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PHONEMIC SYMBOLS OF CA (CLASSICAL ARABIC)

&
AA (ALGERIAN ARABIC)
A) Consonants:
/b/ (<)asin /bent/ ‘agirl’ (Voiced bilabial plosive)

/f/ (<) asin /ftah/ ‘he opened’ (Voiceless labio-dental fricative)

/m/(#) as in/msah/ ‘he cleaned’ (Voiced bilabial nasal)

/t/(<)asin /tefach/ ‘apple’ (Voiceless alveolar plosive)
/d/(2) asin /diin/ ‘religion’ (Voiced alveolar plosive)

/s/ (w) asin /sricr/ ‘bed’ (Voiceless alveolar fricative)
/n/ (o) asin /nsi:m/ ‘fresh air’ (Voiced alveolar nasal)

/z/] (J) asin/za:wef/ ‘bird’ (Voiced alveolar fricative)

/0/ (<) asin /Omania/ ‘eight’  (Voiceless dental fricative)
/d/ (3) asin /dicb/ ‘wolf (Voiced dental fricative)
/ /] (&) as in /fta/ ‘ winter’ (Voiceless post-alveolar fricative)

/tf/ (U¥) asin/tfi:na/'Oranges'  (Voiceless post-alveolar affricate)

/' 3/ (z) asin /3bel/“ mountain’  (Voiced post-alveolar fricative)

/dz/(z) asin/dzuw /'weather (Voived post-alveolar africate)
/t/ (v) asin /raas/ ‘head’ (Alveolar trill)
/1/ (J) asin /lakin/ ‘but’ (Alveolar lateral)

/k/ (&) asin /ketba/ ‘writing’ (Voiceless velar plosive)
/g /(<) as in /ga:3 / ‘all’ (Voiced velar plosive)

[/ (%) asin/ya:tem/ ‘ring’ (Voiced uvula fricative)
/s/ (&) asin/x¥a:li/ ‘expensive’ (Voiceless velar fricative)

/q/ (&) asin /qdi:m/ ‘old’ (voiceless uvula plosive)
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/h/ (z) asin/hulm/ ‘dream’ (Voiceless pharyngeal fricative)
/€/ (g) asin /Sajn / ‘eye’ (Voiced pharyngeal fricative)
/h/(#) asin /hrab/ ‘he fled’ (Voiceless glottal fricative)

/?/ (¢) asin /?usra / ‘family’ (Glottal stop)

B) Semi- vowels / Weak Consonants Ol g

/w/ (s5) asin/warda/ ‘ flower (Voiced alveolar lateral)

/j/! (g) asin /jed/ ‘hand (Voiced palatal semi-vowel)

C) True Emphatics

/s/ (u=) asin /saab/ ‘he found’ (Voiceless alveolar emphatic fricative)
/% / (&) asin /Lkajaira/ ‘plane’ (Voiceless valorized stop)

/d / (u=) asin/daw/ ‘light’ (Voiced valorized stop)

/& / (b)asin/d/ /8 olm/ ‘injustice’ (Voiced valorized fricative)

D) Vowels

/1/ asin /qlssa/ ‘astory’ Front high spread

/& / asin/he:mi/ ‘hot’ Front mid-open unrounded
/a/asin /rma/ ‘he shoot’ Back low unrounded

/a/ asin/ro:h/ ‘he left’ Back mid-open unrounded
/o:/ asin /no:rr/ ‘light’ Back mid-open rounded
/u/ asin/ru:h/ ‘soul’ Back high rounded
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ABSTRACT

Subject:

Algerian Arabic Varieties Speakers’ Errors in English Writings

“A Contrastive Error Analysis Study”

The present doctoral thesis aims at investigating the main causes behind the
grammatical errors the Algerian students at university tend to make in their written
production. Based on the contrastive error analysis procedure, the focus is made on the
contrast and comparison of the two basic morpho-syntactic systems of English and
Arabic to predict and explain the unnatural word combination as well as the
morphological errors extracted from a selected sample of 260 essays written by students
at the Economic and Management Faculty in Tiaret University. Students’ incorrect shift
of various grammatical structures and word formation errors clarify clearly the evidence
of Arabic interference into English as a result of the structural differences between the
systems of both languages. This would put the stress on the hypothesis that learners’
already acquired knowledge affects their performance in L2.

Key Words:

Error analysis - Contrastive analysis — Grammar — Syntax - Morphology - Interlanguage
Language interference and transfer
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GENERAL
INTRODUCTION



“As you begin to take action toward the fulfilment of your goals and dreams,
you must realize that not every action will be perfect. Not every action will produce
the desired result. Not every action will work. Making mistakes, getting it almost
right, and experimenting to see what happens are all part of the process of eventually

getting it right.”

Jack Canfield (2010)

Topic:

The main objective of the English courses of the syllabus
designed to the scientific streams in the Algerian university is to
help learners improve their reading and writing skills according to
the programme which has been researched, documented and
organized in accordance with academic rules. The need to use
English properly with some degree of sophistication is clearly felt
among university lecturers who see it as a suitable instrument to
explore different domains, mainly those which concern science and
technology.

Students find it necessary to learn to communicate in English
with people from different linguistic and cultural backgrounds and
for different purposes. They may also need it for acquiring some
knowledge in some domains such as mathematics, social studies,
science, economics and business which are world-widely used.

Thus, besides learning to speak this language, they are
required to produce specific writing forms such as essay,
composition, summary, and research paper. However, the task to do
so may not be so easy because different obstacles confront both

teachers and students willing to attain those objectives. Students’
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writing errors demonstrate clearly the evidence of their lack of
potential to write freely in a language which is not theirs.
Experiences have always proven that a great number of them
not only fail to create correct sentences in isolation, but also
cannot arrange them to become organised texts. The main reason
behind this problem may lie in the difference between Arabic and
English grammatical systems. This may include different word-
formation and sentence structures. The field research of this study
is purely linguistic where a comparison is drawn between Arabic
and English grammars so as to identify the similarities and
differences which may indicate a plausible prediction of the source

of errors in students’ EFL different writings.

Motivation:

The incentive behind this research work derives from our
curiosity and desire to explain and predict students’ grammatical
errors and their behaviour in writing. This will be attempted
through a careful comparison and identification of the structural
differences between Arabic (L1) and English (L2), This reflection
wants to see if contrastive and error analysis procedures, suggested
in the perspective drawn in a previous work of magister, can be
effective in the analysis of those errors drawing out lessons from
the weaknesses, gaps of students’ process of writing, would then
improve didactic objectives in classroom situations as experienced

in the context of Tiaret University.

Theme:

The use of English has sparked the interest of educators in

different fields. There is a clear fact that this language has become
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an important instrument for transferring and exchanging knowledge
and skills because of its worldwide use.

However, the poor performance of most Algerian students in
English, mainly in writing, has been explained as a major cause of
failure in the academic achievement in Algerian universities. Their
lack of the necessary vocabulary as well as the difficulties they
face in grammar lead them to fail in conveying accurate written
messages.

The easiness and the difficulty that these students find in
their learning enterprise are determined, to a large extent, by the
similarity and the difference of the systems of L1 ‘Arabic’ and L2
‘English’. Accordingly, there might be some similarities between
these two languages, yet, as demonstrated by some linguists, they
differ significantly in the form, meaning and distribution of
grammatical structures. The comparison of the grammatical
systems of the two languages has yielded a possibility of
explaining and predicting students’ snags in writing. Accordingly,
the most effective materials are those that are based upon a
scientific description and comparison of the language to be learnt
with the native language of the learner.

The present research work aims to investigate the main
causes behind the grammatical errors the economic science stream
university students at Ibn Khaldoun Tiaret University tend to make
in their written production. Based on the contrastive analysis
procedure, it focuses on the contrast and comparison of the two
morpho-syntactic systems of English and Arabic to predict and
explain the wunnatural word combination as well as the
morphological errors. It investigates factors influencing students’
writing in English. This would be based on a variety of dimensions
namely the students’ L2 writing ability, their writing strategies and

their L1 metalinguistic knowledge impact responsible for students’
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faulty inferences about the rules of L2. Thus, error analysis
approach is also used in the study to predict these inferences and
reinforce the points left unpredicted by the contrastive analysis
approach. Its use is also meant to diagnose the different types of
errors, their sources, description, classification, nature and

categories.

Observations:

The study clarifies issues related to the errors the economic
science stream students make in their writing assignments. Those
errors which are spotted in their written works, mainly at the
morpho-syntactic level, are attributed to their ignorance of the
immense differences between the linguistic system of Arabic (L1)
and that of English (L2). This reflects their lack of competence
which accompanies them and hinders their written performance.

Most students very often translate the forms of words and their
distribution in sentences to L2 (English) in the same way they are
processed in L1 (Arabic). The incorrect shift of various
grammatical structures and word formation errors show the
evidence of Arabic English interferences as a result of the
ignorance and disrespect of the structural differences of the two
languages. This would bring to a non-sense or a change of meaning
because, most of the time, the structure of L2 neither has a similar
form in L1, nor indicates the same meaning nor is it similarly
distributed in the system of L2. This would stress the hypothesis
that “Processing mode of learners affects their performances in

L2.” Schumann (1998: 247)

Research questions:

The theoretical and empirical examination of the issues

related to students’ English writing errors intends to draw a clear
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picture of L2 common writing strategies students generally use as
well as the source of their errors. Remedial strategies are also
suggested to avoid those errors and improve students’ writing
abilities.

To set forth in a coherent study of the stated phenomenon, a

main research question is asked:

Is L1 “Arabic interference’ the principal cause of students’

English writing problems?

This question implies three sub-questions:

1) Is this interference due to the differences that exist
between the grammatical systems of Arabic and English?

2) In addition to L1 interference, are there any other kinds of
errors students usually make?

3) Does L1 socio-cultural and educational context where
students learn to write have negative effects on their writing

performance?

These questions are asked in order to:

* Investigate the source of hindrances that students face in writing.
* Find out the causes behind these snags.

* Suggest some possible remedial works and solutions to overcome

students’ deficit in writing.

For this purpose the following hypotheses are suggested as

tentative answers to the above inquiries.
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Hypotheses:

L1 “Arabic interference’ is, to a large extent, the main cause

of students’ English writing problems.

1) The difference that may exist between the grammatical systems
of Arabic and English is the principal cause of this interference.
Learners make faulty inferences ‘thinking’ of the different

grammatical rules of L2 (English).

2) Other than interlingual interference errors, there are other kinds
of errors, those referred to as intralingual errors within the target
language itself. These errors fall in two types: ‘syntactic errors’
including sentences, phrases or clauses, and ‘morphological errors’
including the formation of words, such as word inflections and

derivations.

3) The socio-cultural and educational contexts where students learn

to write also have negative effects on their writing performance.

Methodology:

The method of investigation consists in an analytical study of
a sample group of students at the Economic & Management
Sciences Faculty in Tiaret University where deficiencies in
students’ writings were spotted during our three years’ teaching at
the different departments of the faculty. The three methods of
investigation are:

1) A questionnaire administered to students at the faculty of

Economic Sciences to highlight issues on their behaviour in
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writing in L2 (English); i.e., the different ways they use to write in

this language.

2) A students’ written evaluation/judgment test (composition)
analysed at the level of the morpho-syntactic systems of L1 and
L2. The aim is to identify, describe and control the phenomenon of
grammatical errors, formulate insights about them and gather

enough evidence to confirm or infirm the hypotheses drawn above.

3) A type of observational and validating procedure through which
25 teachers from the secondary school and university levels were
asked to state the common causes behind students’ weaknesses in

different English writings.

PROCESS:

This research work includes a general introduction and six

chapters:

The General introduction is devoted to the aims of the

research and to a brief discussion of the subject.

Chapter one is a theoretical review. A large part of it is
devoted to the explanation of the concepts which are directly or
indirectly related to the notion of ‘error’. It deals with contrastive
analysis and error analysis, as important approaches in describing
and identifying students’ errors. It also gives a technical review of
“error” in the context of its origin and influence on L2 learning
process. It explores the scope of error analysis (EA) in the target
language acquisition and sheds light on students’ behaviour in
learning. Several examples of students’ errors are introduced with
their possible causal factors so as to better understand the

phenomenon.
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Chapter two provides a comparison and illustration of the
morphological systems of Arabic and English. It is meant to
describe Arabic and English morphological systems in order to
identify the similarities and differences between them. The process
of comparing both systems involves the analysis and descriptions
of the elements of morphology: the inflection, derivation and
compounding of different parts of speech. These descriptions cover

the form, meaning and distribution of morphemes.

Chapter three is a contrastive analysis study of Arabic and
English syntax, comprising illustrations and examples provided for
different cases. It provides a contrastive study of the syntactic
structures including different language items such as the form, the
meaning and the distribution of words in sentences so as to check
whether or not the structure of L2 has a similar form in L1, it
indicates the same meaning and is similarly distributed in the
system of L1. The study also deals with points like sentence types,
parts of speech that constitute the minimal elements of sentences
and analyzing questions wusing the different auxiliaries or

interrogative pronouns.

Chapters two and three provide an answer to the research question
about whether or not L1 interference is due to the structural
differences between the grammatical systems of Arabic and

English.

Chapter four is about context in FL learning, in general,
and writing in particular. It deals with points like the nature of
writing, L1 impact on L2 writing, context of culture affecting
students’ acquisition of L2 writing, students’ background
knowledge, as well as L1 context in L2 acquisition. All these

points are studied to provide an answer to whether or not L1 socio-
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cultural context where students learn to write has negative effects

on students’ performance.

Chapter five studies the results and analyze the collected
data of the investigation. It deals with the investigation in the form
of data and data analysis, which are represented in the form of
tables, graphs, and statistic figures. They also state the facts as
they are observed and pave the way to the possible interpretations
of students and teachers’ data results through the three methods of
investigation including the questionnaire, the validation test and
the checklist. This is to answer the research question number three
about the other possible kinds of grammatical errors students

usually make in addition to L1 interference.

Chapter six means to reach conclusions from which possible
remedial works and recommendations can be suggested. It is where
the main limitations of the study are set out and followed by
pedagogical and research implications. It ends with some
concluding remarks and recommendations with respect to the
contributions this work may offer at the level of different forms of
English writings. It is hoped to bring extra changes, adjust and
improve course content selection and methodological procedures
that may increase students’ motivational force to enhance their

innate drives and develop their writing quality.

Finally, a general conclusion on the findings and future
prospects is supplied.

In agreement with my supervisor, the MLA system of
referencing and bibliographical presentation has been implemented

in this thesis form and conception.
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Chapter I: Theoretical Review: Cross-linguistic Influence and Learner’s Errors

Introduction

I.1. The Notion of Error

1.2. Error and Mistake

1.3. Approaches to the Study of Errors

I.3.1. Contrastive Analysis Approach
1.3.2. Error Analysis Approach

L.4. Description of Errors
I.5. Sources of Errors

L.5.1. Intralingual Errors
L.5.2. Interlingual (Interference) Errors
1.5.3. Developmental Errors

I.6. Classification of Errors
L.7. Error Categories

1.7.1. Omission
1.7.2. Addition
1.7.3. Selection
1.7.4. Ordering

L.8. Significance of Learners’ Error
L.9. Interlanguage as Learner Language
1.10. Psycholinguistic Aspect of Interlanguage
1.10.1. Language Interference and Transfer
1.10.1.1. Negative Transfer
1.10.1.1.1. Phonological Interference
1.10.1.1.2. Lexical Interference
1.10.1.1.3. Grammatical Interference
1.10.1.2. Positive Transfer
1.10.2..Avoidance

1.10.3. Overuse
1.10.4. Fossilization

Conclusion
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“An error in learning L2 in speech as well as in writing is the use
of a linguistic item such as a word, a grammatical item, a speech act in a

way a native speaker regards as showing faulty or incomplete learning.”

Richards and Schmidt, (2002:184)

Introduction

Since the late sixties, a considerable number of researches have been conducted
in the field of L2 acquisition. The complicated process of language learning has
attracted continuing interest from researchers in Linguistics, Psychology, and
Education. The major psychological task has been the investigation of how learners
acquire L2 as well as the exploration of their cognitive processes in learning so as to
predict and then explain encountered flaws, and finally think of and suggest the suitable
material to be used in teaching.

The application of the linguistic and psychological theories to the study of L2
learning have extended to the discussion of learners’ errors as originated from learners’
incomplete competence in L2 grammar or L1 interference. Such errors are related to
two known approaches: the contrastive approach, deeply rooted in behaviourism and
structuralism, claims that the principal obstacle to L2 acquisition is the interference of
the L1 system to the L2 system, and thus suggests a scientific and structural comparison
of the two languages in question in order to predict and describe the confronted issues.
The error analysis approach which claims that contrastive analysis is unable to predict a
great number of errors, assumes that errors are produced by learners making faulty

inferences about the rules of the target language.

35



The first chapter aims to give a theoretical review of “error” in the context of
its origin and influence on L2 learning process. It explores the scope of EA in target
language acquisition and sheds light on learner’s behaviour in learning. Several
examples of learners’ errors are introduced with their likely causal factors so as to better

understand the phenomenon.

I.1. Notion of Error

Error is the most natural thing attached to human beings. A child learning his
native language, an adult native speaker, or a foreign language learner; they all make
errors both in comprehension and production.

In the foreign language process, error has, most of the time, been regarded as a
negative thing indicating failure and obstructing progress and, thus should be avoided.
The idea of ‘error’ as an effect to be avoided was supported by the ‘behaviourism
approach’ that sees this phenomenon as “bad habits” formed as a result of ineffective
teaching and, therefore claims that if they are repeated they become habitual. For
behaviourists’ learning theory, old habits hinder or facilitate new habits; that is why
errors are unwanted. This approach maintains that errors would never be committed in
the first place if it were hoped to achieve a perfect teaching method.

A different conception from the behaviourists’ is the one which considers ‘error’
essential to the learning process, for without it there is no progress. This conception
finds a more realistic attitude towards errors which are no longer a reflection on the
teaching methods, but are rather indicators that learning is taking place, i.e., the

evidence that language acquisition is working. So, errors are no longer bad, but as
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natural as those that occur in learning a first language, and a learner errs because he is
evolving in a new language system through which he is testing his knowledge of the
new encountered data.

Chomsky’s idea that a child generates language through innate universal
structures is based on the conception of trial and error. The infant is born with an innate
predisposition to acquire language; i.e., he possesses an internal mechanism of unknown
nature which enables him to construct a grammar of a particular language. Yet, his
grammar will be corrected progressively and the error he makes promotes his progress
and improvement in learning. The child slowly but surely learns to produce what is
acceptable speech in his native language (Brown, 2000: 217).

L2 learning may not be the same process with L1 in trial and error nature. The
learning process might be obstructed if the learner does not make errors which might
enable him to benefit from the various kinds of their feedback. So, error is seen as
something positive, not a problem. For most applied linguists, it is the most important
source of information about the nature of a learner’s language knowledge. By
predicting, describing and classifying his errors in linguistic terms, it is possible to draw
an image on the features which cause learning difficulties. Thus, errors are
indispensable since making them can be a device the learner uses in order to learn
(Selinker, 1992:150). For Dulay, Burt, Krashen (1982:138) “People cannot learn a
language without first systematically committing errors.”

The investigation of errors can be at the same time diagnostic and prognostic. It
is diagnostic because it can tell us the learner’s ‘state of language’ (Corder, 1973: 270)
at a given point during the learning process and prognostic because it can tell course

organizers to reorient language learning materials.
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Another conception considers error to be the result of the social-cognitive interaction.
This means that error carries a cognitive process as well as a social and cultural

component which make it vary in different societies.

I.2. Error and Mistake

A distinction, however, is made between an error which results from incomplete
knowledge, and a mistake which is caused by lack of attention, fatigue, carelessness or

some other aspects of performance. Corder states that

‘““an error is a result of a learner’s lack of competence; a mistake however,
occurs when this learner fails to perform their competence.”

(1967: 9)

For Crystal (1992:125), errors which reflect systematically the level of competence
achieved by a learner are contrasted with mistakes, which are performance imitations
that a learner would be able to correct.

Mistakes are very often described as lapses. A mistake refers to a sort of
performance error; it is a failure to make use of an unknown system. Everybody makes
mistakes in both native and second language situations. Native speakers can recognize
and correct such mistakes (lapses) which are not the result of the deficiency in
competence, but the result of imperfection of producing speech (Brown, 2000: 217). For
James (1998:83) an error cannot be self corrected; whereas a mistake can be corrected
especially if the deviation is pointed out to the speaker.

Errors are deviances that are due to deficient competence, i.e. the knowledge of the

language, which may or may not be conscious. These errors which are systematic result
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from deficient competence and thus, cannot be corrected. Mistakes are due to
performance deficiencies and arise from lack of attention, slips of memory, anxiety
possibly caused by pressure of time, etc. They are not systematic and readily
identifiable and self correctable. (Corder 1973: 259).

To most language dictionaries, error and mistake are synonymous; however, it is
not the case in error analysis approach; each term is reserved for something rather
different. Corder (1967) in Robinett & Schachter (1986: 168) stresses the problem of
distinguishing learners’ mistakes from learners’ errors, the thing that requires a much
more sophisticated study and analysis of learners’ encountered difficulties. Corder (ibid)
refers to errors of performance as ‘mistakes’ which are not significant to the language
learning process. Errors, for him, provide evidence of the language system the learner is
using. Corder (1973: 257) makes a clear-cut distinction between erroneous utterances
that deserve consideration and attention and occasional mistakes comprising slips of the
tongue or slips of the pen made by native speakers, and which are easy to correct. For

example:

a) It’s abit- it isn’t- [ mean, [ wouldn’t really care to have one just like that...

b) It didn’t bother me in the sleast...slightest

a) and b) are examples of mistakes very often made by native speakers or even
those non-natives who know L2 quite well. Yet these ‘lapses and slips’ can be
overcome because they are not systematic errors. These latter are very serious and
would result in different learning problems because of the learners’ imperfect
knowledge of the code and the rules of the TL which they have not yet internalized. The

following are examples of errors the non-native learners tend commit:
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a) He gaved her an orange.
b) Tell me what did you do.

¢) She worked hardly.

a), b) and c) are examples which reveal the underlying knowledge of the learner who
seems to be in his transitional competence, Corder (1967 in Robinett & Schachter,
1986: 168). Errors demonstrate clearly that the learner is using a system of language
that is not the right one, yet it is an important step for him to reconstruct the knowledge

of the language he is learning.

1.3. Approaches to the Study of Errors

For most specialists in the field of teaching, errors are no longer “bad habits”.
They are clues to what is happening in the learners’ mind. They are regarded as a
natural phenomenon that must occur when learning a first or a second language and that
all beginners learn by making mistakes (Shaughnessy, 1977: 5). Zamel (1981: 146)
thinks that errors indicate not that the student has not yet learnt but rather s/he is in the
process of doing so. Yet the most important thing is how to diagnose the nature and the
quality of those errors to seek for the possible causes beyond them, i.e., to build up an
image of the features of the language causing problems to the learners, and finally
decide for the possible and adequate remedial work to help them overcome their L2
acquisition problems.

Along the years, studies in L2 acquisition have focused on the nature and

sources of errors. Researches show that error sources might be psychological, cognitive,
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or sociolinguistic. For that reason, two different linguistic approaches have emerged for

the description and identification of learners’ problems.

1.3.1. Contrastive Analysis Approach

According to contrastive analysis hypothesis (CAH), errors occur as a result of
interference when the learners transfer native language habits into the L2. It is believed
that a negative transfer takes place especially when the mother tongue and the TL differ
from each other. Consequently, this makes applied linguists devote their research to the
comparison of the native language and the target language so as to make possible
predictions and then explanations about those errors.

The term ‘contrastive analysis’ is especially associated with applied contrastive
studies advocated as a means of predicting and explaining learners’ L2 acquisition
problems. It is an investigative approach based on the systematic comparison of
languages, i.e., it involves the comparison of the systems or subsystems of two or more
languages in order to determine both the similarities and the differences between them.
Its aim was to seek

a) why some features of the TL are more difficult to acquire than others.
b) the presence or absence of the rules in the compared languages.

¢) which element or class of elements in L1 are equivalent or different from
the ones of L2, or vice versa.

d) for the best teaching materials based on CA to facilitate L.2 learning.

Prior to the 1970s, Contrastive Analysis was extensively used in the domain of
L2 acquisition. Its main interest was the systematic comparison of two languages with

the strong belief that this comparison would result in a more effective teaching
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pedagogy in case it is taken into consideration. Fries favours the implication of the

contrastive analysis approach and claims that

“the most effective materials are those that are based upon a scientific
description of the language to be learned, carefully compared with a parallel
description of the native language of the learner.”

(1972:9)

According to the contrastive analysis hypothesis, errors occur as a result of
interference when the learner transfers L1 habits into L2. It is believed that interference
takes place when L1 and L2 differ from each other. Thus, the teaching problems, for
linguists such as Lado (1957), Benathy, Trager and Waddle (1966) & Fries (1972), are
to be approached scientifically by using the methods derived from structural linguistics
in order to characterize the syntactic structures of sentences in terms of their
grammatical categories and surface arrangements.

Lado (1957) was the first to provide a comprehensive theoretical treatment and
to suggest a systematic set of procedures for the contrastive study of language. He
stresses the tight relation between contrastive analysis and language teaching. The most
known version is that linguistic comparison is based simply on similarities and
differences of the L1 and L2. Lado (1957:1) maintains that a student who starts to learn
a foreign language will find easiness to acquire the elements which are similar to the
ones in his native language; on the contrary, those which differ will be extremely
difficult.

This conviction that linguistic differences could be an important procedure to
predict learning difficulties results in the notion of the “contrastive analysis hypothesis”

(CAH). This hypothesis, intimately associated with behaviouristic idea that language
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acquisition is formed through habit formation, claims that positive transfer occurs if the
two languages are similar; if they are different, negative transfer, or interference would

result (Larsen-Freeman & Long 1991:53).

Contrastive analysis hypothesis (CAH) has been stated in two versions:

a) Strong (predictive) version

It is the early formulation of the CAH which starts with a cross-

linguistic comparison of two languages. This version, supported by Lado (1957) and
Fries (1972), claims that prediction of difficulties in learning L2 could be based upon a
comparison of two languages, i.e., L2 errors can be predicted by identifying the
differences between L1 and L2, and that the source of those errors is attributed to L1
interference. Wardhaugh (1970: 124) states that the strong version predicts that the

majority of L2 errors are due to negative transfer.

b) Weak (explanatory) version

The formulation of the weak version is to identify which errors are the result of L1
interference, and thus, it explains the errors after they are made. This version also
admits the existence of other possible sources of errors other than those resulting from
L1, and aims at formulating a diagnosis instead of a priory prediction. Wardhaugh 1970
in Robinet & Schachter 1986:10) maintains that the weak version starts with the
evidence provided by linguistic interference and uses such evidence to explain the

similarities and differences between them.
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However, both the strong and weak versions have been criticized in their
approaches. For Wardhaugh (1970: 13) the strong version relies on a weak linguistic
theory; similarly, the weak version is unsatisfactory because it does not predict anything
except its identification of the already occurred errors. Besides, the empirical evidence
accumulated in the mid- and late 1970s points out that the strongest CAH version that
“all errors made in learning could be attributed to interference by L1” could not be
sustained because many errors predicted by CA are not observed in learners’ language.
Moreover, CAH has some problems for the simple reason that it is grounded in the
behaviourist view of language. This view which was seriously challenged by Noam
Chomsky’s (1959) classic review of ‘Skinner’s Verbal Behavior’ adds a sort of discredit
to CAH.

Other linguists do not totally reject CA in error investigation, yet they minimize
its role. Richards states that

“Contrastive analysis has proved valuable in locating areas of interlanguage
interference. Many errors, however, derive from the strategies employed by the
learner in language acquisition and the mutual interference of items within the target
language. These cannot be accounted for by CA.

(1971a: 214)

Despite the negative reaction of several analysts to CAH weaknesses, contrastive
studies remain an important procedure in the description of learner errors. Language
teaching has obtained considerable outcomes from the application of CA which remains

one of the important theories in the field of L2 acquisition.
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1.3.2. Error Analysis approach

Thanks to S. Pit Corder (1967), error analysis gained its place as a scientific
method in linguistics and became a recognised part of applied linguistics. It is
considered as a more established approach as an alternative to contrastive analysis. The
approach influenced by behaviourism sees that the delimitation of second language
structures obstruct learning process as a result of the differences existing between the
structures of L1 and the ones of L2, which results in L1 negative transfer. However, for
EA, errors are not only due to the transfer of the learner’s native L1. They could be fully
described in terms of the TL, without the need to refer to the learner’s L1. This means
that EA deals with the learner’s performance in terms of the cognitive processes he uses
to decode the input he encounters when learning L2.

For (Ellis 2000: 48), EA provides a methodology for investigating learner‘s
language and thus it constitutes an appropriate starting point for the study of his L2
acquisition. EA claims that a careful study of errors committed by L2 learners would
provide factual empirical data rather than theoretical speculation for developing a
syllabus or a model of second language acquisition (Schachter & Celce-Murcia in
Robinet & Schachter 1983: 272)

Another concept of error analysis is given By Brown (2000: 220). He defines the
term as the process of observing, analyzing, and classifying the deviations of the rules
of the second language and then revealing the systems operated by the learner. It seems
that this concept is the same as the one proposed by Crystal (1992:125), i.e., error
analysis is a technique for identifying, classifying and systematically interpreting the

unacceptable forms produced by someone learning a foreign language, using any of the
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principles and procedures provided by linguistics. The definitions above clarify that
error analysis is an activity to identify, classify, interpret or describe the errors made by
someone in speaking or in writing and it is carried out to obtain information on common
difficulties faced by someone in speaking or in writing a language sentences.

Formerly, not much focus was put on the role of learners’ errors in L2 learning
acquisition. Linguists used to observe them, divide them into categories, and see which
ones were common and which were not, i.e., the main focus of the analyst was on the
actual error, that is the ‘product’. Yet, now the shift has gone from the product to the
‘process’ behind it. In error analysis, many studies (Corder, 1967, 1974; Dulay & Burt,
1973, 1974; Hatch, 1978; Larsen Freeman, 1975, Ellis, 2000) show that the main
investigation has been on why the learner makes errors. This has led to changes in
attitudes towards errors which should not, any more, be seen as something to be
avoided, but something that needs to be analysed with great care. Error analysts
distinguish between errors which are systematic and mistakes which are not. They often

seek to develop a typology of errors by:

a) describing the nature and types of learners’ errors.
b) providing evidence of how language is learnt or acquired.
c) diagnosing the strategies or procedures the learner employs in the discovery of

the language.

However, many studies (Schachter, 1974; Kleinmann, 1977; Tarone, 1981

James, 1998) have shown that EA fails to explain the “avoidance” phenomenon (one of

the learner’s strategies in learning) which is considered as a serious learning problem. A
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learner uses a form that is simpler than the one he finds difficult in the target linguistic
element (this may be a particular sound, word, or structure), especially if the
construction of the hypothesis about the TL in the learner’s mind is completely different
from that of the NL. Brown (2000: 128) defines the term ‘avoidance’ as a common
strategy that can be broken down into several subcategories, mainly at the syntactic or

lexical levels. He illustrates the point in the following examples:

L: I lost my road.
NS: You lost your road?

L: Uh, ... I'lost. I lost. I got lost.

Because the learner is not able to come up with the word ‘way’, he totally avoids the
lexical item ‘road’ in the last sentence. In this case, EA, without priori predictions, fails
to draw conclusions about the phenomenon. (Schachter in Robinet & Schachter, 1983:
360).

Whatever the weaknesses claimed to belong to its field of study, EA achieved
considerable popularity in the 1970s, replacing contrastive analysis (Ellis, 2000: 68). It
often tries to give a full description to the process of foreign language acquisition, in
general and to learners’ common learning strategies, in particular. It has greatly
contributed to the field of FL teaching and learning, and is considered as a reliable

approach to the study of errors (Ellis, 1994; Corder, 1967; Brown, 2000)
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I.4. Description of Errors

The notion “error” is used in psycholinguistics and is of two types:

I.4.1. Speaker’s errors: are conscious or unconscious deviations from the
intended form of the utterance. They are types of errors which may lead to the addition,
deletion, or substitution of sounds and morphemes known as “slips of the tongue” or
“slips of the brain” (Corder, 1973: 257); and are made in the false starts, pauses and
non-fluencies of speech. They can occur at the syntactic, morphological, lexical and
phonological levels as a result of the learners’ ignorance of the rules of L2. Besides,
speakers very often make speech errors when they are nervous, tired or anxious. Hocket

explains that:

“whenever a speaker feels some anxiety about possible lapse, he will be
led to focus attention more than normally on what has just been said and on
what he is just about to say.”

(1973: 97)

1.4.2. Hearer’s errors: are noticeable in the process of acquisition, mainly

when the hearer misunderstands the speaker’s utterance.

Ellis (2000: 51-52) provides a clear example of how learners’ errors are
described, identified and analysed. The primary step requires the selection of the corpus
of language from which errors are identified after making a distinction between errors
and mistakes. The errors are then classified as overt and covert (Corder, 1971a, in Ellis
(ibid: 52). An overt error can be easily spotted and identified because the deviation in

form the learner makes is very clear, as when one says “I seen a film yesterday” instead
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of “I saw a film yesterday.” A covert error occurs in utterances where it is seen as
superficially correct, but in fact it is not what the learner intends to say. An example on
that is the utterance “I was stopped”’ instead of “I stopped”’. In the same process (Brown,
2000: 220) makes a major distinction between ‘overt’ and ‘covert’ errors. For him
overtly erroneous utterances are completely ungrammatical at the sentence level; while
covertly erroneous utterances are grammatically well-formed at the sentence level, yet

they are not interpretable within the context.

