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Abstract

Iragi EFL learners have a range of diffieedtwith learning English
as a foreign language, so they make errors andhkeist Most of the
errors and mistakes made by the Iragi learnere@amning English as a
foreign language are due to difficulties in leaghgrammar and lexis.
In learning a foreign language, Iragi learner pices many linguistic
forms which are not produced by native studentheftarget language.
The present study aims at investigating and idgngf the difficulties
encountered by Iragi students in learning Englsla #oreign language
and it is hypothesized that:

1.The students commit various errors and mistakeswriting
composition or any other essay as a result théBeutlies.

2.The first source of learner's errors and mistaketheir developing
knowledge of the language.

3.The second source of learner's errors and mistake their
interference with their first language.

The sample of this study is limited to thirdayelass students who
are learning English as a foreign language at Alaivlaon University
College in Baghdad for the academic year 2012-20k#& samples
contains 30 students. The study is carried out biest to write
compositions to achieve the aims based on requirtemeof
grammatical and lexical knowledge. Errors and rkessawhich are
highly observed in the writing of Iragi EFL learsemake a serious
problem in the communicative process as it resuites unclear
performance in their writing .The results showedeaakness in several
areas of writing because of the poor knowledge efichl and
grammatical rules.

Suitable statistical methods are used to score réselts of the
responses of the students. The study concludesliwgtistic fact that
the learners have a severe lack of knowledge imigya and lexis.



This is a very important that this study aims tedhight on better
understanding of major difficulties that studentsi face when they
perform language. Finally, Conclusions on the bakishe results were
presented in addition to some recommendations.
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CHAPTER ONE

Introduction
1.1The problem

Writing English is an inseparable part of Iragi d&nots
throughout their academic life. They commit difieréinds of
errors and mistakes in learning English as a fordamguage
which are due to poor knowledge with grammar ames)eso it
often appears to be a difficult task for them. TEhesrors and
mistakes are very obvious in writing compositionaory other
essay. In the Iragi mainstream educational settgigdents'
potential is not exploited through creative procegghinking
and writing. Instead, they are left with learninfigsome selected
items for answer.

To assess semi-broad, broad, paragraph, compostion
essay type answers, some of teachers mark studgimgs on
the basis of holistic impression in which thereherdly any
scope for learners to see their specific drawbabksst of
teachers give feedback merely underlining mistakas errors
but hardly provide any constructive comments forrecting
writing.

Writing is not often treated as a skill to be depeld
through process. Iragi foreign language learnarsgeneral,
memorize answers collected from popular noteboBlusin real
life situations, many of them are unable to writerrect
sentences of their own. Despite getting expectediag, they
cannot write confidently and correctly. At the sedary levels,
word or sentence level accuracy is usually givenremo
consideration in allotting marks for paragraphs,sags,
compositions, letters ,broad and semi-broad answers



Due to significant number of mistakes in bas@ngmar
and lexis, good ideas, if any, are not often appted.
Furthermore, Iraqgi teachers are also traditiongligoccupied
mostly with dominant sense of grammatical accuratiyer than
development of ideas. In this context ,it is cru¢tasee what
level of mistakes students make at their undergrdlevel
after many years of study in English language amule
importantly, what implications it may have for tbeac
development to guide learners to overcome theiblpros in
writing.

Many English courses at different levels focus on
developing writing skills, and when Iragi EFL stutke learn
how to write and read English, they always facdidlifties in
acquiring skills of writing, so they make errorsdamistakes.
Sometimes this situation can turn painful and fatstg. In
order not to have the students suffer, teachersldlHmd ways
to alleviate this pain and help them to achieve toairse
objectives in faster and more enjoyable way.

However, the teacher is not the only one who is
responsible for this task; learners play a prontimete in this
process, and they should be committed to make triggest
efforts to succeed. R.eid (1993:121) clearly sutgpotris idea
when she mentions the assumptions that underlieetiehing of
writing. She claims that effective, appropriate timg is
teachable and learnable, but teacher and studeminitment,
choice and change are necessary for both. In addishe
believes that most successful EFL writing and negdi
classroom occurs in an atmosphere of mutual regimectrust in
which teacher responsibility is balanced by leaner



responsibility.

A large number of English teachers in Iraq usudliow
the same procedures in their lessons. In traditibearning
class, the teacher often presents a model passdlge karners,
makes pre-writing activities and engage the stiglemt
producing the text. This study is later evaluatgdhe teacher,
who provides feedback in various ways by correctihgir
writings. Once the learners get their writings battle most
challenging task for the teacher is to have thenkraanalyze
this feedback, and to make it a positive and uskfaining.
Some learners find rewriting their work boring,tBe teacher of
English in Irag should be creative and think abpaogsibilities
to tackle this problem, then learners can achidwe dourse
objectives. Furthermore the teacher should raiseathareness
of the learners about their errors and mistakeshabthey will
not make them again in future.

1.2 Aims

The present study aims at:
1. Identifying grammatical and lexical difficultiethat cause
Iraqi EFL learners commit errors and mistakes intimg
composition and provide suggestions for learningrasition.
2.Giving linguistic explanations for the occurresder errors
and mistakes by giving linguistic possibilities tltause errors
and mistakes in writing composition.

1.3 Hypothesis
It is hypothesized that:

1. Iragi EFL learners face much difficulty in learg



English so they commit errors and mistakes in ngitia
composition or any paragraph, these errors andakast are
mainly due to the lack of grammatical and lexicabWwledge .

2. The first source of learners' errors is th&vealoping
knowledge of the language

3. The second source of learners' errors is thegrference
from their first language

1.4 Procedures

The study is carried out through the following gedures:

1- Making a theoretical study of difficulties that sauthe
learners make errors and mistakes in their wridamgl the
reasons that stand behind making errors and mistake

2- Conducting a written test by asking the studentsrite a
descriptive composition to find out the grammaticaid
lexical difficulties which cause errors and mistake

3- Finally analyzing their papers .

1.5 Limits

The study is limited to examining difficulties fatdoy
Iraqi EFL learners that make them do grammatical kexical
errors and mistakes in writing. The sample is keaito third
year student in the Department of English/ at ALadvhoon
University College in Baghdad, English departmefot, the
academic year 2012-2013. The sample contains 3festsl
chosen randomly.



1.6 Value

The fact that particular grammatical and lexicdesuare
missed or violated in the writing of Iraqi EFL lears, this will
lead them commit errors and mistakes in their ngitand this
will lead to collapse or difficulty in communicatip hence, the
study will be of great value since it might helpdbers and text
designers to shed lights on the difficulties leasnenight
encounter while writing. It might also help themimaprove the
communicative competence when using English.

1.7 Definitions of Basic Terms

Second Language Acquisition it is learning and acquisition
of second language once the mother tongue or largjuage
acquisition is established, it is the process @frri;ng other
languages in addition to the native language.

Error Analysis: It is the systematic study of deviation from
target language norms in the course SLA speciallthe terms
of the learner's developing interlanguage.

Language Transfer : It is used to describe what occurs when
people who are in the process of learning a mewuage
transfer the applications from their native langriag their first
language.

Target Language :A language other than one's native language
that is being learned.

Contrastive Analysis: It is the study and comparison of two



languages, the aim of contrastive analysis is tabésh the
inter-relationships in order to create linguisaerily tree.

Foreign Language: It is a language indigenous to another
country. It is also a language not spoken in thev@aaountry of
the person referred to.

First Language: It is one's native language, the language
learned by children and pass from one generatitinetmext.

Second Languagelt is a language learned by a person after his
or her native language, especially as a residerdariEa where it
IS in general use.

An Error: It is a noticeable deviation from the adult grammar
of native speaker, reflect the competence of tamks.

A mistake: It refers to a performance error that is either a
random guess or a slip in that is a failure toizdila known
system correctly.

Iterlingual Errors: Those attributed to native language. There
are interlingual errors when the learner's L1halmtsrfere or
present him or her, rules and patterns of a sedanguage,
Corder (1971).

Interference: It is the negative influence of the mother tongue
of the performance of the target language leatreato (1964).



Intralingual Errors: Those due to the language being learned,
independent of the native language. According tch&ids
(1967) " they are items produced by the leaner whéflect not
the structure of the mother tongue but generatinativased on
partial exposure to the target language.



CHAPTER TWO
Introduction

2.1 Applied linguistics and Foreign Language Acquiton

Foreign language acquisition is the process bychvh
people learn a foreign language. Foreign languagglisition
also refers to the scientific discipline devotedstadying that
process. Foreign language refers to any languagmndd in
addition to a person's first language. Although toacept is
named it can also incorporate the learning of thiodirth, or
subsequent languages. Second language acquiséfers rto
what learners do; it does not refer to practicedaimguage
teaching.

The academic discipline of foreign language actjarsis a
sub-discipline of applied linguistics. It is brohdsed and
relatively new. As well as the various branchedimduistics,
second language acquisition is also closely related
psychology, cognitive psychology, and educationAFesearch
began as an interdisciplinary field, and becausd¢hd it is
difficult to identify a precise starting date. Hoveg, it appears
to have developed a great deal since the mid-1968sterm
acquisition was originally used to emphasize thlecenscious
nature of the learning process, but in recent ykssing and
acquisition have become largely synonymous.

Most FLA researchers see bilingualism as being ehe
result of learning a language, not the procesH,itsed see the
term as referring to native-like fluency. Writersfields such as
education and psychology, however, often use hikiigm
loosely to refer to all forms of multilingualisme&ond language
acquisition is also not to be contrasted with tbgussition of a



foreign language; rather, the learning of secomguages and
the learning of foreign languages involve the sdanmelamental
processes in different situations.

There has been much debate about exactly how lgegaa
learned, and many issues are still unresolved. eThes many
theories of second language acquisition, but noaeaacepted
as a complete explanation by all SLA researchers.

As FLA began as an interdisciplinary field, it iart to pin
down a precise starting date. However, there ar® tw
publications in particular that are seen as insémta to the
development of the modem study of SLA. Corder'sg$$967)
rejected a behaviorist account of S2LA and sugdestat
learners made use of intrinsic internal linguispoocesses,
Selinker's article(1972) argued that second langulegrners
possess their own individual linguistic systemst tlae
independent from their first languages.

In the 1970s the general trend in SLA was for redea
exploring the ideas of Corder and Selinker, anduthed
behaviorist theories of language acquisition. EXaspnclude
research into error analysis, studies in transiiostages of
foreign language abilty and the "morpheme studies”
investigating the order in which learners acquitadjuistic
features. The 70s were dominated by naturalisticlies of
people learning English as a second language A%B&R).

By the 1980s, the theories of Stephen Krashen kadrbe
the prominent paradigm in SLA. In his theories, enft
collectively known as the Input Hypothesis, Krasli£898.76)
suggested that language acquisition is driven siowly
comprehensible input, language input that learneen



understand. Krashen's model was influential infidlel of SLA
and had also tremendous influence on languageitepdbut it
left some important processes in SLA unexplainezsedrch in
the 1980s was characterized by the attempt tinfilhese gaps.
Some approaches included Lydia White's descriptofrisarner
competence, and Manfred Pienemm's use of speeckessing
models and lexical functional grammar to explairarher
output. This period also saw the beginning of apphes based
in other disciplines, such as the psychological rapgh of
connectionism.

The 1990s saw a host of new theories introduceth¢o
field, such as Michael Long's interaction hypotegdvierrill
Swain's output hypothesis, and Richard Schmidt'sicing
hypothesis. However, the two main areas of researdrest
were linguistic theories of SLA based upon Noam 1i@sky's
universal grammar, and psychological approacheb ascskill
acquisition theory and connectionism. The latte¢egary also
saw the new theories of processability and inpotg@ssing in
this time period (Krashen(1981). The 1990s also shes
introduction of the socio-cultural theory, an aggml to explain
second language acquisition in terms of the samaironment
of the learner.

In the 2000s, research focused much the sameeass as
in the 1990s, with research split into two main panof
linguistic and psychological approaches. Van Padtieth Benati
do not see the state of affairs as changing innde future;
pointing to the support both areas of research hhagewider
fields of linguistics and psychology, respectively.



2. 1.1 First and Second Language Acquisition

People who learn a second language differ fromdoéil
learning their first language in a number of walgsrhaps the
most striking of these is that very few adult setdanguage
learners reach the same competence as native speadkinat
language. Children learning a second language are tikely
to achieve native-like fluency than adults, butgeneral it is
very rare for someone speaking a second languageass
completely for a native speaker Asher (1972) . Wadearner's
speech plateaus in this way it is known as fosdibn.

In addition, some errors that second language éearmake
in their speech originate in their first languag®r example,
Spanish speakers learning English may say "Is nginrather
than "It is raining", leaving out the subject ofetlsentence.
French speakers learning English, however, do swwally make
the same mistake. This is because sentence subgattse left
out in Spanish, but not in French. This influendethee first
language on the second is known as language trakdiie
(1997:95).

Furthermore, when people learn a second langubhgeyay
they speak their first language changes in subdgswThese
changes can be with any aspect of language, fromupiciation
and syntax to gestures . For example, French spealkieo
speak English as a second language pronounceauine %/ in
French differently from monolingual French speaké@iss kind
of change in pronunciation was found even at theebrof
second language acquisition. For example, Englisdakers
pronounced the English sounds /p /t / and /kivelsas English
vowels, differently after they began to learn Karedhese
effects of the second language on the first ledavivCook to
propose the idea of multi-competence, which vidarsguages a



person speaks not as separate systems, but asirsjatems in
their mind.

2.1.2 Language Learning

A learner's language is the spoken or written laggu
produced by a learner. It is also the main typelath used in
second language acquisition research. Much reséarscond
language acquisition is concerned with the internal
representations of a language in the mind of thenkr, and in
how those representations change over time. It as yet
possible to inspect these representations direetth brain
scans or similar techniques, so FLA researcherdaoed to
make inferences about these rules from learnemsécép or
writing Krashen,(1982: 86).

2.1.3 Items and System of Learning

There are two types of learning that second languag
learners engage in. The first type is learningfaimulaic
chunks of language, Curran (1972) these chunks lpan
individual words, set phrases, or formulas like Caave a tour
? The second type of learning is system learairthe learning
of systematic rules .

2.1.4 Interlanguage

Originally, attempts to describe learner languagerew
based on comparing different language on analyksagners'
errors. However, these approaches weren't ablesttigh all the
errors that learners made when in the process ahileg a
second language. For example, Serbo-Croat speakening
English may say "What does Pat doing now?", althotngs is



not a valid sentence in either language.

To explain these kind of systematic errors, theidé the
interlanguage was developed. An interlanguage ismaarging
language system in the mind of a second languaaymde A
learner's interlanguage is not a deficient versibthe language
being learned filled with random errors, nor isaitlanguage
purely based on errors introduced from the leanédirst
language Asher (1981: 110). Rather, it is a languagts own
right, with its own systematic rules. It is possilib view most
aspects of language from an interlanguage persgecti
including grammar, phonology, lexicon, and pragosati

There are three different processes that influetice
creation of interlanguages:

-Language transfer: Learners depend on their mother
tongue to create their language system. This g recognized
not as a mistake, but as a process that all leaguethrough.

- Overgeneralization: Learners use rules from theorse#c
language in a way that native speakers would raotekample,
a learner may say, "I goed home", overgeneraligimegEnglish
rule of adding- ed to create past tense verb forms.

- Simplification: Learners use a highly simplifiedrrio of
language, similar to speech by children or in mdgiThis may
be related to linguistic universals Asher(1982).

The concept of interlanguage has become very widadp
iIn SLA research, and is often a basic assumptiodemay
researchers.

2.1.5 Language Transfer

One important difference between first languageusstipn
and second language acquisition is that the procesecond
language acquisition is influenced by languages ttiea learner



already knows. This influence is known as langutigasfer.
Language transfer is a complex phenomenon resuftiogn
interaction between learners' prior linguistic kiedge, the
target-language input and their cognitive proceskasguage
transfer can occur in grammar, pronunciation votalgu
discourse, and reading

One situation in which language transfer often otds
when learners sense of similarity between a feawfrea
language that they already know and a corresporfdiatgire of
the interlanguage they have developed (Larsen-Faegifi9l).
If this happens, the acquisition of more complidal@nguage
forms may be delayed in favor of simpler languafprens that
resemble those of the language the learner is iamiith.
Learners may also decline the use of some langigauges at all
if they are perceived as being too distant fromirtHest
language.

Language transfer has been the subject of severdies,
and many aspects of it remain unexplained. Varloymtheses
have been proposed to explain language transfethbre is no
single widely-accepted explanation of why it occurs

2.1.6 Sequences of Acquisition

In the 1970s several studies investigated the ardethich
learners acquire different grammatical structuiidsese studies
showed that there was little change in this oraeoray learners
with different first languages. Furthermore, it slea that the
order was the same for adults and children, antitlthd not
even change if the learner had language lessons
Anderson(1983). This proved that there were facbtigr than
language transfer involved in learning second laggs, and



was a strong confirmation of the concept of integlaage.

However, the studies did not find that the ordemsrew
exactly the same. Although there were remarkalphdagiities in
the order in which all learners learned seconduagg grammar
there were still some differences among individwald among
learners with different first languages Krashen98&t is also
difficult to tell when exactly a grammatical strust has been
learned, as learners may use structures correatlysame
situations but not in others. Thus, it is more aatito speak of
sequence of acquisition, where particular gramrabfieatures
in a language have a fixed sequence of developrbentihe
overall order of acquisition is less rigid.

2.1.7 Variability

Although second language acquisition proceeds sorelie
sequences, it does not progress from one stepsefjaence to
the next in an orderly fashion. There can be camainle
variability in features of learners' interlanguagehile
progressing from one stage to the next. For example®ne
study by Rod Ellis a learner used both "No look cayd" and
"Don't look my card" while playing a game of bingh.small
fraction of variation in interlanguage is free aion, when the
learner uses two forms interchangeably Anerson(1983

However, most variation is systemic variation, iathon
which depends on the context of utterances thexéeanakes.
Forms can vary depending on linguistic contexthsag whether
the subject of a sentence is a pronoun or a ndwy. ¢an vary
depending on social context, such as using formpftessions
with superiors and informal expressions with frisndnd also,



they can vary depending on psycholinguistic contexin other
words, on whether learners have the chance to \plaat they
are going to say. The causes of variability, amadter of great
debate among SLA researchers.

