null hypothesis, 

suggesting that there is a significant difference among the three sub-corpora in terms of 

the length of moves (V=0.47, F (10, 168)=5.09, p<.001). A post-hoc test of 

Kruskal-Wallis reveals significant differences in Move 2 (H(2)=15.95, p<.001), Move 3 

(H (2)=18,12, p<.001), Move 4 (H (2)=9.22, p<.05), as well as in metatexts (H (2)=6.74, 

p<.05). The following paragraphs describe where the differences lie exactly in the three 

moves and metatexts among the three local communities. 

Move 2 is the most widely distributed (90/90) and longest move (38% on average) in the 

corpus. As shown in Figure 14, students in America have the longest Move 2 (Mdn: 

53.5%, Interquartile: 31.25%, 70.75%), New Zealand students in the middle (Mdn: 37.5%, 

Interquartile: 23%, 49%) and students in China the shortest (Mdn: 25%, Interquartile: 

14%, 38.25%). A pair-wise comparison using Mann-Whitney U test reveals significant 

differences between China and America (U=204.50, z=-3.63, p<.001, r=-0.47), China and 

New Zealand (U=284.50, z=-2.45, p<.05, r=-0.32), and New Zealand and America 

(U=299.00, z=-2.23, p<.05, r=-0.29). 
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Figure 14 Boxplots of the standardized length of Move 2 in the three sub-corpora 

On average, Move 3 is the second longest move (37% on average) used in the opening 

section of Master’s Theses. As shown in Figure 1, students in China (Mdn: 46%, 

Interquartile: 39%, 60%) use more of their opening sections to establish theoretical 

frameworks than their peers in New Zealand (Mdn: 37%, Interquartile: 21%, 49%) and 

America (Mdn: 20%, Interquartile: 0%, 39%). A pair-wise comparison (Mann-Whitney U 

test) reveals significant differences between the groups of China and America (U=187.50, 

z=-3.89, p<.001, r=-0.50), New Zealand and America (U=309.50, z=-2.08, p<.05, 

r=-0.27), and China and New Zealand (U=259.50, z=-2.81, p<.01, r=-0.36). 
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Figure 15 Boxplots of the standardized length of Move 3 in the three sub-corpora 

Move 4 is a frequently used move (88/90) but does not take up much of the opening 

section (5% on average). As shown in Figure 3, the rank of the standardized length of 

Move 4 in the three sub-corpora is similar with that of Move 2, with American students 

ranking top (Mdn: 5%, Interquartile: 3%, 10%), New Zealand students come second (Mdn: 

4%, Interquartile: 3%, 8%) and students in China at the bottom (Mdn: 3%, Interquartile: 

2%, 4%). The only difference revealed by pair-wise comparison is between the groups of 

China and America (U=314.50, z=-2.02, p<.05, r=-0.26). 
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Figure 16 Boxplots of the standardized length of Move 4 in the three sub-corpora 

Metatexts, though they do not take up much space (4% on average), have a high 

occurrence (82/90) and are a typical feature of thesis and dissertation. As shown in Figure 

4, students in the New Zealand community (Mdn: 6%, Interquartile: 3%, 7%) use more 

metatexts in the opening section than students in China (Mdn: 4%, Interquartile: 3%, 5%) 

and America (Mdn: 3%, Interquartile: 2%, 5%). A pair-wise comparison reveals 

significant differences between China and New Zealand (U=311.00, z=-2.07, p<.05, 

r=-0.27) and between America and New Zealand (U=297.50, z=-2.27, p<.05, r=-0.29). 

The difference between China and America is not statistically significant (U=393.00, 

z=-0.86, p=.39, r=-0.11). 



Chapter 4 Genre Differences at the Community Level 

140 

 

Figure 17 Boxplots of the standardized length of Metatexts in the three sub-corpora 

4.3.1.2 Differences in the Realization of Moves 

Move 1 Familiarising Readers with the Field 

Move 1 introduces readers to the research field of the thesis. It is a move used by writers to 

acquaint readers with the background of the study. The present study identified 1,461 

rhetorical units in total and 208 of them are Move 1. This move occurs in both the 

Introduction and Literature Review chapters, though more writers use them in 

Introduction (78/90) than in Literature Review (48/90). The six steps of this move 

identified in New Zealand sub-corpus (see Study 1) have all been employed by writers in 

China and America. A Chi-square test reveals a significant association between the steps 

used to realize Move 1 and the community which the writers belong to (χ2
 (12)=26.48, 

n=208, p<.01).  
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Table 21 The number of theses employing each step in the realization of Move 1 

Steps 

CN (n=30) NZ (n=30) US (n=30) All (n=90) 

Intro LR All Intro LR All Intro LR All Int

ro 

LR All 

1a-centrality 11 4 13 4 2 6 4 5 8 19 11 27 

1b-importance 7 5 10 5 2 6 9 3 12 21 10 28 

1c-terms/theories/seminal

-work 

12 2 14 12 1 12 11 1 11 35 4 37 

1d-the-broad-field 3 10 12 4 8 11 3 4 6 10 22 29 

1e-context 4 3 7 4 8 11 7 3 8 15 14 26 

1f-related personal 

experience 

2 0 2 11 1 12 4 1 5 17 2 19 

MOVE1 26 16 27 27 19 29 25 13 26 78 48 82 

Step 1a Centrality 

The step of claiming centrality was used by 27 writers in total. Though more favoured by 

students in the China community (13), it occurs in all sub-corpora (see Table 21). 

Basically, this step informs readers that the field under examination has many researchers 

involved and draws much attention from the academic community. To claim centrality, 

writers maintained that many studies have been done in the area, and then make a 

generalization about what kind of studies have been done or refer to claims of established 

researchers in the field to back up the centrality claim. 

Students from the three communities follow similar ways to claim centrality, but two 

differences were noticed in close examination. First, the linguistic realization of claiming 

centrality shows a varied focus and style among the three groups. As shown in the first 

excerpt below, students in China community use "more and more", "increasing" and 

"growing" to indicate that there are not only many studies now, but the field will continue 

to gain popularity. American students focused on the present, stating that there are "a wide 

range of", "many", "a significant amount of" research focus on the particular field (see the 

second excerpt). Compared with Chinese and American students, New Zealand students 
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claimed centrality in a more direct way, stating that the particular area "lie at the heart of", 

or "hold a central place" in a larger field, or claiming that the particular topic under 

discussion is "a popular topic" (see the third excerpt). It is interesting to see that two 

Chinese students in the New Zealand community followed the typical way of centrality 

claiming in Chinese, using "increasing" and "growing" interest to indicate that the 

particular field is a central one. 

Planning studies in second language acquisition (SLA) have attracted more and more 

attention in recent years. (CN: Song, 2013) 

There is a wide array of research and literature focusing on second language (L2) 

classroom interactions... (US: Ko, 2009) 

Tasks hold a central place in current SLA research and also in language pedagogy. (NZ: 

Ashcroft, 2009) 

The second difference lies in the way of backing up the centrality claim. Students from all 

three communities made generalizations about the focus of the "many" studies of the field 

under discussion, using "researchers", "experts", "scholars" or "teachers" to substitute the 

names of authors in the field. But most American students, after giving the generalization, 

inserted a list of in-text citations on which the generalization is based. Citations were often 

left out in the writings of students in the China and New Zealand community. 

Step 1b Importance 

This step was used by 28 writers in total (CN: 10; NZ: 6; US: 12). The importance of the 

research was claimed in a similar manner in the three local communities, usually 

involving writers stating that the specific topic of their study contributed to language 

learning or teaching, and backing up the statement with claims of established researchers 

in the area or findings from well-known studies (see the excerpt below). Compared with 

students in New Zealand and America, some students in China started by emphasizing the 

importance of learning English and then the importance of the specific area (e.g. Wang, 

2011). 
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The lexical-chunk approach has offered a promising new direction for language teaching 

(Nattinger & DeCarrico 2000), and is also considered as one of effective methods in 

teaching English writing. (CN: Dong, 2013.txt) 

Step 1c Terms, theories and/or seminal works 

Introducing terms, theories and/or seminal works is the most frequently used step in order 

to familiarise readers with the field (37 in total). The majority of instances of this step 

occurred in the Introduction chapter (35/37). In the Literature Review chapter, terms and 

theories were also reviewed but for the purpose of establishing a theoretical framework. 

The realization of the step is similar in the three sub-corpora. Terms, theories or seminal 

works were usually presented in chronological order, narrating the history of a research 

topic following the thread of the development of a term, a theory or seminal works. 

Step 1d The broad field 

Introducing the broad field is the only step in Move 1 that occurred more often in the 

Literature Review chapter (22) than in the Introduction chapter (10). The step is more 

widely used by students in China (12) and New Zealand (11) than students in America (6). 

The broad field refers to the research area in which the topic of study lies. For example, 

Wu (2013) examined the influence of ESP teachers’ related work experience on their 

classroom teaching. She introduced the field of ESP as the broad field and reviewed the 

development of the field from 1960s to 2000s. Apart from presenting history, the step was 

also realized by introducing concepts, theories, seminal works and debates in the area. The 

difference between Step 1c and 1d is that the concepts, theories or seminal works 

introduced in 1c are directly related to the research topic, whereas those reviewed in 1d 

may not be used in the study but just for the readers’ information, mapping the whole area 

before narrowing down to specific points. 

Step 1e Context 

Twenty-six writers described related context of their study, including the history and 

development of a particular community or learner group under examination or a setting in 

which the study was carried out. For example, Lee (2013) explored Spanish language 
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maintenance and shift in the Chilean community in Auckland and she introduced the 

history of the Chilean community in Auckland as the context of study. This step enables 

writers to narrow down the research topic and to pinpoint a specific setting or a group of 

interest. The occurrences of this step are roughly evenly distributed among the three 

groups. 

Step 1f Related personal experience 

Over half of the occurrences of Step 1f appear in the New Zealand sub-corpus (12/19). By 

sharing related personal experience, writers viewed the research field from their own 

perspective, informing readers of their position in the research as an insider or having 

access to insiders’ views and sometimes acknowledging their bias towards the topic. For 

instance, Martin (2006) examined perceptions of teacher bilingualism. He acknowledged 

that as a manager at an Auckland language school, he had pre-existing views on this topic 

before conducting the research, in his own words: “The present writer is aware from his 

own experiences in management positions at Auckland language schools that the above 

issue has often been controversial, if unarticulated” (p. 32). This step is less used by 

students in China (2) and America (5). 

Move 2A Providing Practical Rationales 

Move 2A is used to justify the choice of a topic by claiming that the research can solve 

real-world problems. In total, 146 units of Move 2 were identified and they were realized 

by one of the four steps, namely stating a real-world problem or need, showing evidence 

of problems, and evidence or claims of usefulness of the topic in addressing the problems, 

and articulating significance of the study. No statistically significant difference is 

identified in the use of steps in Move 2A among the three local communities (χ2
 (6)=5.82, 

n=146, p=.44), though more students in China (27/30) justified their study than their peers 

in New Zealand (22/30) and America (20/30). 
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Table 22 The number of theses employing each step in the realization of Move 2A 

Steps 

CN (n=30) NZ (n=30) US (n=30) All (n=90) 

Intro LR All Intro LR All Intro LR All Intro LR All 

2A-a-real world problems 

or needs 

18 1 19 9 7 14 11 2 11 38 10 44 

2A-b-evidence of 

problems from empirical 

studies 

4 0 4 4 4 6 7 1 8 15 5 18 

2A-c-evidence or claims 

of usefulness of the topic 

in solving the problem 

1 1 2 3 1 3 2 2 4 6 4 9 

2A-d-implications, 

significance or 

contribution 

20 3 21 13 5 16 11 4 11 44 12 48 

MOVE2A 26 4 27 19 10 22 20 6 20 65 20 69 

2A-a Real world problems or needs 

Practical rationales are the most popular kind of rationale in the corpus. Writers described 

a real-world problem or need and then claimed that their study was useful in solving the 

problem. Step 2A-a presents problems or needs. As shown in Table 4, 44 out of 90 writers 

adopted this step. It was employed by more students in China (19/30) than students in 

New Zealand (14/30) and America (11/30). Social and political problems were mentioned 

by writers in all three communities, though the exact problems may not be the same. For 

example, the argument that globalization heightens the need of learning English was very 

much preferred by students in China (e.g. Zhang, 2013), while the problems raised by 

American and New Zealand students were more diverse and more closely related to their 
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specific topic such as the impact of the development of technology on language learning 

(Albaddi, 2013). 

2A-b Evidence of problems from empirical studies 

In Step 2A-b, thesis writers reviewed relevant studies for empirical evidence of a problem. 

Eighteen theses contain this step, with slightly more students in America (8) using it than 

students in China (4). The main purpose of this step is to provide practical rationales rather 

than empirical rationales for the choice of a research topic, since the empirical evidence 

was given to show a real-world problem or need. 

2A-c Evidence or claims of usefulness of the topic in solving the problem 

Step 2A-c was used to discuss the usefulness of a topic area in solving the problems 

described in 2A-a and 2A-b. In the corpus, 2A-c was often realized by stating the 

advantage or significance of the topic, as in the excerpt below. 

The significance of learner beliefs has been related to several aspects of the language 

learning processes. Firstly, it has been related to mismatches between teacher and learner 

agendas in the classroom (Barcelos & Kalaja 2003). Additionally, learner beliefs have also 

been linked with students' use of language learning strategies... (Moosa, 2005) 

2A-d Implications, significance or contribution 

Unlike Step 2A-c in which the significance or usefulness of the topic area was introduced, 

in 2A-d, writers discussed the significance and contribution of the study itself. As the most 

widely used step in Move 2A, 48 out of 90 writers employed this step, with more students 

in China (21) using it than students in New Zealand (16) and America (11). Writers in the 

three local communities realized this step in similar ways: apart from revisiting the 

real-world problems that a study intended to solve, some writers mentioned other 

contributions. For example, in the excerpt below, the author articulated the theoretical and 

empirical contributions. 

Theoretically, this study attempts to further our understanding of the effects of planning 

time on language learning; it could make contributions to the literature on the influence of 
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planning time on L2 oral production… (Song, 2013) 

Move 2B Providing Empirical Rationales 

Providing Empirical Rationales is a move in which relevant empirical studies are 

reviewed and gaps in previous studies are pointed out in order to prepare for introducing 

the present study. It is the most widely used move (89/90) and the second most frequent 

move in the corpus (328 occurrences). The units of Move 2B in the corpus were realized 

by three steps, namely reviewing relevant studies, pointing out gaps and reporting mixed 

findings or debate. The distribution of the three steps in the three sub-corpora follows a 

similar pattern and no statistical significant difference is identified (χ2
 (4)=.60, n=328, 

p=.96). 

Table 23 The number of theses employing each step in the realization of Move 2B 

Steps 

CN (n=30) NZ (n=30) US (n=30) All (n=90) 

Intro LR All Intro LR All Intro LR All Intro LR All 

2B-a-relevant-studi

es 

4 26 28 11 29 29 6 27 27 21 82 84 

2B-b-gaps 19 13 24 18 22 28 14 16 23 51 61 75 

2B-c-mixed-finding

s or debate 

2 1 2 4 4 7 3 2 4 9 7 13 

MOVE2B 19 26 29 19 29 30 18 30 30 56 85 89 

Step 2B-a Relevant studies 

Step 2B-a was employed by 84 thesis writers out of 90 and is the most widely used step in 

the corpus. As mentioned in Study 1, the difference between 2B-a and 2B-c lies in the way 

of organizing relevant studies, that is, whether studies are reviewed in the chronological 

order according to research areas (2B-a) or in two opposite camps (2B-c). Nearly all 

writers in the three local communities employed 2B-a, though a difference is perceived in 

the aspects of empirical research reported by writers in the three communities. That is, 



Chapter 4 Genre Differences at the Community Level 

148 

when reviewing empirical studies, the majority of New Zealand and American writers 

presented data collection and analysis methods adopted as well as data size and then report 

findings, whereas a considerable number of writers in China skipped details on method 

and reported findings immediately after introducing the topic of the study reviewed, or 

only reported research topics in a synthesized manner. 

Step 2B-b Gaps 

Seventy-five out of 90 writers pointed out gaps in previous studies. As shown in Table 23, 

the step of indicating gaps is almost equally distributed in Introduction (51) and Literature 

Review (61). Taking the China sub-corpus for example, only half of Step 2B-a Relevant 

studies in the Literature Review chapter (26) is followed by 2B-b Gaps (13). Without 

indicating gaps, the function of reviewing studies is only to contextualize the author’s own 

study and locating his/her project within the area. No difference was perceived in the way 

of pointing out gaps across the three sub-corpora, but the gap-pointing units located in the 

Introduction chapter were articulated more generally (such as the first excerpt below) than 

those in the Literature Review chapter (such as the second excerpt). 