I.5. Sources of errors

Most of the studies in the domain of error analysis classify learners’ error into
categories, and used them as the basis for preparing lessons and materials so as to
remedy such errors. Lee (1957: 77-85) proposes that errors must be corrected at all
learning stages, i.e. beginning, intermediate, and advanced, so that the errors which are
still being made by advanced learners, for example, can be distinguished from those
being made by beginners. But, why are these errors made? Taylor (1986 in Ellis, 2000:
57) points out that error source might be psycholinguistic which concerns the learner’s
difficulties in the production of L2 as a result of L2 knowledge different system:;
sociolinguistic, when learners have problems to adjust the language with the new social
context; Epistemic, concerns learners’ lack of world knowledge, and discourse sources,
concern learners’ inability to organize a piece of information into a coherent text.
Brown (2000: 224) maintains that errors arise from several possible general sources,

two of which are “interligual errors of interference from the native language,
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intralingual errors within the target language, context of learning and communication

strategies.”

In identifying errors, Richards (1974: 12-22) proposes a three-way classification
of errors:

L.5.1. Intralingual errors

They are those originated within the structure of the target language itself and
which are caused by incomplete application of rules and failure to clear condition for
rule application. Richards defines intralingual errors as those

“which reflect the general characteristics of rule learning, such as faulty
overgeneralization, incomplete application of rules, and failure to learn

conditions under which rules apply.”

(1984: 174)

The complexity of rule structure encourages learning problems and all learners,
regardless of background language, tend to commit similar errors. In short, these errors
occur when learners attempt to use concepts and build up hypotheses about L2 from

their limited experience to it. This sort of error can be subdivided into:

A) Overgeneralization errors: These errors are common in both the speech and
writing of L2 learners irrespective of their mother tongue. An example on that is the use
of the suffix ‘-ed’ for all verbs of English. Moreover, learners very often create a
deviant structure on the basis of other structures in the target language (Ellis 2000:59)

and this would result in a sentence like ‘He can sings’ instead of ‘He can sing’.
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B) Ignorance of rule restrictions: It is the learner’s use of the rules in
contexts contrary to where it is expected, as the case of ‘He made me to smile’ instead
of ‘He made me smile’.

C) Incomplete application of rules: It is when learners fail to fully develop a
structure. These kinds of errors are referred to as errors of transitional competence
(Richards, 1971a in Ellis 2000: 59), as in the sentence ‘The man works hardly’, instead
of ‘the man works hard’

D) False concepts hypothesized: resulted from the learner’s wrong
understanding of a distinction in the target language. For instance, learners tend to say ‘/

don’t know why did he leave’ instead of ‘I don’t know why he left’

1.5.2.Interlingual (Interference) errors

They are those caused by the influence of the learner’s mother tongue when
attempting to produce the target language in those areas where both languages clearly
differ; this being the main concern of the contrastive analysis approach. Errors are
regarded as signs that the learner is internalizing and investigating the system of the
new language. It is, as seen by different linguists, a significant source of language
learners’ errors. Richards and Schmidt (2002: 267) define interlingual errors as being
the result of language negative transfer, which is caused by the learner’s first language
influence. This includes phonological, grammatical (morpho-syntactic) and lexical
transfer. Cook states that

“the L1 is present in the L2 learners’ minds, whether the teacher wants it to be
there or not. The L2 knowledge that is being created in them is connected in all

sorts of ways with their L1 knowledge.”

(1991: 589)
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According to (Lott 1983 in Ellis 2000: 59) interlingual errors can be subdivided
into three categories:
a- Overextension of analogy: It is the learners’ misuse of a language as a result of its
sharing a feature in L1.
b- Transfer of structure: this concerns a phonological, lexical, grammatical, or
pragmatic feature from L1 instead of the one of L2.
c- Interlingual/ intralingual errors: this arises as a result of the absence of a particular

distinction in L1, as the case of ‘do’ and ‘make’ in Arabic language.

L.5.3. Developmental / Overgeneralization errors

They reflect the strategies by which learners acquire the language. These errors
show that learners make false hypotheses about the target language based on limited
exposure to it, i.e. the limited data they possess as a result of their limited background
knowledge of the target language and culture. These errors are common among L2
learners who, for example, produce verb forms such as ‘comed’, ‘speaked’, and ‘maked’
instead of ‘came’, ‘spoke’ and ‘made’. Such errors are a natural stage in language

learning.

I.6. Classification of errors

All learners make errors in different languages in speech and in writing, even if

it is the case of the mother tongue. Some errors have different effects on intelligibility;
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they are with little effects in the sense that they do not impede comprehension; others,
on the contrary, can bring about serious communication problems.

Errors can be classified according to vocabulary, ‘lexical errors’; pronunciation,
‘phonological errors’; grammar, ‘morpho-syntactic errors’, misunderstanding of what
the speaker’s intention or meaning, ‘interpretive errors’; or those of wrong speech,
‘pragmatic errors’.

Those experienced in the field of language teaching have always faced problems
to locate the exact error made by learners in speech and in certain written productions
such as essays. This means that an error cannot always be spotted. Hence, they are still
faced with the problem of which error to correct and how to correct it.

Errors have been examined from different sides: the source of the learners’
errors, the classification of errors, their effect on the learning process and how to treat
them. Burt and Kiparsky (1974:73) make a clear cut distinction between ‘global errors’,
which affect the overall organization of the sentence, i.e. the overall structure of the
sentence making a sentence or utterance difficult or impossible to understand, and ‘local
errors’ that affect a single element of the sentence, i.e., only a particular constituent,
thus it does not cause problems of comprehension. Global errors include incorrect word
combination in a sentence; while local errors involve word inflection and derivation as
well as the use of articles, prepositions and auxiliaries. Richards and Schmidt
(2002:226) give the following examples on both global errors and local errors:

Global error: 1) “I like take taxi but my friend said so not that we should be late for
school.” (A complete disorder of words, therefore, it would be marked as erroneous.)
Local error: 2) “If I heard from him I will let you know.” (Only ‘heard’ is unsuitable as a

verb tense, yet it does not affect meaning).
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1.7. Error categories

Language learners’ knowledge may be judged by a number and sorts of errors
they make. Those which may be regarded as the most important source of information
about the nature of their knowledge, i.e. from those errors teachers may be able to infer
the nature of their knowledge during their learning process and discover their need.

According to Corder (1973:277), errors fall into four main categories: omission
of some required elements, addition of some unnecessary or incorrect elements,

selection of incorrect elements, and misordering of elements.

1.7.1. Omission:

A learner of an L2 may omit certain linguistic forms as soon as he finds that the
way of producing them is very complex. For example, in cases of the learner who says:
“I am here since three o’clock.” does not only select the wrong grammatical item, but
also shows that he has not learned the function of the auxiliary system in English, the
rule would be:

Auxiliary + perfective + tense + since + point-of-time noun
1.e., the verb is in the perfective form when collocated with the prepositional phrase of
time: since + point-of-time. (Corder 1973: 278-279)
A learner very often makes omissions, as the case for the third person singular
morpheme —s as in “he speak” English well, the plural marker s as in “he has three

brother.” And the past tense inflection —ed is left out, as in “He help me yesterday.” In
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syntax, learners may omit certain elements which are compulsory as in “must go there?”

instead of “Must we go there?” and the definite article ‘the’ as in “I went to movies”

1.7.2. Addition:

Learners tend to add redundant elements. In phonetics and phonology, a frequent
phenomenon is referred to as “epenthesis”, Crystal (1992:123), and consists of the
insertion of an additional vowel. This epenthetic vowel which is taken from the first
language pattern can then be added to foreign words. With many learners of French and
English, for example, this sort of intrusive vowel has a vowel harmony of the learners’
mother tongue and totally affects the accent of the target language. For example,

Algerian learners tend to add the semi vowel sounds /w/ and /j/ in words like ‘bought’

/bo:t/ and ‘energy’ /enadzi/ which are pronounced as[bowt] and [ejnadzi]. Learners also

tend not to make the difference between short and long vowels as in ‘leave’ and ‘live’;
they usually pronounce both of them as /1i:v/, and mispronounce certain vowels such as
[u] for /o/ as in ‘the’ [du] for /da/

In morphology, learners tend to add the morpheme {s} of the third person
singular to the first person singular as in “I thinks” instead of “I think”, and the
morpheme {s} of plurality to the singular noun as in “The books is on the table” instead
of “The book is on the table.”

At the syntactic level, learners very often produce wrong combinations. An
example of that is the use of the article with a name, as in “The London Big Bang”
instead of “London Big Ben”. Similarly an auxiliary might be added in English as the

case of “does he can sing?”.
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At the lexical level, learners may add unnecessary words as in “I remained there

’

during two months.” instead of “I remained there for two months.’

1.7.3. Selection:

Learners make errors in pronunciation, morphology, grammar and vocabulary
because of their choice of the wrong phoneme, morpheme, structure or vocabulary item.

At the phonological level, learners often substitute a familiar phoneme from the
mother tongue for a target phoneme that is completely different and difficult to
pronounce. Some Algerian learners, for instance, pronounce /t/ for /6/. One may say
[t3:d]/ instead of /63:d/ (third), or [d] for /d/, as in [douz] instead of /douz/ (those),
because they are used to pronounce /t/ instead of /0/ and /d/ instead of /d/ in their
ordinary speech in the AA variety. This is referred to as “interlingual transfer” Ellis
(2000:51).

In morphology, learners select the wrong morphemes. For example, they may
use {est} instead of {er} in comparatives, making a sentence like “He is oldest than
me.” instead of “He is older than me.”, or they may substitute {er} by {more} in the
case of short adjectives, as in “more quick” instead of “quicker”.

In syntax, learners may select a wrong structure. One may say “I want that he
comes here.” Instead of “I want him to come here.” This sort of error may also be due to
their negative transfer.

At the lexical level, learners sometimes select words which do not convey their
intended meanings. One may say “If the sense of this word is not clear, ask a

dictionary.” Instead of “If the sense of this word is not clear, consult a dictionary.”
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1.7.4. Ordering:

In pronouncing certain words, learners may make errors by shifting the position

of certain phoneme as in pronouncing the words (constitution) /konstitju:fon/ as

/kantistju:fon/, and (facilitate) /fa’siliteit/ as /fa’sitileit/.

At the morphological level, usually there are errors of misordering bound
morphemes as in English “She’s get upping now.” instead of “She’s getting up now.”
The learner links the inflection “ing” to the particle of the two-word verb “get up”.

There are also other errors of misordering. One may say “I think he is a man
wise” instead of “I think he is a wise man.” Or “He’s a dear to me friend” instead of
“He’s a dear friend to me”. This means that the constituents of a single noun phrase are
split.

At the lexical level, words may be reversed by learners. An example of that is

the compound word “greenhouse” which becomes ‘housegreen’, or ‘bookshop’ into

‘shopbook’ and so on.

In the classification of learners’ errors, Dulay, Burt, and Krashen (1982:150)

used a surface strategy taxonomy through which they attempt to describe the learners’

€rrors categories.
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Category Description Example

Omission The absence of an item that must appear in | She sleeping.
a well-formed utterance.

Addition The presence of an item that must not | We didn’t went there.
appear in well-formed utterances

Misinformation | The use of the wrong form of the | The dog ated the
morpheme or structure. chicken.

Misorderings The incorrect placement of a morpheme or | What Kate is doing?

group of morphemes in an utterance.

Table 1.1. Surface Strategy Taxonomy of Errors

(Categories and examples taken from Dulay, Burt, and Krashen 1982)

Many erroneous sentences made by foreign language learners result in serious

ambiguity. This presents a problem of interpretation mainly for the reader or the listener

who fails to grasp what those who attempt to use the language want to say. The close

contact between languages mainly in bilingual situations leads to serious errors within

which interference and transfer occupy an immense part in the learning process. That is

why it is necessary to accurately diagnose the difficulties the learners have and the

errors they frequently make. With the results that may be obtained, it would be possible

to know precisely what the learning problems are and one can concentrate on how to

test them in order to have positive results. To reach this objective, linguists find that

error analysis is a way to study the difficulties
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I.8. Significance of learners’ errors

Error analysis is a type of linguistic analysis that focuses on learner’s
unsuccessful acquisition of language. It is the process of determining the incident,
nature, causes and consequences of error with a clear objective. It seeks suitable and
effective teaching and possible remedial measures necessary to improve foreign
language learning. In general, it is based on the analysis of learner’s errors to obtain a
better understanding of the process of second language acquisition (SLA). Corder

maintains that:

“A learner’s errors...are significant in that they provide to the researcher
evidence of how language is learned or acquired, what strategies or procedures

the learner is employing in the discovery of the language.”

(Corder,1967: 167, cited in Brown, 2000: 217)

Researchers came to realize that the errors a learner makes in constructing a new
system of language are to be analyzed and diagnosed carefully because they may
contain the keys to the understanding of the process of FL acquisition. This means that
from the study of his errors, they can be able to infer the nature of the learner’s
knowledge and discover what he has to learn. The most important aspect of errors is
that they are indispensable as a means for a learner to learn. In his article “The
Significance of Learners’ Errors”, Corder (1967: 168-169) explains the value of errors
in three different ways which can be summarised in the teacher’s awareness of the
learner’s progress, the researcher’s investigation for the strategies or procedures the

learner is employing in his discovery of the language, and finally for the learner himself
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who encounters those errors as being an important device for his progress and

development. Brown stresses on the same point when saying that:

“ The fact that learners do make errors and these errors can be observed,
analysed and classified to reveal something of the system operating within the
learner leads to a surge of learners’ errors, called ‘error analysis’.

(2000: 218)

According to Dulay and Burt (1974:129-36), errors have played an important
role in the study of language acquisition in general and in the examination of L2
acquisition in particular. Researchers see that errors contain valuable information on the
strategies learners use to acquire a language. This means that one can determine a
learners’ level of mastery of the language through those errors. According to Corder
(1967:162-169), the investigation of errors has a double purpose: it is diagnostic
because it can tell us the learner’s “état de langue” at a given point during the learning
process and prognostic because it can tell course designers to reorient language learning

materials on the basis of the learner’s current errors.

1.9. Interlanguage as “Learner Language”

The term ‘interlanguage’, adapted from Weinreich’s Language in Contact (1953)
has great impact on the field of L2 acquisition, namely on the linguistic and
psychological side of language. It attempts to explain the process of learners’ L2
acquisition by diagnosing the nature of the linguistic representation of L2 that they
form. ‘Interlanguage’ as mentioned by Ellis (2000: 33) was coined by the American

linguist Selinker (1972) who claims that L2 learners who have not become fully
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proficient form a linguistic system based on L1, but which is different from it and also
from L2. In other words, Interlanguage is neither the system of the NL nor the system
of the TL, but a system which falls between the two. It is a third code with its own
grammar, its own lexicon based on the learner’s attempts to provide order and structure
to the linguistic stimuli surrounding them. It is closely related to some types of
languages such as pidgin and creole for each having its own grammar and phonology.
Yet, what differs between them is that a learner’s interlanguage concerns only one
speaker, i.e., the learner whose system (interlanguage) changes as soon as he gains more
knowledge and becomes more proficient in the language; however, pidgin and creole
have many speakers and are developed as a group process. For Ellis (ibid) a learner’s
interlanguage is

“a unique linguistic system in which the learner constructs a system of

abstract linguistic rules which underlines comprehension and production of L2.

This system of rules is viewed as a ‘mental grammar’.”

(2000:33)

The learner’s grammar, according to him may lead to the omission,
overgeneralization and transfer errors, or to adding rules, deleting rules, and
reconstructing the whole system of L2, i.e., the learner constructs a system of abstract
linguistic rules which includes the comprehension and the production of L2. This
unique linguistic system which the learner draws is seen as evidence of learning
strategies.

The concept of interlanguage describes how L2 acquisition takes place, i.e. the
type of language produced by L2 learners who are in the process of learning a language.
Richards and Schmidt (2002: 267) explain it as a different system from both the mother

tongue and the target language, i.e., a system that has a structurally intermediate status
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between the native and the target languages (Brown 2000: 215). Ellis (1997: 34) asks
different questions to have very precise explanation of the term ‘Interlanguage’. These
questions are:

*When does input work for acquisition and when does it not?

*Why do learners sometimes employ an L1 transfer strategy and sometimes an
overgeneralization strategy?

*What makes learners’ language so variable?

*What causes learners to restructure their interlanguage?

*Why does this restructuring result in clearly identifiable sequences of acquisition?

*Why do most learners fossilize?

The interlanguage rules are claimed to be shaped by several factors, including
L1 negative transfer, strategies of L2 learning and communication, as well as

overgeneralization of the target language patterns.

1.10. Psycholinguistic Aspect of Interlanguage

Studies on interlanguage stress the linguistic and psychological aspects of L2
acquisition. The idea of ‘interlanguage’ is founded upon the assumption that an L2
learner uses a language system which is neither L1 nor L2, and thus, the rules used in
the learning process are not found in both languages. This new system which presents
an image of the learner’s strategies may include language interference, avoidance and

overuse.
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1.10.1. Language Interference / Transfer

Language interference, also known as cross-linguistic interference or transfer, is
based on the influence of the learner’s first language on the production of the target
language as a result of the similarities and the differences between the TL and the one
previously acquired (Odlin 1989: 27). Learners, particularly in the first stages of L2
acquistion, usually transfer items and structures that are different in both languages.
This may take place at the phonological, grammatical, and lexical levels. L1
phonological and orthographic processes interfere with spelling L2 words with
unfamiliar phonemes or graphemes; miscues in L2 reading can be attributed to native
syntactical knowledge; and word order variation, complex noun phrases and other
complex structural differences between languages can be misleading to the foreign
language learner.

According to behaviourists, L1 interference is the most widely recognized source of
foreign language problems as a result of the differences between the system of L1 and
L2. Lado confirms this when saying that:
“the student who comes into contact with a foreign language will find some
features of it quite easy and others extremely difficult. Those elements that are
similar to the learner’s native language will be simple for him and those that are

different will be difficult.”

(1957: 1)

Language interference is also concerned with transferability of speech acts from
one language to another and the extent to which the learner is able to apply his intuitive

knowledge of how to use his native language to the foreign language. Learners tend to
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translate in a literal word-for-word from one language into another and since not all
speech acts are directly transferable between two languages without a change of form
that goes beyond literal translation, serious errors are made in the process.

Weinreich (1953: 1) discusses how two language systems relate to each other in
the mind of the learner. His key concept is interference, defined as “those instances of
deviation from the norms of either language which occur in the speech of bilinguals as
a result of their familiarity with more than one language.” By implication, this will be
likely to produce errors which led linguists to develop ‘Contrastive Analysis’ in order to

predict learning errors by examining differences between L1 and L2.

1.10.1.1.Negative transfer

Perhaps the most known source of foreign language learning errors is that of L1
transfer (Corder 1973: 132). It refers to the errors a speaker introduces into one
language as a result of contact with mother language (Crystal 1992:180), although there
are cases where the relevant features are similar for both languages and which results in
a positive transfer. It is often assumed that most errors are derived from learner’s
negative transfer which occurs in any situation where someone has an imperfect
command of L2 language, i.e. the learner appears to accumulate structural entities of the
TL, yet demonstrates difficulty in organizing this knowledge into appropriate and
coherent structures. This would create a gap between the accumulation and the
organization of knowledge.

Not all speech acts are directly transferable from a language to another without a

change from what goes beyond literal translation; this may lead to serious
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misinterpretations among the interlocutors, mainly when the structures of the two
languages are distinctly different. In this case, one could predict a relatively high
frequency of errors to occur in L2, thus indicating an interference of L1 on L2 (Ellis

1994: 58). Lee says that:

“the prime cause, or ever the sole cause of difficulty and error in foreign
language learning is interference coming from the learner’s native language’

(1968:180)

When learning a foreign language, learners use some of the rules they have
already acquired in L1 in the production and understanding of L2. This means that they
exert some influence using L1 over L2. This influence is frequently apparent in the
errors that learners make either orally or in writing. For example, Algerian learners of

English make errors like: The man whom I spoke to him is a doctor, which has the same

form as in the Arabic /erradzulu el ladi tahaddaetu maSahulabi:b/. The learners’ L1 not

only affects L2 vocabulary and grammar but also its phonology.

1.10.1.1.1.Phonological Interference

When learning L2, the learner very often transfers the phonological system of
the source language, i.e., L1. This transfer includes .1 phonemes and their variants,
stress and rhythm patterns as well as intonation patterns and their interaction with other
phonemes. Therefore, a sound that is infringed by the learner creates a deviation leading
to a distortion in L2 pronunciation. This especially happens when L2 sounds are not part

of the sound system of L1; i.e., in the phonemic inventory of L1, and thus the difficulty
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in this case is more persistent (Lado 1957: 12). When comparing the sound system of

English with that of Portuguese, Lado (1957: 13) finds out that Portuguese does not

have phonemes similar to the English / t] , dz,0,0, h , r, j, w / asinchew,

jump, ether, either, rose, year, wet, respectively. So, Portuguese learners of English have
problems in pronouncing these sounds. Weinreich (1966: 20) notes that the majority of
French speakers substitute [t] for [d]. Similarly, Many Algerian learners find it hard to
articulate certain English sounds namely those which do not exist in Arabic. Hence,
they substitute them by the closest ones from the local stock. This substitution may
include both vowels and consonants.

The most important difference between Arabic and English in terms of vowels is
the number that each language has. Arabic has only three vowels /1/, /a/, and /u/, yet the
range of allophonic variation of each vowel phoneme is much greater in English. The

Arabic /a/ has allophones within the area limited by [e] as in [erini] (show me), [®] as in

[hae:t] (give me), [a] as in [ra:h] (he left), and [?Adraka] (he realized). /u/ has the

allophones [u] as in [burtuga:l] (oranges), and [D] as in [q01t] (I said). The [I] has the

allophone [Ij] as in [Ijtasil] (contact). However, English has 7 short vowels:
[I,e,0,2,A,0,u]. The English [I] and [u] are slightly higher than the corresponding
Arabic vowels. This may bring some difficulties to some learners who usually
pronounce the two as [I:] and [u:] as it is the case for the words 'hit' and 'would" which

are usually pronounced respectively as [hI:t] and [wu:d] and which would create

meaning differences since 'hit' is not 'heat' and ' would' is not 'wood'.
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In some cases, Algerian learners of English tend to substitute the English monophthongs

[I], [p] and [u] for some complex sounds such as [1j], [ow] and [uw]. A learner may

say [hAn]j] (honey) instead of /hAnl/, [ejnad3I] (energy) instead of /enod3I/ and

[1o wk] (Iock) instead of /1 0k /, and [duw] (do) instead of /du:/.

In case of consonants, not all of them have the same production in both Arabic
and English languages. There are some consonants in CA and in AA which do not have
their equivalents in English. English does not have / h, ¥,q , S, x, s, 7, k, d/ in its
phoneme inventory.Similarly, CA and AA do not have the English consonants / p, v,
t/ /. But this does not mean that all the learners of English fail to produce these sounds.
There are many who face no problem to articulate them in words or even in long

sentences. Here are some of the cases of the pronunciation problems encountered daily

in class.

1) The phonemes /©/ and /d/ are dental in both English and Arabic, yet some

learners of English have problems in pronouncing the two and usually substitute

the /©/by /t/ as in [t3:sti] instead /©3:sti/ (thirsty) and /d/by/d/

as in [douz] instead of /Oouz/. This creates a non-sense for some words or
changes the meaning of others. The word 'through' /©ru:/ is pronounced as
[tru:] (true) and 'thine' /dain/ as [dain] (dine).

2) In English the alveolar lateral /1/ has three realizations: the clear [1] as in late /leit/,

the dark [1] as in will [wil] and the syllabic [I] as in cattle [kAtl]. However, Arabic has

only one realization, i.e. the clear /I/ in all distributions: initially as in [lahm] (meat/,
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medially as in [jalfab] 'he plays' and [jaSmal] 'he works'. Thus, learners very often find

it difficult to pronounce the two different realizations. They make the dark [1] as in 'hell'

clear, [hel] and the syllabic [1] as in bottle [bp tl] also clear, [botol]. This substitution,

however, does not have any negative effect on meaning and on communication, in
general, yet this may indicate the identity of the speaker.

3) The absence of the post-alveolar fricative /t}/ in Arabic makes learners in some
instances substitute it by the post-alveolar fricative /J/ and therefore, a word like

3

‘watch’ /wot]/ is realized as ¢ wash’ [wp[]. This would completely change the

meaning of words and hence, bring about serious troubles in communication. In the

following two sentences:

- [dount tA]mi:] "Don't touch me." Instead of [dount tAf mi:]
- [hiz found o dAf] "He's phoned a Dutch.instead of " [hiz

found o dAtf]

The two wrongly pronounced words ‘touch’ and ‘Dutch’ respectively in the two
sentences may divert the listener’s attention towards ambiguity since /tAl/
and/ d AJ/do not exist in English.

On the other hand, consonant sequences (clusters) also present a serious obstacle
for the Algerian learners since CA has no more than two consonants either before or
after the prominent vowel (nucleus). In AA the sequence could reach 3 consonants in
words like /ndrabt/ (I was hit), i.e. CCCVCC. In English, the maximum would reach
three consonants in the onset of the syllable as in ‘spray’ /sprei/ and four consonants in

the coda as in ‘texts’ /teksts/, 1.e. CVCCCC.
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1) Algerian learners, though being accustomed to producing the sequence of CC,
have some difficulty with the English consonant clusters. CCC initially or finally is
usually reproduced as CVCC as [setrl:t] ‘street’ instead of /stri:t/ and [tekests]
instead of /teksts/. Still longer sequencers as in straight, scrambled are similarly broken
up.

2) Other sources of difficulty lie in the learners’ incorrect articulation of certain
sounds in different distributions. Fortis plosives /p,t,k/, for example, are aspirated
initially in the syllable as in [pnIn]‘pin’, [kna:d]and [tha:got] ‘target’. Learners
tend not to produce the ‘aspiration’ feature. Although it is not distinctive in English,
aspiration is a feature that helps differentiate initial fortis plosives from initial lenis
plosives. Thus, [plin [pa:k]‘park’ , (without aspiration) would sound like [b] in

[ba:k ]‘bark’ and here the problem may arise.

3) / L,r,w,j/ are devoiced after initial fortis plosives /p,t,k/. Learners usually keep the
voicing feature as if these sounds were produced in isolation. The word ‘play’ is
pronounced as [plel]instead of [plel] and ‘twice’ as [twais] instead of [twais],
etc.

4) Length in English refers to "relative durations of sounds and syllables where these
are linguistically contrastive." (Crystal 1992:197). Learners are used to add more length
to the short vowels in words like 'sit', 'book' and realize them as [si:t] and [bu:k] instead
of their correct form [sit] and [buk]. This would make things troublesome and may

negatively affect the correct senses of words, the important units in communication.
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1.10.1.1.2. Lexical Interference

In the comprehension or production of L2, lexical transfer strategy operates from
L1, the main source of learners’ problems, mainly when there is no direct
correspondence between NL and the TL words. Every word might have a variety of
senses and connotations and, thus results in different meanings. This kind of transfer
across languages is found in learners who have little exposure to, or have a limited
proficiency in L2. There are different types of lexical transfer which may occur at
word, phrase or sentence level. It can be manifested at the level of form, meaning, or

distribution.

1) Form
The form may include sound segments and stress and varies according to the
formality of situation, speed of talk, position in the sentence, etc. Lado (1959: 76) gives
the example of the English word ‘and’ which varies from three segmental phonemes
/@&nd/ through degrees of reduction, /ond/, /&n/, /on/, to one segmental phoneme, / n /.
The form may also include parts of words such as suffixes as _ (a)tion and _al in
observation and observational respectively, and which do not have their equivalence in
other languages such as Arabic or Turkish. Other lexical forms comprise patterns of

2 ¢

separate words like ‘call up” ‘to phone’ (Lado: 1957: 77) which are not permitted in

many other languages.
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2) Meaning
Meaning of words can be arranged according to the forms they attach to. Those
which attach to words as words are called lexical meanings. For instance, the form
‘house’ is a lexical meaning to ‘the building for human habitation’
Linguists study meaning and use it as a criterion to study other aspects of
language. Meaning in the context of language necessitates reference to non-linguistic
factors such as thought, knowledge, situation and intention. These factors are used in

every utterance in people’s speech or in any piece of writing. Kramsch states that:

“meaning is never achieved once and for all; it must be conquered anew in
every utterance through the verbal actions and interactions of speakers and
hearers, writers and readers.”

(1998:25)

The words people exchange in communication are associated with the situational
and cultural context in which they occur. Thus, for example an Algerian will not
understand the English tourist’s question: “ Would it bother you if I had a chat with you
for just a moment?” unless he knows English and is able to grasp the meaning of each
word of this utterance. If one or two words such as “bother” and *“chat” are not
understood, the message may not be well decoded. The foreigner’s request in which
words are related to the pragmatic context of their utterance leads, at once, the Algerian
to recognize that his interlocutor is not from his society because those non-verbal signs
he uses such as smiles, tone, and voice belong to a foreign culture which is not his.
Contextualization cues as explained by Kramsch very often evoke the cultural

background and the social expectations which are necessary to interpret speech. For her:

“The way in which people use the spoken, written or visual medium itself
creates meanings that are understandable to the group they belong to.”
(1998: 3)
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Linguists such as (Bloomfield, 1933; Lado, 1959; Fries, 1972) consider the
“word” as the basic unit of communication. They measure language learning by how
much vocabulary has been memorised. They talk about words in isolation as parts of
speech like nouns, verbs, adjectives and so on. These words have exact meaning, mainly
when used in sentences. In most languages, each word has more than one meaning in
different situations depending on the context in which it occurs and its relationship with
other words in the same sentence.

By distribution, is meant the range of positions where words or any other units
can occur. The distribution of words determines the change of sentence. In English, for
example, a noun can change into a verb or adjective according to the position it takes in
the sentence, without a change in its form. In English the word “room” which is a noun
has different meanings depending on the position it takes in the sentence. In the

sentences:

a) He wants a double room.
b) Ask room 18 if they need coffee.

¢) Move along and make room for me.

In sentence a) “room” is a division of a building separated by walls. In b) it refers to the
people in one such division of a hotel or large office building. In c) it means space for
occupying or moving in.

Lado (1957: 79) stresses the importance of the distribution of words because
each language has its own habits of restrictions in distribution. The English word

“water”, for example can be used as a noun as in ‘a glass of water’, as a verb as in
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‘water the garden’ and as a noun adjunct as in ‘water meter’; however, in other
languages this word might have only one usage, as the Spanish word “agua” which is
used only as a noun.

Because learners, especially those lacking the intuitive knowledge about L2,
tend to make up a sentence, first in L1, and then translate it word-for- word into the L2.
This means that some of the rules they already acquired in L1 in the lexical fields are
also used when dealing with L2. This would result in what is referred to as lexical
interference. Here are some cases introduced by the Algerian learners of English.

1) "My brother reads in the secondary school" instead of “My brother studies at the
secondary school”. The word 'reads' is translated from the AA word [jeqra] in [y u:ja

jeqra feli:si].

2) "I have 16.” (I'm 16.) In AA one would say [ endi seka:§ e[n§ a:m]. This means that

the equivalent of the AA [Tendi] is 'l have'. The learner, in this case has thought in AA

and made a direct translation into English.

3) "Please, remember me of the score" instead of "Please, remind me of the score" The
word ‘remember’ is an equivalent to [jatadakar]. In English 'remind’ is not the same thing.
It is 'to make someone remember'. Learners very often substitute 'remind' by 'remember’
because they think it provides the same idea.

4) "She brought twins" instead of "She gave birth to twins". In the case it is apparent

that the learner makes a word-for-word translation from AA to English. In AA this

would provide [dza:bet etwe:m].

5) "All the house left" instead of "All the family left". This sentence has its source of

thinking from the AA [ga:§ eda:r ra:hu].
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6) "He plays with money" instead of "He's very rich". In AA this would be [jalfab

bedrahem]. The learner uses his knowledge of AA to express himself in English.

The examples above show that language interference has a negative effect on FL.
acquisition. These difficulties confronted by learners in expressing themselves may
slow down the learning process and result in an undesirable behaviour that may both

decrease the learners' motivation and put another heavy burden on the teacher's efforts.

1.10.1.1.3. Grammatical Interference

The most frequent elements shared among different languages to mark
grammatical structure are word order, inflection (bound morphemes), derivation forms,
etc. with which sentences or utterances are structured in the learner’s mind.

