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INTRODUCTION



INTRODUCT1ON

Making errors is an issue that everyone who is involved in the process of learning a

tbreign language (teachers - students) has to face daily.

The Bnglish Language Department at "Universidad Católica" in Ambato. has bccn

working since 1986. During this time, thousands of students have come to learn the

language with us; and neither thc causes and origin oí" the errors in the exams havc

becn analysed and studied. ñor the main types of errors madc by them in wriling.

This is the main reason that encouraged us to dcvelop this dissertation based on our

learners errors in the writing section of the exams, considering that writing is a

difficult skill to master by foreign language learners.

We considered the writing sectiou of each exam to be thc most rclevant to be

analysed, considering it as onc of thc mosl imporlant in the development and

success of an exam. While in spoken language. the Icarner has thc opportunity to

hesitate and corrcct his mistakes at the monienl. the author of a piece of wr i t ing

with mistakes could be qualified as illiterate. bccause everyone expects wri t ing to

be correct. It is noticeable, as well, that many times teachers put more emphasis on

written accuracy than on spoken accuracy.

It is importan! to incntion that the writer does not get immcdiate fecdback from thc

leacher (or rcader), and somctimes, if it is the case, no feedback at a l l . The writer is

at a disadvantagc not being ablc to makc use of scgmental or suprasegmental



pilónenles to convey his meaning. On the other hand, he needs to compénsate this

lack by being clear and making use of right grammatical structures, tools and

organisation, in order to pass his message on without requiring his voice to clarify

tone or expressions. In writing we have a clear piece of Information that can be seen

and kept for a long period of time, while the oral production is momentáneo LIS and

vanishes in just a few seconds (unless it is recorded).

This dissertation will be developed in fíve chapters, where the main purpose is to

give a clear visión of the writing skills, kind of errors, and their occurrence, as well

as the importance of them in the teaching situation, and the main objective which

was already mentioned, to analyse the writing section in exams, to realise about the

main type of errors, made by students at the University.

Chapter One deals with how the writing skill is learnt. We will include some

approaches of how writing can be learnt; the development of writing skills and the

importance of writing in the process of communication; as well how taking an exam

can influence on the correct performance of the students' writing. Implications of

the anxiety as a non-linguistic aspect in the final product to be obtained are

included.

Chapter Two will bring us an interesting topic- interlanguage, which should be

known by every teacher. Mere we will discover how the two languages combine in

the learner's mind and its effects in writing. Coherence and cohesión are vital tools



in wriling. Thercforc, these two topics are discussed and prcsenlcd, lo help the

readcrs have a permanent attraction to what was wrillen, as vvell as understanding ii.

Chapter Three deals with learning stralegies. which should be known by everyone

inimerscd in the process of foreign language learning. The learning stralegies Ihat

everyone uses are unique. and we will see thcm focused on wriling, along this

chapter as a help for teachers and students.

Chapter four will be the last to deal with theory, going through diffcrenl categorics

selccted tbr the analysis of the exams. Sonic examples will be usted. We wil l

consider errors as an esscntial parí of the learning process and crealivily. Wriling

Assessmcnl is also included in this chapler.

Chapter Fivc wi l l be ihe application of the Iheory in the previous ehapters. We will

analyse selecled exams in order to realise abont the mosl common errors made by

students at levéis three and four at the University, which wi l i be shown in graph

chails. Errors wi l l be also analysed by the gender of the students. The rcsults

presented wi l l be a general point of view of Ihe diffcrenl categories in chapter 4.

Conclusions and Reeomnicndalions will show thc final rcsults and data oblained

tVom the analysis, points of view and some recommendation and ideas in ordcr to

make our wriling classes more motivaling for our students are included.
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CHAPTER 1

"LEARNING WRITING"

I;or thc parpóse o f th i s dissertation, writ ing is deílncd as the creation of original text

using the individual 's intellcctual and l inguist ie rcsourccs, rather than copying

someone clse's text, using a prepared list of words lo créale sentences or stories. for

elass work or exams, or praetising handwriting.

l .t .Second Language Acquisition

Before dealing with writing skills in decp, we consider iniportant to inent ion about

second languagc acquisítion and sonie facts about it. A sccond languagc can be

acquired in a variety of ways and at any age. In this way we can distinguish

diflerent kinds of sccond langnage learning: tutored and untutored. or spontaneous

or guided language learning.

1 . 1 . 1 . The Competition IVTodel to Acquire a Foreign Language

The way how peoplc who use only one language undersland and perlbrní a scntence

has been interpreted in terms oí" how a language is uscd, rather than how it is

fornied (structure).



"A major concept discussed in thc compctilion niodel is that speakcrs must havc a

natural way to determine relationships between elements in a sentence." (Robal ino,

1999).

Word order, lexical terms, and morphology, all have a very important role in

Unglish as wcll as animacy criteria (i.e. whether thc noun is anímale or inanimate) ;

in some other languages, word order is not as important as il is in Unglish; for

example, ¡n Spanish an adjective can be placed either before or after a noun and thc

meaning of the sentence does not change and thc messagc vve want lo convoy is

well understood. Now wc havc to deal with a question when wc are learning a

foreign language, do we use the same rules and strategies we did in our first

language? or is it the same to learn a second language as a foreign language? " In

general, the mcthodology used to gather iníbrmation in SL studics, based on the

Competition Model. is the same. For example. a learncr whosc FI. uses cues that

difíer íroni those of the TL may design conflicting sentences" (Robalino. 1999).

> L ( )ne of the findings of a study conductcd using this paradigm is that a meaniug-

based comprehcnsion strategy takes precedence over a grammar-based onc, bul

thcrc is also evidence that learners First look for correspondences in their FL to form

hypothesis regarding meaning." (Robalino 1999). This means that once the learner

is rcally aware of the differences between their mother tongue and thc new language

they are learning, they starl to discrimínate some rules and assocíate directly only

with the rules of cach of the languagcs. and thc learncr realises what a foreign



languagc is, and what the mothcr tonguc is, even though mistakes can be made in

tlie ibreign languagc.

The Competition Model can be a very use ful aspect to reflect aboul, bccause it will

give us the clue to the interference of Spanish in the process of learning English and

the possiblc causes of making mistakes.

1.2. EFL versus KSL Setting

F.FL versus USE context and the role of English in the classroom is considcred as

crucial.

The most important differcnce between the two contextjis the students in an ESI,

context can practice their English after class in real lifc situations like shopping and

socialising, on the other hand, EFL studcnts cannot do it. Students sometióles do not

realisc about the importancc of learning English, they do not nccd to spcak Hngl ish

out of the classroom and probably do not writc, unless they have a pen t'riend in

another country. Howcvcr it is the task of the teacher to make a differcnce by

establishing a small English library and cncouraging students to read; through

which the writing skills can develop.



1.3. Development of Lcarner's Writing

Writing is onc of thc skills that can nevcr be considercd as spontaneous, it is

ccrtainly Icarnl by a guidcd teaching process that leads students to devclop this sk i l l

step by stcp until the learners reach a high levcl, through which they w i l l be able to

communicate naturally making use of written language in order to convey a

message. Since our work deals with writing mistakes, we start considering at this

point the importance of writing as a powcrful tool in Foreign Language I.carning

and Comniunication.

In the last f i f teen to twenty years. education researchers and educators have learned

a trcmendous amoimt about foreign language learner 's wri t ing devclopment.

F.xaminations have revealcd that, from early age, pcople work to make sense of

written language; they make predictions about how written language works and

créate tcxts based on these predictions. As the student's understanding of and

predictions about written language change, so do the learner's texis. The perception

of the foreign language learner as creator has been confirmed in studies of

classrooms in which writing has been taught as a process of draft ing and rcvising.

Studies of thc wr i t ing developnienl of native speakcrs inílLicnccd olhcr rcscarchcrs

to investígate the writing devclopment of foreign language learners. The inost

general conclusión these examinations have reached is that the process of writing is

similar for first and second language learners. More specifically, the following



conclusions may be made about studenf s writing developmcnt in their foreign

language class:

Learners, while they are sti l l learning Unglish, can write; thcy can créate the i r

own mcaning.

Learners can rcspond to the works of others and can use another learner's

responsos to their work to makc substantive revisions in their creations.

Texts produced by writers look very inuch l ike those produced by yonng nativo

speakers. These texts demónstrate that the writers are making predictions about

how the written language works. As the writers' predictions change, the texts

change.

Studentís approach writing and develop as writers diffcrcntly from one anolher.

The classroom environment has a significan! impací on student's development

as writers.

Culture may atTect the writers' vicw of writing. of the functions or purposcs Ibr

wriling, and of themselves as writers.

The ability to write in the native language facililates the learner's wri t ing in

several different ways. Native language writing provides learners with

Information about the purposes of writing.

Writing ability in the native language provides second language learners with both

linguistic and non-linguistic resources Ihat they can use as they approach second

language writing. In addition, second language learners apply Ihe knowledge about

writing gained in first language setüngs lo second language scttings.

lo



Learner's develop as writcrs whcn they use writing to carry out activities that are

meaningful to them. Teachers need to provide time for writing on a regular basis;

they need to encourage learners to write; they need to promote wri t ing by

responding to the contení of the lext ralher than to the form; and they need to

provide múl t ip le opportunities for writcrs to cngagc in wr i t ing for reasons thal are

real and important to the individual wri ter .

Suggestions for specific classroom act ivi t ies includc the íbllowing:

Use diarics or journals to promote fluency in writing and to hclp students scc

writing as one means of self-expression.

Utilise personal narrativas and writing workshop techniqucs to hclp learners

bccomc comfortable with ihe skills of drafting, sharing, and revis ing íhci r

pieces.

Make the reading-writing connection by cxposing learners to a \\ide var ic ty of

literary forms in reading and thcn provide opporlunities for learners to construct

their own forms to share with others.

Incorpórate various writing activities into content-area units so that learners

w i l l experience the kinds of writing that wi l l be expectcd in disciplines across

the curriculum.



1.4. Communication in Writing

Bach piece of writing is in essence a piece of communication. Writing is certainly

no one-way street. Students nccd to be aware of this, When a writer wants to

communicatc somcthing to an audience and the classroom is not a retlectiotl of ihc

outside world. it is not cffective for him; bul the tcacher can créate situations

during classes where students can wrile with a real audience like classmates or pen

*r
Iricnds in mind and try, at least. imítate the outside world; as mentioned in the point

about Motivation in Writing (further in this chapter) , the teacher needs to créate

encouraging occasions which intrinsically motívate students to write. Writing to

classmates is a possibility to develop this idea; it is of coursc 'more challenging lo

write to a native speaker of English. This makes us directly reílect about wri t ing as

a process and wviting as a product.

"The product is. after al!, the ult ímate goal; it is the reason that we go through the

process of prewriling, drafling, revising, and editíng." (Brown, 1994)

1.5. Significant Differences Bctween Writing and Talking

For most young children talking comes much before Icarning to wr i te or type

words, even misspelled words; so at the slagc of childhood where children can

speak but are not yet able to write much, even if they know what they might wanl to

write, obviously speaking w i l l be easier. Mowever, for many, if not most pcople.

talking is generally still easier even after thcir basic physical ab i l i ty to wri te or type



words. and it is contradictory lo their ab i l i ty lo say thcm. Resides ta lking is

gcncrally s t i l l easier Ibr most people evcn whcn thcir writ ing vocabulary exceeds

their speaking vocabulary, as it does for many or most decently educated adults.

It is truc that talking is, for the majority of purposes. quicker than writing. il is not

thc slowness of writ ing that makes writ ing difficult in those cases wliere it is

difficult. U would be, for cxamplc, time-consuming, laborious, and frustrating for

two or more people in proximity to write messagcs to each other in a conversation

rather than to s imply speak lo each othcr, but if they had lo do il, it would only be

slower than talking, not more difficult to know what to wrile; one would write

simply what one would say. People do this all the time when passing notes back and

forth during a nieeting, a class lectura, writing such notes is a situation in which

writing is not more difficult than talking, but if one wants to write an essay or book

rcport simply by dietating it, instead of writing or typing ¡t. it would be neither

easier ñor faster for most people becausc here the problem would not be tha t it takes

longer to write than to ta lk .

Writing is ccrtainly considered as a differenl skillj, and generally more di f f icul t

than, talking because, at other times, writing tends to oceur under conditions which

make it more difficult to know what to say and how to say it. Writing tcnds to be

done undcr conditions that yield no natural or spontaneous introduction and that

require more detail and clarity, generally becausc there is little leedback or

opportunity to respond to any lack of understanding, misunderstandings, or

disagreement. Wri t ing usual ly demands grealer undcrslanding of what is required



for approaching or introducing a subject. Ibr making it clear. and for bcing

reasonably complete about it. Bccausc conversation allows inimediate feedbaek and

clariíícations or corrcctions where necessary, good writ ing is gencrally a vcry

differcnt activity from merely transcribing to paper. spokcn words or ideas thal

occur in your mind.

There is also the pressurc of knowing that writing leaves a record which could

survive for some time and il is able to be seen by many peoplc, giving them an

impression of the author's character and personality. Therefore, students tend to be

careful. sometimcs ovcrly cautious. Moreover, writ ing lends to reflect thc ab i l i tv to

communicate when students supposcdly havc t ime to plan and pertect what one is

saying, on the other hand, when writing in an cxam, students havc also the time

pressurc among others, which are mentioned in this chapter.

One can "talk off the top of one's head" or "think out loud", taking back or

amending whalever does not seem to have been accuratc or exprcsscd vcry well

earlicr. In conversation one may evcn contradict oneself and abandon a position one

had earlier statcd. But "writing off the top of one's head" or "thinking on paper "

would only be reasonable for "writing down ideas" or working on a draft . Once a

picce of writing is finishcd, there are expectations that it is ful ly formed, and at leasl

sufficiently polished for the reader.

Therc are two major general kinds of differences betwccn the conditions in which

spoken conversation tends to íakc place and Ihe condit ions in which writtcn



comnuinication tends to takc place. Bach of thesc differenccs promotes difficulties

tbr writing.

In spoken convcrsations there is normally more proximity in time and space

between the partieipants than therc is in writien Communications. This allows

more immediato, helpful feedhack and uudio or visual cues about what necds to

be said next.

Written works are often more formal in nature, and often addresscd to a largor

audiencc.

There are also circumstances in which writing is something l ike talking in a

conversaron - computer chat or sending instant messages baek and ibrth. In this

circumstancc, the correspondents are not separated by time, just by distance. I t is

pretty similar to a phone conversation except that you cannot readily interrupt

others. Also, the note passing during classes, meetings are similar to conversation,

more so than computer or phone dialogues, since there is not a distance.

Since writing usually rcquires more information to be included, if students are not

accustomed to give additional information, or docs not know what kind of

information needs to be providcd, students w i l l find wr i t ing more difficult . In

writing, people generally have to provide an inlroduction and a contcxt hecause the

reader one is writing is normally separated from you by space or time, and usually

both. Wnting without giving sufficient background information is l ike changing the

subject of a conversation, or bcginning a conversation, in the middle.
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1.6. Individual Differences In Foreign Language Acquisition

Talking about foreign language acquisition. wc havc to considcr that cven though

learners seem to have the same way to acquire a second language, we know that

everyone presents great individual dilTerences according to our years of expericncc

as English teachers, which can be described in the following points:

Learners follow the same path; ¡t means a single direction of developmcnt, and

individual differences show how much a Icarner has progresscd in thc language.

Every person's differcncc makcs him progress through diíTerent stages of

improvemcnl as he aequircs the language.

When we study the progress of learners, they show similarilies in acquiring a

structure, bul if we take a closer view of their development, wc w i l l s t i l l fmd

differences. For example, one studcnt can acquire the strueíures of the language first

bcfore thc correct spelling of some words, whcreas another student can acquire the

spelling first and the structures or pattcrns for writing at a later stage.

Most studies do not reveal any nature of these differences, they just describe

variations in "proficicncy" in thc foreign language and try to find relations with

some non-Iinguistie aspects, such as motivation, intelligcnce and pcrsonalitv. In this

respect, we can exprcss that a more motivated student will succeed in acquiring



lantzuage, bul "this does not mean that a more intelligcnt or beltcr motivated pcrson

wil l necessarily be more successful", (Ellis, 1986) just that he has more possibilities

lo do so. For this it is necessary that we take a closer look at motivation for

learning.

1.7. Motivation for Learning

Motivation is the great forcé thal moves a pcrson to achievc his goals. When

acquiring a new language it is the torce that wi l l lead the learner to put all his

emotion and attention in the new structures and every aspect of the new language.

as wcll as involve himself in the task and learning situation. Perscverance and

energv of the Icarner will also depend on his motivation.

Motivation is related with many factors snch as: Ihe learncr's need Ibr achicvcment

and succcss, how curious he is, the desire Ibr new expcriences. Among others some

importan! are: the need for communication and the students' at t i tudc to the sccond

language community.

1.7.1. Attitudes And Motivation

Atlitude is an important matter in the learning of a sccond language. It is another of

the basis for natural learning, for gaining proficiency in the language. Besides

motivation, aptitude, and other factors are nccded for acquir ing a sccond language.

(Ellis, 1990) We will make a brief comment on altitudes.



As we have studied motivation befare, wc can say that motivation and at t i tude are

closely related, and they go hand in hand in the learning process. Therefore, most

of the motivation of the learner could be governed by his attitude to the language

itself andthe language community.

Since "motivation comes from attitude" we can f'md two kind of altitudes: altitudes

to the speech community and altitudes toward use of the language, how the learner

is going to react when putting the language in use. According to tliis, we can say

that altitudes can be difieren!, and some ones can be more relevant tlian others.

Altitude plays ad non-direct role in the learning process, but attitude convcys

motivation, which is, as we have seen, one of the most important ingredients for

language learning. Motivation, as stated by Gardner (1985), presupposes "fbur

aspects, a goal, efforlful behaviour, a desire lo attain the goal and favourablc

altitudes towards the activity in question... thosc aspeéis are nol un id imens iona l . "

This can be expressed in terms that "a learner's altitudes affect the development of

motivation" (Gardner, 1985). I le can regard his way of learning as an intcgrativc or

instrumental one; lierc we will be dealing with the two kinds of motivation. This

makes us think that accomplishments in seeond language learning are relevant to

the quantity of altitudes and motivation.

Many aspects are necessary to gel language proficicncy. bul motivation and

language aptitude are the two individual and relevant differences which can be

counted on in the language learning process.



1.7.2. Ability to Learn

Most of the time, we have the idea that the ab i l i ty to learn is only related lo the

eognitive factors, intelligencc. Bul it is significant to mention thal therc are somc

other and different factors that affect the ability to learn. sueh as: personality, age

and learning strategies.

1.7.2.1. Cognitive Factors

Cognitive factors are in relation to language aptitudc. This mcans thc potentiat of a

stndenl to learn a language. A numbcr of abi l i l ies are important for language

aplitude. Thcy include the ability to:

a. memorise words

b. recognise the grammatical function of the words in sentences

c. induce grammatical rules from examples.

There are different cognitive factors for success in second language learning. for

example. a learncr could use his learning strategies (see chapter 3) to recall

experiences; or when the learner is fíeld independent, this could help hiin to

distinguisli important information and slructurcs of the language. When referring to

thesc cognitive differences, we are also talking about learning stylcs. the ones thc

students take advantage of in order to learn.



1.7.2.2. Personality

Besides the difTerent considerations alrcady mentionod, we see Ihat d i í ferent kinds

oí personality influcnce second language leaniing as well as writing.

Sonic studics show that "extroverted" kinds oí"personality are relatcd vcry well with

success in second language learning. Pcople with outgoing personalities wi l l have

advantages. This learner will look for different occasions and situations where he

can involve himself with the language. He wil l fccl less anxious when using

language in real communication. His level of self esteem w i l l help htm to gain

proficiency, and he wi l l take the risk to make mislakes without feeling threatcncd,

when he is exposed to considerable amounts of new and well known material.

Contrasting them, wc have the "introverted" learner, who wi l l face cxactly the

opposite experiences. He could fínd himself in difficult situations when exposed to

the language. Nevertheless, he can make use of his learning strategies: working

alone, studying by himself, in order to succecd in second language learning. His

learning could be slower, but his persevcrance will help him to be prollcient in the

language.



1.7.2.3 Age

One of the most importan! elements we have lo consider in second language

learning is age. Associated with age, we can distinguish two major groups oí"

learncrs: children and adults,

!t is truc that children learn a language belter than adults. This can be explained if

we consider that there is a "critical period" in Ufe when the brain is f lexible and

language learning can result easier. This period ends around puberty. The learning

of a language will be, then, a laborious and artificial task. Despite that, adults and

teenagers have good mechanisms for learning; we have sccn that thcy acquire high

levéis of proficicncy in a second language. We can also say thcy have not lost thcir

natural capacities for language learning completely.

Contrasting the learning abil i ty of children and older people, we encounter one

considerable difference: children have better conditions for learning. Thcy have

more attention, more time, and opportunities, among othcrs. Children receive more

attention from native speakers of the language. They are exposed to simpler

language, which is easier to understand. They could have more positivo altitudes

lowards the community than thcir parents.

Adults care for structures taught, and thcy usually analysc the learning experience,

which could cause problems in in te rna l i s ing new language. it may show us that



older Icarners trust in the "learning" of the language, wlicrcas youngcr learners

"acquire" it in a natural way.

1.7.3. Motivation in Writing

The most important factor for motivation in writing exercises is that students need

to fecl personally involved in order to make the learning experience of lasting valué.

Motivating the student to particípate in the cxercisc, and at the same time improving

and expanding writing skills, requives in sonie cases a nol easy proccdure. An

important point is that teachers should be clear on what skills the he/slic is trying to

develop. Next, the teacher needs to kiiow what type of exercise can facilítate

learning of the target área. Once skill áreas and means of implementation are

dellned, the tcacher can then proceed lo retlect on what topic can be emploved to

ensure student motivation for participaron. Combining thcsc objectivcs. the teacher

can expect both motivation and cffective learning.

Selecting the topic depends on man y factors; therefore some questions arise: What

level are the students? What is the average age of the students? Why are the

students learning English? Are mere any specific future intentions for the writ ing?

(e.g. school tests or job application letters etc.). Other important questions lo ask

oneself are: What should the students be able to produce at the end o f th i s exercise?

(a well written paragraph, basic communication of ideas, transmission of Ihe

mcssage etc.) What is the Ibcus of the exercise? (structurc, tense usage, creative

writing). Once thcse factors are clcar in the mind of the teacher. the teacher can



begin to focus on how to involve and motívate the students in the activity, and in

this way promote a positive and long-term learning experience.

In correction, the teacher must choose the most appropriate way for the specified

writing área. For example, if formal business letter English is required, it is of little

use to employ a free expression type of exercise. On the other hand, when working

on descriptive language writing skills, a formal letter is equally out of place.

It is important that the teacher considers how to involve the students by considering

what type of activities are interesting to the students; having in mind if the students

are preparing for something specific such as a class work, homework or test. When

the selection is a topic that involves the students, the teacher is providing a context

within which effective learning is produced

Finally, the question of what kind of correction wil l facilítate a useful wr i t ing

exercise is very important. Here the teacher needs once again to think about the

overall exercise. If mere is an immediate task at hand, such as taking a test, perhaps

teacher guided correction is the most effective solution. However, if the task is

more general (for example deveioping a paragraph), the best approach would be to

have the students work in groups and learning from each other. Most importantly,
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by choosing the correct means of correction the teacher can motívate rather

discourage students.

1.8. Writing Acquisition

The best opportunity to acquire the second language is by exposing the learncr to

natural language and, to achieve this, we need to involve thcm in authentic

activities. Also, involving our students with "nativc speakers of the language at a

personal level" (social strategies, see chapter 3) will help to give them a real input

of language and in this way they will have the opportunity to produce writtcn

language in a bettcr way. This is possible to take place when the learner has

positive altitudes, and feels confident to do so in wrilten language.

'In writing the target language, students often need to cooperate with proflcient

language users. This frequently happens when learners encountcr proflcient

language users, in thejob, in the classroom, or on a trip" (Oxford, 1990). Sccking

for help from native English speakers wil l help our students to dcvclop wr i l ing

sk i l l s bcttcr and faster how to write in the target language, using the linglish rules

Ihat differ from Spanish.
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l.S.l.Backgrouml

When walking into aii adult Rnglish for spcakers of otlier languages class 20 years

ago, yon might have secn students doing little writing othcr than completing short

exercises designed lo reinforce particular grammar points or language functions.

The teacher may have evalnated th is wri t ing on the basis of formal correctncss:

studcnts may have had little opportunity to write extended pieces in which they

expressed their own ideas. Today, yon may see exactly the same kind of writing in

some adult Second Language classes; in many others, however, yon are likely to scc

students f i l l ing out job applications, writing notes to their teachcrs, or practising

taking phone messages. They may be writing Journal entrics, doing free wr i t ing ,

composing stories about their lives, or wri t ing tales from their homelands. Sonic

may be rcvising their work for publication. Others may be working togcther to draft

letlers to the editor of a newspaper about a community problcm or lo deniand a

pctition to the local school authorities. The teacher may be writing alongside

students, responding to their writing by asking questions and sharing experienees,

or giving mini-lessons about a particular grammar point.

At first glancc, the changes over the past 20 years can be eonslructed as

representing a new cclccticism in writing pedagogy: a "let a hundred flowers

bloom" philosophy. However, underneath this prolifcration of practiccs are sevcral

distinct tendencies that reflcct theorctical developments in the fields of second

language acquisition, compositioii theory, and literacy studies. Althongh most of the



research in Sccond Language wriling has been done in higher education contexts

and therc has been minimal writing rescarch in adult contexts, pedagogical practices

in both contexts are informed by similar approaches. Understanding the differences

and simiiarities between the approaches is important because writing instruction is

so powerful. The way that writing is taught sends learners mcssages about vvho thcy

are as writers, what is entailed in the act of writing, what íhey can do wilh wr i t ing ,

and what writing can do for them. In fací, writ ing instruction often goes fuither than

shaping conceptions aboul writ ing itself: it can also contributc to construct learners'

scnse of their own identities and possibilit ies.

(http://esl.about.com/cs/tcachingwriting/)

1.8.2. Approaches To Teaching Sccond Language Writing

There are diftcrent current approaches to teaching second language writing, somc of

them are: the theoreücal perspectives on which thcy are based, their implications for

practice. and the messagcs they scnd learners.

1.8.2.1. Behavioural and Functional Approach

One of the first departures from grammar-oricntcd writing instruclion for Sccond

Language studcnts in non-academic contexts was the functional or competcncy-

based approach (Savage, 1993). This approach, which evolvcd in the late 1970s. is
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based on the view that, fbr imniigrants or rcfugecs, the priority is survival ;

according to Ihis view, their needs fbr writing focus primarily on very functionally-

oricnted, context-specific writing tasks. Thus, wherc grammar-hased approaches

valué what students know about language, this view emphasises what students can

do with language. Often writing tasks are integrated into thematic life skil ls

modules along with reading and oral language skills: reading want ads, f i l l i n g out

job applications, and preparing for interviews may go hand in hand as tasks

associated with finding a job. Proponents of this approach argüe that il w i l l enablc

learners to particípate in the contexts of their daily lives competently and meet the

practical demands of work, í ami ly . and community l i fe . Thc message hcrc is that

being able to perfbrm the writing tasks associated with specific contexts, norms, and

society defmed roles will result in assimilation into the speech community.

1.8.2.2. Cognitive Approaches: Writing for Self-expression and Mcaning-

Making

As second language acquisit ion and eomposition theories have dcvclopcd, an

emphasis on writing as a cognitive, meaning-making proccss has becomc

increasingly popular. In contrast to behavioural and functional approaches,

believers in this approach argüe that writing should be much more than f i l l i n g out

forms or responding to externally defmed norms. All too often, the y claim, the

functional approach limits both the kinds of writing students can do and the roles

for which it prepares thcm. It trains sludents to flt into the social order as it exists.



which, for rcfugecs and immigrants. often means playing lower roles or

unimportanl jobs that require littlc thinking or extended writing

In I ;oreign Language classes, the situation can be similar since we have to motívate

our students to produce written utterances related to natural issues, rathcr than lo

imaginary situations that most of the times make the students feel frustrated and

unwill ing to write.

In the cognitivc view, often called the "process" approach to writing, the ibcus on

meaningful communication for learner-defined purposcs derives from sccond

language acquisilion theory. The focus on the process of writing as a vehicle Ibr

reflection and exploration of ideas comes from composition theory. The contení,

practices, and purposes of Second Language writing inspired by this approach differ

from those in functional classes: writing becomes a way of making sense of

experienee or discovering what one thinks rather than performing funct ional ly

use ful tasks. 'fherefore, writing often starís with personal narrativcs, as tiíles. Whi le

instruction focuses primarily on writing to créate meaning, forní is addressed both

impl i e i l l y and explici í ly: advócales of this approach argüe that increasing accuracy

evolves through drafting, revisión, and cditing; in addition, tcachers often

incorpórate mini-lessons about relevant linguistic points.



Common practices in the process approach include free writing in journals, wnting

extended narratives through a cyclical process. and publishing student writing. In

dialogue journals, students write about thoughts, experiences, reactions to texts. or

¡ssues of importance to them, and tcachers rcspond to the contení of students'

entries by sharing experiences, ideas, and reactions as wcll as modclling correct

usage. The cyclical process of composing extended narratives involves generating

ideas through free writing and brainstorming, drafting, talking to peers and tcachers,

revising organisation and content, editing for form, and, in some cases, publishing

writing. These publications give writers real audiences and purposes for their

writing, as well as becoming the Ímpetus for buüding curriculum around learner

writ ing and serving as models for student writers. The mcssage t l i is approach sends

is that Icarners' lives and voices have valúe and can become the vehicle for language

acquisition as well as self-discovery.

Reading is a very necessary and useful tool that helps students to acquire

vocabulary and also it could contribute to the deveíopment of the wri t ing sk i l l s , e.g.

if a student reads a lot of poetry, he will acquire some vocabulary used main ly by

literate people; on the other hand if a person is permanently rcading magazines or

articles for young people, the learner will obviously acquire col loquial langmme.