2.1.8 Factors Contributing to Successful Acquisitio

There are two kinds of factors that can contribtie
successful acquisition of foreign or a second |lagguwvhich are
external and internal factors:

2.1.8.1 External factors.
External factors include the following:
2.1.8.1.1 Input and interaction

The primary factor affecting language acquisitippears to
be the input that the learner receives. Stepheshéma( 1998 )
took a very strong position on the importance @iy asserting
that comprehensible input is all that is necesgarysecond
language acquisition. He pointed out studies shgwhat the
length of time a person stays in a foreign coursryclosely
linked with his level of language acquisition. Fat evidence
for input comes from studies on reading: large am®wf free
voluntary reading have a significant positive effen learners'
vocabulary, grammar, and writing. Input is also thechanism
by which people learn languages according to theeusal
grammar model.

The type of input may also be important. One tenfet
Krashen's theory is that input should not be granuaildy
sequenced. He claims that such sequencing, as faond



language classrooms where lessons involve pragtican
"structure of the day", is not necessary', and reagn be
harmful.

While input is of vital importance, only input nes in
second language acquisition has been contradicyedndre
recent research. For example, student's enrolled-ranch-
language immersion programs in Canada still producen-
native-like grammar when they spoke even thougly thad
years of meaning-focused lessons and their listeskills were

statistically native-level Output appears to play an important
role, and among other things, can help providenkar with
feedback, make them concentrate on the form of wWiet are
saying, and help them automatize their languagevledge.
These processes have been codified in the theory of
comprehensible output (Krashen (1981).

Researchers have also pointed out interactionarsétond
language as being important for acquisition. Accuydto
Long's interaction hypothesis the conditions foguasition are
especially good when interacting in the second udage,
specifically, conditions are good when a breakdown
communication occurs and learners must negotiatenéaning.
The modifications of speech arising from interaasidike this
help to make input more comprehensible, providelldeek to
the learner, and push learners to modify their cipee

2.1.8.1.2 Social Aspects

Although the dominant perspective in second languag
research is a cognitive one, from the early daythefdiscipline
researchers have also acknowledged that sociattasply an
important role. There have been many different apgnes to



sociolinguistic study of second language acquisjtiand

indeed, according to Rod Ellis, this plurality hamant that
sociolinguistic SLA is replete with a bewilderingtsof terms
referring to the social aspects of L2 acquisiticardher (1989) .
Common to each of these approaches, however ggetion of
language as a purely psychological phenomenon;eadst
sociolinguistic research views the social context which

language is learned as essential for a proper staheling of the
acquisition process.

Ellis (1997:51) identifies three types of sociatusture
which can affect the acquisition of second langsage
sociolinguistic setting, specific social factorsydasituational
factors. Sociolinguistic setting refers to the rofethe second
language in society such as whether it is spokea foyajority or
a minority of the population, whether its use isl@spread or
restricted to a few functional roles, or whethee Society is

predominantly bilingual or monolingual Ellis(ibid) also
includes the distinction of whether the second leug is
learned in a natural or an educational setting.cpesocial
factors that can affect second language acquisiticlude age,
gender, social class, and ethnic identity, withnethidentity
being the one that has received most research tiatien
Situational factors are those which vary betweechesocial
interaction. For example, a learner may use morétepo
language when talking to someone of higher sot#&liss, but
more informal language, when talking to friends der(1981).

There have been several models developed to exguaial
effects on language acquisition. Schumann's Ac@titn
Model proposes that learners' rate of developmedtudtimate
level of language achievement is a function of tkecial
distance" and the "psychological distance" betweamers and



the second language community, In Schumann's muuel
social factors are most important, but the degm@ewhich
learners are combatable with learning the secomguiage also
plays a role. Another sociolinguistic model is Gads socio-
educational model, which was designed to explaasstbom
language acquisition; the liner-group model proposethno-
linguistic vitality" as a key construct for secordnguage
acquisition. Language socialization is an approacth the
premise that "linguistic and cultural knowledge aomstructed
through each other", and saw increased attentitan Hfe year
2000. Finally, Norton's theory of social identisyan attempt to
codify the relationship between power, identityddanguage
acquisition.

2.1.8.2 Internal Factors

Internal factors affecting second language acdorsiare
those which stem from the learner's own mind. Aftesmto
account for the internal mechanisms of second laggu
acquisition can be divided into three general sksamcognitive,
socio-cultural and linguistic. These explanations aot all
compatible, and often differ significantly.

2.1.8.2.1 Cognitive Approaches

Much modern research in second language acquidii@sn
taken a cognitive approach. Cognitive researchoiscerned
with the mental processes involved in language isttoqpn, and
how they can explain the nature of learners' laggua
knowledge. This area of research is based in the meneral
area of cognitive science, and uses many concepktsredels
used in more general cognitive theories of learnidg such,
cognitive theories view second-language acquisiéi®m special



case of more general learning mechanisms in thi.bidis
puts them in direct contrast with linguistic thes;i which posit
that language acquisition uses a unique proce$sreht from
other types of learning.

The dominant model in cognitive approaches to sg&con
language acquisition, in all second language aiomns
research, is the computational model Gardner (198%e
computational model involves three stages. In ih& Gtage,
learners retain certain features of the languagetim short-
term memory. (This retained input is known as ietakl hen,
learners convert some of this intake into seconddage
knowledge, which is stored in long-term memory. afin
learners use this second language knowledge taipeosipoken
output. Cognitive theories attempt to codify botle nature of
the mental representations of intake and languamgaviedge,
and the mental processes which underlie thesesstage

In the early days of second language acquisitiGearh
interlanguage was as seen as the basic representétsecond
language knowledge; however, more recent reseashaken a
number of different approaches in characterizing thental
representation of language knowledge. There areridse that
hypothesize that learner language is inherentlyialkbds and
there is the factionalist perspective that seesattwiisition of
language as intimately tied to the function it pdes. Some
researchers make the distinction between implicd axplicit
language knowledge, and some between declarativdd an
procedural language knowledge. There have also been
approaches that argue for a dual-mode system ichavbbme
language knowledge is stored as rules and othegu&ge
knowledge as items.



The mental processes that underlie second language
acquisition can be broken down into micro-processesl
macro-processes. Micro-processes include attenticorking
memory; integration and restructuring, the procbgswhich
learners change their interlanguage systems; amitonag, the
conscious attending of learners to their own lagguautput.
Macro-processes include the distinction betweernimnal
learning and incidental learning; and also the imksbn
between explicit and implicit learning.

Other cognitive approaches have looked at learspesch
production, particularly learners' speech plannirend
communication strategies. Speech planning can haveffect
on learners' spoken output, and research in tes laas focused
on how planning affects three aspects of speechmplaxity,
accuracy, and fluency. Of these three, planningcésdf on
fluency has had the most research attention. Conuation
strategies are conscious strategies that learmepdog to get
around any instances of communication breakdowsy thay
experience. Their effect on second language admunsis
unclear, with some researchers claiming they helpnid others
claiming the opposite.

2.1.8.2.2 Socio-Cultural Approaches

While still essentially being based in the cogmtivadition,
socio-cultural theory has a fundamentally differesdgt of
assumptions to approaches to second language icoquised
on the computational model. Furthermore, although closely
affiliated with other social approaches, it is adly of mind and
not of general social explanations of language @doqn.
According to Ellis ( 1997: 67) "It is important tecognize that
this paradigm, despite the label 'socio-culturabsinot seek to



explain how learners acquire the cultural valueshef L2 but
rather how knowledge of an L2 is internalized tlyiou
experiences of a socio-cultural nature.

2.1.8.2.3 Linguistic Approaches

Linguistic approaches to explaining second-language
acquisition spring from the wider study of lingigst They
differ from cognitive approaches and socio-cultapproaches
in that they consider language knowledge to be uesignd
distinct from any other type of knowledge. Two mairands of
research can be identified in the linguistic triadit approaches
informed by universal grammar, and typological agghes.

The theory of universal grammar was proposed byniNoa
Chomsky in the 1950s, and has enjoyed considepaipalarity
in the field of linguistics. It is a narrowly-foced theory that
only concentrates on describing the linguistic cetapce of an
individual, as opposed to mechanisms of learnihgohsists of
a set of principles, which are universal and caristand a set of
parameters, which can be set differently for défdérlanguages.
The "universals" in universal grammar differ frogpological
universals in that they are a mental construct vedriby
researchers, whereas typological universals adilyezerifiable
by data from world languages.

Typological universals are principles that hold &k the
world's languages. They are found empirically, lbyveying
different languages and deducing which aspecthi@itcould
be universal; these aspects are then checked &gatiner
languages to verify the findings. The interlangwsagé second



language learners have been shown to follow typodbg
universals, and some researchers have suggestagpbiagical
universals may constrain interlanguage developmEmarp
(1988).

2.1.8.2.4 Individual Variation

There is considerable variation in the rate at Wwipeople
learn second languages, and in file language |dva they
ultimately reach. Some learners learn quickly asath a near-
native level of competence, but others learn slamlgt get stuck
at relatively early stages of acquisition, despiteng in the
country where the language is spoken for severatsyeThe
reason for this disparity was first addressed wil study of
language learning aptitude in the 1950s, and laikr the good
language learner studies in the 1970s. More receatiearch
has focused on a number of different factors thiiéca
individuals' language learning, in particular st use, social
and societal influences, personally, motivatiord anxiety. The
relationship between age and the ability to leamglages has
also been a subject of long-standing debate Skglea9).

The issue of age was first addressed with thecatiperiod
hypothesis. The strict version of this hypothesides that there
Is cut-off age at about 12, after which learneselthe ability to
fully learn a language. This strict version hagxsibeen rejected
for second language acquisition, as adult learherse been
observed who reach native-like levels of pronummmatand
general fluency. However, in general, adult lessredra second
language rarely achieve the native-like fluencyt tbhaildren
display, despite often progressing faster in th&ainstages.
This has led to speculation that age is indire@lgted to other,



more central factors that affect language learning.

There has been considerable attention paid totthtegies
which learners use when learning a second lang&#tgategies
have been found to be of critical importance, saimso that
strategic competence has been suggested as acuoajponent
of communicative competence. Strategies are commonl
divided into learning strategies and communicasuategies,
although there are other ways of categorizing them.
Communicative strategies are strategies a leases 10 convey
meaning even when she doesn't have access totikectform,
such as using pro-forms like thing, or using norbaé means
such as gestures.

2.2 Theories of Second Language Learning
2.2.1The Audio-lingual Method

The entry of the United States into second World k& a
significant effect on language teaching in Amerita. supply
the U.S. government with personnel who were fluer@erman,
French, Italian, Chinese Japanese, Malay, and ddinguages,
and who could work as interpreters, code-room &sdis and
translators, it was necessary to set up specigubage training
program. The government commissioned American usies
to develop a foreign language programs for militagysonnel.
Thus, the Army Specialized Training Program (ASTWas
established in 1942. Fifty-five American univems#i were
involved in the program by the beginning of 1943.

The objective of the army programs was for studeats
attain conversational proficiency in a variety obrdign
languages. Linguists, such as Leonard Bloomfield Xale,



had already developed training programs as parttheir

linguistic research that were designed to give distg and
anthropologists mastery of American Indian langsaamed other
languages they were studying who served as a sofifgerases
and vocabulary and who provided sentences for fimitaand a
linguist, who supervised the learning experience.

The linguist did not necessarily know the langubgewas
trained in eliciting the basic structure of thedaage from the
informant. Thus, the students and the linguist wabie to take
part in guided conversation with the informant, aodether
they gradually learned how to speak the languagjevedl as to
understand much of its basic grammar. Studentsadh sourses
studied 10 hours a day, 6 days a week. There warerglly 15
hours of drill with native speakers and 20 to 30rsoof private
study spread over two to three 6-week sessions Was the
system adopted by the army, and in small classesatdre and
highly motivated students, excellent results wdterpachieved.

The Army Specialized Training Program lasted ordpua
two years but attracted considerable attentionhm popular
press and in the academic community. For the n@xtehrs the
"Army Method" and its suitability for use in regulanguage
programs were discussed. But the linguists who Ideed the
ASTP were not interested primarily in language eag. The
"methodology” of the Army Method, like the Directethod,
derived from the intensity of contact with the &trdanguage
rather than from any well-developed methodologitalsis
Brown (1980). It was a program innovative mainlyt@mms of
the procedures used and the intensity of teaclatiter than in
terms of its underlying theory. However, it did gorce a
number of prominent linguists of the value of atensive, oral-
based approach to the learning of a foreign languag



2.2.2 Communicative Method of Language Learning

Communicative Method of Language Learning is then@a
of a method developed by Charles A. Curran (197%:&8d his
associates. Curran was a specialist in counsehdggrofessor
of psychology at Loyola University, Chicago. Higpépation of
psychological counseling techniques to learningknewn as
Counseling-Learning. Communicative Language Leanin
represents the use of Counseling-Learning theorytetich
languages. As the name indicates, CLL derives mmary
insights, and indeed its organizing rationale, fr&ogerian
counseling Rogers (1951:126). In lay terms, coumgek one
person giving advice, assistance, and supportdthanwho has
a problem or is in some way in need. Communicdtaeguage
Learning draws on the counseling metaphor to reddhe roles
of the teacher (the counselor) and learners (tlemts) in the
language classroom. The basic procedures of CLLtlvas be
seen as derived from the counselor-client relahigms

CLL techniques also belong to a larger set of fprei
language teaching practices sometimes describéaimaanistic
techniques Moskowitz (1978:17) Moskowitz definesnamistic
techniques as those that blend what the studelst teenks and
knows with what he is learning in the target largpiaRather
than self-denial being the acceptable way of likelf-
actualization and self-esteem are the ideals teeceses pursue.
[The techniques] help build rapport, cohesiveness caring
that far transcend what is already there.., heljgesits to be
themselves, to accept themselves, and be proutkoiselves..,
help foster a climate of caring and sharing in foeeign
language class. Moskowitz ( 1978:2)



In sum, humanistic techniques engage the wholeopers
including the emotions and feelings (the affectealm) as well
as linguistic knowledge and behavioral skills.

Another language teaching tradition with which
Communicative Language Learning is linked to a sét
practices used in certain kinds of bilingual ediwraprograms
and referred to by Mackey (1972: 46) as "langudtpzraation.”

In language alternation, a message/lesson/clgegsented first
in the native language and then again in the selzomgliage.

Students know the meaning and flow of an L2 message
from their recall of the parallel meaning and flaf an L1
message. They begin to holistically piece togetheiew of the
language out of these message sets. In CLL, adearesents a
message in L1 to the knower. The message is ttadsiato L2
by the knower. The learner then repeats the messade,
addressing it to another learner with whom he @r wishes to
communicate. CLL learners are encouraged to attenthe
"overhears" they experience between other learagds their
knowers. The result of the "overhear" is that ewvesgmber of
the group can understand what any given learnéryisg to
communicate La Forge (1983: 45).

Curran himself wrote little about his theory of darmge. His
student La Forge (1983:7) has attempted to be rempdicit
about this dimension of Communicative Language hiagr
theory. La Forge accepts that language theory stadt though
not end, with criteria for sound features, the seo¢, and
abstract models of language La Forge (1983:4). fineign
language learners' tasks are "to apprehend thedssystem,
assign fundamental meanings, and to constructia geemmar
of the foreign language." La Forge goes beyondstniscturalist



view of language, however, and elaborates an ratie theory
of language, which is referred to as Language asabBBrocess.

Communication is more than just a message being
transmitted from a speaker to a listener. The speakat the
same time both subject and object of his own messag
Communication involves not just the unidirectiom@nsfer of
information to the other, but the very constitutiafh the
speaking subject in relation to its other.... Comioation is an
exchange which is incomplete without a feedbacktrea from
the destine of the message. La Forge ( 1983: 3)

This social-process view of language is then elaeolr in
terms of six qualities or sub-processes. La Folge @aborates
on the interactional view of language underlyingn@aunity
Language Learning. "Language is people; languagerisons in
contact; language is persons in response"” La f(1§83: 9).
CLL interactions are of two distinct and fundamérikands:
interactions between learners and interactions dxtwearners
and knowers. Interactions between learners areedigtable in
content but typically are said to involve exchangésaffect.
Learner exchanges deepen in intimacy as the classnies a
community of learners. The desire to be part of tpiowing
intimacy pushes learners to keep pace with thanilegurof their
peers.

Interaction between learners and knowers is ihtial
dependent. The learner tells the knower what reherwishes to
say in the target language, and the knower teidaghrner how
to say it. In later stages, interactions betweamiler and knower
are characterized as self-assertive (stage 2),ntfekeand
indignant (stage 3), tolerant (stage 4), and inddpst (stage 5).
These changes of interactive relationship are lededl by five
stages of language learning and five stages ottafeeconflicts



La Forge (1983: 50).

Curran's counseling experience led him to conctadethe
techniques of counseling could be applied to |eaymm general
(this became Counseling-Learning) and to languagehing in
particular (Communicative Language Learning). Thd @iew
of learning is a holistic one, since "true" humaarhing is both
cognitive and affective. This is termed whole-parsearning.
Such learning takes place in a communicative sdnatvhere
teachers and learners are involved in "an inteyactiin which
both experience a sense of their own wholenesstaByd.972:
90). Within this, the development of the learnee&tionship
with the teacher is central. The process is divid#d five
stages and compared to the ontogenetic developuofetite
child.

In the first, "birth" stage, feelings of securitigcabelonging
are established. In the second, as the learnelisealimprove,
the learner, as child, begins to achieve a measufre
independence from the parent. By the third, thenla"speaks
independently" and may need to assert his or her identity,
often rejecting unasked-for advice. The fourth stages the
learner as secure enough to take criticism, anthéyast stage,
the learner merely works on improving style andwiealge of
linguistic appropriateness. By the end of the psec¢he child
has become adult. The learner knows everythingtélaeher
does and can become knower for a new learner. fduwegs of
learning a new language, then, is like being rebamd
developing a new person, with all the trials andlleimges that
are associated with birth and maturation.



2.2.3 Translation Method

Grammar Translation Method is the offspring of iGan
scholarship, the object of which, according to afets less
charitable critics, was "to know everything abowimgthing
rather than the thing itself" W. H. D. Rouse, guaote Kelly
(1969:53). The principal characteristics of the Gmaar-
Translation Method were these:

1. The goal of foreign language study is to lealarmuage in
order to read its literature or in order to benfbim the mental
discipline and intellectual development that re$wdin foreign

language study. Grammar Translation is a way oflyshg a

language that approaches the language first thraleghiled

analysis of its grammar rules, followed by applmatof this

knowledge to the task of translating sentencestextd into and
out of the target language. It hence views languagming as
consisting of little more than memorizing rules afadts in

order to understand and manipulate the morphologlysyntax
of the foreign language. "The first language isntaned as the
reference system in the acquisition of the secamjuage”
(Stern 1983: 455).