Many of the expatriate studies have been done on the western context and comparatively 

few pay attention to the Chinese cultural environment. (Qin, 2009) 

The instruments for measuring L2 WTCI and WTCO developed by Maclntyre, Baker, 

Clement and Conrod (2001) were intended to be used in the western contexts. As a result, 

problems arise when they were used to investigate L2 WTC in EFL contexts in China. 

(Liu, 2011) 

Step 2B-c Mixed findings or debate 

As mentioned above, in Step 2B-c, writers reviewed literature in opposite camps. The way 

of organizing studies suggests that the topic under examination is open for discussion and 

thus more research needs to be done in this area. Thirteen theses contain this step, 

including two in the China sub-corpus, seven in the New Zealand sub-corpus, and four in 

the America sub-corpus. No obvious difference was perceived in the way of presenting 

this step across the three sub-corpora. 
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Move 3 Establishing a Theoretical Framework 

In Move 3, writers reviewed definitions of key constructs and related theories to establish 

a theoretical framework for their own study. In total, 176 units of Move 3 were identified 

and they either reviewed existing theories and constructs or presented their own 

theoretical framework. No statistically significant difference was identified in the 

selection of steps of Move 3 among the three local communities (χ2
 (2)=3.36, n=176, 

p=.18), though, as shown in Table 24, there are more students in China (12) employing 

Step 3b than their peers in New Zealand (4) and America (6). 

Table 24 The number of theses employing each step in the realization of Move 3 

Steps 

CN (n=30) NZ (n=30) US (n=30) All (n=90) 

Intro LR All Intro LR All Intro LR All Intro LR All 

3a-theories and 

constructs 

0 30 30 1 28 29 5 16 20 6 74 79 

3b-theoretical 

framework of the 

present study 

0 12 12 1 3 4 1 5 6 2 20 22 

MOVE3 0 30 30 1 28 29 5 16 20 6 74 79 

Step 3a Theories and constructs 

The step of reviewing theories and constructs was used by 79 out of 90 thesis writers and 

more frequently appeared in the Literature Review chapters (74/79). There are fewer 

writers in America (20/30) employing this step compared with their peers in China (30/30) 

and New Zealand (29/30), where reviewing theories and constructs was observed in every 

sample. Theories and constructs were introduced in a similar manner across the three 

sub-corpora, in which the main components of a theory were explained and important 

definitions of key constructs were presented and sometimes were contrasted. 
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Step 3b Theoretical framework of the present study 

Step 3b always appeared with 3a, in other words, thesis writers always build their own 

theoretical framework on existing theories and constructs. Twenty-two writers described 

their framework directly, including 12 writers in China, four in New Zealand and six in 

America. In Step 3b, writers presented the definitions of key constructs and theories that 

were adopted in their own study and sometimes explained why a particular definition or a 

theory was chosen in many. Writers in China preferred to articulate their framework 

clearly. Close examination of scripts reveal that New Zealand and American writers only 

presented theories and definitions that they intended to use in their framework, while 

writers in China reviewed relevant theories and they chose one to use. For New Zealand 

and American writers, the process of reviewing theories and definitions is presenting their 

own theoretical framework. 

Move 4 Presenting the Study 

Though it is a short move that only takes up 5% of an opening section on average, Move 4 

is the second most widely used move in the opening section (88/90) and the most frequent 

move in the corpus (334 occurrences). Seven types of steps were identified in this move. 

However, since there are too many steps in Move 4 occurring less than five times in each 

of the three sub-corpora, it is not possible to perform statistical tests to explore the 

difference in the preference of steps among the three groups in Move 4. The most widely 

used steps of Move 4 include introducing research aims (83/90), research design (58/90) 

and research questions (55/90). Another interesting step in Move 4 is discussing 

researchers’ role (4g) that occurs often in the New Zealand sub-corpus but rarely used by 

students in the other two communities. The use of the steps in the three groups is reported 

below. 
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Table 25 The number of theses employing each step in the realization of Move 4 

Steps 

CN (n=30) NZ (n=30) US (n=30) All (n=90) 

Intro LR All Intr

o 

LR All Intr

o 

LR All Intro LR All 

4a-aims 25 7 26 28 13 30 25 15 27 78 35 83 

4b-research questions 10 1 11 9 17 23 16 8 21 35 26 55 

4c-hypotheses 2 0 2 1 0 1 3 0 3 6 0 6 

4d-research design 12 10 19 20 14 22 14 10 17 46 34 58 

4e-results 2 0 2 0 0 0 2 0 2 4 0 4 

4f-limitations 0 0 0 1 1 2 0 0 0 1 1 2 

4g-researchers’ role 0 0 0 7 1 8 1 0 1 8 1 9 

MOVE4 29 16 29 30 24 30 29 20 29 88 60 88 

Step 4a Aims 

Introducing aims is a widely used step by students in all three local communities. It was 

observed in every text in the New Zealand community (30/30). Writers in the three groups 

presented aims in similar ways. The expressions like “the purpose of the study” and “the 

study aims to” were frequently used. Apart from presenting the overarching research aim, 

some writers also listed specific aims (e.g. Dai, 2011). 

Step 4b Research questions 

Compared with students in New Zealand (23/30) and America (21/30), fewer students in 

China (11/30) articulated their research questions clearly in their opening section. There is 

a possibility that the research questions were presented at the beginning of the Method 

chapter. But the findings of the present study alone show that students in China less 
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frequently articulated research questions in their opening sections, compared with their 

peers in New Zealand and America. 

Step 4d Research design 

Step 4d is like a summary of the Method chapter. The information varies in studies 

following different research approaches. For example, for experimental studies, writers 

introduced their experiment design (e.g. Nichols, 2009) while for ethnographic studies, 

writers described participants (Lee, 2013). But most of the writers described the source of 

data, reported and sometimes justified their data collection method. In general, New 

Zealand and American students gave more details on research method and process than 

students in China. For example, the following two excerpts were taken from two 

experimental studies. The first one was written by a student in China and the second a 

New Zealand student. The Chinese student introduced the process of the experiment in a 

highly summarized way, describing the process simply as “training and instructing the 

subjects”, whereas the New Zealand student gave explicit information on 

pre-test/post-test, duration of research, groups of participants, etc. 

The study centres on the training of certain reading strategies in English majors' extensive 

reading course, which involves training and instructing the subjects in grasping and 

applying reading strategies in their studies (Liu, 2009). 

The study utilised a quasi-experimental approach… and involved an experimental group 

and a control group. A pre-test/post-test design was adopted in order to collect data over a 

four month period ... In addition, a student questionnaire was administered to collect 

demographic information about the participants. Lastly, a post-data collection email was 

sent to the experimental group participants, to investigate their perceptions of the recasts 

they were exposed to during the treatment sessions (Nichols, 2009). 

Step 4g Researchers’ role 

Step 4g was often used by New Zealand students, with eight New Zealand students having 

it in their opening section, while only one American student employed it. No one from the 

China community discussed their roles in the research. Some writers positioned 



Chapter 4 Genre Differences at the Community Level 

153 

themselves as an insiders or a friend of insiders who have access to insiders’ view of the 

research community (e.g. Yu, 1998; Lee, 2013). Others described their close relationship 

or interest with the topic, and acknowledged potential bias that they may hold towards the 

issue under examination (e.g. Halstead, 2002). 

4.3.1.3 Summary 

The result of statistical tests shows a significant difference among the three local 

communities, suggesting that the genre practices of Master students in China, New 

Zealand and America in composing the opening section of thesis varies. Quantitative and 

qualitative comparisons among the three sub-corpora reveal differences in all four moves 

and metatexts in terms of the length and the realization of moves at the step level.  

For Move 1 Familiarising Readers with the Field, a statistically significant difference was 

identified at the use of steps among the three groups, with students in China making more 

centrality and importance claims, students in America less presenting the broad field, and 

New Zealand students presenting more related personal experience (χ2
 (12)=26.48, 

n=208, p<.01).  

For Move 2 Providing Rationales, American and New Zealand students paid more 

attention to positioning their research in the field and making space for their own study 

than Chinese students (F (2, 87)=9.29, p<0.001). The analysis at the step level suggests 

that American and New Zealand students provided more details on the methodology of 

research reviewed than students in China.  

For Move 3 Establishing a Theoretical Framework, a significant difference was revealed 

at the length of scripts used to establish theoretical frameworks, with Chinese students 

having longer Move 3, American students having the shortest Move 3 and New Zealand 

students in the middle (F (2, 87)=10.87, p<.001). The analysis at the step level shows that 

Chinese students (12), compared with their peers in New Zealand (4) and America (6), 

preferred to articulate their own framework clearly after reviewing others’ theories and/or 

definitions of major constructs. It seems that New Zealand and American students regard 
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the process of selecting and reviewing certain theories or definitions as the process of 

building their own theoretical framework.  

For Move 4 Presenting the Study, there is evidence suggesting that American students use 

more words presenting their own study than Chinese students (F (2, 87)=6.23, p<.01). The 

analysis at the step level reveals that fewer Chinese students presented their research 

questions in the opening section (11) compared with New Zealand (23) and American (21) 

students. New Zealand and American students described their research design and 

methodology explicitly while Chinese students introduced their methodology generally in 

the opening section. Some New Zealand students (8) discussed their roles in the research 

and acknowledged any bias they may have while only one American student did so. 

Furthermore, New Zealand students used longer metatexts than students in China and 

America (H (2)=6.74, p<.05). In the next section, I will discuss possible reasons 

underlying the differences reported in this section and compare my findings with those of 

previous genre analyses. 

4.3.2 Possible Explanations (RQ2) 

The analysis follows the contextual approach to discourse analysis described by Hyland 

(2009). As mentioned above, Hyland proposes that contextual analysis of discourse may 

draw on sociology of science, sociohistorical studies or findings of ethnographic 

investigations to understand the features of a whole scientific community, a disciplinary 

community or the immediate institutional context of the texts under examination. In order 

to understand the differences in genre practices identified among students in three local 

Applied Linguistics communities, the present study examines the features of the academic 

community (i.e. epistemological and social traditions) and their variations across different 

cultural groups. 

4.3.2.1 The epistemological perspective 

The differences in genre practices among the three local communities were accounted for 

by referring to the epistemological traditions. The Chinese Applied Linguistics 

community is under the influence of the Chinese epistemological tradition while the New 
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Zealand and American Applied Linguistic community, which both adopted European 

ways of thinking, are under the influence of the Western epistemological tradition. In the 

Introduction section of this chapter, I reviewed two fundamental concerns of 

epistemology, namely the nature of knowledge and the way of obtaining knowledge in the 

Chinese and Western epistemology traditions. Since the aim of scientific inquiries is to 

produce new knowledge (Schickore, 2014), doing research is unavoidably related to the 

nature of knowledge and the way of obtaining it. The genre conventions of Master’s 

Theses, which report the process and findings of a scientific inquiry, are under the 

influence of the epistemological stance taken by each local community. 

The findings of the present study show that the move of Establishing a Theoretical 

Framework occurred in the majority of the opening sections in the three sub-corpora (CN: 

30/30; NZ:29/30; US: 20/30). The frequent occurrence of the move in three local 

communities is related to their similar views on the nature of knowledge. In both Chinese 

and Western epistemological traditions, knowledge is considered as the principles 

underlying everyday phenomena (Rošker, 2010; Wolenski, 2004). Therefore, although 

scientific inquiries may start with observing phenomena (following the empiricist 

tradition) or using empirical evidence to verify a scholarly belief (following the 

rationalism tradition), the purpose of scientific inquiry, especially in social sciences and 

humanities, is mainly to uncover the underlying principles through observing phenomena. 

The underlying principles, which can be about relations between abstracted constructs 

such as a cause-effect relation or a mere correlation, could be seen as the theoretical 

framework of research, and that is exactly the communicative function that thesis writers 

trying to achieve in their Theoretical Framework move.  

In the corpus, Move 3 is typically realized by reviewing definitions of key constructs and 

related theories. In other words, the writers define the constructs based on existing 

definitions, and then show possible relationships between constructs reported in existing 

theories. Whether a study belongs to the school of empiricism (following the induction 

approach to generate a posteriori knowledge) or rationalism (following the deduction 

approach by relying on a priori knowledge) does not influence the use of Move 3 because 
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both schools hold the same view on the nature of knowledge. If a study makes theoretical 

contributions in some way, either by induction or deduction, the researcher would define 

key constructs and discuss relationships within the opening section, though, in the case of 

induction, theoretical frameworks are not raised until the Discussion section. In sum, since 

all three communities hold the view that the ultimate goal of scientific enquiry is to 

uncover principles underlying phenomena in order to contribute to our theoretical 

understanding of the world, the move of Establishing a Theoretical Framework occurs in 

all three sub-corpora. 

Although the move has been widely used in all three local disciplinary communities, a 

statistically significant difference in the standardized length of Move 3 was revealed 

among the three communities. As reported above, the Chinese students in this study used 

larger proportion of their opening section establishing their theoretical framework than 

American students. Meanwhile, American students use a statistically significant larger 

proportion of their opening section reviewing previous empirical studies. Overall, it seems 

that Chinese students pay more attention in their writing to theories while American 

students use larger proportion of their opening sections reviewing empirical studies. New 

Zealand is in between, that is, New Zealand students employ longer Move 3 than 

American students and shorter than Chinese, while their Move 2 is longer than Chinese 

students and shorter than American.  

The difference between Chinese and American students might be related to the justified 

view of knowledge in the Western epistemological tradition, that is, knowledge in the 

Western tradition are true beliefs with adequate justifications (evidence) whereas in the 

Chinese tradition, justification is not emphasized. Since empirical studies provide 

evidence which might be useful to back up knowledge claims and justification is very 

important in the Western tradition, it is possible that American students reviewed more 

empirical studies for the purpose of justification. In any case, it seems that epistemology 

alone could not account for the complexity of the variation. I will draw on Sociology of 

Science in an attempt to unravel the knot of variations in the focus of the opening sections. 
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Before shifting to the sociological perspective, there is another difference that might be 

accounted for from the epistemological perspective, that is, why the majority of American 

and New Zealand students reported research method when both reviewing other people’s 

research (Move 2B) and presenting their own (Move 4), while many students in China did 

not give much detail about the research method. This difference, as mentioned above, 

might have contributed to the significant difference in length of Move 2B and 4 among the 

local communities. According to the studies reviewed in the Introduction section, the way 

of obtaining knowledge is different in Chinese and Western epistemology. For Chinese 

philosophers, knowledge (in the form of li and dao) can be acquired through secluded 

meditation (Rošker, 2014) and intuition (Chang, 1954), whereas for Western philosophers, 

knowledge (justified true belief) are mainly obtained through observation and reasoning 

(Rošker, 2010). There is hardly any systematic method for meditation or intuition, but 

observation and reasoning (such as logic and mathematics reasoning) can be conducted in 

a systematic way. The method of obtaining knowledge in Chinese epistemology is not as 

clearly articulated in a systematic manner as in the Western tradition. It is possible that 

though people in the Chinese Applied Linguistics community take on the systematic 

method of observation and reasoning in their research, the traditional Chinese 

epistemology still exerts influence on their way of thinking and makes them pay less 

attention to the research methods when reviewing other people’s study or introducing 

their own. 

4.3.2.2 The social perspective 

The social context of local disciplinary communities is also examined in order to look for 

explanations for community variation in genre practices. It seems that social features of 

the communities are particularly related to the variation found in Move 2B Providing 

Empirical Rationales, which is a move of social nature in the sense that it is used to attract 

attention from the community by associating the author’s own study with others’ in the 

field. 

According to the studies reviewed in the Introduction section, seeking a scholarly 

reputation is a primary motivation for academics to do research, and academic writing 



Chapter 4 Genre Differences at the Community Level 

158 

plays a vital part in achieving the goal (Becher & Trowler, 2001; Hermanowicz, 2012). 