1.8.2.3. The Socio-Cultural Approach

A third perspective coming from the ficld of litcracy studies íbcuses on socio-

cultural practices rather than functional behaviours or cognitive proccsscs. Litcracy

ethnographers argüe that cognitive vicws of litcracy and proccss approaches assumc

a univcrsality to writing that is not borne oul by research into actual li tcracy uses.

Their research shows that ways of acquiring and using writing vary from culture to

culture, from context to context, and always depend on who is using it, under what

conditions, and for what purposes. According to this view, people are inibrmally

socialised into the local, culture-specific literacy practices of the communities in

which they are immersed. Bccause the oul-of-school literacy praclices oí" people

with high grade of education backgrounds are most congruent with school literacy

practices.

To valué the range of practices that students bring and use as resources, is related to

the view about what people know and do, by investigating how pcople actual ly use

and acquire writing within their famil ies and communities. The point is to bui ld on

what pcople know, and to incorpórate their local cultural knovvledge into schooling.

drawing on what is called their funds of knowledge. Thus, pedagogical practices

may encourage the use of culturc-spcc¡í"ic gcnres, purposes, and contení. The

message in this approach is that learners' cultural knovvledge and ways of using



litcracy are valuable and can bccomc a bridge lo new learning. Writ ing is a vehiclc

of social and cultural afíirmation.

1.8.2.4. The Genre Approach

A fburth approach argües that both the cognitive and socio-cultural approaches lo

writing instruction, despite claiming to empower learners, assure their continued

exclusión. They argüe Ihat because certain literacies give more power than othcrs,

it's not enough for learners to sharc their stories, fmd their voiccs, and observe thei r

cultures. Process writing and ¡inmersión in meaningful usage may be fine for people

who come from the dominant culture, but they obscura the rules of the game for

everyone else. A popular genre approach, proposes deconstructing dominant genres,

analysing thcm from a linguislic point of view, and reproducing them. Through

instruct ion students learn to identify specific text types (narrativo, factual,

procedural, and persuasivc). analysc their structural and l inguis t ic leatures, and

genérate their own texts that conlbnn to the conventions of each genre. For

example, students might be given two differcnt texts, they would be invited to

compare what the texts are about, why they were written, when each one would be

rcad, where they would be published, and how the languagc and structure of the

texts differ. The students might then use this Information to produce their own

parallel texts. The message seen in this approach is that master ing the genres of

power will give access to power.



1.8.2.5. The Critica! Approach: Writing for Social Change

The soeial change fbcus on social issucs and action for chango. Wi th in the critica!

approach, writing pedagogy is related to analysing student cxperiencc in relation to

economic and political relations. Writing focuses on contení drawn from the social

context of learners1 lives (connecting the word and the world, as Paulo Freiré would

say) and is used in the serví ce of action for change. The message this approach

sends is that writing can become a context Ibr exploring critical social issucs and a

tool for taking action to improve the conditions of one's lifc.

http://esl.about.com/cs/tcachingwriting/

Once the writing skills has been developed by the students, now they are able to

write, discuss and give opinions using all the strategies that were acquired in the

process of learning how to write. They are capable to writc in any situations

including the dcvelopment of exam writing lasks, in which the learner w i l l face

situations that were previously taught in difíerent contexts and contents.

1.9. Emotional Climate of Learning Situations

The emotional climale plays an important role in the acquiring of a new language. ll

can créate anxiety, insecurity and in this way, the learner could be crcating barriers

against commimication, which make thc learning process diff icul t .



This overanxious situations can be created by the classroom or the second Ianguage

community. When the student is corrected without understanding very clearly why,

this is a clear example of how stressed a student can Icol. All the IVicnd ly

environment that the pupils can experience in the second Ianguage will help them to

reduce all this sensation of anxiety little by little, and make them more confident to

use the Ianguage. It is the teacher's role to help them to feel relaxed within a nice

atmosphere, being co-operative and supportive.

These levéis of anxiety, however, should be seen as a natural process of learning,

which could be in some cases, favourable for the learner who will devote more time

to prepare himself for the task.

1.9.1 . Anxiety in Writing

Many situations or activities, such as writing, taking tests, completing, or presenting

written work, may make us anxious or apprehensive. It's important to remember

that a modérate level of anxiety is helpful and productive. That flow of adrcnaline is

a natural response that helps get us ready for action. Without it, we might not

perform as well.

Anxiety is hard to cope with, and sometimes we do not know how to reduce it;

however, some of the strategies that students can use in order to reduce anxiety are

listed below:

• Focus their energy by rehearsing the task in their head.
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Consciously stop the non-productivc comments running through thcir

hcad by replacing them with productive ones.

If students have some "rituals" for wriling success. students sliould use

them. E.g. brainstormíng. mínd map, etc are good ways to reduce

anxicty in writing.

1.9,2. Writing under Exam Conditions

It is very clear the diffcrence that cxists betwccn writing in exams and wri t ing in

class or at home: in class the learner has time to plan, draft and redraft, to produce

his best work. in an exam he only has a l imited time to produce his final work.

Some ideas that deal with time and pressure when wr i t ing in exams, and that a

student should remember are:

« read the questions and instructions very carefully.

• make surc he is clear about what the question is asking him to do (purpose)

and what form it should take.

• make a plan.

• think as he writes.

• read over each paragraph to make surc he is on the right track.

• check punctuation as he goes along.



• always leave himself five minutes or so to read over his work carefully to

check spelling, punctuation, organisation and make any final changes.

• Look for key words in the question. Sometimes these will be printed in bold

type.

http://esl.about.com/cs/teachingwriting/anxiety

1.9.3, Implications

The role of emotional variables in foreign language teaching and learning has been

studied extensively for the last three decades by several authors, such as: Krashen

(1985) and Maclntyre and Gardner (1991, 1992 and 1994). Among other affective

variables, anxiety stands out as one of the main blocking factors for effective

períbrmance in written exams. Its damaging effects have been found in all phases of

this process, Input, Processing and Output and through the development of the task.

The relevance of students' anxiety as an educational problem made some

researchers enquire about the fact that the kind of anxiety which affects foreign

language learners is of a special kind, stated as Foreign Language Anxiety, which is

defined by the authors as "a feeling of tensión, apprehension and nervousness

associated with the situation of learning a foreign language'1.
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1.9.4. How To Keep Calm During Tests

Taking tests is always stressful and no one is prepared to face it easily. Since it is

our concern to deal with written tests, we have Usted some hints tliat can be helpíul

in order to get ready or at least better prepared for an examination.

1. PREPARE WELL IN ADVANCE. Keep up day to day, if you can; but don't

judge yourself severely if you don't. Don't go without sleep the night before

(though 4 or 5 hours may be enough). Stop studying an hour or so before the

test and relax and compose yourself.

2. KNOW TIME AND PLACE of the test and what you need to bring. Be on time,

neither too early ñor too late, with enough supplies. Don't rush.

3. DON'T TALK ABOUT THE TEST with classmates immediately beforehand, if

you know it raises your anxiety level. To do so may increase group paranoia.

4. Read over the test and PLAN YOUR APPROACH. Be sure how much each part

of the exam valúes, time limits for each section, which question you'll start with,

etc.
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5. Don't hesitate to ASK FOR CLARIFICATION from the professor, teaching

assistant if you have questions about directions, procedure, etc., rather than

letting anxiety build up because you aren't sure about what you are expected to

do.

6. DEVELOP AN AGGRESSIVE, YET REALISTIC ATTITUDE. Approach the

A
test vigorously determined that you will do your best; but also accept the limits

of what you know at the moment. Use everything you know to do well; but

don't blame yourself for what you don't know.

7. ACT1VITY REDUCES ANXIETY. If you go blank and can't think of anything

to write, go on to another question or another part of the test. On an essay, write

down anything you can recall on scratch paper to stimulate your memory and

get your mind working.

8. RELAX YOURSELF PHYSICALLY during the test, if you notice that you are

not thinking well. Pause, lay your test aside, and take several slow, deep brealhs.

Concéntrate on your breathing. Do this if you notice that you are worrying

excessively about one problem, not reading carefully, forgetting information

you know.
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9. PAY ATTENTION TO THE TKST, not to yourself or others. Don't wastc time

worrying, doubting yourself, wondenng how other people are doing, blaming

yourself, etc. Don't worry about what you should have done; pay at tent ion to

what you can do now.

http //www.utexas.edu/stLident/utIc/handouts/1305.html

How people learn to write is an issue that we have considered along this chapter and

we have dealt with different points of view that lead us to understand how Icarners

develop the ability to write and use this sk i l l to communicate with others. I t is

discussed as well that Controlling anxiety, emotions and feclings whcn writing

under exams conditions help students to develop in a better and easier way the sk i l l

of writing. and consequentíy they will be able to achieve their objective, which is to

use words to communicate with their audiencc through a piece of paper.



CHAPTER 2

"FOREIGN LANGUAGE

PROCESSES IN

WRITING"
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CHAPTER 2

"FOREIGN LANGUAGE PROCESSES IN

WRITING"

To Icarn a foreign language, the student has to face different stagcs or processcs

aecording to the different skills he has to acquire. This chapter refers to some oí'

thein, what we consider to be important in relation to the writing skill.

2.1. ínterlanguage

To Uudy ínterlanguage in the Fereign Language Learning process is very important,

in order to understand the stage at which the learner arrives when acqui r ing a

foreign language; it is always nottceable that at early stages there is an intcrferencc

of his mother tongue. As far ss the acquisitions of the language progrcsscs, the

interference starts to decrease ard this is what is called Ínterlanguage.

"Prior to the introduction of ínterlanguage, linguists attemptcd, through eontrastive

analysis betwecn native languages and target languages, to predict and describe

learners' errors in terms of inte] ference - the projection or transfer of habits of the

firsí language onto that of the foreign language to be learned. Howevcr, whereas

language transfer could accoun. for some errors, it was noticed that a grcat many

errors did not bear a resemblance to either the native language or to the foreign

language being learned." (Lado, 1961)
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(http://www.uncc.edu/colleges/arts_and_sciences/language/courses/4263/4263intl.h

tm)

2.1.1. L2 Processes in Interlanguage in Writing

• Interlanguage development means reliance on Ll proñciency visible in L2

wriíing

• Errors in syntax & grammar present in oral speech occur also in writing

• Spelling may reflect Ll letter-sound correspondence

2.1.2. Interlanguage Theories, Two Languages Combination

In the language learning process, the tenn Interlanguage is used to refer to the

learners current language use, while they are acquiring the target language.

However, for certain students the Interlanguage can last for a long period of time

until the target language is mastered.

"The idea of Interlanguage is íounded upon the assumption that an L2 learner, at

any particular moment in his learning sequence, is using a language system which is

neither the L l , ñor the L2. It is a third language, with its own grammar, its own

lexicón and so on. The rules uscd by the learner are to be found in neither his own

mother tongue, ñor in the Target Language."

(http://perso.club-

intemet.fr/tmason/WebPages/LangTeach/Licence/CM/OldLectures/L7_Interlangua

ge.htm#Interlanguage)
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It is important to refer to some definitions of Interlanguage given:

Selinkcr (1969 - 1972) expresses: "The term Interlanguage was coined, to rcfcr to

the interim grammars constructed by Second Language learners 011 their way to the

target languagc"

According to E l l i s (1986), 'Interlanguage' also has two important meanings:

a) It reíers to the structured system which the learner constriicts at any given stagc

in his development; and

b) The range of interlocking systems that characterises the development oí learners

over time.

Despite the two defmitions above, Larsen-Freeman and Long. 1991, cites a third

deiinil ion that we quote as follows:

b) In a given contact situation, the language systems of learners at the same stage

of proficiency roughly coincide with major variations ascribablc to diffcrcnces

in learning cxperiences.

" Interlanguage is uscd to describe thc result of the learning proccss in bctwccn thc

native language ( L l ) and the target language (L2). This dcfmition make LIS Ihink

that Interlanguage is not unique to onc learner. Even though many tactors are

exclusive to each learner. "Interlanguage is also a common or shared phenomenon.



It can be seen as both what the learners produce, and also thc path or cont inúan]

along which learners progress in their acquisition of the TL."

(http://langue.hyper.chubu.ac.jp/jalt/pub/tlt/00/may/luth.html)

2.1.3. Interlanguage and Learning Strategies

How does the learner créate Interlanguage? According to Selinker. therc are a

numbcr of basic processes - but, particularly in his latcr work. he insists upon

learning strategies - that is, activities that the learner adopts in order to help acquire

the language.

Sclinker (1972) argued that Interlanguage was the product of five central cognitive

processes invoíved in second language learning.

2.1.3.1 Language Transfer

"Some itcms, rules and subsystems of Interlanguage may result from transfer from

the first Ianguage"(Spolsky, 1989)

As Selinker expressed about Interlanguage in 1972, "It is my contention that the

most inleresting phenomena in Interlanguage performance are thosc itcms, rules,

and subsystems which are fossilizable..." (Richards, 1974)



2.1.3.2. Transfer of Training

" Some eleinents of the Interlanguage may result from specific fealures of the

training process used to teach the second language" (Spolsky, 1989). If the

fossilizable Ítems are an answer of identifíable aspects in training development vve

are talking about Transfer of Training.

2.1.3.3. Overgeneralization

"Sonic elements of the Interlanguage may be the product of overgcncrali/ation of

the rules and semantic features of the target language" (Spolsky, 1989)

The all-important rule in dealing with an Interlanguage musí always be not to

transíate word for word from one's native language, requires mental discipline, and

realise that a constructed language cannot be expected to fu l f l l al l the functions and

uses to which a general language can be put. There wi l l always be something dry

and prosaic about the second language, and it is a mislake to try and transíate very

deep poetry, for it will be capablc of rcndering only thosc elements ofpoetry which

might as well ha ve been expressed through a paraphrase in native prose.

(littp://www.geocities.com/Athens/Forum/5037/AILdif.html)

Interlanguage tell us a lot about our studcnts are in terms of grammatical and lexical

development, within the notion of interlanguage can be extended lo include other

importan! aspects of writing, like contení and organisation. Two factors which are



significant to develop once interlanguage are: sufficient input and plcnty of

practico; and to próvido sufficient input students need to be exposed to a variety of

listening tasks and something that is moro important. encourage them to do

cxtensivc reading out of the classroom. Sincc what they read gives them a model tbr

their writing, but, if a síudent avoids writing and dtfnot practise writing he wi l l not

improve, this means his interlanguage will not develop.

2.1.4 Variability in Interlanguage

We should point out that there is much linguistic variation in the Interlanguage. Tt

means that learners using the targct language structurcs at certain times (such as

plural /s/) could not use them at other times. This can be seen in wr i t ing , e.g.

students sometimes write child and children and the same students, in somc other

times, write child, childs or childrens.

There are two sorts of variation: free varialion and systematic var ia t ion. Free

Variation is rclated to random oeeurrence, whi le systematic variation is conditioned

by context.

When variation is rescarched within the Interlanguage of íearners, it is required that

it shows that the learner uses some rules or hypotheses that could be the cause of

linguistic variation. These rules and hypotheses differ from the target language

rules, causing the creation of invented rules by leamer in order to write in the targel

language.
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As was earlier mentioned, context can influence systematic variation. The two

main oncs are linguistic context and social context. "Linguistic context can be

syntactic (syntactic structures such as NPs, subordínate clauscs, etc.), or even

morphological or semantic. Social contexts can have to do with the reader, the

writ ing task type."

(http://academics.smcvt.cdu/rwillianis2/sla/variation_ki.htm)

2.2. L2 Processes in Writing The Monitor

• Productive skills develop as the L2 learner's abili ty to compare his own

forms to modcls and conventions.

• Since written language is fixed, writing offcrs many opportunities to

develop monitoring through teachcr, peer modcls and correction.

2.3. Natural Order

• The Natural Order of Acquisition affects development of form and

accuracy.

• Studcnts" writing will lag one or two levéis behind forcign language oral

ski l ls level.

• Progression is from words to sentences to paragraphs to complete

narratives.
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2.4. Input, Interaction and Foreign Language Acquisition

There are important points of view in order to understand the trends that foreign

language acquisition has followcd, it can be the prcscncc of a mcthodology for

investigating input in foreign language acquisition. We can say input in relation to

writing is the language addressed to the learner, could be in the form of reading or

by listening to a native speaker or another learner.

ínput comprises the language made available to the learner in the form of s t imul i

and also that which occurs as feedback. Feedback serves two purposes. It indícales

when L2 utterances produced by the learner are correct and so reinforces them, and

it also indícales when the utterances are i l l formed by correcting them." ( H l l i s ,

1986) I t is important that the stimuli be in a delermined aniounl and also the

feedback, so the Icarning takes place and thereforc, somc hahits are formed.

Another point of view says that the acquisilion of language is the result of an

inleraclíon between the learner's mental abilities and the linguistic environmcnl.

2.4.1. The Role of Input and Interaction in Second Language Learning

U is of our concern, at this point, to focus how sccond language Icarning is affected

by the quantity and quality of the input and interaelion , and how.
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To be able to undcrstand a l i t t l c bit more about input and intcraction. and iheir

cffects on SLL, we have to take into consideration as well thc output of the Icarner.

Co-relational stndics, for instance, evalúate input and output characteristics. "For

example, the frequency of grammatical features of the input can be correlated with

the frequency of the same features in the learner's output." (Bi l is , 1986).

2.5. Input in Writing

Input in writing we wil l say is evcrything that provides students wi th the necessary

inlbrmalion to produce language output. "lilis is all kinds of language a Icarner

receives, could be in form of spoken , read or listened language that will givc him

the opportunities to activate his knowledge, because as Harmer (1991) expresses, it

is when students are producing language that they can select Irom the input they

have rcceived.

In writing as well as thc other in skills, we would say that we distinguish two kinds

of input:

Roughly tuned input, which is the language that students can more or less

understand even though it is above their own productive level. "The teacher is a

major sourcc of roughly tuned input" (Harmer, 1991) and so are visual malcriáis

such as flash cards, posters, picture scquencc, written or oral instructions, ctc thal

we can provide for our students. Anolher important sourcc is reading, both in class

or outside it



Finely tuned input, on the other hand, is tanguage which lias been very prccisely

selected to be at exactly the students1 level. For our purposes fíncly-tuncd input can

be takcn to mean that language which we select for conscious learning and

teaching." (Harmer, 1991}

2.5.1 Effects Of The Speed At Which Writing ís Acquired

Students may not need to write quickly or, in many cases, be able to rcach the speed

that they can produce written language in their first language. Speed and comfort

niust be high on the list of priorities. How this is achieved is dependent on the

cxpertise of the teachers in thcir own systcm (thc studcnts' second) as well as thcir

understanding of their students' writing posture in their first wri t ing system. Al l this

needs to be explained and introduces factors that many pcople will not have

considered at all in their past, either as writers or being parí of their responsibil i ty as

a teacher.

The problems that afflicts the majority of writers wi l l begin to be revealed as soon

as second language learners begin to write. Some are the type of difficulties thal

would be evident in the writers' first writing system. These problems should be able

to be recognised by experienced teachers whelher or not they can comprehend the

words written in the letters involved; but everyone should be careful about using thc

usual criteria. The uncertainties of a new culture may be unexpectedly inhibi t ing

and disturb any writer's pace; and we as teachers need to have all thcsc dctails in

mind and need a whole new attitude to testing.
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Although thc main concern here is with the pace at which a second wriüng system

is acquired, this cannot be totally isolated from thc creativo tasks and othcr aspects

of written language.

http://www.intellectbooks.com/authors/sassoonr/acqintro.htm

2.6. Discourse in Writing

Studying discourse means the study of language independently o f t h e scnsc o f t h e

sentence. It is usually related to Studying extended texts either spoken or written;

but most important it is linked to the relationship between a text and thc situation in

which it occurs.

As Mc.Carthy cites the following example in Cárter and Nunan (2001): When wc

see the written text NO BICYCLES, it can be studied as discourse, making its

analysis wc can find the following questions about the different meaning thc notice

could havc:

"Who wrote the notice and to whom it is addressed (e.g. a pcrson in authority.

addressing it to a general pubiic, this might expla in what appears to be a rather

abrupt ellipted imperative: 'do not ride/park your bicycle here!').

How do we know what it means? In fact, in the situation it was taken (from the

window of a bicycle-hire shop), it meant 'we have no more bicycles left to hire



The real meaning of the notice was not an imperative but statement; even thought

we can not see this meaning clearly in the text we can interpret it based on the text

in its context.

"Discourse analysts are also interested in things being well íormcd, but by quite

dií'ferent criteria. For a discoursc analyst, the qucstions of who uttered the words

NO BICYCLES, where, when and tbr whom and wilh what goal, are all relcvant to

an interpretaron as to whether the act of utterances is well formed. Por this reason,

discourse analysts work with utterances (i.e. sequences of words written or spoken

in specific contexts) rather than with sentences" (McCarthy in Cárter and Nunan,

2001).

Discourse analysis can be pcrformed both in spoken and written texts, it is obvious

that thcrc is no simple and single differenccs between speecli and writ ing. For

cxample, in writing public notices tend to be ignored sucli as stating regülalions or

giving orders; this does not mean that they are completcly ignored; that only in

some cases people tend to avoid looking at them.

"Writing is most typically created 'off line' (i.e. composed at one time and read at

another), usually with time for reflection and revisión (and exception would be real-

time emai l ing by two computers simultaneously on line to each other; one of the

rcasons why cmail is often felt to be more l ike ta lking than writing). The terms text

and discourse are often used interchangeably to refer to language 'beyond the

sentcnce', i.e. the study of any utterance of set of utterances as part of a context. But
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equally a distinction ¡s sometimcs made between texts as products of language used

(c.g. a public notice saying cycling forbidden, or a novel, or an academic article, oí

a transcript of a conversation), and discourse as the process of meaning-creation an

interaction, whether in writing or in speech" (McCarthy in Cárter and Nunan,

2001).

2.6.1. Written Discourse

Linguists are concerned with attempts to explain how sentences are related one to

another using linguistic resources. McCarthy in Cárter and Nunan, 2001 explains

that Werlich (1976) makes a description about the way linguistic features

characterise different text types (narrative, dcscriptivc, expository and

argumcntative) influenced greatly among teachers in the 1980's. On the other hand,

he explains that Prague School's foliowers were interested on the way ind iv idua l

scntcnces are constructcd in terms of their theme ( their starting point of topic) and

rheme what was said about that lopic.

Writing cannot be considered as an isolatcd issue, it is closcly related to readiug as

wcll as the reader and how this pcrson can interpret what hc/she read in a writtcn

way taking into consideration exemplifications, summary, expansions and al l

develops a complete written text. "Working with everyday writtcn texts. some

linguists have demonstrated how cultural eommon patterns such as the

situation—>problem—>response-»evaluation—»solution' sequcncc in texts is

constructed by the reader in interaction with the logieal rclations bctwccn clauscs



within the text and by processing lexical and grammatical signáis of the pattern

employed by the author" (McCarthy in Cárter and Muñan, 2001).

It is important to mention the following concern about the differences between

written and spoken language; we must be aware that if skills differentiates written

and spoken aspects of language, it is somehow diffícult to know how reliable are

our traditional resources which are mainly based on written evidence, such as

grammar books, dictionaries, usage manuals and all written Information

"As noted above, one of the contributions of discourse analysis is the separation of

spoken and written texts for different kinds of scrutiny. The practica! importance of

examining both written language and spoken language is threefold:

It has implications for 'skills' approaches to language teaching, in which the

four primary skills are constructed around a written-spoken dichotomy.

The description of the target language, in terms of vocabulary and grammar,

changes considerably depending on the source of once data, whether written or

spoken.

The units of acquisition, such as clauses and sentences, the 'rules' undcrlying

them (e.g. word order and complementaron patterns), and the metalanguage

used to talk about them are also brought into question.

2.7. Cohesión and Coherence for Writing

Two factors that are crucial in writing are Cohesión and Coherence. They indícate if

a piece of written language is understandable or not. Since written comnninication
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depends on these two factors, it is nccessary to have a look at theni and thei r

implications in the written task.

2.7.1. Cohesión

Cohesión means joining ideas so that they flow easily. Thus, it is important at this

point to have a look at this topic since it is a signifícant matter in the issue of

making errors in writing.

If a piece of writing lacks cohesión, the reader has to jump from one idea lo another.

Fortunately there are a number of ways that sccond language Icarncrs can makc use

of, to improvc or avoid cohesión errors in writ ing:

Linking sentences

Sentcnces can often be linked by one of the following ways:

1. conjunctions ('"and"1, "because"1, etc.);

2. relativa clauses;

3. participle phrases {"Having demonstrated that..."');

4. adverbial phrases ("In addition ...'", "On tlie other hand ...'", "In contras!...")

Dixcourse markers

These are words and phrases that let the reader know where they are and what is

corning ncxt. Some cxamples of these are:
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Firstly. ...

Hnally, ...

Another point worth considcring is that ...

An alternative view is ...

In marked contrast to this view, ...

This can be summarised as ...

A further consideration is ....

Your own pace reading is the best source of discourse markers.

http://www.bilkenl.edu.tr/-rasi/term/node6.html

It is useful when wriíing, to have in mind the following chart, which shows us

difterent ways to make sentences more cohesive, and with a good use of them we

can help our students to refrain from making mistakes:

Adapted from J. Swales (1971)

¡ However | Similar in meaning to huí
nevertheless <|

Thus 1 Similar in meaning to ¡herefore
therefore |
consequently j
as a result
henee
so

in fact
in reality

;Naturally
of course

Used to introduce a contrast with a theory; also
someíimes used to suggest that the reader is
misinformed e.g. It is generally thought that x is
true. ¡n fact, y is truc

The writer is about to remind the reader of an
íobvious point



i 3

jobviously •[
in other words ¡The writer is aboul to state something in a

j . jsimpler way

| as a rule j Used to slart a general statcment
(generally speaking ¡
\n general j

j Tlien j¡ Similar in meaning to and but stronger.
| furthermore j
i ''
ialso
i in addition
besides

Used when making a series of points.

If describing the last step in a process, ///?ÍY//V and

moreover

: First
i second
third etc.
Final ly |not in conclusión should be used. |
in conclusión ] 1

j Do not use al IttxL which is used only lo refer lo [
i ¡time. I

hllp://www.engl.poiyu.edu.hk/ECC'"rR/aphandbook/common grammatical errors.ht
ni

Cohesión studies are linked to sur face linguistic structure in the text rather than

cognitive processes of interpretation, therefore its categories are grammatical and

lexical ones, and can be regarded in the following points:

"Reference: e.g. how pronouns rcfcr back and forth to pcople and things in

different sentences.

Substitution and Hllipsis: how reduced grammatical forms such as co-ordinated

clauses without subject-repetition can be interpreted coherentiy.

Conjunction: how defínite sets of conjunctions (and, but, so. etc) créate relations

between sentences.

Lexical links across sentences: e.g. repetition, use ol'synonyms, collocaüons.
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2.7.2. Coherence

Coherence refers to a certain characteristic or aspect of writing. L i te ra l ly , the word

mcans "to stick together." Coherence in writing means that all the ideas in a

paragraph flow smoothly from one sentence to the next sentence. With coherence,

the reader has a/enjoyable time understanding the ideas the writer wants to express.

Paragraph Unity. It is a crucial feature of good paragraph wri t ing. Paragraph uni ty

means that a paragraph should refer to one main lopic. This means that all the

sentences, the topic, supporting ideas, the detail sentences, and the concluding

sentence have to tell the reader about one main topic. If a paragraph contains a

sentence or sentences that do not relate to the main topic, it means, then, that the

paragraph "lacks unity," or that the sentence is "off-topic."

On the other hand, if sentences, and ideas fit together clearly, readers can follow

along easily, Thercfore, the writing is coherent, this means that the ideas tie together

smoothly and clearly. In order to have a good coherent paragraph we need to use

some of the following methods.

Repetition o/a Key Term or Phrasc

'I'his helps to focas your ideas and to keep your reader on track.

Example: The problem with contemporary art is that it is not easily

understood by most people. Contemporary art is deliberately abstract, and

that means it leaves the viewer wondering what she is looking at.



Synonyms Thcy próvido some variety in word choices, helping the reader to stay

focused on the idea being discussed.

Example: Myths nárrate sacred histories and cxplain sacred origins. Thexe

iraditional narratives are, in short, a set of beliefs that are a very real forcé

in the lives of the people who tell them.

Pronouns. This, that, ihe.se, those, he, she, it, they, and we are useful pronoiuis for

relerring back to something previously mcntioned. Nevertheless, thc writcr needs to

consider that what he is relerring to should be clear.

Example: When scienlific experimenta do not work ont as expcctcd, they are

often considcrcd failures until some other scientist tries them again. Those

that work out better the second time around are the ones that promise the

most rewards.

Transilional Words.

There are many words in English that cuc the rcaders to relationships bctwccn

sentences, joining sentences together, for example however, there/ore, in addiíion,

cilso, bul. moreover, etc.

Example: \e autumn, and yet autiimn is a sad time of the year, too. The

leaves turn bright shades of red and the weather is mild, huí. 1 can't help

thinking ahead to the winter and the ice storms that will surely blow through

here. In addition, that will be the season of chapped faces, too many layers

of clothes to put on, and days when I ' l l have to shovel hcaps of snow from

my car's windshield.
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Se/Henee Patterns

Sometimes, repeated or parallel scntence patterns can help the reader follow along

and keep ideas tied together.

Example: (from a speech by President John F. Kennedy) And so, my fellow

Americans: ask not what your country can do for yon—ask what yon can do

for your country.

http://owl.english.purdue.edu/handouts/general/gl cohere.html

http://lrs.ed.uiuc.edu/students/fwalters/cohere.html

2.8. Natural vs. Simuiated Environments

We know that these two environments are very different, but it is necessary to

establish a comparison to analyse how diffcrent they are. We can say that they are

different especially in that classroom environment relates to the formal teaching of a

second language, making it difficult, for many people to have the real

communication outside the classroom.

The input is said to be of limited varicty and of reduced chances to sct hypothescs.

As a result there are limited opportunities for negotiating mcaning, and the Icarncr

assumes obligated roles which limit his capacities to express himself using the

target language e ven in written situations.