2. Reading and writing are the major focus; littte no
systematic attention is paid to speaking or ligtgni

3. Vocabulary selection is based solely on theingptdxts , and
words are taught through bilingual word lists, dioary study,
and memorization. In a typical Grammar-Translatiert, the
grammar rules are presented and illustrated, afligbcabulary
items is presented with their translation equiveaenand
translation exercises are prescribed.

4. The sentence is the basic unit of teaching amfjuage



practice. Much of the lesson is devoted to tramglasentences
into and out of the target language, and it is tb@us on the
sentence that is a distinctive feature of the nwbthgarlier

approaches to foreign language study used gramsran aid to
the study of texts in a foreign language. But thés thought to
be too difficult for students in secondary schoalsq the focus
on the sentence was an attempt to make languagpenigaasier
Howatt (1984: 131).

5. Accuracy is emphasized. Students are expectatiaim high
standards in translation, because of "the highripyiattached to
meticulous standards of accuracy which, as welhasng an
intrinsic moral value, was a prerequisite for pagsithe
increasing number of formal written examinationattgrew up
during the century" Howatt (1984: 132).

6. Grammar is taught deductively - that is, by pndéation and
study of grammar rules, which are then practicetbugh
translation exercises. In most Grammar-Translatiexts, a
syllabus was followed for the sequencing of grammaints
throughout a text, and there was an attempt tdhtgemmmar in
an organized and systematic way.

7. The student's native language is the mediumsifuction. It
Is used to explain new items and to enable commasiso be
made between the foreign language and the studeatige
language.

2.2.4 Cooperative Language Learning Method
Cooperative Language Learning (CLL) is part of areno

general instructional approach also known as Cotkive
Learning (CL). Cooperative Learning is an approtcteaching



that makes maximum use of cooperative activitiegliing
pairs and small groups of learners in the classrdbims been
defined as follows:

Cooperative learning is group learning activityamged so
that learning is dependent on the socially stractiiexchange of
information between learners in groups and in whedth
learner is held accountable for his or her ownreay and is
motivated to increase the learning of others. Okseth Kagam
(1992: 8).

Cooperative Learning has antecedents in proposalseier-
tutoring and peer-monitoring that go back hundmfdgears and
longer. The early twentieth century U.S. educabbmIDewey is
usually credited with promoting the idea of builglicooperation
in learning into regular classrooms on a regulat systematic
basis Rogres (1951:96). It was more generally ptech@and
developed in the United States in the 1960s andd @& a
response to the forced integration of public schaoid has been
substantially refined and developed since then.cBuus were
concerned that traditional models of classroomniegr were
teacher-fronted, fostered competition rather thaoperation,
and favored majority students. They believed thamhonity
students might fall behind higher-achieving studentthis kind
of learning environment. Cooperative Learning irs tbontext
sought to do the following:

- Raise the achievement of all students, includiuge who
are gifted or academically handicapped

- Help the teacher build positive relationships ago
students

- Give students the experiences they need fortheaticial,
psychological, and cognitive development

- Replace the competitive organizational structofrenost



classrooms and schools with a team-based, higlopeshce
organizational structure (Johnson, Johnson, andulital
(1994:2).

In second language teaching, CL (where it is ofefarred
to as Cooperative Language Learning-CLL) has beeoraced
as a way of promoting communicative interaction the
classroom and is seen as an extension of the pigsciof
Communicative Language Teaching. It is viewed dsaaner-
centered approach to teaching held to offer adgasteaover
teacher-fronted classroom methods. In languagehitegcits
goals are: - to provide opportunities for natutalissecond
language acquisition through the use of interacpa& and
group activities

- to provide teachers with a methodology to endbtm
achieve this goal and one that can be applied wargety of
curriculum settings (e.g., content-based, foreigangliage
classrooms; mainstreaming)

- to enable focused attention to particular lexitams,
language structures, and communicative functiomsuthh the
use of interactive tasks

- to provide opportunities for learners to devedngcessful
learning and communication strategies

- to enhance learner motivation and reduce leastre@ss
and to create positive affective classroom climate

. CLL is thus an approach that crosses both maiastr
education and second and foreign language teaching.

Cooperative learning advocates draw heavily on the
theoretical work of developmental psychologistsnJéaaget
(1965: 96) stressed that the central role of santaraction in
learning. As we have indicated, a central premfsg€ld. is that
learners develop communicative competence in aukagg by
conversing in socially or pedagogically structurgitbations.
CLL advocates have proposed certain interactivecgtres that



arc considered optimal for learning the appropriaties and
practices in conversing in a new language. CLL a@lseks to
develop learners' critical thinking skills, whichreaseen as
central to learning of any sort. Some authors e elevated
critical thinking to the same level of focus asttb&the basic
language skills of reading, writing, listening, amsgeaking
Kagan (1992:23). One approach to integrating tlaehmg of
critical thinking adopted by CLL advocates is cdll¢he

Question Matrix Wiederhold (1995). Wiederhold haveloped
a battery of cooperative activities built on the tmxathat

encourages learners to ask and respond to a deefsr of

alternative question types.

Activities of this kind are believed to foster tkdevelop-
ment of critical thinking. (The matrix is based tme well-
known Taxonomy of Educational Objectives devisedliyom
(1956) which assumes a hierarchy of learning olyestranging
from simple recall of information to forming condegl
judgments.) Kagan(1992:77) and other CL theorists/eh
adopted this framework as an underlying learningoti for
Cooperative Learning.

2.2.5 Multiple Intelligence Method

Multiple intelligences (MI) refers to a learner-kds
philosophy that characterizes human intelligence hasing
multiple dimensions that must be acknowledged asmctldped
in education. Traditional 1Q or intelligence tearge based on a
test called the Stanford-Binet, founded on the ideat
intelligence is a single, unchanged, inborn capatiiowever,
traditional IQ tests, while still given to most sdichildren, are
increasingly being challenged by the Ml movemenitidvbased
on the work of Howard Gardner of the Harvard Graell\&chool



of Education Gardner (1993 :124).

Gardner notes that traditional 1Q tests measutg logic
and language, yet the brain 1has other equally itapbtypes
of intelligence. Gardner argues that all humanseh#wse
intelligences, but people differ in the strengthd aombinations
of intelligences. He believes that all of them dsnenhanced
through training and practice. Ml thus belongs tgraup of
instructional perspectives that focus on differendetween
learners and the need to recognize learner difte®enin
teaching.

Learners are viewed as possessing individual ilegrn
styles, preferences, or intelligences. Pedagogyst successful
when these learner differences are acknowledgeadyzad for
particular groups of learners, and accommodatddanhing. In
both general education and language teaching, asfamn
individual differences has been a recurring themthe last 30
or SO years, as seen in such movements or appahe
Individualized Instruction, Autonomous Learning, aceer
Training, and Learner Strategies. The Multiple lligences
model shares a number of commonalities with themdiee
proposals.

Gardner (1993:72) proposed a view of natural human
talents that is labeled the "Multiple Intelligendé®del." This
model is one of a variety of learning style modhkt have been
proposed in general education and have subsequéety
applied to language education . Gardner claimshtsaview of
intelligence(s) is culture-free and avoids the @pigal
narrowness usually associated with traditional rndef
intelligence (e.qg., the Intelligent Quotient [I@sting model).



The idea of Multiple Intelligences has attracted ihterest
of many educators as well as the general publico8s that use
Ml theory encourage learning that goes beyond ticadil
books, pens, and pencils. Teachers and parentsredognize
their learners'/children’s particular gifts andcetds can provide
learning activities that build on those inhererftsgiAs a result
of strengthening such differences, individuals &ee to be
intelligent in their own ways.

2.2.6 The Direct Method

The German scholar F. Franke (1984:12) wrote an th
psychological principles of direct association begw forms and
meanings in the target language and provided ardheal
justification for a monolingual approach to teachiAccording
to Franke (1984:8x language could best be taught by, using it
actively in the classroom. Rather than using analytical
procedures that focus on explanation of grammaesruh
classroom teaching, teachers must encourage diaect
spontaneous use of the foreign language in thesrclas.
Learners would then be able to induce rules of gram The
teacher replaced the textbook in the early stadegawning.
Speaking began with systematic attention to proiatioo.
Known words could be used to teach new vocabulasing
mime, demonstration, and pictures.

These natural language learning principles provideel
foundation for what came to be known as the DiMethod,
which refers to the most widely known of the natumethods.
Enthusiastic supporters of the Direct Method intrcet it in
France and Germany . In practice it stood for tbkowing
principles and procedures:



1-Classroom instruction was conducted exclusivelytha
target language.
2- Only everyday vocabulary and sentences were taught.
3- Oral communication skills were built up in a caibfu
graded progression organized around question-asaean
exchanges between teachers and students in sm&hsive
classes.
4- Grammar was taught inductively.
5-New teaching points were introduced orally.
6-Concrete vocabulary was taught through demonstratio
objects, and pictures; abstract vocabulary was hiaugy
association of ideas.
7-Both speech and listening comprehension were taught
8-Correct pronunciation and grammar were emphasized.

These principles are seen in the following guidsdinfor
teaching oral language, which are still followedcontemporary
Berlitz schools:

Never translate: demonstrate

Never explain: act

Never make a speech: ask questions

Never imitate mistakes: correct

Never speak with single words: use sentences Nspy&ak
too much: make students speak much never use thlke hee
your lesson plan

Never jump around: follow your plan

Never go too fast: keep the pace of the studergmsweaks
too slowly: speak normally

Never speak too quickly: speak naturally

Never speak too loudly: speak naturally

Never be impatient: take it easy

The Direct Method was quite successful in privareguage



schools, where paying clients had high motivatiod the use of
native-speaking teachers was the norm. But degp#ssure
from proponents of the method, it was difficultibaplement in
public secondary school education. It overemphdsiaad
distorted the similarities between naturalisticstfirfanguage
learning and classroom foreign language learnimd) farled to
consider the practical realities of the classrotimaddition, it
lacked a rigorous basis in applied linguistic tlye@nd for this
reason it was often criticized by the more acadaliyidoased
proponents of the Reform Movement.

The Direct Method represented the product of ertdigéd
amateurism. It was perceived to have several drekgbalt
required teachers who were native speakers or veldonlative
like fluency in the foreign language. It was laggdependent on
the teacher's skill, rather than on a text booH, raot all teachers
were proficient enough in the foreign language dbeme to the
principles of the method. Critics pointed out thstrict
adherence to Direct Method principles was often nteu
productive, since teachers were required to gadatdengths to
avoid using the native language, when sometimaes@les, brief
explanation in the student's native language wbalkke been a
more efficient route to comprehension.

The researcher believes that the suitable methodbeto
applied for Iragi English language learners is Thanslation
Method because they used to use Arabic translation
understanding English.

2.3. Factors Affecting Second Language Learning
2.3.1 Intelligence

Intelligence has multiple types: traditionally, efiigence



refers to the mental abilities that are measuredahy IQ,
(intelligence quotient) test. It usually measurely@wo types of
intelligence: verbal intelligence and mathematidalical
intelligence; there are other types of intelligesoeh as spatial
intelligence, bodily-kinesthetic intelligence, meadi intelligence
And interpersonal intelligence.

Linguistic intelligence includes speaking, usingrus,
writings, giving presentations, solving word prahk logical
mathematical intelligence using numbers, logic,cualaltions;
learning and understanding grammar rules

Special intelligence includes drawing, paintingngscolor,
art, graphics, pictures, maps, and charts. Bodigdthetic
intelligence includes muscular coordination, athlekill, body
language, drama and theater. Musical intelligenmmmpasses
using music, tones, hearing; producing the int@matand
rhythm of a language. Interpersonal Intelligendensto talking
with other people, understanding them, using laggu#o
communicate. However Intrapersonal intelligence Isamdf-
knowledge, self-confidence, using language to amajpourself,
especially measured by verbal 1Q tests, which nm&aa Istrong
factor when it comes to learning that involves laage analysis
and rule learning. On the other hand, intelligent®y play a
less important role in language learning that fesusore on
communication. It is important to keep in mind that
“Iintelligence"” is complex and that a person hasyrkinds of
abilities and strengths an individual with stronga@emic
performance does not necessarily mean that shedhe i
successful second language learner.



2.3.2 Aptitude

Aptitude refers to potential for achievement. Artitaple
test is designed to make a prediction about arvidgial's future
achievements. Aptitude for language learning is allgu
composed of four different types of abilities: 1eThbility to
iIdentify and memorize new sounds 2.the ability tmwerstand
the function of particular words in sentences & #bility to
figure out grammatical rules from language samglédse ability
to memorize new words.

Earlier research revealed a substantial relatipnsbiween
aptitude for language learning and performance areifin
language that was taught with grammar-translatiorauwdio-
lingual methods. However, aptitude seems irreleviantlL2
learning with file adoption of a more communicat&pproach
to teaching (i.e., with a focus on meaning rath@nton form).
Successful language learners are not necessanolygsin all of
the components of aptitude (e.g., some may havengstr
memories but only average ability to figure out ngnaatical
rules.) Teachers can select appropriate teachipgpaphes and
activities based on learners' aptitude profilesatcommodate
their differences in aptitude Corder (1989).

2.3.3 Personality

There are numbers of personality characteristied Hre
likely to affect L2 learning, such as Extroversiovs.
introversion, Inhibition vs. risk-taking, Self-esta (self-
confidence) Anxiety Empathy. Some studies have dothmat
learners' success in language learning is assdciatigh
extroversion such as assertiveness and advent@wsajswhile
others have found that many successful languagedesado not



get high scores on measures of extroversion. lnbibiis a

negative force for second language pronunciatiafopeance.

However, in general, the research does not showearlg

defined relationship between personality and SLAe Thajor

difficulty is identification and measurement of genality

characteristics. Personality may be a major faotdy in the

acquisition of conversational skills (i.e., oralnmmunicative

ability), not in tile acquisition of literacy skdl(i.e., reading and
writing skills).

2.3.4 Motivation

Learning a second language would not be occurréagowi a
key factor-motivation. Crookes perceivdse major approaches
towards motivation as social and physical. He st@tat motivation
has been consistently linked with attitudes towalngscommunity of
speakers of the target language with interestteraating with such
speakers, and with some degree of self-identiboatvith the target
community(Crookes:70-1). Keeping in mind, there three different
types of motivation; that is integrative motivatianstrumental and
intrinsic motivation.

2.3.4.1 Types of Motivation

1. Integrative Motivation: It involves the intetas learning a
second language because of a sincere and perateralst in the
people and culture represented by the other largguagup.
Integrative motivation on the other hand is the boration of
learning the language.

2. Instrumental Motivation is the need and the r@et achieve
the reward of the achieving a high level of English is
important to distinguish between orientation andtivadion



when referring to instrumental motivation, the ogpic of
orientation involved learners regarding as impdrtdor
performing one's profession or reading technicaidture.

3. Intrinsic Motivation: It is related to the leans context of
learning second language, so the methodology chieg is too
constant, habitation will occur

2.3.4.2 Attitudes Towards Second Language Community

Positive learning L2 is enrichment. Negative leagnL2 is
resentment Social dynamics and power relationshgisveen
L1 and L2. Minority group members learning the laage of a
majority groups may have different attitudes andtiviadion
from those of majority group members learning a anig
language. Think of why an ESL learner's and an kaner's
attitude may differ in motivation and attitude.

2.3.4.3 Motivation in the Classroom Setting

Its motivating students in to the lesson, varyire t
activities, tasks, and materials to increase stistlenterest
levels, using cooperative rather than competitive@alg to
increase students' self-confidence, creating a atigp and
non-threatening learning atmosphere.

2.4 Learning Styles.

A learning Style is student consistent way of resjpeg to
and using stimuli in the context of learning. R&R&D9:89)
defined learning styles as the composite of charitic
cognitive, affective and physiological factors teatve as
relatively stable indicators of how a learner pere, interact



with, and responds to the learning environment .
2.4.1 Perceptual Learning Styles:

Visual learner learns more effectively through tlges
(seeing), Auditory, (aural) learners: learns moféeatively
through the ears (hearing). Haptic learner learnsrem
effectively through touch and body movement (a coatiton of
the kinesthetic and tactile styles). Kinesthetiarher: learns
more effectively through concrete body experient®dy
movement). Tactile learner learns more effectivéiyough
touch (hands-on).

2.4.2 Cognitive learning Styles

Cognitive learning style is related to classroomglaage
learning that involves analysis, attention to dstaiand
mastering of exercise, drills, and other focusdd/idies . FD is
related to the communicative aspects of languagenileg that
require social outreach, empathy, perception otmibeople,
and communicative skills. Reflectivity vs. impulgwreflective
learners tends to make a slower, more calculatesida. They
are usually more systematic and more cautiousamieg L2.
Impulsive learners tend to make a quick or gambdjngss at an
answer to a problem. They are usually more inteiammd more
willing to take risks in learning L2.

Every person, student or teacher, has a learniyig; s
therefore, there is no particular teaching or lgeymethod that
can suit the needs of all learners. Learning stglast on wide
continuums, although they are often described gsosifes.
Learning styles are value-neutral; that is, no siye is better
than others. Very little research has examined itiberaction



between different learning styles and success inlda2ning;
however, students should be encouraged to "strethhblr
learning styles so that they will be more empowened variety
of learning situations.

2.4.3 Learner Beliefs

Learner Beliefs virtually all learners, particularblder
learners, have strong beliefs about how their laggu
instruction should be delivered. Learner beliefe asually
based on previous learning experiences and thengsisumn that
a particular type of instruction is better than evth The
available research indicates that learner beliafs lse strong
mediating factors in learners' L2 learning process., L2
learners' progress was negatively affected by atruational
approach that was not consistent with their beldisut the best
ways for them to learn, whether due to their leagrstyles or to
their beliefs about how language are learned, wniluence the
kinds of strategies they choose to learn new natereachers
can use this information to help learner's expdwed repertoire
of learning strategies and thus develop greatzibiléy in their
second language learning.