In the process of L2 learning, at any given point in the development of a
learner’s Interlanguage (IL), the learner develops a kind of grammar which might be
identical to the one of L1. As the distribution of words is not in the same way for all
languages, i.e., word structure does not occur in the same environment, the L1
grammatical structures tend to be transferred to L2. The learner tends to transfer the
sentence forms, modification devices, the number, gender, and case patterns of his
native language (Lado 1957: 58). Here are some examples of grammatical transfer the

Algerian learners of English very often make:

1) "The trousers the new" instead of "The new trousers". This sentence is derived from

the AA [eserwe:lezdi:d ]. In AA and CA the article is doubled on the qualifier of the
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noun (adjective) which is often placed after the noun. In English the adjective is used
before the noun.
2) "Today the see calm" instead of "today the sea is calm". The omission of the linking

verb 'is' in the first sentence. The noun phrase existing in AA: [elju:m elbhar zi:n] or

CA: [eljawma elbahru d3zami:lun] does not need a 'verb' to make a complete sense. In

this case, the learner's sentence is implicitly taken from AA or CA.

3) " He's big than me." instead of "He's older than me." The AA [kbi:r] is 'big' in
English, yet it does not provide the same sense as 'old'. There is also the absence of the
inflection 'er' which marks comparison. This indicates that the speaker thinks and
expresses in his mother tongue.

4) "I'm speaking, no?" instead of "Don't interrupt me!" This sentence has also its

derivation from the AA [ra:ni nehdar la ].

1.10.1.2. Positive Transfer

Linguists consider Positive transfer as an important part of L2 learning. It helps
learners acquire knowledge more easily and function effectively in situations where
they could solve the problems they have never seen before. This means that learners
relate what they already know of their L1 to what they discover in L2. In this case, the
learners’ L1 can facilitate L2 acquisition, mainly if the two languages resemble each

other. Ellis maintains that:

“If the two languages were identical learning could take place easily
through ‘Positive Transfer’ of the native language pattern”

(2000:300)
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Learners develop their learning of L2 if they use it correctly. This may happen if
the features of L1 correspond to L2 features. In this case, the similarity in features can
be a facilitative effect to the acquisition of L2. Lado (1957: 82/83) restricts the term
similar to the items that would function as 'same' in both languages in ordinary use
although complete sameness may not exist in language behaviour. The similarities,
according to him can be classified into "relatively small number of subgroups or
patterns of correspondence”. As an example, he mentions the correspondence between
English _tion and Spanish _cion. Other similarities can be spotted in both form and
meaning as in the English and French words hotel/hotel, hospital/hdpital,
calendar/calendrier, and may also cover the whole distribution of words in sentences as
n:

English (1): She has sent the letter by post
French (1): Elle a envoyé la lettre par post.
English (2): That is the man who I met yesterday.

French (2): C'est 'homme que j'ai rencontré hier.

The following table on the next page presents different types of transfer, as adapted

from Schunk (2004, p. 220)
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Type Characteristics

Near Overlap between situations, original and transfer contexts
are similar.

Far Little overlap between situations, original and transfer
settings are dissimilar

Positive What is learned in one context enhances learning in a
different setting. (+)

Negative What is learned in one context hinders or delays learning in
a different setting. (+)

Vertical Knowledge of a previous topic is essential to acquire new
knowledge. (++)

Horizontal Knowledge of a previous topic is not essential but helpful
to learn a new topic. (++)

Literal Intact knowledge transfers to new task

Figural Use some aspect of general knowledge to think or learn
about a problem

Low Road Transfer of well-established skills in almost automatic
fashion.

High Road Transfer involves abstraction so conscious formulations of

connections between contexts.

High Road/Forward

Reaching

Abstracting situations from a learning context to a potential

transfer context.

High Road/Backward

Reaching

Abstracting in the transfer context features of a previous

situation where new skills and knowledge were learned.

Table 1.2. : Different types of transfer (Schunk 2004, p. 220)

77
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1.10.2.Avoidance

Avoidance is a tendency for learners to avoid those aspects of production that
they consider as a problem. This happens especially when certain features of L1 are
different from those of L2. Thus, a learner very often tries to avoid a difficult word or
structure and uses a simpler one instead. This phenomenon in L2 learning is termed
‘avoidance behaviour’ (Schachter 1974). Richards and Schmidt (2002: 44) give the
example of the learner who is not sure of the use of the relative clause in English.
Instead of using the relative pronoun ‘where’ in the complex sentence “That’s the
building where I live.” He simply cuts this sentence in two simple sentences: “That’s my
building. I live there.”

Avoidance behaviour has a direct influence on L2 performance. It may be
employed at different levels: grammatical, lexical and phonological levels. Learners
may leave out a necessary item so as not to run the risk of choosing the wrong one.
Schachter (1974) in Robinett & Schachter (1986: 358-359) conducted a study on the
number of errors made by some non-native speakers of English. The four language
groups he chooses include Arab, Persian, Chinese and Japanese learners. The item
under study is ‘relative clause production’. The investigation reveals that Chinese and
Japanese learners make fewer errors in the use of ‘relative clauses’ than do Persian and
Arab learners. Yet, this might be because the number of relative clauses they use is
smaller than the ones used by Persian and Arab learners. The difficulty they encounter
as a result of the different ways the clauses are structured in both Chinese and Japanese
makes them adopt the avoidance strategies as a sole resort to avoid possible errors.

Schachter puts the stress on this point saying that:
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“It is plausible and I think correct to suppose that they produce fewer relative
clauses in English because they are trying to avoid them, and that they only produce
them in English when they are relatively sure that they are correct, which would also
account for the extremely small number of errors they make.

(1974: 359)

Accordingly, one may conclude that avoidance behaviour results from various

causes related to the similarities and the differences between the L1 and L2.

1.10.3.0veruse

Overuse or ‘over-indulgence’ (Levenston 1971) is one of the learning strategies
used in L2 acquisition. The learner uses the forms he knows rather than trying out the
ones he is not sure of. This strategy which may be concomitant of ‘avoidance’ includes
‘overgeneralization type of intralingual processes. Ellis (2000: 305) mentions the
learner’s overgeneralization of the regular past tense inflection to the irregular verbs in
L2 English as the case of “costed” instead of “cost”. Overuse for him can also appear as
a result of the learner’s transfer from L1; very often a consequence of the avoidance or

underproduction of some difficult structures.

1.10.4. Fossilization

Fossilization is a term that refers to a permanent obstruction of progress in the

process of L2 acquisition. It is considered as a natural stage for many learners to go

through despite all efforts for a better learning. It includes those items, rules and sub-
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systems that L2 learners tend to retain in their interlanguage relative to a particular L2
regardless of the age of the learner and the kind of instructions and explanations he
receives in the TL (Selinker 1972: 215).

The phenomenon of fossilization, following a period where learning takes place,
is most saliently manifested phonologically, syntactically and lexically in the speech of
even those who have learnt an L2 quite well. For Selinker (1972: 212), the majority of
L2 learners cannot overcome interlanguage fossilization, i.e., the number of L2 learners
who are considered to develop the different language skills in the same way as the
natives do is considered to be very small. This means that it is extremely rare for
learners of L2 to achieve full native-like competence. Some examples of fossilization

might include the following:

In syntax: - one may say:
‘I no understand good’ instead of ‘I do not understand well’
In morphology: - one may miss the inflections of words as in:
‘She dance’ instead of ‘she dances’

In phonology: - there might be a substitution of one sound by another as in the example

of the French learners of English who use the uvular [J]instead of the post alveolar /1r/.

Thus they may say: [Jed]instead of /red/

These errors and others seem to resist whatever the number of years spent in L2
learning. Learners may continue to make progress in certain areas of study, yet return
again to the same errors. Many advanced learners of English, for instance, could

communicate with great skills and make only few errors; however, they still do not
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master the past perfect tense of the English verb, or know the difference between the
gerund and the present participle...etc.

Some linguists argue that native-like performance in L2 is not possible in a
certain level of proficiency, and fossilization phenomenon could be a result of a learning
environment that is far from being suitable to the conditions needed to the learning

process.

Conclusion:

In the first chapter, some theoretical concepts in foreign language learning are
presented so as to shed light on the notion of ‘error’. These linguistic approaches are
contrastive analysis, and error analysis. Contrastive analysis covers different parts of
language: phonology, morphology and syntax. Some examples of contrast are dealt with
to demonstrate the differences that may exist between two or more languages. Error
analysis is defined as a technique for identifying, classifying, and systematically
interpreting the unacceptable form produced by the learner of a foreign language, using
any of the principles and procedures provided by linguistics.

Errors in foreign language learning, especially in English are the cases which are
difficult enough to avoid. Many aspects of language lead learners to commit errors.
Some of these aspects, discussed in this chapter, are interference, overgeneralization,
induced errors, and interlanguage strategies of learning like, avoidance, overuse and
fossilization. These strategies, according to different linguists, have a negative influence
on L2. Thus, and for a better understanding of the process of FL acquisition, contrastive

analysis and error analysis approaches are seen as suitable means for identifying and
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determining the kind of incident, nature, cause, and consequence of these errors so as to
seek the possible remedial measures necessary to improve L2 learning.

Despite the negative reaction of several analysts who mark some opposing views on
CA and EA, these two approaches remain very important in the study of errors, since
language teaching has found answers to many issues from the application of both

approaches.
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Chapter II: Arabic Versus English Morphology:
Illustration and Comparison
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II.1. Arabic and English Languages
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I1.3.1.4.1. Nominative Case
I1.3.1.4.2. Accusative Case
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I1.3.1.5.1. Noun/Verb Agreement

I1.3.1.5.2. Noun/Adjective Agreement
I1.3.1.5.3. Noun/Pronoun Agreement
I1.3.1.6. Similarities and Difference
I1.3.2. Verb
I1.3.2.1. Tense
I1.3.2.2. Voice
11.3.2.3. Mood
I1.3.2.4. Person
11.3.2.4.1.Case
I1.3.2.4.1. Nominative Case
11.3.2.4.2. Possessive Case
I1.3.2.4.3. Objective Case
11.3.2.4.2. Number
I11.3.2.4.3. Gender

I1.3.2.5. Similarities and Differences

I1.3.3. Particle

I1.3.3.1. Adverb

I1.3.3.2. Preposition

I1.3.3.3. Conjunction

I1.3.3.4. Interjection

I1.3.3.5. Similarities and Differences
Conclusion

84



“The most effective materials are those that are based upon a
scientific description of the language to be learned, carefully compared
with a parallel description of the native language of the learner.”

Fries (1945: 9)

Introduction

Most linguists, (Lado, 1957; Benathy, Trager and Waddle,
1966 & Fries 1972) agree on the fact that the most suitable
language teaching material is based on a contrast of the two
linguistic systems of L1 and L2. This may include the study of the
vocabulary, grammatical, or phonological systems or sub-systems
of both languages. The identification of the linguistic differences
through a careful comparison of learners’ L1 and L2 might lead to
a diagnostic analysis of the possible difficulties that learners
might encounter in L2 learning situations and predict the kind of
errors which appear so regularly in their output.

The contrastive analysis hypothesis claims that the problems
of any foreign language acquisition are due to the differences that
exist between the learner’s L1 and L2. A big number of learners
tend to repeat the same linguistic errors in their work. Those
errors, for the strong version of this hypothesis, appear as a result
of learners’ L1 negative transfer, i.e., learners apply their L1
linguistic rules when learning L2.

The main task of contrastive analysis is to compare the
structure of both languages including their linguistic systems to
diagnose where the differences may lay so that L2 teachers and
foreign language syllabus designers could focus on the content
where languages differ, and wuse the adequate methods of

reinforcement as a remedy to the produced errors.
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Chapter two 1is meant to describe Arabic and English
morphological systems in order to identify the similarities and
differences between them. The process of comparing the two
systems involves the analysis and descriptions of the elements of
morphology: the inflection, derivation and compounding of the
different parts of speech. These descriptions cover the form,

meaning and distribution of morphemes.

II.1. Arabic and English languages

Arabic and English belong to two different language families.
They are not cognate, i.e., genetically related. While Arabic is a
member of the Semitic language family, English descends from the
Indo-European language family. Arabic is written from right to left
with a cursive style and joined letters; while English is written the
opposite way. Besides, the most important difference lies in the
way these languages are written, i.e. each one has its own script
characters. Phonologically, they vary extensively not only in the
range of the used sounds, but also in the importance of vowels and
consonants in expressing meaning. English has 20 vowels and 24
consonants; yet Arabic counts 6 vowels: 3 short vowels and 3 long
vowels and 28 consonants in its phonemic inventory. Short vowels
have different allophones depending on the preceding consonants.
Their diacritics can be summarized in a) elidable Hamza 3 )«a'
'daasll/hamzatu al-wasl/, b) 'aa3dli'/al-fatha/ ' ' /a/, 's_~S1) '/kasra/

"o/, 'daunll '/al-dama/ '

5

'/u/, /?a-ssuku:n/ 'gsSxdl'(zero
vowel), represented by the sign /%/ put at the end of the word,and

/?af-fedda/ / 7 3331' ‘gemination’, to put the stress on the

pronunciation of certain sounds, mainly in the middle of words.
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Classical Arabic (CA) ' saaadll dgayall /?2al-
Garabija?alfusha/is the official language of all Arab countries. It
became one of the world’s main literary languages with the
expansion of Islam. It is the language of Arabic literature and
publications as well as the formal mass media such as radio,
television and newspapers in all Arab states.

In Algeria, classical Arabic exists alongside with various
spoken dialects such as Algerian Arabic variety ‘Arabic descended
dialect” and Berber. These varieties vary from region to region,
from east to west and from north to south, and are used by most of
the Algerians in their day-to-day needs.

English is becoming a worldwide language. Besides being the
mother tongue of more than “365 million” people around the globe
(Wikipedia 2015:1), it is described as the first global lingua
franca, the common medium used in the whole world for general
communication. It is also used by “510 million” people as a first or
second foreign language nearly in all regions of the world. It is the
official language wused 1in different institutions to promote
international relations, worldwide Dbusiness, scientific and
technical research, since it is well equipped to handle the concepts
and terms of modern sciences and technologies. Most of the
world’s literatures are first published in this language and readily
available in nearly all libraries.

In Algeria, the study of English has become compulsory for
all learners without exception. Its integration in the curriculum has
helped to increase the number of its users who have become aware
of the importance of this language so as to comply with the
changes taking place in all domains of life. However, English
language teaching, according to some educators, has not brought

many successful results. On the contrary, most of Algerian learners
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still face problems and the time they devote for the study is not

enough. This makes Laraba believes that:

“a great majority of Algerian students learning English as a foreign
language are fairly poor manipulators of English both orally and its written
form. Of course there are some brilliant exceptions among under graduates
and younger teachers.”

(1988: 79)

To overcome the difficulties which hinder the efforts made by
teachers as well as learners, different programmes have been
administered in the Algerian educational system so far and various
syllabi have been designed for all levels. This is supposed to bring
about positive changes in the learners’ performance in speaking
and writing in this language.

At university level, Algerian learners of English face the task
of mastering content area in scientific subjects such as
mathematics, physics, technical sciences, social sciences and
business where most of the world’s scientific literatures are
written in English. Thus, learning English can help students deal
successfully with their academic demands and perform well in their
disciplines. Learners then are required to produce specific writing
genres such as essays, summaries and research papers. However,
experiences have always proven that a number of Algerian learners
count many problems in their writings. They not only fail to create
correct sentences in isolation, but also cannot arrange them to
become texts. The main reason behind the problem may lie in the
different grammatical elements of Arabic and English. This may
include their word-formation and sentence structure.

To diagnose learners’ deficiencies in writing, a comparison
of Arabic and English grammars is under study, so as to identify

the similarities and differences, which can be either a source of
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ease or difficulty in EL learning. The present chapter, as already
been mentioned, is devoted to the first part which exposes a

comparison of English and Arabic morphology.

II.2. Arabic versus English Morphology: Illustration and

Comparison

Morphology is the sub-field of grammar which deals with the
formation and alteration of words. It examines how linguistic units
such as words and their subpart morphemes (affixes: prefixes
infixes and suffixes) combine. For example, why, in English,
‘walk+ed’ 1is acceptable, yet ‘ed+walk’ is not, while in other
languages such affixes can be found wholly inside the stems they
attach to. In general, morphology is the inflection and derivation
of words.

Arabic and English are not cognate languages, i.e.,
genetically related. They are considerably different especially in
classes that are characterized by inflectional affixes. Inflection is
a change in the form and shape of words to indicate certain
grammatical relationship such as gender, number, case, tense,
voice, mood, aspect, transitivity and comparison. This is done by
joining a grammatical category to its beginning or end. Parts of
speech such as nouns, verbs, adjectives and adverbs may be

identified by the inflection they undergo.
I1.3. parts of Speech

In grammar, parts of speech which are referred to as ‘lexical
categories’, ‘grammatical categories’ or ‘word classes’ are

linguistic categories of words. In English, like in Arabic, there are

eight parts of speech: noun 'sx¥!' /?a-lism/, pronoun 'ziesall' /Pa-
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dami:r/, adjective 'diall' /Pa-gifa/, verb 'dasll'  /?a-1fiql/,
adverb '<,Lhll'/?a-darf/, preposition 'La <b,a'  /harf dzary
conjunction '<ike 313i'/Pada:t Sakf/, interjection 'wa=x3 3lal' /Pada:t

taGadzub/.

II1.3.1.Nouns

Nouns are inflected for:
a) gender 'waall' /Pa-1zins/(masculine or feminine)
b) determination '<s1,231)" /Pa-taSGri:f/ (definite or indefinite)
c) number '22211' /?al-Gadad/ (singular, dual or plural)

d) case '4llall' /Pal-ha:la/ (nominative, genitive, or accusative).

First, nouns are normally in their simple form. For example,
'alzs'/muQalim/ ‘teacher’ would be declined as /mu%alimun/
(nominative singular indefinite), and then gets the definite article
/?al/ to have the word /?al-muSalimu/ 'esl2«ll'(nominative singular
definite). The same case 1s for the feminine noun
'ialas'/muSGalima/‘female teacher’ which would be declined to
'ﬂf\kh-«'/mu(lalimatun/, (nominative singular indefinite), and then to
the word 'iAJaAJ\'/al—mu(Ialimatu/, and so on.

In English, the inflection of nouns 1is referred to as
declension. Nouns are inflected for number to express the plural
form. Thus, the word ‘car’ can stand alone for singular, yet it
becomes plural when the suffix “s” is added to it. Other nouns are

b

inflected by bound morphemes such as ‘es’ and ‘ies’, as in ‘boxes’

and ‘activities’ respectively.
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I1.3.1.1. Gender

In Arabic, gender is masculine or feminine. If the noun is
animate, then gender would correspond to natural sex; thus 'g2!'
/ibn/ ‘son’ and 'Glaea' /hisa:n/ ‘horse’ are masculine, yet '©3:'/bint/
‘daughter’ and 'v=_4'/faras/ ‘mare’ are feminine. There are cases

where the feminine is marked by the feminine suffix '/a/, as in

')is'/baqara/ ‘cow’ or the full form /atun/, as in '3,3:'/baqaratun/.

For inanimate nouns, the feminine also has a feminine suffix

as the case of 'l th'/La:wila/, or '41sth'/La:wilatun/, ‘table’, while
the masculine noun is marked with or without suffix. For example:
the word '@22' /bayt/ ‘house’ can either stand without a suffix, the
case when it is not followed by any vowel, and is ended with a sort
of ending vowel called '0sS=1) '/esuku:n/; or with the suffix /un/ as
in 'Y /darSun/ ‘lesson’.

In English, gender is a set of class, or set of classes which do
not always refer to sexual gender. It governs the forms of nouns,
verbs, pronouns, adjectives and articles. For the third person
singular, gender is indicated in the masculine ‘he’, the feminine
‘she’ and the neuter ‘it’. These personal pronouns may refer to
nonhuman such as a ‘ship’ and ‘dog’ which are indicated by ‘she’
and ‘he’ respectively. However, the word ‘baby’ takes the pronoun
‘it which also refers to things like ‘beauty’, ‘bus’ and ‘world’.
The other pronouns ‘I, you, we, they’ are unmarked for gender.

In Arabic the neuter gender does not exist, it is often
substituted by the third person ‘he’ or ‘she’. The Arabic learner of

English would err when he substitutes ‘she’ and ‘he’ for ‘it’, as in:

A) I cannot carry this bag; she is too heavy.

B) A lion is a wild animal; he is very dangerous.
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I1.3.1.2. Determination

In Arabic determination concerns nouns with or without a

definite article and covers the following points:

1) The noun is definite if it is preceded by a definite article

marked with the suffix 'd!'/?al/, as in:
')«8.d)" /Pal-qamaru/ ‘the moon’.

2) The noun can be modified by a following definite noun in the
genitive, as in ' 2881l Gaa'/baytu alfaqi:ri/ ‘the poor’s house’. In
case of Arabic, the modified noun does not take the article 'Jd!
‘the’, contrary to English where both nouns are preceded by ‘the’.
Thus, the Algerian learner would omit the definite article ‘The’

before the word ‘house’ in the following sentence:

‘The house of the poor’
'/Jaﬁéj\ :"_1:\_.1'
baytu alfaqi:ri

House of the poor

I1.3.1.3. Number

In Arabic number distinguishes different nouns based on
number '22211'/al-Gadad/. Nouns are singular '2)8«'"/mufrad/, dual

's33«' /mubBanna/ that consists of “two persons or items”, or plural

'#«a' /dzamG/ “more than two.” The unmarked form is singular as
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in: '3 ,s5.a'/Su:ratun/ ‘a picture’. The dual is marked by the suffix /-
a:ni/ as in:'oliy =" /So:rata:ni/ two pictures’. The plural number is
indicated in two ways: for masculine, the suffixation /-u:n/ as in
'Osdilw' /sa:?iqu:n/  ‘drivers’ , and /-a:t/ suffixation for the
feminine, as in: '&lel2s'/muSalima:tun/. Other noun plural forms
can be:

1) constructed from the singular noun itself by adding the internal

vowel change ' "' /u/. These plural nouns are referred to as ‘broken

plurals’' )2xS3l) aea'/dzamC§ atakSi:r/. For example:

"'oY /dars/  ‘lesson’ 'dizax' /madi :na/ ‘town’

'wsod'/durus/ ‘lessons’ 'Ud<' /mudun/ ‘towns’

2) constructed by adding several phonemes to the singular noun.
For example:
'4ni\8'/qa:?ima/ ‘a list” 'slwa'/hamme:m/ ‘a bath’

‘a3l 58" /qawa:?im/ ‘lists’ 'Glelea'/hama:me:t/ ‘baths’

The nouns above are formed in the same way as the English

irregular nouns. Example of the English plural nouns patterns are:

foot / feet 'a2d' /qadam/ 'a)281' /2agde:m/

leaf / leaves 'd3,5s'/waraqa/ 'G'osl' /2awre:q/

In English, there are two forms: singular and plural. The
singular form indicates one person, thing or animal, yet the plural
form denotes two or more. Nouns, pronouns, verbs are marked for
number; conversely, adjectives and the definite articles are not.

Thus, we say
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a book / a man (sing. nouns)

e two books / three men (pl. nouns) (books & men are marked
for number)

e alongriver / long rivers

e three red balls (the adjective ‘red’ is not marked for number)

In the present tense, if the noun is singular, the verb takes the
suffix-s, or its variants (es, ies, ...) and if the verb is plural, the
verb takes no suffix. Verbs in the past tense do not have singular

or plural forms.

I1.3.1.4. Case

Case is a grammatical category used in the analysis of word
classes (or their associated phrases) to identify the syntactic
relationship between words in a sentence, through such contrasts as
nominative, accusative, etc. (Crystal 1991: 47) 1i.e., the
relationship of a noun, pronoun, or adjective to other words in a
grammatical construction shown by word order in sentences.

For Arabic nouns, there are three cases:

I11.3.1.4.1. Nominative case (g8 <!l )/al-marfu:¢/,
(the raised): for definite singular nouns and broken plurals, it is

2

marked as a " /-u/ 'dwuxll'/Paddamma/, while /?adama/+/nunation

/-un/ for indefinite nouns.

'Olaall' /Pal-hiSa:nu/ ‘the horse'

'Oleaa' /hiSa:nun/ ‘horse’
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The dual and regular masculine and feminine plural are formed by
adding /- @:ni/, /te:ni/ and /-u:na/, /-&:tu/ to the noun

respectively.

"Olie¥'/1e:Cibe:ni/ ‘two players’ (definite/indefinite)
"Olislze'/muGalimatz:ni/ ‘the two teachers’ (def./indef.)
"Os:e¥'/le:Gibu:na/ ‘players’ (def./indef.)

'Glalasdl'/Pal-mufalime:tu/ ‘the teachers’ (definite only)

Note: The regular feminine plural in the indefinite is formed by
adding /-=z:tun/ to the mnoun, as in '&lalas'/ muSalime:tun/

‘teachers’

I1.3.1.4.2. Accusative case(<ws=isll)/al-manSu:b/
(the erected): for singular nouns and broken plurals, its mark is an '
"' /-a/ '4aisd)'/fatha/ for the definite or /fatha/+nunation '&)' /-an/

for the indefinite.

's y23.dl' /Pal-mudi:rata/ ‘the headmaster’

| 523»'"/mudi:ran/ ‘headmaster’

The dual and regular masculine plural are formed by adding the

suffix /-ajn(i)/ and /-i:n(a)/

"Gl yaall' /Pal-mudariszjni/ ‘the two teachers’

"Oemoaadl' /Pal-mudarisi:na/ ‘the teachers’

The regular feminine plural is formed by adding /-«:ti/ in the

definite and /-=t(in) in the indefinite form.
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'aluixadl'/?al-muyanije:ti/ ‘the singers’

'Glaizae' /muyanijz:tin/ ‘singers’

I1.3.1.4.3. Genitive case /?al-madzgru:r/ (Usoa=l))

(the dragged): definite singular nouns and broken plurals are
marked by a 's_,=S' /kaSra/ /i/, while indefinite nouns are marked by
/kaSra/+nunation /-in/.

'aw8ll' /Pal-qismi/ ‘the classroom’

'alw3YI' /Pal-aqs@:mi/ ‘the classrooms/
'axd'/qismin/ ‘a classroom’ 'alwEl'  /Paqsz:min/ ‘classrooms’
The dual and regular masculine plural are formed by adding the
suffixes /-&jn(i)/ and /-i:n(a)/ respectively.

'0228l8" /ke:tibajn(i)/ ‘two writers’

"O25l80 /Pal-ke:tibi:n(a)/ ‘writers’

The dual and regular feminine plural is formed by adding /-tejn(i)/
and /-z:t(in)/ respectively.
'oliyilk' /haziratejn(i)/ ‘two planes’

'al )itk /Eaz?ira:t(in)/ ‘planes’

I1.3.1.5.Case Inflection

In English, cases of inflectional morphemes are called
‘declensions’ for nouns and pronouns, ‘conjugation’ for verbs, and
‘comparison’ for adjectives. In CA spoken form most final short
vowels and those followed by a nunation suffix /—n/ are unreleased;
thus most case endings are not pronounced at all, word order alone

is sufficient to indicate syntactic function. For example:
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"daadl ) A jaall Ciaald
‘The nurse went to work’

dahabat(i) | Palmumarida(tu)] ?ila] ?alSamal(i)

(She) went] the nurse to work

The final vowel /i/ in /dahabati/, the suffix /tu/ in /almumaridatu/
and the final vowel /i/ in /?alS%amali/ take most of the time pausal
forms in spoken Arabic, yet this has no effect on meaning. In
English, as stated before, there is no case inflection of singular
nouns as well as verbs which remain in the past with all personal

pronouns.

I1.3.1.5.1. Noun/Verb Agreement

In CA, there are two different rules of agreement which
correspond to both human and non-human nouns. That is to say,
verbs, adjectives and pronouns agree with the nouns they refer to
in person, number and gender, as well as for attributive adjectives,

in their definiteness. In the sentence:

"gial Ha 3 yaraall Alakl) Gy Sy
‘The young girl got on her bicycle’

rekibat ak-Liflatu | as-savi:ratu |dara:dzataha:

She got on the girl the young bicycle her

CA verb '@S,'/rekibat/ ‘got on’, the noun 3_22all /as-savi:ratu/,
and the pronoun suffix 'a/ha:/ are all third person feminine
singular, agreeing with the noun /ak-Liflatu/ ‘the girl’ which is
third person, feminine, singular, definite. The combination of

words and the word formation in CA (pronoun as a suffix with the
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noun in one word /dara:dzataha:/) and English (separate noun and
pronoun ‘her bicycle’) are different.
In CA, if the noun refers to a plural, the plural form is modified by

a plural adjective, pronoun, and verb. For example:

'O2 s Jlae p!
‘They are good workers’
hum |Summa:l dzajidi:n

they | workers] good

In the example above, the plural form of nouns is correct, yet there
are cases where the adjective is made plural, especially if the noun
it modifies 1s plural, in the same way Arabic nouns and adjectives
are inflected for gender and number. Thus, instead of ‘good
workers’, the phrase ‘goods workers’ is often found in learners’
written works.

All other plural inanimate nouns take feminine singular
agreement. This is referred to as “deflected agreement” applies to
all agreement contexts, i.e. those of verbs, adjectives or pronouns.

1) U s @laliiedl e 202l S )L

‘Several organizations participated in ’

Ja:raket GalGadi:d] mina | almunadame:t]fi...
(She) participated | several | from |organizations [in ...
2) '.”‘;A :*\73.173_31::]\ AL

‘The natural resources are...’

al-mawea:rid ak-Labi:Gia] hija

the resources | the natural she
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Because many plural nouns take feminine singular agreement in
CA, the learner will automatically apply the same agreement of the
different parts of the sentence for the new structure in

English.(“hadarat / She participated”, “hija/she”).

I1.3.1.5.2. Noun/Adjective Agreement

Adjectives in Arabic are usually placed after the noun they
modify, and therefore, they agree with their corresponding nouns
in gender, number, case and state. There are some adjectives which
are formed by a suffix added to a noun to give an adjective
meaning. This derivational process involves specific
transformation applied to a root or a word of a specific form. There

is also what is referred to as '4:w3ill' /nisba/ /ij/ as in the adjective

'¢sall'/dzawij/ ‘concerning the weather’, from the noun 'sa' /dzaw/
‘weather’, or the adjective '=is3' /tu:nesi/ ‘Tunisian’ from the

noun 'wis3' /tu:nes/ ‘Tunis’.

el alel ay 4s)
‘He likes folk songs’
inahu: Jjuhibbul ?ava:ni| af-Jalbij
(He) likes songs folk

Adjectives are inflected for degree. A good example of their
inflection is the comparative and the superlative forms of these
adjectives. The comparatives usually are indefinite; while the
superlatives are definite. A suffix can be added to an adjective to
form another adjective as in the case of the comparative and
superlative forms where ' I ' /?a/ and 'Y)' /?al-?a/ are added as
prefixes to the adjectives. The adjective 'L,2S' /kabi:run/ ‘big’ will

be inflected to 'L:SI' /?akbar/ ‘bigger’, then to ',2S¥!' /the biggest/
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in the superlative form. The following variants may illustrate this
point:
1)Adjective (big)
'Ha28 J e 12a!
‘This is a big house’

This house big

haa:(")al?al—manzilu kabi:run
2)Comparative (1)
a8 J 3Ll s
‘This is a bigger house’
he:da
This

?al-manzilu ?akbar

house bigger
3) Comparative (2)
EAR] (= J.}Si d).u\“ Jaa’
‘This house is bigger than that one’
hz:0a | ?al-manzilu?|] akbar min da:lika

This house bigger |from that

4) The superlative
'8V g Jaal) 1aal
'"This house is the biggest’
he:0a
This

huwa ?al?akbar

(he)

?al-manzilu

house

the biggest

The four examples above demonstrate that comparative and
superlative of adjectives cause certain problems to learners,
especially when inflected to express degree. The incorrect word

order (“the house big / bigger”, “he the biggest”) and the wrong
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use of certain words (‘from’ instead of ‘than’) are typically

transferred from learner’s L1.

I1.3.1.5.3. Noun/Pronoun Agreement

Pronouns show distinctions of person, number and gender,
and are always indefinite. In Arabic, there are cases where
pronouns can be:

(1) Independent used as subject or predicate in equational

sentences as shown in the examples below:

1) 2)
A PN e il el o'
I am a teacher Where are you from?
?ana muSalimun min | ?ajna | ?anta?
I(am) | teacher from|] where] you?

(2) Suffixes take the function of objects of verbs or prepositions,

or possessors of nouns. For example:

1) 'Jdall 8 ke JAN 2) Qzua lalae !
‘He entered his house at night’ ‘Her work is difficult’
dayala bajtahu fi | ?Palajli Yamaluha:] saGbun
(He) entered | his house | in | night her work | difficult

(3) The independent pronoun is sometimes used to provide
emphasis, as in:
rtadl o) sa L'
‘What is your name?’
me:huwa | ?ismuka Panta?

What (is) | your name | you?
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Learners wusually displace prepositions to the beginning in
equational sentences (“from where” /min ?ajna/), and locate the
pronoun at the end (“where you” /?ajna ?anta/). They also incline
to place the pronoun after the noun (“your name you” / ?ismuka
?anta) and make disturbances in sentence word-distribution. They
also substitute the preposition ‘at’ by ‘in’ , as in: ‘in night’

instead of ‘at night’

(4) Demonstrative pronouns '3,l3Y! slasi*/Pasme:?u Pal-?ifa:rati/ .
Unlike in English, demonstrative pronouns in Arabic have a
different form for singular, dual, and plural. They change to agree
with the gender or the noun. They also indicate relative nearness or
remoteness in space or time: ''34' /hz:da/; 's3a'/he:dihi/ “this”
'dAly'/de:lika/; '&lit /tilka/ “that”. The dual forms 'o'd3a' /he:d®:ni/
(masculine) and 'o\lila' /he:te:ni/ (feminine) are represented by the
English plural “these”, while the plural '¢¥34' /ha:?ulz:i/(both
feminine & masculine) and 'l /Pule:?ika/ (no gender
distinction) find their equivalence in the English plural “those”.