However, there are these differences, we cannot overemphasise thcm. Natural

environments can have big differences, considering the kind of input they deal with.



whcreas the simulated can differ in the kind of discourse thcy give; but instcad of

seeing these two environments as oppositcs, we should try to see them as they give

the same kinds of discourse at different levéis. This means that similar kind of

interactions can be present in both environments, bul due to speciflc conditions such

as the numbcr of learners or physicai setlings, some kinds of interaction are present

in one environment, and different kinds of interaction are more frequent in the other

environment.

As a conclusión, it can be said that "the comparison between natural and simulated

environments, as a source for writing input, will depend on the frequency of

different types of interaction which occur in each setting.... in the final analysis, it is

the style of tcaching that counts. in part icular whether it is teacher or learner

ccntrcd" (Filis, 1986)

2.8.1. How exposing to a Natural Environment Favours Writing Acquisition

The development of writing skills is an essential part for every second language

learner. Due to the complex nature of writing, students often experience difficult ies,

becoming frustratcd and ovevwhelmed, as they struggle lo develop these sk i l l s .

Teaehers, thereíbre, must provide students with a supporlive environment in which

they may develop the skills needed to become effective, confldent writers. Hvery

teacher has the potential to contribute to a supportive environment and motívate

studcnt success in writing. It is important to emphasize the importance of erealing

classrooms in which students are provided with a clear purpose for writing. Making



writing authentic for students is a major goal for teachers^ Engaging students in

writing by allowing them to make their own meaning from writing activities. It is

necessary to givc students a sense of ownership over their writing and allow them to

share their work with real audiences. The supportive environmcnts creatcd by Ihe

teachers can only help to cncouragc students as they develop as writeis.

http://learnwebharvard.ed/2821 /writ ing intro.cfm

Being exposed to a natural environment in which thc target languagc is used,

favours the acquisition of writing since the learncr is in contact with writ ten

language in advertisements, newspapers, supermarket producís, street signs; which

help the Icarner internalise how a word is written and thereforc he/shc can use it in

his/her written performance. Wc can simúlate a natural environment with the use of

posters, advertisements thal can be changed periodically in order to stimulate

students senses. Nevertheless, this situation vvill not be as effectivc as a natural

environment, but we can consider it as a part of the process of foreign language

learning.

2.9. Different Approaches to Writing Skills

Writing is a continuing process of discovering how to find the most effeetive

language for communieating one's thoughts and feelings. It is challcnging writ ing in

one's native languagc, and evcn more it is in a second language. Even\,

English second language learners pul their thoughts on paper, see their ideas in
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print, and it is an advcnture for theni lo share their work with others, they find they

develop a powerfu) voice in their ncw language.

Writing also enhances language acquisition as learncrs experiment with vvords.

sentences, and larger chunks of writing lo communicate their ideas effeclively and

to re in forcé the grammar and vocabulary they are learning in class.

At this point we want to note different general approaches to writing and some

activities that can make writing easier and more enjoyable for both learners and

tea che rs.

Approaches

There are two general approaches to writing: free writing, vvhich is nol necessarily

edited or worked on further: and the language experience approach (LÚA) which is

often used with beginning literacy learners to provide opportunities for reading and

writing through personal expcriences and oral language (Taylor. 1992).

I-'ree Writing

Learners write for a period of time in class on a topic of their interest. This writing

can take many forms, including quick writes, which are lime-liniited. done

individually, and not always shared; another examples is wr i t ing dialogue journals

to the teacher, a classinate or another partner who then responds. These writings

may be kept in a portfolio or notcbook. From thcsc pieces, themcs may emerge that
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can act as motivators íbr more extcnsive writing that could be discussed, reviscd,

edited, and published.

Procesa Writing

Process writing usually begins with some form of pre-\vriüng activiiy in whieh

learncrs work together in groups lo genérate ideas about a particular topic. This

could include sharing the free-writing piece describcd above, brainstorming,

making a list or timeline, or simply reflecting on an experience. Hach group

member then works alone lo compose aftrsf drq/i, concentrating on getting ideas on

paper, without worrying about spcll ing or grammar. They then read thcir drafts to

each other in pairs or small groups. They encourage each other with constructive

comments and questions as they seek better understanding of what each other is

trying to write. They might discuss the purpose of the writing, what the author

learned or hopes others learn from his work, and what the reader likes best or has

trouble with

RevLsing can be based on these comments and responses. Now the main concern is

clarity as the writer looks at organisation and sequencing of ideas, the nccd for

additional information or examples, áreas of confusión, and words or phrases that

could make the writing clearer. Revisions should be shared unt i l the ideas seem

clear. Then, ediling can begin as the focus moves to spelling, grammar, punctuation,

transition words (first, next), and signal words (for example, another reason is . . . ).

Learners should be encouraged to refer to what they know or havc studicd. A

checklist can help them focus on specific points. They should use each other and the

teacher as resources, in addition to the dictionary and grammar books. When the



learner and the teacher feel satisficd with a particular piece of writing. it should be

shared with a \vider cmdience (the whole class, family and friends, or the

community). Picces can be displayed around the room or compiled and published as

a book, magazine, newsletter, or newspaper. Learners should be cncouraged to rcad

eacli other's work and comment on final producís.

Depending on the amount of class time available for writing, the needs of the

learners, and the comfort level of the learners and the teacher. pre-writing activities

such as brainstorming can be done orally or ¡n writing, ind iv idua l ly or as a vvhole

class. Learners might prepare their first draft in class or as homework, depending on

how much time they ha ve outside class to write. Rather Ihan having learners work

in groups to respond to drafts, the teacher might talk to learners to discuss thei r

writing and ask questions to clarify ideas. As issues arise (e.g., trouble with topic

sentences, the use of quotation marks), the teacher might spend class time working

on specific points with the entire class.

Langiiage Experience Approach'.

Although there are many variations in the application of LLA, the basic process

reniains constant: learners relate individual or group experiences to a teacher, or

fellow learner, who transcribes these coiüributions for use in reading and writing

activities. In a class situation, the experience may stem from something that the

learners did together or have in common. Before any writing occurs, the experience

is discussed. Then the class works together to dcvelop a written tcxt. Often the exact
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words of the learners are recorded as dictated, without transcriben corrections to

grammar or vocabulary so that the focus is on the contení. The text is thcn rcad

aloud and opportunities are provided for learners to practice reading il. Extensión

activities that encourage further writing can be developcd to accommodatc Icarncrs

at different proficicncy levéis. For cxample, beginning learners may simply copy

the story or make their own illustrated dictionary of vocabulary words. More

advanced learners may produce their own individual written pieces on the same

expericnce.

Acüviües to Develop Writing Skills

Teachers and learners may also have speciñc kinds of writing they want to do or

specific sk i l l s that need to be developed. The following writing activities can be

engaging and challenging and can add variety to writ ing instruct ion. They also

devclop important literacy sk i l l s . The writing thal emerges from an activity may be

an end in itseli" or may lead to more cxtensive writing, employing one of the

approaches discussed above.

Assessing Needs

Having learners write about what they want to learn and why, is an exccllent way

for the teacher to conduct a class needs assessment. Beginning level learners can

write just a few words in Fnglish. At highcr levéis, learners can write a simple

letter, an entry in a dialog Journal, or even an essay. They can be asked to respond

to questions such as "Where do you use English?" "Where do you want to use



linglish?" "What tanguage sk i l l s (reading, writing, speaking, listening, use of

vocabulary, use of grammar) are yon interestcd in developing?" and "Where and

how do you practicc reading?" (e.g., at home, reading books to my child)

Reciding to a Text or Stimuhts

Learners can record their reactions to various stimuli. They might do a free writing

or an LEA picce in response to a piece of music; a photograph or drawing; a sound,

such as water being poured; or cven smells. such as thc aroma of different spices or

flowers. Thcy can also respond to a field trip, movies or written texts such as

stories, poetry, and narratives. Reactions can be in single words, sentences,

paragraphs, an essay, or a poem

Writing Letlers

Letters of complaint (while studying shopping), cover letlers (\vhile preparing for

employment), or letters of advicc (while studying ncwspaper and media) allow

learners to practice some of the types of writing that are useful in their daily lives.

At beginning levéis, learners can fill in the blanks with contení words such as, "The

— - is broken." At more advanced levéis, learners can compose letters on their

own or be guided by questions.
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Analyxing and Synthesising Information

Adults frequently need to interpret information that appears in graphic form such as

charts, drawings. and maps, or interpret and synthesise information from severa!

soLirces. To prepare for this kind of writing, learners can complete grids based on

information they gather from class or community surveys. For example, at the

beginning level, a simple grid can ask for the ñames of the learners in the class and

different countries or cities or languages. Groups of learners can work togethcr to

fill in parts of the grid and then share their information with the entire class to

complete the grid. They can then use this information to write simple sentences

describing their class, such as "Mary and Joe are from Quito, Susan is from

Ambato." At higher levéis, learners can gather more extensive data and then write a

descriptive paragraph or composition. Using maps, learners can write directions íbr

getting from one location to another. After reading articles on a topic such as

immigration, learners can write a letter to the editor or a summary of the

information presented.

Making Lists

Lists can help learners genérate vocabulary and provide the basis for larger pieces.

For cxample, when studying money and numbers, learners might enjoy listing how

they would spend a million dollars. Other lists might be about favouritc foods,

places, or activities; wishes; things missed about one's country; or things liked in

the United States. For a beginning learner, a few words might be enough. More

proficient learners could write scveral sentences or more.
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In the previous lines we have tricd to give a better idea, aboul difíerent approaches

to writing , and the possible activities students can take pait of in ordcr to develop

their writing ski l ls and gain cxpcrience for presenting a test and what is most

important for real l i ie . To Achievc these objectives teachers need to provídc

learners with opportunities to writc about topics tliat are related to their personal

cxperiences and lives, to particípate in various writing activities, and to fcel that

their writing has valué. By integrating writing with content at every level of

instruction, teachers help learners fmd their own voices in their new language and

develop the ability to communicate effectively in difieren! contexts and with

different audiences.

http://esl.about.com/cs/teachingwriting/
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CHAPTER 3

"Language Learning Strategies in Writing"

3.1.Direct Strategies for Dealing with Language

They are called so because they are directly relatad to the target language. All of

them need of the mind processing of the language. In here we havc three difTerent

groups:

38 LANGUAGE LEARNING STRATEGIES

A. Creating mental linkages

I. Memory
Strategies

II. Cognitive
Strategies

m.
strategtes

/ ̂  B. Applying images and sounds

C. fleviewing «ell

D. Employing action

A. Fracticirvg

B- ñecerving and sending messages

C Analyzíng and reasoning

D. Creating structure for input arró ootput

A. Guessing intelligentty

B. Overcoming limitations in speaking and writing
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3 .1 .1 . Memory Strategies

They are also called Mnemonics, thcy havc always been considered as "powerful

mental tools.' 'The mind can store some 100 tr i l l ion bits of inibrmation. but only

part oí' that potential can be used unless memory strategies come lo Ihe aid of the

learncr" (Oxford, 1990).

Memory strategies are classified in four groups:

I. Me/no/y
strategies

DIRECT STRATEGIES FOR DEALING WITH UVNGUAGE 39

A. Creating mental linkages

B. ^pplyiog images and sounds

C. fleviewing well

0. Émploying actkon

• 1. Grixiping

2. Associatine^elaboraiing

3 Placing new words ¡nto a context

1 Uang ímagcry

2. Semantic rnappirvg

3. Using keywords

4. Representing sognds in memory

1. Structured raviewing

1 Using physical response or sensatíon

2, Using mectianical techniques

Memory strategics can favour all sort of learning styles, for examplc, the mind can

créate visual images of words or phrases. Other students use their aural (sounds).
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kinaesthetic (movement) or tactile (touch) learning style, and they can get benefits

from joining verbal, material with sound, motion or touch.

3.1.2.Cognitive Strategies

Thcy are vcry important in the learning of a second language. They are of different

kinds but have only one function: "manipulation or transformation of the target

language by the learner."
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A Practicing

,B. fteceíving and
sending massages

C. 4naJyzir»g and
reasoníng

D. Creating
structure for
input and

V Repeating

2 Formally practicing wrth sounds and writing systems

3. Recogntzing and using formulas and parterre

4. Recombining

5. Practicing naturaüsticalry

1. Gettiî g tho idea quckly

2. Using resouroes fof reoeíving and sending messages

1. Reasoning deductivery

2. Analyzing expresstons

3. Analyzing contrastively (across languages)

4. Translating

• 5. Transfornng

1. Taldng notes

2. Summarizing

3 Highlighting

Aid: PRAC

"Cognitive strategies are PRAC-ticai
for ianguage'eaming."

WfW and wtiiriing words!

Williarn Shakespeare

Receiving and sending messagcs strategies hclp the Icarner not to memorisc cvcry

single word, but to get the general idea oí the inessage.

Different strategies are used by language learners, but what are commonly used are

analysing and reasoning strategies. "many learners specially adults, tend to 'reason

out' the new language. They construct a formal model in their minds based 011

analysis and comparison, créate general rules, and revise those rules when new

information is available. This process is extremcly valuable. Howevcr, sometimos



students make mistakes by unquestioningly gencralising the rules they have learned

or transferring cxpressions from one language to another, typically from thc mothcr

tongue to Ihe new language. Such mistakes characterise the 'intcrlanguage,' (Sce

Chapter 2) a hybrid form of language that l ies somewhere betwecn Ihe nativc

language and the target language. Inappropriatc use of literal translation also

contributes to the interlanguage. Interlanguage is a predictable, normal phase of

language learning, but some language learners fail to leave that phase becausc they

misuse or overuse some of the analysing and reasoning strategies.

3.1.3. Compensaron Strategies

Thfstarc in some way the most important strategies that a language learner can use.

They help students lo overeóme limitations in knowlcdge, using the new language

either for compensation or production. They are of two kinds.

74



Compensaron
strategies

Guessing
intelligently

B. Ovüfcoming
limitations
in speaking
and writing

Memory Akl: GO

Language tearners can GO far
with compensation strategies."

1, Using linguístic clues

2. Using other clue3

1. Switching to the mother tongue

2. Getting help

3. Using mime or gesture

4. Avoiding commumcation partiolly or loially

5. Selectíng the topic

6. Adjusüng or approximating Ihe

7 Coining words

8. Usíng a circumlocution or syrxjnym

NacessOy is irte mother

16lh-century provsrb

Guessing strategies are also known as *inferencing', and require the use of

linguistic and non-linguistic cues to guess the meaning.

This strategies are used by learners at any level of second language instruction.

"Guessing is just a special case of the way people typically process new

Information, that is, interpreting the data by using the immediate context and their

own life experience/' (Oxford, 1990)

Compensation strategies are used by the learner not only in understanding but

producing the language, and they let students produce (written or oral) language

without a complete knowledge about vocabulary or grammatical rules. I;or
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example, if a student does not know how to use the 'will to express fulure, he can

make use of 'going to' to convey his message.

Compensation strategief helpa learners not only to keep using thc languagc, but also

to be more fluent in thc use of the language they already know.

3.2.Applying Direct Strategics to Writing

3.2.1.Memory Strategies

3.2.1.1. Creating Mental Linkages

Placing New Words into a Contexí This strategy involves placing new words or

expressions that have been heard or read into a mcaningful contcxt', for example in

a written scntence, as an aid to recaí! it. In wr i t ing learners often have to Icarn

words or phrases without supporting or explanatory context, in this case this

strategy helps them to créate their own context.

Reviewing Well This structured reviewing strategy helps the learner lo remcmber

ncw material in thc targct language. It requircs reviewing at diffcrcnt inlcrvals, at

the beginning more frequently and later less often.

In the case of wri t ing we can have students writing paragraphs, correcting Ihem {or

making use of self or peer correction), then, they would write a second draft,
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corred it again until they can get a final piece of writing. Students will need to

practice writing every day, in order to master the skill, once it is acquired he can

practice less frequently, and in mis way the student will kecp spirall ing hack. He

could have a even more meaningful product combining all his paragraphs to have

an end product.

3.2.2. Cognitive Strategies

3.2.2.1. Practising

Repeaíing Repetition means writing the same thing several times, and it is a way of

emphasising information.

"A rclated but different principie involving repeating is calied the Mead paragraph'

rule, which is used in written journalism. This principie involves put t ing into the

lead paragraph (that is the first or leading paragraph) all the salient dctails of who,

what, when, where, why, and how -the essence of the entire story in a few hard-

hitting introductory sentences. The paragraphs following the lead paragraphs flesh

out this skeleton, giving more information and background details. usual ly in ordcr

of decreasing importance. Sometimes there is a real conclusión or summary at the

end, and sometimes not." (Oxford, 1990)

A differcnt way of using this repcating strategy in wri t ing is rcvising the different

drafts of the writings to amend them. Nothing is pertectly written the ñrst time, so
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revising is always necessary. There are two ways of revising: treating the writing

and revisión as different activities, and revising as an ongoing activity. it nicans,

writing and checking at the same time.

Formally Practicing Wilh Souncis And Writing Systems This strategy helps studcnts

to learn new writing systems which are necessary in the use of the targct language.

It is not the case of our studcnts (Spanish speakers) learning English, but it is

important to consider that some languages, have different alphabets, syllabaries, or

idiographic systems. An example of this is languages which use graphics to express

ideas are Chínese or Japanese.

"Formal practice with writing systems can include copying letters, copying words,

comparing similar sounding words in the native and target languages in terms of

their written presentation. using visual imagcry and humour to rcmcmbcr new

symbols, and putting symbols into meaningtul verbal contexts." (Oxford, 1990)

Recognisins and Using Formulas And Patterns This will help students produce

written language. Formulas help them learn language as unanalysed pieces or

'chunks', whi le patterns have the flexibility to take a different word in its structure.

Formulas:

Tuking into considentíion... Your sincere/y,

A fnrlher considera!ion is .... In conSrast to

hi marked contrast to this view, ... By ¡he way,
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This can be summarised as ... On the other

hand

An alternaíive view i a ... In acklition lo...

Patterns:

I don V know how to...

I \vould like to...

Recombining "The strategy of recombining involves constructing a meaningllil

sentence or longer expression by putting together known elements in new ways.

The result may be scrious or s i l ly sentences, but it always provides useful practice...

One way to use i t^ is to slring together two or more known expressions into a

written story... but recombining strategy does not always imply stringing together

ítems in this way; it might involve using known forms, snch as 'going lo ihe

concerl', with differení pronouns, like he, she, we, they, yon."" (Oxford, 1990)

Practising NaturalislicaHy This strategy is the path to the development of different

activities: individual work, individual work in relation to multipart producís,

creating a single picce by different writers. Or cxchanging written work with a

partner or group, in this way reading is integrated, as well.



Creation of individual work can include all kinds of styles: autobiographical

sketches, interviews, reports, stories, tales, poems, etc. The length of thc work w i l l

be in relation to their proficiency.

Creation of individual work in relation to multiparl producís, this aclivities can be:

simulated televisión or radio (news/documentary) programs where every student

contributes with his/her written work. Simulations of newspapers, reports, etc, this

would contribute to writing with a real purpose and for a real audience.

Creating a single piece by different wriíers means that two or more students can

cooperate to have an end product. such as a story. a play. This could be done out of

the classroom. At this point jigsaw writing can be a useful activity.

Exchange of written works can be done by pairs or groups, or with the teacher

which is also an interesting possibFyífas well as exchanging journals with the

teacher, who provides feedback in a polite way. As an exchange activity we can

have pen país among classmates or friends outside the classroom.

All of these activities wi l l give students the chance to practise the language

naturalistically.
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3.2.2.2. Receiving and Sending Messages

[Jsing ihe resoiirces for rec_eiving and sem/ing messages This strategy is related to

the use of difíerent resourccs to produce written messages in the ncw language. For

cxample, it would be usefu l ibr the learner to make good use of books, diclionaries,

travel guides, etc. That could help him understand better the written or spoken

language to be applied for developing written tasks.

3.2.2.3.Analysing and Reasoning

Reosonins Dediiclivelv It is a very useful type of logical thinking strategies, which

is related to the guessing of hypotheses about the meaning of what is read to apply

in writing, by mcans of general rules the learner already knows.

This strategy could result in overgeneralization errors; e.g. the use of {-edl} in past

verbs instead of irregular verbs forms.

Transkiling Second Language writcrs usual ly rely on this strategy to produce

messages. This should not always be scen as a bad strategy, at early seeond

language instruction translation can be helpful when it is used with carc. This

strategy can be used by the learner to produce his own language to understand a

new language, but a word by word translation should be avoided because it can

produce wrong interpretaron of the target language. Translating also slows down
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the learning process, niaking the students always refer to the wrong language íbr

understanding the ncw one.

Transferring "This mcans directly applying the previous knowledge to facilítate

new knowledge in the targct language... This can involve applying l inguist ic

knowledge from the learner's own language to the new language... transferring,

works well as long as the language elements or concepts are dircctly parallel, but

most of the time they are not. Tt can leave to inaccuracy in transferring as translating

learners should notjS^ect to have an equivalence in all words or sentences across

the two languages; grammatical differcnces are enormous." (Oxford, 1990).

3.2.2.4.Creating Structures for Input and Outpuí

Ttikins Notes This is another very useful strategy, but learners need to know this is

not formal writing. This can be practised at all levéis of the second language

instruction involving in this way writing practice of words or just hints for

understanding.

There are different ways for taking notes; some of them are:

Draw notes: unstructured notes.

Shopping list: or T-uiformation; this means writing down infbrmation in

clusters.

Semantic maps

Tree diagrams: sometimcs transformed into a flow chart.



This strategy helps the learner to write down ideas ¡n ibrm of notes as soon as they

come to his/her head, even in the case of writing for an exam.

Summarising This means liaving students writing a short versión from original

passages. This activity is more challenging than just taking notes. The complexity

oí" the summarised text will depend on the level of the Icarncrs.

Hiffhliehtins This strategy supplements suimnarising and taking notes.

Highlighting means emphasising the most important points by colouring them,

undcrlining, using big writing, etc. This is a very important strategy in wr i t ing in

order to have the reader focusing on the main information, this will tell the learner

if he has succecded or not in conveying the meaning.

3.2.3. Compensation Strategies

3.2.3.1. Overcoming Limitations in Speaking and Writing

Selecting the Topic This is a very handy strategy for writers, either in their own

language or in a second one. Whenever possible, writers should select a topic of

their interest to be able to write with motivation. Whcn Icarners select their own

lopic to write, they should think about their audiences' interests, needs and if the

case level of understanding.



Aíljustins Qf Approximafins the Message When using this strategy, thc writers

alter the message by excluding some bits of information, he exprcsses simpler ideas

or writes a less complex sentence vvith the same meaning.

"Writers often resott to this strategy when thcy simply cannot come up with the

right or most desirable expressions. For instance, instead of writing the more

difficult sentence 'I would have liked to have visited Australia, but I could not go

because I lacked the necessary funds'. a student can write *1 did not go to Austral ia ,

because 1 did not have money"'. (Oxford, 1990).

Coining Words 'l'his ¡s a very use fu I strategy for writers, when making use of this

strategy, writers can make up words in order to convey his message, he does not

have in mind or he does not know thc right vocabulary.

e.g. airball instead of balloons

night table instead ofhedside table

looth doctor instead ofdenfist

Using a Circumlocution or Synonym This mcans wri t ing synonyms expressions,

which involves several words to describe a concept or give a definition to express

the message.

e.g. I would better lie myselfin instead of car seat hell

A leather package (huí holds paper instead of briefcase



3.3. Indirect Strategies for General Management of Learning

Indirect strategies are called so, because they are related indirectly to the language

learning process, supporting and managing it. Indirect strategies are in rclation with

direct strategies, already mentioned, and are applicable for writing in any language

learning situation.

strategies

Aftective
strategies

Ul. Social
strategies

A. Centering your learning

- B, AíTanging and planning your teamlng

C Evaluating your teaming

A, Loweiing your anxiety

- B. Encouraging yourself

C. Taklng your emofonal tsmperature

A. Asking questíons

B. Cooperating wrth others

C. Empathizing with others

Memory Aíds; CAPE, LET, AGE

3.3.1.IVletacognitives Strategies

"Metacognitive means beyond, beside, or with the cognitive. Therefore, cognitive

strategies are actions which go beyond purely cognitive devices, and which provide

a way for learners to coordínate thcir own learning process." (Oxford, 1990)
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These Strategies are important tbr a successful learning, when the learner could feel

buried beneath a huge mass of new language, confusing rules, new vocabulary, etc.

Metacognitive Strategies wi l l help students to regain focus on the language when

Ihis happens. Thesc Strategies wi l l also help the learncr to plan thc Icarning in an

effcctivc way. Learners who are especially interested in learning the language can

have the opportunity to look for practice chances usually outside the classroom

when making use the Metacognitive strategy of seeking practice opportunities.
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Metacognitivel _ B. Arranging and
strategies \g your

1. Qverviewing and linking wilh already krtown material

A. Centering your learning ̂  2 Paying attentton

3. Delaying speecti production tu focus on listening

f i. Rnding o<Jt about language Isaming

2 Orgamzing

3. Setting goals and oDjectives

C. fvaluating your

4. Identifytng the purpose of a language task
(purposeful listen* ng/reading/spaakirvgAwriting)

5. Planning tor a language task

6. Seeking practica opportuntties

1. Self-monitoring

2. Self-evaJuating

Memory Aid: CAPE

"Metacognitive strategtes ma*e language tearners more CAPE-able,"

A mighty maze! But not vnthovt a plan,

Pope

"Evaluating learning strategies' are going to be very helpful in the managing of

errors in writing. Por some learners, it is difficult to realise about errors and if so

sometimes they are very worricd about them that will not fmd out that they can

learn from their mistakes. The situation can become wor08-\vhen a student gct/,

grades, which in general "grades reward discrete -point rule- learning than

communicative competencc. (Oxford, Í990).

These problems can improve with the use of sclf monitoring and self evaluating

strategies that will help the learner to know that grades do not always reflect their

knowledge.
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3.3.2. Affective Strategies

These strategies are very cióse related to the situation of writing in general and even

more with writing in exams. They are in relation with the emotions, motivation,

attitudes and valúes; and thc students can overeóme any difíicult situation through

afVective strategies.

stralagies

1. Using progresiva relaxation, deep breatning, or medrtation

A. Lowering your anxiety^— 2. Using music

3. Using laughter

/ 1. Making posítive statements

B. Encouraging yourself^— 2. Taking risks wisely

3 Ftewarding youraelf

C. Taking your emotional
temperatura

1. UsteníDg to your bocty

2. Using a checfclist

3. Wfíting a language learning dlary

4. Discussing your feelings with someone



"The affective side of the learner is probably one of the very biggest influences of

language success or failure. Good language learners are often those who know how

to control their emotions and altitudes about learning (Oxford, 1990).

It is well kiiown. that ncgative fcclings and altitudes can stop progress, but on he

other hand, positive altitudes wi l l help learners to develop language skil ls .

Therefore. we should give our learners thc chance to know about affective strategies

and the chance to use them, a good way to apply the affective slrategies ¡s by

teaching the students to control their emotions and anxiety using some of the ideas

suggested in Chapter 1. As it is mentioned before.lowering anxiety, which is a very
?

cióse related topic to the affective side of the learner, is a necessarv tool that helps

students to cope with the pressure of exam conditions (See Chapter 1)

"Teachers can exert a tremendous influence over the emotional atmosphere of the

classroom in the different ways:

By changing the social structure of the classroom to give students more

responsibility.

By providing increased amounts of naturalistic communication.

By teaching learners to use affective strategies" (Oxford, 1990)

Anxiety , which is the first one of mese strategies, can help learners to gct their

goals, but too much anxiety can block the learning process. It is ncccssary, then the

application of lowering anxiety strategies, such as laughter, deep breathing and



what is more importan! self-encouragement wi l l help learners to reduce anxiety

especially in test taking situations.

"The language learner who is anxious, either in a typical languagc classroom or in a

more serious culture shock situation, is likely to be inhibited and unwilling to take

e ven modérate risks. Successful languagc learning neccssitates overcoming

inliibitions and learning to take reasonable risks, as in guessing meaning or

speaking up despite the possibility of making a mistake... Self-encouragement and

anxiety- reducing strategies, can help learners lower their inhibitions and take

appropriate risks/" (Oxford, 1990).

3.3.3. Social Strategies

The application of social strategies is very important in the process of learning a

second language, since language means interacting with the socicty.



Social
strategies

A- ¿sking questioris

B. Cooperating with others

C. Empathizing yritti others

1. Asking for clarif ¡catión or verifícation

2 Asking for correctian

1. Cooperating with peers

2. Cooperatíng with proficient users of the
nsw language

1. Developing cultural understanding

2. Becoming aware of oihers' thoughts arrí
feelings

Social strategies can be also applied in writing, as Oxford (1990} expresses: "One

of the most basic social interactions is asking questions, an action from which

learners gain grcat benefit". Asking questions helpjthe learners in establishing a

conversation and getting a response that will give direct feedback, and that wül tell

the students if the questions was understood or not.

Wc can help our students to develop writing skills by writing questions at any level.

It is importan! the learner writes in a co-operative atmosphere, which is the second

of the strategies in this group. This implies a co-operative task; co-operative

Icarning wil l lead to higher self-esteein, increase confldence and enjoyment, greater

and more rapid achievement. More respect for the teacher and the subject. The use

of co-operative strategies can give teachers pieasant results, such as: better students

and teacher satisfaction, stronger language learner motivation, positive language

practice opportunities, positive teedback about language errors, and greater use of

different language functions.

91



The third group of strategies is related to empathy, which means to put oneself in

somebody else's place, to understand better that person. These strategies will help

learners to increasc their empathy lowards others' total feelings and thcrefore

engagc the reader in the case of writing. A lack of empathy with potential readers is

a serious drawback.

3.4. Applying Indirect Strategies to Writing

Whcn a learner applies indirect strategies to his Icarning, he needs lo keep in mind

thal they will work better in combination with direct strategies.

3.4.1. Applying Metacognitive Strategies to Writing

3.4.1.l.Centring your Learning

üverviewing and Linking with Already Known Material, This means pre-viewing

new information and relating il to what students already know|. Tcacher's role hcre

&will be to leo students realise about relationships betwecn new and already known

material.