2.4.4 Age of Acquisition

The relationship between a learner's age and lis/he
potential for success in second language learsimgmplicated.
Tile relationship needs to take into account |) st@ge of L2
development, 2) the goals of learning L2 (i.ewimat aspects of
the L2 tile learner has achieved), and 3) tile erhin which tile
learner learns L2 (including language input, leagni
environment, and socio-cultural context). L2 depebent in
informal language learning environments where theisTused



primary: Children can eventually speak the L2 wittive-like
fluency, but their parents and older learners, (pest-puberty
learners) are hard to achieve such high levels adteny of the
spoken language, especially in pronunciation/acdshtlts and
adolescents can make more rapid progress towartkmad an
L2 in contexts where they can make use of the laggwn a
daily basis in social, personal, professional, aad@mic
interaction. Skehan (1989) Learners who begamilegran L2
at the elementary school level did not necessaldybetter in
the long run than those who began in early adofgsitas more
difficult for post-puberty learners to attain natiltke mastery of
the spoken language, including pronunciation, wejrdice, and
some grammatical features.

2.5 Native Language Interference with Second Languge

The second language learning environment encomgpasse

everything the language learner hears and seefi@nnéw
language. It may include a wide variety of situasicsuch as
exchanges in restaurants and stoles, conversatitindriends,
reading street signs and newspapers, as well asrotam
activities, or it may be very sparse, including yotdnguage
classroom activities and a few books Larsen- Fre¢h®®1).

Regardless of the learning environment, the leameral is
mastery of the target language. The learner bethi@gask of
learning a second language from point zero (orectosit) and
through the steady accumulation of the mastereitieenof the
target language, eventually amasses them in giesnsitifficient
to constitute a particular level of proficiency By Burt &
Krashen (1982: 76) and Ellis (1984:116).



This characteristic of language learning entailse th
successful mastery of steadily accumulating strattantities
and organizing this knowledge into coherent stmastuwhich
lead to effective communication in tile target laage . If this is
the case, then we would expect that well-formeduate and
complete target language structures would, ong afether,
emerge on the learner's path towards eventual mastethe
language. If the learner went on to master the dagg, we
could, in principle, tabulate the expansion of lies/repertoire
tip to the point where all of the well-formed stues of the
target language had been accounted for Beardsmh9é2) .

In reality this is not the case. Second langua@genkxs
appear to accommodate structural entities of ttgeetdanguage
but demonstrate difficulty in organizing this kn@&dbe into
appropriate, coherent structures there appears s dignificant
gap between the accumulation and the organizatiorih®
knowledge. This then raise a critical question -atvkinds of
language do second language learners produce akiageand
writing? When writing or speaking the target langgaL2).
Second language learners tend to rely on theiv@déinguage
(L1) structures to produce a response. If the giras of the two
languages are distinctly different, then one coakpect a
relatively high frequency of errors to occur in L2hus
indicating an interference of L1 on L2 Ellis (1996 ).

Dulay et al (1982:135) define interference as thmatic
transfer, due to habit, of the surface structuretrod first
language onto the surface of the target languagt. (L 983:
256) defines interference as 'errors in the le&nase of the
foreign language that can be traced back to th@endbngue'.

Ellis (1997:51 ) refers to interference as 'tranistghich he
says is 'the influence that the learners L1 exextsr the



acquisition of L2' He argues their transfer is goved by
learners' perceptions about what is transferablkk lan their
,Stage of development in L2 learning In learningtaaget
language. Learner constricts their own in-ter-imles Selinker
(1988) and Ellis (1997: 62) with the use of thelr knowledge,
but only when they believe it will help them in tlearning task
or when they have become sufficiently proficientiie L2 for
transfer to be possible.

Ellis (1997:65) raises the need to distinguish leefverrors
and mistakes and makes an important distinctiowdst the
two. He says that errors reflect gaps in the leanaowledge;
they occur because the learner does not know vghabrrect.
Mistakes reflect occasional lapses in performarleey occur
because, in a particular instance, the leanerablerto perform
what he or she knows

2.6. The use of Translation in English Language Le&ning

It is necessary to discriminate between the teacluh
translation as a vocational skill and the use efrttother tongue
in the teaching situation as an aid to languagmieg. The need
for some translation in language learning is usguslpported by
non-native teachers. Native teachers of Englishuarghat
foreign language learning needs as much exposuiteetb2 as
possible during precious classroom time, and aagei®f the L
1 or translation is a waste of time.

In the past, most methods in L2 language pedagusteld
that L1 should be prohibited in the classroom. Camicative
approaches to language learning in the 1970s arDs19
considered the use of the L1 as undesirable. Howeseently
the attitude to mother tongue and translation mglege classes
has undergone a positive change.



Translation is sometimes referred to as the fifthguage
skill alongside the other four basic skills of éising, speaking,
reading, and writing. 'Translation holds a spetigbortance at
an intermediate. and advanced level: in the advamcefinal
stage of language teaching, translation from LLZand L2 to
L1 is recognized as the fifth skill and the mospartant social
skill since it promotes communication and underditagp
between strangers' Ross ( 2000:63).

Mother tongue has potentially both positive and atieg
consequences: it may serve social and cognitivectiums
Carless (2008:331). It is claimed that studentskuagrin groups
do not have to speak English all the time. Use ofhar tongue
relates to learner identity. Negative impact of Imeottongue use
iIs that too much reliance on the L1 may undermihe t
interaction in English.

However good the students are at comprehendingeatith
reading or listening materials, the majority keepentally
translating from L2 into L1 and vice versa. Thictfanakes
teachers of foreign languages aware of the impoetaof
translation in language classrooms.

Why do students use the mother tongue in class@rdig
to J. Harmer (2001: 131), a principal cause of ltheuse is
required by the activity, if students are linguatly incapable
of activating vocabulary for a chosen task. Anotheaison is
that translation is a natural thing to do in langgigearning, and
code-switching between languages is regarded asratigit
developmental. The amount of L1 use by particutadents
may well have to do with differing learner styleslabilities.

Evidence from research into the crucial issue eflth use



in classrooms around the world was analyzed by GGttitMi
(2004:118). For instance, LI use in the Chinesessctaoms
offers evidence that L1 is a valuable tool for sexbgnitive
processes in language learning. Another reasobhlfarse in the
classroom relates to the fostering of a positivéedchive
environment. C. W. Schweers (1999: 6) encourageshegs to
insert the native language into lessons to infleertbe
classroom dynamic, provide a sense of securityvafidate the
learners' experiences.

The real usefulness of translation in English @adges in
exploiting it in order to compare grammar, vocabylavord
order and other language points in English and stiuelent's
mother tongue. According to N. J. Ross (2000:26§tudents
are aware of the differences, language interfer@naesfer) and
intervention from their own language are likelyb® reduced.

It is known that linguistic awareness can be eitmrscious
or unconscious Odlin (1996:81).Cross-linguisticianties and
differences can produce positive transfer or negatransfer
such as under production, overproduction, prodaocgorors,
and misinterpretation. It should be emphasized tfaatsfer is
not always caused by the influence of native laggua

Numerous studies indicated that both negative arsitipe
transfer between the L1 and L2 was important foretigpment
of the interlanguage, the complex system of thenka' L2.
Many teachers recognize that the L1 in the classra® a
positive representation of the interlanguage. Th&a cdn the
interlanguage and language transfer show that ihighly
probable that L2 learners will always think mosteafin their
L1, even at the advanced level Mahmoud ( 2006: K8yeover,
translation in the L2 classroom offers a way to hhght



similarities and differences between L1 and L2 fernthe
translation is useful for L2 acquisition becaussstly, it uses
authentic materials, secondly, it is interactivbirdly, it is
learner-centered, and finally it promotes learnetoaomy
Mahmoud ( 2006: 30).

Regarding the use of the L1 in the L2 classrooms it
important to find out how students themselves &miut it. C.
Schweers (1999:7) conducted research into thigiasd found
that a high percentage (88.7%) of the participdets that
mother tongue should be used in their English ekss
Moreover, if learners of a second language are waged to
ignore their native language, they might well féedir identity
threatened. The formal study into the use of naawguage in
our settings has shown that as many as 86% outl6f 1
respondents felt that a native language should dael un the
classroom, particularly to explain difficult condgp(90%),
introduce new material (57%), define new vocabuléf%),
explain the link between English and mother tongt%)
Schweers (1999:9).

It is noteworthy that in teaching / learning Esglithere
has been a long-felt dissatisfaction, mainly ongtuelents' part,
about excluding or minimal use of translation in steging
complex issues. Learners constantly wanted to ckieelexact
meanings of the occurring terms in their nativeglsage by
consulting bilingual dictionaries or asking for d¢har's
explanations.



CHAPTER THREE

English Writing and Grammar Difficulties
Introdtion

Learning English as a foreign language or any osleeond
language is always a challenge especially if yeuflarm a place
where people hardly use the second language in tegular
life- Language learner's face several difficultgpEning good
command over a foreign language. Even the levaliffitulty
raises higher when the targeted language is l@dthtthe help
of no professionals or institutes dedicated tohdae language.
The degree of the efficiency of learner of a sectamjuage
needs depends on the sector she or he is tardetaqgply . For
instance, students, whose medium of education fsreign
language, need a good understanding of the languadéreely
writing ability, but for using foreign language st only
achieving the knowledge to use the language prgfrr also
acquiring the power to write in a way that attrgmeple to read
and feel what has been written rather than justveging
meaning. There are many reasons affecting leatingiish as a
second language properly.

1. Learners learn the meanings of thousands of uecklat
words but don't really learn their applicationsréfere, can't
capitalize them.

2. Learners learn grammar but hardly get the challetoge
apply them in a large context.

3. Whatever learners learn could be handsome enough bu
they don't get any opportunity to communicate wite native
speakers or even they don't communicate with thisesdhat



really don't help us to preserve what they haaenked .They
miss the communicative competence.

4. The degree that their native language differs feosecond
language is very vital. So very often learners findoring and
difficult to learn a second language that is verychdifferent
from the native language.

5. They hardly listen to English news or read literat
article or any thing that enhances the learnet. skiley miss
out their listening and reading skills which areywenportant to
acquire mastery or proficiency of English as absddanguage

6. In schools, students are being taught that Engéshn

international language. To learn this language irequconstant
practice and patience. The kind of feeling thati@ges among
students is that it is not possible to get fluencymastery over
English language. This kind of tendency prevenigestts from
learning new languages like English. Since moghefstudents
are first generation learners, how can a studentagguainted
with the foreign language with regard to Englistheut any
guidance from their parents and others? Even thaigtients
are studying English, they are not able to prodaan a single
sentence without any grammatical error in EngliEhe reason
stated for this is that they study subjects from éxamination
point of view only. This is true with English largge too. Our
examination system is such that it makes studeras

memorization rather than testing their analyticat areative
skills. In this process, they memorize lessons;ogyce them in
exam halls and forget them in the same day itself.

7. Learners learn basic grammar at school level e t
purpose of passing the tests and not to face aay life



situations. Application-oriented advanced grammarat taught
in schools. Furthermore, adequate practice is nwéng to

students to learn a language. After this phaseudest enters
into college life. This period is considered asamsition period.
The system followed in colleges is different fromatt of

schools. Moreover, students have their own whint fancies
about college life because of the tremendous inflteeof mass-
medias like theatres and satellite channels on .thEhese
Medias project a false perception about collegab stndents.
On seeing such things in movies, students tala gfanted. As
a result of this, they have formed an image forolkege and
want to act upon that image.

8. During twelve years of school life students learn
consistency, discipline, determination, order ahddience. The
moment he/she enters into college life, he/ shakgias if
he/she got freedom. He/she forgets good things;siwhe learnt
through twelve years of rigorous training in schddie general
thinking about college among student communityhat tollege
Is very liberal in dealing with the students Bro#994). No
one cares for anything. They do not have respdiigbiat all.
Whatever they think they can implement . Attenduhagss is not
compulsory. Keeping these views in mind they fihdlifficult
to sit in classrooms and listen to the lessonsgoéaught to
them. All their views about a college are shattardéd pieces
the moment a teacher enters in a classroom anadayiteach
and impose certain restrictions on them. At thrcjure, severe
problems start with the slow-learners. These stisd@o passed
in the higher secondary examinations. For thentingitand
listen a language class is something an uphill, takiie others
listening to the class with rapt attention

There are two problems which a language teafdees at



this critical point of time. First, a teacher hasmanage all the
students in a classroom. If any one of the studendémtes
problems it is an embarrassing situation for him/Becond, the
teacher identifies the students who create probldmis not

advisable to punish such boys in front of otherkisTis so

because students will be affected psychologicé&lgmetimes
students may turn against teachers. Simultaneotisdy, begin

to see a teacher as his adversary. This is noalthlgegrend. At

the same time, to correct them inside the classrdhreduce

the teaching time. There is also a danger of dewidtom the

teaching of subject too. The very day a studenersnin a

college, he associates himself with a student bége as shown
in movies. The problem arises at the initial staggf with such

students. So, the primary task of teachers is tdegthem in

proper way and make them realize the value of gellde.

Teachers' responsibility lies not only with the rage
students but also with below average/slow learriara.short, a
good teacher has to handle classes for all theestadin a
classroom. Individual attention will solve all ksaf problems
which arise while taking classes. As a remedialsuesg slow-
learners should be given extra coaching and coungself a
student errs in a class he/she should not be staldpunished
for his/her misbehavior in the class itself. Thidl wwake them
weaken psychologically. Instead, call such studemdwidually
after class hours are over and provide valuabldacadvand
counsel them the significance of college life. Tiwfl create a
congenial relationship between staff and students.

To ease problems from day one itself, an Englksither
has to encourage the students to talk in Englidig, dhis act
makes them confident. By taking extra care, theliEmgeacher
will impart the nuances spoken aspects of a languoage/twice



In a week as a remedial measure. When such tympaen
English classes begins, student-friendly or |eacestric
environment will certainly prevail, as more and m@&tudents
will participate in the session Combs (1976:138).

Teachers should motivate students for particigativ
learning. This will solve all the stumbling blocks students.
Teaching learning is not a one-way process. It maudti-way
process. As soon as the teaching is over, stuckaisid raise
their doubts, clarification, etc. By doing so, sats'
communication skills in English will grow. To deegl this,
sufficient practice must be given to students ®irtpreliminary
stage. While maintaining classroom management c@mgly
learner-friendly atmosphere should also prevailréheThis
ensures students to learn more and participate.rAbve all, a
teacher is not only a teacher but also a frienddegiand a
philosopher to students. He/she guides studentsemnigtto pass
in the exam but also to face challenges and taj{te decisions
during the time of crisis in life. This is, of caa; a real and
tough task ahead of a good teacher types.

3.1 Importance of Writing Skill in Learning A foreign
Language

According to Cottrel (2008) writing skill is usipal
considered as a clear proof whether learners Iéarglish well
or not. Learners sit for different examinations gad grades on
the basis of writing ability .Writing ability is asssed for grades
or scores in the examination .This is apparentlyast area of
language production that our students and teaclaes
concerned with. Khan (1999:66) addressed the isslie
assessment in writing English based on empirica taat were
collected from composition writing of learners aheir higher



secondary level. On the other hand Khan shows &mcp of
word and sentence level errors in writing paragraghEFLs
through a small scale investigation. He suggestt there
should be more effective ways of correcting studaniting with
plausible feedback .Practicing writing in the ctassn and its
problems can be a practical area for assessmenfbandtiting
development. In this regard we do not have mangshgative
reports revealing a detailed picture of problemsstadent
writing that could have provided professional imdgy for
teacher development However, various studies hagen b
carried out, Nada (2002:54) made an empirical stoialyerror
analysis of ELL of Arabic L1 background that enc@sges a
broad based scenario of Arabic learners' tenderatggories of
frequency of error making in EFL learning.

3.1.1 Lack of Proficiency in Written English

Some learners have developed an attitude of ndteboy
to learn the correct written form of some aspedét&mglish. It
would appear from the range of errors that learng&ake on the
basis of that writing is the most difficult of alhe language
skills. The more inaccurate the learner is in wntEnglish, the
more likely he or she is to perform very poorlyal subjects
taught through English.

The writing skill, particularly in English, is argbly a
major factor in determining the success or failofdearners at
secondary schools. It is responsible for the mahet the
learners get at the end of the year. In this cEsglish has
considerable influence on the validity of learnergaluations,
that is, the extent to which their examinations soea what
they are meant to measure. The examinations thatdes take
are supposed to measure their knowledge of selext=k of



content in particular subjects (for example: Higidkgriculture,
Biology, Geography, Biblical Studies, etc.), bukithlimited
language proficiency (i.e. what is not supposefiganeasured
by the examinations) influences their results. Tiggests that
the examination results obtained by the learners waie L2
speakers of English might well be invalid, in thhey may
reflect not the lack of knowledge of the subject ttera
purportedly being tested, but rather the learrmtapetence in
English Brown (1982).

The final result is that a learner who is goodaagluage but
does not know the content will fail, while the owko knows
the content but is poor at language may alsoTag latter is the
one that is of utmost importance to this study,abee learners
who are good at language struggle only to masrctintent,
while those who are poor at language struggle Wwikh the
content and the language.

When marking the written examinations, in fact, the
learners understand the content but have a prolben it
comes to conveying that information through the nedof
English. In the assessment of learners throughenritexts, it
would appear that the validity of the results issfionable,
because the focus is on language knowledge rathewontent
knowledge.

Linguistic theorists divide language knowledge irto
major aspects: competence and performance. Conueetefers
to the extent to which an individual knows the laage, that is,
knowledge of what is grammatically and socially reot
(socially appropriate and acceptable register) itarmguage.
Performance refers to what an individual producdsermw he
speaks, reads or writes the language. Performanitaat which



occurs in practice. However, performance is an @&sjud
competence. The mentalist model of language legriputs
emphasis on competence as an important component of
language use, while the behaviorist model of lagguaarning
puts emphasis on performance as an important coempaof
language use Hubbard et al (1986:48). Chomsky arguengly
that performance is not a true reflection of onlasguage
competence: it is but the tip of an iceberg. Acaggdo him an
individual has more competence than his/her perdoca
reveals Hubbard et al (1986:51). Consequentlywtigen work
of learners (i.e. performance) is not a true reibec of their
competence. So examinations fail to measure thguiktic
competence of learners.

There is a problem among graduates of secondargokch
students of not being able to express their thaughturately in
written English. They make a wide range of errofscl often
renders their writing difficult to understand.