Examples of demonstrative pronouns can be as follows:

1)"’d;)“ Sl O 2)'&\..'4).“4 Bj.u_'d\ Y S
‘Who is that man?’ ‘Those women are nurses’

men| dz:lika | ar-radzulu? |he:ule:i]| 2anniswatu ] mumarida:t

Who that man? Those women nurses

Demonstrative pronouns ‘this’ and ‘that’; ‘these’ and ‘those’
are equivalent in their distribution in both English and Arabic;
although Arabic demonstratives are greater than those of English.
Thus, the Arabic speaker might produce the same word order
except for his missing or wrong use of certain prepositions (as

shown in the examples above).
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(5) Reflexive pronouns: In both Arabic and English, a reflexive
pronoun is a pronoun that is preceded by the noun or pronoun to
which it refers, i.e., its antecedent, within the same clause. In
Arabic, reflexive pronoun is expressed by one and only one word;
it is 'wesil)' /nafs/ (one-self), for all personal pronouns with a
change in word suffixation to indicate either the singular form or
plurality. Similarly, in English, the word ‘self’ which is preceded
by the possessive pronoun keeps either the singular form ‘self’ or
takes the plural form ‘selves’. Because of these similarities,
correct word-combinations are made by Arab learners of English.
For example:
1)'31 5al) L8 lewds GI) @k
‘She looked at herself in the mirror’
nadarat ilaf nafsiha:]fi Jalmir?e:t

She looked] at Jherself Jin Jthe mirror

2)' 518N WAAT Liawssl Gas !
‘We ourselves took the decision’
nahnu | ?enfusana | ?itayadna | ?alqara:r

We ourselves took the decision

In case of reflexive pronouns, words are correctly distributed
in the sentences of both Arabic and English; hence no serious

errors can be made.

(6) Relative pronouns in English link two clauses in a single
complex sentence. They substitute nouns. These nouns may be
subjects or objects. The same pronouns can be used for singular,
dual or plural forms. In Arabic, a relative pronoun is referred to as

'J goa gwll awil' /ism Pal-mawsu:l/ (a noun of the connected), and has
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the characteristics of a noun, namely gender, number and
grammatical case. Relative pronouns such as 'g3dl' /?al-l=di:/
(masculine), '3 /?al-leti:/ (feminine)can be used for both human
and nonhumans, contrary to English which uses ‘who’ for humans
and ‘which’ for nonhumans. Moreover, the singular, the dual and
the plural forms have different relative pronouns in Arabic. The

table below illustrates the point.

Gender Singular Dual Plural English

Masculine | ?al-1=0i: | ?al-l&da:ni (subject) | ?al-ladi:na Who

@3 olal G231l

Pal-ledaini (object)

Oﬁhjj\
Feminine Pal-leti: ?al-late:ni (subject) Pal-lae:ti Who
&3 olall &3O
Pal-lateini (object) Pal-le:i
Saill) RN

Pal-lawe:ti

3 511

Table I1.1. Arabic subject/object relative pronouns

These relative pronouns can be somewhat used in the same way as
those of English, yet sometimes they change in form to suit the

antecedent. For example:

1) 'Caak ‘5_.\.3.51.“ Lﬁ.ﬁ“ dai
‘The man who helped me is a doctor’

?ar-radzulu | al-ledi

The man who doctor

se:%adani Labi:bun
helped me
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2)'43 580 311 GUEST) s 13a)
‘This is the book which I bought’
al-kita:bu al—lae(‘)i:l iftaraitahu

the book

hzda
This

huwa

he which |I bought him

In cases of relative pronouns, learners tend to add a
separation subject pronoun and also an attached object pronoun
after the verb. The linking verb ‘to be’ is most of the time unused.
(7) Interrogative pronouns: In Arabic interrogative pronouns which
are used to form questions about any details, are all indefinite.
Like in English, these pronouns are placed initially in sentences.
Except for the pronoun 'Gi' /aj-ju:/ (which) with the suffix /u:/, all
other pronouns do not show any case inflection, and are used in a
similar way to the English interrogative particles. They also do not

change for different genders or numbers.

1) '$slaall L8 Jaxd 13la 2) ' GaEsll Ga g

‘What do you do in life?’ ‘Whom did you meet?’
ma:da:| taGmal |fi |?alhaja:t? maQa men iltaqaita
What | (you)do in| life? With who(m)] you meet?

It might be clear that the initial position of English interrogative
pronoun is displaced and put after the preposition in the same way
it is structured in Arabic. In this case of interrogative sentences
learners very often do not consider the use of auxiliaries such as

“do” (in example:1), and “did” (in example:2).

(8) Numerals (Cardinal numbers) 's2e¥V /?al-?aSde:d/: they are
sub-class of nouns in Arabic. Numerals and nouns share the same
inflection. The numbering system of Arabic is different from the

one of English, and this would create certain problems to the Arab
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learners of English, especially with plurality of nouns. After the
numerals 3 to 10, Arabic language uses a plural noun, yet it uses
the singular after any numeral larger than ten, and for one hundred,

one thousand and one million.

1) 1 i€ Haaw ! 2)  'wliS jae AR
Seven books Thirteen books
sabGatu] kutub OalaOata Safara |kite:b
Seven books Thirteen book

In counting items in Arabic, separate rules are obtained for the
stated numerals. This would result in interference. In such
constructions, Arabic learners of English tend to say “three
hundred book” which results from their direct translation of

'l3S A3lkiNE/Qala:0u mi?ati kitae:b/.

(9) Verbal Nouns: 'dlai¥) ¢leni' | In English as well as in Arabic,
they express the underlying notion of a verb and include both
infinitives and gerunds, as in the case of ‘to agree  and
‘agreeying’  which means '43d) .1)' /al-muwafaqatu/, with no
plural form in both Arabic and English, since it is an abstract
word. However, certain problems sometimes occur when Arabic

learners try to expand the verbal noun to a phrase.

1)':*‘31.:\”\ u._d.kﬁfg ‘._5..."2:.4“ !

‘Walking requires diligence’

?al-mafj| jatakalab] ?al-lija:qatu

Walking | requires | diligence
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‘John’ s laughing in class causedhim punishment’

dahik John fi] al-qism} sebaba] lahu fuqu:batun

laughing John | in | class caused | to him| punishment

In example two, the incorrect inversion of the verbal adjective
‘laughing’ with the omission of the genitive ( ‘s ) shows
clearly that Arab learners of English usually have deficiencies with
the English verbal nouns especially when they are used in

pOSSCSSiVC casc.

I1.3.1.6. Similarities and Differences

Grammatical ‘Gender’ in Arabic requires that nouns and
adjectives should be inflected to indicate whether they are
masculine, feminine, or neuter. This inflection does not exist in
English which uses some lexical items instead for gender purpose.
Male and female pairs of words such as man/woman; boy/girl are
marked for sex rather than gender (see Palmer 1971: 189). This
means that the features belonging to such common nouns are
lexical features denoting sex and not grammatical features denoting
gender. There are cases where suffixes such as -ess are used to
make male-female distinction as in waiter/waitress; yet these
suffixes are considered as a case of derivation and not a
grammatical gender. The occurrence of gender classes in Arabic is
an obligatory choice compared to English where there is no choice.
Arabic requires a choice with every noun, adjective, verb and
demonstrative pronoun. Many nouns in Arabic have a personal dual

gender. For example:
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'al2s' /muSalim/ (masc.) '4«las' /muGalima/ (fem.) ‘teacher’

'aadb' /Eabi:b/ (masc.) '4:::k' /kabiba/ (fem.) ‘doctor’

Contrary to Arabic which has the definite article 'd!'" ‘?al’ |,
and the indefinite article maked by no article morpheme but by

pause form (0233310 3,S3), English has two articles: the definite

b

article ‘the’ and the indefinite articles ‘a and ‘an’ . This

means that there is no Arabic equivalent to the English ‘a’ and

‘an’ . The ‘boy’ in English would have the Arabic equivalent

'alsli/?al-waladu/; whereas; ‘a boy  is to be translated as '3l
/waladun/. Similar to the English definite article ‘the’ , the
Arabic definite article 'd!" ‘?al-’ can be used for both countable

>

and uncountable nouns. However, the indefinite articles ‘a and
‘an’  which are used only with countable nouns have their
equivalent Arabic indefiniteness by deleting the article'd) ‘?al-
from the noun. Unlike in English, this indefiniteness would

cover both countable and uncountable nouns. For example:

English: a radio (count. n.)
water (uncount. n.)
Arabic: '«lif'/kita:bun/ ‘book’ (count. n.)

'5%ls' /me:?un/ ‘water’ (uncount. n.)

Arabic  ‘number’ '2321' has three features including the
singular, dual and plural forms; whereas English has only the
singular and plural forms, and does not make any special
designation for the dual form which is represented by the plural
form instead. In Arabic, nouns, adjectives, verbs, pronouns
whether demonstrative or relative are marked for number and in all

cases they show number agreement. Singular subjects take singular
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verbs; dual subjects take dual verbs and plural subjects take plural
verbs. Similarly, in English, nouns, pronouns, verbs and
demonstratives are marked for number; however, and contrary to
Arabic, adjectives and the indefinite articles are not.

Arabic exhibits vigorous ‘case’ and mood inflection, yet
this case contains only three features compared to English. These
features which include six noun/adjective declensions (endings) are
the nominative case, the accusative case, and the genitive case; all
these cases are indicated byword-ending, as in:
)ﬁda/BﬁJA/WJﬁJA/gaJA/bﬁdﬂﬂ(/nludi:L/nludi:rgg/nludi:rgg/nludi:rlg/alnlu
di:ru/) ‘headmaster’ , and vary according to Arabic gender and
number. Conversely, in English, the five features including the
nominative, accusative, dative, genitive, and vocative do not have
their case-ending and are indicated only by grammatical relation,
i.e., placement of words in a sentence. This could be explained in
the following examples:

- Nominative case: ‘The baby’ in ‘The baby cries’ (Case of
subject of a finite verb)

- Accusative case: ‘the baby’ in ‘She carries the baby’ (Case
of direct object), or ‘the baby’ in ‘She looked at the baby’
(Case of object of the preposition).

- Dative case: ‘the baby’ in ‘She gave milk to the baby’
(Case of the indirect object)

- Genitive case: ‘the baby’ in ‘The baby’ s clothes’ (case
denoting the possessor or owner)

- Vocative case: ‘baby’ in ‘Come in, baby  (case denoting the
person being called).

In the subjective case, nouns and pronouns are used as
subjects of the verb and nominative complement. In the accusative
case, nouns and pronouns function as objects of verbs and of the

preposition.

109



I1.3.2. Verb

The Arabic verb system 'J=ill' /?al-fiSlu/ is very complicated
compared to others in languages such as English. Verbs in Arabic
are based on a root made up of three or four consonants, along with
changing vowels in between to communicate the basic meaning of
the verb. The affixes (prefixes and suffixes) added to the verb
specify grammatical functions such as tense, person, number and
gender, in addition to changes in meaning of the verb that embody
grammatical concepts such as tense (perfect or imperfect); mood

(indicative, subjunctive, imperative), and voice (active or passive).

11.3.2.1. Tense

There are two tenses in Arabic: the perfect 'e-alwll' which

denotes completed action in the past is inflected by means of

suffixes:
‘They married’

N9->5)i /tezewadzu:/

The imperfect tense 'g la=asll' /Palmuda:ri§/ (non- past time)

which is paralleled to the English ‘present’ is inflected by means of

suffixes and prefixes:

‘He eats a lot’

" 7238 JShy /jaPkulu k®0i:ren/

There is no future tense corresponding to the time-tense relation
for present and past. The future tense is rendered by adding an
initial future particle /s/ (w#) as in : /sajuwa:diru/ (u2la2w) | or

(oalzy Gasw) /sawfa juwa:diru/ ‘he’ll leave’.
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The imperfect/perfect tense aspect prefix and suffix have

different variants. Their distributions are shown on this table:

Pronoun English Imperfect English |Perfect English

’ana I ?aktubu write katabtu wrote
Ll Luskd Caa3s

?anta You (male) taktubu write katabtu wrote
sl o83 &aass

Panti You (female) |taktubi:na write katabti wrote
ol (322383 JEFRIS

Pantuma: | You (dual taktuba:ni write katabtuma: |wrote
Lass ] Male) Olaass L3338

Pronoun English Imperfect English | Perfect English

Pantuma: You (dual | taktubna write katabtuna wrote
Laodis] female) (2383 03038

Huwa He jaktubu writes kataba wrote
‘3 LSy Qs

Hija She taktubu writes katabat wrote
oA Ca3ss &aal

Nahnu we naktubu write katabna wrote
Gad ik 13,38

Pronoun English Imperfect English | Perfect English

huma: They (dual | taktuba: write katabata: wrote
L female) 15383 13238

Hum They aktubu:na write katabu: wrote
a8 (male/female) 02585 ) 5238

Hunna They (female) | jaktubna write katabna wrote
BE 02383 B

Table I1.2. Standard Arabic imperfect/perfect tense aspect prefix

and suffix
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In Arabic, the imperfect time describes a current state or
circumstance. The following are some of the actions that it
denotes.

1- Habitual action:
'Sl bsadan e sale A
‘He usually gets up early’
huwalSe@:datan fma] jastajqidu ba:kiran

He [Jusually / J (he) gets up | early

2- Continuous action:

'

‘L‘Lﬂ‘htéjj\ e aa 4a) !

‘He’sstudying maths’
?inahu | jadrusu Pal-rija:dija:t
He

studies maths

3- General state:

"aaa Kaja];.’a}“ Graady !

‘He speaks English well’

JatahadaOuy ?al-?ingli:ziatup d3ajidan
He speaks English well

4- Prediction about future (usually with the prefix /sa-/ ()

N2e Halaaw!

‘He is leaving tomorrow’
sejura:diru yadan

He is leaning tomorrow

112



In English and in the present simple, only the third person
singular is marked for tense by adding the suffix which

corresponds to the verb as in:

He plays chess {-s "}~ she carries a heavy bag {ies } , he
boxes well {—es } , etc.

In the past simple the verb has two forms: regular and irregular.

The regular form ends with the suffix {-ed } as in ‘arrived’.

The verb suffix {—ed} is pronounced [ t] after a voiceless
consonant as in ‘talked’ . The suffix {-ed} is pronounced [ d]
after voiced consonants as in ‘cleaned’, and it is pronounced

[-id] after the alveolar plosives /t/ or /d/ as in ‘shouted’. The

irregular verb takes different forms in the past. While some verbs

keep the same form of the present as the verb ‘hit’, some form their

past by changing the internal vowel, the case of the verbs

‘give’(gave), ‘see’ (saw), ‘dream’ (dreamt).
11.3.2.2. Voice

In both Arabic and English active 'asl2asll 32all" /Pal-mabni:
lilma Glu:m/ and passive 'Jseaell s«11"/?al-mabni:
lilmadzhu:1/voice are merely two forms of the same verb. In the
active form, the verb is the agent, i.e., performer of the act; and in
the passive form, the subject is the recipient of the action. In
English, voice is shown by the use of the auxiliary verb and the
past participle of the verb followed by the rest of the sentence.

In Arabic, the passive voice is indicated by internal vowel
change immediately after the initial consonant in the verb; it is the

" "' /2u/ vowel used in all tenses. For example the verb '« =
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‘daraba’ (hit), in the past, would have the following transformation

from active to passive:

Past simple

Active form:'s 81 215l & yla

‘The boy hit the ball’
?al-kuratu

the ball

darabal] ?al-waladu

hit

the boy
Passive form:'slsl) <,k e 5,80 G yla!

‘The ball was hit by the boy’

min karafi] ?al-waladi

by

?al-kuratu

the ball

duribat

was hit

the boy

In the present, a passive tense-aspect prefix is added to the
third person, masculine or feminine singular or plural base form.
This includes the '&' /t/, 's'/j/ + /u/ as in:

1) 'a2illy 5,800 &)uni' /tudrabu ?al-kuratu bi ?al-qadami/ ‘the ball
is hit by foot’ '3,811'/?al-kuratu/ (singular feminine)
2) 'Sy e GQilsal) Jeal' /tuhmalu ?al-haqa:?ibu Sala ?al-katifi/

the bags are carriedon shoulders’ /?al-haqa:?ibu/(plural

feminine)

3) ool eledl & 3% '/jufrabu Pal-ma:?u ba:riden/‘water is drunk
cold’ . /?al-ma:?u/ (singular masculine)

4) 'oawdl QY Lagealll 3Ash '/ju?yadu Pal-losu:s Pila Pesidzgni/

‘thieves are taken to jail’/?al-losu:s/ (plural masculine)

The examples above show that in Arabic passive sentences start

with verbs; in English they are initiated with nouns or pronouns.
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The active and passive forms in Arabic are virtually identical,
differing only in short vowels. The passive voice is used less

frequently in Arabic writing than in English, and hardly at all in

every day speech. This would be the cause of learners’ wrong

passive sentence constructions.
I1.3.2.3. Mood

Grammatical mood is a feature of verbs in which verbal
inflections are used to allow speakers to express their attitude
toward what they are saying.The usage of verbal inflections
functions with pronominal pronouns which denote number, gender,
and case, and therefore constitute an inseparable part of the verb.

Arabic has five moods: indicative (<25«1)) /?almufabat/,
subjunctive (< sw—iell) /2almansu:b/ , imperative (UL=Y)) /2al-?amr/,

jussive (ps)a=ll ) /?al-madzzu:m/and energetic (2:533ll) /Patawki:d/.

a) Indicative asserts facts. It is marked by the suffix /-u/ as in:

'

"eool Ll /Pana: ?adrusu/ ‘I study’. This suffix has two variants:
'O/-na/ as in 'Osw a3 a3 /Pantum tadrusu:na/ ‘you study’ , and o'
1

'/-ni/ as in Olayaz lea' /huma: jadruse:ni/ ‘they study’.For

example:

UG sa3Sy Aadhall s T8 eaall !
‘The lecturer reads and the students write’

al-mudarisu | jaqra?u] wa | akkalabatu jaktubu:na

The lecturer reads and | the students write
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In English, verbs are marked for the indicative mood in the
present third person singular by adding the suffix /-s/, /-es/, /-ies/
as in: he ‘speaks’, she ‘hurries’. However, verbs in the past tense
form are not marked for the indicative form as in: he ‘went’, she

‘arrived’, etc. For example:

1) ‘She carries a bag on her shoulder’

" g2438 ‘515 408 Juad!
tahmilu haqibatun | Qala| katifejha:

She carries | a bag on her shoulders

2) He arrived late to the station

';\..LAAJ\ (5“ \J$i§.‘\ d.\.a‘j !

wasala muta?ayiran| ila | ?al-mahatati

He arrived late to the station

b) Subjunctive ‘wsw=isll’denotes an action without regard to

completion. It makes no assertion of fact. In Arabic, the verb in its
imperfect aspect ‘g_laaxll' /al-muda:riS/ has a subjunctive form

called ‘<«s=isll'/al-mansu:b/. The subjunctive is signaled by the

inflection ' /-a/ instead of ' "' /-u/ of the indicative form. Verbs

which have ' ' /-a/ in the indicative lose it in the subjunctive.

In Arabic, whether it is in the perfective or imperfective form, the

subjunctive is used in that-clauses after Arabic 'ol' /?an/(that) in

the same way for both tenses. For example:

1 'Q3si of 22,0 /?uri:du ?an aktuba/ ‘I want to write’

%) 'eifi ol wayi/?aradtu ?an aktuba/ ‘I wanted to write’
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Similarly, the English subjunctive is used in the same way for
both tenses in that-clauses after verbs and adjectives such as:

require, demand, insist, propose, necessary, etc. for example:

1) ‘It is required that they go to the bank early.’

2) ‘It was required that they go to the bank early.’

' '

Dalag o 200
He wants to leave
Juri:du? | an | juxa:dira

He wants| to leave

Sometimes, subjunctive form brings about some confusionto Arabic

learners of English. For example:

‘T want him to read and them to listen’

'ad | gaansy Ols sa /i)i_) RIS

?uridu | ?an | jaqra?a |jhuwa |wa | ?an | jasmaGu: hum
I want Jthat | he reads | he Jand | that Jthey listen |they
In Arabic, imperfect verbs takes the suffix ' ' /-a/ ‘dx3alV

instead of the indicative ' ' /-u/ 'ds.all'when preceded by the

particles /?iden/ ‘G2) ‘thus’, 'eSI' /likej/‘so that’ 'od" /len/

.
'

o)

'

‘won’t’, /?an/ ‘that’. The subjunctive is used in that-
clauses 'ol'/?an/ as in "< 22 Ol 232" /juri:du ?an jaSrifa/ ‘He wants

to know’. For example:

1o lall) ‘)...'433 uj'

‘She will not attend the meeting’
len tahdura ?al-liga:?u

will not] (she) attend| the meeting
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No suffix is added to the English verb. The subjunctive is used in
that clauses after verbs such as suggest, insist, demand, require...,
or adjectives like essential, necessary, etc. This means that there is
no agreement between the subject and the verb in all persons.

Sometimes, the modal ‘should’ is added to the verb. For example:

‘He suggests that she go by bus’

! XJ_B.L;JLJ_ O ds U‘ CJ3§=’ !

jaqtarihu an | tadhaba] bi | ?al-ha:filati

(He) suggests] that | (she)go | by | bus

The subjunctive is also used when an unreal meaning is expressed.

It is used in conditional clauses after ‘if’ and ‘wish’. For example:

‘I wish I were among the group in London’

‘He looked at me as if he were my boss’

c) The imperative ',«¥)’ /?al-?amr/ makes direct positive or
negative command to a second person whether singular, dual or
plural. It may also signal permission, prohibition, or any other
kind of exhortation. In Arabic, imperative verbs are imperfective
and denote both present and future tenses. Verbs in this category
are usually directed towards second person, (3f) 'wa3)' /?idhab/
(you) go, (w3if) 'GiL8)' /Rigra?i:/ (you/female) ‘read’, 'lalal'
/?adjlisa:/ (you dual) ‘sit’ . It is formed by adding the prefix /?a-
/, /?u-/ or /?i-/, initial /?alif'<li'/ to the base form of the imperfect
verb with an internal vowel change. In the negative form the

particle /lz:/ '¥' is put initially in the sentence. For example:
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la323 ©a3)” / 2idhab baSi:dan / ‘go away’

de jws @swi ¥'/1a: tasu:qua bi surSatin/ ‘don’ t drive fast’

There is also what is called the ‘indirect command’ and ‘negative
imperative’ in which the verb starts with the prefix 'Jd" /li-/ and
"Y' /lz:/ successively. This is also referred to as ‘the jussive’ mood

‘a3552«1"" which is inflected like the subjunctive except that the ' '/-

a/ of the subjunctive is dropped. For example:

1)'JLL£“ ibaa ‘51;\ L.JA.J}.;'

‘Let’s go to the train-station’
Linadhaba P?ila] mahatati] ?al-qika:r

let’s go to | station train

2)'ee jolai Y
‘Don’t leave tomorrow’

le: tuya:dir yadan

not leave tomorrow

In English, the imperative uses simply the bare infinitive
form of the verb which corresponds to the second personal

pronoun. The subject of the sentence is usually understood as
‘you’, except in case when it is used with ‘let’s, which implies first
person ‘plural’. For example:
1) ‘Open the window, please’
'Aliad (e 3381311 maal!

Iftah |7a-na:fidata | min fadlika

Open the window please
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2)'Let’s leave now’

linuya:dira

let's leave

oV alasl

now

7al-7a:na

The following table illustrates Arabic verb used in different moods:

/Kataba/ '@iS'""He wrote’ /jaktubu/ '«iSy'""He writes’
Perfect Imperfect action
action e slaall
'gualadl! Indicative | Subjunctive Imperative
Singular 1 katabtu ?aktubu ?aktuba /
2"¢ M. |katabta taktubu taktuba ?uktub
2" F. |katabti taktubi:na taktubi ?uktubi:
3" M. |kataba jaktubu jaktuba /
3" F. |katabat taktubu taktuba /
2" M.
pual 2" F. | katabtuma: taktub®:ni taktuba: ?uktuba:
3" M. |kataba: jaktub®:n1 |jaktuba: /
3" F. |katabata: taktuba:ni |taktuba: /
1 katabna: naktubu naktuba: /
2" M. |katabtum taktubu:na |taktubu: Puktubu:
Plural
2"" F. |katabtuna taktubna taktubna ?uktubna
3" M | katabu: jaktubu:na |jaktubu: /
3" F. |katabna jaktubna jaktubna /

Table I1.3. Sample Arabic verb paradigm
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11.3.2.4.Person

There are twelve personal pronouns 'dlaisdl ilewall'/7?a-

dama:?ir 7al-mutasila/ in Arabic. They are called separate personal
pronouns. They function as subjects and belong to the category of
nouns; thus, everything applies to nouns will apply to them. The
first person falls in a paradigm of 2 persons: /?ana:/‘3I’‘I’ and
/mahnu/ ‘0a3’*we’. The second person falls into 5 persons: /7anta/
‘@il”you’ (male), /?anti/ ‘@3, ‘you’ (female), /?antuma:/ ‘1331 'you
dual’ (male/female), /?antum/ &‘a331"'you’ (plural), /?antuna/
*0i31'you’ (plural). The third person comprises 5 persons: /huwa/
‘5a’'he’ (male), /hija/ ‘4’'she’ (female), /huma:/ ‘\xa’'they’ (dual
male/female), /hum/‘?2’‘they’ (plural male), /huna/ ‘% oa''they’

(plural female). The dual pronouns ‘\»3il’/?antuma:/ ‘you’, and ‘laa

/huma:/ are shared by both masculine and feminine. Also the first

person pronouns ‘\3’/?ana:/‘I’ and ‘&a3’ /nahnu/ ‘we’ are used by

both genders.

I111.3.2.4.1.Case

Case is a grammatical category that reflects the function of
nouns or pronouns in different phrases, sentences or clauses. In
Arabic and English, nouns and pronouns and their modifiers are
inflected according to the case they are in, i.e., whether they are

used as subject or object, etc.
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111.3.2.4.1.1.Nominative Case

Except for equational (verbless) sentences where the subject
is compulsory to be mentioned, personal pronoun subject in Arabic
is usually dropped. The pronominal suffixes in the nominative case
may be attached to the imperfect (present tense) verbs, which are
prefixes and suffixes as opposed to the perfect (past tense) verbs

which are only suffixes:

(1) Imperfect tense:

1)':\.:14:1.)L“ (:_934“ u.u)di'
‘I study natural science’

7adrusu | 7al-Sulu:ma | 7akktabi:fTija

I study science natural

2) "3.:1..1_):.“ QLAJS;\.S lagal
‘You (dual) speak Arabic’

7antuma: | tatakalama:ni Jal-Sarabijata

You speak Arabic

(2) Perfect tense:

1) 0aoalie Lla s
‘We arrived late’

wasalna: mutatayiri:na

We arrived late
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2) 'diall L& GS,lE Ba
‘They (female pl.) participated in the ceremony’

huna Je:rekna: fi al-hafli

They | participated | in the ceremony

11.3.2.4.1.2.Possessive Case

Possessive pronouns '4:S8lall ile.n' /dama:?ir?al-milkija/ are
14 and are referred to as attached personal pronouns. i.e., they do
not appear as separate words. They are attached to nouns, verbs or

particles by means of pronominal suffixes at the end, as in
/Kite:bi:/ ‘38'my  book’, /kitz:buka/ ‘&liS"your  book’,
/kite:buhu/ ‘42\iS’‘his book’, /kite:buha:/ ‘1%2li8‘her book’, etc. the

pronominal suffixes "»&' /kuma:/ ‘yours’ and '\x3' /huma:/ ‘theirs’

are shared by masculine and feminine duals; whereas, '}3' /kum/

‘yours’ and '0S' /kuna/ are shared by masculine and feminine

plurals respectively.

11.3.2.4.1.3.0bjective Case

Object pronouns ‘Jszisll )ilasn’/dama:?ir al-maffu:l/ come after

verbsand appear as suffixes at the end of these verbs. They refer to the
affected part of the verb ‘object’, as in ‘w31’ /?@rini:/ ‘show me”,

‘agideln’ /s@:Tadtuhum/ ‘T helped them’. Nearly the same forms are used
for both the possessive and object pronouns, i.e., in terms of suffixes,
except for ‘sSl«’/milki:/ ‘my’ and ‘Wi’ /ana/ ‘me’ which appear

differently.

123



Person Subject Possessive pronoun Object pronoun
Jaaaall pronoun Aa8)ad) Hilaaa Js2dal) Hilasa
Jelill ilawa
1" p. sing. Ll /?ana:/ | glee '¢' /Samali:/ ‘¢’ @ieelw helpme
‘T my work /se:Sidni:/
2" p. sing. <l /?anta/ | dlee 'd' /Samaluka/ ' daslul help you
masculine ‘you’ your work /?usa:Siduka/
2" p. sing. | e /7anti/ | dias'd' /Samaluki/ l el
feminine ‘you’ your work helpyou/?usz:Siduki/
3" p. sing. | s4 /huwa/ ‘he’ 's'  alee /Samaluhu/ ‘o” eaelu  help him
masculine his work /sz:Sidhu/
3" p. sing. | /hija/ | \glae'la' /Samaluha:/ laselu'la’  help her
feminine “she’ her work /se:Sidha:/
2" p. Dual | i /?antuma:/ | l«Slae'\LS" /Samalakuma/ laSaelul'las' help you
Mas./fem. ‘you’ your work /?usz:Sidkuma:/
1°" p. Plural o3 /nahnu/ | Yee '\3' /Samaluna:/ Lisaelas 'L help us
masc./fem. | our work /sz:Sidu:na:/
we

2" p. pl. assl /?7antum/ | pSlee'>8" /Samalukum/ pSaslul oSt help you
masculine ‘you’ your work /?usz:Sidukum/
2" p. pl. 033! 0Slae 'S /Samalakuna/ oSaelul'oSt help you
Feminine /?antuna/ ‘you’ yourwork /?usa:Tidkuna/
3 p. pl. 'w2" /hum/ | iietaa' /Samaluhum/ p23elui'an’ help them
masculine ‘they’ their work /Tusa:Tiduhum/
3" p. pl. 'o4'/huna/ LY o223 lw'ya' help them
feminine ‘they! U¢d«e/Samalahuna/Theirwork | /?us«:Tidhuna/

Table I1I.4. Sample Arabic pronoun paradigm
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These pronouns make the paradigms of two forms: nominative
and accusative, one pronominal prefix form and three pronominal
suffix forms (nominative, accusative and genitive. The pronominal
suffix is added to verbs in the perfect tense, while it is combined
with a pronominal prefix in the imperfect tense.

English personal pronouns are seven in number. Each of them

occurs in a paradigm of four forms: personal nominative (I, you,
he, she ...), personal accusative (me, you, him, them ...),
determiner possessive (my, her, their ...), and nominal possessive
(mine, his, ours ...). Pronouns also include reflexive pronouns

(myself, himself, themselves ...)

One important point which would make the difference
between Arabic and English is that separate subject pronouns in
Arabic can be omitted completely from sentences in different
situations. This is due to the nominal declensions of verbs which
make it clear who the subject is. Those declensions are themselves
subject pronouns. For example:

Either 1) /?ana: ?aSmalu fi al-duke:n/ 'olSall i Jasi Wi ]

work in the store.’

Or 2) /7aSmalu fi al-duka:n/ '0lSall 8 Jeel' ‘I work in the
store.” The omission of /?ana: "iI'/ ‘I’ is replaced by the declension

/-u/ in /?7aSmalu/ 'U«=i'. The omission of Arabic personal pronouns
may result in the omission of the English personal pronouns in

learners' different writings. For example:

1) da8al) A i
‘T want the truth’

(?ana:) | ?uri:du ?7a-haqi:qata
(D want the truth
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2) 1A i al
‘Where shall we go?’

7ajna | sanadhab

Where] shall (we) go?

In Arabic, verbs are inflected by the use of suffixes in the perfect
tense, as the case of /katabtu/ '&@a3S "I wrote’, /katabta/ 'S

‘you wrote’ (see table: 02 p 27)

11.3.2.4.2.Number

Arabic includesthree kinds of subject pronouns: singular
(gﬁ‘yﬁ“ﬂ-‘i‘\ii), /?ana:/, /?anta/, /huwa/, /hija/; dual (et cladilcad),
/nahnu/, /?antuma:/, /huma:/ and plural (Qi‘ei‘of‘ii‘e:’ii‘oAi), /nahnu/,

/Tantum/, /Tantuna/, /hum/, /huna/. Verbs are marked for number. They
are conjugated in terms of two paradigms: perfective and imperfective,
i.e. past or non-past; active and passive voice; and four moods in the
imperfective (indicative, imperative, subjunctive and jussive). The

perfective aspect is formed using suffixes that combine person, number

and gender in a single morpheme as in: \%338' '\Lisl /?antuma:

katabtuma:/, ‘you wrote’ (male/female dual); while the imperfective

aspect is constructed using a combination of prefixes and suffixes, as

in: 'Olasy Oa' /huna jadyulna/ ‘they enter’(female plural).