In writing, students can brainstorm about the topic, mainly writing ideas for a

limited time, or talking to a group about the different topics to write about. In this

way he will be applying his knowledge and start thinking how to expand his ideas

for future writings.



Payins Atiendan This strategy recognises two trends:

Directed Áítention. Means concentrating or paying general attention to the

activity or language point. Directed attention can be encouraged by proving

interesting topics to write, and reducing distractions.

Selective A Heñí ion Means to be sclective in decisions to find out about

particular information; this attention can be encouraged b$ facilitating student

activities which require attention to specific details.

Writing requires a great deal of concentration and writers can get direct attention

by isolating themselves from noise and interruptions.

On the other hand as Oxford (1990) suggests: "for wri t ing selective attention may

mean deciding in advance which aspects of the writing to focus at any given time,

l ike structure, contení, tone, sentence construction, punclualion or people needs."

3.4.1.2. Arranging and Planning your Learning

Find out About Lansuase Learning This means discovering techniques lo become

better ianguage learners. Teachers in this case need to help their students to discover

their particular learning styles, in order to help them to apply suitable stratcgies, talk

to students about language problems and share ideas about effective stralegies to be

used.
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in writin means:

Creating a suitable setting, relaxed and comfortable to concéntrate on ideas, as

well as on structure.

Organising time, writing down activities to pracüce writing out of the

classroom.

Keeping a notebook to write down new cxpressions or structures, w i l l help

students to remember and recall iníbrmation in an easy way.

Selling Goals and Objectives Establishing goals and objectives are the main points

in language learning, without objectives students do not know where they are going.

They would never get any where. Goals and objectives can be of two kinds:

Term Objectives. Those ones to be accomplished aíter maybe months

or e ven years of eflbrt.

Shorí Term Objeclivcs. To be reached after hours, days or weeks of effort.

The main goal in writing should be to develop writing skills to communicate with

native speakers (or non-native speakers, e.g. Germans, Koreans, Japanese for

business) purposes of the language, to succeed in school (to write accurately in

proficiency exams).
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klentifying the purpo.se of a Líinsmtge Task "The strategy of" considering the

puipose is an importan! one, because knowing the parpóse for doing something

enables the learner to channel their energy in the right directíon" (Oxford, 1990)

Teachers should help heir students to analyse the situation and fmd out the real

purpose for carrying out the task. The identificalion of the written task wi l l depend

on the written formal and the needs of the reader. Writers will be in advantage if

they have in mind their purpose for writing. e.g. giving real information, convincing

the reader about the validity of a poinl, entertaining the reader, niaking the reader

feel an emotion with what he is reading.

Plarwing for a Lqnpuase Task An example of the application of this strategy is

given by Oxford (1990) as she describes:

"Whcn a student needs to wrile a letter to a foreign friend, she realises that the letter

requires specific language functions (describing, explaining), a certain number of

instructions (past, conditionals).

After reflecting she had the necessary knowledge, she looks for additionftlrcsources

like talking to a native speaker to ask for colloquial expressions; for example, in this

way she wi l l be planning her tasks before hand.

Seekins Pracíice Opportunities This means to look for extra chances, usually out of

the classroom, to practice the language. This could include ta lking writ ing to native
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speakcrs, and reading English magazines to improve knowledge that will be applied

in writing.

3.4.1.3. Evaluating Your Learning

Self-Monitorin% This means realising about thcir own crrors in writing. This

strategy helps studcnts to find out the reason of the error, caused maybe by

generalisation i'roin a native language's rule or inappropriate translation. "Ilowever,

error analysis -even the positive kind- must not be too strongly emphasiscd, or elsc

learners will become over self-conscious about their performance/1 (Oxford, 1990)

This strategy can be used in combination with peer correction under correct

teacher's intervention and if the class environment allows to do so.

Self Evaluating In writing students can reflect on their writings, to note the

structure, context and rcalise about progress overtiinc. Some importan! points to

consider when self-evaluating writ ing are: sentence length, complexity of thought,

power of arguments, written organisation, accuracy and social appropriateness.

3.4.2. Applying Affective Strategies to Writing

3.4.2.1.Lowering your Anxieíy

Using Progressive Relaxation, Deep Brealhins, oí' Medita!ion All of thcsc

Strategies have the intention to lower learncr's anxiety in any of the ski l ls of the

language. Thcy will be even more effective with wri t ing in class or in exams.
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Progressive relaxation has the power of relaxing all the major musclc groups, one

at a time. Deep breathing works effectively and helps progressive relaxation, but it

should be done deep from the diaphragm, not just from the lungs; by breathing, the

students will feel calmed and relaxed immediately. Meditation wil! also help to

lower anxiety by fbcusing thoughts on a mental image or sound. Having students

relax for a few minutes before starting to write in an exam would be of great help to

get their writing goals more efficiently.

Usins Music This is an alternative to créate a relaxed environment before, or

during, exams. This helps learners to change to a positive mood, for completing the

writing task. The kind of music to be seiected should agree with the situation and

students' preferences and need. Usually it should be classical, calm music.

Usinz Laughler "Language learners can benefit form laughtcr's anxiety-reducing

powers. Laughter brings plcasure to the classroom... Laughter is parí of the general

atmosphere of enjoyment for students of all ages."1 {Oxford, 1990)

ín writing we can assign or have students deciding on a funny topic to write about,

in order to have students working relaxed.



3.4.2.2.Encouraging Yourself

Making Positive Statements This strategy will definitely improve writing skills, this

help students to feel self-motivated to continué working hard to achieve their goals.

The following are some example of self encouraging expressions:

"I enjoy writing in the new language"

"Writing helps me to discover what's on my mind"

"I don't have to know every thing I'm going to write before I start"'

"l'm confident and secure about my progress"

"I'm taking risks and doing well"

"It's o.k. if I make mistakes"

"Everybody makes mistakes, I can learn form mine"

"People understand a lot more of what 1 write"

(Oxford, 1990)

Tcikins Risks Wisely This strategy is related with the decisión to write no matter to

take the risk of making mistakes or having difficulties. In exams, for example, the

decisión to take a risk will need to be in relation to the other strategies such as

making positive Statements and rewarding yourself.

Rewardins Yourself Learners are able not to rely only on external reward, but they

can get reward from themselves. Therefore, they need to discovcr how to reward



themsclves for any achievemenls in language learning. Selí-reward is different from

one person to another.

Reward does not have to be tangible, but the learner can start by appreciating his

work; for example a well wntten piece of language. Making positive statemenls can

be considered a way of self-rewarding.

3.4.2.3.Taking Your Emotional Tcmperature

Listening to Your Body This means paying attention to what the body says. This

strategy will also affect writing skills, as Oxford (1990) explains '"Negative feelings

like tensions, anxiety, fear and ontrage tighten the muscles and affect all the organs

of the body. Positive feelings like happiness, pleasure. excitement can have a

calming effect... Language learners need to pay attention to thcsc physical

scnsations frcqnently. The application of these strategies will favour learners by

controlling his emolional feelings and overeóme any difficalties in writing.

Using a Checküst and Wriünz a Language Learning Diary These two stralegies

will help learners to keep records about their feelings towards the language.

Students can also include information about strategies that are effective or not for

them. In writing they can record their experiences posilive or negative about their

feelings when completing a writing task.



Diycussms Your Feelings with Someone Else Students are able to discuss about

their notes on diaries or checklists with partners, groups, with the teacher or

outsiders; it helps the students discover their weak points, they also learn to have

control over their anxiety or inhibitions.

3.4.3. Applying Social Strategies to Writing

3.4.3.1. Asking Questions

Askins for Correction When learners ask for correction the kind and amount of

correction will be in relation to the level of the students and the puipose of the

writing. (Oxford, 1990) Writing correction at early instruction could have two

negative effects: Lowering students motivation to write or students ignore the

corrections. Advanced learners, on the other hand, should ask for a bigger amount

of correction, or sonie comments on the errors, so they can amend the mistakes.

3.4.3.2. Cooperating with Others

Cooperatinsz with Peers This strategy is in relation with 'extroverted learners', this

involves working in pairs or groups to achieve a goal.

This is a very useftil strategy for writing. Tt is always thought that writers are lonely

people, but when applying this strategy we see that writing can be a social activity.

This is possible by sharing ideas in groups. or having classmates commcnl on
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writings. Brainstonning to genérate ideas for writing is another use ful activity to

turn writing into a social, cooperativo skill.

3.4.3.3. Empathising with Others

Developing Cultural Und_erstanding This strategy helps learners to know more

about new language's society l i le and culture, this is of grcat help in writing

because learners will have a bctter knowlcdge about what 's appropriate to write in

the target language.

Becoming Aware ofOther's Thoushts and Feelings" leamers can become aware of

the feelings of others as expressed in writing. Students can see the feelings of

people with whom the communicate informally through letters, notes, or memos.

Formal writing like novéis, stories, and articlcs can be understood more casily whcn

learners consciously try to kget inside the skin" of the writer to understand the

writer 's point of view." (Oxford, 1990).
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CHAPTER 4

"TYPES OF ERRORS IN WRITING"

Before analysing errors in depth, it is necessary to define what an error is: I I . D .

Brown (1994) says: "A mistake is a performance error that ¡s either a random guess

or a 'slip'. in that it is a failnre to uti l ise a known system correctly" Based on the

defínition above, Ancker (FORUM, Vol 38, Num. 4) expresses that "a native

speaker could make a mistake in her native language. Errors, on the other hand, are

problems that a native speaker would not have. Brown defines an error as noticeable

deviation from the adult grammar of a native speaker rcflecting the interlarguage

competence o f the learner.... As someonc learns a foreign language, the errors she

makcs indícate her level of proficiency. Clearly, the errors of a beginner are

different from the errors of an advanced student, and what were once errors can

become mere mistakes."

Edge (1989) defines errors in a simpler way as Ancker quotes "A slíp is what a

learner can self-correct, and an error is what a learner cannot self-corrcet. An

attempt is a guess or when neither the iníended meaning ñor the structure is clear to

the teacher. This distinction between error and mistake or between error and slip ¡s

a reason enough for teachers to abandon the practice of immediately correcting

students. Errors and attempts are different, of course, because students cannot

correct themselves, but that does not mean the teacher must."



4.1. Errors

The analysis of errors in cognitive, linguistic and other psychological processes has

a long history dating back to the introduction of signal detection theory in

psychophysics and behavioural learning paradigms. Although niany applied

linguists now favour interlanguage paradigms for second-language acquisition.

error analysis (EA) is still widcly uscd in language classes. The attraction of EA

lies in one's abi l i ty to isolate var iabi l i ty in responses, such as distinguishing truc

errors from "mistakes", which simple correct/incorrect" paradigms tcnd to diseard."

(http://lithwww.epfl.ch/~pallotta/herald/node6.html)

4.1.1 What Causes Errors?

"Krashen & Terrell (1983) suggest that in natural communication, only meaning

errors that hamper communication are corrcctcd and that tcachcrs should only trcat

such errors in order not to créate a negative atmosphere. Instead, they l imit the

application of form based error correction to grammar sessions where the aim is

already the teaching of the form...Since Natural Approach (NA) is primarily based

on acquisition activities in the class period, it is necessary to consider whether the

direct correction of any skill errors in these activities is beneficial or detrimental."

(http://maxpages.com/thena/Treatment_pf_Errors)



Whcn we are dealing with errors in any oflhe skills, as it is our case in vvriting, it is

very necessary to understand the importance of a language leanier's errors, and

reflcct about the real causes tbr inaking theni.

"A variety of language teachers, asked what causes errors, will probably come up

with similar answers. Some will reply that it is carelessness on the part of the

students and others with some linguistic knowledge wi l l usually rcply Tirst

language interference' or 'translation from the first language'. These answers have a

measure of trulh in them but only a measure and do not begin to answer the

question WHAT CAUSES ERRORS?" (Norrish, 1983). Nevertheless. this question

seems not to have a clear or easy answer, in this chapter we w i l l consider some

types of errors and, mus we could infer the possible causes for making mistakes.

4.1.1 .1 . Carelessness

When we notice that our students are making errors, we see that some questions

arise: Why are some of the students careless? are they always careless or just

sometimcs? what are they careless abouí? Motivalion is linked witli carelessness.

and many times it is not the fault of the student if he lacks interest in the class; it

could be that the malcriáis or the teaching style are not suitable for the group of

students.

"One way of reducing the number of careless errors in written work is to get

students to check each other's work. This will involve students in an active search
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for errors and English can be used for a genuino communicalion while discussing

these errors in class". (Norrish, 1983).

4.1.1.2. First Language Interference

Along the centuries, many people thought that the learning of a language was a

HABrr that was formed with the maturi ty of the individual .

When we are talking about habits, we are dealing with the studies made by Skinner

and the Behaviourism theory of language learning; as it is said in Norrish (1983),

"Skinner's defmitive statement of the behaviourist theory of language learning held

that if language is essentialíy a set of habits, then we try to learn new habits, and the

oíd ones will interfere with the new ones. "lilis is what is called 'mother tongue

interfcrence1. In the classroom, the oíd habits must be drilled out and a new set of

responses must be learnt. The nutiun of mother tongue interference as a main

contributor to error in learners' use of foreign languages is related strongly to this

particular view of how human beings learn a language."

When analysing written work, we realise that students make mistakes due to the

fírst language interference, as it was described by Corder (1981). "If the actual

sliapes of morphemes are rarely taken from the mother-tongue and incorporated into

utterances in the foreign language, the morphological and syntactic systems often

are."
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One ofthe most common errors studenls make is the pluralisation of adjectives that

is widely made by Spanish speakers who are learning English:

e.g. las casas son bonitas

{he houses are beautifuls, instead of ihe hoitses are beautiful.

It is necessary to mention another example of error provokcd by mother tongue

interfercnce, that is the position of adjectives in a sentenee:

e.g. niña bonita, profesor estricto, computadora nueva

girl nice, teacher strict, computer new.

instead of:

nice girl, strict teacher, new computer.

"The rules governing choice of possessive adjective in Hnglish are dilTerent from

those in Spanish the choice between them relates not to any features o f the noun

they are modifying but to the sex o f t he person referred to". (Corder, 1981). In

Spanish, one form to indícate possession (su or tu) and the gender of the noun and

the person refer to, are irrelevant.

e.g. Hable, con su madre (su de ella)

¡ talked to your mother instead of / talked to her mother

Su casa es muy hermosa (su de él)

Your house is very beautiful instead of his house is heaitli/ul.
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Neverthcless, in this case, 'su' can have different mcaning; it could mean your (sing.

and plural) , his, her, thcir).

The article "the" is another typical example of motlier longuc interference in the

process of learning English; in Spanish "'el","la" "los", "¡os" is widely used

before nouns, e.g. la gente, ¡os edificios; however this is not used in English; it is

used for people or buildings.

"It is not certain that all types of errors can be explained entirely by referente to the

mother-tongue, since much the same mistake could be made through an

ovcrgeneralization of a rule In selecting verb tense, learncrs often make their

choice according to the way choices are usually made in the mother-tongue.

Learning a new tense system involves the acquisition of a new set of forms, but

usually, the learner does not normal 1 y borrow from the mother-tongue as he does

this. He may, however, confuse the tenses of the target language with tenses in his

own language and then choose between them as if he was using his mother tongue."

(Corder, 1981).

An example of this choice is the one with the present simple and the present

progressive tense in Spanish, for this system has a similar choice between them. For

example, come and está comiendo. Anyway, the selection is different from the

English language. In English, the formula "be+-ing" refcrs to a currcnt activity; on

the other hand, in Spanish, both forms can be used in order to talk about a current

activity, but the compound forní is used to cmphasisc the duration of an cvcnt. This
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means that when we do not want to stress the duration of an activity, we use the

simple form, and it is the structure commonly used. The Spanish speaker learning

Hnglish will transfer this structure into the target language, and this wi l l resull in the

learner writing:

One of my classmales uses a!! his knowledge lo develo/) the exain now, instead oí"

One ofmy classmales is using al I his knowledge to develop the exam now.

The scienfist investígales about plañís now, instead of, the scientist is investigaiing

about plañís now .

As we can see above, wc can find interlerence from the mother tongue in the

proccss of writing acquisition.

4.1 .1 .3 . Translation

When people are learning a second language, one of the tools the learner uses every

day is translation from the flrst language to the target language.

"Translation word by word of idiomatic cxpressions in Ihe learner's first language

can produce howlers." (Norrish, 1983)

Some of the most common errors we find in the translation of idiomatic

expressions are:

Tomar el pelo Take yoitr hair instead of Pulí your leg
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con los memos en lo masa with his hcmds in the dough instead of caught red

handed.

Aprender de memoria Learn ofmemory instead of Learn by Heart

"It should be made clear that the distinction between Interferencc and Translation

from the first language are causes of student's error is a fine one; the implication of

the term interfercnce is that what takes place is largely unconscious in the mind of

the learner" (Norrish, 1983).

We have to consider some of the possible reasons of translating a familiar

expression, for example, when the learner wants to communicate something in

writing, he does not know the correct expression or structure; he wi l l make use of

translation, without realising that there is a right expression or word for his idea.

This means that he will be depending on his nativc language.

We cannot disregard the function of translation as a communication stratcgy; for

example, when the learner is writing a letter and his mind is involved in the

inessage, the learner wants to convey this rather than the correctness of the language

he is nsing.

"This is surely not a phenomenon to be strongly discouraged, since there is now

very little cvidence indeed that making errors leads to the learning of erroneous

Ibnns. In any case, this type of activity will not invariably lead lo erroneous Ibrms."

(Norish, 1983)
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In spite of all the infbrmation mentioned ahove, wc have to be aware that translation

in writing is not the best way to acquire good writing skills, or produce correct

pieces of writing.

4.1.1.4. Overgeneralization.

Jackobovits, in Richards 1980, expresses that ovcrgenerali/ation means thc 'use of

previously available stratcgies in new situations... In second language learning...

some of tliese strategics will prove helpful in organising the facts about the second

language, but others, perhaps due to superficial similarities, will be misleading and

inapplicable.'

This means that the learner créales an crroneous structure based on his experiences

about different structures of the target language. A clear cxample of gcneralisation

of Spanish speakers learning English, is the use of the {-s2} with thc third person

singular; this could be a result of the use of all other ending less tbrms for the rest of

the persons. For cxample, 'there does not exisl any cxact rules' inay be caused either

of hypercorrection... or of generalisation of the third person singular ending for thc

third person plural.

"Overgeneralization is associated with redundancy reduction. It may occur, for

instance, with Ítems which are contrasted in the grammar of the language but which

do not carry signiílcant and obvious contrast for thc learner" (Richards, 1980) For

example the {-edl} marker of past tense.



In the process of leaming English, overgeneralization is a vcry common mistake,

especially at early stages when learners are getting familiar with the language; one

of the most frequcnt is the past form of the verbs; when the student Icarns the past

form, the first thing they learn is the form of regular vcrbs (verb + f , - e d j ) , and in

this way the student will overgeneralize the rule and when an irregular verb appears

in the context of study, the learner will use the same rule in the formation of the past

form of irregular verbs.

e.g. \vrite wriled (\vrote)

cal - catad (ale)

go - goeci (wenl)

Adverbs are also a trouble when they come from adjectives, everybody tends to add

the suffix {-ly} to all adjectives.

for example: good ~ gooclly (well)

fast - fastly (fast)

The overgenerali/ation of the rule of the comparative and superlativo structure is a

headache for teachers who are always trying to inake students differentiate the

corrcct rules. Students hardly understand the addiiion of {-er l ¡ (comparative) in a

single syllable adjectives and the prescnce of'more1 before this sort of adjective is

permanently present because they ínter that only 'more1 convcys the mcaning of

'más1

i.e. My neighbour is more preíty ihan my classnmte

My exam was more eosy thanyows



My cousin's dog is more big than mine.

Another error derived from gcneralisation with the eomparative structure is the

mixture of the eomparative and the superlative.

[;or example: The whale is ¡he most bigger animal inslead of

The whale is the biggest animal in the \\-orld

My dad is the taller in thefamily instead p/

My dad is the talles! in myfamily

The most older or

Cíirol is ¡he older in ihe classroom instead of

Carol is the oidest in the classroom

Susan is the more beauliful girl in the wot'ld instead of

Susan is the most beauliful girl in The world

That house is biggest than mine instead of

That house is bigger than mine

The presence of double companson in compositions made hy students of Hnglish is

another mistake that we find very often.

e.g. The more taller person in the classroom

Alejandra cooked more better than Diana



4.1.1.5. Ignorance of Rule Restrictions.

This is produced when the learner ignores where he cannot apply a rule (the

restriction of such a rule). This is the application of rule in contexts where they do

not apply.

E.g. The man Isa\v hiirt.

This example violates the l imitat ion on subjects in structures with who. (Richards,

1980)

Some rule restriction errors may be described in terms of correlation, and some

others could be the product of the interchange of the rules learned. A result of

analogy for example, could be the misuse of prepositions. "The learner.

cncountering a particular preposition with one type of vcrb, attempts by analogy to

use the same preposition with similar verbs." (Richards, 1980)

For example: - He showeü me the book, results in

He explained me (he book.

- He said to me, results in

He asked to me, or

He calléalo me.

- Ask him to do /Y, results in

Make him lo do i!.

- Go with him, could result in

- Follow with him.

In this way, pattern exerciscs lead to the use of incorrect rules applied by analogy.
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"By analogy the learner's previous expcricncc of "suhject + verh +• ohjcct"

constructions. the learner feels that there is something incomplete about 'that's the

man who I saw', and so adds the object, after the verb, as he has been taught to do

elsewhere." (Richards, 1980) Resulting in The man who I saw him'

4.1.1.6. Incomplete Application of the Rules.

Here we can cite the occurrence of structurcs whose deviancc represents the degree

of development of the rules required to produce aeceptable utteranees. One of the

factors that may influence here is redundancy, because the learners tcnd the use the

same words all the time that makes the message sound strange; another point that is

important to mention, is that in the learmng process, students do not acquire the

structures of questions (for example) as fast as they would do it with statements,

and they tend to use them as if they were questions. Fven when there is permaiient

feedback from the teaeher, the students can fossilise the use of seatences as

questions.

Another problem that we can face is that some students do not understand clcarly

some of the basic concepts of the target language, and they make a very cióse

relationship with the rules of the mother tongue . One of the most common

examples of this sort of problem is the use of real times whcn they want to express

ideas in writing; this is due, as it was mentioned above, to the interference of the

mother tongue.
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4.2. Global Error and Local Error

Another uscful and h c l p f u l way to classiíy errors is thc consideration of the local

and global error. One of the most common experiences that teachers havc is the

exact location of an error made by a student in a piece of writing, and it is not

surprising that once we fmish checking a composition we see a big red spot all over

the paper; this means that an error is something that can not be casily remarked.

"An error can vary in magnitude. It can cover, a morpheme, a word, a phrasc, a

clause, a sentence, or even a paragraph" (Lengo, 1995).

The difference between local and global errors hnplies that "a global error is onc

which involves the overall structure of a sentence and a local error is one which

affccts a particular constituent." (Burt and Kiparsky, 1974) in {Lengo, 1995).

Richards et.al. (1985) presents some examples that can helpl LIS to clarify the

concepts of local and global error.

Global Error

/ like lake taxi huí myfriend soid so not that we xhould be late Jor school.

Local Error

// 7 he ara from him, I wil! ¡e! yon know.

As we can see in the first example, if a teacher con-ects it, he would say that it is

completely wrong, while in the second case, only the tense of the verb hear wül

need to be corrected.
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It is necessary to highlight that the effect of errors on intelligibility can vary. The

impact of the effect in the sense of the written mcssage is not a restriction for

communicating an idea; however we can face problems in understanding the real

meaning.

For instance. Richards ct.al. (1985):

Since the harvesl was good, was rain a ¡oí lostyeor.

The harvest was good lastyear, because plenty ofrain.

As we realise from these examples, the second sentcnce is bcttcr grammatically

structured and the mcssage is easily understood; whilst in the first case, we cannot

determine i fwha t was intended to say was a qucstion or a statement, because it ends

in a period, but the position of words presupposes that it could be a question. Even

though the form is not acceptable.
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"This distinction between these two categories of errors will help teachers in their

judgements of to what extend a learners output is likely to be understandablc to a

reader. As far as remedial teaching is concerned, the global error would need

treatmcnt before the local type." (Norrish, 1983).

Evcn though, in our analysis, we do not classify errors in the categories mcntioncd

above, we considered important to mention these sort of errors, which could be

basis for a fuither study.

4.3. Omission, Addition, Selection and Ordering

Lengo {1995} expresses that Corder (1973} divided errors in four categories:

omission, when the students do not use some structurcs or words that are base in a

scntence; addition, when the learner include unnecessary words or incorrect

structures; selection, when the students uses the incorrect word or structure; and,

ordering, when the students do not place the word in the corred position in a

sentencc.

4.3.1. Omission

"Certain linguistic forms may be omittcd by the learner because of their complexily

in production." (Lengo, 1985)
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Wc can fmd this sort of problem in morphology and therefore in pieces of writing.

The most frequent examples are: learners usually omit the third pcrson singular

morpheme {-s2}; the plural morpheme {-si J and the past tense of the regular

verbs morpheme {-edl}. Omission can be present in Syntax, too; and the

learners can delete some obligatory elements.

E.g, My sister work in a bank

My neighhour have two dog in the yard

Mark cali me yesterday

¡s very interesling lo travel to different places

4.3.2. Addition

"Learners not only omit elements which they regard as redundant but they also add

redundant elements." (Lengo, 1995)

In writing, there is a clear influence of the mother tongue of the learner in the

presence of additional letters in a word of the target language. E.g.

'an es luden!'

" The United Enlates'

In syntax, the learner may produce a wrong combination. e.g. the over-use of the

article 'the1:



The Ecuador is in South America.

The Colopaxi . . . ,

The Ufe (la vida)

At the lexical level, there is an unnecessary addition of words, for example:

I stayedthere since five years ago instead of I stayedthereforfiveyears.

4.3.3. Selection

Learners coinmit crrors in writing: morphology, syntax and vocabulary due to the

selection of the wrong phoneme, morpheme, s truc ture or vocabulary ilem as il was

expressed by Lengo in 1995.

The obvious reason for the presence of errors in the morphology área is that a

student selects a wrong morpheme. A clear example is seen when the students uses:

{-cst} instead of {-er} to establish a comparison. Having as a result sentences l ike:

I am tallest than my friend

There are cases in which Ihe students do nol recognise words and usually tend to

put one for another; one of the most common errors is Ihe use of REMEMBER and

REMIND.

Her face remembers me ofmy mother



"However, it appears that morphological errors in English due to selection are not

as frequent as errors in other linguistics spheres, because of the relatively small

numbcr of inflcctions and of their restricled usage." (Lengo, 1995}

In syntax, the error in seleclion is produccd when the learner chooses a wrong

structure; an error of this naturc can be the result of interlanguage transfer or

generalisation.

e.g. / want that he comes here instead of / want him lo come here; this error could

be produced because in Spanish we see: Quiero que venga acá.

At the lexical level, the students make this sort of mistake because they choose the

wrong word they tlünk is the correct one to Iransmit a message, without realising

that they have made a mistake. "A robin may simply be rcferred to as a bird. This

type of error is prompted by the strategy of approximation or semantic contiguity"

(Lengo, 1995)

The selection between MAKR and DO is one of the greatest problems a Spanish

speaker has when learning English:

/ am doing a lot ofmistitkes

I made my homework yesterday

Couldyou make me afavour?

¡ did a cakefor your birthday



Although, collocation errors will not be part of the analysis, we have to mention that

some students (even at an advanced level) have permanent problems in the use of

some verbs.

e.g. A students says: 7 have lo give an exam at four' instead of 7 have ¡o lake an

exam a!four'

7 have to make my homework' instead of 7 have to do my homework'

4.3.4 Ordering

Hrrors of ordering in writing come up due to changing the position of words. As il

was mentioned before, this kind of error is committed also in morphology and

misordering of bound morphemes is less frequent, maybe because of the limited

number of them, bnt a clcar cxample of this is the addition of the [ - ing l J to the

preposition when we are using a germid in a phrasal verb.

e.g. He is get upping no\v instead of he is getting up now.

Ahvays myfriend and I go lo school.

In syntax the learner will confuse the order of the words for example

I like very much foothall.

My moíher boughl a televisión verv big.

The/i, when he entered íhe room, he saw a shadow strangc.



Ai ¡he time íhcy were going do\vn, ihey heard I huí noise horrible.

At the lexical level a clear example is produced when the learner inverts the

elements of a compound word:

The eye-blued girl instead afine blue-eyed girl.

4.4. Falsc Cognatcs

Learning English vocabulary can seem so easy: Constitución means "constitution,"

nación means "nation," and decepción means "deception". Most words that end in -

ción can be translated into English by changing the suffix to "-tion." And the pattern

holds true for the fírst two words listed above. But una decepción ;.v a

disappoinlment, nol a deception.

Spanish and English havc literally thousands of cognates, words that are basically

the same in both languages, having the same spelling and similar meanings. But

cumbinations such as decepción and "deception" are falsc cognates or word pairs

which look like they might mean the same thing but do not. They can be confusing,

and if you make the mistake of using them in writing, yon are likely to be

misunderstood.

Following is a lisí of some of thc most common false cognaíes or some of the ones

you are mostly l ikely to come across in writing in English:
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Actual: The word indicates that something is current, at the present time in Spanish.

Thus the day's hot topic might be referred to as un tema actual, and a Spanish

speaker could say the actual topic.

Assist: This word is always associated with ASISTIR in Spanish; student's do not

realise that its actual meaning is help.

A typical example of the use of this false cognate is: Many peoplc assisled to the

seminar

Aliena: Means to he present and give help in F.nglish. Spanish speakers learning

English usually confiases with "atender" whieh means pay attention to something or

someone.

A student may say "Please altend the class" intending to mean "Picase pav

attention to the class".

Carpeí: In English it refers to a piece of special labric that covcrs the floor

(alfombra), while the false cognate in Spanish (carpeta) means a file folder

(including thc virtual kind) or a briefcase.