Through referencing others’ research and attracting attention from the peer group, writers 

make epistemological and social preparations for the community to accept their study 

(Hyland, 2004). Providing Empirical Rationales is typically realized by referencing and 

commenting on previous studies. Although all other moves in the opening section are also 

heavily loaded with citations, the references made in the Empirical Rationales move are 

intended to associate the present study with similar studies in the field and/or draw readers’ 

attention to the contribution that the study makes to the community, while the references 

in other moves such as Providing Practical Rationales or Establishing Theoretical 

Frameworks may focus on describing a real-world problem, or laying epistemological 

foundations. Therefore, the Empirical Rationales move could be seen as an effort of the 

author to engage with and call for recognition from his/her disciplinary community. It 

stems from the need of researchers for recognition and scholarly reputation in the 

academic community. 

In spite of the fact that American and New Zealand students give more details such as 

methodology than Chinese students, which may have contributed to the significant 

difference in the Move revealed in statistical tests, it is undeniable that students in China 

pay less attention to associating their study with others’ in the field and/or asserting 

empirical contributions than their peers in America and New Zealand. It may be related to 

the fact that Chinese academics are less involved in scholarly socialization and 

cooperative activities as revealed in Teichler, Arimoto and Cummings’ study (2013) on 

the publication behaviours of academics in 19 countries and regions, including those in 

China and America. This tendency of academics may have influenced Master’s students 

in the community and their writing conventions. 

But certainly the reasons underlying the formation and development of a community’s 

writing conventions are complex and the variations can be hardly explained from one 

single perspective. For example, the reason that Chinese academics are less involved in 

socialization and cooperation activities might derive from the Chinese epistemological 

tradition of obtaining knowledge by secluded meditation (Chang, 1954; Rošker, 2014). In 
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other words, traditionally Chinese scholars hold the belief that knowledge is acquired by 

pondering by oneself rather than working with others. It seems that the epistemological 

and sociological factors are inter-related and together contribute to the variation that I 

observed in the present study. This is simply an attempt to interpret the findings from 

certain perspectives. The discussion in the section is hardly comprehensive, but I hope that 

by associating the phenomena observed in the present study with epistemological and 

social phenomena can provide some insights into why communities located in different 

cultures have different academic writing conventions, showing that the differences exist 

for a reason and that people from different local communities should adopt an open 

attitude towards the differences in others’ writing. After all, successful intercultural 

communication requires mutual understanding rather than efforts from only one party 

(Byram, 1997). 

4.3.3 A comparison with findings in previous studies 

In this section, we compare the findings of the present study with that of previous research. 

The present study found that American and New Zealand students tend to give more 

details on method than their peers in China when reviewing their own studies or those of 

others. Similarly, Dong & Xue (2010) noted a difference when comparing 10 Linguistics 

RA Abstracts written by native speakers of English and 10 by Chinese writers in English. 

They analysed the Abstracts using the IMRD structure and found that native English 

speakers introduce Method, Result and sometimes include some Discussion in their 

Abstract while half of the Chinese writers only use the Introduction move and omit 

Method, Result and Discussion. Loi & Evans (2010) examined RA Introductions from 

Educational Psychology and found that the Chinese writing lack explicitness and are 

reader-responsible since the writers tend to give fewer details. Loi & Evans propose that 

the social expectation for reserved behaviour, hanxu (涵蓄) may be used to explain the 

implicit style of Chinese writing. 

The findings of the present study show that Chinese students review far fewer empirical 

studies than students in America and New Zealand. Huang, Xu & Yang (2010) examine 

10 RA Introductions written by native speakers of English located in America, 10 RA 
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Introductions written in Chinese by Chinese, and 10 RA Introductions written in English 

by Chinese located in China and find that Chinese writers, no matter whether writing in 

Chinese or English, use fewer references than American writers. They suggest that this 

may be related to the fact that Chinese scholars have limited access to academic databases 

compared with their peers in America. 

Apart from the similar findings, the present study also has two discoveries that differ from 

previous research. Loi & Evans (2010) find that Chinese writers avoid highlighting the 

values of their research, while the present study finds more Chinese writers (21/30) 

claiming contribution of their study than New Zealand (16/30) and American students 

(11/30). However, Loi & Evans examines research articles written by Chinese academics 

whereas the present study looks at Master’s Theses written by Chinese students. The 

former are established member of the Chinese academic community while the latter are 

newcomers. In addition, most of the Chinese Master’s students sampled in the present 

study are in their early 20s. Therefore, the difference might be related to the culture of the 

younger and older generation, that is, the Chinese young generation (most of them were 

born in 1980s), have their distinct values, beliefs, norms and behaviours compared with 

the older generations. Atkinson (2004) and Connor (2008) also suggest that youth culture 

may influence the style of writing. As Loi & Evans suggested, the Chinese academics who 

avoid highlighting their studies may follow the Confucian principle of gong (恭, humility). 

The young generation, who are rebellious and confident, may not be shy in promoting 

their study. 

Another difference between the findings of the present and previous research lies in the 

step of Indicating Gaps. Loi & Evans (2010) and Huang et al. (2010) found that Chinese 

academics, compared with their peers in America or native speakers of English, are 

reluctant to point out the gaps in previous studies. Loi & Evans attribute Chinese writers' 

avoidance of taking critical stances to the Confucian principle of zhong yong (中庸, the 

constant mean), which suggests being moderate, and avoiding taking things to extremes. 

In fact, researchers examining other languages, such as Turkish (Candarli, 2012), 

Portuguese (Hirano, 2009) and Persian (Yaghoubi-Notash, 2012), also find that 
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non-native English speakers avoid pointing out gaps directly. Similar with Loi & Evans, 

the researchers attribute non-native English speakers’ avoidance of taking a critical stance 

to cultural traditions such as their face-saving strategy (Candarli, 2012), avoidance of 

confrontation (Hirano, 2009), or the Persian cultural tradition of not finding a "chink in 

their armour" (i.e. not questioning their peers). However, it is hard to say that native 

English speakers have less concern when it comes to face-saving, since the 

Anglo-European culture also has this expectation of being polite and avoiding face 

threatening behaviours. Candarli (2012) contends that the competition in English 

speaking academic communities is fiercer than non-English speaking communities, and 

thus researchers in English speaking communities need to point out gaps and fight their 

corner. Kanoksilapatham (2007) found that although there is not much difference in the 

frequency of the step of pointing out gaps, Thai writers, compared with English writers, 

are reluctant to give negative comments on previous studies. She suggests that the 

reluctance of Thai writers is related to the modesty and humility of the Buddhism doctrine, 

as well as the culture of respecting elders in the “close-knit” Thai society (p. 199).  

Unlike previous research, the present study found no difference in this step between 

Chinese students and their peers in New Zealand and America. This again may be related 

to the culture of younger generation. The young scholars were born and grown up in a 

more globalized era and therefore may have formed a less traditional view of social 

behaviours. The education that they received may also be different from that of the older 

generations. In addition, they may have been introduced to the English genre conventions 

and understand the expectations for an English thesis. 
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CHAPTER 5: STUDY 3 INDIVIDUAL DIFFERENCES IN GENRE 

PRACTICES 

5.1 Introduction 

This study explores individual differences in the use of moves within local disciplinary 

communities. Previous genre analysis studies typically examine the genre conventions of 

particular communities by amalgamating individual practices, suggesting that the genre 

conventions of a community are viewed as monolithic. The present study explores the 

individual differences in the use of moves within three different local disciplinary 

communities. One community (China) is referred to as a uniform community in the sense 

that it is composed only of local (Chinese) students. Two communities (New Zealand and 

America) are mixed in that they are made up of both local and international students. The 

corpus used in the present study consists of the Introduction and Literature Review 

chapters from 90 Master’s Theses, which are annotated with moves. The findings shows 

that although students of the same local community form a relatively cohesive group in 

terms of genre practices, noticeable individual variation is observed within all the 

communities and it is particularly noteworthy in the two mixed communities. The study 

highlights the importance of taking individual variation into account in genre-based 

pedagogies and reveals the effect of the community on individual differences in move 

structure, leading to a reassessment of community genre practices, which has in the past 

often been idealized as monolithic and homogenous. 

5.1.1 Community Practice and Individual Differences 

Genre-based pedagogies have been used in the teaching of academic writing since the 

1980s (Paltridge, 2014; Tardy, 2009). Compared with process-based pedagogies, which 

see writing mostly in terms of individual self-expression, the genre approach regards 

writing as the purposeful social action of meeting the genre expectations of a discourse 
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community. Thus, the social nature of genre approaches rejects the “inherent liberal 

individualism” view of writing of the process approach (Hyland, 2003, p.17). Swales 

(1990) argues that the explicit instruction of genre norms empowers L2 writers by making 

the implicit rules explicit to L2 learners. Thus in this way the genre approach can be 

claimed to be an improvement on the process approach. However, the emphasis on the 

social nature of writing may give the discourse community too much power in the sense 

that L2 writers of different cultural and educational backgrounds are then all expected to 

learn English genre conventions to meet the expectations of English-medium 

communities, reinforcing social inequality (Hyland, 2003). If the problem with the 

process approach is too strong a focus on individualism, then genre-based pedagogies may 

face the opposite problem of conformity and authoritarianism because of its emphasis on 

learning and meeting the expectations of discourse communities, which could be viewed 

as monolithic. 

Under the influence of a uniform view of community practice, pedagogically-driven genre 

analysis studies have been conducted in order to identify the genre conventions of a 

discourse community or compare the conventions of one community with another, such as 

a comparison of two disciplinary communities (e.g. Bruce, 2009; Stoller & Robinson, 

2013) or two geographic communities (Zhao & Wu, 2013; e.g. P. Martin & Leon Perez, 

2014). Whether examining the genre conventions of a particular community or comparing 

conventions in two or more communities, the genre practices of individual writers are 

combined and represented by a set of moves based on the median (e.g. Loi & Evans, 2010; 

Samraj, 2005) or the mean for each move (e.g. Kwan, Chan, & Lam, 2012; Lim, 2011) in 

a community. Use of these measures alone, however, means that the range of individual 

variation within each community is not taken into account. In the framework established 

in the Introduction chapter, I propose that the combined knowledge of community genre 

practices and individual variation may benefit genre learners most. In Study 2, I explored 

the community-level genre knowledge for intercultural communication. In this research, 

the individual variation within a community is examined. 
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5.1.2 Relevant Studies on Individual Differences 

Although individual differences are seldom mentioned in genre-related studies, they have 

been examined in the area of language acquisition. A large number of studies have been 

carried out to explore learner differences and their relation to the outcome of second 

language acquisition. The differences examined include foreign language aptitude, 

cognitive and social characteristics, learning strategies, motivation, age and personality 

(Dörnyei, 2006; Muñoz, 2007). This paradigm is exemplified by Grey, Williams & 

Rebuschat (2015) who investigated the relation between three individual differences (i.e. 

phonological working memory, learning styles and personality) and the learning of word 

order and morphological case. To fit the present study into this broad area of research, we 

can say that the research is investigating the relation between learner differences (e.g., 

former community) and learner performance (i.e. genre practices). 

Apart from individual difference studies in language acquisition, the present study also 

draws on corpus-based investigation into individual differences in written and spoken 

discourse. This type of study typically focusses on linguistic features that are associated 

with an individual writer or speaker. For example, Barlow (2013) examined idiolectal 

usage as evidenced by bigram (with or without POS tagging) and trigram frequencies in 

the speech of six White House secretaries. Eighteen spoken texts produced by the six 

speakers in the role of White House press secretaries over a period of months were 

collected and analysed. A correspondence analyses of the common bigram and trigram 

frequency of each sample shows that the texts produced by each speaker cluster together, 

indicating the existence of “idiolectal variation” of the particular genre within this very 

specific discourse community (p. 471). Unlike this research which focuses on linguistic 

features, the present study investigates individual differences in the use of rhetorical 

moves, which is "a discoursal or rhetorical unit that performs a coherent communicative 

function in a written or spoken discourse" (Swales, 2004). Thus the units examined in this 

study are functional rather than lexical or grammatical as in previous studies on individual 

differences. 
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5.1.3 Discourse Community 

Another key construct of the present study is discourse community. When introducing the 

term in 1990, Swales proposed some defining characteristics: a discourse community is 

made up of a group of individuals who share common goals; possess mechanisms of 

communication and information exchange; own one or more genres and specific lexis; 

and have expert members with content and discoursal expertise. Although the 

characteristics given by Swales are specific, the identification of a discourse community 

in the real world is still problematic.  

A number of comparative genre analysis studies have been conducted to identify the 

nature of academic discourse communities. The first type of comparative research 

explores whether there is a boundary between disciplines by examining the schematic 

structure of the same genre in different disciplines (Basturkmen, 2012, Dentistry vs. 

Language Teaching; Bruce, 2009, Sociology vs. Organic Chemistry; Holmes, 1997, 

History vs. Political Science vs. Sociology; Lim, 2010, Education vs. Applied Linguistics; 

Pho, 2008, Educational Technology vs. Applied Linguistics). Most of the studies of this 

type find evidence of disciplinary variation. The second type of research focusses on the 

writer's first language which is typically inferred from the information concerning the 

writer’s geographical community. Studies in this strand look at texts collected from the 

same discipline but written by authors located in different geographical communities 

(Duszak, 1994, Poland vs. English-speaking countries; Loi & Evans, 2010, China vs. 

English-speaking countries; Sheldon, 2011, Spain vs. English-speaking countries). 

Evidence of considerable geographical variation comes out of these studies. Combining 

the findings of the two types of comparative studies, we can assume that the intersection 

of a disciplinary community and a geographical community forms a relatively stable 

community of coherent genre practices, which will be referred to as a local disciplinary 

community in this paper.  
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5.1.4 Factors Underlying Individual Differences 

This research also explores the possible factors underlying the individual differences in 

the use of moves. Based on the findings of previous research, the relationship between 

individual differences and three factors, namely research tradition, changes over time, and 

writers’ former community is investigated. 

Lim (2006) suggests that the type of research tradition (qualitative, quantitative and mixed 

method) may be associated with the variation in move structure of RA method sections, 

although statistical tests on studies following the different research traditions did not 

produce any significant differences. The present study also pursues the influence of 

different research tradition on the use of moves. There are different ways in which the 

classification of research traditions can be approached. For example, based on the types of 

data and method of analysis, studies can be categorised into qualitative and quantitative 

research types (e.g. Mackey & Gass, 2013). The present study examines the Introduction 

and Literature Review chapters, which are mainly concerned with the theoretical 

foundations of a study rather than methodological issues, such as the types of data or 

analysis method. Therefore, the present study adopts the classification of research into 

confirmatory and descriptive traditions, which takes the theoretical underpinnings of the 

studies into consideration (Ellis, 2012). According to Ellis, confirmatory research is 

driven by theories and aims to provide empirical evidence to confirm or disconfirm the 

predictions made in theories. Based on the type of relationship, Ellis suggests that there 

are two types of confirmatory research, namely experimental research, which examines 

causal relationship, and correlational research, which does not claim causal relationship 

between variables. Unlike confirmatory research in which theories exist prior to the study, 

descriptive research involves a “research-then-theory approach” (p.42), that is, the 

variables and relationship between variables emerge in the process and research. 

Descriptive research can be further classified as interactional research which mainly 

concerns classroom interactions, and ethnographic research which observes participants’ 

behaviour in natural environment. 
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Previous studies provide evidence of changes in genre conventions of a community over 

time (Li & Ge, 2009; Sheldon, 2011). Increased global mobility provides opportunities for 

personnel exchange and direct communication between geographically isolated 

communities, which leads to changes in genre conventions especially in non-English 

speaking communities merging into the international disciplinary community. Apart from 

outside influences, studies also show the evolutionary nature of genre. For example, Ayers 

(2008) investigated the changes in the genre conventions of Abstracts of papers published 

in the scientific journal Nature between 1991 and 2005. He found that the move structure 

of Abstracts in Nature had undergone considerable changes to "to make these texts 

eye-catching" and "to advertise a paper's contribution" (p. 22). Compared with the 

traditional IMRC/D structure of Abstracts, Result became the only obligatory move and 

Method was removed, indicating the change in target audience from peer researchers to 

general readers. 

This research also examines the possible changes in genre practices over time. The theses 

in China and America sub-corpora were submitted in 2009, 2011 and 2013, with 10 from 

each year. Since there are not enough Applied Linguistics theses submitted in the three 

years in the New Zealand community, statistical tests were only performed on the China 

and America data. 