1) Perfect tense:

Jon/laa ' Ga Hlas /) 5JAs / DAsE,a])

‘They entered the house’
huma:/hum/huna] dayala:/ dayalu:/ dayalna Jal-bajta

They entered the house
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2) Imperfect tense:

Joa/lan ' Ha HIANE /1 slAay /oAy &5

‘They enter the house’
huma:/hum/hunaj(ta/ja)dyula:ni/ jadyulu:/tadyulna §l-bajta

They enter the house

English pronoun ‘they’ stands for both dual and plural Arabic pronouns.

In English first person pronouns are singular in number (I, me,
my, mine, myself) and are used by the speaker to refer to himself. The
first person plural (we, our, ours, us, ourselves) are used to refer to
people associated in a particular action. The second person pronoun
(you, your, yours, you, yourself/ yourselves) has the same forms for
both the singular and plural number and addressed to whom one talks
to. The third person singular (he, him, his, his, himself/ she, her, her,
hers, herself/ it, it, its, its, itself), and plural (they, them, their, theirs,
themselves) refer to people or things other than the speaker or writer
and persons addressed. Unlike first person and second person pronouns,

third person singular pronouns are marked for gender.

1) ‘I study history’
'é,})\ﬂ“ u.n_)di il

7ana:

adrusu I?attae:ri:x

I study history

2)'3.:;,3‘)“ ;\.j‘..u‘) d.o;i'
< . b
She carries an urgent message

tahmilu

sari:‘IatunI risz:latun

She carries urgent message
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11.3.2.4.3.Gender

Like nouns, all Arabic pronouns carry grammatical gender,

whether they refer to persons, animate or inanimate objects. The
first person, whether singular or plural, "t /?ana:/ ‘T,
'0ai'/nahnu/‘we’denotes both sex. One can say: 'as Wi' /?ana:

2
[

waladun/ ‘I'm a boy’ (for masculine), or ' &is WY /?ana: bintun/ ‘I

am a girl’ (for feminine). The second and the third person

differentiate gender in singular and plural. One may say:

2

& Giaad dgeli @il /7anta tilmi:@un nadji:bun/ ‘you’re a good

'

2

pupil’(masculine), or 'Zdaad  D3dels @l /?anti tilmi:datun

nadji:batun/ ‘you’re a good pupil’ (feminine). In the dual, there is

only a single form for both the second and the third person: '\=iil’
/Tantuma:/ ‘you/dual’ (masc. & fem.), and '\«a' /huma:/ ‘they’
(mas. & fem.). one may say: 'Olelas LZ330' /?antuma: muSalima:ni/
‘you’re teachers’ (masculine), 'olislaa Laasl! /7antuma:
muSalimate:ni/ ‘you’re teachers’ (feminine). The pronoun 'sil'
/Tantum/ ‘you/plural’ is used for masculine only, as in: SRR pial!

/?antum Lalabatun/ ‘you’re students’; while '033l' /?antuna/

‘You/plural’ is used for feminine, as in:
'alilll Gisl' /?antunata:liba:tun/. The pronoun 's4' /huwa/ ‘he’,
for example corresponds to 'daJ'"a man’; while the pronoun ' a'

/hija/ ‘she’ refers to 'si,«)""a woman’. The two pronouns can also be

used for inanimate objects where the relationship between gender
and object is arbitrary; thus, we refer to 'e~_,S'""chair’ as 's2''he’
(masculine), yet to 'dlslk'table’ as '#''she’ (feminine). The

pronoun 's2' /hum/ ‘they / plural’ corresponds to masculine, as in:
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'Osoliea U2V 22" /hum le:Tibu:na mumte:zu:na/ ‘they’re excellent

'

players; whereas, the pronoun 'O#' /huna/ ‘they/plural’ denotes
feminine sex, as in '&)3lises SlieY (a' /huna le:Sibz:t mumte:ze:t/

‘they’re excellent players.

In English first and second pronouns there is no change of

form to indicate gender. The pronouns ‘I, we, you, etc., are of
masculine or feminine gender according to what they refer to. One

may say:

I am john. I work in a hospital (masculine)
I am Jane. I work as a nurse (feminine)
You are a good student. You work very hard (masculine)

You are a good student. You work very hard (feminine)

The third person includes different pronouns in singular
number for different genders: ‘he, she’ to indicate whether the
person spoken about is male or female and ‘it’ for neuter. The
pronoun ‘it’ is very often used for objects and animals and is
usually used to substitute the word ‘baby’ in the sentence ‘the baby

is crying’. In the plural form the pronoun ‘they’ remains the same

for whatever gender is, i.e., masculine or feminine.

II1.3.2.5.Similarities and differences

In Arabic there is a single present simple tense, as compared

to English which has both the simple and continuous forms.

Besides, Arabic has no verb to ‘be’, nor has it an auxiliary ‘do’,
which both exist in English; instead, personal pronouns are used to

compose a sentence. However; the present simple is used in a similar

129



way for both languages when it deals with statements expressing facts,
and habitual activities, as in: 'Go&ll e 43 (wedd)' /al-famsu tafriqu
mina farqi/ which is the equivalent to ‘the sun rises from the East’, and
'claall L8 Qalall G dy il 54" /huwa de:Timan jafrabu al-hali:ba fi as —
saba:hi/, to the English ‘He always drinks milk in the morning.’

English uses ‘has’ or ‘have’ plus the past participle to express a
past event that has present consequences, as in ‘my parents have moved

to a new house’. On the contrary, Arabic does not make the
distinction between completed actions in the past with or without

connection to the present. This may lead to the incorrect use of the
present perfect tense. ‘I've finished writing’ (0=  Gggdl)

'4,li8)/?intahajtu mina al-kite:bati/ would be realized as ‘I finished
writing’.

Unlike in English, Arabic passive voice is not formed with
passive auxiliary and participle. It is made by altering the vowel of
the active verb. Arabic and English do not exhibit parallel
structures for the passive form, i.e. the two languages lack
structural adjustments to achieve equivalence in
meaning.Moreover, Arabic passive verb is assigned by means of

‘affixation’ in both perfect and imperfect tenses; English is
determined by word order.

In the indicative mood, all Arabic imperfect verbs are inflected
by the indicative mood suffix and its variants. The English equivalents

are inflected in the present simple by the suffix —s and its variants with

third person ‘he, she and it’. The other pronouns are uninflected.
Arabic and English subjunctive are used similarly in that
clauses, whether it is in the perfective or imperfective form.
However, the Arabic equivalent verbs are always inflected in the
subjunctive form, and there is subject-verb agreement in number,

gender and case.
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Arabic has five equivalent pronouns to the English second person
‘you’ . These pronouns are: <3l /anta/ (mas. sing.), <3l /anti/
(fem. sing.), l=33l /antuma:/ (dual), 3330 /antum/ (mas. pl.), Osal
/antuna/ (fem. pl.). Therefore, an imperative sentence in English
like: ‘Shut the door’ would result in five Arabic equivalents:
<l Blel /Pxliq al-ba:ba/, <l 3l /Pxliqi: al-ba:ba/, <l lalai
/?¥liga: al-be:ba/, «lll 15311 /Pxliqu: al-ba:ba/, «lall Hslel /Pxligna
al-baz:ba/. The intended meaning would be selected according to
context. However, there are some English equivalents to Arabic
indeclinable verb forms that are used as an imperative, as in:
‘Beware’  ‘Be careful’ 's,!3a' /hada:ri/, ‘let's go  &adil /li-
nadhab/, ‘come in"diéi'/udxul/, etc. These verbs are referred to as
uninflected imperative verbs.

In English some common inflectional categories are: number
(singular/plural), tense (past/present), and voice (active/passive).
Arabic words are marked for more grammatical categories than are
English words. Some of these categories do not function in the
same way as in English (such as tense and number, and the
inflection for case and gender.)

For gender, Arabic exhibits two: masculine and feminine.

This categorizes male/female persons or animals, as well as some
things and objects. We use 'w#' /hija/ (she) for 's,ilbLll' /?a-tta:ira/

(plane), or 's&' /huwa/ (he) for 'z,2!' /?al-burz/ (tower). English
has three genders: masculine, feminine and neuter (neuter refers to
things, some creatures and baby-person). This system of
classification results in a large class of neuter nouns and two
relatively small classes of masculine and feminine nouns, contrary
to the Arabic system which results in only two large classes of
masculine and feminine nouns. However, in both languages gender

distinctions are not made in verbs and adjectives.
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For case, Arabic has three case systems: the nominative,
accusative and genitive. Their function can be seen in the syntactic
relations of the noun phrase and in case endings. In English, nouns
and pronouns are used in the functions of subject of the verb and
nominative complement in the subjective case. In the accusative
case, nouns and pronouns function as objects of verbs and of the

preposition.

I1.3.3. Particles

In grammar, a particle is a word or morpheme which is
devoid of any inflection, except in few cases. It functions on the
basis of its context, 1i.e., its meaning may overlap as

‘morpheme’ , ‘adverb’ , etc; the word ‘to’ ~can act as a
preposition describing direction, as in ‘she has gone to Italy.’ It
can also be used with a verb, as in ‘to speak English’ , satisfying
a grammatical function, but without a defined meaning. In both
English and Arabic the meaning of the particle is often understood
in the context of the sentence and words before and after the
particle. Particles are subdivided on the basis of syntactic function
into the following groups: adverbs, prepositions, conjunctions and

interjections.

I11.3.3.1. Adverbs

According to Ramat & Ricca (1994: 6) adverbs are the most
problematic major word class because they are extremely
heterogeneous in all languages. An adverb is a word that modifies
and qualifies the meaning of a verb, an adjective, a sentence, a
clause, or another adverb. Adverbs usually answer questions such

as ‘how?’ , ‘in what way?’ , ‘where?’ , ‘when?’ , and ‘to
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what extent?’ Its’ function is called ‘adverbial function’ , and
functions nearly in the same way in all languages.

In Arabic, and other than a noun, an adverb can modify any
part of language. For example:

1) e jun ¢ oae

‘He runs fast’

jagri: musritan
He runs fast
2) "l paal

I will never smoke’

?ana: lan abadan

I

Pudayina

will not] smoke never

There are four main types of adverbs in Arabic: a) adverbs of
time like: 'o¥)' /?al-?a:na/ (now), 'ws=l'" /2ams/ (yesterday), led'
'sa23” /fi:ma: baGd/ (later); b) adverbs of place like: '\3a' /huna:/
(here), 'dlia' /huna:ka/ (there), 'o\S« i &4 /fi ?aji make:n/
(anywhere); c¢) adverbs of manner like: ''2a' /dzidan/ (very), 'tha'
/bi-but?/ (slowly), 'l.a,33' /taqri:ban/ (almost); d) adverbs of

frequency like: 'lWila' /da:?iman/ (always), 'sale' /Ga:datan/

(usually), ""221' /?abadan/ (never).

In English, however, many adverbs are formed from

adjectives by adding the suffix -ly, as in  ‘widely  and
‘hopefully’ . Certain words are used as both adjectives and
adverbs, such as ‘fast’ , ‘hard’ , and ‘straight’ . There are

also a great number of adverbs that are not derived from
adjectives, including adverb of time (today, soon, then), of place
(here, there, everywhere), of degree (very, much, quite, so, too),

and with other meanings (only, just, however, therefore). There are
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some adverbs which keep irregular inflection for both comparative
and superlative forms (more, most; sooner, soonest; worse, worst;
further, furthest). Adverbs indicating manner are usually formed by
adding the suffix ‘ly’ to the adjective as in: ‘He listened to the
man carefully’ , yet there are other adverbs which don’ t carry
any inflection, as in the case of frequency adverbs (always,

never...).

I1.3.3.2. Prepositions

A preposition is a class of words that expresses a relationship
between two grammatical elements: it indicates a relationship in
space between one object and another (such as the English word in,
on, under, toward) and a relationship in time between events, or
serves to mark various syntactic functions and semantic roles (such
as the case of ‘for’ and ‘of’ , for example). In the sentence

‘He put the hat on his head’ , the complement of the preposition
‘his head’ , and the object ‘the hat’ are brought into a relation
with one another. A preposition which can never be inflected
usually combines with another constituent called its
‘complement’ to form a prepositional phrase, relating the
complement to the context in which the phrase occurs. Thus, for
both Arabic and English, a preposition cannot stand by itself. Its
meaning can be obtained from its usage in context.

In Arabic, according to Rami & Hanna (1993: 184-185),
prepositions 'Uall <as,a' /huru:fi ?aldzari/ are divided into three
classes: the first class consists of prepositions that have the shape
of one consonant and one short vowel. These prepositions which
are inseparable occur as prefixes to the complement. They are: a)
'<’ /bi/ (by, in, with), as in : 'ssw¥) Alally @3S /katabtu bi-

algalami al-aswadi// (I wrote with the black pen). b) 'd' /1i/ (to), as
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in: 'wa:bll Guald' /pahabtu likabi:bi/ (I went to the doctor’s), '&'
/ka/ (as, like), as in : '2=Yl5 53 ' /qawijun ka-alasadi/ (Strong as
a lion).

The second class consists of prepositions which are
separable, independent and either bilateral or trilateral. The
bilateral prepositions are: 'O='/San/ (from), as in: 'GaL¥) Oe Vagay
/baGi:dan Gani ?al-?ardi/ ( far from Earth), 'w2' /fi/ (in, at), as in:
'ol&all 8 45)' /Pinahu fi ?al-duka:ni/ (He is at the store), 'o='
/mina/ (from), as in: 'Oliwal) e 3,85 alsl) ki /qakafa?al-waladu
zahratan mina?albuste:ni/ (The boy picked a flower from the
garden). Trilateral prepositions include: 'sle' /Sala:/ (on), as in:
'alslhl) e QUEsl) aumy'/wadaSa al-kite:bu Gala ak-ta:wilati/ (He put
the book on the table), 'Gl)' /?ila/ (to, toward), as in : ) Lale!
"4 jowll/ya:dara ?ila?al-madrasati/(He left to school), '<3a' /hata/
(until), as in: 'glamall da @ ksl /Pintadartu hata as-saba:hi/ (I
waited until the morning). Some prepositions in Arabic like «sle'
'e3a ¢l / hata, ?ila, Gala:/ are used more frequently than others

'

such as 'S' /kay/ (in order to), and '1a'/yala:/ (except).

In English, prepositions are greater in number than in Arabic.
They can be used with different parts of speech of the same root.
For example, we are fond of something ( ‘of’ is used with an
adjective); but we have fondness for it ( ‘for’ is used with a
noun). Prepositions in English are either simple (below, on, under,
at, in, over, through etc,), or complex, consisting of more than one
word (according to, along with, instead of in front of, etc,).
However, these different prepositions used with the same word can
bring about different meanings, as the case of the verb + particle
construction: For example, the meaning of ‘look at’ would

change completely if ‘at’ is substituted by ‘for, up, or after’

135



1) ‘He looked at the man angrily’
'Qadaza d;)]\ ‘SJJ JJ:':.':'
nadaral?ila Jar-razuli [biradabin

He looked] at | the man| angrily

2) 'He looked for the keys everywhere'
'olSa 1 8 madliad)l ge Gaaly
bahaba
He looked

for the keys everywhere

QaniI Palmafe:ti:h | fi ?aji maka:n

I1.3.3.3.Conjunctions

In Arabic, conjunctions (<h2ll <5,a) /hurufu ?al-Sakfi/ are
among the most important tools in connecting sentences. They are
particles which connect two words, phrases or clauses together.
Properly connected sentences need a good understanding of
conjunctions and transitions to provide the adequate meaning.
Similar to English, Arabic use of conjunctions is fairly flexible
and conveys different meanings depending on its context in the
sentence. Words are joined together with each other in grammatical
rules such as, nominative, (&Ll ) 2laall)
/?almuSalimuwa?aktka:libu/ accusative, (&Il ) alaall)
/?almuSalimawa?aktta:liba/ and genitive case, (<itbll  alaall)

/?almufalimiwa?akka:libi/ .
Arabic conjunctions carry a variety of meanings: additive,

adversative, causal, temporal, clarification, conditional, and so on.

They are found as a result of different combinations of words.
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Word-combination

Eg. conj. in Arabic

Meaning in English

01 |Prep.+noun+prep. 132 Jal o for this reason
/min azli hae:0a:/
02 |Prep.+prep.+noun i s /bila:fak/ without doubt
03 |Prep.+n.+prep.+n. Al Gl ddlayl, moreover
/bi-Galfida:fatiGila
da:lika/
04 |Prep.+n. O3 4 /fizhi:n/ yet
05 | Prep.+prep. 13) Y1 /Gila Sida:/ unless
06 |Prep.+prep.tprep. )5 3> /hata: wa law/ even if
07 |Prep.+prep.+prep.+n. ERR I and so on
/wamee: ila: de:lika
08 |Prep.+n.+n. 124 Qila ) besides this
/ila: za:nibi da:lika/
09 |Prep.+prep.+n.+n. JUel) Jaaw Gl for instance
/waGala: sabi:li
CamiBea:li/
10 |Noun+noun Jsall dadla in conclusion
/xyula:satu Salqawli/
11 |Noun+ prep. Ay ge Auad however
/fadlan San de:lika/
12 | n.+prep.+prep. 13) agdl) /Gala:huma idee:/ in condition that
13 |n.+prep.+n. Aly ) ddla) moreover
/9ida:fatan ila:da:lika/
14 | Verb+prep.+n. dly e 2 besides

/zid Cala: da:lika/

Table I1.5. Sample Arabic Conjunction Paradigm
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In English, like in Arabic, a conjunction may constitute only
one word (and, yet, however...), two words (so as, due to, because
of...), or phrases (as well as, so as to, despite the fact that...).

There are three kinds of conjunctions:

1) Coordinating conjunctions (and, for, but, nor, yet, and so)
join two or more items of equal syntactic importance, such as
words, main clauses, or sentences. For example, John was sent to
jail, for he had committed a crime.

2) Correlative conjunctions work in pairs to join words, or
group of words of equal weight in a sentence. There are six
different pairs of correlative conjunctions, (both...and, either...or,
neither...nor, not only...but (also/as well), and whether...or. For
example: we either see the film, or play chess.

3) Subordinating conjunctions conjoin an independent clause
and a dependent clause. They include conjunctions like (although,
as, as far as, because, before, where, if, that, since unless,
whereas...). For example: I want to know if he arrives early at the

airport.

I1.3.3.4. Interjections

Interjections are single words or phrases (short exclamations)
that express emotions or sentiment on the part of the speaker. They
are used to express surprise (wow), confusion (Huh), or outrage
(Oh, no). They have no grammatical value and are very often used
in one’ s speech. Wierzbicka (1992: 162-165) semantically
classifies interjections into three classes depending on the nature
of the speaker’ s mental state or act: emotive (feeling of surprise,
pleasure or disgust); volitive (feeling of desire); and cognitive

(feeling of understanding). In writing, an interjection is always
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followed by an exclamation mark (!). In English as well as in
Arabic, pauses like ‘uh’ "' /3:/, ‘um’ '..2' /em/, ‘Ah’ 's1' Ja:h/
are known as ‘hesitation devises’ . They are extremely common
in both languages; speakers use them especially when they don’ t
know what to say, or to indicate that they are thinking about what
to say.

In both languages, verbs, nouns, or adverbs can be used as
interjections. Conventions in English like, ‘Okay, Hi, Sorry, Bye,
Good morning, Excuse me, Don’ t worry, That’ s great’ find
their equivalences in Arabic rJal /?azal/, 'Slalt /Pahlan/, 'l
[Pe:sif/, 'eldlll N /Pila-liga:?/, ')Al zlua' /saba:hu-lyajri/,
's )d2wll' /PalmaGdira/, 'GIss ¥' /la:-taqlaq/, '@3), V3a' /he:d@: ra:?iq/.
Some linguists consider ‘yes', 'mo', 'amen’ @ 'Gael' 'azi' Y
/maSam/, /la:/, /?#:mi:n/ as interjection since they have no
syntactical connection with other words and rather work as
sentences themselves. Several English interjections contain sounds
that do not or very rarely exist in the English phonological
inventory, for example ‘Ahem’ /o?em/ “attention” ; ‘Shh’ /
JJ:/ “Be quiet” ; ‘Ugh’ /ax/ “discusting” . Similarly in Arabic
(different varieties of Arabic), certain sounds like 'Ci&l' ‘Shh’ /
SI: or 'wsw' “Sss’ /ss:/, '@elt “Ugh’ /aw/, 'wl' /ajj/, are still
used, yet they lost their importance in classical Arabic where only

a few have survived so far '\a' /ha:/, "'5' /wa:/, '\3' /ja:/.

I1.3.3.5. Similarities and differences

Unlike in nouns, verbs and adjectives, no semantic prototype
can be identified easily in adverbs. The scope of Adverbs in
English is said to be wider than that of Arabic because they not
only modify verbs or their time and place of occurrence, but also

adjectives, other adverbs or even whole sentences. However, in
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both languages most adjuncts are placed final in sentences. In
Arabic, after verb, subject, and object as in: ° 3 laull saal Bla
le jms’ /s®qa ?ahmadu ?asajaratu musri?an/ (Ahmed drove the car
fast); in English, after subject, verb, and object as in: ‘He ate his
meal gquickly’

Prepositions are placed before the noun in both Arabic and
English, ‘on the roof’ = 'iull 353" /fawqa Pasaqfi/, in front of
the house = '@l 2li' /emaz:mz?albajti/. Neither Arabic nor
English prepositions can stand by themselves; they get their
meaning through their usage in context. Each preposition may
serve a variety of purposes, i.e., the same preposition may express
time or space and be followed by a noun, an adjective, a verb or
even an adverb, and it may be used idiomatically. Although these
prepositions have some characteristics in common, they differ in
both number and usage. There are only twenty Arabic prepositions,
among which there are six most commonly used ('G«' /mina/, ')
/ila/, 'Gle' /2ala/, '@" /bi/, "8 /fi:/ 'd' /1i/ (Abbas H. 1961: 320);
while in English there are one hundred and fifty prepositions.
Some prepositions that are only one word in English may find their
equivalent in two words in Arabic, as the case of ‘among = 0«
"¢22 /min bejni/, which is sometimes translated by Arab learners as
‘from between’. Similarly, some Arabic one-word prepositions may
be the equivalent of compound English prepositions, like 'alal'
/eme:ma/ which means ‘in front of’

Arabic and English differ in using cohesive markers
(conjunctions): Arabic is said to favour the use of coordination, (3
/wa/, & /fa/, 23 /Ouma/, s /Paw/, o /2am/, J2 /bal/ & oS} /le:kin/)
each of which, usually has multiple functions and meanings to
signal the semantic relation between pieces of information; while
English uses more subordination, (Aziz 1989: 214-5). The

1-

conjunction '3' /wa/ is the most common connective device in
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Arabic. It is used to connect words, phrases, clauses and sentences,
and is repeated before every item coordinated with the preceded
one, contrary to the English ‘and’ which is usually substituted
by coma ‘,” . Subordination is used to indicate the semantic
relation that can be expressed by more than one conjunction. This
is often seen as a sign of sophistication in English writings, yet
coordination is less frequently used. In English, coordination in
compound sentences is used to express related thoughts which are
more or less syntactically and semantically equal; however, with
subordination unequal ideas are expressed, i.e., one clause carries
more weight than the other. In Arabic, coordination is more
frequently employed than subordination. Both coordination and
subordination occur in complementary distribution.

In both English and Arabic, interjections can be
grammatically classified as primary and secondary interjections.
The English ‘Oh!’ , and the Arabic '"'(i&' / [[../, for example are
primary interjections, and are only used as interjections, yet the
English ‘indeed’ and the Arabic “1dilsa' /maka:nak/ (keep
your seat!) are secondary interjections and used in context.
Correspondence between English and Arabic interjections cannot
always be found. A certain English interjection may not have its
equivalence in Arabic and vice versa. In addition, some of the
English and Arabic interjections cannot be systematically
classified into emotive, volitive and cognitive. This is because a
certain interjection may include more than one of the three classes,
as in the case of irony in certain context.

Interjections, whether in Arabic or in English make the
meaning of utterances clearer and more noticeable. Some of them
have equivalent pronunciation and meanings in both languages. For

example, the English interjection ‘sh’ and the Arabic 'sis' /[ [../
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are equivalent in form and meaning. Both of them mean ‘keep

silent’

Conclusion:

The second chapter deals with a contrastive description of the
inflectional morphemes of Arabic and English. The inflectional
categories including number, gender, person, case, tense, voice,
mood, aspect, and comparison are defined under each inflectional
category. Parts of speech are listed and determined and agreements
between them are stated according to their inflection. For each
word, the underlying base or root, and the modified items or
affixes are explained. The allomorphs and their distribution are
identified. The arrangement of inflected and derived elements and
any modification involved are stated, and the meaning of lexical
items containing each morpheme or set of morphemes are given in
both Arabic and English. All this contrastive work is followed by
illustrating examples which clearly show the parts of resemblance
and the ones of difference. Similarities and dissimilarities
conclude the descriptions given to the different morphological
items under study, so as to get a clear image on word-formation in
both Arabic and English.

Despite the common points shared by both Arabic and English
phonological systems, the comparison made in this chapter shows
that the two inflectional systems are different rather than similar.

For further study of the two systems, chapter three is devoted
to a comparison and illustration of Arabic and English syntactical
structures. This includes different language items such as the form,

the meaning and the distribution of words in sentences.
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“We begin with an analysis of the foreign language and compare it
structure by structure with the native language. For each structure we
need to know if there is a structure in the native language (1) signaled the
same way, that is, by the same formal device, (2) having the same meaning,
and (3) similarly distributed in the system of that language.”

Lado (1957: 66)

Introduction

The wrong use of English syntactic elements, including
different word order in phrases, sentences and clauses, affects
negatively the whole scheme of the writing process. Algerian
Arabic speakers studying English at higher learning institutions
such as universities, whatever the kind of subject they are dealing
with, have always been considered for committing writing errors.

The capacity of producing correct and well-formed sentences
is a complicated task and remains one of the most controversial
issues in EFL writing. On the other hand, an English sentence, the
basic syntactic unit, is composed of one or more words belonging
to different parts of speech, such as nouns, pronouns, adjectives,
verbs, adverbs, prepositions, conjunctions, and interjections, and
governed by different grammatical categories, including tenses,
aspects, persons, numbers, voice, mood, and so on (see chapter 2).
Algerian learners encounter difficulties with the forms, functions
and usage of the different parts of speech according to what is
required for the English sentence. The problem may lie in the
choice between an adjective or an adverb, or how to change a noun

into an adjective, and the like.
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Chapter four provides a contrastive study of the syntactical
structures of Arabic and English. This includes different language
items such as the form, the meaning and the distribution of words
in sentences so as to diagnose whether or not the structure of L2
has a similar form in L1; indicates the same meaning and similarly
distributed in the system of L1. The study will also deal with
points like sentence types, parts of speech that constitute the
minimal elements of sentences and the analyzing of questions using
the different auxiliaries or interrogative pronouns considering
intonation. All these items fall together to provide an answer to the
research question about whether L1 interference is due to the
differences that may exist between the grammatical systems of

Arabic and English.

III.1. Syntax

Syntax is the sub-field of grammar that studies the rules and
how units including words combine into phrases or sentences. For
example, why “Bill ate the fish” is acceptable but “Ate the Bill
fish” 1s not? Syntacticians investigate what orders of words make
legitimate sentences and account for patterns found across
sentences, such as correspondences between active sentences “John
threw the ball” and passive sentences “The ball was thrown by
John”, and some types of ambiguity, as in ‘Visiting relatives can

be boring’ which has two readings.

IIL.2. Arabic Versus English Syntax

Standard Arabic (SA) writing from the right to the left is a

feature added to the different complex syntactical features which
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characterize this language from other languages, mainly the Indo-
European ones whose writing goes from left to right. The Arabic
letters’ '<ay,all' /al-huru:f/ consist of up to four shapes depending
on the context they occur in, i.e., according to the preceding and
successive letters, as well as the preceding parts of speech. This
can be illustrated in the example of the form of the Arabic letter 's'
which can change into'l®' /ha:/, as in 'lgisea &' /fi: sawtiha:/ (in
her voice),and '4--' /hu:/, as in 'diea 43s.a' /sawtuhu dzami:lun/, (his
voice is beautiful). Besides, there is no capitalization on words,
contrary to English where words are capitalized in different
situations.

Arabic has also three diacritics representing its vowels:
'iaiill'/al-fathatu/, 4es=ll /al-damatu/, 'osS~d)' /al-suku:n/ ~¢ ¢& )
which are not necessarily found in ordinary texts, contrary to their
presence in the Holy Quran so as to avoid any possible mistake or
ambiguity.

English has a SVO form of syntactical structure where the
subject comes first, followed by the verb and finally the object, as
in ‘Jane broke the mirror’. It is this sequence that characterizes

English syntax. Arabic syntax, however, is classified as a VSO; an
initial verb followed by a subject then an object, as in : deas HuS'
's1 )wll /kasara muhamadun al-mir?=:ta/ (Mohamed broke the

mirror); despite the existence of initial subject in different cases,
such as: '@l 4 deas' /muhamadun fi: Palbajti/ (Mohamed is at

home).

II1.2.1. Sentence Structure

Leech (2006: 104) describes a sentence as ‘the largest unit of

language that it is the business of grammar to describe.” The
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structure of this sentence includes all the grammatical elements
linked together to express a statement, question, exclamation,
request, command, etc. This, in orthographic terms, would be all
the items between a capital letter and a stop. The items consist of
all parts of speech including nouns, verbs, adjectives, adverbs, and
all what links the constituents at a syntactic level to get a
meaningfully correct sentence. The sentence may consist of
function words, such as articles, prepositions and pronouns, which
have little lexical meaning but most importantly grammatical
relationship with other words in the sentence, and content words,
like nouns, verbs, adjectives, adverbs which do not create any
problems of understanding, yet function in the same way as

function words in the sentence.

II1.2.1.1. Arabic / English Simple sentence

In any language, whether Arabic, English, or German...etc, a
sentence is seen as the largest unit, having the same grammatical
forms of statements. However, each sentence in most cases is built
differently according to the norms and rules which govern its
structure.

In English, a simple sentence which can take the positive or
the negative form is explained as a complete meaningful unit in
which the subject and a predicate form the most important parts
(Alexander 1990: 4). For example, in ‘John hit the ball’, ‘John and
hit> by themselves can syntactically form the simple sentence,

although the need for other sentence elements is necessary.
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I11.2.1.1.1. Affirmative Sentence

Arabic has two types of sentences: nominal and verbal
sentences 'dplailly 4,41 Jeall' /Paldzumla ?alismija walfiSlija/. A
nominal sentence is the one which starts with a noun (NP), as in:

1)'@ad) (8 ey Gle!
‘Ali studies at home’
Gali jadrusu | fi al-bajti

Ali studies at home

A verbal sentence starts with a verb (VP), as in:

2 'Cgall gé glr_ S"BEE)
‘Ali studies at home’
jadrusu | Ali | fi1 al-bajti

studies Ali at home

In the first example, the stretch of words is in similar way
for both Arabic and English, i.e., Noun + verb + Pr. Ph. An Arabic
nominal sentence (SVO) is similar structured to the English
sentence; hence, no problem will emerge when writing similar
English sentences which start with nouns used as subjects 'faisall!
/?almubtada?/.

In the second example, the Arabic sentence starts with a verb,
and since no equivalent English sentence starts similarly, this
would bring about confusion in writing a similar sentence. A
learner very often writes ‘Studies Ali at home’ instead of ‘Ali

studies at home’
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I11.2.1.1.2. Negative Sentence

In English, the word ‘not’ is used to express the negative form of
statements. Negation is limited to the word or phrase it is part of.

3

An auxiliary is often added before the particle ‘not’ in different

tenses. For example:

1) John is not at the airport
Olbally (ual oa!
d3o:n lajsa bilmaka:ri

John is not at the airport

2) Hedid not seethe film
a1al) aaly Ll
(huwa) lam ju/fe:hid Pal-film
He didn’tsee the film

In Arabic there are several words used; each one has its proper
time and conditions. The words: 'ws!' /lajsa/, '¥' /la:/ (not) are used
before nouns and verbs. 's!' /lam/ before verbs only to denote a past
action, and '0Y' /lan/ before verbs to express a future action.

'»al' /lajsa/ is used in the present to denote a present action, as in :

1) Present a)
gl g gugd e
Ali isnot at home

b)
'gal) b Gle el

Ali is not at home
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"Y' /la:/ is used both in the present and in the future and denotes a

negative statement. For example:

2) Present
zlasall L8 alall saal @80y
Ahmed doesnot drink milk in the morning.
3) Future
Nag xe Gle Cad¥!
Ali willnot go with me tomorrow.
4) Past
'Badll ga walgall

He did not play with the team

The above examples include both Arabic and English negative
statements. Some sentences are constructed nearly in the same way,
yet the confusing English auxiliary system with its different

placements in sentences as well as the various Arabic particles of

3 2

negation which all denote the English particle ‘not’ result in
serious complexities to the Arabic learner of English. Learners
very often start the English sentence with the particle ‘Not’ in the
same way it is typically structured in Arabic. This may lead to both
deficiencies in meaning and placement of the particle. The two
sentences: ‘Not go at home now’ and ‘Not go with him’
demonstrate 1- the wrong placement of ‘not’ 2- the missing of

personal pronouns ‘I’ and ‘she’, and the auxiliaries ‘do’ to indicate

the present and ‘did’ to indicate the past.