/ have all my documenta in niy carpe! in my bag.

Delete is usually confused with delito.

The pólice found who committed the delete.



Desgracia: In Spanish, this is little more than a mistake or misfortune. Something

shameful ís una vergüenza or una deshonra. Spanish speakers usually use disgrace

when they want to express desgracia. We also have to mention that desgracia is a

noun and disgrace is an adjective.

There was a disgrace yesterday night

Disgust is always confused with disgusto/ disgustarse (to be angry with someone),

when dísgust in English has a very different meaning of disliking something.

7 am disgusted with my boss.

Embarrasing: It could seem to mean to be pregnant, but it does not. Someone who

feels embarrassed tiene vergüenza or se siente avergonzado. However, students

usually get confused with the two terms.

Susan is embarrassed, she is going to have a baby boy.

Exit: It means way out in English, but often is misunderstood with Éxito in Spanish

which means a hit or a success.

The conference was a complete exif.

Fabric: Students usually confuse this term with fábrica, the actual meaning in

English is "cloth" in Spanish tejido and tela,

e.g. Iworked in thefabricfor twoyears.
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Library is always confused with librería; hardly any bcginner student use library

with its correct meaning.

e.g. / boughl a book in the library

Moles f. It can be confused with the word molestar which means bothcr or annoy,

whereas molest has a sexual connotation.

My brolher molesls me everv

Once: Tf you can count past ten, you know that 'once1 is the word for eleven. If

something happens once, it happens one time.

Push the button once (a learner pushes the hutton eleven limes).

Particular has a false cognate in Spanish particular (privado).

My brothers need particular cktsses of English.

Realize is another common mistake , usually confused with 'realizar'

/ realise my chores every day.

Rope is cuerda or soga and it is frequently confused with ropa referring to clothes.

/ boughl some ncw ropes for (he party on Saturday.

Sensible: A sensible person or idea can be referred to as sensato or razonable not

'sensible1 or able ío show his feelings easily. This is usually confused with the

meaning of 'sensitive ' in English.
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She cried when she sa\v he.r father, hecause she ;.v a sensible person.

Soap is always used as a word to describe one of the dishes of a meal (sopa) not the

soapy product for washing.

/ \vont to hove some soapfor lunch.

Tuna: It is anothcr frequent error when the students confuse this word with edibie

cactus, they do not realise thal this word means Atún.

My únele collected some tunos from his garden.

Valúes is always confused with 'valores' in the sense of 'belongingx '. Many people

do not realise about the real meaning of them such as honesty, friendship, loyalty,

amongst others, and you can see in botéis notes like:

Leave your valúes ai ihefronl desk, the hoíel is nol responsihie ofihem.

4.5. Fossilisation

"Unfortunately the chances of any animal becoming a fossil are not very great, and

the chances of a fossil then being discovered many thousands of years later are even

less" (Doff, 1988 in Louro, 1994).

"Whatever the case may be in naturc, the chances of linguistic Ítems becoming

fossil are very great, and the chances of fossils being discovered are being greater."

(Louro, 1994). "Normally, \ve expect a Icarner to progress further along the learning
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continuum, so that his interlanguage nioves closer and closer to tlie targct language

system and contains fewer and fewcr errors. However, somc errors wi l l never

disappear entirely. Such errors are often described as fossilised, meaning that they

have become permanent features of the learner's language" (Duskova, A. 1990)

After studying different kinds of errors, we will have a brief look at a different kind

of errors. From the concepts and definitions, that we have cited above, about

fossilisation, we can dislinguish two kinds of errors; transitional errors which

disappear when the rule is acquircd; and fossilised errors whieh do not disappear

and rernain with time, even if the learner has a high level of the second language.

One of the reason tbr fossilised errors could be again the interferencc of thc mother

tongue which influence in determining which errors wül be fossilised; another

possible reason is that the fossilised error does not stop the learner from

communication, and he satisfies his communicative nceds at a social level. "A

learner who feels only rndimentary communicative needs is therefore l ike ly to stop

progressing at an early stage than a learner with a fullcr range of needs." (Duskova,

A,1990)

There are no clear hints why fossilisation occurs, cven though we know that somc

causes, such as the ones mentioned, may be more evident than others.

e.g. A clear example of fossilisation is the use of IS with PEOPLE, as well as the

use of the definite article 'THE.'
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The people is very friendly, this error usually happens with native speakers of

Spanish.

The lack of use of {-s2} in thc third person singular in the simple present

tense.

He was born in London, he is an intelligenl person, \vho ¡ove lo write poems, and

my family like him a lot.

4.6. Errors and Correction

"Recent theories 011 laiiguage acquisition and teaching methodology support the

position that not all errors should be corrected and those that are corrected should

usually not be treated immediately" (Ancker, 2000). This means that not all the

errors that students make in a piece of writing should be corrected, or if any of the

students' writings is not clear, or is full of mistakes, he has not learnt what we

intended to teach; every teacher should be aware that errors are normal, and we can

not avoid them as part of the learning process. Wc should interpret them as a periocl

in which the learner is acquiring the second language.

4.7. Assessnient in Writing

Error in the process of acquiring a second language should be seen as a neccssary

and inevitable part of the process itself. The correction of errors could produce a

negative evidence and a negative experience for the learner, as wc alrcady have

129



mentioned above, which makes necessary the use of the correct rules for this matter.

Therefore, we should look at the importance of assessment as a connected issue to

the topic of making errors and its analysing or evaluation.

Evcn though the terms testing and assessment are often used indistinctly, it is

consequential to establish a differcnce betwccn them. "Assessment is and umbrella

term encompassing measuremcnt instrumenta administered on a 'onc-off basis

such as tests, as well as qualitative methods of monitoring and rccording student

learning such as observation, simulations or project work. Assessment is also

distinguished from evaluation which is concerned with the overa! 1 language

programme and not just with what individual students have learnt." (Brindlcy in

Cárter and Nunan, 2001)

There are different kinds of assessment. Assessmenl of achievement which

establishes what a students has Icarnt in relation to the development of a course or

curriculum. Formaüve assessment^ which is carried out by the teacher during the

learning process in order to use the result as a resource to improve the learning

situation.

Snmmative Assessment which is referred to the one applied at the end of a course or

instruction term in order to provide information on the program rcsults. As we can

see from this, we will pay special attcntion to assessment of achievement, as well as

summative assessment; which bring general results from the accomplishments of

the students at the end of an instructional term. This is what exams to be later
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analysed intcnd to measure: students' achievcments at a ccrtain point in the coursc

development and at the end of it.

Assessment results can be interpreted as norm-referenced or criterion-reíerenced.

"Norm referenced assessment ranks learners in relation to each other... Critcrion

relerencing occurs when learners' performance is described in relation lo an expl ici l

stated standard; e.g. a person"s abi l i ty may be reported in terms of a 'can-do'

statement describing the kinds of tasks he or she can perform using the targct

language... The two requircments for any assessmenl are that it should be valid and

reliable, i.e. it should assess only the abilities which it claims to assess and do so

consistently." (Brindley in Cárter and Nunan, 2001)

We can consider three kinds of vaíidity:

1. Construci validity: The extent to which the contení of the

test/assessment reflccts current thcoretical understanding of the

skil l (s) being assessed.

2. Contení validily: whether it represents an adcquate sample of ability.

3. Criterion reloted validity: the extent to which the results correlate

with other independen! measures of ability.

Consequential validity can be mentioned, as a uniíled view of the three previous

ones; and it refers to the extent to which a test or assessment serves the purpose for

which it is intended. (Brindley in Cárter and Nunan, 2001)
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Reliabi l i ty on the other hand is concerned with confírming how assertive scores on

tests or assessmcnts are affected by measurement error, i.e. the scores varying by

many different factors unrelated to the ability being asscsscd, for example anxiety,

already mentioned in previous chapters and its implications, not clear instructions,

fatigue, etc. "This factors could result in inconsistent performance by test takers. To

establish the degree to which test results are stable, various approachcs can be uscd.

The consistency of test results over time can be estimated in terms of test-retest

reliability." (Brindley in Cárter and Nunan, 2001) However, teachers need to keep

in mind that scores not always reílect what the student is able to perform or do. this

is an iinportant point that not only teachcr but studenls should be conscious about.

In this way when we have written exams as a source for analysis wc need to think

and reflect how valid and reliable are the results (the end product of the writing

task), bearing in mind the different considerations that have been notcd at this

point.

4.7.1. Assessment Purposes

The main parpóse of assessment is to get results on language learners' achievemcnt

to find out their progress. In addition we can assess for various other purposes:

Selection to determine whether learners have sufficient language proflciency to be

able to undertake tertiary study.

Cerüflcaüon to provide pcople with a statement of their language abi l i ty .



Diagnosing to identify learners' strengths and weaknesses.

Instructional decisión making to decide what material to present next to or what to

revise.

Motivation to encourage learners to study hardcr.

4.7.2.Writing Assessment in Foreign Language Classes

Second language learning has a new tendency of assessment, which can help

students to avoid the panic that means to be assessed by the teacher, or ai least help

them to cope with it. This is called self assessment, it does not focus on formal

measurement of out comes, but it concerns with improving the quality of learning

instruction.

Brindley expresses that self-assessment proponents argüe that participating in sclf-

assessment can heíp learners to become skilled judges of their own strengths and

weaknesses and to set realistic goals for themselves, thus developing their capacity

to become self-directed. Research suggests that with training, learners are capable

of sclf-assessing their language ability with reasonable accuracy. (Cárter and

Nunan, 2001)

Kvidence shows that guidance in the self-assessment practice is more than

important, because it may be threatening for some students since they could feel it

is altering the student-teacher relationship. Facts also indícate that learners are



capable of saying what they cannot do, but it is difficult for them to say what they

really can do.

Although it is difficult to apply self-assessment in exams, it is not impossible; it

arouses our interest since it is closely related to writing skills. Nevertheless. in our

teaching situation the exams are corrected by thc teachers themselves, but it would

be a good opportunity to start t h ink ing that testing and assessing can change and be

applied in new challenging ways.

Assessments are important to the learners themselves, to their parents, to teachers,

and to educators beyond the classroom or building level. Therefore, it seems

important to advócate and promote asscssment based, as nuich as possible. on daily

classroom activity, that is, based on the observation and documentation of what

students are doing in authentic writing situations in their own classrooms.

Classroom-based assessment may take many forms. Learners1 progrcss may be

documented through a systematic collection of learner's work in writing folders,

and checklists and anecdotal records may be used to note and analysc changes in

writing over time. Teachers may carry out periodic obscrvations of individual

student, recording the individuaFs writ ing behaviours and strategies within the

context of the classroom. Student's themselves may be askcd to compare samples of

their writing so that they may comment on their own progress.
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At the school or levcl, writing competence should be evaluated using liolistic

assessinents of writing samples ratlier than standardised tests. Asscssments of actual

writing come closer to reflecting the changes in teaching practices that are being

advocated for both native speakers and learners.

http://www.ed. gov/databases/ERIC_Digcsts/ed303046.html

4.8. Non-Contrastive Approach to Error Analysis

The analysis of interterence of languages in contact has usually been studied when

talking about bilingualism. The studies have focused on the systems of those

languages in contact and the result, of such studies have given evidence for the

prediction of the difficulties in acquiring a second language.

"Those elements that are similar to the (learner's) native language will be simple for

him, and those áreas that are different wi l l be diíTícult. In the past decades language

teaching has derived considerable ímpetus from the application of contrastive

studies." (Richards: 1980). Ilowever, this has been shown not to be truc in many

cases in later studies. Students are eapable to acquire second language similarities

with the mother tongue without any problems derived from it.

Second language acquisition studies have emphasised that contrastive analysis

could be more predictive at a phonology level than at a syntactic one. It is easy to

suppose and many people assume that the majority of errors made by bilinguals are

caused by the mixing of Spanish and Englisli, for cxample; but it is important to
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notice that interference is neither the major ñor the only factor in which learners

write sentences and use written language. The contrastivc approach, then, is going

to givc us an ¡dea that transfer is not the only cause of errors, and that there exist

some others which do not derive from it (transfer).

Some of these different errors, not caused by transfer, are called intralingual and

developmental errors. "Rather than rcflecting the learner's inabi l i ty to sepárate two

languages, intralingual and developmental errors reflect the learner's competence at

a particular stage, and ¡Ilústrate some of the general characteristics of language

acquisition." (Richards: 1980) These errors are related to the strategies for Icarning

a second language and how it is laught.

This kind of errors keeps on going from week to week; they could even go with the

learner to the next level of learning. We cannot describe thcm just as bad

memorisation of rules, or memory limitations; but many times, they could be

considered as final grammatical competence or, in othcr cases, as transitional

competence.

4.9. Errors as Part of Language Creativity

Learners with little experience in the target language form hypothetical rules about

the new language, and in the need for creating new expressions, they could be

making mistakes.



"The process leading to the errors is clearly a creative one, and Selinker (1972) calis

this an 'L2 communication stratcgy'. It ¡s a natural activity of the human vvho

interacts with his environment in the laudable atteinpt to inake sense of it and to

form it to his own ends." (Norrish, 1983).

Some of these strategies are quoted; the examples below have becn takcn from

written announcements in public places.

A pedestrian hit me and went under my car.

The gity was all over the road, / had lo swerve a number of times before I hit htm.

I collidedwith a síationary iruck coming the olher \vay.

Doctor ofwomen and other diseases

I had been drivingjor 40 years when ¡feil asleep at the \\heel and had an acciden!.

The pedestrian had no idea \vhich way lo run, so I ran over him.

For those vvho have children and don't know it, we have a nursery downstairs.

Titesday at 4 PM there will be an ice cream .social. AJÍ ¡adíes giving miík vi'///

picase come early.
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Thursday at 5 PM, there will be o meeting of the íittle Mother's club. Al I ladies

wishing to be "íittle mothers" will meet with the pastor in his atudy.

Chrislopher Columbus was a greaf navigaíor \vho díscovered America \vhilc

cursing about the Atlantic.

fíach HY/.Y the most famous composer in ¡he world, and so \\~as Handel. Mande I \\~as

half Germán, half Itaíian, and half English. Me \vas veiy large. Bach died from

1750 to the presení.

(http://lynn_meade. tripod.com/id71 .htm)

This list is intended to ¡Ilústrate the fact that one of the main causes of error, though

not the only one is precisely that creativity and adventurousness in students that the

aleit and responsiva teachcr at any level will wish to cncouragc.

One of the things a teacher should do when encountering these sorts of error is, to

take advantage of them, writing them on the board and asking students to find the

mistakes and correct them; in this way, the errors are not only a reason for laughing

at, for they become an essential part of the learning process.



4.10. Inevitability of Errors

Making errors is a very essential part in the learning process of a language; it is

impossible to avoid committing errors and we can learn from thcm, we can gct

feedback as well as, they can be a help in the process of concept tbnnation.

One of the main problems a teacher faces inside the classroom is that the studenls

do not like to talk or produce the language because they are afraid of making a

mistake; it is necessary for students to be encouraged by the teacher to produce the

language even though the language conlains errors, and disapproval shoiild for no

reason be shown.

'There is a practical problem here that most language teachers w i l l be aware of: that

of grading the material. If the learner wishes to express something that wil l involve

him in parts of the language which occurs later in the book or course, should the

teacher alter the plan and teach the relevant Ítems earíier that intended? It would do

no harm, if the Ítems needed are not too far advanced in complexity, to give them to

the learner(s) who need them, assuming there is adequate time." (Norrish, 1985)

When we encourage our learners to write freely, we should not forcé them to

progress very fast producing long paragraphs at early stages, that could be diff icul t

for them, bul we should encourage them to produce (written) language which is

really necessary for them to communicatc.
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As a conclusión, we can say that the role oí'the teachers is to encourage learners to

produce written language, and do nol stop the learning process and motivation with

overcorrection of the learners mistakes.

4.11. Productive and Receptive Errors

One of the classifications of errors is: Productive and Receptive.

Wc can talk about Productive errors when we refer to those which occur in the

language learners utterances and written work; receptiva ones are those which

result in the misinterpretation of the input. "Competence in a language can be

regarded as composed of productive competence and receptive competence. These

two competencies do not develop at the same rate. It is not uncommon to hear

people say that they understand a language better than they can produce it or vice

versa" (Lengo, 1995}

When we analyse errors, it is easier with productive errors than with receptive

errors; if we want to research productive errors we have to study the utterances or

written work - remember 'utterances' only reíers o oral production of the learner,

whereas to investígate receptive crrors we have to study learners reactions towards

the language he is exposed to. The behaviour of the learner shows LIS if he

understood or not the language. Analysing written work is one of the best

opportunities to understand the production of the language consider productive

errors.
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e.g. When the teacher asks a student to write a composition on a certain topic, the

student can misinterpret the instructions and write something completely different.

"In treating the different types of errors which occur in leamer's utterances and

written work, sensitivity is called for on the part of both the teacher and the Icarncr"

(Lengo, 1995).

4.12. Errors in Writing

Writing has always been considered as a secondary skill , since the first skill we

acquire even in our native language is speaking, and there are s t i l l some cases of

people who are illiterate, they just speak bul never learnt to write or read the

language. There are languages which do not ha ve a written form and whose

speakers can become literate in other languages, but never in their own. In some

cases the written language is thought to be more difficult than the oral. Al l of these

things mentioned above do not reduce the importance of literacy skills in societies

where it is increasing.

4.12.1 Importance Given To Errors in Writing

"In the written médium, information has to be iransmitted without any aid from

sources other than the language itself. Tt seems to follow from this that more

attention needs to be paid to the language as a code - in short, to the grammatical

and lexical systems - than is the case with speech. When writing was the only way



of storing Information, it was vital that people should be educated to construct

grammatically acceptable sentences and be able to spell correctly." (Norrish, 1985).

Due to the importance given to writing when researchers want to fmd any deviant in

the language, they usually try to fmd it in the writtcn language.

What usually happens in writing is that the Icamers are aware of not making

mistakes in writing more than in conveving the real meaning (communication), this

phenomenon does not happen in oral language where the learner produces it without

thinking about it.

Native English Teachers who teach the language in English speaking countries givc

more importance to fluency and the ability to manipúlate written language than to

grammatical correctness and spelling i.e errors are tolerated; the same point of

view can be used by teachers of Hnglish as a foreign language in ordcr to help

students to avoid committing errors "Writing can be an aid to memory. Students

should be prevented from making errors in writing by being given a great deal of

guidance in the early stages and not being asked to do exercises they have not been

sufficiently prepared for." (Norrish, 1985).

4.13. Grammatical Errors in Writing

In the teaching of writing, attcntion may be paid to the correction of high frequency

errors or of those errors which are least acceptable to native speakers. As an

alternative, the teacher might wish to corred only errors that are related to the



particular language forms being learned. In writing exams. however. special

attention should be given to errors which impede written communication.

As it was mentioned earlier in this chapter, global and local errors are a significant

matter to consider grammatical errors in writing. Therefore, it is necessary to have a

closer view of them. Heaton (1991) expresses that "as a result of cxamining this

kind of errors, Burt and Kiparsky (1972) advócate classifying errors according to

whether they are global or local errors." Wliere global errors are the ones which do

not allow the reader to understaiid the message. Misuse of connectives, relative

pronouns, wrong sequence of tenses, incorrect word ordering and inadequatc lexical

knowledge, misspellings can be considered as global errors. On the other hand,

local errors are the ones which cause problems in a particular constituent in a

sentcnce and they do not stop written communication. This could include misuse of

prepositions and articles, lack of agreement between subject and verb, wrong verb

forms, misplace of adverbs.

"Burt argües that this distinction between global and local errors provides the most

useful criteria for determining the communicative importance of errors, claiming

that the correction of a global error helps to clarify a message far more that the

correction of several local errors." (Heaton, 1991)

Heaton cites that Hendrickson has modifíed classifícation of global and local error

madc by Burt and Kiparsky, def ln ing global error as "communicative error which

results in a proficient speaker misinterpreting or cvcn failing to understand a
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message, and a local error as a linguistic error which renders a structure, but which

nevertheless does not give rise to any real difficulty in understanding the intended

meaning of the sentence. The whole área of local/global oí

communicative/linguistic errors is a rich one, and may well provide a systematic

method for assessing free-written work with deeper insight." {Heaton, 1991). The

importance of correcting errors, whatever their nature is, has vast implications for

judging and in grading tests and exams.
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CHAPTER 5

"ANALYSIS OF THE EXAMS - A PRACTICAL

APPLICATION OF THE THEORY"

This chapter deals with the analysis of the exams of somc students at thc Catholic

University in Ambato - Ecuador; 44 exams were selected randomly. Errors in the

writing section will be analysed in tenns of error categories mentioned in Chapter 4,

excluding Global and Local Error.

It is significan! to mention that the analysis was consciously and strictly made at

sentence level and a deep analysis could be topic of a further research, where

structures, discourse and grammar could be studied in detail.

5.J. Proficiency Level

Defining Proficiency levéis is a quite adventurous task, ncvertheless it is

inandatory, because it provides a starting point for future decisions about language

learning and teaching.

Based on the "New Interchange and Skills Concordance" chart of Cambridge

University Press., the students who are in level 3 can be considerad as Lo\vcr-

Int e r medíate and the Students who are in Level 4 as Intermedíate.



Ase

For the purpose of the analysis, thc age of the students who took the analysed exams

is between 15 to adults.

5.2. Collection and Analysis of Data

For the collection of data, we askcd the Director of the Language and Linguistic

Department for permission to collect exams in order to devclop our dissertation. Wc

got her permission, and picked up exams from Level 3 and 4 (first partial exam,

mid-term written examination, second partial exam and final written exam). We

had 137 exams from level 3 and 116 exams from level 4. We dccided that analysing

253 exams was going to be extremely long; therefore, we thought that the best idea

was sampling the exams in order to have a selected group, from which the data

would not vary but, at the same time, thc analysis would not be so extended. From

the bibliography, we decided to apply 'A Simple Random Sampling'

5.2.1. Simple Random Sampling

"A mefhod ofdrawing samples such that each at every distinct sample ofthe same

size n has exactly the same probability of being selected is callea simple random

sampling". (Winkler and Hays, 1974)

Beforc applying this, we read some books of Statistics, from which we derived the

following procedure. ~ L Givcn some simple experiment and the corresponding



9 sample space of elementary events, the set of outcomes of n sepárate triáis is as a

sample. When the sample is drawn without replacement, the same member of the

population can occur no more man once in a given sample. Ordinarily, probability

and statistics deal with random samples.... It has already been suggested that

probability calcnlations can be made quite simple when the elementary events in a

sample space have equal probabilities. The theory of Statistics deals with samples

from specified population, and here, too, great simplification is introduced if each

distinct sample of a particular size can be assumed to have equal probability of

selection. For this reason, the elementary theory of Statistics is based on the idea of

simple random sampling... In other words, simple random sampling corresponds to

the situation where all possible samples of the same size have exactly the same

probability of occurrence. This does not mean, however, that the theory of statistics

does not apply to situations where samples have unequal probabilities of

occurrence; the theory and methods can be extended to any sampling scheme where

the probability of various samples are known, even though they are unequal."

(Winkler and Hays, 1974}

5.2.1.1. Procedures for Sampling Randomly

"In practica! situations involving a given population, there are a number of schemes

for sampling the population randomly and independently. For instance, if the

m
population is not extremely large, we could fill a container with slips of paper or

marbles, each one labelled with a particular member of the population. The

• container could then be shaken to mix the contents thoroughly, and the slips of
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paper oí* balls could then be drawn out one at a time, with or withouí replacement,

until exactly n have been drawn.... A better procedure for sampling randomly and

independently, involves the use of a table of random numbers. Such a table contains

many pages filled with digits from O through 9. These tables have been composed in

such a way that each digit is approximatcly equally to occur in any spot in the table

and there is no systcmatic connection between the occurrence of any single digit in

the sequence and any other... In order to use these tablcs for random sampling, we

must list the possible members of the population (distinct units that might be

observed). Each unit is then given a different number." (Winkler and Hays, 1974).

In the development of our sampling, we followed the same procedure mentioned

above. First, we numbered all the exams dividing them in groups (first partial, mid-

term, second partial, final), then we chose an equal number of exams (randomly)

taken by girls and boys, twenty two from level three and twenty two from level four

as it is shown in the following table:

\LEVEL 3

First Partial: 5

Mid-term 7

Second Partial 7

Final Exam 3

LEVEL 4

First Partial:

Mid-term

Second Partial

Final Exam

8

3

4

7
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Once we had the number of exams to be studied, we designed our own table oí"

random numbers. For making the selection, we used BINGO game tokens with the

numbers from 1 to 40; with the number of exams to be analysed, we took the same

number of tokens from a box randomly, so this was the way how the exams were

finally selected. In the following table of random numbers, the ones in red are the

numbers of the exams that were taken for the study:



TABLE OF RANDOM NUMBERS
#

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40

LEVEL 3
F.P.
8
15
24
35
30
19
4
9
28
14
34
£. 3

3
36
13
31
20
10
37
40
21
1

16

33
38
22
2
6
17
29
11
32
39
27
12
23
18
5

M.T.
14

34
11
27
3
35
24
15

39

9
16
1

13
17
25
7
30
18
2

36
31
19
12
8
22
37
32
4
21
38
40
33
10
26
20
5

S.P.
5
8
1
17
29
33
13
21
2

34
37

6
22
39
9
30
o

36
14
31
38
1 0
19
23
35
15
27
32
11
4
24
28
16
20
25
12

F.E.
11
19
27
33
2
12

1
29
26
37
34
20
3
25
13
39
4
28
14
31
5
22
38
36
6
35
16
21
7
40
23
8
24
15
9
32
17
10
18

LEVEL 4
F.P.
6
31

15
24
33
4
34
13

33
16
7
20

11
30
35
•i

38
25
17
8
19
14
40
28
21
37
18
12
39

26
22
5
29
10
27
3

M.T.
9
20
33

40
34
1
11
39
19
21
32
2
12
31
35
38
13
22
3
30
24
15
23
26
28
36
4
25
14
37
5
16
27
R

29
17

18
8

S.P.
40
1
21
~i

26
14
4
22
11
23
27
8
28
16
32
13
34
30
10
24
3
19
35
2
20
39
38
12
29
6
37
17
15
31
25
9
33

36
18

F.E

26
31
1
29
11
35
12
22
14
28 j
13 _

16

2
37
15
32
3
18
20
10 1
17
23
4
9
38
19
30
5
39
24

33 H
8
25

40

F. P. = First Partial Exam

M. T. = Mid-term written Exam

S.P. = Second Partial Exam

F.E. = Final written Exam

= Analysed Exams
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5.3.Analysis of the Exams

Sínce our analysis focuses on written errors, only the writing section of each exam

was analysed. It is necessary to clarify that the following study was done only at

sentence level and not as a deep study of the components of a sentence one-by-one

ñor have we considered errors at the discourse level or global errors; this is because

our purpose is to have a general view of the most common mistakes made by our

students at the university in order to determine the failing points of the students

among the error categories cited. In this section, we have the presence of grammar

errors as well as general understanding, being able to observe the following kinds of

errors: Translation, first language interference, carelessness, overgeneralization,

ignorance of rule restrictions, incompleta application of the rules, omission,

addition, selection, ordering, false cognates and misspelling.

For the general reader, it is necessary to clanfy that the selection of the type of error

was ambiguous to categorise, so we decided on the category based on the general

idea, and, which is most importan!, on the development of the piece of writing

studied; the level of proficiency the students showed through writing was also an

important marker to decide the kind of error.
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LEVEL 3 - FIRST PARTIAL EXAM - FORM 1

TOPIC OF THE WRITING: THE BEST VACATION YOU'VE EVER HAD.

EXAM 7(GIRL)

My best vacation was in 1997. 1 travelled to Ibarra, with my parents and my brother.

We arrived at night. Then we went out to eat Arabian food, it was delicious. Next,

we returned to the hotel, and we saw a car accidend, we helped to people. After that

we went to bed. Next day we returned to Ambato.

Analysis

"accidend": This is considered to be a carelessness error, due to the similarity oí the

word in Spanish.

"we helped to people": Tnterference of the mother tongue (Spanish) "ayudar a";

addition of a preposition where it is not necessary.

"Nex day we returned to Ambato.": Carelessness error in writing knext \ I I (BOY)

My best vacation was in Bahía de Caraquez. It's in the Coast Región, and is an

interesting places to visit. I went to Bahía with my family and my friends.



Babia has tall buildings and beautiful. In this places I played soccer with niy

friends, Next in the night we went to the disco. Then of six days in Babia we

returned to Ambato very happies.

Anafysis

"and is an intcresting places to visit." Omission of the subject 'it1, at the same time

we consider it is a fírst language interference "es interesante", where it is common

to omit the subject pronoun. Incomplete Application of the rule "an... places."

"Bahia has tall buildings and beautiful." Error is caused by the omission of the

subject 'it1 as well as the corresponding form of the verb to be 'is'.

"In this places..." Incomplete application of the rule: use of the plural noun

referring first to a singular noun.

"... in the night we went..." Ll interference - 'en la noche' instead of 'at nighl'.

"Then of six days in Bahia we returned to Ambato very happies." This piece of

language results from the interference from Spanish 'luego de 6 días it means 'thcn

of six days' instead of 'after six days'. We could also detect an error caused by the

pluralization of the adjectivc very common in Spanish 'regresamos felices' this

means 'we returned very happies instead of 'we returned very happy'
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TOPIC OF WRIT1NG: EAT1NG OUT

EXAM22(BOY)

I go to Coyote Restaurant sometimes I go with friends and others I go with my

family. I like this restaurant because it is funy, yo u can laught, but not much. The

food is very delícious but it is served late. This restaurant is a pub also but it is only

fbr an olds men.

Analysis

' L I go to Coyote," this is a typical example of omission because the student did not

include the adverb of frequency usually generally used to describe habits.

"I go with friends and others I go with my family;" here we have another example

of omission (expression of time) .A bctter sentence could be "Sometimes I go with

friends and at other times I go with my family".