There is also a problem of differences in the paroa of
these errors by different people according to tHaiguistic
background. For example, an L1 speaker of Englilb Wwas no
training in second language learning might perceSesotho
speakers' errors to be signs of cognitive problearsd
consequently be led to award the learners loweksntiran they
truly deserve. First language -speaking marker tmgtognize the
errors as being typical of all first language smgakand not as
signs of intellectual weakness Crown (1982). Suatmagker might
award a higher mark for the same piece of worksTgmoblem
may affect both the validity and the reliability thie examinations.



3.1.2.1 Composition Theory of Writing

First, it is important to define writing. Althoughriting can
take on many forms (creative, expository, editorgtistle etc.)
and can be accomplished in various modes (pengderpénger
to keyboard), writing in the classroom should hmublic act, be
interpretive. Writing should be a shared processorayst
students, take the students into a higher ordekity pattern,
and always come from a specific point of view. ldigion,
Gary Olson has compiled the "10 Essentials to Ru¢ériting".

A set of the beliefs held for decades regardingk#e points to
effective composition Combs (1976). They can hatbbelow.

1- Writing is an activity, an act composed of a varief
activities.

2-  The activities in writing are typically recursiv&ther than
linear.

3-  Writing is, first and foremost, a social activity.

4- The act of writing can be a means of learning and
discovery.

5- Experienced writers are often aware of audiencgyqse,
and context

6- Experienced writers spend considerable time onniwve
and revision

7-  Effective writing instruction allows students toaptice
these activities.

8- Such instruction includes ample opportunity for mpee
review

9- Effective instructors grade student work not only the
finished product but on the efforts involved in tigiting
process

10- Successful composition instruction entails finding
appropriate intervene in each student's writingess.



The ultimate goal is to push students from beingirbeer
writers to expert writers. To do so, a teacher nmefp students
become aware of the methods used to become antieffec
writer in the field.

Every classroom, depending on the discipline, will
approach writing in a different way. While in soenclass,
students should be thinking and writing like sdst in math
class, thinking and writing like mathematiciansud&nts first
need to acquire the terms specific to the disaplirhen, in acts
of writing, students can use these terms in auité¢stks. They
will think in terms of the discipline and how tat@nact with the
world with regards to the field.

By giving students the chance to write in authentic
environments, students will show their affinity o specific
discipline. If for example, a student is successfulwriting
scientific reports, a teacher may be able to eragria student
towards pursuing a science career. Teachers widbbeto see if
a student has the "it factor" for future real woslgccess in a
discipline.

While writing, students will be setting goals, phamg,
searching their memories, problem solving, evahggtiand
diagnosing. Through these activities associatedh wititing,
students will be able to enter a "new stage ofkihii' by
understanding the material on a deeper level .

Through a process referred to as "cognitive refatien”,
the act of writing can even change and transforevipus
knowledge, or even past biases. Students will e @bcreate
new thoughts related to old information.



The same is for writing in a classroom. A studenyrhave
thoughts about a subject or topic, but as soomes $pend the
time to write it down, it becomes a conscious dcsymthesis
that can be referred back to. The material takes whole other
form.

"Composition theory" has become a buzzword reptasen
the range of beliefs that writing in the classroacan help
promote cognitive development. There are criticschs as
Robert Mahon, who say that all the hype around @mmipn
theory is essentially "endlessly reinventing thegeels while
slacking off on the basics" Mahon (1991:61). Helscébr a
return to the basics of teaching students how toclear,
concise, and focused in their writing, as opposedilltthe bells
and whistles that certain professional developnoentferences
and methods attached to composition theory offer.

There can still be much benefit from supportingeaching
method with highly acclaimed theorists. Compositilbeory is a
melding of cognitive science and linguistic theoin the
classroom it is often referred to as "Writing toak®', yet it is
more than a basic post-reading activity to keegdestts busy.

As the next section will show, using writing in the
classroom can aid in a student's development aaxhées can
create learners for life.

3.1.2 Writing Composition

When a student is asked to write a compositionséf words,
although shorter, but students face much diffictiftgt a longer
composition doesn't. The student must be concise,have one
main point and stick to it. Nevertheless, in wgtian effective
short composition, he/she will be using the fundatiads of good



composition writing that apply to any compositicggardless of
length. The following points must be taken into sideration in
writing any composition:

1- He/ She must begin composition by doing some base
writing. This might include brainstorming or a simputline.

2- Develop a 30-40 word introduction. This introduatio
should begin with a broad context, such as "thdicdity of
choosing a major in college," and then work towdn@sspecific
topic.

3- He has to move to a single body paragraph of 50+&@ls.
This paragraph should basically provide supporhfsrstatement.

4- He has to end his composition with a 30-50 - word
conclusion that re-state his paper and reviewsntlagn points.
Leave the reader with insight into the topic, ttasild be personal
insight or into the subject itself Brown (1982).

5. He has to proofread his paper carefully for gream and
spelling errors and any problems with clarity .Oeféective
method of proofreading is to check his compositgiarting
from the end and backwards (last sentence, seconbhst
sentence, and so on.) This method will prevent Hiom
focusing on his content and will allow him to contate
strictly on sentence-level errors.

3.1.2. 2 Language Learning and Development

As it is understood, there are three basic schafolsought
when it comes to learning and development. JeargePia
believed that development had to come before a atoluld
learn. On the other hand, Lev Vygotsky proposed légrning
comes before development. There is still anothdietb¢hat
learning and development happen at the same time.



To look at composition theory through Piaget's eyesld
make writing in the classroom nothing more thamidging,
rehearsing, organizing, and reinforcing. If a chiéd already
developed to the fullest at his appropriate stdgen writing to
learn would make no impact on his growth. It woulé
impossible for a child to enter new realms of thmgk

If one were to look at writing to learn through thiew that
learning happens at the same time as developmeitingv
becomes more effective. Students will be able tm$oon genre
specific writing, and small waves of developmentildooccur
from small bits of learning. They would be ableatmuire a few
new skills and accumulate bits of knowledge in rtheiiting
process.

However, in order to gain the most benefit fromting,
one should approach the task through the eyesygbtgky.
When learning happens before development, "learpmegares
the learner for new stages of development". Theeefariting
goes beyond the rote recitation of what was legrasc way to
improve the whole child. Students can reflect, pere, and gain
perspectives as they write.

As alluded to earlier, writing can influence andtracture
prior knowledge. With regards to his theory of thene of
proximal development (ZPD), students learn firstially and
then internalize the information. in other wordsg imaterial is
first interpersonal, and becomes intrapersonad. jlist like how
a child learns a language: first the child leaim®ugh social
interaction and language is attached to the warlavlnich she
lives, and then it becomes privatized, most sessutfh private
speech.



Following this trend of language acquisition, stutdecan
learn information first socially, and in the broaddassroom
setting, and then through writing it can be intémeal. Thus, the
child is pushed further in his or her development

3.1.3 Rules to Avoid Making Mistakes in English Wriing

There are some rules that should be followed ireiotd avoid
making mistakes in writing:

1. The learner should use simple language. Somnedesatry to

build very complicated sentences with things like present
perfect tense or conditionals. They make horribistakes. He/
She should write what he /she can write (simpldes@es that
he/she has seen many times) not what he/she wantite

(complicated sentences). He/ She may feel he kintplike a

child or that he/she is not expressing his/her gihs; but don't
worry about that. Right now, his/ her task is rmekpress his/
her thoughts freely; his/ her task is to learnlémguage.

2. He/ She must be slow and careful. He/ She shotitd very
slowly. If he/she needs two hours to write 150 word
composition, with correct sentences, that is gdduht is better
than writing it in one hour. Why should it takelsag? Because
he/she should read his sentences many times, oton
mistakes. He/ She should correct his/her own seaten
frequently. He/ She should check if his/her sergsrare correct
by using a dictionary. And he/she should look fowaraple
sentences to imitate.

3. If he/she is not sure how to write somethingslhe must not
write it. If he/she can write something correctily,is almost
always better not to write it. He/ She must notckea



himself/herself the wrong way to write it. He/ Sban try to

look for the correct sentence in a dictionary, Wwhen writing,

usually he/she does not have a time for that. $oatgood idea
to write something else-something that he/she knsvesrrect.

It can even be something on a different subject.

4. When writing, he/she always should look thingp. u
Whenever he/she is not sure how to use a wordhéesisould
look it up in a dictionary to find example senteseéth it.

5. He/ She should know when he/she makes bad gritBome
learners do not even realize how different Engissfrom their

native language. When writing, they translate wéod word

from their native language, and they think theintsaces are
right. When reading or listening to English, heé should use
the "pause and think" technique; pay close attanti things
like word order, articles, prepositions, and tenses

3.2 Grammatical Knowledge

Grammar is the study of rules governing the use of
language, thus, each language can be said to havewn
distinct grammar. Grammar is part of the generaldystof
language called linguistics.

The ability to communicate is not the same thingthees
ability to use proper grammar, knowing proper granmerely
allows you to express ideas in ways that are aabéptto a
certain class of people or to control the nuandegr@ammar to
convey things subtly. But communication skills da@ quite
good even if one's grammar is not perfect, comnaiivie
competence means someone has the ability to makseHior
herself understood, despite distinct shortcominggrammar.



Good grammar is not prerequisite for communicative
competence.

Grammar is an important essence because it cotashio
good structure of sentences and it can help in h@vwell
communicate .One who has a good writing is an @¥ec
communicator because he/ she will usually be ableatch on
to the social rules which help us our communicatiboone has
poor grammar, he/ she will not be able to commuaica
effectively, some grammar errors are acceptableingur
communication but some are not, make any sensepttier
speaker may 'reply with what are you trying to te# or what
are you trying to say.

3.2.1 Importance of Grammar in Writing

Language is used every day for communication. When

people want to communicate with those around thibay, send
a message: they open their mouths and speak, stgntiveir
hands, or put pen to paper and write. Those ardlech then
receive the messages either by using their ealistem or by
using their eyes to read. In order to be this comoation
process is effective, all of the people involveditimust be
familiar with both these processes of communicatmal the
language used for communicating.

Being familiar with a language requires much mtiran
knowing every possible vocabulary word or recitiegery
possible verb form. Indeed, It requires knowing wbthe
system of rules for the language, rules that p®wndtructions
for using the language. This system of rules iseremmmonly
known as "grammar".



Every language has a grammar that outlines its examonal
or acceptable use in both oral and written comnaiimo.
Although this grammar has many fixed rules, or ‘\eartions,"
about how to put messages together, it is usuaikg glynamic-
that is it changes over time as the language clsange
.Consequently, while it is important to understarlle
conventions of a grammar, it is also importantaioognize these
conversations are likely to change over time.

Grammar is an important aspect in expressing thisulgi
writing, it is the most important element of wriitéanguage,
when the learner is well mastered with grammarcdme easily
communicate with others through writing. Good wngti
indicates good learning.

Grammar is the sound, structure and meaning systiem
language. All languages have grammar, and eachudgeghas
its own grammar. People who speak the same langaragable
to communicate because they intuitively know thangnar
system of that language - that is ,the rules ofingakneaning.
They recognize the sounds of English words, theninga of
those words, and the different ways of putting wamhether to
make meaningful sentences. However, while studevag be
affective speakers of English, they need guidamcéddcome
effective writer's .They need to learn how to tfanstheir
knowledge of grammatical aspects from oral to emitt
language.

Effective grammar instruction begins with what fess
already know about grammar ,and it helps them uss t
knowledge as they write. By connecting their omlduage to
written language ,teachers can identify abstraemgnatical
terminology so that students can write and read \giteater



competence and confidence. Researchers strongbesughat
the most beneficial way of helping learners improveir

command of grammar in writing is to use the ledsweriting as
the basis of discussing grammatical concepts. Reses agree
that it is more effective to teach punctuation,teece variety,
and the usage in the context of writing the topyctéaching
isolated skills ( Harris (1962).

3.2.2 Problems Caused by Using Incorrect Grammar

Grammar is the study of words and how they candeel @io
form sentences. It can include the inflectionsntay ,and word
formation of the language, as well as the pronuiucia
,meaning, and the linguistic theory of the partculword.
Unclear communication is the biggest issue caugeitdorrect
grammar when writing and speaking. Consider théodohg
sentences:

"l don't want nothing from you".

"l don't want anything from you".

While the first sentence uses two negatives to terea
positive construction, the second example usesegative and
one positive to create negative construction. lf goe trying to
state that you want a book, a new shirt, or sorheratem, the
first sentence is correct. However, if you are rgyito tell a
friend that you already have everything you neéeé, second
sentence is correct.

In addition to creating communication, misunderdiag
incorrect grammar also makes a poor first impresdioyou are
a jobseeker with grammatical errors in your resuanepmpany
recruiter may see you less intelligent than a adatdiwho has a
similar skills but was also to proofread propeitfyyou own a



business and have a grammatical errors in your etiack
materials, potential customers may see these mistals an
indication that your company is sloppy or simpledliable.

3.2.3 Strategies of Teaching and Learning Grammar

Grammar instruction is most naturally integratediroy the
revising, editing and proofreading phases of wgitiprocess.
After learners have written their first drafts eeeél comfortable
with the ideas and organization of their writingathers may
wish to employ various strategies to help studemotssee
grammatical concepts as language choices thatrdaanee their
writing purpose. Learners will soon grow more rdnep to
revising, editing and proofreading their writinga Mriting
conferences, for example teachers can help leamegise or
effective word choices. As the teacher and thenEradiscus, the
real audience for the writing, the teacher canthsklearners to
consider how formal or informal the writing shoute, and
remind the learners that all people adjust thelle¥dormality
in oral conversation, depending on their listenarsl the
speaking context. The teacher can then help thhadealentify
words in his or her writing that change the leviefamality of
the writing.

To help learners revise boring monotonous sentences
teachers might ask learners to read their writitmuch This
strategy helps both the partner and the writeetognize, when
for example, too many sentences begin with "it as""there
are". Both the partner and the writer can discuagswo vary
the sentence beginning. After the writer revises skntences,
the partner can read the sentences aloud. Thenchathliscuss
the effectiveness of the revision



Teachers can help learners edit from passive \toiegtive
voice by presenting a mini lesson .In editing gulearners
can exchange papers and look for verbs that ofigmalsthe
passive voice, such as "was" and "been". When éearfind
these verbs, they read the sentence aloud and sdisthie
whether the voice is passive and, if so, whetheadive voice
verb might strengthen the learners .The writer @weam decide
which voice is more effective and appropriate te thriting
purpose and audience.

Teachers can help learners become better proofeade
through peer editing groups. Based on the writinigjtees of the
learners; teacher can assign different proofreadasgks to
specific individuals in each group. For exampleg @erson for
agreement errors, another person for fragments ranebns,
another person for punctuation errors. As learmdgselop
increasing skill in proofreading areas, they becoesponsible
for more proofreading areas. Collaborating withsstaates in
peer editing groups helps improve their own gramsialt as
well as understand importance of grammar as aftoaffective
communication. As teachers integrate grammar iostmi with
writing instruction, they should use the grammamte that
make sense to the learners by incorporating theses

3.2.4 Common Problems in Learning Grammar

There are many problems that students face in il&arn
grammar and the following are the most common ones

3.2.4.1 Word Order

In English, word order is more important than itrismany
other languages. Very often EFL students producd#esees
that sound strange to the native's ear becausertie® of the



words in the sentences is wrong. The basic pafteringlish
statements is: subject-verb-object(s)-place- tingentences do
not have to have all of these parts, but if alltled parts do
occur, they most likely will occur in this ordef.d sentence has
both a place and time, one of these is frequentyed to the
front of the sentence.

A change in basic sentence order can make an [BEnglis
sentence nonsensical or make it mean something letetyp
different. For example, if part of the verb is mdw it conies
before the subject, we have a question. (e.g. "Jalie home
at eight" becomes "will John be home at eight?'ydfi switch
the time phrase with the place word you get an rstdedable
sentence that no native speaker would ever sagn"Jddl be at
eight home." Word order is also important in Engliwith
phrases smaller that a sentence.

3.2.4.2 Present Tense:

The present tense in most languages refers tonactlmat
are taking place in the present. In English, thisat really true.
We use present tense to refer to actions that atmtual,
repeated, or always true. (e.g., The sun riselsarEfst; | get up
every day at 6:00 a.m.; We celebrate Thanks giving
November). English uses preset progressive (present
continuous) to express actions that are taking eplac the
present (e.g., I'm reading a teacher training matigateaching
an ESL class; you're preparing to take your GED).

3.2.4.3 Past Tense

Past tense indicates experiences and evaitard over and
done in the past, one problem is that people tente present



tense to tell about personal experience in the. phste are
writing about an experience that occurred in th&t,pae should
use the past tense. Using present is correct wientalk, but
writing is some more formal, so that we need téofelthe rules
and keep the verb tenses consistent. A second corpnoblem
Is when students use "would + verb" to describesant that
happened in the past. This is correct in speechitbist not
correct in writing.

3.2.4.4 Two-Word Verbs:

Some actions in English are expressed by phrasas
consist of a verb and a preposition or adverb. d¢t®n is not
expressed by the verb alone. For example, "get"'nmét
obtain, to acquire, to receive, etc.' while "geedvmeans 'to
recover from an illness,’ and "get up" means ‘iseafrom a
reclining position." There are hundreds of suchapbs in
English. These are problems for EFL students sxéhey are
often not listed in the dictionary in a separaterfcand their
meaning is hard to find. A good textbook will prbhateach
many of these two-word verbs, but if yours does &aime of
them must have their two parts together in a sestemhile
others may have their parts separated by othegsghin the
sentence.

Examples:

The teacher always calls on students who are prdpar

She asked me to call her up after dinner.

The two-word verbs that can not have their pargassded
are called "inseparable" and file others are cdlkparable” .
Look at the examples below.

th



Examples:

"They wanted to look over the car".
"They wanted to look the car over".
"They wanted to look it over.

But not: Students wanted to look over it.

3.2.4.5 The Verb Do

In English, we use the verbs" do, did, does, det®)) in at

least four different ways:

1. As a verb like other verbs: Jennifer did théndss

2. As a sign of emphasis: | did comb my hair.

3. As a verb that can be placed in front of thejestibto
form a question or to which can not be attachedoton a
negative statement: Do they want more bread? Mresldoesn't
know if the clock is correct.

4. As a substitute to save repetition of anotheb v verb
phrase: My sister needs a new coat and | do toey Thdn't
finish their tests, but | did. Iragi students wiliobably have
difficulty with all of the uses of "do" except tliest example.