151



1)
oY) Gaall J1) cadi oy
‘I don’t go home now’
la: | Padhabuf?ilaj?albajti | ?al-?a:na

b

Not go at home now

2)
'dxaq [SEY-3 A3 el'

She didn’t go with him

lam tadhab| maQahu
Not go with him
I11.2.1.1.3. Imperative Sentence

The imperative 'J«¥!’ (as seen in chapter 3) makes direct
positive or negative command to a second person whether singular,
dual or plural. It may also signal permission, prohibition, or any
other kind of exhortation. In Arabic, imperative verbs are
imperfective and denote both present and future tenses. Verbs in
this category are usually directed towards second person, 'wad)'
(wsly /?idhab/ (you) go, (<) 'waL8' /?iqrai:?i:/ (you/female)
‘read’, '\aal' /Padjlisa:/ (you dual) ‘sit’ . It is formed by adding
the prefix ' ' /?a-/,' " '/?u-/ or ' .'/?i-/, initial /?alif'<}i'/ to the
base form of the imperfect verb with an internal vowel change. In
the negative form the particle /l@:/ 'Y' is put initially in the

sentence. For example:
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1) "aaay ald)
‘Go away’

?i0hab baCi:dan

Go away

AS: V + adv.
Same S.St.
ES: V + adv.

2)'3..9).;».| é}uj Y'
‘Don’ t drive fast’
le: | tasu:qua bi surGatin

not drive fast

AS: Neg. not + Pers. Pr. + V + Prep. + Adyv.
Different S.St.
ES: Aux. Do + Not + V + Adv.

There is also what is called the ‘indirect command’ and
‘negative imperative’ in which the verb starts with the prefix 'J'
/1i-/, which is similar to the English ‘let’s’. This is referred to as

‘the jussive’ mood ‘ps)a«1l” /Pal-madzzu:m/ which is inflected like

the subjunctive except that the ' ~ ' /-a/ of the subjunctive is

dropped.
3)
'J\.L&“ ilaa ‘5” cadil !
‘Let’s go to the train-station’
li-nadohab | ?ila| mahakati| ?al-qika:r

let’s go to station train
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AS: Aux.V (J) + Pr. (0) + V. + Prep.+ N(adj) + N
ES: V + adv. + V + Prep. + N (adj) + N

Same S.St.

In English, the imperative uses simply the bare infinitive form

of the verb which corresponds to the second personal pronoun. The
subject of the sentence is usually understood as ‘you’, except in

case when it is used with ‘let’s, which implies first person ‘plural’.
The wuse of the imperative in English is sometimes seen as
inappropriate or even impolite or offensive in certain
circumstances. Thus, polite speech will instead express the same
thing as question or statement. The following statements may

illustrate the point:

4) ‘Could you come and help me?’
1€ e luiy 3l Ol aglaiad Ja
hal tastaki:Su | ?an ta?ti: Jwa | tusa:Sidani:

Can/Could you | (to) come | and help me

5)'Open the window, please’

"lliad e 523L31) m3A)

iftah?] a-na:fidata min fadlika

Open the window please

In affirmative imperative, including polite requests, nearly all the

words are distributed in the same way for both Arabic and English
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(eg.1 & 4). This means that there is a complete identification
which makes it easy for Arab learners of English to write correct

sentences, except for some particles like the Arabic 'oi' /?an/
which does not find its equivalence in English, and is sometimes
translated into ‘to’. However, the problem lies with the negative

imperative, where ‘not’ is used alone without a preceding auxiliary

(Eg. 2).

I11.2.1.1.4. Exclamatory Sentence

In all languages, exclamations are used to express strong
emotions such as surprise, pleasure, disbelief, etc., yet they are not
marked because they are syntactically different from other types of
sentences. Exclamatory sentences are based more on paralinguistic
features such as intonation, tone and voice rather than the sentence
structure itself.

In Arabic, the used style is referred to as 'wazill «slul
/?uslu:b ?PataGadzub/ (exclamatory style). The particles used are:
a) '-»' /ma:/ (what a..), followed by the superlative adjective 'J=él'
/?afSala/, (Jzaisll aw)) /P?smu ?tafdi:1/, as in: '3,8311 o34 Jual L
/ma:?adzmala hae:0ihi Pazahra/ (what a beautiful flower it is!)

b) ''&l W' /ja: laha:/ (what a..) followed by 'o«<' /min/, as in: &l '

"alass s,law 0= /ja: laha: min saja:ratin dzami:latin/ (what a
beautiful car it is!). To denote the masculine'4ily' /ja: lahu/ is used
instead of '\l W', as in: 'dask Ja, 0« 4! L' /ja: lahu min radzulin

kEawi:1/ (what a tall man he is!).

English has two words to start with in expressing exclamation

<

in formal language: ‘What’ and ‘How  , as in:
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1) ‘What a strong man he is’

2) ‘How high those mountains are!’

Both sentences are structured in the way:

What / How +Adj.+ N.+ V.(be)

In formal English, there are also exclamatory words which
can stand by themselves to perform the same emotion as the one
used in the above statements. Examples of these words are:
‘Wow!’, ‘Amazing’, ‘Fantastic!’, ‘Super!’, ‘Unbelievable!’,
‘Congratulation!’, ‘Oh!’, ...etc. These words can also be used in

full statements. For example:

1) “Wow, what a big score you made!’

2) ‘Fantastic, she really did a good job!’

Arab learners of English sometimes confront some problems with
this style; the statements are not similarly structured. For
example:

1) 58 31) oda Jual la!

‘What a beautiful flower it is’

ma: ?adzmalal hea:0ihi| ?azahra
What] beautiful this flower
2) "Jash day oo 4 L

‘What a tall man he is!’
ja: lahu | min | radzuli kawi:l

What (he)| / man tall
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In sentences like 1 & 2, learners tend to omit the subject and the
verb (to be ‘is’) in the same way Arabic equational sentences
(K.C.Ryding 2005:58) are made (they do not include verbs). In the
same process, they add other items such as personal pronouns, and
reverse the position of the different parts of speech, as in: ‘man

tall’ instead of ‘tall man’.

II1.2.1.1.5. Similarities and Differences

1) Arabic nominal sentence (SVO) is structured similarly to the
English simple sentence; hence, no problem will emerge in
learners’ writing.

2) The absence of an equivalent to the English verb ‘to be’ in
Arabic equational sentences in the present tense, as in 'Oliage e
/Galijun yadba:nun/ (Ali is angry) leads EFL learners, especially
pre-intermediate or beginners to write the English sentence
without ‘to be’,as in: ‘Ali angry.’

3) Arabic verbal sentence starts with the verb and forms (VSO )
pattern, as in: '4ssd daelil)l xal )y /jura:dziSu Pattilmi:du durusahu/
(The pupil revises his lessons). English has a (SVO) pattern, i.e., it
starts with a subject; thus, sometimes an incorrect word-order is
made, as in: ‘Revise(s) the pupil his lessons’.

4) In negative statements, Arabic has several substitutions for the

3

particle ‘not’, yet it employs no counterpart for the English

different auxiliaries such as ‘be, do, have, can, must...etc’.
Moreover, negative particles such as 'Y', 'al'...etc. are always
placed before the verb in verbal sentences, and before the noun in

nominal sentences. In English ‘not’ is placed after the auxiliary in
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SVO sentences, as in: ‘I do not play the guitar.” Thus, an Arabic
sentence such as: 'as:l) a3l ¥' /la: Padhabu ?aljawma/ (I do not go
today) would be translated literally to provide the English

incorrect sentence ‘Not (I) go today.” or ‘I not go today.’

' '

* Arabic negative particles 'os2', 'al' and 'Ol negate the verb only
and indicate time-reference. 'us2!' is employed in the present, 'al
indicates the past ; whereas '0l' is used to denote the future. In
English, however, negation time reference is expressed by the
auxiliaries ‘do/does’ in the present, ‘did’ for the past, and ‘will’ or
‘to be’ for the future. Thus, there is some dissimilarity in terms of
negation between Arabic and English. This would provoke certain
errors in the construction of English negative statements.

S) Imperative affirmative is similar structured for both Arabic and
English, i.e., (V + Adv.), as in ‘Go tomorrow.’ 'lae¢ <a3d)' /?10hab
yadan/. Arabic learners of English will have no difficulties to write
this language item correctly. However, the problem arises with
negative commands where Arabic statements are initiated with "Y'
(not), yet English statements start with ‘Do + not’ . Learners
usually err by omitting ‘Do’ , because it does not exist in Arabic.
Instead of saying ‘Do not shout at me!’ they say ‘Not shout at
me!’

* Arabic imperative 'Jd28i] / J=83 liey ' has its equivalence in ‘let’s
do!” Both statements are patterned in the same way; hence no
problem is faced by learners.

6) In exclamatory statements learners tend to omit the verb ‘to be’,

to make the statements formed in the same way as in Arabic.
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* Sometimes there is some confusion in substituting ‘how’ (used
with adjectives & adverbs) for ‘what’ (used before nouns), mainly

when the noun is preceded by an adjective.

I11.2.1.2. Compound Sentences

In Arabic, a compound sentence consists of more than one
verb (predicate) in two separate simple sentences joined by a
coordinating conjunction such as 's' /wa/ (and), '<' /fa/ (so), 'd'
/bal/ (but rather), 's3'" /Buma/(after), 'sI' /Paw/...etc. These
conjunctions which have no effect on phonological or syntactic
level join the two independent sentences in an additive way in the
same way the English compounds are structured. The small
difference that exists i1s that in Arabic the same subject is not
repeated in the second sentence, contrary to English which can

either keep or remove it. For example:

1)
'U_Iéjj\ LSA dA:.J‘ GJ) d.&a‘s X} ‘dg BEE ét.u: ‘;39'
" Qé}l‘ Gé dAaJ‘ LSJ:\ d-‘dj K (dc BroE g-‘s LBL-“‘OI‘

“Ali drove too fast, and arrived to work on time’

Ali| s®:qa bi surGatin] wa] wasala ilaj ?alGamalli fi] Pawaqti
Ali] dove | too fast, and] (he) arrived| to work on| time
2)

5 oalhlly ad Jaoolhal) daly A g sa
'John did not take the train, yet (he) went by plane'

John| lam ?alqikta:ra] bal 0ahaba] bi?aka:?irati

John|] did not

ja?yud

take I the train, Jyet l(he) wentl by plane
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Examples one and two show that no big dissimilarity exists
between Arabic and English compound sentences, mainly in case of
Arabic nominal sentences which start with a subject, in the same
way English does. This similarity helps learners to avoid errors

belonging to the combination of all sentence elements.

I11.2.1.3. Complex Sentences

A complex sentence is composed of one main clause and one
dependent / subordinate <clause joined by a subordinating
conjunction. Arabic subordinate clauses are joined by pronoun
complements such as 'ols' /bi?ana/ (that), conjunctive adverbs 'l
/1ida:lika/ (thus), relative pronouns '¢3)' /?alladi:/, '3V /?allati:/

(who; which), '0=2i' /?ajna/ (where).

For example:
1) (DU PSR 51 | IO { W g 1§ 1
‘He told me that he had met Ali’
qa:la li: bi?anahu | ?iltaqa: Galijun
(He) told] me |J(that) he had met Ali

2) 'dad = ui':a.ci IRLN ag\ Gl ) :L_JA.J'
‘I went to the house where I had been living before’

dahabtu] ?ilg ?albajti | ?ajna | kuntu ?aGi:fu] min qabl

I went | to Jthe house | where]l had been] living | before

In English, relative pronouns can be left out, but this does not

have any effect on meaning. In Arabic; however, their use is
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compulsory. Their omission would either change or deteriorate
meaning. A literally translation of the English sentence ‘I bought
the car I had seen in the display’ would result in the Arabic

sentence: '

u'a)z“ ‘;5 L.@.JJAL.& B)Lﬂu“ erﬁﬁj'
?iftaraita| a-sajaraty Ja:hadtuha] fi Pal-Cardi

I bought | the car [’d seen in | the display

The two complex sentences show that Arabic and English start

differently, i.e., the first starts with a verbal sentence; while the

second with a nominal sentence. Yet, this does not have big

influence on learners’ writing, except for their possible missing of

personal pronouns because in Arabic most personal pronouns are

omitted and substituted by a sort of suffixation in the verb, as the
N

case of '&' /tu/ (attached subject pronoun), in '&-s43' /dahabtu/,

which means that the pronoun'il' /?ana:/ is omitted (see chapter 3).

III1.2.1.4.Similarities and Differences

1) Both Arabic and English compound sentence types include two
verbs in the two sentences.

2) Thewords are common in form, indicate the same meaning and
are similarly distributed in the system of the two languages.

3) English can have the same word-order when omitting the subject
(personal pronoun) in the second sentence in the same way it is

omitted in Arabic.
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4) Sometimes coordinating conjunctions can be left out and
substituted by a semi-colon for both Arabic and English, the case
of the coordinating conjunction ‘yet’ 'd2' /bal/.

5) In complex sentences,Arabic starts with a verb that includes an

1

attached subject pronoun in the suffixation 'Jdsais iesa' /Jami:r
mutasil/; while English starts with a subject.

6) Conjunctive adverbs are obligatory and cannot be left out in
both language structures.

7) Pronoun complement' ¢f / olz ' /bi?anna / ?anna/ in Arabic is
compulsory in sentence formation; yet it (that) can be left out in
English.

8) A relative pronoun in Arabic is an essential part in forming
relative clauses. i.e., no subordinate clause stands alone without it.
In English, its omission or substitution by other pronouns such as
‘that’ for ‘who’ or ‘which’ can be seen in many cases. This does

not have any influence on meaning and distribution of words in the

clause.

II1.2.1.5. Arabic / English question types

Just like English, Arabic has different ways in asking
questions using different word questions. English usually needs
auxiliaries such as ‘to be’, ‘to do’, ‘to have’ etc., to denote the
exact time; however, Arabic uses affixation system based on verb-

[EN

inflection according to different personal pronouns, as in'<' : in

?u.u.q‘yl._j C:I__.\A.‘J JA'
/hal dahabta bil?amsi/

‘Didyou go yesterday?’

' ' '

< ' means '@-3l' pers. Pr. (you).
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I11.2.1.5.1. Yes-No Questions

'Ja' /hal/ or ' | ' /a/ are interrogative particles used to introduce a
question that can simply be answered with ‘Yes’ or ‘No’. These
two Arabic word questions can have their equivalents in the ‘large’

English auxiliary question system (Yes/No questions) in which the

question is initiated with an auxiliary. 'da' /hal/ or ' 1 ' /a/ have
equivalent functional meaning, but different distribution: 'dJa' is
used with a wide range of construction; yet ' i is restricted in that

it is not used before a noun with the definite article (K.C.Ryding

ibid: 405). For example:

1) ‘Has she lefthome?’
el LI @oale Ja
hal va:darat |ila |?a-bajti

(Has) she left J(to)] home

2)'?\_)5.}.:\ t,}:.J.AJ\ calaad
‘Did you enter the stadium early?’
?a-dayalta a-malGaba ubakiran

Did you enter] the stadium] early

Both sentences illustrate that Arabic does not use verbal auxiliary
system contrary to English. This makes EFL learners face some
difficulties to form auxiliary questions or to provide answers
which expound the underlying auxiliary, i.e., learners are very
often confused with the appropriate auxiliary to use, especially the
one to denote the exact tense. Moreover, they sometimes add

prepositions in the same way they are used to in Arabic.
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II1.2.1.5.2. Interrogative Word

An interrogative (question word) such as what, who, where,
when, whose, why, how, etc. is a function word used in asking
questions. In English, they are sometimes referred to as ‘WH
words’ because most of them start with ‘Wh’. There are some
compound words, mainly when added to ‘How’, as in ‘How long’
How many’, which of, etc. These words which are asked for
specific information find their equivalents in the Arabic pronouns:
"_.w' /ma:/ (what), '0«<' /man/ (who), 'O2' /?ajna/ (where), i«
/mata:/ (when), '0=1' /liman/ (whose), ''3lel'/lima:da:/, '<aS' /kajfa/
(how), etc. There are some words which have two or more
equivalents in English, such as '3-8' /kam/ (How much/How
many) ; 's31'/?2anna:/ (How, Where, When). Except for the Arabic
word 'sl' /?aju/ (which /of), all other interrogative words are
‘built words’ '4:8,« &lklS ' /kalima:t murakaba/, which neither
exhibit case-inflection nor change for genders and numbers. For
example:

1)$J 535 1ila
‘What do you say?’

ma:da:

What

taqu:lu

(do) you say
2)0) 58S | 5ilS (4l

?ajna | kanu: | jaskunu:n
Where| (were) | they living

(3 flaie JUdl (je oS
mina ?alma:l
money

Cindaka
do you have

kam
How much
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Arabic and English start with interrogative words which carry
nearly the same meaning for both languages. There is no inversion
of word order, usually just the insertion of the question word. The
difference that may exist is in term of suffixation for Arabic, and
verbal auxiliary for English. Such criteria will obviously lead to
learners’ omission or addition of some language items that will

spoil the form of English sentence structure.
I11.2.1.5.3. Negative questions

Arabic negative questions are initiated with interro-negative
particles such as 'Os21i' /?alajsa/, '»d' /Palam/, 'O /?alan/, 'Y
/?ala:/, ">a' /halla:/. All these have their equivalents in English as

follows:

Particle |pronunciation |Equivalent in English

'l /?alajsa/ Don’t/Doesn’t + per.pr./noun
rali /?2alam/ Didn’t + per.pr.

ol /?alan/ Won’t + pr.pr.

N /?ala:/, Don’t / won’t + pr.pr.

Sha! /halla:/ Don’t / won’t + pr.pr.

Table III.1. Arabic interro-negative particles
For example:

1) "lzaae Loads NI
‘Don’t you go together?’
maSGan

?ala: tadhaba:

Don’t

(you) go together
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2) 19 gl el Gl
‘Don’t you have time?’

?alaysal ladayka Palwaqta

Don’t |you have time

As shown in the table above, English negative questions are built
primarily with auxiliary verbs used initially in the same way
Arabic question words are; yet what may bring distinction is that
in English, there is subject-auxiliary inversion (aux.+not+S+V),
contrary to Arabic which includes no case of inversion.Moreover,

perfect tenses are sometimes expressed by imperfect verbs.

I11.2.1.5.4. Tag Questions

In nearly all languages tag questions are more common in
colloquial spoken usage rather than written language. It is a
grammatical structure in which a declarative or 1imperative
statement 1s turned into question by the use of interrogative
fragment (the tag) in order to confirmwhether or not the thing
being said is right or wrong. In English, a tag question is made up
of an auxiliary verb and a pronoun. The auxiliary agrees with the
tense of the verb in the preceding sentence, as in ‘you look tired,
don’t you?’i.e., the different auxiliaries are used according to the
different tenses. This rule applies for all tenses except for the case
when the main verb is ‘to be’, which requires the repetition of the
main verb, not the auxiliary, as in: ‘This is really interesting, isn’t
it? In Arabic, however, there is one formula in tag question. It is
made of '$&138 el /Palaysa kada:lika/ (Isn’t it?), which is

equivalent to all English tags. For example:
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1) OIS Guadl cJasall gl aald as)
‘He will come next month, won’t he?’
?inahu]qa:dimun| ?afahra ?almuqgbil] ?alaysa kada:lika

He will come next month (won’t he)

2) eI Gualdl lalad Lddy o
‘He hasn’t recovered completely, has he?’

lam ju/fa tama:man | ?alaysa kada:lika

not (he) recovered|] well hasn’t he

Tag question in English combines two elements that include
the repetition of the auxiliary; Arabic uses only a set of phrase
which does not change '$€138 (di'. This phrase is always negative;
while in English the tag is negative only if the statement is
positive. The dissimilarities in the way the sentences are structured
in the above examples show clearly that Arab learners obviously
face problems with English tags. The forms of positive and
negative statements lead learners to answer with yes, when they

mean no, and vice-versa.

II1.2.1.5.5. Similarities and differences

1) In asking questions, English and Arabic use different
procedures. While the former requires auxiliaries inverted to be
placed either in the beginning of the statement or directly after
interrogative pronouns; the latter uses interrogative pronouns for
all types of questions inserting personal pronouns as affixes in

verb-inflection system.
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2) For yes/no questions, English uses a great number of auxiliaries;
while Arabic relies on only two pronouns. The similarity is that
both use the auxiliaries initially.

3) When asking for specific information, both English and Arabic
employ nearly a similar number of interrogative pronouns which
usually express the same meaning and used initially for both
languages.

4) In asking questions, there is no inversion of word-order in
Arabic, contrary to English where there is subject-auxiliary
inversion.

5) Negative questions are initiated with auxiliary verbs in the same
way for both languages; yet the subject-auxiliary inversion which
exists in English does not exist in Arabic.

6) For both English and Arabic, tag questions are more common in
colloquial spoken usage rather than written language.

7) In tag questions, English uses all the kind of verb and modal
auxiliaries; while in Arabic the use is restricted to one and only

one set of phrase.

II1.2.2. Arabic / English phrases

It is known that a phrase is not a sentence because it lacks a
subject and a predicate. It may consist of one or more words.
Phrases in Arabic and English can be found in various expressions,
idioms, greetings, and in conversations, in general. Phrases

include:
II1.2.2.1. Noun phrase

Like in English, the Arabic noun phrase 'is«w¥) ilaall' /?al-

djumla ?al-?ismiya/ starts with a noun. It may function as
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2)

similarly

In Arabic, A noun phrase may also contain a secondary noun

a) Subject:
1) 'ialbs 4328 (noun)
‘A dark night’
mudlimatun

dark

laylatun

night

AL Qlhiy sdad)'(gerund)

‘Runningrequires diligence’

?almafju] jatakalab| ?allijagatu
running requires diligence
b) Object:

3)'3..4,33;3\ Juag aa)!
‘He is carrying the bag’
?innahu

He

jahmilu Palhaqi:bata

1s carrying| the bag
¢) Object of the preposition:
4)'slamdl b 552!
‘Cloudsin the sky’
¥uju:mun

Clouds

fi I as-sama:?i

in the sky

The examples above show that the four kinds of noun phrases are
structured in both languages. Learners may not find

difficulties when dealing with English noun phrases.

II1.2.2.1.1.Noun phrase as adjectives

that can function as a modifier (adjective) to qualify the principle

noun called the ‘head noun’
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1) halual) ha,uid) @iy
‘That police officer’

da:ka | ?afurkiju | ?ada:biku

that officer

police

The noun modifier in noun phrase can also be an adjectival phrase,

a prepositional phrase or a relative clause.

2)'3..:1..“\ Jasgh ‘;LJJJ\'
‘The tall policeman’
?afurki: Eawi:lu ?alga:mati

The Policeman| tall (the height)

3) ek a9l Galadily Ja Ll
‘The man in black garment is a doctor’
?aradzulu] bi| ?2aliba:si | ?alaswadi] Labi:bun

The man | in] garment black is a doctor

4)'daldlly g.'ugéi ¢ Jaoll sa 1da !
‘This is the man who told me the story’

ha:0a:] huwa]?aradzulul?aladi: | Paybarani:| bi?alqisa

This

(he) ] the man | who told me the story

Unlike in English, nouns in Arabic usually come before adjectives
'saaa¥) Laall /2alyajtu ?al?abjadu/ (white thread). This sometimes
results in learners’ incorrect placement of nouns and adjectives in
English. Except this point, words in both Arabic and English noun
phrases are similarly distributed in statements (as shown in the
examples above). Hence, learners my find some easiness when

dealing with English noun phrases.
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II1.2.2.1.2. Determiners in noun phrases

A determiner is a word that is used to relate a noun to a
particular context or situation. A noun phrase may consist of at
least a determiner and a noun. In English a determiner may be an
article (a, an, the); a quantifier (some, any, a few, many, etc); a
possessive (my, your, whose, the man’s, etc); a demonstrative
(this, that, those, these); a numeral (one, two, etc), or a question
word (what, who, how many etc). Arabic consists of two articles:
's )S311' /?anakira/ (indefinite) without any preceding 'di' /?al/, and

'48 )2«l1'" /PalmaCrifa/ with the definite 'd)' preceding the noun.
Other determiners include quantifiers like: '... 23S «Jal3 ¢ a=y' /bald,
qali:l, ka0i:r.../, possessives like: "' /hu/ in 's2ie' /Gindahu/, and "’
'

/i/ in 'G-3slw' /saja:rati:/, demonstratives like: '...<&1d <13la' /ha:da:,

da:lika.../, numerals like: '...0W3) ¢3a)s' /wahidun, ?i0Ona:ni.../ etc.

"o )3 @;.‘M\%J.}Ss'
‘Much noise disturbs’
kaOratu] ?adadzi:dz| tuzGidg

much noise disturbs

14,1381] Q.-FAS& dal g ?33'
‘One pen is sufficient for writing’
galamun| wa:hidun] jakfi: lilkitabati

A pen one sufficient ] (for) writing
Because they are numerous and somehow complex in use and

different from those of Arabic, some of the determiners may

constitute a problem for Arab learners who, most of the time, omit
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or add certain unnecessary elements in sentence structure. The

problem may arise especially with possessives and quantifiers.

II1.2.2.1.3. Possessive forms in noun phrases

Possessive noun phrases in Arabic are primarily built on
suffixes (morphemes) in the genitive and accusative cases of
personal pronouns. The two cases are identical for all personal
pronouns (all end in ' '/u/ 'i«all' /?addamatu/, and ' "' /a/
'iaiill'/Palfathatu/), except for first person singular which ends in '
o /i) 's,wS1)' /PalkaSratu/ (see chapter3). Arabic possessive cases
find their equivalence in English possessive ‘of’ ‘my’, or genitive
s’.

1) 'Joaadt Gsa 1aar
‘This is the roof of the house’

ha:0da: saqfu ?almanzili

this (is)] the roof of | the house

2) s eb
‘Ali’s car is new’

Saja:ratu Galijun| dzadi:datun

The car of Ali (is) new

3)'),33;“ g./.a.a,j.aé !
‘I wore my new shirt’
labistu] qami:si: | Galdzadi:d

I wore | my shirt] new

Arabic and English possessive noun phrases are usually

patterned in the same way, yet word suffixation in Arabic (n.+ pr.)
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in the genitive and accusative cases may pose problems to learners
when dealing with this language item. The different parts which
form the possessive in English are separated from nouns they

modify.

I11.2.2.1.4.Similarities and differences

1) BothArabic and English noun phrases exert the same functions:
they can be used as subject, direct and indirect object, and object
of the preposition.

2) Words in both Arabic and English noun phrases are similarly
distributed, except in case of Arabic adjectives which are usually
placed after nouns.

3) In noun phrases, English adjectives can have different positions
according to their nature of type, i.e., possessive, colour, quality...
4) Arabic and English possessives are structured differently. The
former 1is based on word-suffixation (according to the wused
personal pronoun); whereas the latter is made of separate parts that
marks possession or genitive.

S) Determiners are not all common in both languages:
demonstratives and numerals may constitute the same form; yet

quantifiers and possessives may not.

II1.2.2.2. Verb phrase

In Arabic, a verb phrase '42l28 ilaa® /dzumla fiGlija/ is a phrase
that starts with a verb which can precede a noun, an adverb, a
prepositional phrase followed by an object, a second verb in the
imperfect form, or a clause, etc. In English, it is the part of a
sentence that contains the main verb followed by the rest of

sentence components. This is sometimes called the predicate which
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can be a direct, indirect object, or a complement, and all provide

information about the action (verb) in the sentence.

1)'2---22 lagd Zﬁ\J\ !

‘See you later’
Garaka fi:ma: baGd

See you later

2)' g omizd) 2adly Qisy!

‘He writes with the left hand’
jaktubu biljadi ljusra:
(He) writes fwith hand left

(3 'olimal) 8 Jazg fag

‘He started wor king in the garden’
bada?a
(He) started

fi J?albusta:ni

the field

jatmalu

working] in
The four examples illustrate some constructions of verb phases in
both Arabic and English. Both of them start with a verb that can be
followed by another verb, a noun, a pronoun, an adverb, a
prepositional phrase, a complement, a direct or indirect object or
even a clause. The distribution of words is nearly the same with a
small difference at the Ilevel of word inversion in English
noun/adjective. The meaning of these verb phrases remains the
same and; thus no big difficulties can be faced by learners of

English.
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I11.2.2.2.1. Arabic/English Verb inflection

Verbs in English are inflected only in the third person singular
in the present tensedifferent forms; contrary to Arabic where they
are inflected with all personal pronouns and in all tenses. This may
touch singular, dual and plural forms; while in English the dual is

considered as plural. (See table in chapter 3, p27).

1) zla ol Lle bdiddy

“Ali is cleaning the glass’
junadifu] Salijun] ?a-zudza:dza

cleans Ali the glass

'

2)' s 20disll Lalylll gad i ba

‘Theywear traditional garment’
Hunal] jartadi:na| liba:s taqli:di:

They| wear garment | traditional

As shown in the examples above, Arabic verb includes the affixes
denoting tense, person, gender and number, contrary to English
verb which has its inflection (verb + suffix) only in the simple
present tense with the third person singular. This might be very
confusing to learners, since both verb inflection systems are

different.

I11.2.2.2.2. Arabic/English passive forms

Similar to English, the principle voices in Arabic are: active

'aslaell  Jisall' /Palmabni:  lilmaSlu:m/ and passive saadl!

'ds¢a>«ll/?almabni: lilmadzhu:1/ which are merely two forms of the

same verb. In the active form, the verb is the agent, i.e., performer
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of the act; and in the passive form, the subject is the recipient of

the action. In English, voice is shown by the use of the auxiliary

‘to be’ and the past participle of the verb followed by the rest of
the sentence.

In Arabic, the passive voice is indicated by internal vowel
change immediately after the initial consonant in the verb; it is the
" "' /2u/ vowel used in all tenses. For example the verb '« ia'
‘daraba’ (hit), in the past, would have the following transformation

from active to passive:

1)'4.§JL B BJS“ Q.)J.:..a'

‘The ball was hit (by him)’

duribat ?al-kuratu min karafihi

was hit the ball by him
In the present, a passive tense-aspect prefix is added to the
third person, masculine or feminine singular or plural base form.

This includes the '&' /t/, "s' /j/ + /u/ (see chapter 3 p), as in:

2)'J§M_.| Hlasl) aduay!

‘Poetry is made by hand’
jusnaSu ?alfaya:ru | biljadi
(is) made poetry by hand

3)'zlall e &l g Hlal) aduad!

‘Bottles are made from glass’
tusnaGu | Paqaru:ratu | mina| ?azudza:dgi

(are) made bottles from | glass
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In Arabic passive construction, the main verb is kept initially in

the sentence with a change in the ‘voweling’ system, in English
they are initiated with nouns or pronouns. The passive voice is

used less frequently in Arabic writing than in English, and hardly

at all in every day speech. This may be the cause of learners’

wrong constructionsof passive sentence.

I11.2.2.2.3. Similarities and differences

1) Arabic verbs come from the three or more word root which
would communicate the basic meaning of the verb.

2) It is the affixes that would specify grammatical functions such
as person, gender, number, tense, mood, and voice.

3) English verb inflectional system includes tense where the verb
is inflected in the third person of the present simple tense only.

4) Thus, Arabic seems to be more detailed than English in terms of
its forms in number and person.

S) The verb phrase in the Arabic passive starts initially in the
sentence; whereas the one of English starts after the subject.

6) In the Arabic present, a passive tense-aspect prefix is added to

denote the third person, masculine or feminine singular or plural
base form, contrary to English in which the auxiliary ‘be in the

present’ precedes the past participle.

7) In the Arabic past, a passive tense-aspect vowel ' "' /u/ is added
to denote all personal pronouns; yet in English, the auxiliary ‘be in

the past’ is used to do this function.

8) Contrary to its use in English, Arabic passive is rarely used,

mainly in people’s daily conversation.
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I11.2.2.3. Adverb phrase

In Arabic, like in English, an adverb phrase is a phrase that
starts with an adverb, or a prepositional phrase functioning as
adverb to modify a verb, an adjective, another adverb, a simple
sentence or a clause to show time, manner, place, degree etc. Its

adverbial function is the same for both languages.

I11.2.2.3.1. Adverb phrase of place

Adverbial phrase of place is a group of words that play the
role of an adverb and answers the question '$o2l' /?ajna/ ‘Where?’

It can also be made by a prepositional phrase. For example:

1) daadl d Aad e ) @las
‘He climbed to the highest peak in the mountain’
tasalaqa | ?ila:| ?aGla: |qimatin] fi | ?aldzabal

(He) climbed | to highest] peak in | the mountain

'llﬁ\gh baatallia Ligay !
2)
‘We remained therefor a long time.’

baqi:na l hunaka

limudatin| Eawi:latin

(We) remained | there for time along

I11.2.2.3.2. Adverb phrase of manner

Adverbial phrase of manner answers the question 'f<a.s'

/kajfa/ ‘How?’ and is generally formed by a prepositional phrase
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that contains a preposition and a noun which is sometimes preceded

by its article. For example:

1)'3),'\.35 K;JM* 43yl Gl !
He drived his car with high speed’
sa:qa |saja:ratahu] bi ]surQati: Jkabi:ratin

(He) drove | his car with] speed high

2)'cial Ay )
‘He has gone to a foreign country’

dahaba ?ila] baladinin | Padznabi:

He has gone | to | country foreign

I11.2.2.3.3. Adverb phrase of time

Adverbial phrase of time answers the question 'Ysi<' /mata:/

‘when ?’ and generally constitute a preposition with its object.