'T like this restaurant because it is funy." The student wanted to say ' because it is

fun'; however, ' fun' is not an adjective but a noun. This could be described as an

overgeneralization error, because it would be normal to use an adjective hcrc. 'Fun'

is a classic exception.
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"yon can laught, but not muclV'; this is an example of incomplete application of

rules, because the writer used a past (misspelled) after a modal verb. (i.c. a

grammatical error).

"but it is only for an olds mcn'*; a clear example of incomplete application of the

rule because the student used "an" witli the plural noun "men"; it is also a first

language interference when the learner is plural izing the adjective "olds" with

"viejos'' in Spanish.

EXAM 25 (GIRL)

"My family and me on Saturday went eat out in the Charrúas Restaurant because

the food is very delicious. The usually order is Chicken, french fríes, mcat, soda,

wisky, dessert and ice cream. My boyfriend always went at the Charrúas Restaurant

with your friends, familiy borthers, sister and dog. The Charrúas Restaurant is the

place very very nice."

Analysis

"My family and me on Saturday went eat out in the Charrúas Restauranl..." the first

problem we can see is the wrong selection of the object pronoun "me" instead of

the subject pronoun T. The second problem in this sentence is word order, maybe

caused by interference o filie mothcr tongue; we also can see that thcrc is a problem

of omission of the preposition 'to' in the case of "went eat", a better sentence should
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be 'My family and I went out lo eat (or went lo eat out) at Charrúas Restaurant on

Saturday.'

"The usually order is Chicken, french fries, meat, soda, wisky, desseil and ice

cream." A clear first language interference is what we can see in this sentence

from the Spanish sentence "La orden usual es pollo, papas fritas, carne, cola,

whisky. A spelling mistake can also be seen in whisky." (Seems fine to me - except

'usually' is an adverb and should be an adjectivc; it would also be more natural to

say 'We usually order . . . )

"My boyfriend always went at the Charrúas Restaurant with your friends, family

brothers, sister and dog." The use of'at1 is a wrong selection of the preposition, for

'lo' is Ihe correct one. "Your1' is also misused and it is considered first language

interference.

"The Charrúas Restaurant is the place very very nice." Ordering is the most

obvious error due to interference of the mother longue where we can see the

adjectives after the noun; also, wrong selection in the use of definite article 'the'

instead of the indefmite article 'a1. Redundancy (addition) is present with the use of

Very very1.
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EXAM 26(GfRL)

"When I eating out, I go to Marceío's restauran! because is a very beautiful place

and because they serve a very delicious food. I usually order a hamburger with

french fríes, a soda, and of dessert a chocolate cake. I usually go to the restauran!

with my friends, parents or my sister. The otlier day 1 went with my bestfriend and

they serve bread with butter. It was very delicious. I love this place."

Analysis

"When I eating out..." a gerund is wrong used in this clause, we can consider this

error as a cause of incomplete application of the rule.

"...because is a very beautiful place..." the subject 'it' has been omitted in this

sentence.

"...they serve a very delicious food." First language ¡nterference, in the use of the

article 'a' before an uncountable noun 'sirven una comida deliciosa'.

"...and of dessert a chocolate cake.'Translation from Spanish is clearly observed in

this piece of language 'y de postre un cake de chocolate1.
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"The other day 1 went with iny bestfriend and they serve bread with butter."

Carelessness is the error in "best friend" used as one word and incomplete

application of the rule in the case of 'serve' instead of 'served'.

EXAM ANALYSIS LEVEL 3 FORM 1 MIDTERM EXAM

TOPIC OF THE WRITING

WEDDINGS IN ECUADOR. WHAT HAPPENS BEFORE, DURING AND

AFTER A WEDDING. WHAT PEOPLE WEAR, EAT, DRINK, ETC.

EXAM 6 (BOY)

"In Ecuador the weddings are most popular and fun.

Before of the wedding the bride has a party with hcrs friend, thcy spcak about of his

life.

The groom before of the weeding has a party with his friends. They drinking and

dancing. In the weeding the bride gives a great drees and thc groom arrivc with his

fathers.

After the weeding they had a honey moon for about 1 week."

Anatysis

"In Ecuador the weddings are most popular and fun." wrong selection of words;

'most' does not fit in this meaning. 'very' would sound bctter.
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"Before of the wedding the bride has a party with hers friend, thcy spcak about of

his life." Translation word by word from Spanish can be seen in this sentence. We

can relate with 'Antes de la boda, la novia tiene una fiesta con sus amigas, hablan

acerca de su vida1. Wrong selection on the following examples: the writer is using

the possessive pronoun 'hers' instead of the possessive adjective 'her'. 'Ilis' is also

wrong by used; the writer is using "it" with "bride".

"The groom before of the weeding has a party with his friends." Hcrc wc have

another example of translation, 'El novio antes de la boda tiene una fiesta con sus

amigos'. Weeding is misspelled, il should be wedding.

"They drinking and dancing." The cause of the mistake is incomplete application

of the rule, he could have said "they drink and dance."

"In the weeding the bride gives a great drees and the groom arrive with his falhcrs."

Many mistakes can be seen here: wrong selection of the vcrb 'give' instead of

'wcar'; carelessness in the spelling of'dress1. Incomplete application of the rule,

the students does not use {-s2j in 'arrives'. A false cognate has appeared in the use

of'fathers' instead of'parents' from the Spanish "father - padre/1

"After the weeding they liad a honey moon for about 1 week." Incomplete

application of the rules is the error here; a better sentence could be 'Aftcr the

wedding they have a honey moon for about 1 week' Wedding is also misspelled in

this sentence.



EXAM 2 (BOY)

In Ecuador, many couplcs get marricd because they are waiting for a baby, thats is

not a good reason, but it's true . Anyway. Before the wedding, they (he and she) go

out to a party, in different places of course.

During the wedding the couple make a promise for eternal love. After the ceremony

everybody drink a lot of alcohol.

Analysis

"...they are waiting for a baby,..." wrong selection of words 'waiting for' instcad of

'expecting'.

"...thats is not a good reason, but it's true...", Carelessness is seen in 'thats is';

because the writer did not put the apostrophe.

"...the couple make a promise for eternal love." Incompleto application of rules; in

the third person singular | - s2 j ,

"After the ceremony everybody drink a lot of alcohol." As in the case above, the

third person singular {-s2} is omitted in 'everybody drinks' so the error is

Incomplete application of rule.
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EXAM ANALYS1S LEVEL 3 FORM 2 MIDTERM EXAM

TOPIC OF THE WRIT1NG:

THE MOST USEFUL GADGET OR MACHINE YOU HAVE AT HOME.

MENTION WHY IT IS USEFUL, HOW YOU USE IT, WHEN YOU

BOUGHT IT, PROBLEMS YOU HAVE HAD WITH IT, ETC.

EXAM 23 (BOY)

"CD is the most useful gadget in my home, because I can listen music for example,

rock, pop, blues, and more. I use it whcn there's a party, I bought two years ago but

it's good. Last year I bought around 30 CDs. I like listen music. I'd like pop, rock,

salsa, merenge, it's fun!"

Analysis

"CD is the most useful gadget in my home..." Omission of the indefinito article 'A'

bcfore CD.

"...because T can listen music..." Ignorance of rule restriction, lack of the

preposition 'to' that usually follows the verb 'listen1.

"I bought two years ago bul it's good." Omission of the object 'if after 'bought'

and wrong selection of the conjunction; "and" would be better.
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"I like listen music." As was mentioned before. here we have another example of

ignorance of rule restriction 'listen + to1.

"I'd like pop, rock, salsa, merenge,..." Addition of'would1 makes the meaning of the

sentence different from what we think the writer wanted to say.

EXAM28(GIRL)

THE BICKER

This machine is uscd for cutting or choping up foods and mixing the liquids. Last

month this is not working right because the electricity is not very good in my house.

Whith the bicker I make a milk shake, juice, and anything. It's very importan! for

mothers in kitchen.

Analysis

"THE BICKHR" this is an example of wrong selection we th ink it should be The

Blender1.

"...choping up foods and mixing the liquids." Misspelling of chopping and the

pluralization (ignorance of rules restriction) of an uncountable noun and addition

of'the1.

"Last month this is not working right..." Incomplete application of the rule,

because she uses prescnt and past in the same sentence.
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"Whith the bicker I make a milk shakc, juice, and anything." 'With has been

misspelled, we have thc presencc ofthat odd word 'bicker1, and wrong selection,

the writer is using 'anything', for 'other things1.

"It's very important for mothers in kitchen.": omission of the defmite article 'the'

before kitchen.

EXAM29(BOY)

Last vacation my parents bougth a new washer machine, the othcr washer machine

doesn't work because it was oíd.

The washer machine is a great gadget because it's use for washing clothes and with

ít I wash my clothes easily. To wash my clothes T put my clothes in thc washer then

I add some water and Deja that I cup it and fínally turn on the machine and I wait

for 45 minutes.

With other washer machine we uscd to have problems, the washer machine doesn't

turn on bul with thc new a have more freetimc.

Analysis

"Last vacation my parents bougth a new washer machine...": Wrong selection of

the word 'washer' instead of'washing1. Misspelling of the verb "bought."
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"...the other washer machine doesn't work becausc it was oíd.": Incomplete

application of rules because of the presencc of the auxi l iary 'don't' when referring

tothe past 'didn't'.

"...it's use for washing clothes...": Incomplete application of rules: 'use' instead of

'used1

"I add some water and Deja that 1 cup it and finally turn on the machine and...":

First laneuage interference in the selection of the word 'Deja' which is the brando o •'

of a soap in Spanish. We see, also a wrong selection o f t he verb cup, maybe herc

the writer meant 'I put it...'. Finally, we have omission of the subject pronotm in

Tmally '!' tura on...'

"With other washer machine we used to have problems, the washcr machine doesn't

turn on but with the new a have more freetime." Omission o f the definite article

'the' with 'other'. Again we can observe the presencc of an auxiliar in present

'doesn't' when talking in past 'didn't ' (Incomplete Application of the rule). The

use of 'a ' instead of 'we' could be considered as an example of carelessness, as well

as in the writing of L'free time" as one word.

EXAM 19 (BOY)

The most useful machine that I have in my house is the refrigerator. It is useful

because you can put a lot of food and things in. It keeps the food cool and yon can
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repair it. One day my mother cleancd the rcfrigerator and she realized that it was

broke. She called to my father and tell him Ihat was hapening.

Analysis

"...it was broke..." Ignorance of Rule Restriction, past tense 'broke'; instead of

past participle, 'broken'.

"...you can put a lot of food and things in." Omission of the subjcct pronoun 'it1 at

the end.

"She called to my father and tell him that was hapening." First language

interference: use of the preposition 'to' after the verb called, 'llamo a...'.

Incomplete application of rules 'tell' instead of'told' when talking in past tense.

Wrong selection of the pronoun 'that' instead of'whaf. Misspelling of the word

'happening'.

EXAM 24(GIRL)

"The most useful gadget I have in my home is computen We use it when we have to

do homeworks, letters, etc, also we use it when we want to play. My favorite

computer game is DUMS. It's very exciting. My brother uses it to send messages by

INTERNET. He has a nice ciber friend. My mom bought the computer 1 year ago.
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Only there is a probiem I don't know use any programs, but I likc play in it and the

programs that 1 use are funny!

Analysis

"We use it when we havc to do homeworks, letters,..." Ignorance of rule

restriction: pluralization of the word "homework".

"...also we use it when..." Wrong order of the adverb 'also1 before the subject

pronoun, it should be 'we also use ¡t when...'

"only there is a probiem..." Wrong order of the sentence, the word 'only' should go

before the adverb 'there' and the verb 'is'. It should be 'there is only one probiem',

"1 don't know use any programs..." Ignorance of rule restriction: use of 'to'

between verbs = I don't know to use any programs.

"but 1 like play in it..." Ignorance of rule restriction: 'to1 between verbs. There is a

wrong selection of the preposition 'in it' inslead of 'on i t ' .
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EXAM ANALYSTS LEVEL 3 FORM 5 SECOND PARTIAL EXAM

TOPIC OF THE WRITING:

HOW THINGS HAVE CHANGED. CHOOSE TWO OF THESE TOPICS:

CLOTHING, EDUCATION, ENTERTAINMENT, HEALTH, HOUSING

TRANSPORTATION, WORK.

EXAM3(GJRL)

Nowadays everybody the person and things have changed. The clothes before the

women used dresses and other clothes very serias today we use jeans and jakets.

Other thing that change is the transportaron, before people travel in horse, corsets

and cars. Now people travel in plañe, yets, trole's. I think that is good bccause the

people can arrive on time to the work or can travel other countries of the world.

Analysis

"Nowadays everybody the person and things have changed", here we have a typical

example of translation from Spanish.

"The clothes before the women used dresses and other clothes very serius". We

have many different examples of errors in this short sentence, such as ignorance of

rule restrictions in the case of 'use' instead of 'wear\e also fínd the addition of

11 the' before 'women1. Incompleto application of thc rule: lack oí 'were' before
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'very serious', a bctter sentence could be: "The clothes women wore in the past

were very serious dresses and other kind of clothes". Misspelling of'serious'.

"...today we use jeans and jakets." Ignorance of rule restrictions Luse' instead of

'wear'.

"Other thing that change is the transportation..." First of all, we have a wrong

selection of 'Other' instead of'Another', as well as the tense of the verb 'change',

that should be in 'Past Simple' or "Present Perfect Simple' (Incomplete

application of rules). The writer also added 'the' before transportation.

"before people travel in horse, corsets and cars. Now peopic travcl in plañe, yets,

trole's." Wrong selection of preposilions like ' in' horses, better 'oír horses; ' in

planes' corred answer 'by plañe'; wrong selection of the word 'corsets' by, maybe,

'cabriolet', 'yets' for 'jets', 'troles' for 'troleys'.

"...the people can arrive on time to the work or can travel other countries of the

world." Wrong selection of prepositions 'to' instead of 'a t ' before work, as well as

adtlition of ' the' before 'work1. We also see omission of ' to ' after "travel."

EXAM 7 (GIRU

In the past:

The people used, humbred years ago.
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The clothing: The woman used large dresscs, gloves, boots coats.

The men used used blaek suit, hat, tie, stick, coat.

The transportaron: The people travel in carruages and train.

Edncation: The education wcre very interesting.

Entertainment: The entretainment in thc past were movies, theater, galeris.

The housing were very oíd and beautiful.

In the presentí

These days the people use:

Thc clothing: The woman use jeans, blouses, shoes, boots, and running shoes.

The people like to use clothes of the 60 years.

The transportaron: These days, the people travel in beautiful cars and air planes.

The Education is very creative.

The entertainment are very funny.

The heath is very bad.

The housing is very tal! and beautiful.

The work is very bad.

Analysis

"The people used, humbred years ago.n1 Ignonince of the rule restriction in the

case of 'use' instead of "wear\g of the word 'hundred', as well as

translation from Spanish 'La gente usaba hace cien años'.
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"The clothing; The woman used large dresses, gloves, boots, coats. The men used

used black suit, hat, tie, stick, coat.'1 The main problem is ignorance of the rule

restriction, since the writer used 'used' instead of'wore'. Addition of the article

'the1 before clothing. Wrong selection of a singular noun (woman) in the place of

the plural (women). Carelessness in the rcpetition of "used"

"The transportation: The pcople travel in carruages and train." As in the case above,

we have addition of 'the' before transportation and peopíe. Misspelling of

'carriages'. Incomplete application of the rules in the use of 'travel' instead of

'travelled'.

"Education: The education werc very intcresting." Incomplete application of thc

rules 'were' instead of 'was'.

"Bntertainment: The entretainment in the past were movics, theater. galeris." 'Thc'

is added again at the beginning of the sentence; ordering is also a problem here

because a better sentence could be " In the past, entertaiment was movies, theater,

galeries'. Incomplete application of the rule 'were' instead oí 'was', referring to

entertaiment.

"The housing were very oíd and beautiful." Incomplete application of the rules

'werc' instead of 'was', and wrong selection of the word 'housing" referring to

'houses'.
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'The clothing: The woman use jeans, blouses, shoes, boots, and running shoes."

The main error in this exam is the use of 'use' instead of 'wore1 (ignorance of rule

restriction), and the addition of'the' . Wrong selection of a singular noun (woman)

in the place of the plural (women).

"The people like to use clothes of the 60 years." Addition of 'The1, and Ignorancc

of rule restriction 'use' instead of 'wear'. Also the wrong selection of the

preposition 'of instead of 'from', before the 60's.

'The entertainment are very funny." Incomplete application of the rule in the use

of the verb 'are' instead of ' is \n in the use of the noun 'funny*

instead of the adjective 'furf.

"The housing are very tall and beautiful". Incomplete application of the rules

'are' instead of ' is ' .

EXAM 10 (BOY)

In the past, the transportation were very slow because. they didn't have the

technology, how we have now. The cars were too expensive, the people used to

travel horses. The ships were the only form for travel to other Continent.

Nowadays the transportation is very fast, the people travel in airplanes, cars, motos,

ships, etc.

They travel too confortable and fairly expensive.
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Analysis

"In the past, the transportador! were very slow ," Incomplete application of the

rules, in the use of'were' instead of 'was'.

"they didn't have the technology, how we havc now" -translation i rom Spanish

'ellos no tenían la tecnología como la tenemos ahora'

"... the people used to travel horses." Omission of the preposition *on or by1 before

horses.

"The ships were the only form for travel to other Continent." Wrong selection of

words in the case of 'form" instead of kway'. Incomplete application of the rule

in the omission of the "gerund1 after the preposition 'for1; and the last example is

ignorance of rule rcstriction 'other + Continents' .

"Nowadays the transportation is very fast, the people travel in airplancs, cars,

motos, ships, etc.'1 Wrong selection of prepositions 'in' instead of 'by'

"They travel too confortable and fairly expensive." Misspelling of 'comfortable1

and omission of the subject 'it is" before 'fairly expensive1.
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EXAM ANALYSIS LEVEL 3 FORM 4 SECOND PART1AL EXAM

TOP1C OF THE WR1TING:

YOUR HOPES FOR THE FUTURE. BE SURE TO TELL WHAT AND WHY

YOU WOULD LIKE TO BE.

EXAM 18 (BOY)

My plans for the future.

In fíve years, I will be a famous soccer player or maybe a big enterprise computer

owner. I hope to get married with a good wife and I will havc two kids. I will get a

lot of money and I hope to buy a car and my own house. If I studied hard, I would

get a very good work in a famous enterprise.

I would like to be a great workcr and a very good person. In the next years, I won't

be a loser I promise me!!

Analysis

"1 hope to get married with a good wife" First language interference, in the

selection of the preposition 'marry with' instead of kmarry to".

I promise me!! First language interference in the selection of the object pronoun

Lme' instead of "myself
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EXAM24ÍBOY)

In the future I'd like to be a very good engineer, because 1 like this mayor a lot.

I plan to travel around the world, because T love to know a lot of people.

I hope to get my own car and I want to get married after iínishing my studies 1 plan

to move to other country.

Til hope fortunately in my l i te .

Anafysis

"In the future I'd like to be a very good engineer, because 1 like this mayor a lot."

Misspelling of the word 'mayor' for 'major.

"1 plan to move to other country." Wrong selection of thc word 'other', here a

better word is 'anothcr1 bcfore country.

"l'll hope foitunately in my Ufe." Wrong selection of the word 'fortunately'

instead of'fortune'. Misspelling of the word 'fortunatelly'.

EXAM26(BOY)

In the future I want be a good profesional and liave my house, a car. I want to have

a family with íwo children and gradúate of Doctor in Optometry.



My dream is travel by the world with my wife and I want havcn't mistake in my

major.

Anafysis

"In the future I want be a good profesional and have ni y house, a car." Ignorance

of rule restriction, the student does not use Lto' after 'want'. Omission of the

conjunction 'and1 in the final part of the sentence '..., and a car'.

"I want to have a family with two children and gradúate of Doctor in Optometry.^

Wrong selection ofthe preposition 'of instead of'as'. Omission of the article 'a'

before the noun doctor.

"My dream is travel by the world with my wife and I want havcn't mistake in my

major." Ignorance of rule restrictiong, the student does not use 'to1 before

HraveT. First Language Interference in the last part where the messagc which is

hardly understood. Wrong selection ofthe preposition 'by' instead of 'around\6



EXAM ANALYSIS LEVEL 3 FORM 2 SECOND PARTIAL EXAM

TOPIC OF THE WRITING:

DESCRIBE MEMBERS OF YOUR FAMILY. HOW SIMILAR OR

DIFFERENT ARE YOU FROM THEM?

EXAM40(GIRL)

My brother is very different to me. My brother is a bad-tempered person he is very

serious and he is angry. But is a good brother. My moíher is very similar to me. My

mother always practice the sport and so I ain. My mother is íunny and is very

takative. My father is similar with my brother. He is a serious person, but, he is not

bad-tempered.

Analysis

"My brother is very different to me." Wrong selection of prepositions 'to1 instead

of "from'.

"But is a good brother." First language interference, in the omission of the subject

'he'.
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"My mother always practice the sport and so 1 am." Ignorance of rule restriction:

lack of {-s2}in the verb; we also see Ignorance of rule restriction as well as

ordering ín 'so I am\t should be 'so do I'.o '

"My mother is funny and is very takative." carelessness in the spelling of

"talkative1.

"My father is similar with rny brother/" Wrong sclection of the preoposition

'witlr instead of *to\M ANALYSIS LEVEL 3 FORM 5 FINAL EXAM

TOPIC OF THE WR1TING:

IF VOU BECAME A CELEBRITY (ACTOR, SINGER) AND HAD TO

CHOOSE A NEW ÑAME, WHAT ÑAME WOULD YOU CHOOSE AND

WHY?

EXAM 5 (BOY)

Jf í became a celebrity, I will be an Actor of Action movies and I chouse Silvester

because he is a good Actor and he works in a lot of Action movies. He has a good

body and him Actor lifc is exciting. T choose this ñame because he has a "club of

fans" and because he talks very good the Hnglish, he knows a lot of countries and he

has a lot of films with Holliwood. His ñame is know for all countries.
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Anafysis

"lf I became a celebrity, I will be an Actor of Action movies" Incomplctc

application of the rules in relation to Conditional 2; he used *wilP instead of

'would'; carelessness in the capitalization of 'actor'.

"and I chouse Silvester because he is a good Actor" Incomplete application of the

rule: 'would' before "choose", which is also misspelled, (to talk about an

imaginary situation).

"He has a good body and him Actor life is exciting." Wrong selection of words;

the object pronoun 'him' in place of the possessive adjective 'his'. Ordering in the

phrase 'Actor life'. Oniission of the possessive{-s3}.

"he talks very good the English," First language interference when he adds 'the'

before English, 'el habla muy bien el Inglés' plus ordering error: syntax adjective

and adverb problems "He spcaks English very well" would be better.

"he kiiows a lot of countries and he has a lot of films with Holliwood." WronsG

selection of words 'with' for Mn', and misspelling of Hollywood.

"His ñame is know for all countries." Incomplete application of the rules in the

use of the past participle in the passive voice (kjiown). First language interference

"for all countries', (por todos los países) instead of Mn every country'.
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EXAM ANALYSIS LEVEL 3 FORM 6 FINAL

EXAM

TOPIC OF THE WRITING:

WRITE ABOUT A FAMOUS DEAD PERSON. GIVE DETAILS ABOUT

WHAT S/HE DID. MENTION HER/HIS MOST IMPORTANT

ACHIEVENEMNTS. WHY S/HE IS REMEMBERED NOWADAYS.

EXAM 19(GIRU

Lady Diana was a beautiful princess. Diana got married with Carlos of Wales. She

has two children, Diana was very generous polite reliable and a good person. She

helped to person with cáncer. Everyone remember her activitics. This aclivities was

to help the children of África. She is remembered nowadays because she was very

importan! and because she did very good things for other people. Diana is a

example for everybody in the world.

Analysis

"Diana got married with Carlos of Wales." Wrong selection of prcpositions 'with'

by 'to'; first language interference: 'Carlos' by 'Charles'.

"She has two children," Incomplete applications of the rules, because the events

are in past and the writer used 'has'. 'She had two children1.
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"She helped to person with cáncer." First language interference 'she helped to"

'ayudó a'. Wrong selection of words 'person' in the place of 'people'.

"Everyone remember her activities." This is a clear example of ignorance of rule

restrictions, because the writer did not know that 'everyone' takcs {-s2|, third

person singular.

"This activities was to help the children of África". Incomplete application of the

rules, in the case of 'was' for 'were' ncxt to a plural noun. Wrong selection of the

pronoun 'this' instead of ' these' + plural noun.

"Diana is a example for everybody inthe world." Carelessness: 'a' instead of 'an'.

EXAM ANALYSIS LEVEL 3 FORM 4 FINAL EXAM

TOPIC OF THE WRITING:

WRITE ABOUT THE MOST FAMOÜS LANDMARKS IN YOUR

COUNTRY. SAY WHY THEY'RE FAMOÜS FOR, WHERE THEY'RE

LOCATED, ETC.

EXAM30ÍGIRL)

I'm going to talk about the monoument of the "Middle of the World". This

interesting monument is in Ecuador in South America. U was built near to Quito.
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The ecuadorian people built this monoument in honor to the middle of the world

because a imaginary line cut the world in two parís, and these Une cross exactly by

this point.

Analysis

"I'm going to talk about the monoument of the "Middle of the World"/' Misspelling

of the word 'Monument'.

"It was built near to Quito." First language interference in the addilion of 'to1

after 'near1.

"The ecuadorian people built this monoument in honor of the middle of the world"

First language interference in the use of the preposition 'of instead of 'to' after

'honor', '...en honor de...'.

"because a imaginary line cut the world in two parts," Carelessness in the case of

'a1 in the place of 'an ' , we liave another cxample of Incomplete application of the

rule in the omission of |-s2¡ in 'cuts'.

"and these line cross exactly by this point." Wrong selection of pronoun 'these'

referring to a singular noun; incomplete application of the rule: omission of |-s2[

in 'crosses1.
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EXAM ANALYSIS LEVEL 4 FORM 3 FIRST

PARTIAL EXAM

TOPIC OF THE WR1TING:

WRITE A PARAGRAPH ABOUT A BOOK YOU WOULD LIKE TO

WRITE ABOUT IF YOU WERE A WRITER. BE SURE TO INCLUDE THE

STORY MAIN CHARACTERS, ETC

EXAM / (GIRL)

My story take place in a cafateria in Ambalo downtown. The main character was a

painted and singer, he was married and has two girls his ñame was washo. Other

character was Izabela, she was a executive Washo always went to cafetería "El

Patio" and Isabela too.

A day she said if he would may paint her (retrato). She accepted. Together made a

great picture for gift her father in his birthday. Father's Isabela was cxciting with the

presen!.

After few days Isabela learned play guitarra.

Finally Washo made a song to Isabela. Now they singer together.

Analysis

The main problem in fhis exam is thot the writer was required to wriíe something

imaginary; btif she did no! use the modal 'would'. she used a combina!ion of Simple
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Present Tense and Past Tense, so the meaning changc.s. Therefore, ¡he complete

paragraph is an example oj Incomplele Application of rules.

L 'My story lake place in a cafateria in Ambato downtown." Incomplete applieation

of the rule: nstead of "...would takc place...".

"The main character was a painted and singer," Here we fmd a wrong seicction of

words 'painted' by 'painter'.

"he was married and has two girls his ñame was Washo.1' Incomplete applieation

of the rule: lack of the conditional 'would'. We can see an ordering problem, as

well: 'His ñame would be Washo, he would be married and he would have two

daughters'.

"Other character was Izabela, she was a executive." Again here we have some

examples of the incomplete applieation of the rules: 'Another character would be

Isabella, she would be an executive' Wrong selection of words: "othcr' for

'another'. Carelessness: use of a + noun beginning with a vowel.

"Washo always went lo cafetería "Lil Patio" and Isabela too." This ¡s a clear

example of translation 'Washo siempre iba a la cafetería "El Patio" e Isabela

también'.
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"A day she said if he would may paint her (retrato). She accepted.11 Wrong

selection of The article fca' by fcone\d 'said' by 'asked1. Ignorance of rule

restriction in the use of two modals together 'would may'. Spanish interference

'retrato' by 'portrait'; and 'she accepted1 carelessness in the use of the personal

pronoun 'she' instead of'he'.

"Together made a great picture for giñ her father in his birthday." Translation from

Spanish 'Juntos hicieron un gran cuadro de regalo para su padre en su cumpleaños1

a better sentence could be 'He painted a great picture of her, which she would give

her father as a birthday present'.

"Father's Isabela was exciting with the present.11 Ordering error 'Isabela's Father..1;

Overgeneralization in the use of adjective 'exciting' in the place of excited1.

"After few days Isabela learned play guitarra.11 Omission of V before the formula

'a few days' and ignorance of rule restriction: 'to' between verbs.

"Finally Washo made a song to Isabela. Now they singer together." Wrong

selection of words 'to' by 'for', and 'Singer1 by 'sing'.
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EXAM2(BOY)

That story is wonderful there is a big boy in the CANADIAN ISLAND. That boy

was looky for many year. One day a ship desenbarcs in the cost. When the sailor see

the big boy.

Analysis
9

"That boy was looky for many year." Wrong selection of the the word 'looky'

instead of 'looked' or 'lucky'; carelessness in the use of the word 'year', it should

be plural.

uOne day a ship desenbarcs in the cost." First language interference in the use of

'desenbarcs' (desembarcar), and 'cost' (costa).

"When the sailor see the big boy." Incomplete application of the rule: use of the

simple present tense 'see' instead of 'saw', 'sees' or 'would see' in an imaginary

situation.

EXAM4(G¡RU

"The detective in my neighbouhood"

My neighbouhood is very interesting:
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Evidence: "Pie grande" is in my ycar, evidence: "Elvis" l iv ing in the next house,

evidence: "Marilin Monroe dance in the theater of school in my neighbourhood."

Well, I'm a detecte I'm a intelligent detective. I had many case the others years, but

one day. I stayed in my office. Before I got up about 7:00 o'clock after that 1 took

my breakfast; it was very delicious then I went to my office. The day was quict,

always very quiet. When "Jorge" (he was thc afcct) called me and said that "her

wife had kil led in his house."