3.2.4.6 Prepositions

English prepositions are a problem because difteren
languages use different prepositions to expressdh® idea. It
will help your students if you do not teach too man
prepositions at one time. Also, it will help if yaue sure to put
the prepositions in context (in a situation whehe tse is
natural).



3.2.4.7 Nouns

In English, as in many other languages, nouns lassified
as countable and non-countable. If something in@ble, it
can have a plural form. If it is non-countablecain not have a
plural form and the singular form is used to refer any
guantity. Some of the things that we consider naumatable in
English are: abstractions, ideas, ideals, emotigasses, fluids,
materials with particles too small to be converiembunted,
and fields of study. Many languages have the samneept of
count and non-count but they do not always put stemthe
same category as we do in English. For exampldsnglish,
"homework" and "housework" are generally non-cohbleta(\We
do not say "housework".

In other languages, these nouns are countabléhayddo
have plural forms. Students have to learn whicimsare which
in English because it affects other grammar priesi@s well
(e.g. whether to use "a little or a few" before tioein. There are
other problems with English grammar but most gaodbiooks
can guide you along. The pointers included herenagstioned
only to make you aware that there are many aspédinglish
that are not problems at all for native speakersr{aineducated
ones), but which might cause problems for your estisl



CHAPTER FOUR
Procedures

The major aim of this chapter is to discuss thaitedf
procedures followed in the present study of achgthe aims.
First of all, there is a discussion of the popuolatthen sample
selection. Finally, there is a comprehensive andaileel
presentation of the procedures of building up #st tesigned
for the purpose of the study.

4.1 The Population and Sample of the Study

The population of the study is college studentsl\shg
English as a foreign language. The sample incl@@estudents
at third stage at Al- Maamoon University CollegeBaghdad
for the academic year 2012-2013. The choice ofstbhdents is
made deliberately.

4.2 Procedures of Constructing the Test

The test has been designed and prepared for thesaiof
the present study, has passed through severaisstge first is
the choice of the items insuring its validity amdiability, then
forming the scoring scheme. There is also a prasentof the
administration of the test and the statistical mdthused. After
all these steps, a pilot Test is formed to chegkrarssing point
needed.

4.2.1 Choice of the Items

To verify the aims of the present study, the chaité¢he
items of this test was made to suit the studene fiitst item



contains a letter to be sent to a friend has kindigred to look
after student's dog while he is a way in a holigdyile the
second item contains a descriptive essay about@mwson the
student planned (appendix 1).

Consequently, the test contained items that requiitng
a composition that requires the performance of aate
grammatical and lexical rules.

4.2.2 Face Validity

Tyler (1963: 28) consider validity as "the most orant
consideration in the construction and use of tédtus, the test
Is valid when it is accurate in measuring what dughmeasure.
In a way or another, face validity means the degoeehich a
test measures what it claims to measure efficiently
Lado(1960:169). To determine face validity, thet teas been
exposed to a jury of the following

1. Prof. Nidham Sheet Ph.D in linguistics ColledeAas/
University of Baghdad.

2. Prof. Abdullatif AL- Jumeili Ph.D in applied ljuistics.
University of Duhok

3. Asst prof. Zaidan Khalaf Ph.D in linguistics, llége of
Eduction /University of Anbar

4. Instructor. Ridha Ghanim Ph.D in English literat
College of Basic Education / Mustansiriya Universit

The experts commented on the test providing their
suggestions, modifications and additions then [§natlere
satisfied after taking into consideration all neszgyg remarks.



4.2.3 Test Reliability

One of the necessary characteristics of a tesé tgood is
reliability. A reliable test is the one that prodsceessentially the
same results consistently on different occasionsnwlhe
conditions of the test remain the same Hagen (1977)

4.2.4 The Pilot Test

The pilot test refers to a try-out of the testacsmall but
representative group of tested students Heator:11%58) .
The aims of the Pilot Test can be summed up iridh@wing:

1.1t provides information about test items determine
whether they are easy or difficult to the students.

2. It establishes a reasonable time limit ttre students
should take in the main test, and it discovers hdrethey are of
the test AL-Zobaide and AL-Hammash (1982: 13).

In order to assure the reliability of the test, tesearcher
corrected the compositions written by the studemise.

4.2.5 Administration of the Test

After achieving face validity and reliability, thocedure
followed for the administration of the test candoenmed up as
follows:

1- papers (which contained the item of the test)gven to
them and they are read by the researcher.

2- Each student is given forty minutes to think andtevia
composition of 80 words.



4. 2. 6 Criteria for Correcting and Scoring

The criteria for correcting the compositions of gtedents
IS mainly suggested by the supervisor. It was abtbat each
grammatical mistake or error is considered to dsefawhile
making sentences according to grammatical anddéxides is
considered to be correct. Here, it is worthy mamtig that
errors and mistakes made by students in their ngritieflect
their poor knowledge of grammar.

4.3 Theoretical Error Analysis

The historical development of types of analysiglatia that
have been used by researchers indicates that bizene been
many changes in the way in which second languagmtitens
have been viewed. First, it was contrastive anslygiich was
based on the similarities and differences betwden mother
tongue and the target language in order to makdigiiens
about the errors that a learner could commit D#aBurt, as
cited in Larsen-Freeman & Long (1991: 64). This idmwed
by error analysis, which was based on the prentis¢ the
starting point should be errors that learners make then an
attempt must be made to analyze their possiblecesur

The major criticism leveled against error analysss that
focusing on errors denied researchers access towtiwe
picture of learners' competence, and that it wagsossible to
come up with a definite source of an error, becdlisecause of
an error may be ambiguous Larsen-Freeman & Lon§1(563).
After error analysis come performance analysis tbcused on
the analysis of learners' inter language performanthe
criticism against it was that it focused only ore tlearner's



performance. Last was discourse analysis, whicm@ed both
the learner's performance and the input to then&raflLarsen-
Freeman & Long (1991:70).

A closer look at the various approaches mentiorEa
shows that some of them are subsumed in othershanadnany
of them overlap with each other.

Error analysis is a type of linguistic analysistthacuses
on tile errors learners make. It consists of a canspn between
the errors made in the Target Language (TL) andThatself.
Pit Corder is the "Father" of Error Analysis (thé& Evith the
"new look"). It was with his article entitled "Tigignificance of
Learner Errors" Corder (1967:132 ) that EA tookeav turn.
Errors used to be "flaws" that needed to be eréatica

Corder (1976:133) presented a completely diffepmit
of view. He contended that those errors are "ingodrin and of
themselves." For learners themselves, errors radesfiensable,
since the making of errors can be regarded as &aldlie
learner uses in order to learn. Gass& Selinker4i86) defined
errors as "red flags" that provide evidence of tharner's
knowledge of the second language. Researcheratarested in
errors because they are believed to contain vauabdrmation
on the strategies that people use to acquire aidmgegRichards
(1974:167) Taylor(1979:58) Dualy and Burt (1974)orgover,
according to Richards and (1974: | 5), "At the lesfepragmatic
classroom experience, error analysis will contitaeprovide
one means by which the teacher assesses learningpaching
and determines priorities for future effort." Acdorg to Corder



(1974), error analysis has two objects: one themletand
another applied.

The theoretical object serves to "elucidate whal laow a
learner learns when he studies a second langudgel"the
applied object serves to enable the learner "tonlaaore
efficiently by exploiting our knowledge of his ot for
pedagogical purposes.”

The investigation of errors and mistakes can libeasame
time diagnostic and prognostic. It is diagnosticdese it can
tell us the learner's state of the language Cofti#67:56) at a
given point during the learning process and protiadmsecause
it can tell course organizers to reorient langudgarning
materials on the basis of the learners' currerlpros.

Error analysis was established in the 1960s byHete it
Corder and colleagues. Error analysis was an altiem to
contrastive analysis. Error analysis showed thattrastive
analysis was unable to predict a great majority eofors,
although its more valuable aspects have been incagd into
the study of language transfer.

A key finding of error analysis has been that merarner
errors are produced by learners making faulty erfees about
the rules of the new language. Although error asialys still
used to investigate specific questions, the quest dn
overarching theory of learner errors has largegnba&bandoned.
Contrastive analysis emphasized the study of plogyolnd
morphology. It did not address communicative cotgexe.
contrasting socio-pragmatic conditions that inflceninguistic



production. Recent work in error analysis has emsjzlea errors
as a source of knowledge of a learner's inter lagguand
linguistic hypotheses.

Brown (1993: 205) differentiates between mistakaed a
errors. A mistake refers to a performance errot ihaither a
random guess or slip in that it is a failure tdizei a known
system correctly. All people make mistakes, in hodtive and
second language situations. Native speakers arenatigr
capable of recognizing and correcting such mistakésch are
not the result of a deficiency in competence bt thsult of
some sort of breakdown in the process of product@order in
Larsen (1992:62) claims that a mistake is a randerformance
slip caused by fatigue, excitement, etc. and tloeeetan be
readily self-corrected.

An error is a noticeable deviation, reflecting the
competence of the learner. It is a systematic diewianade by
the learner who has not yet mastered the rulesheftarget
language. The learner cannot self correct an &goause it is a
product reflective of his or her current stage @fdevelopment,
or underlying competence Larsen (1992: 59).

Error analysis is the study of kind and quantityeofor
that occurs, particularly in the fields of applididguistics.
These errors can be divided into three sub-categori
overgeneralization, incomplete rule application, d arthe
hypothesizing of false concepts, reflected a lasm®mpetence
at a certain stage and thereby differed from lgaimkearner.

The methodology of error analysis (traditional erro
analysis) can be said to have followed the stefmsbe



1. Collection of data.

2. ldentification of errors and mistakes (labelwgh varying
degree of precision depending on the linguistichsization
brought to bear upon the task, with respect tetteet nature of
the deviation.

3. Classification of error types

4. Statement of relative frequency of error types

5. Identification of the areas of difficulty in tharget language;
6. Therapy (remedial drills, lessons, etc.).

While the above methodology is roughly represevtatif
the majority of error' analyses in the traditiofr@mework, the
more sophisticated investigations went furtheintdude one or
both of the following:

1. Analysis of the source of the errors (e.g. mottegue
interference, over-generalization, inconsistenaiethe spelling
system of the target language, etc.);

2. Determination of the degree of disturbance ahusg the
error (or the seriousness of the error in termsomimunication,
norm, etc.).

Error analysis was criticized for misdiagnosing detoit
learning problems due to their "avoidance" of aar@ifficult
L2 elements. The result today is that both contrastnalysis
and error analysis are rarely used in identifying learner
problem areas.

The debate over contrastive analysis and erroysisahas
virtually disappeared in the last ten years. Mastearchers
agree that contrastive analysis and error analgkise can't
predict or account for the myriad errors encountenelearning
English Corder (1967:68)



There are two major theoretical frameworks of error
analysis that are relevant to this study, nameiptrastive
analysis and developmental analysis.

4.3.1 Contrastive Analysis of Learner Errors

According to Larsen-Freeman and Long (1991:78)mfro
the 1940s to the 1960s, contrastive analysis was niost
dominant form of data analysis. Much emphasis wasegl on
the role of the mother tongue in second languagenieg.
Contrastive analysis was based on the premiselitigtistic
differences could be used to predict learning dlifty Hatch
(1983:38) Klein (1986) Larsen — Freeman & Long (1:89)
Brown( 1994) James, (1998:112). It involves thstasmatic
comparison of the two languages, that is, the niditregue of
the learner and the target language. The objeiive identify
points of similarity and differences between the tanguages.

There was a strong belief that the learning ofanvould
be facilitated when similarities and differencesraveaken into
consideration. That conviction gave rise to whatamee known
as the contrastive analysis hypothesis. That hygsidlstipulated
that where two languages were similar, positivagfar would
occur, but where they were different, negative gfan or
interference Klein, Larsen-Freeman & Long(1991:53his
hypothesis was founded on behaviorism, which hietd iew
that language learning was a product of habit foiona



The relationship between language learning and atrnation
Is summed up succinctly as follows:

Foreign language learning was viewed as a procéss o
overcoming the habits of the native language ireotd acquire
the new habits of the target language. This wasmaptshed
through pedagogical practices of dialogue memaadrat
Imitation and pattern practice. Overlearning andusth
automaticity was the goal. The contrastive analygisothesis
was important to this view of language learninggsiif trouble
spots in the target language could be anticipaedrs might be
prevented or at least held to a minimum. In thisy whe
formation of bad habits could be avoided. LarsesefRran &
Long (1991: 55)

That hypothesis can be supported if a learner maiaasy
errors in the areas of difference between the mdtrgue and
the target language, and makes relatively few oemars in the
areas where the two languages are similar. Bug [earner
makes errors in the areas of similarity or makésively few or
no errors in the areas of differences, the hypathesrejected
Hoff-Ginsberg (1997).

Following this hypothesis, errors were classifiad the
basis of the mother tongue of the learner. In otherds, inter
lingual errors were used as the category of efuas learners
committed which could be traced to mother-tonguerfarence.
Thus errors were conceived of as a result of iaterfce
between first and second language Steinberg. Acuprtb
Wardhaugh Larsen-Freeman & Long (1991:57), thisthis



strong version of the contrastive analysis hypashes
4.3.2 Developmental Analysis of Learner Errors

According to Dulay, Burt and Krashen (1982), thejana
contribution of error analysis is the controverslacovery that
the majority of grammatical errors second langugpners
make do not reflect the learner's mother tongue doatvery
much like those young children make as they learfirs
language. Chomsky was opposed to the view of laygua
learning as a product of habit formation. His vievas that
language is a result of rule formation.

Chomsky posited a theory in which humans were thbug
to possess a certain innate predisposition to |dhe rules of
the target language from the input to which theyenexposed.
Once acquired, these rules would allow learnersréate and
comprehend novel utterances, utterances they waoalther
have understood nor have produced were they limited
imitating input from the environment. Larsen-Freangdalong,
(1991: 57)

This theory received support from researchers. dihers
that were found by researchers indicated that L&nkrs
committed similar errors regardless of their mottugrgue, and
that there were similarities between L2 errors amdrs made
by LI children learning their own language. Theseravoften
referred to as developmental errors, although Rashéas cited
in Larsen-Freeman & Long, 199]) called them intnagual
errors. In brief, developmental errors occur whemarmers
attempt to apply the rules of the target langudbat is, the
difficulties in target language rules induce them dommit
errors. Developmental errors can be classified ifboir



categories, which are overgeneralization, redungagduction,
communication-based errors, and induced errors.

Richards (as cited in Larsen-Freeman & Long, (1991)
argues that overgeneralization is caused by thede€a failure
to observe the boundaries of a rule. Selinker (186)4describes
communication-based errors as those which occur nwhe
speakers invoke communicative strategies, and &tef@s cited
in Larsen-Freeman & Long, 1991) describes indugeodr® as
those which are brought about by a teacher's semgeror
presenting two linguistic items in a way which d¢esaconfusion
in the mind of the language learner.

Corder(1974:89) strongly maintains that errors are
invaluable in the study of the language learningcpss.
Learners' errors are not seen as something todemed, but
as signs that learners are actively engaged inthgps testing
which would ultimately result in the acquisition aérget
language rules. In his own words he maintains that:

A learner's errors provide evidence of the systénthe
language that he is using (i.e. has learned) attacplar point in
the course (and it must be repeated that he ig $&ime system,
although it is not yet the right system). They significant in
three ways.

First to the teacher, in that they tell him, if badertakes a
systematic analysis, how far towards the goal #ener has
progressed and, consequently, what remains foitdiearn.

Second they provide to the researcher evidencehaf
language is learned or acquired, what strategiegracedures
the learner is employing in his discovery of theglaage.



Thirdly (and in a sense this is their most impoirtaspect) they
are indispensable to the learner himself becauseaneregard
the making of errors as a device the learner usesrder to
learn. It is a way the learner has of testing lyigdtheses about
the nature of the language he is learning. The mga&f errors
then is a strategy employed both by children aaagitheir
mother tongue and by those learning a second lgeg@order
(1974).

This is supported by Dulay, Burt, and Krashen. £198
138), who argue that "people cannot learn languatieut first
systematically committing errors" According to them

Learners' errors provide data from which inferenglesut
the nature of the language learning can be madenainthte to
teachers and curriculum developers which part ef trget
language students have most difficulty producingeszily and
which error types detract most from a learner'slitgbio
communicate effectively.

Viewpoints like this one gave rise to the analysishe
language system that a learner uses in an endetovor
comprehend and master a second language. Suchgaasn
system is neither a learner's mother tongue norstwnd
language that he/she attempts to learn ,but amysédween the
two Selinker (1974:72). Brown (1994:24) maintaihattby trial
and error a learner gradually comes closer to pipecximations
of the language system used by mother tongue spgeakdhe
target language. This intermediate stage is callbé
“idiosyncratic dialect"” Corder (1974), or "the appmative
system"” Nemser (1974:68), or" inter language" &elir(1974).
These three concepts have one thing in common, ishah



learner forms his/her own language system whendrio learn
a second language. According to Brown (1994:26) riust
viable way of analyzing inter language is the stoflyearners'
speech and writing.

4.4.. Sources of Errors

The issue of sources of errors is a difficult orezduse
there is a great deal of speculation involved itedgining
them. Brown (1994 :215) identifies inter linguahnsfer, intra
lingual transfer and context of learning as souafesrror. Intra
lingual transfer is said to be a source of errorthe early stages
of second language learning. Intra lingual transkenves as a
source of errors when learners have acquired pardssecond
language and generalize what they acquired withe target
language. The context of learning is said to beuasice of errors
when the materials and teachers lead a learneratce rfaulty
hypotheses about the language. Brown (1994: 2d8rigsthat
"students often make errors because of a misleaippnation
from the teacher, faulty presentation of a struectr word in a
textbook, or even because of a pattern that wadelyoo
memorized in a drill but not properly contextuatize

4.5. Error Classification Systems

There are several taxonomies that are used toifglass
errors. According to Dulay (1982), the most usefind
commonly used bases for the descriptive classificatf errors
are linguistic category, surface strategy, comparaanalysis
and communicative effect.

Linguistic category taxonomies classify errors adow to



either language components or the particular listgui
constituent the error affects. Language componemtiude
phonology (pronunciation), syntax and morphologsagmar),
semantics and lexicon (meaning and vocabulary)dscburse
(style). This taxonomy is used many researchers @&gporting
tool to classify the errors they have collected.