Apart from research traditions and changes over time, this study also explores the 

influence of writers’ former community on their genre practices. Previous studies reveal 

that L2 learners experience more difficulty in English academic writing than their native 

speaker peers (see Section 1.2 in the Introduction chapter). Since many of L2 students 

came from a different academic community and their native peers often came from the 

local community, the difficulties observed in previous research may be caused by the 

influence of the academic conventions of L2 learners’ former community rather than the 

fact that they are using English as a second language. 
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To explore the influence from former communities, the present study focuses on the move 

structure of the texts written by students who pursued their graduate studies in New 

Zealand and America after completing their undergraduate degree in China. Their writing 

is compared with that of students who completed both undergraduate and graduate studies 

in China, and other students in New Zealand and America. As shown in Table 26, the 

China sub-corpus contains 30 thesis opening sections all written by Chinese students 

writing in English in China (CEC). The New Zealand sub-corpus is comprised of 10 thesis 

opening sections written by Chinese students writing in English in New Zealand (CENZ) 

and 20 written by other students (OENZ). The America sub-corpus contains 10 thesis 

opening sections written by Chinese students writing in English in the US (CEUS) and 20 

written by other students (OEUS). Because the Database of Chinese Master Students 

theses only contains Applied Linguistics theses written by Chinese students, all theses 

were written by students of the same ethnicity in the China group. 

Table 26 The structure of the corpus 

China (N=30) New Zealand (N=30) America (N=30) 

Chinese students writing in 

English in China (CEC): 

N=30 

Chinese students writing in 

English in New Zealand 

(CENZ): N=10 

Chinese students writing in 

English in the US (CEUS): 

N=10 

 Other students writing in 

English in New Zealand 

(OENZ): N=20 

Other students writing in 

English in the US (OEUS): 

N=20 

Unlike previous contrastive genre analyses which group data according to writers' first 

language or ethnicity, the present study groups texts based on the writers' local community 

and includes native speakers and non-native speakers in the same group. The OENZ and 

OEUS groups are both mixed, including writing of native speakers of English and other 

languages such as Russian, Arabic and Korean. To ensure that the students in the groups 

of CENZ and CEUS are actual native speakers of Chinese, not students born in other 

countries having a Chinese name, their online biography provided in social/academic 
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networks was checked. And in order to make the groups of CEC, CENZ and CEUS 

comparable, the researcher made sure that all 50 Chinese students did their undergraduate 

degree in China and thus came from the same local community, broadly speaking. 

5.1.5 Research Questions 

The present study investigates whether the composition of a local disciplinary community 

influences the patterns of individual variation within that community. In particular, the 

researcher examines whether the individual variation pattern of a community with both 

international students and local students (henceforth a mixed community) differs from 

that of a community where the students are mostly local (henceforth a uniform 

community). To proceed with the study, the corpus, which was annotated with moves and 

steps in Study 2, was used. It contains Master’s Theses collected from three local 

disciplinary communities, namely the Applied Linguistics communities in China (a 

uniform community), in New Zealand and in America (both of which are mixed 

communities). 

Instead of investigating the genre conventions of a community by examining 

representative texts as is done in most ESP genre analyses, the present study investigates 

the use of moves in individual texts, which are sampled randomly (though the texts were 

stratified for different purposes before sampling). Thus the focus is on both individual 

variation and the community. The aim is to explore whether the genre practice of 

successful writers of a community follows similar patterns. Successful in this context 

means that the students’ theses have been accepted by the community and the students 

have received their Master’s degree. The following research questions are addressed in 

this study: 

1. How does the use of moves in individual texts vary in each local disciplinary 

community? 
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2. What are the patterns of individual variation in the communities having only local 

students (i.e. the uniform community) and the communities having both local and 

international students (i.e. the mixed community)? 

3. To what extent do the factors of writers’ former community, research tradition, and 

change over time influence individual variation in the three local disciplinary 

communities? 

5.2 Method 

The corpus used in this study is the same move-annotated corpus constructed in Study 2 

(see Table 27 for the move model). As mentioned above, the corpus is designed 

purposefully to enable the investigation of factors underlying individual variation. Based 

on the quantitative study of each sub-corpus, boxplots and line charts were drawn to 

visualize the individual differences in each local community. The significance of 

differences associated with research traditions, changes over time, and former community 

influences were calculated separately using Kruskal-Wallis tests, Multivariate Analysis of 

Variance (MANOVA) and a discriminant test. 

Table 27 The move model 

Move 1. Familiarising Readers with the Field 

Step 1: Centrality 

Step 2: Importance 

Step 3: Context 

Step 4: Related personal experience 

Step 5: Development of the broad field 

Step 6: Theories, terms and seminal work 

Move 2. Providing Rationales 

Move 2A Providing Practical Rationales 

Step 1: Real-world problems and needs 

Step 2: Evidence of problems from empirical studies 

Step 3: Evidence/claim of usefulness of the topic under examination 

Step 4: Implications/significance/contribution 

 

Move 2B Providing Empirical Rationales 

Step 1A: Relevant studies 
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Step 1B: Mixed findings/opinions/debate 

Step 2: Gap 

Move 3. Establishing a Theoretical Framework 

Step 1: Theories and constructs 

Step 2: Theoretical framework of the present study 

Move 4. Presenting the Study 

Step 1: Aims 

Step 2: Research questions 

Step 3: Research design 

Step 4: Limitations 

Step 5: The role of the author in the research 

Step 6: Research journey 

5.3 Results 

5.3.1 Individual Differences in Three Local Communities (RQ1&2) 

Looking first at variation at the community level, significant differences were found in the 

standardized length
5
 of moves in the opening sections written by students in China, New 

Zealand and America, with the results of a MANOVA test being V=0.47, F (10, 

168)=5.09, p<.001. The test, which is based on averages, reflects differences in the 

general practice of the three groups of writers. Crucially, the present study further 

investigates the individual differences within each community. Figure 18 shows the 

distribution of moves in individual texts in each of the three local communities. The three 

line charts each contain 30 lines, showing the standardized length of each move (as 

indicated in the horizontal axis) of the 30 texts in each sub-corpus. By observing the line 

charts, we can clearly see that the lines in the China chart follow a similar pattern and are 

more congruent than those in the other two charts, indicating that there is less individual 

variation in the move structure of thesis opening sections written in China. Possible 

explanations for these differences are considered in the next section. 

                                                 
5 The standardized length of a move is calculated by dividing the number of word of the moves by the word count of the 

opening section. 
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America 

(N=30) 

 
Figure 18 The distribution of moves in individual texts (China, New Zealand & America) 

5.3.2 Possible Factors behind Individual Variation (RQ3) 

The corpus used in the present study has been purposefully structured to enable the 

investigation of the factors contributing to the individual differences in the use of moves. 

The influence of the former communities of thesis writers, the research traditions of each 

thesis as well as the year in which the theses were submitted is explored. 

5.3.2.1 Influence from Former Communities 

As mentioned above, the texts in the New Zealand and America sub-corpora show more 

variation in the use of moves than the texts in the China sub-corpus (see Figure 18). It is 

suggested that this finding might well be related to the nature of the different communities, 

that is, whether they are mixed or uniform. The writers of the 30 texts in the China 

sub-corpus all completed their undergraduate and graduate studies in the same academic 

discourse community (i.e. the uniform community), while many of the writers in the New 

Zealand and America sub-corpora undertook their undergraduate studies in a different 
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local community, where they are likely to have received different training in academic 

writing (the mixed community). Thus the suggestion is that although the newcomers may 

acquire the conventions of the new local community, the influence of the former 

community could well continue to have an effect on their writing. 

Table 28 The number of theses containing each move and metatexts in the five groups 

 Move 1 Move 2A Move 2B Move 3 Move 4 Metatext 

CEC   (n=30) 26 (87%) 21 (70%) 29 (97%) 30 (100%) 30 (100%) 29 (97%) 

CENZ (n=10) 10 (100%) 5  (50%) 10 (100%) 10 (100%) 10 (100%) 9  (90%) 

OENZ (n=20) 19 (95%) 12 (60%) 20 (100%) 19 (95%) 20 (100%) 18 (90%) 

CEUS (n=10) 9  (90%) 7  (70%) 10 (100%) 9  (90%) 9  (90%) 9  (90%) 

OEUS (n=20) 17 (85%) 10 (50%) 20 (100%) 11 (55%) 20 (100%) 18 (90%) 

Table 28 shows the presence of each move and metatexts in the five groups (see Table 26). 

As shown in the table, all moves have been used by a considerable number of students in 

each group: Move 1 Familiarising Readers with the Field occurs in over 85% of theses in 

each group and is more popular among students in New Zealand. Move 2A Providing 

Practical Rationales is the least used move in all the five groups, appearing in 70% of the 

theses written by Chinese students in China and America and 50-60% in the other three 

groups. Move 2B Providing Empirical Rationales is an obligatory move that appears in 

nearly all theses (89/90)
6
. The occurrence of Move 3 Establishing a Theoretical 

Framework is the most diverse, with 100% or 95% of theses from the China and New 

Zealand community exhibiting this move, compared with only 55% of theses in the OEUS 

group. Move 4 Presenting the Study is the second most widely used move that occurs in 

89 out of 90 theses. Metatexts, which serve the distinctive functions of stating intentions 

                                                 
6 In Study 3, the use of Move 2a Providing Practical Rationales and Move 2b Providing Empirical Rationales are 

described separately because it was found that the groups (e.g. CEC) that give more practical rationales use less 

empirical rationales and vice versa (e.g. OEUS). When combining Move 2a and 2b together, the differences in the two 

sub-moves neutralize each other. The overall difference in Move 2 became unclear.  
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and providing an overview or summary of the content, also has a wide distribution among 

theses, occurring above 90% in all five groups. 

The number of occurrences of each move is, in fact, not the best measure when comparing 

the use of moves among the different groups. As shown in Table 28, all other moves 

(including metatexts) apart from the second one have been used in above 85% of theses in 

each group. Close examination of the theses shows that the real difference in the use of 

moves lies in the proportion of the opening section assigned to fulfil each function. For 

example, a writer may use 3% or 30% of the opening section to familiarise readers with 

the field. Therefore, to reveal the influence of ethnicity and local community on genre 

practices, the inter-group comparisons are made based on the standardized length of the 

move. The standardized length is simply the number of words of each move divided by the 

total number of words in the opening section. 

Table 29 The median of standardized length of each move in the five groups 

 Move 1 Move 2a Move 2b Move 3 Move 4 Metatexts 

CEC .10 .03 .21 .47 .03 .04 

CENZ .08 .01 .26 .43 .05 .06 

OENZ .11 .01 .31 .32 .05 .05 

CEUS .06 .03 .32 .33 .04 .03 

OEUS .05 .01 .56 .15 .07 .04 

Table 29 shows the median of the standardized length of each move in the five groups. As 

can be seen, the median of the standardized length of Chinese overseas groups is typically 

between that of the Chinese students writing in English in the China (CEC) group and 

other students in the same local community. Thus, the standardised length of moves 

of Chinese students writing in English in New Zealand (CENZ) is between that of CEC 

and Other students writing in English in New Zealand (OENZ). And the move length of 

Chinese student writing in English in the US (CEUS) is between that of CEC and Other 

students writing in English in the US (OEUS). This indicates that the writing of Chinese 
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overseas students is influenced both by the genre conventions in the new host community 

(NZ or US) and the former community (China).  

We examine the performance of CENZ and CEUS in comparison with CEC, OENZ and 

OEUS. A Mann-Whitney U test reveals that the main differences between the China 

sub-corpus and New Zealand sub-corpus are associated with Move 2B (U=286.00, 

z=-2.43, p<.05, r=-.31) and Move 3 (U=259.50, z=-2.82, p<.01, r=-.36). As shown in 

Figure 19, the standardized length of Move 2b in texts written by CENZ (Mdn=.26) is also 

between that of CEC (Mdn=.21) and OENZ (Mdn=.31), and the standardized length of 

Move 3 in texts written by CENZ (Mdn=.43) lies between that of CEC (Mdn=.47) and 

OENZ (Mdn=.32). Again, this is taken as an indication that the writing of Chinese 

students in New Zealand is under the influence of both the former and the current 

communities. 

  

Figure 19 A comparison of CEC, CENZ and OENZ 

This dual influence is also true for Chinese students in America whose writing can be seen 

to be situated between that of CEC and OEUS. A Mann-Whitney U test reveals the 

differences between the China and America sub-corpora lie in Move 2B Providing 

Empirical Rationales (U=212.00, z=-3.52, p<.001, r=-.45), Move 3 Establishing a 

Theoretical Framework (U=187.50, z=-3.89L, p<.001, r=-.50), and Move 4 Presenting 

the Study (U=314.50, z=-2.02, p<.05, r=-.26). As shown in Figure 20, the standardized 

length of Move 2B in texts written by CEUS (Mdn=.32) is between CEC (Mdn=.21) and 
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OEUS (Mdn=.56), and the standardized length of Move 3 Establishing a Theoretical 

Framework in texts written by CEUS (Mdn=.33) is also between CEC (Mdn=.47) and 

OEUS (Mdn=.15). For Move 4 Presenting the Study, though the median of the 

standardized length of the texts written by CEUS (Mdn=.03) equals that of CEC 

(Mdn=.03), the range of CEUS (.00, .12) resembles that of OEUS (.01, .12), suggesting 

similar degree of variation. 

Move 2B 
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Empirical 

Rationales 

 

Move 3 

Establishing a 

Theoretical 

Framework 
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Move 4 

Presenting the 

Study 

 

Figure 20 A comparison of CEC, CEUS and OEUS 

The similarity between the genre practices of Chinese students in overseas communities 

and Chinese students in China may well be due to the continuing influence of the genre 

conventions of the former community, which may then have contributed to the 

diversification of move patterns in the New Zealand and America sub-corpora (see Figure 

18) since many of writers did their undergraduate studies in a different academic 

community. 

Statistical tests are conducted to see which community the Chinese overseas students 

incline to in terms of the rhetorical structure of their writing, i.e. their current or former 

community. In assessing this, the researcher examines the influence from current and 

former communities separately. 

Influence from the current community 

The first comparison is among the three groups of Chinese students located in three local 

communities (i.e. CEC vs. CENZ vs. CEUS). That is, the students belong to the same 

former community (i.e. China) but different current communities. Therefore, any 

difference identified is likely to be associated with the influence of the current 
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communities. A MANOVA test was performed and based on Pillai's Trace
7
, there is a 

significant effect of the difference in current communities on the standardized length of 

moves in the writing of the students, V=0.58, F (12, 86)=2.98, p<.01. Significant 

differences were revealed between CEC and CENZ (V=0.45, F (6, 33)=4.53, p<.01) as 

well as CEC and CEUS (V=0.30, F (6, 33)=2.43, p<.05). A post-hoc test of Fisher's least 

significant difference (LSD) reveals five significant differences, mainly between CEC and 

the two overseas groups (see Table 30).  

Table 30 Significant differences revealed by the post-hoc test (LSD) 

Move Groups p value 

Move 2A Providing Practical Rationales CEC vs. CENZ <.05 

Move 2B Providing Empirical Rationales CEC vs. CEUS <.05 

Move 3 Establishing a Theoretical 

Framework 

CEC vs. CEUS <.05 

Move 4 Presenting the Study CEC vs. CENZ <.05 

Metatexts CEC vs. CEUS <.05 

Influence from the former community 

The second comparison is among the groups in the same current community but a 

different former community (i.e. CENZ vs. OENZ; CEUS vs. OEUS). Since the 

comparison is between students belong to the same current community, any difference 

identified is likely be related to the influence of the former community. As mentioned 

above, since there are few international students studying Applied Linguistics in China, 

this comparison is only conducted for students located in the NZ and US community. 

Based on Pillai's Trace, there was no significant effect of former community on the 

standardized length of moves in the writing of students in the same local community (for 

CENZ vs. OENZ, V=0.18, F (5, 24)=1.06, p=.40; for CEUS vs. OEUS, V=0.35, F (6, 

                                                 
7 Pillai’s Trace is one of the multivariate measures and is considered to be the most powerful and robust one. It is the 

sum of the proportion of explained variance on discriminant functions. 
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23)=2.14, p=.08), indicating the influence of the genre conventions of the former 

community are not strong enough to cause a statistically significant difference. 

Combining the results of the two comparisons, we can see that students of the same 

current community form a more cohesive group in terms of genre practice than students of 

the same former community. Obviously, the genre practices of overseas Chinese students 

incline to the conventions of their current community rather than the former. Although 

individual differences were observed between students in the same local community, they 

still form a relatively cohesive group. Figure 21 shows the result of a discriminant analysis 

which plotted the 90 opening sections using the standardized length of the four moves and 

the metatext of each text in a reduced multi-dimensional graph. As shown in the figure, 

though the plots of the three groups disperse in the graph, each of the group has their own 

corner, i.e. the plots of the theses written in the China group tend to appear in the upper left, 

the America plots in the upper right, while the New Zealand plots in the lower middle, 

gathering around their group centroid, which is shown as squares. 