In this inoment I standed up; and wcnt to the house. When I stayed in the house's

killed, I called to the door and the clerck said: "good afternoon, Mr Andrade; can 1

help you!" Then 1 said: "yes, I carne for the killed"; he not said nothing when 1

went to the library and the Miss Monica stayed in. Okey! I asked to her the killed

and shc answer: "What killed, baby?" "here didn't have a killed", "you are mistaked,

the killed was in the next tiouse, 1 sorry, baby!"

Analysis

"Elvis" living in the next house,' Tncomplete application of the rules 'Elvis lives

next to my house1 or 'Elvis is living../.

"Marilin Monroe dance in the theater of school in my neighbourhood." Incúmplete

application of the rule: lack of {-s2| 'dances'. Omission of the article 'the1 before

school.
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0 "Well, I'm a detecte I'm a intelligent detective." Wrong selection of the word

'detect' instead of 'detective1; Carelessness; 'a intelligent" instead of 'an

intelligent'.

"I had many case the others years, but one day..." Translation Tuve muchos casos

los años anteriores, pero un dia...'.

* "Before I got up about 7:00 o'clock añer that T took my breakfast; it was very

delicious then I went to my office.11 Addition of the adverb 'before'.

"When "Jorge" (he was the afect) called me and said that her wife had killed in his

house" Another translation example 'Cuando Jorge (él era el afectado) me llamó,

y dijo que su esposa fue asesinada en su casa1

"In this moment I standed up; and went to the house." Overgeneralization of the

use of {-edl} in the formation of the past form of verbs. Wrong selection of the

pronoun 'this' instead of'that'.

"When I stayed in the house's killed," First language interference, the meaning is

not understood.

"I called to the door and the clerck said: "good afternoon, Mr Andrade; can I help

you!" Translation 'Cuando llamé a la puerta....' Instead when I knocked the door...
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"Tlien I said: "yes, I carne for the killed"; he not said nothing1' Translation 'Vine

por el asesinato, el no dijo nada.'

"when I went to the library and the Miss Monica stayed in." Addition of 'the'

bel ore a proper ñame Miss Monica.

"Okey! I asked to her the killed and she answer: "What killed, baby?" "here didn't

have a killed"," Translation from Spanish 'Ok, Le pregunté por el muerto, y ella

contestó, qué muerto? aquí no tenemos ningún muerto.

"yon are mistaked, the killed was in the next house, 1 sorry, baby!"

Overgeneralization in the use oí"mistaked, the student used a noun in the place oí"a

verb. Translation form Spanish 'estas quivocado, el asesinato fue en la casa de

alado, lo siento!'
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EXAM ANALYSIS LEVEL 4 FORM 2 FIRST

PARTIAL EXAM

TOPIC OF THE WRITING:

WRITE A PARAGRAPH ABOUT A BOOK YOU'VE READ. BE SURE TO

INCLUDE WHAT THE STORY WAS ABOUT, THE MAIN CHARACTERS

AND YOUR OPINIÓN OF THE BOOK.

EXAM 9 (BOY)

I have read about a man in México who was very popular and handsome. He lived

with his mother because his tather was separated from them, he also had an older

sister but he didn't know. He drank a lot and he used to have sex with some girls,

after some time he was very sick and went to the doctor but during some visits he

met to his father (the doctor) and to his sister too. I think this book called Juventud

en Éxtasis is an important novel because young people have some wrong valúes

today.

g

Analysis

"he also had an older sister but he didn't know." Omission of the object pronoun

'her' after know.
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"during some visits he met to his father (the doctor) and to his sister too."

Ignorance of rule restricition in the use of 'met + to + possessive pronoun.

EXAM IQ(GIRL)

'Heart' is a good book that was written by Edmondo D'Amicis. This book contained

9
a wonderful history about a boy who had a notebook in which he wrote all things

that he did and he wanted to transmit it to the people. He also wrote the dissapoints

that he had with your father and mother, the things that he did with your friends. I

like this book. It's really ¡nteresting because leave a lot of lessons for the life.

"Heart" is a book that has a lot of successful.

Analysis

^ "This book contained a wonderful history about a boy who had a notebook" Wrong

selection of word 'history' for 'story'.

"...he wanted to transmit it to the people." Addition of the object pronoun 'it1 and

addition of the article 'the'.

"He also wrote the dissapoints that he had with your father and mother, the things

• that he did with your friends." Wrong selection of words 'dissapoints' in place of

'disappointments'. First language interference in the use of the possessive

pronoun 'your', instead of'his'.
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"It's really interesting because leavc a lot of lessons for the life." Omission of the

subject 'if after 'because' referring to the book. Incomplete application of the

rule, when the student ommits |-s2} leaves.

""Ileart" is a book that has a lot of successful." Overgeneralization, the student

maybe assumes that he can use the adjective 'successful' in the place of the noun

'success'.

EXAM ANALYSIS LEVEL 4 FORM 4 FIRST PARTIAL EXAM

TOPIC OF THE WRITINC:

WRITE A PARAGRAPH ABOUT WHAT YOü WOULD DO TO HELP

PEOPLE IF YOU HAD A LOT OF MONEY OR THE POWER TO DO SO.

EXAM 23 (BOY)

If I had a lot of money, I would have helped to the poorest people in man y ways, for

example, if I had saw a child at street that havc hunger, I would have invited to my

home, and I ' l l givc to h im a lot of food for he and his f a m i l y . If 1 had had a bus, I

would have gotten up to the bus, and given they a tour around the Ecuador.
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Anafysis

k 'If I had a lot of money, I would have helped to the poorest people in many ways,"

Incompleta application of the rules; the writer combines conditionals 2 and 3.

"if I had saw a child at street that have hunger, I would have invited to my home,"

Ignorance of rule restrictions, because the writer used the past forní instead of the

past participle 'if 1 had seen'. Incomplete application of the rule, the students does

not include {-s2} 'has'. Translation from Spanish 'have hunger' from 'tener

hambre' instead of 'to be hungry'.

LT11 give to him a lot of food for he and his family. If I had had a bus, I would have

gotten up to the bus, and given they a tour around the Ecuador.'1 Ignorance of rule

restiction, because the student uses the structure 'give+ to + object pronoun (him)'.

£ Ordering error Til give a lot of food to him', or Til give him a lot of food'.

Ignorance of rule restricition when using personal pronouns, instead of the object

pronouns after prepositions. Wrong selection of the verb 'gotten up to' instead of

'gone to'

EXAM33(BOY)

§
If I had a lot of money or the power, firsth I do some intitutions for help people in

many place of the world that is most nesesary, for example, in the couiitries of

África, because in this place there are more pour pleople that in others places. I help
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the pours mother with her sons, give some principáis recourses for their lives. and

medical atention too. And the most importand part, I stop the wars in the world,

because this is the part that the ufe in the world is very bad.

Analysis

"firsth I do some intitutions for help people in many place of the world"

Misspelling of the words 'first', and 'institutions'. Omission of the modal 'would'

before 'do' and wrong selection of the verb 'do' for ' créate'. Wrong selection of

the prepositions 'for' by 'to'. Carelessness inthe use of'place'.

"that is most nesesary" Omission of the subject ' it1 and misspelling of the word

"neccessary\e in this place there are more pour pleople that in others places." Wrong

selection of words 'pour' by 'poor' and misspelling of'people'.

UI help the pours mother with her sons, give some principáis recurses for their lives,

and medical atention too." Wrong selection of the word 'Pour1 by "poor\e of rule restriction because you cannot pluralise adjectivcs (poor).

Interference of the mother tongue, in the use of the words 'principal' in the place

of 'main ' and "recurses1 by 'resources1. Misspelling of 'attentiorf.



"And the most importand part, I stop the wars in the world, because this is the pan

that the l i t e in the world is very bad." Incomplete application of the rule: use of

modal 'would' to refer to an imaginary situation. Translation from Spanish 'Y la

parte mas importante, yo pararía las guerras porque esta es la parte del mundo que

está muy mal1

EXAM36ÍGIRL)

If I have a lot of money or the power. T think that fírst I helped a pour people

because today the situation of the Ecuador are very bad and most of the people not

have money for to eat study and other situationes. It is for this that I helped first the

pour people and next I probably builds a hospital because nowdays the hospital not

have a lot of medicines for to help the people. and Finally I maybe I travell to other

countries and study the University for when 1 finished the stody 1 returned and

helped to my country and my family.

Anafysis

"If I have a lot of money or the power." Incomplete application of the rule, the

student did not use conditional 2 to talk about an imaginary situation.

"I think that first 1 helped a pour people because today the situation of the Ecuador

are very bad and most of the people not have money for to eat study and other

situationes.'" Incomplete application of the rule conditional 1 in the place of
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conditional 2. Wrong selection of words 'pour' instead of 'poor'. Incomplete

application of the rule in the use of 'a ' before 'people'. Addition of the article

'the' before a proper ñame 'Ecuador'. Incomplete application of the rule, the

student does not use the auxiliary 'do' between 'people' and 'not'. Ignorance of

rule restriction , we cannot use two prepositions together 'for" and 'to'.

Interference of the mother tongue in 'situationes'

"It is for this that I helped first the pour people and next 1 probably builds a hospital

because nowdays the hospital not have a lot of medicines for to help the people."

Translation from Spanish 'Es por esto que ayudé a la gente pobre y luego yo

probablemente construya un hospital porque ahora el hospital no tiene muchas

medicinas para ayudar a la gente'

"and Finally I maybe 1 travell to other countries and study the University for when !

finished the stody 1 returned and helped to my country and my family." Translation

from Spanish ' y finalmente yo posiblemente, viaje a otros países y estudie la

univesidad y para cuando yo haya terminado de estudiar regresaré y ayudaré a mi

país y a mi familia'. Misspelling of'study'
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EXAM ANALYSTS LEVEL 4 FORM 3 M1DTERM EXAM

TOPIC OF THE WRITING:

WRITE A LETTER TO DR, SM1TH, A COUNCELOR OF AN ADVICE

COLUMN IN A NEWSPAPER. TELL HTM ABOUT AN AWKWARO

SITUATION OR A PROBLEM.

EXAM 6 (GIRL)

Dr. Smith:

One day my best friend was very strange with me and we didn't say nothing.

When we were in a party he said that he fall in love of me. I said him: 'I just love as

a friend1.

Then, we talked and actually we are friends again.

Analysis

"...we didn't say nothing." Incomplete application of the rule: negative expression

with nothing.

"When we werc in a party he said that he fall in love of me." Incomplete

application of the rule, when reporting a statement: 'he said that he had fallen in

love with me.' Wrong sclection of preposition 'of me1 instead of'with me1.
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"I said him: 'Ijust love as a friend'." Ignorance of rule restriction in the use of the

verb say + object pronoun. Omission of the object pronoun 'you' in 'I just love you

as a friend'.

"Then, we talked and actually we are friends again." Falsc cognate 'actually', which

means 'really1; and the learner assumes it means 'actualmente' in Spanish.

i
EXAM7(GIRL)

Dear Dr. Smith:

I have a big problem with my parents because they have oíd ideas about the life for

example when I want to go out with my friends they always said to me NO and I

said way but they didn't give me a good answer or when I want to get married with

my boyfriend they didn't like it, so they went to talked with his parents and then he

£ didn't wanted married with me.

I try to understood them but is imposible I don't know what I have to do with this

problem. Can you help me please.

Anafysis

"...I want to go out with my friends they always said to me NO and I said way but

they didn't give me a good answer..." Incomplete application of the rule, when

referring to habits: ' I WANT... they always said... and I said... they didn't give me'
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instead of 'they always say... I say.... they don't give me'. Wrong selection of the

word 'way' instead of'the question word why?'.

"...when 1 want to get married with my boyfriend they didn't like it..." Incomplete

application of the rule: use of the verb 'want' in the present tense, instead of the

past tense 'wanted'.

"...they went to talked with his parents and then he didn't wanted married with me."

Incomplete application of the rule: to + simple form of the verb, didn't + simple

form of the verb. Ignorance of rule restriction in the use of the infmitive 'to'

between verbs: 'he didn't want to marry me'. Ignorance of rule restricition as well

in the use of two past tenses together (wanted married). Addition of the preposition

'with1.

"I try to understood them but is imposible..." Incomplete application of the rule:

'to + simple form of the verb': 'I try to understand' Misspelling of the word

'impossible.'

EXAMIO(BOY)

Dr. Smith:

I have a problem, when í was in my friend's home he tell me that there is a party

here but we need a car because we want to bring some girls at night when my

parents were sleeping I took my father's car after that I was in the party. It was very
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exiting and I can to know new people, when the party fmished I wanted return my

home when I was driving the car I didn't can see a rock then I crashed the car tel l

me Dr. Smith what can I do?

Analysis

"I have a problem, when I was in my friend's home he tell me that there is a party

here..." Incomplete application of the rule: wrong tense of the verb 'tell' and 'there

is' when talking about an evcnt in the past. Wrong sclcction of the adverb 'here'

instead of'there'.

"...but we need a car because we want..." Incomplete application of the rule: lack

of past tense for the verbs 'we needed1 and 'we wanted'.

"U was very exiting and I can to know new people..." Misspeiling of the word

exciting. Ignorance of rule restriction 'can -f verb1. Incomplete application of

the rule: in the use of the modal 'can1 to talk about an event in the past: 'could'.

Wrong selection of the verb 'know1 instead of 'meet'+ people.

"...when the party fmished I wanted return my home..." Ignorance of rule

restriction: use of infmitive 'to' between verbs, 'I wanted to return'. Addition of the

possessive pronoun 'my' + home.



"...when I was driving the car I didn't can see a rock then 1 crashed the car..."

Ignorance of rule restriction: In English we don't use the a u x i l i a r 'do' in

combination with the modal 'can'; ' I didn't see1 or ' I couldn't see'.

EXAM ANALYSIS LEVEL 4 FORM 3 SECOND PARTIAL EXAM

TOP1C OF THE WRITING:

DO MANY TOURIST VISIT ECUADOR EVERY YEAR? WR1TE A

PARAGRAPH TELLING ABOUT WHERE THEY COME FORM, WHAT

PLACES THE LIKE TO VISIT.

EXAM 2 (BOY)

Tourism in Ecuador

Ecuador is a very little country located in Northwest of South America. It's a

charming country visited every year for a lot of tourist from all other country,

almost. So, Ecuador is visited by Americans, English, British, Italiana, Japaneses,

etc. Their favourite places to visit are the beaches, the Andes, Historie Monuments,

mountains, National Parks, zoos, the hot spring in Baños, waterpools, waterfalls,

etc.
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Anafysis

"Ecuador is a very l i t t le country located in Northwest of South America." Omission

of the definite article 'the + Northwest1.

"It's a charniing country visited every year for a lot of tourist from all other country,

almost." Wrong selection of the preposition 'for many tourists1 instead of by many

tourists'. Omission of {-si} with the noun 'tourists' and 'countries'. Wrong order,

placing the adverb 'almost1 at the cnd.

EXAMS(BOY)

Welcome to Ecuador.

Ecuador is a small country; but it has a lot of beautiful and interesting places.

Like Galápagos Islands. These Islands are near Ecuador you can arrive there by

plañe or ship. They are beautiful because they have a lot natural resources that yon

can enjoy.

Ecuador have mountains and a lot of touristics places.

You can go to Chimborazo, there you wi l l see a diferent kind resources, that you

wil l enjoy if you have hot clothes.

Please visit us.

202



Analysis

"...they have a lot natural resources that..." Omission of the preposition 'of in the

formula: 'a lot of.

"Ecuador have mountains and a lot of touristics places." Incompletc application of

the rule: prescnt simple for the third person singular ¡-s2} 'Ecuador has1.

Ignorance of rule restriction: pluralization of the adjective 'touristic'. First

language interference ktourist and touristic."

"Yon can go to Chimborazo..." Omission of a noun explaining the word

Chimborazo. for example 'you can go to Chimborazo mountain'.

"...there you will see a diferent kind resources..." Mere we have two examples of

incomplete application of the rules: use of the indefinite article 'a' with a plural

noun 'resources', the student does not pluraliza the noun L kind ' . Omission of the

preposition 'of after the noun 'kinds': 'different kinds of. Misspelling of the word

'different'.

EXAM7fGIRL)

Ecuador has many beautiful places to visit. üi ecuador there are four regions, coast,

sierra, amazon, and Galápagos.
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On the coastal región the weather is very hot and humid. Thcrc are many beachcs

and cities like: Salinas. Atacames, Sanio Domingo, Guayaquil, etc.

Guayaquil is the main port in Hcuador.

In the sierra región the weather is cooler than in the coast. There are mountains,

lakes, etc.

Quito is the capital of Ecuador, ít's a beautiful and modern city. In the amazon

región the weather is very humid. In the Galápagos islands the weather is summer.

Keuador is the land of adventure.

Anafysis

"On the coastal región the weather is very hot and humid." First languagc

interference in the selection of the word 'coastal' instead of'coast1.

"In the Galápagos islands the weather is summer." Wrong selection of the word

'summer' instead of 'hot'.

EXAM ANALYSIS LEVEL 4 FORM 1 SECOND PARTIAL EXAM

TOPIC OF THE WRITING:

CROÓSE ONE OF THESE HEADLINES AND MAKE UP AN

INTERESTING STORY ABOUT IT.

A. MILLIONAIRE KEN TYSON (68) MARRIES POP STAR KIN BASS(I9).

B. WOMAN CAVE BIRTH 3 CHILDREN IN A TAXI.
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EXAM21 (GIRL)

Susan Smith is a woman who gave birth to 3 children in a taxi yesterday. The story

happened in New York. Susan was going to work when shc rcmcmbered that she

have to buy a present for her boss because this was his birthday. In this moment she

went downtown and she was trying to fínd a beautiful present, shc found it and

when she looked at her watch she saw that she was very vcry late. Shc took a taxi

when the taxi was on Back Street Boys Street she didn't feel well because she

would to give birth.

The taxi's driver tricd to find a hospital but he can't it and the woman gave birth to 3

children thcre.

The taxi's driver help lo it. Now she is in Alejandro Sanz's hospital with her 3

children and she is very happy, her husband is happy too.

Anafysis

"...when she remembered that she have to buy a present for her boss because this

was his birthday." Incomplete application of the rule: past tense of the verb 'have1,

'she had to buy'. Wrong selection of the pronoun 'this', instead o f ' i t ' : 'it was his

birthday'.

"In this moment..." Wrong selection of the pronoun 'this1 instead of'that' to refer to

a past moment.
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"...she didn't feel well because she would to give birth." Ignorance of rule

restriction: modal 'would' + simple form of the verb; and wrong selection of

expressionnse: 'would1 instead of 'was goingto'.

"The taxi's driver tried to fmd a hospital but he can't it..." Addition of {-s3} to the

noun taxi driver. Incomplete application of the rule: use of modal 'can't' when

talking in past tense: 'couídn't'.

"The taxi's driver help to it." Addition of {-s3} to the noun taxi driver. Incomplete

application of the rule: wrong tense of the verb help, when talking about an event

in the past: 'helped1. First language interfercnce: it is incorrect in English to use

the structure: 'help + to + object pronoun1. Wrong selection of the object pronoun

'it' instead of'her', 'the taxi driver helped her'.

EXAM ANALYSIS LEVEL 4 FORM 2 FINAL EXAM

TOPIC OF THE WR1TING:

WHAT 1S IT IMPORTANT TO INCLUDE IN A RESUME OR

CURRICULUM VITAE? BE SURE TO MENTION WHY EDUCATIONAL

BACKCROUND, WORK EXPERIENCE, LANGUAGES, SKILLS, AND

PERSONAL QUALITIES ARE IMPORTANT.
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EXAMÓ(BOY)

My ñame is Victor Medina I'm study optometry in the Catholic University and too

study English.

I went to high school and the Polonia College. 1 have twenty three years oíd, I'm

from Quito I studied on course the manager and chemistry.

I'm a good person, my father's from Quito I have little experience, I speak English

one little.

I like be very friendly and puntual and be much eficient. I'm not married because I

want to be a good professional.

My adress in Ambato now because I study Optometry I'm not sick. My telephone is

447311 thankyou.

Analysis

"...and too study English." Omission of the pronoun T. Wrong order: ii's not

possible to use the adverb too before a verb, it goes at the end: '1 study linglish too'.

All mese problems could be caused due to Spanish interference: 'y también

estudio Inglés1.

"I went to high school ond the Polonia College." Carelessness when writing 'on',

Wrong selection of the preposition 'on' instead of 'at'.

"I have twenty three years oíd". Translation form Spanish: 'tengo 20 años'.
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"I studied on course the manager and chemistry." Wrong selection of the

preposition 'oír, instead of the indcfmite article la" ' I studied a course...'. Wrong

selection of the definite atlicle 'the manager...' instead of the preposition 'on' \-

wrong selection of the word 'manager1 instead of 'managing or management": 'I

studied a course on managing and chemistry1.

"I speak English one little." Wrong selection of words 'one' instead of 'a'.

"I like be very friendly and puntual and be much efícient." Ignorance of rule

restriction: use of the infinitive 'to' between verbs: 'I like to be very...'. Misspelling

of the word 'punctual'. Wrong selection of the adverb 'much' instead of 'very'.

Misspelling of the word 'eíTicient'.

"My adress in Ambato now because..." Wrong selection of the expression 'My

address in Ambato now...? instead of '1 Uve in Ambato now...1. Misspelling of the

word "address'.

EXAM7(BOY)

In a curriculum vitae , the most important things are the Hducation because is more

important for fmd a work. Work experience is important loo because 1 nave a

experience for new works.

Know many languages is important too because I can speak with another people

that never speak spanish.
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Skills is import in a curriculum vitae because T need to teach another people and

never, the people teach, me their skills. If 1 have many skil ls , 1 will be fmd the best

work.

Analysis

"...the mosí important things are the Education because is more important for fmd a

work." Incomplete application of the rule: There's no concordance between the

plural form of verb 'to be' with the singular noun: '...things are the Education...'.

Wrong selection of the comparative 'more1 instead of the adverb 'ver/: "... very

important...'. Ignorance of rule restricition: for + gerund. Addition of the definite

article ¿a ' : '...for fínding work.'

"Work experience is important too because I have a experience for new works."

Wrong selection of the pronoun T instead of the impersonal 'you'. Carelesness:

use of article 'a' when the following word begins with a consonant; and the

unnecessary addition of that article. Wrong selection of the noun 'work1 instead of

'job': "...you have experience for new Jobs1.

"Know many languages is important too because 1 can speak with another people

that never speak spanish." Incompleto application of the rule: starting a sentence

with a gerund, whenever possible: 'Knowing many languages...' or 'speaking many

languages...'. Ignorance of rule restriction: use of the adjective 'another' with
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singular nouns. Wrong selection of thc word 'never' instead of the auxi l ia ry 'don't':

'1 can speak to people that don't speak English'.

"Skills is import in a curriculum vitae..." Incomplete application of the rule:

plural noun + the correct form of the verb to be 'are'. Wrong selection of the word

'import' instead of 'important': 'skills are important in a curriculum vitae'

"...bccause I need teach another people and never, the people teach, me their skills."

Ignorance of rule restriction; use of the in f in i t i ve 'to' between verbs '...I need to

teach...'. Ignorance of rule restriction: use of the adjective 'another' with singular

nouns. Addition of the defínitive article 'the' before 'people'.

"If I have many skills, 1 will be find the best work." Translation: ' I f I havc many

skills', 'si tengo muchas habilidades'. Addition of thc verb 'to be'.

EXAM ANALYSIS LEVEL 4 FORM 4 FINAL EXAM

TOPIC OF THE WRITING:

WRITE A PARAGRAPH TELLING ABOUT THE MOST UNUSUAL OR

INTERESTING STORY IN THE NEWSPAPER OR ON T.V. THIS WEEK.



EXAM 26 (CIRU

The cat and mouse life together, because, the cat has most the kidding and fund the

baby mouse, the baby mouse go the house's cat, the cat love the baby mouse, the

baby mouse consideret thee cat your mom.

Analysis

"the cat and mouse life together..." Omission of an article 'the/a + mouse1. Wrong

selection of the noun 'lite', instead of the verb 'live'.

"...because, the cat has most the kidding and fund the baby mouse..." This is a very

confusing sentence, maybe caused by first language interfcrcnce; we do not know

what the writer means. Even though, it was analysed in the following terms: Wrong

selection of the verb 'has' instead of the 'likcs', wrong selection of the word

'kidding1 instead of 'kitten' . Misspclling of the verb Tound1.

"...the baby mouse go the house's cat..." Incúmplele application of the rule: third

person singular + V + s in the present tense. Omission of the preposition 'to' after

the verb 'go'. Wrong order of the possessive: 'the cat's house'.

"...the cat love the baby mouse..." Incúmplete application of the rule: third pcrson

singular f V + s in the present tense.



"...the baby mouse considerct the cat your mom" Misspelling oí" (he past tense

•considered'. First language intcrference, in the use of possessive pronoun 'your'

instead of'its.

EXAM27(BOY)

Ok this is a story I watched in "Fox" this is a weird story from "The X Films", ít's

about a strange dog from to China, this dog was translader to U.S.A. but when two

policemes tried to opened the box of this dog. this dog killed this two men. But the

odd in this situation is that the bodies was found in to the box, but the dog don't turn

up. After this situation the dog killed three persons, The FBI tried to found this dog

and a odd person said that this dog is not a dog, this dog is a man that in the night he

was transformer in a dangerous dog. This person is a veterinary and she was studied

this weird tipe of dogs.

On night this woman desapared of her house and run away with a man; but

suddenly in the darkness the woman and the man was translbrmed in two dog and

never turn up.

Anafysis

"Ok this is a story I watched in 'Fox'" Wrong selection of the preposition 'in1

instead of "on'.

"...this dog was translader to U.S.A." First language interference, in the use of the

word 'was translader', instead of 'was taken1.
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"...when two policemens tried to opened the box..." Carelessness: when adding [-

s l ¡ (plural morphcme) to an already plural noun. Ineomplete application of the

rule: inflni t ive 'lo1 '- simple form of the verb.

"...this dog killed this two men." Wrong selection of the pronoun 'this' + plural

noun.

"...this situation is that the bodies was found in lo the box..." Ineomplete

application of the rule: plural noun + 'were' (past tense of verb 'to be1). Wrong

selection of the preposition "into' instead of 'in'.

"...but Ihe dog don't turn up." Ineomplete application of the rule: use of the

auxiliar verb "don't1 when lalking in past tense.

"The FBI Iried lo found Ihis dog...". Ineomplete application of the rule: in f in i t ive

'to' + simple form of the verb, not pasl tense.

"...and a odd person..." Carelessness: use of the article 'an' when Ihe following

word begins with a vowel.

"...Ihal in Ihe night he was transformer in a dangerous dog." First language

interference: preposition 'in the' + 'night1 = 'en la noche' inslead of 'at night1. First

language interference in the use of the word 'transformer' - 'transformar'. Wrong

selection of the preposition 'in a dangerous...'. instead of'into a dangerous...'.



"...she was studied this weird tipe of dogs." Misspelling of the word 'type'.

Addition of the verb 'was'.

"On night this woman desapared of her house and run away..." Wrong selection of

the preposition 'at1 + 'night'. Misspelling of the word 'disappeared'. Wrong

selection of the preposition 'of, instead of 'from her house'.

"...the woman and the man was transformed in two dog and never turn up."

Incomplete Application of the Rules: plural noun + 'were' (past tense of verb 'to

be'.) Wrong selection of the preposition 'in', instead of'into'. Carelcssness, when

omiting the pluralization of the noun 'two dogs'. Incomplete application of the

rule: lack of the past tense of the verb 'turn1.

EXAM21 (G1RL)

\d the news on TV and the most unusual story was thc story of a woman that

was pregnancie of twins but in thc 6th month of prcgnance she has headaches; the

doctors think that it was normal but she has a problcm in her head with her "venas"

its explosioned and she stay in "coma" for 3 months.

The twins were born healthy and beatiful. The twins are girls.

Their mother wake up of the "coma" and she stay fine she move her hands and her

eyes.

The woman is from Brazil.
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Anafysis

"...a woman that was pregnancie oí* twins..." Wrong sclection of the word

'pregnancie' instead of pregnant'.

"...in the 6th month of pregnance" Misspelling of the word 'pregnance' instead of

the 'pregnancy1.

"...she has headches..." Incomplete application of the rule: use of the past tense of

the verb have, when telling a story in the past. Misspelling of the word 'headaches'.

"... the doctors think that..." Incomplete application of the rule: use of the past

tense of the verb think, when tel l ing a story in the past.

"...she has a problem in her head with her "venas" its explosioned..." Incomplete

application of the rule: use of the past tense of the verb have, when telling a story

in the past. First language interference: in the use of the word 'venas', instead of

'veins'. Wrong selection of the possessive pronoun 'its' instead of the subject

pronoun 'they1. First Language Intcrference: in the use of the word 'explosioned',

when the learner meant "blew out'.

"...she stay in "coma" for 3 months." Wrong selection of the verb 'stay', instead of

'was'. Incomplete Application of the Rule because the verb should be ¡n past.
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"The twins were born healthy and beatiful." Carelessness in writing 'beautiful'.

"Their mother wake up of the "coma" and..." Incomplete application of the rule:

use of the past tense of the verb 'wake up", when tell ing a story in the past. Wrong

selection of the prcposition 'of\d of'from1 .

"...she stay fine she move her hands and her eyes." Wrong selection of the verb

'stay' instead of'was'. Incomplete Application of the Rule: the verbs in present not

in past.

EXAM ANALYSIS LEVEL 4 FORM 1 FINAL EXAM

TOPIC OF THE WRITING:

WRITE A PARAGRAPH TELLING ABOUT THE B1GGEST LIE YOL

HA VE EVER TOLO IN YOLR LIFE. BE SURE TO GTVE DETAILS.

EXAM 29 (GIRL)

A long time ago, when I was a child, 1 had Ibrgotten to make a homework,

specifícally it was a Math exercise about adding numbers, so I couldn't sleep and a

woke up at 4 o'clock and made the homework, it was a very cold night and I gol the

flu, after fmishing my dificult homework, I was felling very bad and I dccided slccp

with my parents, I was very sick and my moni asked me what had happen to me 1

said that I was sleeping and I walked and ate a lot of ice cubs and ice cream after
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midnight, I didn't want that my mother knows about my homework, the next day 1

was absence of school, but I had to do 2 homework more than which I hadn't done,

it was terrible.