A surface strategy highlights the ways surfacecstings
are altered. Learners may omit necessary items dd a
unnecessary ones, they may misform or misorder .them
Omission errors are characterized by the absenaa @ém that
must appear in a well-formed utterance. Additionse a
characterized by the presence of an item which moisappear
in a well-formed utterance; examples are doublekmgs and
regularizations. Misformation is characterized bg tise of the
wrong form of the morpheme or structure. Misordgriis
characterized by the incorrect placement of a nemgh or
group of morphemes in an utterance.

The advantage of an error analysis process basddio
taxonomy is that it helps with the identificatioi cognitive
processes that underlie learners' reconstructidngh@® new
language and brings to the fore that learnersteare based on
some logic. They are not the result of lazinesssloppy
thinking, but of the learner's use of interim piples to produce
a new language.

The classification of errors in a comparative taxog is
based on comparisons between the structure of tdtseand
certain other types of constructions. Usually tbenparison is
made between L2 errors and errors made by chilth@ming
the target language as their L1. This compariseyelded the
two major error categories in this taxonomy: depatental and
inter lingual errors.



The communicative-effect classification deals wetiors
from the perspective of their effect on the listeaereader. It
focuses on distinguishing between errors that sésmause
miscommunication and those that do not. There \@cerhajor
error categories in this taxonomy: global and loGdbbal errors
affect the overall organization of the sentence dmmader
successful communication, while local errors affactingle
element of a sentence and usually do not hindenuamcation.

Dulay, Burt and Krashen (1982: 138-139) identifye th
following six categories as being among the mosnhroon
errors: (1) Omission of grammatical morphemes (Whare
items that do not contribute much to the meaningewitences),
as in "he hit car." (2) Double marking a semandattire (e.g.
past tense) when only one marker is required, dshe didn't
went back." (3) Regularizing rules, as in "woman®r
"women." (4) Using archi-forms, one form in plackeseveral,
such as the use of her for both she and her, dk3Be her
yesterday. Her dance with my brother." (5) Using tovr more
forms in random alternation, even though the lagguaquires
the use of each under certain conditions, as imahdom use of
he and she regardless of the gender of the pefsotecest. (6)
Misordering items in constructions that require exersal of
word-order rules that had been as in "what youdamiaeg?" or
misplacing items that may be correctly one place the
sentence, as in "they are all the time late."

James (1998: 129) argues that errors can be ctaksin
the basis of modality, medium and level. Modaligfers to
whether the learner's behavior was receptive (ngador
listening) or productive (speaking or writing), naa indicates
whether the language produced or received was sp@Ekeech
sounds) or written (written symbols) and level oades the



specific level of language in which the error waade. Three
levels are identified: substance, text and dis@ur$he
substance level involves errors of encoding (misisgeand
mispronunciation) and decoding (miscues and migpdian)
which are made when a learner is operating thelisgel
(graphological) and pronunciation (phonologicalsteyns. The
discourse level involves errors of misformulation
(misrepresenting speech and miscomposing text) and
misprocessing (the misconstrual of speech and the
misinterpretation of text) which occur in spokendanritten
discourse James (1998:135). The text level invokewers of
composing (misspeaking and miswriting) and normghefparts

of speech. Syntax handles structures larger thagleswords
Syntax errors affect phrases , clauses sentenugqasagraphs

4.6 Error Correction

Before errors can be corrected they must be idedtdnd
classified. According to James (1998:138) the mosaaf error
analysis involves four steps, namely: (1) the deiacof an
error in writing or speech, (2) the location of emor, (3) the
description of an error; and (4) the classificatidran error. The
detection of an error involves sensing that theran error in a
sample text or speech. The location of an errorolres
specifying where an error has occurred (that ig sentence, a
word, etc.). The description of an error involvessctibing an
error in detail, and classification follows on degton by
categorizing an error into its specific categoripe3e steps are
reinforced by Dulay, Burt, and Krashen (as cited in
James,(1998: 104-105), who assert that "the litigutsitegory
classification carries out specification of errars terms of



linguistic categories, in terms of where an ersolocated in the
overall system of the target language based onlitigeistic
item which is affected by the error."

According to Brown (1980:168) there are four categm
of errors, namely: substitution, omission, additiand word
order. This model is useful for the descriptionenfors which
have been identified, described and classified, groecess of
correcting them may start. However, the correctibarrors that
are made by second language learners seems to hioghls
debatable issue.

There is apparently no agreement among authorsien t
issue about the manner in which it must be carmoed.
However, there is no doubt that some form of ecorection is
necessary and it is a positive step towards sedanguage
learning. Hendrickson (as cited in Brown (1987: 2asserts
that teachers should differentiate between globad #ocal
errors. Global errors need to be corrected becthese hinder
communication by preventing the hearer or reademfr
understanding the message, which usually not tise e@th
local errors that usually affect a single elemdrd sentence.

Klein (1986) argues strongly that error correctgmould
be confined more to "manipulative grammar practiéegaving
communicative activities free from a focus on ercorrection.
Specifically, according to him, errors are thosattimpair
communication significantly, those that have effexst the
listener or reader, and those that occur frequantigtudents'



speech and writing. He also argues that errors Idhbe
corrected by the teacher, the learner making theseand the
other learners.

The Teachability and Learnability Hypothesis of
Pienemann (as cited in Larsen-Freeman & Long (12J2-
280) and Ellis ( 1997: 82) seems to caution thatdrare some
errors that cannot be corrected as long as learaersnot
linguistically ready to learn them. In a way, thigpothesis puts
a teacher in a difficult situation because it migattoo difficult
for the teacher to know which learners are readycfertain
linguistic structures and which learners are ndt ngady for
such structures.

The Natural Hypothesis of Krashen and Terrell (9983
recommends no direct treatment of errors at al, digain puts
teachers in a difficult situation because teaclsees it as their
business to correct errors. They fear that if tleaywe all errors
to occur without making corrections, such errorsy nize
reinforced and be regarded as correct by the learne

Long (as cited in Brown, 1994: 220) suggests tftat ghe
teacher has noticed an error, he/she must decidehe it
needs correction or not. Such a decision will belenan the
basis of "the importance of the error to the curmedagogical
focus on the lesson and the teacher's perceptitmeafhance of
eliciting correct performance from the studenthé tnegative
feedback is given."



Brown (1994 :210) argues, in his analysis of Vigiid
Oller's model for theory of error correction, thebgnitive
feedback must be optimal in order to be effectileere must
not to be negative correction because it may maleenérs
refuse to learn a second language, as they getstakmerything
wrong. On the other hand there must not be too npaoditive
feedback because it may lead to fossilization efditrors.

Finally it becomes clear that a teacher is leftntake
informed decisions concerning the correction obesr

4.7 ldentifying Errors

One of the common difficulties in understanding the
linguistic system of both first and second languésggners is
the fact that such systems cannot be directly @bserThey
must be inferred by means of analyzing productiomd a
comprehension data. What makes the task even #énamithe
instability of learners systems. Systems are inrestant state of
flux as new information flows in and causes exgtatructures
to be revised. Repeated observations of a learnkroften
reveal apparently unpredictable or even contradictiata. In
undertaking the task of performance analysis, daeher and
researcher are called upon to infer order and laogichis
unstable and variable system.

Corder (1971) provided a model for identifying ereous
or idiosyncratic utterances in a second languageoAling to
the model, any sentence uttered by the learnesabsequently
transcribed can be analyzed for idiosyncrasies. Ajom
distinction is made between overt and covert errdfsa



plausible interpretation can be made of the seetetlen one
should form a reconstruction of the sentence in tdget
language, compare the reconstruction with the aigi
idiosyncratic sentence, and then describe therdiffes. If the
native language of the learner is known, the modedicates
using translation as a possible indicator of nati@eguage
interference as the source of error. In some caseglausible
interpretation is possible at all, and the researchleft with no
analysis of the error Brown (1980:220).

4.8 Types of errors

Jack Richards (1974) classifies errors into twalkjrthey
are:

4.8.1 Interlingual Errors

Richards (1974:173) says that interlanguage ereses
caused by the interference of the learner's motbague.
Through the meaning of inter language errors, caisden and
becomes clear that this kind of errors needs arasinte
analysis. The interference mentioned above means th
interference of native language into foreign |eagniand
indicates the learning process.

4.8.2 Intra lingual and Developmental Errors

Richards (1974: 174) says that intra lingual angette m
pmental errors emphasize the reflection of the niea
competence at a particular stage, and illustrameesof general
characteristics of language acquisition and theaildetintra
lingual errors are those that reflect the gendnalacteristics of
rule learning, such as faulty generalization, inptate



application of rules and failure to learn condisaimder which
rules apply and developmental errors illustratee tiearner
attempting to build up hypotheses about the Endhsiyuage
from the limited experience in the classroom atleok.

4.8.3 Common Errors of English Language Learners

Group A: These first five errors usually have a ingpact
on a reader and are rule based. If these occumltextg, it
makes sense to address them first and to consdumees as
needed. Tutors will find scaffolding a useful tecjue here. |

1. Subject-Verb Agreement Errors
This kind of error occurs when the subject doesagoee
with the verb.
Example: He walk every morning

Correction: He walks every morning

2.Verb Tense Errors

This error occurs when an incorrect time markersisd.
Example: | was working on my paper since 6:00 am.
Correction: | have been working on my paper siné® agm.

3.Verb Form Errors
This error occurs when a verb is incorrectly formed
Example: | will driven to the airport next week.

Correction: | will drive to the airport next week.
Another Example: | was cook dinner last night wiyeo



called.
Correction: | cooked dinner last night when youezl

4- Singular/Plural Noun Ending Errors

It often occurs when there is confusion about wimohins
are countable.

Example: | have turned in all my homework's thiselue
Correction: | have turned in all my homework thisek.

Another Example: | set up six more desks for thierabon
class.

5- Word Form Errors

This error usually occurs when the wrong part afesyin is
chosen.

Example: I'm happy to live in a democracy country.
Correction: I'm happy to live in a democratic cayntThese
errors may or may not be rule-based, dependingp@ertror, the
tutor may need to act as the native speaker resawr help
resolve the issue.

6- Sentence Structuréerrors

Sentence structure errors refer to a broad range of

errorsthat occur for a variety of reasons: a word (ofteto be
verb) is left out; an extra word (often a duplicatgbject) is
added; word order is incorrect; or clauses thaindb belong
together are punctuated as one sentence. Sent&noture
errors often contain other types of errors withiverh. They
may be repeated or may vary greatly. The besteglyafior this
Is asking the intended meaning.



7- Word Choice Errors
They refer to a broad range of errors ranging from

completely incorrect use to connotation being 8ttidents
need to consult advance dictionaries.

8-Phrasal Verbs

These may include the occasional idiom, cultural
references, more complicated lexical questions, exa@ptions
to rules. For this type of issue, unless they lspeaxialized ELL
training or access to appropriate resources, tubmild feel
free to act as the native speaker resources.



CHAPTER FIVE
Data Analysis

The study examined lexical and grammatical errcadearby learners in
written EFL. The major objective is to locate tloeisce of such errors.
Various kinds of grammatical errors made by therees will be
examined first, the overall percentage of all leasnn each error sub —
category will be described, then lexical errord v examined. Other
errors that were made but recorded in the tablde/given and
finally the overall performance of the learners|wé given

After collecting data, these mistakes and erroesgnted to

find the most frequently ones. Errors and mistakesdivided
such in the following categories. After collectipgpers of
students, a table is tabulated. we found that estisdmade many
errors and mistakes.



Table 1
Coding System of Grammatical Errors

Grammatical categories Classification of errors

Verb Missing
Redundant
Wrong choice
Tense

Preposition Missing
Redundant
Wrong choice

Singular Singular for plural
Plural for singular

Pronouns Missing
Redundant
Wrong choice

As can be seen above, taxonomy of traditional
grammatical category has been used to organizeethms
collected.

Ultimately, the most frequent errors grouped int) (
grammatical, (b) lexical and other errors. Gramo#tierrors
were grouped into four categories, namely: verborser
preposition errors, singular — plural errors andnpun errors.
The verb errors were sub — categorized into missiags
(auxiliary and main verbs were not used when thmukl have
been used), wrong verb choice (using verbs inapjataty),
tense (using the present tense when a past teoskd shave
been used and vice versa) and redundant verbs s(\vamd
auxiliary verbs that were used when they shouldhaste been



used). Proposition errors were sub — categorizém nmssing,
redundant and wrong preposition choice.

Plural — singular noun errors were sub — categdrin&
singular for plural (using a singular form wherelaral form
should have been used and plural for singular guglaral form
where a singular form should have been used.

Pronoun errors were sub — categorized into missing,
redundant and wrong choice. Lexical errors are tagoay of
their own. They were grouped into spelling and g#imaerrors.
The semantic errors were those involving confusabrsense
relations in which learners used the wrong wordnfra set of
near — synonyms. This category covered errors wmglthe use
of a word correctly because its meaning was notl wel
understood.

5.1 Verb Errors
5.1.1 Verb Tense Errors

Verb tense errors were the most frequent kind adrerin
this category. They accounted for 44.5% (120 o2 &) of all
verb errors made by the learners. (see Table 3)

Examples:

The street* is (was) covered with mud.

| cancel (cancelled) the excursion.

| *suggest (suggested) to make a small party.

The cat cannot* drunk (drink) milk.

| *go (went) to bring food.

| start (started) to print a picture.

when | finish (finished) my homework, | decidedgio out.



In some instances students made errors becauseonfyw
verb inflections. Some of them are inflected far gast tense or
the main verb instead of the auxiliary verb, foameple: "when
you look outside, you can saw* (can see) the clduds

" If you are tired, | can helped you (can help ybu)

5.1.2 Missing Verbs

The students usually commit mistakes of missingoser
(auxiliary and main verbs) statically speaking ,thieidents
commit errors of verbs of 18.5% percentage (50ab270) of
verb errors (see Table3).

The following examples show some of these mistakes;

The rain *no stop (did not stop).

Because the weather *bad (was bad),| stayed at home
When the cat *hungry (was hungry), he didn’t feied i

| didn’t *out (go out) because of the bad weather.

5.1.3 Wrong Verb Choice

The students usually commit mistakes in term ofas@ios
,and these mistakes of wrong verb choice have 228teptage
(60 out of 270) of verb errors. See (Table 3). Tdeason is that
the students are not linguistically competent ire ttarget
language. The following examples show some of thaseakes

He was *eating (feeding ) the cat.

The man thinks to *show (see) movies

| *excepted (expected to stop raining).

He *presented (offered) to look after my dog.



5.1.4 Redundant Verbs

Sometimes, the students use improper verbs whieh a
entirely redundant. The reason is that they dchage sufficient
knowledge in the target language .Generally, redohderbs
are made by 15% percentage. (40 out of 270) of gadrs.(see
Table 3)

For example:

If I *will (omit) stay at home, | will make good thgs.

| *am (omit) wake up early every day.

Then it *was (omit) started to rain.

In other instances the learners inflected the pasde in
infinitive construction.

For example:

My friend came to *visited (visit) me.

| invited my friends to *played (play) chess.

| wanted to *saw (see) her.

In many instances, the learners inflected contisuense
in the infinitive construction.

For example:

| want to *telling (tell) another thing.

My neighbor accepted to *looking after (look afteny
dog.

| asked her to *playing (play) with me.

As can be seen in the table above, learners sames ti
have difficulties in different grammatical categgmiand some
times in the same category.



5..2. Preposition Errors
5.2.1 Wrong Preposition Choice

Errors involving the wrong choice of prepositionsres the
most frequent in this sub — category. They are @ueal for
41.6% percentage (40 out of 96) of prepositiororerr(see
Table4).

For example:

Thank you for looking *for (after) my dog.

My friends agreed to go to an excursion (on an
excursion)."

| hope you pay attention *from (to) my dog.

My dog eats its breakfast *in (at) nine o'clock time
morning.

| stayed *in (at) my home.

5.2.2 Missing Preposition

Missing preposition errors are accounted for 31.4%
percentage (30 out of 96) of preposition errorse Tdilowing
examples show the common mistakes made by therdgide

| wrote a letter *thank him (to thank him) for king after
my dog.

| have stayed *home (stayed at home).

It is my pleasure to take care* (take care of) rag.d

At the end* day (end of the day),l felt comfortable

We agreed to go* an excursion (to go on an excojsio



5.2.3 Redundant Preposition

Redundant preposition errors are accounted for 27%
percentage (36 out of 96) of preposition errorg (able 4).

For example:

| hope *for (omit) you to be happy

| wish *to (omit) you accept *on (omit) my offer.
| shall go to (omit) home," if it rains.

At (omit) next time, | shall do my homework.
At (omit) First, | wanted to thank you.

5..3 Pronoun Errors
5.3.1 Missing Pronoun

Missing pronouns are accounted for 41.5% percen{@§e
out of 60) (see Tableb).

For example:

| realized *will continue (it will continue) raingn

| hoped that *stop (it will stop) raining.

Most of my friends* attended (who attended) thetyar
were very happy.

| thanked my neighbor *looked after (who lookedeaft
my dog.



5.3.2 Wrong Pronoun Choice

Wrong pronoun choice are accounted for 33% pergenta
(20 out of 60) of pronoun errors. (see Table 5).

When she arrived, | called *them (her) to join gaaty.

One of my friends *which (who) arrived late, wasrywe
tired.

5.3.3 Redundant Pronouns

Redundant pronouns are accounted for 25% pera@ntag
(15 out of 60) of pronoun errors (Table 5).

For example:

But my mother *she (omit) refused.

After that, | became so sad and I* (omit) stayedrgt
home.

| hoped that the weather *it (omit) will be nice.

| felt very happy when the party *it (omit) started

5.4 Singular/ Plural Noun Errors

The use of the singular instead of the plural fofmouns
was the most frequent error in this sub — categdtryis
accounted for 60% percentage (15 out of 25) ofrerr(see
Table6). The following are common examples of ermade by
the students.

All my *friend (friends) attended the party.

After attending the party, | did many *thing (ths)g

When all my *friend (friends) arrived, | asked théonstart
the party.



For many *day (days) on holidays, | go on excursion
| present my best wish (wishes) to your family.

The use of plural instead of the singular is actedinfor
40% percentage (10 out of 25) of the singular/plareors. (see
Table 6) as in the following examples

While we were eating *fishes, (fish) one of my friks
came.

My dog used to drink *milks (milk) in the morning.

My neighbor presents *foods (food) to my dog ewday.

Our party lasted two *hour (hours).