Two discriminant functions contributing to the variation between groups was revealed. 

The first explained 66.2% of the variance, canonical R
2
=.29, and the second explained 

33.8%, canonical R
2
=.18. In combination these discriminant functions significantly 

differentiated the local community groups, Λ=.58, X
2
 (12)=45.73, p<.001. After 

removing the first function, the second function alone also significantly discriminates the 

three groups, Λ=.83, X
2
 (5)=16.28, p<.01. The correlations between outcomes and the 

discriminant functions revealed that Move 2b Providing Empirical Rationales, Move 3 

Establishing a Theoretical Framework and Move 4 Presenting the Study loaded more 

highly on the first function, which discriminated the China group from the America group 

(Move 2b: r=.78, Move 3: r=-.77, Move 4: r=.43); Metatext loaded fairly highly on the 

second function, which differentiated the New Zealand group from the other two groups 

(r=-.63, for the first function: r=.10). 
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Figure 21 Combined groups plot 

5.3.2.2 Research Traditions 

Based on the definition of the three research approaches provided by Ellis (2012), the 

researcher labelled the theses “confirmatory”, “descriptive” or “hybrid” in the process of 

data collection. It was found that some students who did confirmatory research, rather 

than formulating hypotheses based on theories made predictions about relationships 

between variables according to their own learning or teaching experience (e.g. 

Guinn-Collins, 2011). Since these researchers had a clear idea about the variables that 

they were going to examine and a prediction about the relationship between variables 

prior to conducting the study, their theses were also labelled as confirmatory research. The 

theses were sampled randomly and thus are unbalanced in terms of research type. As 

shown in Table 31, 41 theses out of 90 are confirmatory research, 39 are descriptive 

research and 10 are hybrid (If a study is mainly confirmatory but has a small portion of 
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descriptive research, it is still labelled as confirmatory rather than hybrid.). Two thirds of 

theses in the China sub-corpus are confirmatory research, which is the most popular 

research type in the Chinese community, while descriptive research is the most popular 

research type in the New Zealand and America communities with half of the theses in each 

of the two communities falling under this category. 

Table 31 The distribution of texts over research traditions 

 China New Zealand America Total 

Confirmatory 20 9 12 41 

Descriptive 9 15 15 39 

Hybrid 1 6 3 10 

Total 30 30 30 90 

Because of the unbalanced distribution of texts among the three research traditions in each 

local community and the sparseness of data, a statistical test was conducted among the 

three research traditions without distinguishing the community in which the texts were 

written. A Kruskal-Wallis test shows no significant difference in any of the five moves or 

metatext. In other words, there is no big difference in the move structures between the 

opening section of theses reporting confirmatory and descriptive research, or 

confirmatory and hybrid research, or descriptive and hybrid research. The Research 

tradition is not a major contribution to the individual variation shown in Table 7. 

5.3.2.3 Time 

In the China sub-corpus, a Kruskal-Wallis test reveals a significant difference in the 

standardized length of Move 3 Establishing a Theoretical Framework over the 3 years in 

the China Applied Linguistics community (X
2
=9.30, df=2, p<.05). As shown in Figure 22, 

on average, the standardized length of Move 3 is the longest in the theses submitted in 

2009 (Mdn=.58, Interquartile range: .49, .68) and reduces considerably in 2011 (Mdn=.39, 

Interquartile: .29, .53) and 2013 (Mdn=.43, Interquartile range: .40, .51). Although the 

median of standardized length in 2011 is shorter than that in 2013, the range of the length 
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of Move 3 in the theses of 2013 is much smaller than that of 2011, suggesting that the 

practice of thesis writers of 2013 is more congruent, apart from the outlier. Because of the 

small sample size, the finding can be only seen as preliminary, but it leads to the 

interesting speculation that the thesis writers in the China community are reducing the 

proportion of theoretical foundations in their thesis, and writing more like their peers in 

the English-medium communities. 

 

Figure 22 The boxplot of the distribution of Move 3 over time in the China Applied Linguistics 

community 

In the America sub-corpus, a Kruskal-Wallis test reveals significant differences in Move 1 

Familiarising Readers with the Field (X
2
=6.39, df=2, p<.05) and Move 2A Providing 

Practical Rationales (X
2
=6.92, df=2, p<.05) over the 3 years in the America sub-corpora. 

As shown in Figure 23, the standardized length of Move 1 in theses submitted in 2013 

(Mdn=.15) is longer than that in 2009 (Mdn=.04) and 2011 (Mdn=.04). The MA students 

who submitted in 2011 (Mdn=.00) give less practical rationale than those in 2009 

(Mdn=.06) and 2013 (Mdn=.04). Again, the sample size is quite small and the significant 

differences may be influenced by sampling errors. However, it may show the tendency of 

American students to pay more attention to introducing the basics to their expected 

audience and putting in more effort to advertise their research. As suggested by Ayers 
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(2008), this may be related to the change of target audience from experts and peers in their 

own community to general readers such as researchers from other discipline, language 

learners, or language teaching practitioners. These results are suggestive and interesting, 

but, clearly, further research is needed to investigate these types of changes over time. 

 
 

Figure 23 he boxplot of the distribution of Move 1 & 2A over time in the America Applied Linguistics 

community 

The results of present study reveal the extent of individual variation within each local 

disciplinary community and explore some possible factors to account for that variation. In 

the following section, the consequences of these findings for research on genre analysis 

are discussed. 

5.4 Discussion 

When investigating genre conventions of English-medium communities, previous studies 

typically collect writings of native or near-native speakers of English, who are deemed to 

be representative of the community (e.g. Loi & Evans, 2010; Sheldon, 2011; Zhao & Wu, 

2013). However, with the increasing global mobility, international students have taken up 

a considerable portion of the student body (Tardy, 2009). Native English speakers may no 

longer be uncritically taken to be the most representative students of the community, 

especially at the postgraduate level. While taking samples from a mixed community 

admittedly introduces more variables, this seems preferable to the practice of only taking 
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samples written by native speakers, based on the assumption that the community of 

practice is monolithic. This study shows that although students in the same local 

community are relatively cohesive in terms of genre practice, they do not form a 

homogenous group and individual differences can be accommodated within the norms of 

the community. As shown above, the influence from former communities is one source of 

individual variation in genre practices.  

More generally, the researcher would argue for more of a focus on individual differences 

as an additional level of analysis when investigating the genre conventions of a particular 

community. Based on the findings reported above, some broader issues to be considered 

in future investigation of individual differences in genre practices are discussed. 

5.4.1 Types of Communities Based on Individual Variation 

Our study adopts the small culture paradigm proposed by Holliday (1999) and groups 

communities based on the members’ social experience rather than essential features such 

as ethnicity or nationality. The findings shows greater individual variation in the genre 

practice of the mixed community compared with that of the uniform community and the 

researcher has suggested that this can be attributed to the influence from the genre 

conventions of former communities that the international students belonged to.  

Factors such as aptitude, personality, learning style etc. associated with individual 

differences as described in the language acquisition literature are less likely to have an 

influence on genre conventions, which involve the writing of more advanced students and 

which are more social than cognitive. Gender might be one variable that could influence 

the rhetorical structure of the MA theses. The research design was not established to 

examine gender as a variable, but a post-hoc analysis shows no significant differences in 

moves by male and female writers. Although the closest to a significant difference is 

Move 4, Presenting the Study, which tends to be longer in the writing of males than 

females, the situation is not at all clear since there is considerable variation and a couple of 

outlier females had high values for the standardized length of this move.  
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The genre conventions associated with communities must, ultimately, be influenced by 

the practices of expert members of the community, whether directly through instruction 

and feedback or indirectly through the writing of books and research articles. Previous 

informal research has indicated, not surprisingly, that supervisors and influential members 

of the community have both direct and indirect influence on the structuring of academic 

writing. The present study has some tentative findings on the impact of influential 

members of the community, which was presented here as a topic for further research. In 

this study, 12 out of 30 writers in New Zealand included their personal experience when 

familiarising readers with their research, whereas only two students in China and five 

students in America did so. An informal talk with one of the New Zealand students 

revealed that the reason for the inclusion of her personal experience in the writing was due 

to a leading figure in the community who is very interested in the use of narrative enquiry. 

This person encouraged her to narrate her own story with respect to the research topic and 

articulate her position an insider in the research she was undertaking. This is one possible 

example of the manner in which distinctive genre conventions come about in a local 

community although no doubt in other communities the influence is more indirect.  

5.4.2 Individual Differences and Genre-based Pedagogies 

Dörnyei & Skehan (2003) suggest that one motive for investigating individual differences 

is to incorporate the findings into language learning activities in order to optimize 

language learning outcomes by tailoring teaching activities based on learner 

characteristics. For example, relying on previous studies showing that young children 

have stronger memories while older learners have better analytic abilities, Muñoz (2007) 

proposes that the classroom practice activities can draw on the strength of learners of 

different age group, that is, for younger learners teachers may provide massive instances 

of language use to enable incidental learning while for older learners language analysis 

activities can used in classroom instruction. However, integrating learner differences of 

genre practices into genre-based instruction is a more complex issue. Unlike the 
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benchmarks of grammaticality or acceptability for linguistics forms, genre practices do 

not have a clear set of norms.  

There is, however, some good motivation for pursuing investigation of individual 

differences of genre practices as a way to improve genre-based instruction for L2 students. 

Previous studies on the communication between L2 thesis writers and their supervisors 

have revealed difficulties and discontent on both sides. Jenkins, Jordan & Weiland (1993) 

surveyed 176 supervisors and the results revealed the dissatisfaction among supervisors 

with the writing of non-native students. On the other hand, Dong (1998) surveyed 137 

native and non-native graduate students and found that non-native graduate students to be 

less satisfied with the supervision and the feedback they received than the native students. 

As mentioned at the beginning, genres as a social convention with an emphasis on 

conformity may be at odds with individual style and self-expression. The social nature of 

the genre approach consolidates the power of the discourse community and may put L2 

learners at a disadvantage if they are required to “correct” their old writing conventions 

and adopt the conventions of the host community. In addition, the methodology of many 

comparative genre studies may lead to an over-emphasis on conformity and restricted 

norms. The findings of the present study highlight individual differences within each local 

disciplinary community, especially in the two mixed communities. It indicates that 

variation in genre practices among members of a community does exist and is acceptable 

since the thesis writers can be said to be successful in that they have graduated and their 

writing has been accepted by expert members of the community. Given that genre-based 

pedagogies are informed by the findings of genre analysis, it is proposed that individual 

differences and the range of variation should be included in empirical investigations of 

genre and referred to in the teaching of academic writing. 

5.5 Conclusion 

This study examines individual variation within local disciplinary communities and 

explores possible factors that may account for the variation uncovered. Statistical tests 
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show that there is no significant difference between texts following different research 

traditions (i.e. confirmatory, descriptive and hybrid). There is evidence of changes over 

time for some moves in the China and America sub-corpora. The researcher has suggested 

that the variation over time in the China community may reflect the influence of genre 

conventions of English-medium communities on non-English-medium communities. 

Traces of influence from the former academic community were observed in the writing of 

Chinese students in New Zealand and America. Apart from these factors, there may be 

other influence on genre practices that may have caused individual variation such as the 

preferences of the supervisor. The findings of the present study show that individual 

variation in genre practices exists within communities, especially those with international 

students.  
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CHAPTER 6 CONCLUDING DISCUSSION 

This chapter presents a summary of the findings by projecting the results onto the 

framework of intercultural genre knowledge proposed in the first chapter, and then 

discusses the theoretical, methodological and pedagogical implications of this study. The 

limitations are outlined and possible future research is recommended. 

6.1 Review of the Study 

Based on the framework of intercultural genre knowledge, this research examined the 

schematic structure of the opening section of Master’s Theses, and then explored the 

differences in genre practices among and within three local disciplinary communities. 

Possible explanations were explored for both the community and individual differences in 

the use of moves. Four moves were identified as the common communicative functions of 

the opening section of Master’s Theses (see Table 32). A contrastive genre analysis of the 

Master’s Theses written in the Applied Linguistics communities in China, New Zealand 

and America reveals significant differences in the length of Move 2 Providing Rationales 

for the Present Study and Move 3 Establishing a Theoretical Framework (see Table 33), 

with the students in China paying more attention to theoretical frameworks and less 

attention to rationales, especially empirical rationales than their American and New 

Zealand peers.  

Possible factors underlying the variation were explored by looking into the philosophical 

and social traditions of the three local disciplinary communities. An investigation into the 

epistemology of the communities shows differences in the way of obtaining knowledge 

between the Chinese and Western traditions. Although in both epistemological traditions, 

knowledge is regarded as the underlying rules of natural phenomena (C. Cheng, 2006; 

Rošker, 2010; 2014), in the Chinese tradition, knowledge is considered to be obtained 

through secluded meditation and intuition whereas in the Western tradition, observation 



Chapter 6 Concluding Discussion 

192 

and reasoning are the main approach to the scientific discovery of knowledge (Chang, 

1954; C. Cheng, 2006; Norton, 1982; Rošker, 2014). Therefore, empirical investigation of 

natural or social phenomena is more valued in the Western tradition. This difference may 

be used to account for the different focus of the students in China (i.e. theoretical 

frameworks) and their peers in New Zealand and America (i.e. empirical rationales). 

As for the social aspect, studies suggest that Chinese academics are not as active in 

academic socialization and cooperation as their peers in America (e.g. Teichler, Arimoto, 

& Cummings, 2013). Move 2b Providing Empirical Rationales is essentially a social 

move in that it justifies the choice of a research topic by contextualizing the study in the 

research area, relating the present study with previous ones and making space for the 

present study. Under the influence of the Chinese academic tradition, it seems reasonable 

that students in China pay less attention to reaching out to other researchers in the area and 

providing empirical rationales. 

In regard to individual differences, the two mixed communities (i.e. New Zealand and 

America) see more variation in individual genre practices than the uniform community 

(i.e. China). By comparing the writing of the overseas Chinese writers in New Zealand 

and America with that of Chinese students writing in China, I found traces of the genre 

conventions of the Chinese Applied Linguistic community in the writing of Chinese 

overseas students. Hence, the influence of former communities can be regarded as one of 

the learner factors underlying individual variation within a community. There is also 

evidence suggesting evolutionary changes over time, but further studies are needed to 

confirm the provisional findings.  
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Table 32 The Schematic Structure of the Opening Section of Master’s Theses 

Moves Steps 

Move 1 Familiarising Readers 

with the Field 

Step 1: Centrality 

Step 2: Importance 

Step 3: Context 

Step 4: Related personal experience 

Step 5: Development of the broad field 

Step 6: Theories, terms and seminal work 

Move 2 Providing Rationales Move 2A Providing Practical Rationales 

Step 1: Real-world problems and needs 

Step 2: Evidence of problems from empirical studies 

Step 3: Evidence/claim of usefulness of the topic under 

examination 

Step 4: Implications/significance/contribution 

Move 2B Providing Empirical Rationales 

Step 1a: Empirical studies in the same area 

Step 1b: Mixed findings/opinions/debate 

Step 2: Gap 

Move 3 Establishing a 

Theoretical Framework 

Step 1: Theories and constructs 

Step 2: Theoretical framework of the present study 

Move 4 Presenting the Study Step 1: Aims 

Step 2: Research questions 

Step 3: Research design 

Step 4: Limitations 

Step 5: The role of the author in the research 

Step 6: Research journey 
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Table 33 Intercultural Genre Knowledge of Master’s Thesis 

 Differences in China New Zealand America 

Community 

Level 

Form and Content Move 1 16% 12% 12% 

Move 2A 6% 5% 5% 

Move 2B*** 21% 34% 46% 

Move 3*** 50% 35% 26% 

Move 4* 3% 5% 6% 

Metatext* 4% 5% 4% 

Community Factors Epistemological 

tradition 

Knowledge is the general, 

long-lasting and enduring 

principles underlying 

ever-changing phenomena. 

 

A relational approach is 

adopted to discover 

structures and relations. 

 

Knowledge can be 

obtained through intuition 

and mediation. 

Knowledge is justified true belief. 

 

 

 

 

A naturalistic approach is adopted to discover 

facts and theories. 

 

 

Knowledge can be obtained through 

experience and reasoning. 