Analysis

"\d forgotten to make a homework." Ignorance of rule restriction: the noun

homework is always used with the verb 'to do1.

"I couldrit sleep and a woke up at 4 o'clock and made the homework..."

Carelesssness of the word 'a' instead of the pronoun T. Ignorance of rule

restriction: the noun homework is always used with the verb 'to do'.

"...my dificult homework..." Misspelling of the word 'difficult1.

"1 decided sleep with my parents..." Ignorance of rule restriction: use of

infinitive 'to' between verbs.

"...my moni asked me what had happen to me..." Incomplete application of the

rule: past perfect ~ had + past participle (happened).

"1 didn't want that my mother knows about my homework..." Ignorance of rule

restriction: use of the infinitive to indícate we wish a person to do something; 'I

didn't want my mother to know...'.



"...the next day I was absence of school..." Wrong selection of the noun 'absence',

instead of the adjective 'absent'.

"I liad to do 2 homework more than which I hadn't done." Addition of the word

'man'.

EXAM34(G¡RL)

Well, my biggest lie, was when I was 16 years oíd and my friends invited me do a

party, so I have to tell to my parents but 1 know that they always said me NO!, so I

decided tell them a little lie and it was, that I had to study with a friend for a exam

but then when my parents wanted to took me at lióme they didn't find me. So when

I returned to my house they didn't sleep and they staited to answer what happened

to me and 1 just cried.

Analysis

"...my friends invited me do a party..." Ignorance of rule restriction: Use of the

infinitive 'to' between verbs, here, before the verb 'do1. Wrong selection of the verb

'do a party' instead of make a party' or 'have a party'.

"I have to tell to my parents..." Intcrferencc of the mother tongue: use of the

preposition 'to' after the verb 'tell'. In Spanish 'decir a1.
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"...I know that they always said me NO!..." Incomplete application of the rule:

use of the present tense of the verb 'say', to talk about habits. '...they always say1.

Ignorance of rule restriction: We cannot use the verb say + an object pronoun.

"...I decided tell them a littlc lie..." Ignorance of rule restriction: Use of the

infinitivc lto' between verbs, 'I decided lo tell them...'.

"...when my parents wanted to took me at home they didn't find me." Incomplete

application of the rule: use the simple form of the verb after the infinitive 'to1, 'my

parents wanted to take me...'. Ignorance of Rules Restriction 'at' before the noun

'home1.

"...they started to answer..." Wrong selection of the verb 'answer', instead of'ask'.
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5.3. Report of Errors

Once we finished analyzing the exams, we had the following results: 22 exams

made by boys and 22 exams made by girls, giving a total of 44 exams analyzed.

KINDSOF ERRORS

Translation

First Language Interfcrencc

Carelessness

Overgeneralization

Ignorance of Rule Restriction

Incompleto Application of Rules

Omission

Addition

Selection

O r dering

False Cognates

Misspelling

TOTAL NUMBER OF ERRORS

20

38

23

6

47

81

34

22

91

14

2

34

Table 4.2. Results obtained from íhe general cmalysis of errors

The results above belong to the final number of errors found in the 57 exams

studied, and we can see that the highest occurrence is in 'Wrong Selcction'.

In the following table, we can see the occurrence of errors depending on the scx of

the students.
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Kind of error ^**^^

^~^^ Gender

Translation

First Language Interference

Carelessness

Overgeneralization

Ignorance of Rule Restriction

Incomplete Application of
Rules

Omission

Addition

Selection

O r dering

False Cognates

Misspelling

NUMBER OF ERRORS

BOYS

7

18

1 1

1

19

36

23

6

44

5

1

21

GTRLS

13

20

12

5

28

45

11

16

47

9

1

13

Table. 4.3. Errors dassified according to the gender ofthe studenís.

As we can see girls tend to make more errors in some cases fthe number of exams

analysed was equal 22 boys and 22 girls), with exception of mis-spelling ihat boys

have nearly the double and omission whcre boys have more than the double of

errors.. One of the errors that we expected to have a high frequency was Jirsí



language inlerjerence, however, it is very noliceable that the pcrcentage is very

similar both in women and inen.

The highest frequency was in Incomplete application of fhe rules, we considered

this when the students kiiew the rules (e.g. J-s2} in third person singular) but they

did not use them.
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GENERAL ANALYSIS OF ERRORS

23%

11%

21%

D Translation

D Carelessnes

DIgnorance of Rule Restriction

d Omission

• Selection

G False Cognates

P First Language Interference

G Overgeneralization

G Incomplete Application of Rules

D Addition

• Ordering

D Misspelling
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ERRORS MADE BY BOYS

1%

3%

22%

10%

18%
12%

D Translation

D Carelessnes

• Ignorance of Rule Restriction

• Omission

• Selection

D False Cognates

B First Language Interference

D Overgeneralization

D Incomplete Application of Rules

D Addition

• Ordering

• Misspelling
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ERRORS MADE BY GIRLS

22%

7%

4o/0 0% 6%

21%

13%

D Translation

D Carelessnes

DIgnorance of Rule Restriction

Ü Omission

• Selection

D False Cognates

• First Language Interference

Q Overgeneraiization

• Incomplete Application of Rules

Q Addition

D Ordering

D Misspelling
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TRANSLATION ERRORS

35%

BOYS DGIRLS
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CARELESSNESS ERRORS

52%

48%

DBOYS DGIRLS
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1
IGNORANCE OF RULES
RESTRICTION ERRORS

60%

40%

DBOYS DGIRLS
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OMISSION ERRORS

32%

68%

DBOYS DGIRLS
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WRONG SELECTION ERRORS

48%

DBOYS GGIRLS
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FALSE COGNATES ERRORS

50% 50%

I BOYS D GIRLS
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FIRST LANGUAGE
INTERFERENCE ERRORS

53%

47%

HBOYS DGIRLS
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OVERGENERALIZATION ERRORS

17%

83%

nBOYS DGIRLS
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INCOMPLETE APPLICATION OF
THE RULE ERRORS

56%

44%

DBOYS QGIRLS
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ADDITION ERRORS

27%

73%

| ÜBOYS DGIRLS

L .....
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ORDERING ERRORS

64%

36%

DBOYS DGIRLS
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é

MISSPELLING ERRORS

38%

62%

DBOYS DG1RLS



CONCLUSIONS

AND

RECOMMENDATIONS
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CONCLUSIONS AND RECOMMENDATIONS

Being in contact with errors analysis during these last months has bcen of great

relevance in the improvement of our knowledge about errors. Since we started

reading the theoretical background, we realised that we needed to learn many new

things that we never dealt with as students. This knowledge has hclped us to

conclude our dissertation in the following points:

• We realised that the development of writ ing is something that does not

come up spontaneously, or that we acquire or produce from one day to

another; it is a process in which many issues are involved, including

motivation, learning styles, physical capacity to develop the mechanical

process, a long and appropriate instruction, the ability to put thoughts

together and express them in a written form. Writing is not an isolated ski l l

that can be Icarnt easily, it nccds from reading in order to know more

vocabulary and from listening as another source of information input.

• The starting point for this disscitation was the lack of any study done with

the student's works at the Catholic University in Ambato-Ecuador; we

decided to analyse errors because we saw that some students reach higher

levéis of English with a low proflciency in writing. as we could see in our

analysis some of he errors fo uncí were due lo the fact that somc students

do not apply the rules or vocabulary they have learnt, t hey jus t write with

the basic forms they learnt at early stages of the learning process.
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• We are sure that the results reported will be a very importan! tool for any
tíU ¿otífc -tJUfri r.

teacher at the Catholic University. due toAlhey will help them to see 011

what points they will have to tbcus the feedback in order to help students

to develop writing in a more effective way.

• This will also contribute to any further study in order to have a deep

analysis and therefore make more contributions to the imiversity in order to

improve the teaching level at the English Department.

• Interlanguage, that is the internal process that foreign language Icarners

experience along the language learning, is a very important matter to be

studied and known by everyone who wants to be an English Teacher;

therefore, the teacher will be aware that somc kinds of errors, coulcl be

produced by the changes that take place in the learner's mind.

• Another issue, sometimes ignored by teachers, ¡s that every student is an

individual universe with different points of view, thoughts, feelings, and

ways of learning. Some teachers do not care if thcir students are learning in

an appropriate way or if they are using the correct techniques that help

learners to acquire the language; most of the classes are directed to only

one learning style and, in some cases, to the learning style of the teacher.

It is neccessary to point out individual and specific conclussions according to the

results obtained from the analysis.
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Observing the results we obtained we found that the lack of awareness of

the English rules makes our students tend to use translation when writing;

that is the reason why in the results of the dissertation we notice that in up

to 44 exams analyzed, 20 errors of translation were found. Teachers should

involve students in real activities which help thein to think in English.

Besides translation, first language intcrference relates to Spanish, and it

also shows how the learner is linked to his mother tongue; 38 examples

showed a clear interference of Spanish, noticing that the number of errors

made by boys (18) is not far from the number of girls' errors (20), showing

there is no tnajor difference or influence of the gender.

Once we finished with the analysis of the exams, we found that Wrong

Selection of Words and Incomplete Application of Rules were the most

recurren! errors. Both boys and girls have the highest rate of errors in

Selection, remarking that girls make more selection errors than boys. This

is also seen in addition and ordering.

Regarding carelessness the analysis showed us a similar number of errors

in each case (girls and boys); thcrcfore, gender docs not influence here,

either.

Both, Ignorance of Rules Restriction and üvergeneralization showed that

girls tend to have more occurrence of errors.



• On the other hand. omission and misspclling presented a diffcrent

behaviour, boys made more errors in these two categories than girls.

• False cognates presented an unexpected result; we thought that this could

be a great source of errors, but it showed that only one boy and one girl

used false cognates in a non-appropriatc way.

• We can conclude that gender is not a major matter in the occurrence of

errors as we can see in Chapter 5; however boys make fewer mistakes than

girls.

• We can conclude that exams revealed much about learners interlanguage

because they didn't have a model to follow, and when writing a paragraph

at their level, students needed to use different tenses which demands more

complex grammar and lexis and make the writing process complex for

them; thereibre, it would be useful to establish somc general procedure in

order to havc a similar way to teach wriling from level to level. We are

sure that at the end of the English Courses the students will have a better

performance in the writing sections.

• As we have seen from the analysed paragraphs, reinforcement in writing is

needed during the English classes at the Catholic University. Many times

writing exercises are avoided because they are considered to be time

consuming; and the attcntion is mainly focused 011 grammar exercises
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making students produce isolated pieces oí language as well as on

communication activities that lead the learner to master the spoken

language leaving the writing skil l aside. Thercfore, it is crucial to mention

that consciousness in writing should be increased, the results make us

suspect that more writing practice is needed.

• Referring to the previotis poinl, it is necessary to clariíy that the analysis

done in exams, would never reflect the reality in general writing, sincc the

conditions of wnting are very different from the ones of writing in a piece

of homework, for example; however, working in class will help to mercase

the self-confidence students nave when doing and exam. As it was

mentioned in the development of the dissertation, writing under exam

conditions could produce different results in the writer, such as blocking

comprehension and capacity of thinking , due to nervousness or anxiety.

• Despite the errors presented in the written seetions, communication was

not impeded, the main idea was understood; the structures were not well

used but the message was passed and the meaning conveyed in the

majority of cases.

• Even though our work is not concerned with error correction, we can

recommend teachers to use some adequate techniques that instead of

frustrating learners, help them to realise and improve their errors in the

future. Writing can be iinproved by:
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Avoiding the exeessive use of red pen in written pieces. We strongly

agree with the saying "Writing students need Coaehes, not jndges".

since negative feedback is demoralising and demotivating, and low

grades are negative feedback, because they do not help students. it

discourages learners. On the other hand there are different less

intimidating and more encouraging ways to give feedback like minimal

marking, self-assessment and peer evaluation (see chapter 4).

Jnstead of just making a circle around the mistake or giving the correct

answer that stop students' ability to realise what the mistake is, the

teacher should créate a code in agreement with the students to remark

the errors, and therefore, the learner can correct himself. H.g. GR

would mean grammar; SP, spelling; WO word order, etc.

Giving students the liberty to choose the topic they want to write about

will make them develop paragraphs in a better way, than when a topic

is given by the teacher, because this assumes that students lack interest

in the topic, and the final result will not be as effective as it could be.

Referring to the prcvious point, we can say if the topic is imposed by

the teacher, essays should be started with topics that build up writing

skills. as well as the confidcnce that the learner nceds.

Having a variety of ideas, not only presenting the topic and asking

students to develop an essay, will make the students to feel more

encouraged and they will be able to write better and will show their ideas
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in a more understandable way. Thus, the results shown in the analysis and

the need for practice enable us to give some suggestions for writing and

language improvement:

Use pictures as initial point for a composition as well as for eliciting

writing.

Brainstorming (something that is not always taught).

Do not wait until level six is reached, to teach students the existence of

topic sentences, and that a paragraph is based on them. It would be

very useful to teach this from level three.

Encourage students to self-evaluate their own pieces of writing, as it

was mentioned in Chapter 3, because it is always valuable and usually

unforgetable learning from our own errors.

Implement and use Portfolios, so the student wil l be able to appreciate

his/her progress in writ ing during the semester.

Give sentence beginnings to be expanded.

Provide questions to be answered by the students as initial point of a

composition.

Doing Research, students can explore any phenomenon from the past

on which the composition will be developed. E.g. the student may

choose to study the signií'icance of a monument from an ancient

civilisation or contemporary theories surrounding the monument.

In general make. use of any and all malcriáis, that can exploit the

learning style of your students, to be applied in writing skills.
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Intégrate the four skil ls , it is very important to show the students, how

in real liíe they do not use them in scparately but in combination. This

could be done in class by doing various projects. For cxample, having

the learners develop a collage with articles, form which they will

decide what to choose and write about, once selected they start a

prewriting stage brainstorming ideas, followed by a drafting and f inal ly

the editing stage. Here we can use peer evatuation and students can

listen to each other's opinions, also they can talk about their works and

have a feedback that will makc rcalise what their weak points are.
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WRITTNG (15 PTS)
PLEASE USE THE BACK OF YOUR ANSWER SHEET FOR THIS
SECTION.
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T. MARK THE BEíJT CHOICK

i . The circus with a purpose .

a. performn in the Udernea Instituto
b. ha¡j ohown tha t are fun and teaeh kidn
c. ts located un. a córner store

2. The word " "" r i.n/ímanter " Ln the ;:;eritenee MlchaeJ..
Sandio £e_r i n the r ínfimas ter T mean:;:

Mjehael workn míik i ng rings
Mr. Saridl o For a 1 so do os nomo boxiriH
He ir, U he peroori in eharge of the nhow

3. The eirouB han terv human performern meanr-:

a _ ten chí Idren are invited to particípate in the
ohow every day

b. peopío have to pay to ten men be fore the nhow
e. Lhere aro ten peoplo who not, play or entorta.i n

I,he aud j erice

4. Almont n11 oí the animáis in the oircuc - .

a. be Ion p to t,ho Wi nd undernea Triot i tu te
b. wero reoeued from death
c. I 1 ve i n thf; New York ZCKJ

5 . The circan makes money .

a . on weekerids
b. during the week
c . iri the enviroriment

D. WR1TING
WRITE ABOUT THK MOST FAMOUS LANDMARKS IN YO'JR CX)UNTRY.
SAY WHY THEY "RE FAMOUS R)R, WfíERE THEY 'RE LOCATED.
ETC. USE ATiOUT bO WORDS.

GOOD LUCK!!í
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_EAGE_4

Suddenly the door oj>ened and a man c aerar; oiit. "Next,
Smith T 9 : 1 5 a . m - í.vveryone J ooked arotmd bhen to Mee who
Chritítina Smith wat; . Chrin bojean fco feel very u tupid. "Wbat
¡íhould í do? he thought - He rstayed qui.et .

"Como along , who J r; Chr i st, j.na?" The nifxn nsketi impat- i ently .
And then the recept Jon in t otood iip.

"Hr: 'B Chrifitiriti ! " She .--.oíd, nnd poinhed at, Oirio, Hverybody
started to lau^h .
"!3ut you're a man ! ! «xt; í a i m í K Í thn i nton/lewe'r . "ThiR Job le
For a womari ! " .

NOW ANÍÍWF.R T í TIÍUK ) \> ( FA LSK ) . T K THE ANSW1ÍK L S F < FALS1Í )
W R I T K TUR CORRECT ANfiWKH.

1 . Chrie wat; norvouñ becau.se he had u ,-job i n te rule w.

2 . Chr is repl i.*vd to the Job nd with a te 1 ephone ca 1 L .

The joiirney by buo took ovr-r an hmar.

Chrlo war; the only man walting for an -interview.

5. Chrie Smith LB really a woman.

D. WIÍÍTING
WRITE A PARAÍJKAPH ARO(JT A DOOR YOO'VE READ. RF SÜRE TO
1NCLUDE WHAt Tin- STORY WAS ABOTJT, THE MAIN CHARACTKRñ AND
YOUR OPIN10M OF TIIE IKX^K. (USE ABOUT 6O WORDS)

GOÜD LIJCK! ! ! !
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r. _ .
•7 '

TI í /y / / // //" -"""/j L'>í¡/_í.njLMi(j.iÁj. M¿_-C ¡\ii_'iU-ü~ :(ju(. KfticyLffiq.Jbs- -fltmlf-C».. ...
// / v y ; > ; _^ / (' j , l / / , r / ? ,- , / /

U. GRAÍfrlAlí AND VOCATíULARY

i. oo PTS ) n . < 20 r>T¿; >
1. - ft )u. c J.. a b /\í 2 , a o c

3. a )d c 3. X b c/

4 - ^ b c 4. ^ b/ c

O - ^ b t/ 5. )4 b c '
^x'

6. a "̂  í.: 6. a vij c

Y - a # c 7. ^ b c

8- n b K O- e >á c

O. ^ b o 9. a M o

.10. a "^Já c: 10- a b

C. READING í15 PTS)

WRITING (20 PTS )

/
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F.C.
LEVEL 4 FQRM 3 ___ PAGE 4

caught the play-fulnese ot" children on paper. In 1977,
Sheri created one of his roasterpieces. It'B a paper - cut
of many colora that paye tribute to China'B late Premier
Zhou Knlai.

The dtíoifín shows a smaj. I girl with a tear runriirig cJown
her chaek. She i o offering a flower in front of a wreatJi
that honor s the leader. This paper - cut io now in
China o rmtional gallery .

30 These dayB Shen B.ibs iri a wheelchair in the home of his
brother in Bei^jiíig. His i lineas in starting to canee
pain in his hands. But he i.s otill making art. "If an
artist wantB to bring happJjnesB to people ho first shouj.<3
love life. lie Bhould have a soul for beaiity "- sald

35 Shen .

MARK T (TRÍJE) OR F (FAI.ÍÍK). '1T1KN WRfTK THE CORRKCT IMKOfíMATION
FOK THK ñTATKMEl^TS YOU MARKED F <FALSE)

1. Shen uoeo a lot of toólo to make hie creabion«.

2. His designo wi 11 appear on the Logo of the Fourt'h World
Conference for Women.

3. His deoignn- are ma.de excluwively for furniture.

4. There'o one style of pap<?r - cutting in China.

5. Chínese uoe<Í oth*»c ma.fcer3alH before iiRÓng paper.

IX WR1TING

WRITE A PARAGRAÍ'H ABOÜT A BOOK YOU WOULD LIKK TO WRITK
ABOUT IF YOU WEKK A WRITEFí. BK SURE TO INCLUDK THE STORY
MAIN CHARACTKRS, THK STORY, ETC. (OSE ABOUT GO WORDíT)

GÍX)D LUCK! ! !
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USE TlUí HACK OF YOUIÍ ANSWEH



—
II. MAfíR THE BEST CHO1CE

G. The Urontoo had r

o, aneieiiL sLreets and ghosto
b- a pot dofí, grey otoños and a houne in tho o<juntry
c. nadness, beuuty and passion in their Vives

7. Whcri yon read orín of the Brontos' novela you • --

can f.eel Lhelr powor f u 1 por-tíonal j Lies
undernta.nd i_t very oaBÍly bccanae of tho wordn tbey
unnd

c. have to use a dio t lonary j_n order l'.o got t.hr: mescage

O. Yorkshire - - - - - - - - -- -- for btio pant 300 yoíiro

a. haon " t, aJnujnt changed
b. han ohnnged a lot
c. IB goirig Lo change

9. Bram SLokor goL Lhe idea for his book from the - - - - -

a. ghcíütr» of üaworth
b. churchyard j n Saint Mary'3 churoh
o. vampiros in Central Tí u ropo

1O- I^raoul a jumped Lo 1 and _i n tho shaprí of a huge dog when

a. pcople on a boat, recognized h im
b. be wr-ínt; f iísliing wiLh o o me ot.her vampi res
c. the ohip ho wao in was damaged

O. WRT'I'ING
WRITE A LKTTER TO DR. SMITH, A COUNCE I X)R OF AN ADVICE
COLUMN IN A NEWSPAPKR. TELL H1M AHOUT AN AWKWAKD
SllTJATION OR A PROBLEM GO WOHDñ MÍNIMUM.

GOOD LUCK!!!



M1DTERM EXAM ....ANSHER. SIIEEI

O. RKADING (20 POINTS)

I). WRITING (15 P01NTK)

'L'£n/iA_-í-kL. .— .i/ui- ^L'(A-L. ._V.'.".'i<
/ i :



Mont Amerioann f?top worklnp, nt ngR oixty-í.ive or ncventy
and r e t i r o , Boeai.Kio work i r> mi oh an important part oC
Ufe in th in cu l t u r e , retlremont cari be very dif f joul t .

í f> Ketireen o f t o n feeJ tbal- aro nBO.lesE* anti nnproduetivo. Of
courne, nomo peop.Í (? are hnppy t,o retí re; bul Leav.infí
ono' c, ,)ob, wbatñvor i t in, io a diU-icnii. t chanfie, nveri
/or t>iot>e who 1 ook torward to re t i r ÍTIÉÍ , Many re t j.reen do
not. know Viow f;o uno tbe i r L i. me or tbey feo I Lowt wlthoxit

20 their

ÍÍ« t iremF:nt, í:an o J ¡30 br i ng f InfineiaL problemo. Mari y
peop t o re't y orí Soc.i a.i Socur i ty cbnc-kií ovr-íry mnnth . Dur Ing
Lhn ir workin/J y n n r n , r.mp 1 oyoen contri buhe o certa i.n
Pfírofíii tafí ' í (.> f tbo i r na 1 ar i otí l.o l.hn pvovorrimen t,. iíívch
oniployor al:io giver. a t;f;rtain porefmtage to Ihf:
RO ver rimen t. - W h n n poopl e rf*t í r%e , Lhey r-eco j ve ttn n money
an i.nconif; _ '1 'híinfí chooki; do rio! prov ido enoiif-jh monoy t,o
I. ivrí OTI , howovor beí^aiutíí prí.con are ,í,Jru,'JCíÍím4..TtS very
rap j dly . íínn i or- o i. i. i ̂ erm , thone o ver F_rj.7< ty -'.f i.vo . havo l;o
have f j n v i iij^n i n !.he b;-vnk or ot,ber ret i renient, p.1 arte? t f j
malte endfí m * - ? f ; | . . Tho ratf1 oJ:' Inf lalioTí i n 1~oroin& pricen
bigher each yoar - ; í ícic i. a 1 Secxir*.}. ty obeokí; alono carino t
oovor V,hí;r>f: f^r-ow i rig fíxpenijr-E;. The government, of t'erii
a,y£Ü,t>t.an_Qe , Me di o fi re ( bea I (,b car tí) arid wolfar-e ( fíenera I
ar>BÍnt,aru;e) , "mM, ni^iny Bonior o i. t !.^,OIIB havo I,o
t.heir l.i fonty leu n í"lf-:r reí,i rement. Tbey bave t,n operid
oaro tuJ ly i.o be nure t V i n h Lhey oan a fiord t.o buy f.ood,
f u o l , and oi.hr-r neoonni t, i.er;.

í . MAHK T ( T R U K ) OH }J ( l f A I , : > K ) . THKN MAKIÍ TUR K ( l 'Al . -SK)
STATKMI'INTS T (TÜUR) .

1 . America ÍH id, i. 1. 1. i nfliíoneed by Ihe Protef>tant. work el.b lo .

2. American peopíe r - í í t i re wben i.hey aro Gí> or 70.

3. A l l ret.i re;o;i know wb-'it to do ni ' tor V,ho7/ r f i t i ro .

A. i';ínpl(;yee:; o n l y eon tr-i tiij to a certa i.n poroontage to tbeir
nalíir ien \,f-, thn ^ovo rrinw-íri t -

5 . Tbe money oen i or oí ti:<-,enn rooo i ve IB erioi?.íí>i for the Ir
needn ,

O- WIUTING.

íx> MANY TOIJRI:Í'¡':; vi:.;rT wci]Aix)R KVKKY YKAR? WRJTK A
PARAGRAFiI Tlíí.í.UU; AROUT WHKHK THKY COMR IHft'JM, WHAT PÍ.ACKÜ
THKY L.1KK Tí) VK- i lT? . GJ.VE DKTAU.G. UíiK ABOUT 60 WORDS .

GODO 1.UCK! ! í ! ! *
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EAGE_4
F.C.

Oxford University Press, the publishing house which
produces bhe Oxford English Dictlonary, has a special
department called the Oxford Word and Lariguage Service (OWLS
for short ) . If you have a question about the meaning of a word
or its origin, you can write or telephone, and the staff thero
wlll heüp you.

1 . MARK T ( TRUK ) OR ( F ) FALSK . WRITE THK CORRKCT
INFORMATION FOR THE ONES MARKED 'FALSK'.

I. There was no towri at Oxford before 912.
2 . Oxford han always been a wealthy town -
3. The University used to be more important than the town.
4. Oxford in famoso for its architecture.
5. Oxford is important for the Briti sh mol;or industry.

II. WHAT'S THE MEANING OF THE FOI.LOWING WORDS WHICH WERE IN
THE READING?

6. 'Bulldog'
a. Ñame gi.ven to the University policemen.
b . A type of dog
c. A type of hat

7. 'Punt'
a, A Uype of drink at the university
b, A type of boat moved by a pole
c, A special ñame for tho policemen

III. MARK THE BEST CHOICLÍ
O. The towrispeoplo were made to walk through the town every

St , Scho la ticas day bncause ---------------------------------------------------------

a. 62 ntudcnto were killed in 1355 and this was their
punishment.

b. it "s a festival day.
c . they wanted the students to leave hhe city .

9. The Rover Group is a ------------ ..... ------------------------------------------------

a. ntudents grave based in Oxford
b. motor compariy
c. special typo of iridustry in Oxford

10_ Oxford' s weaj t,h decline in the 1.4th Century because

a. of the decline in business and a terrible diseane
thab killed many people.

b. it wos no loriger a fashionable city
c. townspeople and students did not like each other-

D. WRITING.
WRITE A 60 WORD PARAGRAPH TELLTNG ABOUT THE BIGGKST LIE
YOU HAVE IÍVER TOLO IN YOUR LIFE. BE SURK TO GIVE DETAILS.

GOOD LUCK!!!





F.C.
I. MARK T (TRUE) OR'F (FALSK). WRITE THE CORRECT INFORMATION

FOR ÍTEMS YOU MARKED F (FALSE).

1. Canterbury is the religiouo capital of England.
2. In the 12th century King Henry II wanted to give the

church more power.
3. Others were jolaouo of Becket and hin relationship with

the King.
4. Becket left EngJ and at orie point. because he was acared

for his life.
5. Becket was never al.lowed to retnrn to Englend.

II. WHAT DO THE UNDKRLINED WORÜS FROM TIIE TEXT ABOVE MEAN?

6. A place of
a. Religious centro for people to
b. Tourist resort.
c . A muBcura

7.
a. Killed.
b . The actiori of eat ing -
c. Injured.

III. MARK THE BEST CHOICE

8. In 1170 Henry was angry with Beckot oo . . -

a. he oent him away aga.in .
b. he ordered Lhat he ehonld be murdered by aoldiero .
c . Becket was made a aainb ,

9. King Henry VIII in the 16th Century...

a. established his own church of England.
b. made the Román Catholic Church joln with the Church

of England.
c. became the head of both the Román Catholic Church

and Church of England.

10. The Pope's visit in 1982 wao important becauoe...
a. it showed the unity and undeatanding between the

Román Catholic and Anglican Church.
b. showed the problema and dif ferenceo that otill exist

between both churches .
c. that the Pope is still head of the Church of

England.

D. WRITING.
WRITE A PARAGRAPH TKLLING ABOUT WHAT IT IS IMPORTANT TO
INCUJDE IN A RESUME OR CURRICULUM VITAE. BE SURE TO
MENTION WHY EDUCATIONAL BACKGROUND, WORK EXPERIENCE,
LANGUAGES, SKILLS, AND PERSONAL QUALITIES ARE IMPORTANT.
USE ABOUT 60 WORDS.

G O O D L U C K í !
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FORMS 1.2
F.C. Ai*SWER_SHEEI
A- LISTENTNR CQMPREHENSIQN (15 pts)

2,

3.

4.

> "B-
I.
1.

2.

3.

4.

5.

II

2.

3.

4.

5,

C.
1,

2.

3.

4.

5,

6.

7.

8.

/ \I

jjgi.yo'^ TY\j\ Afv*',

GBAMMAR AND VOCABULARY
(30 pto)
a V c 6. a ¿x

a > c

tí b c

a b 4

A b e

(15 pts)
irLL_r_^jji

7,

8.

9. a

10. «

a ^6- c

b c

y

VVx

UEADING (20

WV^L\\ i

^

rn
> b

X- b

* X

9.

10.

WRITFNG (20 pts)
PLEASE USE THE BACK OF YOUU ANSWElí SHEET

;
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