5..5 Lexical Errors

There were instances in which learners used wrong
spelling of English words such as the followingoest

| would like to tell you that my dog is kind andcai
*speciely (specially) with kind people.

| prepered (prepared) my food.

| called my *frend (friend) to come with me.

On Freday (Friday), | decided to travel.

| will find some thing to make me *heppy (happy).

| *waked (walked) quickly.

Then, | desided (decided) to go ouit.

Me and my *falmily (family) went on an excision.

| thanked my nabor (neighbor) when | came back.

| felt very sade (sad) when my friend travelled.

They were *pleasent (pleasant) during the excursion

| haited (hated) this dog.

The number of spelling mistakes made by the learner
recoded the second highest (n.130). (see examptes i
appendix2).



There are very few errors of confusion of sensatiais in
which near synonyms were used as shown in thevioip
examples:

The first thing you meet (come across) when yoiveaiuis
a big garden.

The garden is *wide (the biggest) in our city.

My house is very * long (far away from) this street

| passed *with (continued in) a taxi straight imsthtreet.

5.6 Other Errors
5.6.1 Capitalization Errors

Learners made many errors in capitalizing smaléistin
into capital letters and vice versa. These erroesewbecause
they don’t know the meaning of words and also thies of
capitalization. Capitalization errors are recorddde third
highest (n.100) as in the examples below:

| hope you *Pay (pay) attention to *My (my) dog.

*the (The) Bad Day (bad day).

*after (After) that, | did my home work.

*but (But) my mother refused.

| can't do *That (that).l promised my sister toitviger.

| will suggest *To (to) you *To (to) take your bird

| decided to visit my friend on *sunday (Sunday).

There are *Many (many) things came to our minds.

We can invite our *Friends(friends).

We can go to our close *Neighbor (neighbor).

Few things can be *More (more) unpleasant thannigori
*To (to) cancel that excursion.



| *Felt (felt) very happy.

The *Weather (weather) began raining.

| *Finished (finished) all *My *Things (my thingut
*The (the) weather was *Raining (raining).

| *Think (think) to do any *Thing (thing).

The rain will *Stop (stop).But *That (that) it will
continue."

| can't do any *Thing (thing)."

| *Thought (thought) *To (to) go *ouT (out) in *Th@he)
morning.

5.6.2 Wrong Inflection of Adjectives

There were instance in which learners inflectecetdjes
wrongly as in these sentences below:

| felt *sadness (sad) when some of my friends didame.
It was very *beautifully (beautiful) garden.

5.7 Summary of Results
The results are summarized in the following tables.

Percentage within error categories in these tahbage been
rounded to the nearest whole number.



Table 2
Different Kinds of Categorized Errors Made by the karners

Ranked by Frequency and There Percentages.

Frequency Error category Number of Percentage
order errors
1 Verb 270 60%
2 Preposition 96 21.2%
3 Pronoun 60 13.3%
4 Singular and plural 25 5.5%
Total 451 100%

As can be seen in the table above, the areas ficuthy
for learners in descending order of frequency wexd errors,
the use of prepositions, pronoun errors and theofisengular
and plural forms.



Table 3

Different Kinds of Verb Errors in Each Sub — Categay

and Their Percentages

Verb Error Category Number  of Percentage
Errors
Verb Tense Errors 120 44.5%
Wrong Choice Verb 60 22%
Missing Verb Errors 50 18.5%
Redundant Verb 40 15%
Errors
Total 270 100%




Table 4
Different Kinds of Preposition Errors in Each Sub —

Category and Their Percentages

Preposition Error Category Number of ErroBercentage
Wrong Choice Preposition Errors 40 41.6%
Missing Preposition Errors 30 31.4%
Redundant Preposition Errors 26 27%
Total 96 100%
Table 5

Different Kinds of Pronoun Errors in each sub

Category and Their Percentages.

Pronoun Error Number of Errors Percentage
Category
Missing Pronoun 25 41 %
Errors
Wrong Choice 20 34%
Pronoun Error
Redundant Pronoun 15 25%
Errors
Total 60 100%




Table 6
Different Kinds of Singular and Plural Errors in Each
Sub — Category and Their Percentages

Singular and Number  of Percentage
Plural Error Category Errors
Singular Form 15 60 %
Instead of Plural
Plural Form 10 40%
Instead of Singular
Total 25 100%




Table 7

Overall Errors of All Sub- Categories and Their Pecentages

Verb Errors Number of Errors  Percentage
Tense Errors 120 26.6%
Wrong Choice Errors 60 13.3%
Missing Errors 50 11%
Redundant Errors 40 9%
Sub-Total 270 59.9%
Preposition Errors Number of Errors  Percentage
Wrong Choice Errors 40 8.9%
Missing Errors 30 6.6%
Redundant Errors 26 5.8%
Sub-Total 96 21.3%
Pronoun Errors Number of Errols  Percentage
Wrong Choice Errors 25 5.5%
Missing Errors 20 4.4%
Redundant Errors 15 3.4%
Sub-Total 60 13.3%
Singular and plural forms Number of Errors  Percgata
Singular Form Instead of Plural 15 3.3%
Plural Form Instead of Singular 10 2.2%
Sub-Total 25 5.5%
Total of Errors 451 100%




CHAPTER SIX
Results, Conclusions and Recommendations
6.1 Results

The major purpose of this study is to examine dlifities of
Iraqi learners in learning English as a seconduagg specially
in writing which cause them make errors and rkietaand
their sources . It was found that errors madeshynlers fall into
two categories: grammatical and lexical.

1. This study has revealed many errors in the @vwriEnglish of
Iraqi undergraduate learners. The major questiahrémains is
"What is the source of these errors?" That is, they inter
lingual or developmental in nature? Lightbown anpgada
(1999: 165) argue that "the transfer of patterosnfthe native
language is one of the major sources of errors ei@rnler
language.”

2. They also argue that there are many errors rogdearners
when they try to internalize the rules of the taraguage,
which are referred to as developmental (errors wimaght very
well be made by children acquiring their first lalage). These
errors are sometimes referred to as overgenelalizderrors
caused by trying to use a rule in a context whemoes not
belong), and simplification (where elements of atsece are
left out, or where all verbs have the same formaréigss of
person, number, or tense) Lightbown&Spada (199%: 56

3. The three hypotheses for this study are:

a. learners make errors in the areas of gramnuhlexrs
when they write in English.

b. One source of learners' errors will be thewealigping



knowledge of the language (developmental or imgalal
errors)

c. One source of learners' errors will be therfatence
from their L1 (interference errors). The resulesacly supported
the three hypotheses.

4. Verb tense errors may be a result of the featt tihe learners
seem not to have been sure about the tense tlyamilgt use in
the given composition task. For example:

"At my home we *had (have) a beautiful garden"
5. Wrong inflections of the past tense of verbsnsde be
developmental errors. The learners might have leeght that
verbs take on different forms when they changeh past
tense. The learners might have learnt and or haea Hrilled in
the long list of the forms of verbs in the presamndl past tenses.
In an attempt to apply this rule, the learners migé going
straight to the verbs in the sentences and chartem to the
past tense irrespective of what precedes themlandantext in
which they are used. It appears that learners et the
correct past tense form of the verbs because theyalle to
write the correct form of irregular verbs .

6. Missing verbs may be a result of the fact thedileary verbs
are not used in Arabic or they may be a resulinchlasence of a
verb "to be" in Arabic. Examples:

"My dog *clever (is clever)".
"My friend *polite (is polite)".

7.Wrong verb choice seems to be a result of the flaat
learners are not yet fully competent in their Eslgivocabulary.
They may also not be sure about the spelling ofesomthe



words. This may result from the fact that learnarshe study
lacked contact with English outside the classrotinseemed
that they spoke English in a limited range of anstances, and
communicated in their mother tongue.

8.Redundant verbs seem to be an interference &oor
Arabic or overlearning. The learners seem to haadeanrliteral
translations from Arabic in which a subject concasdused.
Example:

They *are (omit) waited their friend.

9.Missing prepositions may be a result of mothengte
interference. The learners seem to have madellttarsslations
from Arabic. Example:

"I will visit my uncle* Sunday (on Sunday)."
"l went *to home (went home)."

There is also some likelihood that learners migaven
resorted to "error avoidance" techniques to coveifar their
uncertainty about the correct prepositions to elus
10.Redundant prepositions seem to be a result dientongue
interference. The learners seem to have translagedlly from
Arabic. Examples:

"We reached *to (omit) the party."
"l sent *to him (omit) a message."

11. The use of the plural noun form instead ofdimgular noun
form may be a developmental error which learnerkanahen
they have learnt that in English the plural fornsofme words is
formed by adding an "s" to the word. The learnerghtnhave
generalized the rule to all words irrespective lo¢ thumber
involved.

12. The problem of missing pronouns may be a devedémtal



error which the learners tried to apply the tailgeguage rule
that a noun and its pronoun are not used immegiafedr each
other. They had not attained its mastery, theygdedhouns out
even where they were needed. The use of redundanbyns
may be a result of the influence of Arabic.

6.2 Conclusions

On the basis of the results outlined in this chaptiee
following conclusions have been drawn.

1. Errors and mistakes that seemed to have reduitedmother
— tongue interference showed that learners mighke Hast
thought in their mother tongue and then translatés English.
Some sentences were purely Arabic sentences, mstaf
structure, with English words.

2. The researcher concluded that writing skill i©bably
receiving too little attention in the teaching dadrning of EFL
This is certainly one explanation for the fact theirners who
have been taught many subjects for many years ghrd&FL,
are still making errors that render their writingffidult to

understand.

3. Semantic errors in lexis seem to have greatstradtive
value than grammatical errors in impeding commuioca and
thus in deciding whether a learner is good or &tadnglish i.e.
a few lexical errors may merely irritate the raadéiis implies
that errors differ in their impact on communicatiobhis is
supported by James (1998:144) when he asserts'rnihave
speakers consider lexical errors in learners to nhare
disruptive and irritating than other types". Thiscaimplies that
learners who make grammatical errors made manylirgpel
errors which seem to arise from auditory mispeioeptThis



implies that learners do very little reading anal they have a
poor visual image of the words.

4. Learners made a wide range of errors which rexdéeir
writing difficult to be understood and they seemtedhave
information and knowledge about the content ofdbaposition
given but failed to express themselves coheremitiycrrectly.

5. The frequency of errors and mistakes identifiedhe 30
sample writing of study perhaps indicate that ieetieness of
current practice of teaching and learning Englisfting. Most
of student writings in this study show a sharp khecln the
guality of the writing skills the learners were geally exposed
to.

6. There may be other reasons such as a lack absence of
nurturing learning styles and a lack of grammar vikedge
besides heavy dependence on memorization, largeseda
individual and peer correction training, conscicass rising,
inter language problems, ineffective feedback arethanism
by teacher etc.

7. The almost inherent ethos of teachers 'writiagagroduct’,
has been held one major reasons of poor qualityngralbeit
most teachers are not either trained or accustam#te system
of teaching process writing that fosters studentiting
development over a period of time through plannisgstem
drafting and rewriting etc.

8. It is being an entirely pedagogic issue thamprily needs a
policy change in English language education andicam.

Aims and objectives should be appropriately desigaad
utilized to make sure it is effectively linking tharaxes of
writing which is inevitably essential in today'sdlish teaching
and context.



6.3 Recommendations

6.3.1 Recommendations to Educational Officials and
Teachers

The recommendations to all educational officialsachers,
instructors and institutions dealing with teachargl learning is
that:

1. They must be united in an endeavor to prevedtramedy
poor EFL skills.

2. There should be some consistency in the teachimdy
evaluation of writing based on accepted principles possible
that there will be some progress when all teacheudl and
push" in the same directions.

3. The process of teaching EFL at various gradelseshould
have one goal in mind: to help learners acquire E$tening,
speaking, reading and writing skills.

4. There should be standards set down at each igkidh

learners should satisfy before they progress tontad grade
level or next phase of education. For examplehaend of each
phase (phase | [grade 6], phase 2 [grade 9], pBdgeade 12]
and phase 4 [grade 16]), there should be commondiEgidards
that all learners must satisfy. This could be afagrhelp in
preventing learners' difficulties with ESL or rergedy them

before errors become fossilized.

5. Correctness and appropriateness should be ernptia all
levels of written English namely: letter level, wloilevel,

sentence level, and text/discourse level.

6. Teachers should expose learners to as much sBngls



possible. Learners should be made to read widetyaiss and at
home. Reading remains the main source of academic
information. It is reading that will help learndgshave a visual
iImage of the target language and provide modelscdherent
and cohesive writing Krashen (1984). Learners shobé
encouraged to listen, speak and write as oftehe&sdan. They
should speak it with their friends and teachers labvtschool and
outside it, and be exposed to English language aamtierever
these are available and accessible.

7. Teachers should aim at improving learners' cemite in
using English by their teaching, feedback and bykinta
learners aware that in EFL learning they will makene errors
and mistakes but that should not discourage them frsing it.
8. Teachers should attempt to create a classroamsahere
that is conducive to EFL acquisition. However, teas should
be careful not to monopolize interaction in thesstaom so
much that learners are deprived of opportunitieas® English
themselves.

9. Learners should be encouraged to write discotirak the
learners write sentences and paragraphs, the meyeate likely
to internalize spelling and sentence structurest thee
appropriate. This will help learners to interaatedtly with the
language that they are learning and pick up manythef
language forms unconsciously.

10. Learners should be helped to learn the meananygs
spelling of words in context, as many language el#s are
context bound. Learning in this way will eliminapgoblems
such as words with similar pronunciations but défe spelling.



11. While it is good to use the communicative applo to
increase fluency, learners should still be taugatdasic rules of
grammar to improve accuracy .

12. Errors and mistakes should be corrected to davoi
fossilization. There is a great danger, in not ecing errors
with the hope that they will automatically fade gwdhere is a
greater likelihood that leaving them uncorrectedl sgrve the
purpose of reinforcing them in the minds of leasnétowever,
the manner in which errors are corrected shoulddleplanned

to avoid discouraging the learners. Errors showt anly be
corrected by making learners aware of them butetlsaould be
some focus-on-form exercises to help learners natee the
appropriate FSL forms.

13. Teachers should note common errors down arse tsisould
be given special attention, with a period set adiole the
correction of such errors. Where possible, compptegrams
and games that assist with the teaching and legqofirEnglish
should be acquired and used.

14. Teachers must always encourage and motivateEHie
learners to have a wide range of practice as msigossible not
only inside the classrooms but also outside classsowhere
students might talk and write to each other usingligh.

15. Teachers can also ask students a written qQuesstianswer
and hence developing their writing and finding wadiat sort of
errors and mistakes they might face trying to cuirtiee input of
the learners through giving them different lingigishformation



ranging from grammar and even proper spelling ef words
they may use.

16. When students make an error or a mistake iringri
teachers should immediately or without delay cdrtieem. This
correction will probably have positive influence wnting skills
of the learner's. Thus, it will enhance and counsté the
learner's skills.

17.All grammatical information given to the learseluring past
stages of their learning should not be neglectadr lan.
Moreover, grammatical information might be bettederstood
and used by learners if they are given the authendterials.
Such information should always be repeated or usedhe
teachers.

18. Teachers must provide the language supportvery single
topic and act as promoters to assist the learrtetsna; they
should also engage the learners in memory vocabghmes.

19. Teachers of writing should use different teghes of
correction flexibly and effectively because simphgsenting the
data repeatedly and going through the same setrikdd end

exercises can make students bored. Besides, g&eetiror
correction requires that the teacher understarus source of
the errors in order to provide appropriate remealgich will

resolve the learner' problems and allow them te@alier the
relevant rules. However, it is better that the bess would not
correct the students' errors directly but should puarks
indicating there is some thing wrong with the seaés word.



6.3.2 Recommendations to EFL Learners

According to this study, Iragi EFL learners facesthkinds
of problems in writing: incomplete learning of gnamar rules,
incomplete learning of writing paragraphs and inect
vocabulary. In order to achieve effectiveness imageph
writing, the following points should be paid motéeation to:

1. First of all, it is necessary to raise studamtareness of the
importance of writing English paragraph.

2. Students should be equipped with a deep theateatisight
into the elements of a good paragraph.

3. Students should know how to build a topic sergeand
develop supporting ideas coherently.

4. They should write their first drafts carefullypdalist ideas
relevant to the topic.

5. Among the causes leading to the students' erribrs
influence of mother tongue is a major one. In ortereduce
this kind of errors, it is necessary to have stisleecognize the
differences between the usage of English and Anabivriting.

6. Regarding the writing rules, it is necessarydise student's
awareness of problems they often face writing agraph and
how to correct their own errors.

7. It is obvious that the most important thing toid practicing
writing . The students need to write in class anilcahe.

8. It would be very useful to increase the numbeérthe
exercises and activities for writing. Consequenglyidents can



develop their skill of writing and for self-correm. It is crucial
that error correction should be carried out frediyen
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Appendix 1
Iltems of the test

Q-1 A friend has kindly offered to look after yodiwg while
you are away on a holiday. Write a letter pointowg a few
things which you think he should know.

Q-2 Write a descriptive essay using the followirgggraph
as your first one. Choose suitable title and giypéaa.

Few things can be more unpleasant than havingricetan
excursion because of the weather. Your first glienp$ the
morning you hoped would be so fine is not very emaging by
the time you have washed, dressed and had breakfdsds
begun to rain. At last, you realize sadly that itl wontinue
raining all day long and you will have to stay anie. But once
you have made up your mind that. You will not béngaoout; it
Is always easy to find interesting things to doomc.



Appendix 2
Wrong Spelling Words

The wrong spelling of wort

The right spelling of worc

Deciesiol decision
Walike wake
Falmily Family
Hea hate
Avery — ¢ every
Any think —s realize
Fin Fur
Contriet Countries
Nighbot Neighbo
Wethe Weathe
Kicher Kitcher
Fea Fee

Sadt Sac

Bas) Busy
Befor Before
Plussa Pleasur
Pleasar Pleasar
Thanke yo thank yol
Prepeare Prepare
Freda Friday
Togetha Togethe
Posponte Postpone
Weak uj woke ug
Disappointmer Disappointmer
Specie special
Hape Hopec
Stuy Stay

a massac a messag
Notics Notices
Museing musing
Upsteire: Upstair:
Surprise! Surprisec
Hir Her
Hoppet Hopec
Entersting interesting
Nise Nice
Wont Wan!

Hait Hate
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