Social tradition Compared with scholars in other countries, Chinese academics are less 

involved in socialization and cooperation activities. 

Individual Level Form and Content Uniform distribution Mixed 

distribution 

Mixed distribution 

Learner Factors Evolutionary change Former 

community 

Former community 

Note: *=significant at p<.05 level; ***=significant at p<.001 level 
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6.2 Theoretical Implications 

The research added an intercultural dimension to the investigation of genre knowledge. 

Although I only examined one genre, the types of knowledge identified are ubiquitous in 

other academic genres for the purpose of intercultural communication. Therefore, the 

framework of genre knowledge for intercultural communication established in the present 

study can be of use in future investigation of other genres. 

The examination of individual differences in genre practices reveals noticeable variation 

within the three local disciplinary communities. It highlights the importance of taking 

individual variation into account in genre-based pedagogies. The findings lead to a 

reassessment of community genre practices, which has in the past often been idealized as 

monolithic and homogenous. 

6.3 Methodological Implications 

6.3.1 Emic View and Genre Analysis 

The method used in the study can be employed in the analysis of other genres. Study 1 

investigates the schematic structure of Master’s Theses. To gain an insider’s view, 

previous studies typically solicit the practicing members' views by interviewing or 

consulting specialist informants, who typically hold varied opinions, making the validity 

and reliability of findings hard to check. I propose a different approach to obtain an 

insider’s perspective in genre analysis, namely analysing the metatexts of theses which are 

employed by writers to describe and justify the organization of the main text. A thematic 

analysis of metatexts reveals a new move compared with previous models, namely 

Establishing a Theoretical Framework. Based on the functions identified in metatexts, 

this study analyses the schematic structure of thirty thesis opening sections and provides a 

genre-based description of these initial chapters. Although the study examines only one 

academic genre, I believe that the way of gaining emic views is relevant to a range of 

academic and non-academic genres since the use of metatexts in writing is common across 

genres. 
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6.3.2 Rethinking the grouping criteria of Contrastive Genre Analysis 

Contrastive genre analysis is one of the important methods for investigating intercultural 

genre knowledge. By comparing texts of the same genre written in different communities, 

researchers or learners can identify variation of genre practices between communities. The 

criteria of how the contrast groups were formed vary among contrastive genre analysis 

studies. As reviewed at the beginning of the second study, previous studies often use the 

language of the samples or the writer’s first language as the grouping criteria. Journals in 

which the texts were published were also used as the grouping criterion in some studies. 

The present study proposes that the local community, a concept based on Holliday’s small 

culture paradigm (1999), may serve as a better criterion in contrastive genre analysis.  

6.3.2.1 Small culture paradigm and contrastive genre analysis 

The findings of the present study support the adoption of the small culture paradigm in 

doing contrastive genre analysis. As mentioned above, the small culture paradigm is 

associated with cohesive behaviour, whereas the large culture paradigm is related to 

essential features such as ethnicity (Holliday, 1999). Previous genre analyses, 

which contrast writings in different languages written by native speakers (Language A vs. 

Language B) or compare English writings written by native speakers of English and 

non-native speakers (NSE vs. NNSE), mainly follow the large culture paradigm, grouping 

writings based on authors' first language or ethnicity, which are essential features that 

authors are born into and fixed. Although significant differences in genre conventions 

were identified among the Applied Linguistics communities of China, New Zealand and 

America, the present study did not find significant differences between Chinese students 

in New Zealand and other students in the local community, nor between Chinese students 

in America and other students in the local community, suggesting that overseas Chinese 

students may have acquired their local genre conventions. The findings of the present 

study corroborated those of Römer (2009), who compared the use of phraseological items 

between the writing of NS and NNS apprentice academic writers as well as between 

apprentice and expert academic writers. Since noticeable differences were observed 

between apprentice and expert writers rather than NS and NNS apprentice writers, Römer 
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suggests that nativeness is a less important factor to consider in the research of advanced 

academic writing than expertise.  

Since the 20 overseas Chinese students all did their undergraduate studies in China and 

almost all undergraduate students in Arts are required to write dissertations to get their 

bachelor's degree, they have knowledge of the genre conventions of the Applied 

Linguistics community in China. However, the findings of the present study suggest that 

the 20 overseas Chinese students acquired some new genre knowledge from the current 

community since their writings share many similarities with the rest of the students in the 

same local community. Therefore, as suggested by Holliday, individuals' cultural 

knowledge (in this case, genre knowledge) is dynamic and may change according to 

individuals' cultural experience. The present study shows that there is no absolute 

relationship between one's ethnicity and genre practices, suggesting that small culture 

paradigm makes more sense in the examination of genre conventions of a community. 

In sum, the findings of the present study show that the genre practices of Chinese overseas 

students align with students of the same local community rather than Chinese students 

located in other communities, indicating that the genre conventions of a local community 

exert greater influence on individual's genre practices than their ethnic background. 

Therefore, when examining genre conventions of a particular community, the writing of 

members of non-native speakers may be as representative as native speakers and thus it is 

perhaps not necessary to only include native speakers' writing in contrastive genre 

analysis. 

6.3.2.2 Local community 

As mentioned above, though the small culture paradigm breaks the association between 

nation/ethnicity with culture, it does not deny that people in the same country or of the 

same ethnicity may share similar experiences and thus form a community of cohesive 

behaviour. On the contrary, since people who live in the same country share similar 

experiences, their behaviour is bound to be influenced by the same set of socio-cultural 
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factors. The fundamental difference between large and small culture lies in using essential 

features or cohesive behaviour to define a community. 

Although the present study did not find significant differences between overseas Chinese 

students and their peers in the same local community (i.e. the Applied Linguistics 

communities in New Zealand and America), the present study did reveal a significant 

difference in the genre conventions of the three local Applied Linguistics 

communities (V=0.46, F (12, 166)=4.12, p<.001), indicating that national variations of a 

disciplinary community does exist at the local community level. In other words, no 

significant differences were identified at the individual level within the same local 

community, but significant differences were revealed at the local community level. 

Therefore, previous contrastive genre analyses do have a point to contrast the genre 

conventions in different nations.  

A local community refers to the intersection of a disciplinary community and a national 

community (see Figure 24). The present study compares the genre conventions of three 

local communities, namely China, New Zealand and America local communities. They 

are the intersections of the Applied Linguistics disciplinary community and the three 

national communities. The concept of local community is formed on the basis of the small 

culture paradigm in that the members of the community are identified according to 

cohesive behaviour, in this case, genre practices, rather than nationality or ethnicity.  

In addition, the present study is perhaps one of the first major investigations into 

individual differences in genre practices. The method of corpus-based analysis of 

individual differences in genre practices reported in Study 3 can be used in future research 

in this area. For instance, the influence of learner factors such as gender, motivation and 

age on genre practices can be examined through corpus comparison. Line charts (see 

Figure 18) and discriminant analysis can be used to explore the genre variation patterns of 

a group of writers. 
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Figure 24 Local Community 

6.4 Pedagogical Implication 

The findings of the present study can be used in syllabus design and curriculum 

development for post-graduate second language writing in both ESL and EFL context.  

Studies reveal that learners’ understanding of genre knowledge is closely related to their 

writing production (A. Cheng, 2008a; Tardy, 2009; Zhang, 2013). For example, Cheng 

(2008a) described a genre-based classroom instruction on how to write research articles 

and reported the learning outcome of a second-year doctoral student in Finance and 

Business Studies. According to Cheng, the generic features that the student identified 

when analysing sample texts were incorporated in her own writing, indicating that there is 

a close relation between knowing genre conventions and using them in practice. Therefore, 

it is hoped that the genre knowledge framework developed in the present study can be 

useful in the design and implementation of genre-based instruction. 

Genre knowledge can be acquired implicitly through participation in community practice 

(Belcher, 1994; Casanave, 1995; Dong, 1998; Flowerdew, 2000; Pessoa, Miller, & Kaufer, 

2014; Rounsaville, 2014; Spack, 1988; Tardy, 2005) or explicitly in instructional settings 

(C. Cheng, 2006; de Oliveira & Lan, 2014; Swales & Lindemann, 2002; Yasuda, 2011; 

Yigitoglu & Reichelt, 2014). The present study explored genre knowledge that is useful in 

intercultural communication between and within local disciplinary communities. The 
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framework of the present study can be used to inform genre-based classroom instruction 

or to investigate learners’ awareness of intercultural genre knowledge as a result of 

implicit learning in community practice or explicit learning in classroom instruction. 

6.4.1 To Inform Genre-based Classroom Instruction 

According to Tardy’s review (2006) of the genre learning literature, there are considerably 

more studies on genre learning in practice-based context (47) than in instructional settings 

(13). However, genre-based instruction received increasing attention from genre 

researchers and practitioners in the last decade (especially since 2010, see Table 34). A 

systematic search in the database of Linguistics and Language Behaviour Abstracts 

(LLBA) using the combination of key words “genre”, “instruction” and “writing” returned 

263 articles published in peer-reviewed journals since 2006 (the search was conducted in 

July, 2015). By going through the titles and abstracts, I excluded articles on genre 

assessment, genre analysis, teacher training and theoretical discussion of genre instruction 

and identified 18 articles reporting genre-based writing instruction practices (See Table 34 

for the target genre, participants, teaching activities, and genre knowledge taught in each 

study). Eight types of genre knowledge were introduced in these studies, including form 

and content (18/18), purpose (6/18), intertextuality (5/18), writer & reader roles (3/18), 

process (2/18), intercultural differences (2/18), community values and beliefs (1/18) and 

discursive practice (1/18). Clearly, knowledge on form and content received most 

attention from genre practitioners, with all studies incorporated it in classroom instruction, 

whereas intercultural genre knowledge is among those aspects which are considered to be 

less important. Among the two studies which covered intercultural differences in 

classroom instruction, Yigitoglu & Reichelt (2014) investigated teaching Turkish to 

English speakers and Turkish growing up in English-speaking countries. The instructor 

asked students to compare writing in English and Turkish. The approach to introducing 

intercultural differences is more indirect in the second study, in which the instructor asked 

students to reflect on their experience of L1 and L2 reading and writing. In sum, 

intercultural genre knowledge is less covered in genre-based instruction, and a more 

systematic way of instruction is needed. It is hoped that the framework established in the 
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present study can be useful in incorporating intercultural genre knowledge into the 

syllabus design and curriculum development of genre-based writing instruction. 
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Table 34 A Key Word Map of Genre-based Instruction Studies 

Study Genre or Part-genre Participants Instruction Activities Genre knowledge 

(A. Cheng, 

2008a; A. 

Cheng, 

2008b) 

Research Article Focal student (2008a): a 

Chinese female second 

year doctoral student in 

finance and business 

studies 

Focal student (2008b): a 

Chinese male second year 

doctoral student in 

electrical engineering 

 Training in genre analysis using 

non-academic genres 

 Performing genre analysis on RA 

Introduction, Method, Discussion 

and Conclusion 

 Writing RA sections 

 Reflecting L1 and L2 reading and 

writing practices 

 Analysing discursive genres 

 Form and content  

 Purposes 

 Discursive practice 

(e.g. manuscript 

submission letter) 

 Intercultural 

differences 

(Dovey, 

2010) 

Literature Review 10 postgraduate students 

in Information 

Technology 

 Searching and reading relevant 

literature 

 Summarizing & paraphrasing 

sections of paper on topic in 

relation to tentative focus 

 Integrate information from two 

sources in relation to topic and 

evolving focus 

 Creating concept matrix 

 Writing drafts 

 Form and content 

 Purposes 

 Writer & Reader roles  

 Intertextuality  

 Process 

(Morgan, 

2010) 

Feature Article 23 fourth-grade students  Analysing the structure of feature 

articles 

 Selecting a topic you love 

 Making facts work for you 

 Form and content 

 Writer & Reader roles 
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 Crafting titles 

(Myskow & 

Gordon, 

2009) 

University Application 

Letter 

High school students  Contextual analysis 

 Textual analysis 

 Form and content 

 Community: Values 

and beliefs of the 

university and its 

faculty 

(Bitchener 

& Turner, 

2011) 

Literature Review 71 postgraduate students 

in Health and 

Environmental Science, 

Business, Design and 

Creative Technologies, 

and Applied Humanities 

 Pre-test 

 Instruction on form and content 

 Post-test 

Form and content 

(Wolfe, 

Britt, & 

Alexander, 

2011) 

IMRD structured 

technical report 

Undergraduate 

Engineering students 

 Instruction on grammatical 

structures, rhetorical goals, 

collaborative writing skills 

 Writing tasks 

 Form and content 

 Process 

(Yasuda, 

2011) 

Writing e-mails to 

perform various 

functions 

70 Japanese 

undergraduate students 

 Input task 

 Pedagogic task 

 Target task 

 Follow-up task 

 Form and content 

 Purpose 

 Writer & Reader roles 

(Yayli, 

2011) 

 E-mail 

 Recipe 

 CV 

 Letter of 

complaint 

6 Turkey first year 

undergraduate students 

 Planning learning 

 Sequencing learning 

 Supporting learning 

 Assessing learning  

(Hyland, 2007) 

 Form and content 

 Purpose 

 Writer & Reader roles 
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 Informative 

essay 

 Argumentative 

essay 

Chen & Wu, 

2012 

Summary 41 second year 

undergraduates 

 Setting the context 

 Modelling 

 Joint construction 

 Independent construction 

 Form and content 

 Intertextuality (Story 

grammar of the story 

to be summarized) 

(Carmichael, 

Wu, & Lee, 

2012) 

 Essays,  

 Proposal reports, 

 Academic 

presentations 

230 undergraduate 

engineering students in 

Hong Kong 

 pre-task instruction: identifying 

genre features 

 genre-production tasks: producing 

target texts 

 Form and content 

 Intertextuality 

(Harman, 

2013) 

Literacy narrative Fifth-grade students from 

Puerto Rican 

 Explicit instruction on form, 

content and intertextuality 

 Form and content 

 Intertextuality 

(Kuteeva, 

2013) 

Master’s or doctoral 

dissertation & RA 

32 postgraduate students 

in archaeology, history, 

literature, and media 

studies 

 Genre analysis tasks  Form and content 

(de Oliveira 

& Lan, 

2014) 

Procedural recounts of 

science experiments 

Upper elementary L2 

students 

Teaching-Learning Cycle (Rothery, 

1996) 

 Deconstruction 

 Joint Construction 

 Independent Construction 

 Form and content 

 Purpose 

(Mahboob, 

2014) 

Biology genres L2 undergraduate students 

in Biology 

Teaching-Learning Cycle (Rothery, 

1996) 

 Form and content 
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 Deconstruction 

 Joint Construction 

 Independent Construction 

(O'Hallaron, 

2014) 

Argumentative writing 23 fifth grade ELL 

students 

 Classroom instruction on stages or 

structural elements of 

argumentation 

 Writing tasks 

 Form and content 

(Ramos, 

2014) 

Persuasive Essays 20 adolescent ESL 

learners (15-20 years old) 

 Building Field 

 Preparing to Read 

 Detailed Reading 

 Joint Construction 

 Individual Construction 

 Form and content 

 Purpose 

(Yigitoglu & 

Reichelt, 

2014) 

 News article 

 Cover letter 

19 students enrolled in a 

Turkish program 

 Instruction on form and content 

 Reading authentic texts 

 Writing 

 Comparing cover letters in English 

and Turkish 

 Form and content 

 Intertextuality 

 Intercultural 

differences 
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6.4.2 To Assess Learners’ Genre Knowledge Acquired from Explicit or Implicit 

Learning 

Theories of genre knowledge have been used to evaluate the results of learning in both 

instructional and practice-based settings. For example, Zhang (2013) coded 40 texts 

written by five EFL Business students with the four types of genre knowledge proposed 

by Tardy (2009), namely formal, process, rhetorical and subject-matter knowledge. By 

comparing the genre knowledge possessed by students and that deemed to be important by 

eight international business professionals, Zhang identified differences between students’ 

practice and the expectations from professionals in the field. Similarly, the two-level 

framework of intercultural genre knowledge developed in the present study can be also 

used to investigate learners’ awareness on genre variation between L1 and L2 

communities. 

6.5 Limitations and Future Research 

The present study aims to explore the variation in the use of moves between and within 

local communities. It was limited by several constraints.  

The sample size of this research is not large enough to generate normally distributed data 

at the step level. Even at the move level, winsorizing techniques were employed to reduce 

extreme values in order to meet the requirements of the test of MANOVA. Increasing the 

sample size of each group could have made the statistical comparison of steps possible. 