1)'u.n.ai T Aa o\)i ?J !
‘I haven’t seen him since yesterday’

lam | ?ara:hu mundu |jawma ?amsin

(not) JI seen him| since |yesterday

2) Do laial) 8 Ligaal)e
‘We met in the evening’
?iltagajna:| fi -lmasa?i

We met in | the evening
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I11.2.2.3.4. Adverb phrase of purpose

Adverbial phrase of purpose answers the question '¢13lsl' /lima:
da:/ and constitutes a prepositional phrase containing an infinitive

with its object.

4)'0LA3.A‘;“ gé G@.ﬁ’gl das Jeza'
‘He is working hard to succeed in the exam’
ja@malu |bidzid]lijandzaha |fi: [limtiha:n

He works Jhard to succeed |in Jthe exam

The four examples above show that the construction of 'deall 4.4
/fibh dzuml/ (prepositional phrases) in adverbial cases are the
same in both languages. All phrases are usually formed with a
preposition and its object, and are distributed in the same way,
providing the same meaning. This may help learners not to make

errors with English adverbial phrases.

II1.2.2.3.5. Similarities and differences

1) In both Arabic and English adverbial phrases modify the same
parts of speech.

2) These adverbial phrases are formed similarly with a preposition,
and its object: Arabic ‘slwall &' /fi- lmasa:a?i/ (prep.+ noun) is
similarly distributed with the English ‘in the evening (prep.+
noun).

3) The sole problem that remains in adverbial phrases is difference
at the level of word- inversion in Arabic and English

noun/adjective.
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II1.2.2.4. Adjective phrase

An adjective phrase is a group of words that start with an
adjective, prepositional phrase, participial phrase, or an infinitive
phrase and is used to modify and qualify a noun or a pronoun. In
Arabic, the nouns which the adjectives modify can be either
defined using the definite article prefix 'di' /?al/ (the) or undefined
(with no article). Similarly, in English the nouns can be either
defined with ‘the’ or undefined with ‘a’ or ‘an’ . An
adjective phrase can function either attributively (it appears inside
the noun it modifies) or predicatively (outside the noun phrase it
modifies).

1)'3,taad) Gu (gdiachay o8 (haag !

+L

‘He lived in a housebuilt in stone’
bajtin abni:
a house built

2)'),3.35 9\)5 Kid;)“ Jaa!'

jaQi:Su |fi:

He lived | in in stone

mina I lhidza:rati

‘This man is of great wealth’
ha:da:] Paradgzulul lahu| @ara?un|kabi:r

This J(the) man | has | wealth | great

3) Al Gauhl) L Laladids )l
‘The manwalking in the street is my brother’
?aradgzulu | ?alma:Ji|fi | ?akari:q Payi

the man walking |in Jthe street | (is) my brother

As shown in the examples above, the three phrases in bald type

modify the underlined nouns. In both languages, the adjective
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phrases '©=i¢ /naGt/ (eg. 1& 2), or participial phrase 'deld aul
/?ism Pa-fa:?il/ (eg. 3) which function as adjectives are structured
nearly in the same way. This will facilitate learners’ acquisition

of English adjective phrases.

I11.2.2.5. Prepositional phrase

A prepositional phrase is the part of the sentence that
includes a preposition, and the object it refers to. In English, the
object is usually a noun, a pronoun, a gerund or even a noun
clause, and 1s referred to as the object of the preposition. In
Arabic, like in English the prepositional phrase '4laall 4.3 /[ibhi
?aldgzumla/ has the same modifying functions. It can be used as an

adjectiveor an adverb. For example:

1) "o age Adglhall Gedulis]) &l
‘That bookon the table is very interesting’

da:lika| ?alkita:bu |fawqa |?aka:wilati| muhimun

That book on the table (is) interesting

2)'@3&3.‘: S g Aﬁl;\ oAl

‘She spoke to him in a low voice’
tahada0Oat | ?ilajhi | bi | sawtin | munyafid

She spoke] to him| in] a voice] low
Prepositional phrase, as shown in the examples, are likely to be
arranged in the same way in both Arabic and in English, yet the big

number of prepositions and their resemblance in meaning and use
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in both languages stand as a big hindrance toward learning this
language item. Learners’ strategy is to translate L1 prepositional
phrase to L2 and since the meaning of the preposition change in

context, big errors would emerge.

II1.2.2.6. Similarities and differences

1) Adjective phrases and prepositional phrases function as
modifiers in both Arabic and English.

2) In both Arabic and English, adjective phrases have similar forms
( @ie= / built), (3,la=]l 5=« / in stone) in both prepositional and
participial phrases. They are also similarly distributed and share
the same meaning in the sentence. However, the infinitive phrase
in Arabic is less used than the one of English.

3) The modified noun can be defined or undefined in both
languages.

4) In Arabic,the adjective agrees with the noun it modifies in
gender, number and state, contrary to English in which there is no
sort of agreement.

S) In English, an adjective phrase can function either attributively
or predicatively. In Arabic, however, it is used in the predication.
6) Prepositional phrases have the same functions in both Arabic
and English. They express the same meaning and are similarly
distributed in sentences.

7) Contrary to the case of adjective phrases, which are used
predicatively only in Arabic, prepositional phrases can be used

predicatively and attributively in both languages.
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8) Prepositions in prepositional phrases may not have the exact
meaning in both Arabic and English. This can usually be the source

of learners’ errors in writing.

Conclusion

Chapter three includes a contrastive study of syntactic
structures of Arabic and English. Main sentence patterns in the
different sentence types in both Arabic and English are compared
according to the different parts of speech that constitute the
minimal sentence elements. Some negative and interrogative
sentences are analyzed with a focus on the use and placement of
the different auxiliaries and interrogative pronouns. All types of
phrases are also examined and compared according to their use in
the system of both languages. The comparison is made on the basis
of taking into account whether the language items compared in
both languages are similar in form, indicate the same meaning, and
are similarly distributed in sentences.

According to this study which includes a comparison of
Arabic and English syntactic systems, most of the elements seen
above show that there are certain points that differ significantly in
form rather than in meaning and distribution of syntactic
structures. The form includes, especially Arabic/English word
inflection which differs greatly, and may represent a big source of
learners’ errors. Those structures that are similar will be easy to
learn and may function satisfactorily in the foreign language,

contrary to those which are different.
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“Language is the principal means whereby we conduct our
social lives. When it is issued in contexts of communication it is

bound up with culture in multiple and complex ways.”

(Kramsch 1998: 3)

Introduction:

Language is the most outstanding medium through which
human beings establish contacts whatever the distance that may
exist between them. Learning, understanding and mastering a
foreign language 1is becoming a target for all governments,
educators and learners to achieve. However, each language is
characterized by its specific norms in writing as well as in speech
and is shaped and socialized through the culture of its people. It
means that each language has its own cultural features. The
problem arises when learners make efforts to acquire new habits
and behaviour of the foreign language, and in the same time they
use the background of their native language habits. Foreign
language learners, who have been socialized into the schematic
knowledge of their mother tongue, undergo a substantive degree of
conflict as soon as they are initiated to learn the FL. This new
language makes learners’ pre-requisite knowledge subjected to a
new cultural reality whose organization is completely different,
and thus, it becomes difficult or, sometimes, impossible to achieve.
Learners’ speaking and writing abilities reach certain deficiency as
a result of their limited exposure to the target language.
Understanding words to grasp the ideas of texts and attempting to
use them orally or in writing to express their thoughts also
becomes a major obstacle which confronts them because of the

context of the situation in which these words are used. These words
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express facts and ideas that can be well communicated only among
the native speakers who share the same stock of knowledge.
Foreign learners, lacking the native speakers’ intuitive knowledge,
attempt to achieve the same thing, yet they usually acquire only
some of the explicit rules of language such as grammar to produce
grammatically correct sentences. However, to know a language
does not mean to perform this task only. It means to be able to use
it effectively in social situations, matching it to their context.
Chapter Five is about context in FL learning, in general, and
writing in particular. It deals with points like nature of writing, L1
use in L2 writing, context of culture affecting students’ acquisition
of L2 writing, students background knowledge, as well as L1
context in L2 acquisition. All these points fall together to provide
an answer to whether or not L1 socio-cultural context where
students learn L2 has negative effects on their writing

performance.

IV.1. Nature of Writing

Writing is a second medium with which humans communicate.
It is generally made with the inscription or recording signs and
symbols. Writing is considered as a complement to speech, yet it
tends to be more complex with longer and more organized sentence
structures based on formal use of vocabulary, grammatical
constructions with connecting words, punctuation and lay out of
written texts. It is the process through which alphabetical letters
are used to communicate thoughts in a prepared form. This can be
made using a pen, or a keyboard attached to a typewriter, a
computer or a mobile phone. One can write for one’s own desire, to
send a personal letter, stimulate the feeling of an audience, and

anticipate a reader’s need. Ramelon (1992: 9) insists on the
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importance of writing as part of one’s culture, as it is done on the
purpose of preserving thought and ideas. Writing systems can be
functional in terms of its visual way to represent language and
symbols in terms of representing cultures and peoples (S. Roger

2001:12). Coulmas provides the following definition:

“Writing systems are a set of visible or tactile signs used to represent
units of language in a systematic way, with the purpose of recording messages
which can be retrieved by everyone who knows the language in question and the
rules by virtue of which its units are encoded in the writing system.”

(1999: 560)

However, for S. Roger (2001: 28) these writing systems “cannot be
defined by only one definition, and that they must be used for
communication purposes.”

Writing emerged with the emergence of human societies. Its
development has been instrumental, i.e., to record past events as
well as the memory, discovery, collection and interpretation of
what happened through history. It has always been an important
medium of expression for politicians, poets, writers and the like.
Texts, as being the result of writing are wused 1in all
administrations, whether civil or military, and in all domains such
as the media for daily news. Wells argues that “it makes a

continuous historical consciousness possible.” (1922:41)

When one writes, his focus is put primarily on his thoughts
and emotions so as to attract the reader’s attention and make him
grasp what he aims to say. The audience should be hypothesized or
imagined in his mind. It is very important to think carefully to or
for whom one writes taking into account the purpose, situation and
occasion. This should normally be done in a neat, careful and

organized way according to the rules of writing styles.

190



IV.2. Effective Writing

Effective writing is writing whose ideas are organized in a
cohesive way as the case for the correct link between sentences and
paragraphs. When language is used effectively it can be easy to
follow and maintain the reader’s interest in reading the whole part
of text. However it is sometimes difficult to write in a foreign
language. The tracking of a developing language that is rich,
diverse and constantly evolving in use and meaning is a continuous
process of experiences. In EFL writing, style and strategies differ

across individuals:

IV.2.1. Process

Researchers’ first attempts to understand what is now called
the writing process began in the early 1970s. The process of
writing is a natural set of steps that writers take to create a
finished piece of work. It is a process of organizing ideas and
creativity through text (Craig 2015:1). Writing is the thinker’s way
of exploring the world. Writers explore topics and approaches to
topics when they make notes, start lists, generate outlines, write
journal entries, and compose rough drafts (Fulwiler 1988:16). The
main focus of writing is on the process itself and not on the final
product. Thus, all what is recommended is that writers should
develop an authentic creative work based on critical thinking
decisions about both the audience and purpose. Therefore, they

should consider the different steps of writing process.

IV.2.1.1. Prewriting

The pre-writing stage, also known as brainstorming stage is

the first preliminary stage of any writing process. It includes all
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things that one prepares before he sets about to write any kind of
text. The writer tries to generate and develop ideas about a chosen
topic. This may concern written notes or an outline where ideas can
be organized according to their expected occurrence in the text.

Vinetta maintains that:

“most emerging writers, however, need to record their pre-writing
ideas in permanent form so that those ideas can clearly inform and guide the
thinking and writing process, resulting in a coherent, well-organized product
text.”

(2012: 2)

Linguists, such as (Forgiel, 1985 & Brown, 2000) see the pre-
writing phase as a crucial part of the entire process where one must
ask himself questions such as “What shall I write?” , “What do I
want to write about it?”, “ To whom do I want to write?” “Have I
succeeded in selecting the exact words to express what I want to
say?” These questions which concern the topic or theme as well as
the purpose of writing may eventually lead to a successful product

that can be well-evaluated.

IV.2.1.2. Drafting

Drafting 1s the preparatory stage of any piece of written
work. It is meant to develop the ideas that have been organized in
an outline created in the first stage of the writing process to reach
a more cohesive production. In this stage, the writer develops text
based on cohesion, organizes his ideas and explains them through

examples.
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Drafting is a crucial part in the success of any paper. If it is
laid on fundamental work, the writing will be neat, rich and
successful. Conversely, if drafting is not based on a solid
framework, no one can guarantee to attain the expected objectives.
Thus, drafting should be seen as a part of responsible successful
writing. It may be the longest stage in writing process. It takes
time, mainly because it needs to be revised so as to lead to a more
glorious version of a final draft. It should also be concise and
precise to explain what it means in terms of an actual piece of

writing.

IV.2.1.3. Revising

In a writing process, revising is the rearrangement of the
elements fully or totally completed in a written work so that it
becomes aligned with the writer’s planned target.

Successive revision of the previous notes enables writers to
add what they find necessary and omit what they think is
inadequate to fulfill the purpose of the final draft. During the
revising stage, those ambiguous images become clear as soon as
some corrections are made at the level of the flow of texts. One
may proceed either by substituting some words for others or
displacing the position of certain sentences or adding connectors
that help to avoid different kinds of repetitions, vagueness and
inappropriateness.

The ultimate procedure of revising stage will turn the 1ll-
performed image into an acceptable if not a beautiful work of art
with controlling thoughts and well-expressed emotions. Thus,
revising 1is required to clearly articulate ideas and meet the
expectations of the audience. Effective and successful writing is

the feedback of a careful revision.
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I1V.2.1.4. Editing

Editing is the stage in which the content of a piece of writing
is checked for accuracy. It involves the identification and
correction of factual errors such as grammar, spelling,
capitalization and punctuation. It may also include deletion of
certain elements or rectification of previous omissions in the
written document. This stage is characterized by ‘accuracy’ as a
chief concern. “The reliability of the finished text depends upon
accuracy in the researching and writing process.” (Venitta, B.

(Ibid).

Editing, which is distinct from revising should not be seen as
a negative task since all what a writer deals with at this stage is
logical. It is logical and even beneficial to edit the performed work
two or more times before composing a final copy of the product. At
this stage, one should diagnose if each sentence, phrase or word is

made as adequate enough to the written text as possible.

IV.2.1.5. Publishing

Publishing 1is considered as the final step of the writing
process. This comes after the realization of all stages needed for a
complete piece of writing. No adjustment is done at the level of
text which should be ready for publication. What remains is to
release it to the public to read. Ways of publishing may include a
paper given to a teacher for correction, writing for school
magazine, sending a letter to an editor, posting a piece of writing
on the internet, submitting a research work to a local or

international magazine... It is worth mentioning that not all pieces
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of writing are published once they are sent to the publishing place.
One may write several pieces before he gets his first piece
published, yet he has nothing to lose since all his attempts in

writing contribute to his development as a writer.

IV.2.2. Style

In language learning, style is grossly defined as the way the
writer uses words, their choice and arrangement to establish mood,
images and meaning in texts, the combination of sentences, as well
as figurative language. An example of style is the fashion style,
such as clothes which can be formal and dressy, informal and
casual, preppy, athletic, and so forth. By analogy, the information
underneath is like the person’s body, and the specific words,
structures, and arrangements that are used are like the clothes. Just
we can dress one person in several different fashions, we can dress
a single message in several different literary styles (NCTE IRA:

2003: 1). Brown maintains that:

“styles are those general characteristics of intellectual functioning that
pertain to you as an individual, and that differentiate you from someone else.”

(2000: 113)

Style can vary from person to person, from language to
language and from one context to another. What may work for a
language may not work well in another, because each language is
characterized by its own overall style. Its use is influenced by the
way facts are interpreted; the degree of formality and how the
setting and characters are presented. An example on that is the

different uses of the word ‘died’ in different writers’ style:
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He’s passed away

He’s sleeping with the fishes
He died

He’s gone to meet his maker

He kicked the bucket (NCTE, IRA: Ibid)

Each of the sentences is used with a different style according to
the situation, occasion, writer and the person being addressed.
Among the different elements of style, two are considered as the

most important of all of them:

I1V.2.2.1. Word Choice

Whether one writes a letter, a paper, or a thesis, he has to
build his work on word-choice to express the different ideas
through a careful arrangement of these words into sentences and

paragraphs. Fulwiler T. says that:

‘“all writing, whether started early or late, teacher-assigned or self-assigned,
involves making choices_an infinite number of choices_about topics, approaches,
stances, claims, evidence, order words, sentences, paragraphs, tone, voice, style,
titles, beginnings, middles, endings, what to include, what to omit, and the list goes
on.”

(1988: 3)

Finding the exact words to convey the meaning that the writer
wants to transmit to the reader may be challenging. Writers differ
in choosing words: there are those who are concise and precise and
choose words with greater clarity, and according to the appropriate
context they are wused in. There are words with their own
connotation, so writers weed out all words they find unsuitable to

convey meaning. Others use vague, awkward or unclear words.
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They may cause certain troubles or reluctance to the reader
who may not grasp or visualize well all what is written. What is of
much importance is not only to make the reader as an audience to
grasp the sense of what is written, but what sounds best to him.
Thus, all consideration should be given to the choice of words to
communicate information clearly and convincingly as expected by
this audience. This is normally what is used in academic writing.

However, the problem does not concern word choice to cause
awkwardness, vagueness, or those which concern clarity. Most of
the time, there are words or sentences that are grammatically
incorrect; i.e., the way words are put together to form correct and
meaningful sentences. For example, when one writes “Waiting for a
quick reply, accept my best wishes...” This sentence is not difficult
to understand since all chosen words are clear for anyone to
understand; yet the classification of words is grammatically
incorrect. The reader will expect that the word ‘waiting’ as a
gerund refers to the subject ‘I’ (the pronoun that follows in the
second sentence) and not on omitted ‘you’.

If a writer has a sentence marked for unclear, vague of
awkward, he should also check the word choice from a grammatical
perspective because unfamiliar word structures would also result in
ambiguity. The choice of words also concerns the use of
‘repetition’ which can be either ‘good’ using terms necessary in
the clarification of meaning or ‘bad’ repetition that can be

redundant causing clumsy forms and reluctance to the audience.

IV.2.2.2. Sentence Fluency

In any piece of writing, sentence fluency represents the

writing that should sound natural to any reader. The flow of words
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in phrases that form longer sentences from the beginning of the
text to the end represents the single complete thought the writer
expresses, and which the reader tries to understand. Sentence
fluency differs according to different writers’ strategies. Within
correct sentences, there are some which sound better than the
others. These sentences may be long, yet well structured and based
on a certain rhythm to achieve positive effects on the part of the
reader. Writers wusually use either long or short sentences
depending on what they find more adequate to the aim of writing.
The focus 1is put on which would suit better the reader’s
comprehension. Chris M. and Schwelger R. give two examples of

correct sentences; one is clearer to the reader than the other:

e Under the present conditions of our society, marriage
practices generally demonstrate a high degree of
homogeneity.

e In our culture, people tend to marry others who are like
themselves.

(2001: 452)

Linguists agree upon the fact that good writers are those who
give great care in arranging their ideas according to the rules
governing writing styles, composition and written expression, in
general. They avoid loose sentences, delete extraneous words, use
punctuation appropriately, delete redundancies, and make vague
words more specific (Chris M. and Schwelger R. Ibid). This would
result in a more readable style. This means that these writers give
great importance to what makes sense and sounds best to their

readers. This would help them make correct decisions about the
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best way to communicate their ideas and thought through

arguments or information introduced in a clear and plain manner.

IvV.2.2.3. Voice

The voice is the relationship between what the writer writes
and what the reader reads, feels, responds, and wants more from
the part of the writer. It is personal, which means that every writer
has his/her own imprint on the page with a different energy,
individuality and zest. The voice 1is an important element in
writing. It differs according to the purpose of writing and to whom
one is writing. Through voice a writer can express his original
thoughts and personal feelings as well as the way he/she sees
things and the manner he/she interprets them. The writer tries to
put him/herself into the words s/he is using paying great attention

to the sense expressed by the message.

Whether it concerns a letter, a short story or a novel, the
voice should be unique and authentic, although a writer may
sometimes borrow some writing hints from other writers. By
unique, it is meant that words should be put together to have a
unique sensibility, a different way of looking at the world, a

perspective that would surely enrich an author’s work.

IV.2.2.4. Conventions

Conventions often deal with the elements of writing such as
spelling, grammar usage, punctuation, capitalization and
paragraphing. Correct spelling and capitalization, good use of

punctuation marks, correct verb tense, use of sentences that
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express complete thought and organized paragraphs have great
effects on the reader in enhancing his curiosity to read more and
more, i.e., the reader tries to figure out what the writer is trying to
say. With this set of generally accepted standards of written
language, writers can make their work more readable. Kim Kautzer
(2010:1) gives examples of different kinds of writing. He says that

each has its own convention:

* Narrative writing must have characters, setting, and plot.

* Descriptive writing must appeal to the senses through use

of vivid, colorful, precise vocabulary.

xpository writing must inform, clarify, explain, define, or
* Expository ting t [ y pl d

instruct.

* Persuasive writing must present an argument based on facts

and logic, and attempt to sway the reader’s opinion.

Conventions in writing are “agreements between people in a
society as to how written communication will be interpreted when
it is read” (Peha 2012: 2). The rules may change depending on who
is writing to whom, yet the degree of correctness within these
conventions 1is to be examined by readers or even writers

themselves.

IV.2.2.5. Organization

Organization is the inner structure of any piece of writing
that leads to a good comprehension the written material as well as
a better understanding of what is beyond a writer’s message.

Several types are to be considered in the organization of a text.
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Some of which include “chronological order, order of importance,
compare and contrast, and cause and effect.” (Janovsky A. 2013:
4). This is to answer questions such as ‘From where I can start?’,
‘What comes next?’, ‘What can go together?’, ‘Which can be left

out?’, ‘How can I join the ideas together?’

Iv.2.2.5.1. Chronological Order

By chronological order it is meant order of time. This means
that a piece of writing like a novel or short story has a specific
timeline, and thus it is written in chronological order. Stories have
a specific beginning, middle and end through which a sequence of
events that are easy to follow because they remain in an order of

time.

IV.2.2.5.2. Order of Importance

This type of organizational pattern determines the ideas and
how they are put in order in writing. Ideas are put in sequence
according to their degree of importance, i.e., the most important is
put first followed by second most important and so forth. This
pattern is usually found in essays which deal with only one topic

with supporting details.

IvV.2.2.5.3. Compare and Contrast

In writing, compare and contrast describe the similarities and
the differences between the two objects or ideas. When any writer
deals with two things or objects, s/he will obviously give a

comparison of the two to show how they are alike or how they are
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different. This pattern is usually used in nonfiction works that

concentrate on two ideas within the same subject.

I1V.2.2.5.4. Cause and Effect

Cause and effect pattern is considered as the most difficult to
identify for the simple reason that cause and effect are used in any
type of writing, but which cannot enter in the organizational
system of that piece of writing. In writing, Janovsky A. defines a

cause 1s as:

“any event that effects a situation; an effect, however, is what
happens due to that event. Thus, the cause is the occurrence;
the effect is the result”

(Janovsky A. 2013: 4)

IV.2.3. Strategies

Writing strategies are ways of thinking about any writing
genres. Nearly each type of writing needs a form of a particular
strategy to control the writing process in producing the desired
quality. It can be a formal plan to write an essay, a short story, a
book or anything-else. These strategies are used to control the
written production and to find possible remedies to problems while
writing. “Strategic writing is a thinking procedure for producing
writing (the cognition), or for controlling production” (Calhoun &
Hale 2003: 121). The techniques used by writers allow them to
discover their own ideas through a strategic methodology to create

possible ways for a successful and creative writing.
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IV.3. Teaching Writing at University

It is widely accepted that writing in English is becoming a
medium of international communication. As such, it is used by
millions of native and non-native speakers to communicate with
each other. The need to use writing properly with some degree of
sophistication is felt among EFL professionals who see it suitable
to explore different domains mainly those which concern science
and technology. It i1s crucial in promoting studying abroad,
international business, tourism, entertainment, scientific research,

politics and so forth. Bjork and Raisanen say that

“We highlight the importance of writing in all university curricula not only
because of its immediate practical application, i.e., as an isolated skill or ability, but
because we believe that, seen from a broader perspective, writing is a thinking tool.
It is a tool for language development, for critical thinking and, extension, for
learning in all disciplines”.

(1997: 8)

For this reason, the study of writing has always been
compulsory for all students, mainly those studying English for
academic purposes. Writing is part of the university curriculum
taught according to each subject of study. This learning skill
differs from one branch to another, and the time devoted to it is

seen as a factor of success or failure to reach the drawn objectives.

EFL students find it a necessity to learn to write in this
language to communicate with people from different backgrounds

and for different purposes, yet the task is not easy because
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different obstacles confront both teachers and students’ will to
reach their objectives. According to some educators, as mentioned

before, the efforts made so far have not brought successful results.

Contrary to the teaching of other skills, writing may need
more efforts from the part of both teachers and students; relatively
more demanding than the other skills. In teaching writing more
focus should not only be put on grammar and vocabulary, but on
the socio-cultural context of words as well. This means that
students should be initiated to the socio-cultural meaning of
English words and expressions which are different from the ones of
the mother tongue, i.e., they are learning in the classroom (a social
and linguistic reality that differs enormously from the ones of the

students’ environment). In this vein, Thanasoulas maintains that:

“...foreign language learning has a significant impact on the social being
of the learner, since it involves the adoption of new social and cultural behaviours
and ways of thinking.”

(2002: 7)

This new social and cultural behaviour may pose certain
problems to students who very often feel a sense of anxiety to
learn to write in an environment which 1is far from being

supportive.
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IV.3.1. Students’ Attitude towards Writing

At university level, writing is learnt only in the classroom
context, and the environment outside, as mentioned earlier, does
not help since all what concerns writing consists of those activities

given by teachers as homework. Students are of two kinds:

a) Those who tend to wunderrate themselves and think that

they know less than what i1s usually required. Also, they are not
aware of the importance of English writings, mainly because they
think that speaking in English is much better than writing which
has no special standing. They consider that writing in this language
is not needed in this society which uses French and Arabic in

different domains.

b) The second kind of students are those who give much

importance to the writing skill because they are aware of the role it
plays among all other learning skills. These students believe that if
they master this skill, they will easily communicate with other
people around the globe, or even get a job which requires those
who can write correctly in English. Thus, they admit that the
acquisition of English language cannot be devoid of the writing
skill. This positive attitude strengthens their will to learn to write

in a good way.

IV.3.2. Context of Classroom Writing

The classroom is the only place where most of the Algerian
students perceive writing lessons under the teacher’s guidance

through different methodologies to fulfill precise activities. The
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teacher is viewed as having complete authority over the use of the
material designed for teaching. Lack of experience may often
restrict both the teacher’s innovation and the learner’s response.
Moreover the perennial oversized classes often minimize the
students-teacher interaction, prevent teacher’s surveillance of
individual performance and discourage independent thinking.
Consequently, the teacher cannot assume students’ «creative

response to work.

In official meetings, teachers very often complain about the
over-crowded classrooms which wusually exceed 45 students in
number. In spite of this, the classroom is considered as a suitable
place to learn to write and a small world of social relations in
which the needs for learning are found. However, Ellis insists on

the role classroom plays in students’ different writings, he says:

“The classroom context in which learners learn a language affords ample
opportunities for natural language use. It enables them to develop a basic ability
to perform requests using target language forms. In addition, it proved sufficient
to motivate the acquisition of a variety of linguistic exponents for encoding
requests, thus affording the learners some degree of choice in the realization of
their requests.”

(1997: 20-21)

The classroom is, thus a place for guided writing through
which nearly all activities are under teacher’s control. Fixed
patterns are manipulated and learnt by imitation and repetition.
Students use the patterns, words and expressions the teacher
usually gives so as to reinforce and complete their work. Students’
free performance and creative endeavours are sometimes neglected.

However, this controlled writing has been criticized by some
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linguists such as Pincas who questions controlled composition for
the simplest reason that ‘writing is restricted to the teacher who
focuses solely on formal linguistic features, neglecting the quality
of ideas, and the organisation of content.” (1962: 196). The
stretch of written language students produce should take into
account context. This is usually absent nearly in all their written

tasks.

IV.4. Use of L1 Context in L2 Writing

It is widely known that foreign language learning is influenced
to a great extent by learners’ L1. The foreign accent that takes
place at the level of the learners’ speech of L2 is often an indicator
of the strong influence of L1 over L2. This is felt among most of
the Algerian EFL students who wuse an Arabic accent when
communicating in English. English speakers of French also tend to
have an English accent when articulating French words.

By and large, and because of the enormous differences that may
exist between languages, students’ L1 does not only affect L2
pronunciation, but also its vocabulary and grammar writing. The
input of L1 system on L2 system may cover all the stages of
students’ acquisition of L2. It means that whatever the level they
reach, they cannot avoid the close contact of L1 and L2. Marton

(1981:150 in Ellis) maintains that

“...we can say that there is never peaceful co-existence between two
language systems in the learner, but rather constant warfare, and that warfare
is not limited to the moment of cognition but continues during the period of
storing newly learnt ideas in memory.”

(1991:19)
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Today, with the new approaches and techniques, L1 is not
very much suggested in teaching writing. Teachers very often use
it in the explanation of different points of grammar or to illustrate
certain testing activities. However, problems remain at the level of
vocabulary usage. Most of the time learners do not know the exact
signification of words and use them inappropriately, because there
are some words which are culture-bound and, thus need much
attention in their use. However, L1 is sometimes suggested by
some linguists to solve the problem of comprehension. Silvia
(1988: 9) suggests that “it is no longer forbidden to use the
students’ native language as a source in order to facilitate foreign

language acquisition.”

The use of L1 in L2 classes is not possible when the mother
tongue of students and teacher differ. When L1 is common, as it is
the case for the Algerians, it can sometimes be utilized as an

effective tool in writing instructions.

IV.5. Context in EFL Writing

Hymes establishes as a rule:

“The key to understanding language in context is to start not

with language, but with context.”

(1972: XIX)

Any language is learnt through context. When a child starts
gradually learning the words of his mother tongue in the daily
activities, he learns them in all contexts. When playing with a ball,

for instance, he learns the words and expressions such as ‘ball’,

208



‘kick’ , ‘throw’ , ‘shoot’ , ‘goal’ ‘lend me the ball’ , ‘I’ve scored a
goal’ and so on. In the mean time he knows that the same word can
be associated with different contexts and different types of events.
The child will practice the same word on different expressions.
Thus, he uses the word ‘open’ in ‘open the door’, ‘open the book’,
open the drawer’, ‘open the tap’, and will one day use the
expression ‘open a bank account’. It means that as he learns more
expressions, he acquires the language that describes these
experiences, (Dorre 1985).

In learning a foreign language, one uses the experiences of
context he has acquired from his mother tongue so as to understand
it. The more he knows about the different situations, the more he
uses them to learn the target language. At school, for example,
learners are often taught new vocabulary items with no or little
regard to context. It means that they are habituated to what Alder
and Van Doren (1972:128) call the ‘vice of verbalism’, i.e. they
tend to use words without taking into account the experiences to
which they should refer. This is a serious problem that may lead to
both a slow acquisition and to a wrong use of the language in
question.

Our experiences are classified in terms of existing words or
expressions. Individuals face problems with how to use words to
have new meanings. For example, the English word ‘abortion’
means a type of ‘murder’ to one individual and not to another. This
means that a sentence containing that word will be about a type of
murder in the understanding of one but not of the other. Most of
the time there is a risk of misunderstanding when attempting to
communicate. When native speakers use the language, they think
with the knowledge shared by the whole speech community
including the stock of metaphors and the socio-cultural experience

they have acquired along the years. This creates a sort of hindrance
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for foreign learners to communicate with the natives because they
lack both the linguistic experience and the knowledge which the
natives use when speaking. Saville-Troike (1992 quoted in

Kramsch) says that:

“Even if they have mastered the forms of the new language, they might still
have difficulty in meeting the social expectations of speakers from the new speech
community.”

(1993: 43)
Accordingly, how can learners be initiated into the social and
cultural expectations of the new language?

Context is crucial for the understanding of the language in
question, for it is the element that provides cues which make the
meanings of the words clear. Thus, one should not only learn to
understand the sound segments, the word forms, the sentence
structures of the foreign language, but importantly how he
interacts with context to get the possible meaning. Kramsch (1993:
43) states the example of the beginner students of German who are
preparing a fictitious role play. One student turns to the teacher

for help.

“S: How do you say ‘leave’?
T: It depends; it could be ‘weggehen’ or lassen’. ‘What’s the
context?
: ‘Leave the children’.
: Well...’lassen’, but it depends on the rest of the sentence.
: ‘Leave the children in the woods’.