The research is limited to one discipline (i.e. Applied Linguistics). Given that there is 

more collaboration in research activities in hard sciences, we do not know if the writing of 

science and engineering students in the three local communities would demonstrate 

similar variation patterns as in Applied Linguistics. Further research can be conducted to 

check the variation pattern in other disciplines. 

The sample texts in the New Zealand sub-corpus were collected from two New Zealand 

universities located in Auckland. At the time of data sampling, with the help of the subject 

librarian, the researcher only managed to obtain Master’s Theses from two universities in 
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New Zealand. The theses in one of the universities only existed in hard copies. Scanning 

and optical character recognition were conducted to transform the theses into 

computer-readable format. The representativeness of the samples makes the 

generalizability of the findings related to the whole New Zealand community problematic. 

This research only examined the individual variation in one uniform community, i.e. 

China, which is famous for its collective culture. Thus the pattern of reduced variation of 

the uniform community might be related to the specific culture of this community. Further 

studies are needed to check the generalizability of the findings on the variation pattern of 

other examples of a uniform community. In addition, the top-down approach of 

examining the contributing factors of individual variation may have confined the 

identification of unexpected factors. A combination of the corpus-based approach and the 

ethnographic approach may gain a more thorough understanding of the causes for genre 

variation. Nevertheless, this research offers an initial exploration of individual differences 

in genre practices within a discourse community. The findings of the study provide 

empirical evidence against the homogeneous view of community practice implied in 

many genre-based studies. 

6.6 Final Remarks 

This study provides insights into how contrastive genre analysis can be used to promote 

mutual understanding of the genre conventions of different local communities rather than 

to teach a particular set of conventions to L2 learners. In order to correct the bias towards 

genre conventions of non-English-medium communities (in this case, China), the social 

and epistemological aspects of local communities were examined and explanations for the 

differences in the use of moves between English and non-English-medium communities 

were provided. This research also provides evidence showing that ESL learners were 

under the influence of the genre conventions of both the former and current community, 

suggesting that intercultural genre knowledge is important in both EFL and ESL context. 

  



Chapter 6 Concluding Discussion 

208 

 

  



 

209 

 

APPENDIX A: KEY WORD MAP OF GENRE ANALYSIS RESEARCH 

Author Year Discipline Section Language Genre Variation Factor Sampl

e Size 

Salager-Meyer 1992 Medicine Abstract English RA research type: 

clinical, basic, 

epidemiological 

and operative 

84 

Duszak 1994 Language Studies Introduction English vs. 

Polish 

RA first language not 

sure 

Brett 1994 Sociology Result English RA discipline 20 

Busch-Lauer 1995 Medicine Abstract English vs. 

German 

RA first language 40 

Williams 1996 Medicine AIMRD English RA not applicable 4 

Holmes 1997 History, Political Science & Discussion English RA discipline 30 
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Sociology 

Lakic 1997 Economics Introduction English  discipline 80 

Nwogu 1997 Medicine IMRD English RA not applicable 30 

Hartley et al. 1998 Psychology Abstract (structured) English RA journal 103 

Anthony 1999 Software Engineering Introduction English RA discipline 12 

Posteguillo 1999 Computer Science IRDC English  discipline 40 

Williams 1999 Medicine Result English RA discipline 8 

Jogthong 2001 Education, Medicine Introduction Thai RA discipline 40 

Samraj 2002 Wildlife behaviour vs. 

conservation biology 

Introduction English RA discipline 12 

Bunton 2002 various disciplines Introduction English Thesis 

(PhD) 

not applicable 45 

Martín Martín 2003 Psychology vs. Phonetics Abstract English vs. 

Spanish 

RA first language 160 

Fallahi et al. 2003 Language Teaching Discussion English RA discipline, journal 61 

Yang & Allison 2003 Applied Linguistics Result-Discussion-Conc

lusion 

English RA not applicable 20 
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Fakhri 2004 Social science: Political, 

Historical, Social and 

Economic Science 

Introduction English vs. 

Arabic 

RA first language 28 

Árvay & Tankó 2004 Linguistics Introduction English & 

English vs. 

Hungarian 

RA research type: 

Empirical vs. 

theoretical 

40 

Samraj 2005 Wildlife behaviour vs. 

conservation biology 

Abstract & Introduction English RA discipline 12 

Kanoksilapatham 2005 Biochemistry IMRD English RA discipline 60 

Bunton 2005 Various disciplines Conclusion English Thesis 

(PhD) 

not applicable 45 

Cross 2006 Protozoology Abstract English RA discipline 12 

Kwan 2006 Applied Linguistics Literature review English Thesis 

(PhD) 

not applicable 20 

Lim 2006 Management Method English RA not applicable 20 

Kanoksilapatham 2007 Biochemistry IMRD English vs. 

Thai 

RA first language 60 
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Mahzari & 

Maftoon 

2007 Medicine Introduction English vs. 

Persian 

RA first language 200 

Ozturk 2007 Applied Linguistics: Second 

Language Acquisition, 

Second Language Writing 

Research 

Introduction English RA discipline 20 

Martínez 2008 Biology citation related 

move-metatext 

English RA discipline 6 

Habibi 2008 Applied linguistics: ESP, 

Psycholinguistics and 

Sociolinguistics 

Introduction English RA discipline 90 

Bruce 2008 Physical science vs. social 

science 

Method English RA discipline 60 

Pho 2008 Applied Linguistics, 

Education Technology 

Abstract English RA journal 30 

Ayers 2008 Science (Nature) Abstract(revolution) English RA time 32 

Amirian & 2009 Applied Linguistics Discussion English vs. RA first language 60 
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Tavakoli Persian 

Hirano 2009 Applied linguistics: English 

for specific purpose 

Introduction English vs. 

Brazilian 

Portuguese 

RA first language 20 

Ansarin & 

Rashidi 

2009 Applied Linguistics Abstract NSE vs. 

NNSE 

Persian 

RA first language 60 

Atai et al. 2009 Applied Linguistics (English 

for specific purpose, 

psycholinguistics, 

sociolinguistics) 

Introduction English RA discipline 90 

Bruce 2009 Sociology, Organic 

Chemistry 

Result English RA discipline 40 

Basturkmen 2009 Language Teaching Result:Commenting on 

results 

English RA experience; 

genre; discipline 

20 

Rezaee & 

Sayfouri 

2009 Medicine IMRD NNS 

Iranian 

RA not applicable 64 
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Li & Ge 2009 Medicine IMRD English RA time 50 

Duenas 2010 Business Management Introduction English vs. 

Spanish 

RA first language 24 

Rashidi & 

Ghaffarpour 

2010 Human Science IMRD English vs. 

Persian 

RA first language 78 

Huang, Xu & 

Yang 

2010 Material Science Introduction English vs. 

Chinese 

RA first language 20 

Loi 2010 Educational Psychology Introduction English vs. 

Chinese 

RA first language 40 

Loi & Evans 2010 Educational Psychology Introduction English vs. 

Chinese 

RA first language 40 

Hu 2010 Applied Linguistics Literature review English vs. 

Chinese 

RA first language 80 

Dong & Xue 2010 Linguistics Abstract NSE vs. 

NNSE 

Chinese 

RA first language 20 

Sayfouri 2010 Medicine Introduction & NS RA first language 96 
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Discussion American 

vs. NNS 

Iranian 

Lim 2010 Applied Linguistics, 

Education 

Result: Commenting on 

results 

English RA discipline, 

research type 

30 

Al-Ali & 

Sahawneh 

2011 Linguistics Abstract English vs. 

Arabic 

Thesis 

(PhD) 

first language 100 

Sheldon 2011 Applied Linguistics Introduction NS vs. NNS RA first language 54 

Tseng 2011 Applied Linguistics Abstract English RA not applicable 90 

Ghafarpour 2011 TEFL, Astrophysics Abstract English RA discipline 120 

del Saz Rubio 2011 Agricultural Science Introduction English  discipline 28 

Williams 2011 Biochemistry Discussion English RA research type 128 

Candarli 2012 Education Abstract English vs. 

Turkish 

RA first language 40 

Yaghoubi-Notash 

& 

Tarlani-Aliabadi 

2012 Applied Linguistics Abstract English vs. 

Persian 

RA first language 80 
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Morales 2012 Applied Linguistics Conclusion NNSE 

Philipino 

vs. NNSE 

Japanese 

RA first language 16 

Kafes 2012 Education Abstract NSE vs. 

NNSE 

Turkish, 

Taiwanese 

RA first language 138 

Zhang, Thuc & 

Pramoolsook 

2012 Agricultural Science Abstract NNS 

Vietnamese 

RA first language 20 

Basturkmen 2012 Dentistry Discussion English RA discipline 10 

Kanoksilapatham 2012 Engineering: 3 

subdisciplines  

Introduction English RA discipline 180 

Kanoksilapatham 2012 Biomedical Engineering 

(empirical) 

Introduction & Method English RA discipline 60 

Lim 2012 Management Introduction: establish a 

niche 

English  discipline 30 
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Talebinezhad & 

Arbabi 

2012 Medicine Abstract English vs. 

Persian 

RA journal 64 

Briones 2012 Philosophy Introduction NNS 

English 

Philippine 

RA not applicable 30 

Mur-Dueñas 2012 Management Introduction: Creation 

of research space & the 

statement of limitation 

English RA not applicable 24 

Kwan 2012 Information System: hard 

and soft end 

Literature review English  RA paradigm 80 

Alotaibi 2013 Education Psychology, 

Sociology 

Abstract, Introduction English vs. 

Arabic 

RA first language 40 

Zhao & Wu 2013 Medical Science Abstract NSE vs. 

Chinese 

RA first language 100 

Cortes 2013 various disciplines Introduction English RA not applicable 1milli

on 

words 
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Doró 2013 English or American studies Abstract Hungarian 

English 

Thesis 

(underg

rad) 

not applicable 52 

Alhuqbani 2013 Law, Linguistics, Medicine 

and Police 

Abstract Arabic RA discipline 40 

Arizavi, Shokouhi 

& Mousavi 

2013 Persian language and 

literature, Teaching English 

as Foreign Language, 

Veterinary Medicine, 

Microbiology, Chemistry, 

Geology 

Abstract NNSE 

Persian 

Disserta

tion 

discipline 120 

Saboori & 

Hashemi 

2013 Applied Linguistics, 

Applied Economics, and 

Mechanical Engineering 

Abstract English RA discipline 63 

Suntara & Usaha 2013 Applied Linguistics, 

Linguistics 

Abstract English RA discipline 200 

Dujsik 2013 Applied Linguistics Discussion English RA discipline 50 



Appendix A 

219 

Ketabi & 

Rahavard 

2013 Social Studies, Philosophy 

& Biology 

Introduction NNSE 

Iranian 

Thesis 

(master) 

discipline 24 

Salahshoor & 

Sharifi 

2013 Education & Economics Introduction Persian RA discipline not 

sure 

Arsyad 2013 Social Sciences, Humanities Method Indonesian RA discipline 51 

Amnuai & 

Wannaruk 

2013 Applied Linguistics Conclusion English vs. 

Thai 

RA journal 40 

Niu 2013 various disciplines Abstract Chinese vs. 

English 

RA language/journal 252 

Talebzadeh, 

Samar, Kiany & 

Akbari 

2013 Psychology Abstract Persian vs. 

English 

RA language/journal 100 

Shahriari Ahmadi, 

Ghonsooly & 

Hosseini Fatemi 

2013 Applied Linguistics Introduction & literature 

review 

NS vs. NNS 

Iranian 

RA not applicable 400 

Kanoksilapatham 2013 Civil Engineering Abstract English RA not applicable 60 

Stoller & 2013 Chemistry All English RA not applicable 10 
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Robinson 

Liu & Lim 2013 Economics Conclusion English RA not applicable 40 

Martín & León 

Pérez 

2014 Health Sciences and 

Humanities/Social Sciences 

Introduction English vs. 

Spanish 

RA first language, 

discipline 

160 

Behnam & 

Golpour 

2014 Applied Linguistics, 

Mathematics 

Abstract Iranian vs. 

NSE 

RA first language, 

disciplinary 

40 

Jahangard, 

Rajabi-Kondlaji 

& Khalaji 

2014 Applied Linguistics, 

Mechanical Engineering 

Conclusion NSE vs. 

NNSE 

Iranian 

RA first 

language/discipli

ne 

40 

Mozaheb, Saeidi 

& Ahangari 

2014 Medical Science Method & Result NSE vs. 

NNSE 

Iranian 

RA first language 40 

Saeeaw & 

Tangkiengsirisin 

2014 Applied Linguistics, 

Environmental Science 

Abstract English RA discipline 200 

Aslam & 

Mehmood 

2014 Natural and Social Sciences Conclusion Pakistani RA discipline 50 

Bruce 2014 Applied Linguistics, Introduction English RA discipline 30 
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Psychology 

Dressen-Hammou

da 

2014 Geology All English RA experience 6 

Suryani, 

Kamaruddin, 

Hashima, Yaacob, 

Rashid & Desa 

2014 Computer Science Introduction Malaysian RA not applicable 5 

Lim, Loi & 

Hashim 

2014 Applied Linguistics Introduction: 

Hypothesis 

English Doctora

l 

Disserta

tion 

not applicable 32 

Lin 2014 Applied Linguistics Introduction English RA not applicable 30 

Shi & Wannaruk 2014 Agricultural Science All English RA discipline 45 

Graves, 

Moghaddasi & 

Hashim 

2014 Mathematics Introduction English RA discipline 30 

Lim 2014 Applied Linguistics Introduction: Research English Doctora not applicable 32 
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Questions l 

Disserta

tion 

Abarghooeinezha

d & Simin 

2015 Electronic Engineering Abstract English vs. 

Iranian 

RA first language 50 

Kashiha 2015 various disciplines Conclusion NSE vs. 

NNSE 

RA first language 200 

Tessuto 2015 Empirical Law All English RA not applicable 90 

Kuteeva & 

McGrath 

2015 Theoretical Pure 

Mathematics 

All English RA research type 22 

Musa, Khamis & 

Zanariah 

2015 Engineering Method English RA not applicable 60 

Li & 

Pramoolsook 

2015 Business: Management and 

Marketing 

Abstract English RA discipline 64 

Soler-Monreal 2015 Computer Science Literature Review: 

Announcing one's work 

L1, L2 

English and 

Spanish 

Doctora

l 

Disserta

first language 30 
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tion 

Kanoksilapatham 2015 Engineering: 3 

subdisciplines  

All  English RA discipline 180 

Lim, Loi, Hashim 

& Liu 

2015 Applied Linguistics Introduction: Purpose 

Statement 

English Doctora

l 

Disserta

tion 

not applicable 32 

Lim 2011a Applied Linguistics, 

Education 

Result: Presenting 

findings 

English RA discipline 20 

Lim 2011b Applied Linguistics, 

Education 

Result: Result 

pavements 

English RA research type 30 
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APPENDIX B: LIST OF MASTER’S THESES IN THE CORPUS 

China sub-corpus 

2009 

Chang, G. (2009). A Study on Motivation and Needs of Business English 

Students. (Unpublished Master Thesis). University of Electronic Science and 

Technology of China, China: Chengdu. 

Guan, Y. (2009). EFL Learners' Desire for the Accuracy of Oral English and its 

Correlation with the Accuracy of their Oral English Performance. (Unpublished 

Master Thesis). University of Science and Technology of China, China: Hefei. 

Li, N. (2009). Relationship between Language Anxiety and some Other Variables of 

Chinese English Language Learners. (Unpublished Master Thesis). Jilin University, 

China: Changchun. 

Li, Y. (2009). A Study of Influencing Factors and Status of Chinese Staff in 

Bi-Acculturation Process in French Enterprises. (Unpublished Master Thesis). 

Guangdong University of Foreign Studies, China: Guangzhou. 

Liang, T. (2009). A Study on English Major Students' use of Lexical Chunks in 

Writing. (Unpublished Master Thesis). Jinan University, China: Guangzhou. 



Appendix B 

225 

Liu, Y. (2009). An Experimental Study on Reading Strategy Training of English 

Majors. (Unpublished Master Thesis). Northeast Normal University, China: 

Changchun. 

Lou, Y. (2009). A Study on EFL Teachers' Beliefs and their Professional 

Development. (Unpublished Master Thesis). Jilin University, China: Changchun. 

Qin, J. (2009). A Study on Cross-Cultural Adjustment of Japanese and American 

Expatriates in China. (Unpublished Master Thesis). Guangdong University of 

Foreign Studies, China: Guangzhou. 

Sun, M. (2009). A Study of Non-English Majors' Listening Strategies. (Unpublished 

Master Thesis). Ocean University of China, China: Qingdao. 

Wang, F. (2009). An Investigation into the Differences and Causes of Learning Styles 

among Non-English Majors at Chinese Universities. (Unpublished Master Thesis). 

Changsha University of Science and Technology, China: Changsha. 

2011 

Dai, J. (2011). A Research on Influence of Affective Factors on English Major 

Graduates' Self-Regulated Learning Competence. (Unpublished Master Thesis). 

Southwest University, China: Chongqing. 
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Guo, L. (2011). A Study on the Washback Effect of TEM4 on Teaching and Learning in 

Yulin Normal University. (Unpublished Master Thesis). Guangxi University, China: 

Nanning. 

Guo, X. (2011). An Investigation into Grammar Learning Strategies Employed by 

English Majors in Inner Mongolia Normal University. (Unpublished Master Thesis). 

Inner Mongolia Normal University, China: Hohhot. 

He, H. (2011). Language Learning Beliefs, Language Learning Strategies and their 

Relationship with English Achievement-a Study of ESL Students in 

SWJTU. (Unpublished Master Thesis). Southwest Jiaotong University, China: 

Leshan. 

Liu, H. (2011). A Study on Willingness to Communicate in English Inside and Outside 

the Classroom of Chinese College Non-English Majors. (Unpublished Master 

Thesis). Zhejiang University, China: Hangzhou. 

Peng, P. (2011). Needs Analysis of Non-English Major Doctoral Students' Academic 

Writing. (Unpublished Master Thesis). Huazhong University of Science and 

Technology, China: Wuhan. 

Tian, S. (2011). A Study on Correlation between Vocabulary Learning Strategies and 

Vocabulary Acquisition of Non-English Majors. (Unpublished Master Thesis). 

Northeast Normal University, China: Changchun. 
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Wang, M. (2011). Application of Schema Theory to College English Writing for 

Non-English Majors. (Unpublished Master Thesis). Shanxi University of Finance 

and Economics, China: Taiyuan. 

Yin, Q. (2011). A Study on College Students' English Learning Assisted by English 

Films. (Unpublished Master Thesis). Xi'an Technological University, China: Xi'an. 

Yu, M. (2011). Study of the Relationship among EFL Students' Autonomous Learning 

Capacity, Self-Concept and their English Achievement-A Case Study of Online 

English Courses in a University in China. (Unpublished Master Thesis). Shanghai 

Jiao Tong University, China: Shanghai. 

2013 

Chen, N. (2013). Error Analysis of Spoken English Interlanguage of Chinese English 

Major. (Unpublished Master Thesis). Yangtze University, China: Jingzhou. 

Dong, N. (2013). Application of Lexical-Chunk Approach to English Writing in Senior 

High School. (Unpublished Master Thesis). Jilin University, China: Changchun. 

Gao, J. (2013). An Empirical Study on English Listening Anxiety of Non-English 

Majors. (Unpublished Master Thesis). China University of Geosciences (Beijing), 

China: Beijing. 
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Li, Y. (2013). A Study on Vietnamese Students' Intercultural Adaptation in China-A 

Case of Guangxi Normal University. (Unpublished Master Thesis). Guangxi 

Normal University, China: Guilin. 

Min, H. (2013). A Narrative Inquiry into Professional Identity Construction of 

University EFL Teachers in China: A Case Study of Three Teachers Based in 

Community of Practice. (Unpublished Master Thesis). Southwest University, China: 

Chongqing. 

Song, F. (2013). The Effect of Pre-Task Planning Time on Chinese English Majors' 

Performance in Pair-Discussion Task. (Unpublished Master Thesis). Soochow 

University, China: Suzhou. 

Sun, F. (2013). A Study of Chinese Learning Anxiety, Learning Motivation and Learning 

Strategy of Foreign Students in China. (Unpublished Master Thesis). Changsha 

University of Science and Technology, China: Changsha. 

Wu, H. (2013). A Study of the Influence of ESP Teachers' Related Work Experience on 

Class Teaching-A Case Study. (Unpublished Master Thesis). Anhui University, 

China: Hefei. 

Zhang, X. (2013). The Research on Cultural Re-Adaptation of Chinese Returned 

Students from Overseas. (Unpublished Master Thesis). Shanxi University of 

Finance and Economics, China: Taiyuan. 
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Zhou, J. (2013). Do Bilinguals have Different Conceptual Representation from 

Monolingual? The Case of Item Categorization in Tibetan-Mandarin 

Bilinguals. (Unpublished Master Thesis). Xihua University, China: Chengdu. 

America sub-corpus 

2009 

Burrus, J. (2009). Adult ESL Student Perceptions on Computer Assisted Language 

Learning. (Unpublished Master Thesis). University of Nevada, Las Vegas. 

Huang, L. (2009). Solving Conflict in Academic Contexts: A Comparison of US and 

Taiwanese College Students. (Unpublished Master Thesis). Southern Illinois 

University, Carbondale. 

Kim, Y. (2009). Effectiveness of on-Line Corpus Research in L2 Writing: Investigation 

of Proficiency in English Writing through Independent Error 

Correction. (Unpublished Master Thesis). University of North Texas, Denton. 

Ko, L. (2009). Constructing Voice through Texts: Student Engagement and Dialogue in 

the ESL Writing Classroom. (Unpublished Master Thesis). University of California, 

Davis. 

Lai, Y. (2009). The Effect of American Culture on Compliment Responses of Chinese 

Speakers of English. (Unpublished Master Thesis). Southern Illinois University, 

Carbondale. 
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Lee, J. Y. (2009). The Effect of Computer-Mediated Communication (CMC) Interaction 

on L2 Vocabulary Acquisition: A Comparison Study of CMC Interaction and 

Face-to-Face Interaction. (Unpublished Master Thesis). Iowa State University, 

Ames. 

Lu, Y. (2009). Web-Based Lessons of Basic Business Chinese. (Unpublished Master 

Thesis). California State University, Long Beach. 

Ngoc, L. V. C. (2009). Teaching Efficacy of Native and Non-Native Teachers of English 

in Vietnam: A Triangulation of Student and Teacher Perceptions. (Unpublished 

Master Thesis). Southern Illinois University, Carbondale. 

Pereira da Silva, L. (2009). Students’ Expectations and Attitudes Towards 

Nonnative-English-Speaking Teachers in ESL and EFL Settings: Teachers’ and 

Students’ Own Perspectives. (Unpublished Master Thesis). West Virginia 

University, Morgantown. 

Zhang, L. (2009). The Effect of Etymological Elaboration on L2 Idiom Acquisition and 

Retention in an Online Environment (WebCT). (Unpublished Master Thesis). Iowa 

State University, Ames. 
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2011 

Ahikpa, J. N. (2011). The Effectiveness of Still vs. Animated Cartoon Pictures on 

Learning Second Language Vocabulary. (Unpublished Master Thesis). Southern 

Illinois University, Carbondale. 

Guinn-Collins, S. (2011). Motivation in Late Learners of Japanese: Self-Determination 

Theory,Attitudes and Pronunciation. (Unpublished Master Thesis). Portland State 

University, Portland. 

Heidler, L. E. (2011). NNS Use of Adverbs in Academic Writing. (Unpublished Master 

Thesis). University of North Texas, Denton. 

Juveland, S. R. (2011). Foreign Language Students' Beliefs about 

Homestays. (Unpublished Master Thesis). Portland State University, Portland. 

Kyle, K. (2011). Objective Measures of Writing Quality. (Unpublished Master Thesis). 

Colorado State University, Fort Collins. 

Li, B. (2011). Exploring the Role of Connectives in the Oral English Proficiency 

Test. (Unpublished Master Thesis). Purdue University, West Lafayette. 

Mi, X. (2011). Language Learning Experience of Adult East Asian Learners at English 

and Culture Acquisition Program: A Case Study. (Unpublished Master Thesis). 

Arizona State University, Phoenix. 
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Mthethwa, M. P. (2011). Perceptions and Attitude towards the Potential use of 

Computer-Assisted Language Learning (CALL) in Swaziland: A Case 

Study. (Unpublished Master Thesis). Southern Illinois University, Carbondale. 

Park, M. W. (2011). Teaching Intonation Patterns through Reading 

Aloud. (Unpublished Master Thesis). Portland State University, Portland. 

Thokwane, D. (2011). Using Peer Review to Promote Writing Development in ESL 

Classes. (Unpublished Master Thesis). Minnesota State University, Mankato. 

2013 

Addiego, E. S. (2013). The First Year: Development of Preservice Teacher Beliefs about 

Teaching and Learning during Year One of an MA TESOL Program. (Unpublished 

Master Thesis). Portland State University, Portland. 

Albaddi, M. A. (2013). Teachers' Perceptions of Youtube as a Potential Learning 

Resourse for English Education in Libya. (Unpublished Master Thesis). Southern 

Illinois University, Carbondale. 

Aldossari, S. A. S. (2013). Acquisition of English Flap among Saudi 

Speakers. (Unpublished Master Thesis). Southern Illinois University, Carbondale. 

Chen, C. (2013). Mandarin Chinese as a Heritage Language: A Case Study of U.S.-Born 

Taiwanese. (Unpublished Master Thesis). University of California, Los Angeles. 
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Chen, Q. (2013). The Development of an International Medical Education Program with 

an Emphasis on English for Specific Purposes. (Unpublished Master Thesis). 

Minnesota State University, Mankato. 

Han, J. (2013). Exploring the use of Cohesive Devices among Second-Year through 

Fourth-Year Learners of Chinese. (Unpublished Master Thesis). Arizona State 

University, Phoenix. 

Muchira, J. M. (2013). Intersection(s) between Sociocultural Knowledge Knowledge, 

Classroom Discourse and Stance. (Unpublished Master Thesis). University of 

Mississippi, Mississippi. 

Sun, Z. (2013). A Qualitative Study of Chinese Parents' Beliefs, Involvement, and 

Challenges in Support of their Children's English Language Development in 

China. (Unpublished Master Thesis). California State University, Long Beach. 

Tchekpassi, T. (2013). Exploring Togolese High School Students' Attitudes Towards 

Learning English. (Unpublished Master Thesis). Indiana University of Pennsylvania, 

Indiana. 

Vetere, T. M. (2013). Learning through Language Socialization: A Case Study of Two 

Multilingual Families. (Unpublished Master Thesis). Indiana University of 

Pennsylvania, Indiana. 
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New Zealand sub-corpus 

Al-Sahafi, M. A. (2005). Patterns of Language Maintenance and Shift amongst 

Arabic-Speaking Immigrants in Auckland. (Unpublished Master Thesis). University 

of Auckland, Auckland. 

Ashcroft, M. (2009). An Investigation into Potential Mismatches between Teacher 

Intention and Learner Interpretation of Task. (Unpublished Master Thesis). 

Auckland University of Technology, Auckland. 

Booth, D. K. (2005). Assessment of Primary Students with English as an Additional 

Language: An Investigation of Formal Assessment Practice in Three 

Schools. (Unpublished Master Thesis). University of Auckland, Auckland. 

Cao, Y. (2005). Willingness to Communicate in a Second Language 

Classroom. (Unpublished Master Thesis). University of Auckland, Auckland. 

Chang, E. C. (2006). An Investigation into the thesis/dissertation Writing Experience of 

Mandarin-Speaking Masters Students in New Zealand. (Unpublished Master 

Thesis). Auckland University of Technology, Auckland. 

Crossan, S. (2009). The Perceptions and Experiences of Immigrant Teachers with 

Regard to the Literacy Requirements of the New Zealand Secondary School 

Curriculum. (Unpublished Master Thesis). Auckland University of Technology, 

Auckland. 
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Driscoll-Davies, S. (2010). Do Bilingual German-English Speaking Pre-School Children 

Catch Up to their Monolingual English Speaking Age-Group Peers in Terms of 

Expressive and Receptive Skills in English? (Unpublished Master Thesis). Auckland 

University of Technology, Auckland. 

Fanene, N. (2006). A Study of the Academic Writing Problems of New Zealand-Born 

Samoan Students in Tertiary Institutions. (Unpublished Master Thesis). Auckland 

University of Technology, Auckland. 

Frear, D. (2005). Explicit Induction and Deduction through Consciousness-Raising 

Tasks: Performance, Preference and the Influence of Cultures of 

Learning. (Unpublished Master Thesis). University of Auckland, Auckland. 

Halstead, A. (2002). Living in Two Languages: Language Learning, Acculturation and 

the Negotiation of Identity. (Unpublished Master Thesis). University of Auckland, 

Auckland. 

House, A. J. (2004). Learner Perceptions of Willingness to Communicate. (Unpublished 

Master Thesis). University of Auckland, Auckland. 

Huang, S. (2000). Feedback on Second Language Writing. (Unpublished Master Thesis). 

University of Auckland, Auckland. 

Jeurissen, M. J. (2005). Silence Speaks Volumes. (Unpublished Master Thesis). 

Auckland University of Technology, Auckland. 
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Jiao, X. (2005). Factors Influencing Students' Approaches to Learning: A Case Study of 

Postgraduate Students at a New Zealand University. (Unpublished Master Thesis). 

Auckland University of Technology, Auckland. 

Jin, F. (2006). The Effectiveness of Recasts in an Adult ESL Classroom. (Unpublished 

Master Thesis). University of Auckland, Auckland. 

Lee, S. E. (2013). Spanish Language Maintenance and Shift among the Chilean 

Community in Auckland. (Unpublished Master Thesis). Auckland University of 

Technology, Auckland. 

Li, S. (2010). Vocabulary Learning Beliefs, Strategies and Language Learning 

Outcomes: A Study of Chinese Learners of English in Higher Vocational 

Education. (Unpublished Master Thesis). Auckland University of Technology, 

Auckland. 

Lu, Y. (2010). The Value of Direct and Indirect Written Corrective Feedback for 

Intermediate ESL Students. (Unpublished Master Thesis). Auckland University of 

Technology, Auckland. 

Martin, D. (2006). Perceptions of Teacher Bilingualism. (Unpublished Master Thesis). 

Auckland University of Technology, Auckland. 
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Moosa, D. (2005). Adult English as a Second Language Learners' Beliefs about Explicit 

Grammar Instruction. (Unpublished Master Thesis). University of Auckland, 

Auckland. 

Nagira, Y. (2011). Vocabulary Learning through Captioned Videos and its Relation to 

Vocabulary Size, Working Memory Capacity, and Attention. (Unpublished Master 

Thesis). University of Auckland, Auckland. 

Nguyen, T. N. (2009). EFL Learners in Vietnam: An Investigation of Writing 

Strategies. (Unpublished Master Thesis). Auckland University of Technology, 

Auckland. 

Nichols, K. (2009). The Effectiveness of Recasts in L2 Question 

Development. (Unpublished Master Thesis). Auckland University of Technology, 

Auckland. 

Oshima, R. (2012). An Investigation into the Reasons of Discontinuance of Japanese 

Amongst First Year Tertiary Students Who have Studied Japanese to Year 13 at 

Secondary School. (Unpublished Master Thesis). Auckland University of 

Technology, Auckland. 

Pak, S. (2007). Investigating the Motivation Changes of Korean EFL Learners in New 

Zealand. (Unpublished Master Thesis). University of Auckland, Auckland. 
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Parker, K. M. (2007). Student Perception of the Usefulness of CALL, and CALL 

Resources, in Learning English as a Second Language in Self-Access Centres in the 

New Zealand Tertiary System. (Unpublished Master Thesis). University of 

Auckland, Auckland. 

Ross, A. (2011). L2 Genres and Writing Strategy use: Does a Short Course of Writing 

Instruction make a Difference? (Unpublished Master Thesis). University of 

Auckland, Auckland. 

Xie, Q. (2011). Willingness to Communicate in English among Secondary School 

Students in the Rural Chinese English as a Foreign Language (EFL) 

Classroom. (Unpublished Master Thesis). Auckland University of Technology, 

Auckland. 

Yu, L. Y. (1998). Language Attitudes Toward Code-Mixing and English Varieties 

among Hong Kong Secondary English Teachers and Students. (Unpublished Master 

Thesis). University of Auckland, Auckland. 

Zhao, G. (2001). The Relationship between Vocabulary Learning Strategies and 

Vocabulary Knowledge. (Unpublished Master Thesis). University of Auckland, 

Auckland. 
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