: Ah, then it might be ‘verlassen’. Who says that to whom?

el B c I B G

: I’m the mother and I say to the father: ‘You should leave
children in the woods’.
T: So, you would use the second personal singular, familiar

form.
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S: And ‘should’? ‘dumubt’ or ‘du sollst?’”
T: Ah well...that depends...
(1993: 34)

This example shows that there are several ways of looking at
a situation of communication according to the linguistic form of
the elements that ensure the text cohesion and which is determined
by the internal context of utterance constituted, according to

Lyons:

“by all the factors which, by virtue of their of their influence
upon the participants in a language event, systematically
determine the form, the appropriacy and the meaning of
utterances”

(1977: 575).

Context here refers to “the intentions, assumptions, and
presuppositions of speakers and hearers, which ensure making
sense for the participants.” Kramsch (1993: 36). Hence, the
purpose of communication is to get the message across the
interlocutors clearly and unambiguously. This involves efforts
from both the sender of the message and the receiver. Great
confusion occurs if the message is not well interpreted by the
recipient. This means that communication is only successful when
the participants understand the shared information, and, in this
case, thoughts and ideas can be conveyed effectively, especially if
we take into account what audience this message is sent to, and
how it will be perceived, without forgetting circumstances

surrounding this message such as situational and cultural contexts.
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IV.6. Context of Culture in EFL

IV.6.1. Human Culture

‘Culture’ is said to be one of the most difficult concepts to
define in human and social sciences, their human and social
scientists, anthropologists and sociolinguists refer to it differently
and this results in several ways of defining it.

Culture is knowledge, some of it is conscious such as myths
and rules; others are unconscious and automatic, such as the rules
and structures that allow language speakers to understand each
other. This knowledge is learnt unconsciously within human groups
and is dependent upon language as a medium for transmission. Lado

(1957:110) defines it as “the ways of people” and Kramsh as

“The product of socially and historically situated discourse communities
that are to a large extent imagined communities, created and shaped by
language.”

(1993:10)

Culture is shared between generations and within generations
in all societies. Each generation of people partially recreates the
culture of the group according to its own historical experience.
People, as individuals and as members of the groups, use cultural
assumptions to make sense of the world around them and create
strategies  with respect to their group and individual
interactions.Culture is then, all that is concerned with the social
life of the individuals including knowledge, beliefs, arts, manners,

rights, customs and traditions.
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The modern technical definition of culture as “socially
patterned human thought and behaviour”was originally proposed
by the nineteenth-century British anthropologist Tylor. In the
opening lines of his book ‘Primitive Cultures’, he defines this term

as:

“that complex whole which includes knowledge, belief, art, morals,
law, customs and habits acquired by man as a member of society.”

(1871: 60)

Since then, this definition has been extended considerably. Some
researchers have tried to develop universal lists of elements that
culture consists of. Kroeler and Kluckhon (1952: 269) gave about
160 definitions of culture. From these definitions, culture is learnt,
not biologically inherited, and involves arbitrary assigned
meanings. It is what people think, what they do and what they
produce as a material. Mental processes, beliefs, knowledge and
values are part of culture. It is also shared, learnt, symbolic,
transmitted across generations, adaptive and integrated. This means
that individuals are shaped by pre-existing culture that continues
among the new generations after the death of their ancestors. This
accumulated culture has also tremendous impact on learning a
foreign language. This is felt by professionals, among whom (Lado
1957, Kramsch 1993, Brown 2000, Jourden & Tuite 2006) who,
along the years, have recognized the close contact between

language and culture.
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IV.6.2. Text and Context and Culture Shaping

The notion of text as explained by Kramsch who views a

stretch of written language as

“The product of an identifiable authorial intention, and its relation
to its context of culture as fixed and stable.”

(1998:57)

Widdowson (1996:132) states that text exists in both written
and spoken language. He views text as “the product of the process
of discourse which can by no means signal its own meaning.”
Schiffrin (1994:363) relates text to the propositional meaning that
is formally achieved by the use of grammatical definable units and
their internal relations. For her, “text expresses what is being said;
context is the situations in which people with their social, cultural,
religious beliefs and knowledge interact.” This, with what is said
both combine together to create an utterance. Haliday and Hassan
(1989:117) mention the notion of text and context in language
learning and consider them as two sides of the same coin. Glissant

clarifies when saying:

“ Je te parle dans ta langue et c’est dans mon langage que je te comprends.”

(Glissant 1981 in Kramsch 1993: 177)

They agree that both are inseparable: text in language
functions in a context of situation; whereas context is constructed
by the range produced within the community where our ideas, our

knowledge, our thoughts, our culture exist.

Footnote: “I speak to you in your language and it's in my speech that I

understand you.”
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IV.7. Relationship of language and culture

Language and culture have been the subject of a great deal of
anthropological and sociological study which came up with the
theory that words determine thought, and thus, believe that
language and its structure are entirely dependent on the cultural
context in which these words exist. This means that language does
not exist in a vacuum. It is embedded in the culture of people and

reflects their beliefs, customs and traditions. For Hassani

“The concept of 'culture' anthropologically means the full outcome of the
customs, traditions, norms and way of life of a community which is characterized
by certain features of civilization. Therefore, all societies, whether developed or
traditional, possess culture, and the material conveyor of this culture is language
with its distinct structure. ”

(1993:18-20)

The linguistic form is tightly linked with the cultural types
of a given human group. Accordingly, language is a fundamental
factor in inculcating the distinctive cultural aspects in society, for
social relationships cannot be established only with the linguistic
forms which play a crucial role in the field of cultural
accumulation and the transmission of the cultural type through
generations. Radgaa (1993: 82) maintains that culture is a set of
social organization, and language constitutes the full image of this
culture.

Every language has specific vocabulary items, the concepts of

which are completely different in another language. The Arabic

word 'slga' /ziha:d/ does not have the equivalent meaning of the

2

French word “la Lutte ” , nor is it exactly the same as the English
word “fight” . Similarly, the English word “hypocrite” does not

'

convey the exact meaning of the Arabic word 'G8lis' /muna:fiq/.
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The French oath “Je vous jure” is not the same as '&l; »uil’

/Tugsimubila:h/. The meaning of a word is not absolute in any
language. It is conditioned by social conventions. Most linguists
agree on the fact that the full meaning of a word for an individual
is the result of the experience that he has in the cultural milieu he
has grown up in. It is difficult to establish exact equivalences
between words and expressions in two languages because of the
interrelationship between language and culture. Rivers maintains

that

“Even if the words sometimes correspond in denotation, they
may vary in connotation, or the emotional associations they may
arouse.”

(1968:265)

Words represent the medium with which learners grasp the
ideas depending on the different meanings in the different chosen
contexts of the target language. When L2 is attempted, it is usually
in an environment of the learner’s first language. i.e., he has
already been socialized into the schematic knowledge of his mother
tongue. So, this learner, who has no idea about the target language
culture, will most likely face problems with how the foreign

linguistic and cultural system is made.

IV.8. Context of culture in EFL Writing

Fries counts three levels of meanings in writing a foreign
language text: “lexical meaning, structural or grammatical
meaning, and socio-cultural meaning” (1963: 104-12). The foreign
language learner may refer to a dictionary or a grammar text-book

if he is in need for using a lexical word or a grammatical structure.
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However, this would be difficult for him since it may result
in problems at the level of socio-cultural meaning, which involves
the values, beliefs, and attitudes that concern the speech
community. Writing is a complex skill. It is not simply an
encoding/decoding operation. It is not enough for writers to rely on
surface meaning of words. Words must be culture bound, so as to
give the reader the opportunity to decipher the right sense of text.

Writing and reading for Widdowson is

“ an interaction between writer and reader. This cannot be had

without an insight into the culture of the target language.

(1979:114)

Teachers and learners with their proper incentives and
favourable circumstances may contribute to the general
improvement of learning L2; however, their efforts very often fail
to some extent because they neglect the close contact between
languages and cultures. Language and culture are interrelated.

The cultural aspects can then be a real hindrance to both the
teachers and learners' motivation because they may set up barriers
to comprehension.Thus, for linguists such as Lado (1957) &
Kramsch (1993) it is something necessary to motivate learners to
understand the culture of the target language through the kind of
material used for teaching, and which should be representatives of
contemporary attitudes and situations in the target language to
overcome cultural matters or things that trouble them. This is the
way learners will get most of their cultural understanding mainly
when the material used reflects the life and culture of other people.

The foreign language teacher has a heavy pedagogical burden in
teaching those learners of monolingual and mono-cultural

environment. His role is to take into account both his learners’
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culture and the culture of the foreign language he is teaching. The
understanding of both cultures may be essential to identify those
areas of cultural background that may cause problems to the
learners’ comprehension if presented without explanation. This
will also help them remove the misunderstanding resulting from the
outward manifestation of cultural identity. Therefore, it may be
necessary for the language teacher to introduce the cultural
concomitants as an obligation to the process of language learning,
otherwise, learners will fail to perform the basic task of language

acquisition. Discussing the same idea, Lado maintains that

“...in the realm of language rather than that of culture as such, the harm
that we do our students by not teaching them a foreign language or by teaching it
as if it were just different words from those of our own language lies in the false
idea they will hold of what it means to learn a foreign language.”

(Ibid: 8)

Accordingly, regardless of the learner’s level, teaching material
should be culture-bound. The right selection of the material is,
therefore, crucial to the success of language learning especially
when the teacher finds that he is given an assigned textbook that
he finds inadequate both to linguistic and cultural content
(Ibid:3).The ambiguities at the level of the context of the foreign
culture very often lead to certain errors which may affect learning

negatively.

IV.8.1. Words and Context

In his dictionary of linguistics and phonetics, D. Crystal

defines the “word” as

“a unit of expression which has universal intuitive recognition
by the native speakers, in both spoken and written languages”.

(1992:379)
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For him words are units which one encounters in the stretch
of writing, limited by spaces (orthographic words), or those used
in speech where their boundaries are identified by phonological
clues such as pitch, stress and length (phonological words). All
words would be listed in a dictionary, yet there are problems in
identifying and defining them. Words usually have different lexical
meanings according to the context where they are used. Thus,
“students should never make the mistake of identifying a language
with its dictionary” Sapir (1921:34-35). Contemporary linguists
admit that the dictionary meaning is diverse and relative, for if the
meaning of a word is diverse, the intended possibilities lead to the
diversity of meaning. Thus, the word either in a dictionary entry or
in isolation from context cannot be understood.

Words are used to represent an idea; an object, or an action.
For foreign language learners, words never function in the same
fullness and freedom as they do for the natives. Dictionaries are
used to facilitate the task of defining words, yet not all words have
the same kind of meaning. Thus, foreign learners are, most of the

time, misled to a serious ambiguity. According to Fries

“A word is a combination of sounds acting as a stimulus to bring into
attention the experience to which it has become attached by use...”

(1950:87)

When one uses the word “head” in the context “My head
hurts”, the attention goes to the part of the body that contains the
eyes, the brain and so on. Yet in the context of “head of
department” it refers to the department chief. The source of
information about the meaning of words comes from the context
provided in any sentence or utterance. In the English example ,
Henry likes to swim , the meaning of “Henry” , “likes” and “swim”

are very clear , but the word “to” is not . “Henry”, “likes” and
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“swim” can be substituted by “Jack”, “hates” and “smoke”, yet “to”
may not be replaced by any word. If “to” is isolated from the
environment it is in, no sense can be provided.

Sweet (1991:22) makes a distinction between full words and
form words. For him ‘full words’ are words like tree, book, sing
and blue. ‘Form words’ are words like it, the, of, and only the full
words are expected to have a meaning that could be found in a
dictionary. The form words are concerned with grammar and,
therefore, have only grammatical meanings. Form words cannot
provide meaning unless they are put in relation with other words.
We might produce the form words in isolation when we answer

questions like “Did you say ‘a’ or ‘the’?", but this must

necessarily be related to a question.

IV.8.2. Words and their aspects

In natural languages such as English, words, together with
other expressions (including phrases and sentences) have forms and
meanings (Lyons 1996:23). But it is necessary to distinguish the

‘word’ from both its form and meaning.

1V.8.2.1. Form

In languages, mainly those which have the same or
approximately the same writing system such as English and French
and English and German, words have both spoken forms as well as
written forms.

Form words, according to Crystal (1992:142) are also called
“function words” and whose role is largely grammatical. Richards
and Schmidt (2002:116) use the concept “content word” which they

divide in two classes:
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a) Content words: refer to ‘thing’, ‘quality’, ‘state’ or ‘action’ and
have a lexical meaning when they are used alone. They are: nouns,
verbs, adjectives and adverbs. For example, ‘book’, ‘run’,
‘musical’, ‘quickly’.
b) Function words: Which have little or no meaning when used in
isolation. For example, ‘and’, ‘to’ and ‘the’.

Form words are identified in speech and concern stress and
intonation and would result in meaning differences (Lado 1957:76).

This means that many pairs of words in different languages

are phonologically distinguished only by “stress”. An example of

that is the English word “subject” /SAbdzikt/ where the stress is on
the first syllable and this is a noun defined as “a branch of
knowledge studied as a system of education.” 1f the position of the
primary stress is changed as the case of subject /so’bdzekt/ another
part of speech and a new meaning would result, i.e. a verb which is
explained as “to cause to be controlled or ruled”.

The form of words varies according to certain factors such as
the degree of formality of the situation, speed of talk, the
distribution in the sentence and position of stress. Lado (Ibid: 76-

13

77) mentions the example of the word “and” /@&nd/ which varies
from three segmental phonemes /ond/, /&n/, /on/ to one segmental
phoneme /n/. A second example is the word “will” /wil/ which can
be segmented as /wil/ and /1/.

The parts that form a word are another feature that characterizes
the form of words. This can be explained by the sequence of
morphemes to form a word and produce a meaning. The word
“illegalities”, as an instance, can be divided into the prefix “il”,
the root “legal” the two derivational suffixes “ly” and “ty” and the

inflectional suffix “es”. A word may have several derivational

suffixes but usually only one inflectional suffix which stands in a
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fixed position. In the case of the French and the English languages,
the inflectional suffix always stands in final position.

- In French: admirer, admirable, admirablement, admirateur(s)

- In English: response, responsible, responsibility,
responsibilities
These forms of English and French which may resemble each other

in affixes differ to some extent from the ones in other languages.
- In Arabic one may say: /mas?u:l/ (responsible) as a singular
noun, /mas?u:liatun/ (responsibility) as also a singular noun.

/mas?u:lia:tun/ (responsibilities) as a noun , but plural. What is
noticed in the last word of Arabic is that the inflection plural /a:/
is used as an infix and not as a suffix.

The derived word usually results in a different part of speech
from that of the underlying stem. Other languages such as Turkish

permit more complex combinations.

IV.8.2.2. Meaning

Different linguists agree on the fact that meanings are not the
same in languages. Meanings are culturally determined and vary to
a large extent from culture to culture. This means that some
meanings which may exist in one culture do not exist in another.
The Eskimos give different names to the word “snow”that covers
the four seasons because of the cold and snowy weather. Similarly
the words ‘sand’ and ‘camel’ would have different names in the
Algerian Sahara. Lyons (1996:89) argues that there exists lexemes
in certain languages which do not have their equivalences in
others, and that there are words denoting culturally or
geographically restricted classes of entities (e.g., ‘shrine’,
‘boomerang’ monsoon’ ‘willow’, etc) that also lack their

equivalents in their languages.
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Meanings are parts of the decoded messages in communication.
They are conveyed by the words in sentences or utterances used by
speakers of different social classes in different geographical areas.
Thus, meaning can identify the social class and the locality of the

speaker. Widdowson states that:

“Comprehension in the sense of understanding sentences or utterances is
a semantic matter of deciphering symbolic meanings. But this knowledge will not
alone enable us to understand language in use for this is always a matter of
realizing the particular token meanings of signs in association with the context of
utterance.”

(1991:102)

Linguists consider the “word” as the basic unit of
communication. They measure language learning by how much
vocabulary has been memorized so far. They talk about words in
isolation as parts of speech like nouns, verbs, adjectives and so on.
These words have exact meanings and grammatical functions only
when they are used in sentences. In most languages, each word has
more than one meaning in different situations depending on the
sentence in which it occurs and on its relationships with other
words in the same sentence.

By distribution, it is meant the range of positions in which
words or any other units can occur. The distribution of words is
very important in the change of meaning of sentences. In English,
for example, a part of speech such as the noun can change into a
verb or an adjective according to the position it takes in the
sentence, without a change in its form. In English the word “still”
can belong to different parts of speech according to the different
situations it takes in the sentence, i.e. it changes from one part of

speech to another. In the sentences:
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1) “In the still of the evening.” ‘still’ is used as a noun which
means (quietness or calm)
2) “The milk stills the baby’s cries.” ‘Still” is used as a verb
which means (makes the baby quiet and calm)
3) “Keep still when I fasten your shoes.” As an adjective which
means (don’t move).
4) “Are you still here?” As an adverb which means (until this
moment).
In English the word “room” which is a noun can have different
meanings depending on the position it takes in the sentence. In the
sentences:
a) He wants a double room.
b) Ask room 18 if they need coffee.
¢) Move along and make room for me.
In sentence a) “room” is a division of a building separated by
walls. In b) it is referred to “the people in one such division of a
hotel or large office building.” In ¢) it means “space for
occupying or moving in”.

However, this case may not be applied to all words, since
there are grammatical restrictions in distribution for different
languages. Not all words can belong to different parts of speech.
The English word ‘water’ may be used as a noun in ‘glass of
water’, as a verb in ‘water the garden’, a noun adjunct as in ‘water

meter’, but not as an adjective.(see Lado 1957:79)

IV.8.3.Words in Sentences

The sentence is the basic unit of communication with which
speech and writing are made in all languages. It is composed of a

string of words and has an internal organization that produces a
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sense and ends with a period, exclamation mark, or a question

mark. Richards and Schmidt consider the sentence as

“the largest unit of grammatical organization within which parts of
speech such as nouns, adjectives, verbs, adverbs and grammatical classes as
words, phrases, and clauses are said to function.”

(2002:480)

In English a sentence normally contains one independent
clause with a finite verb. Many linguists agree on the
grammaticality of the sentence as a unit. Forgiel (1984:118) states
that the sentence in English consists of a subject and predicate.
Yet, for others, the sentence is not seen only in the field of
grammar. Fries states that "the actual criterion for giving a
definition to the sentence is not expressed only in the subject-
predicate definition.”(1952:9). He points out that ‘the dog is
barking’, for example, is accepted as a sentence since it contains a
subject and a predicate, while ‘the barking dog’ in which ‘barking’
tells about ‘dog’ is not. Yet, both provide nearly the same
meaning. What Fries said can be added to Bloomfield’s definition

of sentence as:

“an independent linguistic form not included by virtue of any
grammatical construction in any larger linguistic form.”

(1961:170)

For him any linguistic form appears either as a constituent of
some larger form, as does ‘John’ in ‘John ran away’, or else as an
independent form, not included in any larger (complex) form, as in
the exclamation ‘John!’ Thus, ‘John!’ is regarded as a sentence.

Sentences are often classified as simple, compound and
complex, defined to whether one, two or more ‘complete thoughts’

are expressed and according to the relations among the thoughts.
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Sentences are also classified as declarative, defined as
making a statement; interrogative, defined as asking a question;
imperative, giving a command; and exclamatory, expressing strong

emotion.

IV.8.4. Pragmatics and Meaning of Words

Ellis (2000b:23) gives a long explanation of the term
pragmatics which can be summarized as the study of language used
in communication to convey meanings that are not actually encoded
linguistically. It is particularly concerned with appropriates, both
with regard to what is said in a particular context and how it is
said.

Pragmatics is the study of “meaning” and the way it is
communicated by a writer or speaker and interpreted by a listener
or reader (Yule 1991:3). It deals with what people mean by their

utterances. For Green

“Pragmatics is the study of understanding intentional human
action...the central notions in pragmatics must then include belief,
intention (or goal), plan and act.”

(1989:3)

This means that this study involves the interpretation of what
people mean when communicating between each other in a certain
context and how their speech is influenced by this context. How
speakers organize their speech is according to certain variables
such as the location, occasion, and the participant and under what
inferences about what is written or said in order to arrive to the
exact interpretation. That is to say, during his process of reading
or listening, he investigates an invisible meaning. For Yule (Ibid)

this has to do with the analysis of the intended meaning of the
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utterance rather than what the words and phrases in those
utterances might mean by themselves.

Many messages are decoded without being written or said. In
pragmatics one is concerned with people’s intended meanings, their
assumptions, their purposes and kinds of actions such as the
request that they perform when speaking. This is all decoded from
people’s conversations or written literature where things are
expressed without providing any clear linguistic evidence to show
the explicit meaning of what is communicated. Certain linguistic
expressions, to be appropriately used, require that the interlocutor
share certain beliefs.For example, in order to say in an appropriate
way that “Paul also arrived”, it is necessary that the participants
in the conversation share the idea that another person other than
“Paul” had already arrived. Semantic content of a sentence like
“Can you take this patient to the doctor’s?” is fixed, but that the
pragmatic meaning may differ as between a question and a request.
This sentence could be understood either as a question about the
ability of the person addressed to take the patient to the doctor’s,
or as a request that the person addressed should take that patient to
the doctor’s. Thus, “the semantic meanings of verbal signs must be
supplemented by the pragmatic meanings of verbal action in
context.” Kramsch (1998:26). The selected words represent the
medium with which learners grasp the ideas depending on the
different meanings in the different chosen contexts.

Trudgill (1992:61) distinguishes pragmatics from semantics.
The former as being the branch of linguistics which deals with the
meaning of utterances as they occur in social contexts; the latter
deals with purely linguistic meaning and has connections with
discourse analysis, social context, and the study of speech acts.

In learning FL, linguistic knowledge is of much importance, but

knowing when, where, and how to apply this knowledge to
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different contexts is a necessity. Knowing about people's speech
such as conversational routines means being aware of what can
lead to natural, casual, and appropriate communication with native
speakers. In the same subject Dong (1994:32) gave two examples

which illustrate it.

A: “Your pen can write smoothly.”

’

B: “Do you like it? I can buy one for you, too.’

This is related to what is referred to as 'illocutionary forces',
(Dong: Ibid). Different speakers would understand the message
differently. In this dialogue B is mistaken when s/he thinks that A
wants the same kind of pen.

The second exchange illustrates the subject clearly.

A: “You are not busy, Mr. Smith, I hope.”

B: “Yes, I'm very busy. I have a lot of work to do.”

In this case, Mr. Smith, the native speaker, fails to get the
illocutionary meaning of the first speaker (the Algerian) which is
that he hopes Mr. Smith will help him with something or do him a
favour. After hearing Mr. Smith's answer, the Algerian feels
hopeless and thinks that perhaps Mr. Smith is unwilling to help.

By and large, providing information to learners as to when to
speak and what to say in certain contexts is important in successful
communication with native speakers. It is as important as the

mastery of linguistic knowledge.
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IV.9. Background knowledge (Schemata)

The information that readers or listeners possess as a pre-
existing knowledge enables them to interpret the unwritten or the
unsaid messages. This background knowledge which consists of
previous experience is used to interpret new experiences. Goodman

suggests that:

“the reader begins a reading task already possessing certain

information which allows him or her to pick up important ideas on them.”

(1967:126-35)

The importance of background knowledge in reading is also
central to schema theory (Rumelhart, 1980). This theory claims
that reading a text implies an interaction between the reader’s
background knowledge and the text itself. The knowledge that is
organized and stored in the reader’s mind is called schemata. Thus,
readers relate their schemata with the new information present in
the text. No text can be considered separate from the reader; there
must be a successful interaction between the reader and the
discourse to be processed. The readers’ prior knowledge is so
essential for the reading process, i.e. their own reading strategies

and personal and cultural experiences.

Carrell (1983: 15) distinguishes formal schemata (knowledge
about the structural configuration of texts) from context schemata
(knowledge about the subject matter of text). She finds that “ a
reader may fail to understand a text if s/he does not follow formal
schemata (coherent organization or if content schema was

lacking.”(1983:25-34). Steffenson and Alderson (1979:203-9)
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found that this particular content may not exist for a reader if that
schema is culturally specific; so the texts should be culturally

accessible. Rivers suggests that

“the cultural link between culture and language must be maintained to allow for
complete understanding. Therefore, previous cultural and schematic knowledge is a
factor in the success of the learning process. A text or any other input lacking the
learners’ background knowledge may easily cause inaccurate progress of the
learners’ ability and reinforce misunderstanding.”

(1968: 72)

IV.9.1.Cultural background Knowledge

Background knowledge about the TL is of vital importance to
language learners. Different cultures define social situations
differently. Although there are many social situations that are
common across cultures, there are other practices for which no
equivalence exists.

In English, for example, one may acknowledge another's
compliment. This can be illustrated in the following:

A: “That was a wonderful meal.”

B: “Thank you. I'm glad you liked it.”
In other languages, this may not sound suitably acceptable, i.e.

people may not acknowledge the compliment verbally. As in:

A: “That was a wonderful meal!”

’

B: “No, I'm sorry the food was not delicious.’

This does not mean that B is not glad to hear the compliment, but

s/he simply refuses it verbally. If native speakers experience the
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same situation, they may feel puzzled and frustrated about the
refusal of the compliment.

In Algeria, for example, when two friends meet, they may
talk with each other about anything as health, job, income, prices,
the family, etc. This is a result of the friendship and intimacy
which exists between them. Native speakers of English, however,
think these topics are private and should not be the subject to share
with people. They may feel offended or hurt if they are once asked
about these things.

Thus, information about the life of people and their culture,
in general is of much importance. It is the educators' duty to
inform learners so as to know more about the people whose
language is taught in the classroom. These educators such as

teachers themselves should also be aware of the culture of the TL.

IV.9.1.1. Teacher’s Schemata

As a foreign language teacher, besides knowing the native
culture, he is expected to have thorough insight into the culture of
the language he 1is teaching. This bicultural understanding is
essential to identify those areas of cultural background that will be
unintelligible to his students if presented without explanation.

The problem arises if the teacher is not exposed directly to
the foreign culture; as is the case of most of Algerian teachers, for
example. This teacher should make up for this lack by reading
works on culture and analyzing the differences of interpretations.
Cultural insights can also be taken from the various media such as
newspapers, magazines, radio and television. Friendly contact with

native speakers is also beneficial.
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I1V.9.1.2. Learner’s Schemata

Hedge agrees that

“schematic knowledge does indeed enable the reader to work with
the language of the text in order to interpret meaning”

(2000:189)

This would imply the knowledge the learner has accumulated in his
long-term memory about the social, cultural and other aspects of
the world around him. Any pre-existing knowledge in the part of
the learner is important for the comprehension of any topic of any
reading passage. The learner’s comprehension will be greater if he
has background knowledge of the various rhetorical modes of the
target language and is equipped to identify and use those various
structures.

Sometimes a text containing references to the foreign culture
creates serious problems of comprehension to the reader if he has

no knowledge of such cultural specificity. Klein claims that

“...some elements of this knowledge vary from culture to culture
and, within the given culture, from individual to individual. The cultural

differences are the source of serious problems for spontaneous learner...”

(1988:114)

The schemata acquired by the learners influence the way they
interpret the things to be learnt, that is to say learners’ prior-
knowledge interferes and helps in the acquisition of the new
information. Thus, pre-reading tasks designed to enlighten the EFL

learner on matters of culture will prove beneficial.

232



I1V.9.2. Introducing the Cultural background Knowledge
of the TL

It is teachers’ duty to inform learners so as to know more
about the people whose language is taught in the classroom.
Learners usually have troubles in understanding topics of different
types of speech events, responding to different types of speech
acts, such as requests, apologies and using language appropriately.
Therefore, they are expected to know what to say and how to say it
to the right person at the right time in order to avoid
misunderstanding. The stretch of language they produce and

understand is often referred to as discourse.

IV.10. Socio-cultural Phenomenon in Classroom Discourse

In the foreign language classroom, activities are generally
done through dialogues between students and their teachers. By
their accent, their vocabulary, and their discourse patterns they
shape their own culture, mainly because it is the case of a foreign

language. Kramsch believes that:

“participants in the foreign language classroom create their own cultural
context by shaping the conditions of enunciation/ communication and the
conditions of receptions/ interpretation of classroom discourse.”

(1993:48)

In this case we are concerned with the learners’ echo of the
native culture of the society in which they were socialized, i.e.
learners tend to speak the foreign language and act in the native
culture when they attempt to grasp and understand the foreign

language and its culture as practiced by the natives (Lado 1957:2).
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Therefore, learners very often face the problem of
misinterpretation of the exact meaning of words, make errors of
grammatical structures and provide false pronunciation of words.
These learners create a counter-culture with foreign sounds and
shapes. They may manifest wuneasiness, confusion, or even
resistance in the requirements of new classroom activities. In
considering these reservations, one can assume that the learners’
past schooling with foreign languages has already predisposed
them with their local culture which perpetuates the older kind of
learning.

Teaching discourse types such as conversation, paragraphs
and interviews raises the problem of their belonging to a specific
culture. This is a difficult issue which entails the larger problem of
the degree to which teaching a language is also teaching a culture.
In teaching a foreign language it may be necessary to know that
terms referring to the different types of discourse do not
necessarily have the same equivalence even for the relatively

closest

Conclusion

Chapter five presents a short review of the nature of writing
as a second medium of communication. It deals with the norms of
effective writing through organized steps of the writing process
and style. It also deals with the nature of writing in EFL and the
influence that the L1 socio-cultural context where writing is done
may exert on both teacher’s techniques and students’ performance.

Thus, a large part of this chapter is devoted to the study of
the relationship between language and culture, and the context of
L1 culture which is usually seen as an impediment towards any

endeavour of improvement. Hence, this involves the process of
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understanding and adapting the principles of a different culture.
Besides, points like students’ attitudes towards writing and their
background knowledge are examined as being two most important
elements in EFL writing acquisition.

In FL situations, the importance of the cultural context of
language can be emphasized. A lack of understanding of the
cultural information can be a major impediment to writing
performance and to comprehension as a whole. Many linguists
argue that teaching material should be culture-bound regardless of
students’ level. The selection of the teaching material is, therefore,
necessary to the success of any writing task. This material may
lead students to gain access to the life and thought of people of
different languages. The study of a foreign language, then, not
only enables the individual to develop his cultural understanding
of that language, but also promotes his personal culture through
contact with great minds and different mentalities by means of
their writings and the literatures they read. Thus, introducing the
cultural content should, therefore, be integrated with the teaching
of language patterns and lexicons. Many linguists have questioned
the usefulness of non-culture bound teaching material in foreign
language teaching. In such an approach writing subjects are
designed on a theme familiar to students and reflecting their own
culture. This, for them, would destroy the unity of language,
severing it from its social context. Language and culture are
inseparable; the one cannot be learnt without the other.

Thus, previous cultural knowledge about the target language
is a factor which might be considered in constructing any writing
activity or comprehension texts. However, it is essential while
introducing cultural content of a subject in the classroom for the

teacher to maintain complete neutrality. That is to say, students
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must not feel that teachers are selling a foreign culture to them.

This means that any approach should be informative and objective.

236



CHAPTER
FIVE



Chapter V: Field Work

Introduction
V.1. Situation, Population and Sampling
V.2. Observations
V.3. Method of Investigation
V.4. Data Collection
V.4.1. Questionnaire

V.4.2. Judgment Test

V.5. Data Treatment
V.5.1. Questionnaire
V.5.2. Judgment Test
V.5.2.1. Samples of Students’ Intralingual Errors

V.5.2.1.1. Morphological Errors
V.5.2.1.1.1.Faulty Overgeneralization
V.5.2.1.1.1.1. Selection of Incorrect Elements
V.5.2.1.1.1.2. Omission of Required Elements
V.5.2.1.1.1.3. Addition of Unnecessary Elements
V.5.2.1.1.2.Incomplete Application of Rules
V.5.2.1.1.2.1. Selection of Incorrect Elements
V.5.2.1.1.2.2. Omission of Required Elements
V.5.2.1.1.2.3. Addition of Unnecessary Elements
V.5.2.1.2. Syntactic Errors
V.5.2.1.2.1.Ignorance of Rule Restriction
V.5.2.1.1.1.1. Selection of Incorrect Elements
V.5.2.1.1.1.2. Omission of Required Elements
V.5.2.1.1.1.3. Addition of Unnecessary Elements
V.5.2.1.1.1.4. Misordering of Elements

238



V.5.2.1.2.2. False Hypothesized Concept
V.5.2.1.1.2.1. Omission of Required Elements
V.5.2.1.1.2.2. Addition of Unnecessary Elements
V.5.2.1.1.2.3. Misordering of Certain Elements

V.5.2.1.3. Lexical Errors
False Hypothesized Concepts
V.5.2.1.4. Semantic Errors

V.5.2.2. Samples of Students’ Interlingual Errors

V.5.2.2.1. Syntactic Errors
Faulty Overgenralization
V.5.2.2.1.1. Selection of Incorrect Elements
V.5.2.2.1.2. Omission of Required Elements
V.5.2.1.1.1.3. Addition of Unnecessary Elements
V.5.2.1.1.1.4. Misordering of Elements
V.5.2.2.2. Semantic Errors

Faulty Overgenralization
V.6. Result Discussions
V.6.1. Questionnaire Results Discussion

V.6.2. Judgment Test Result Discussion.

Conclusion

239



“Research is an ongoing activity which is never totally completed
because each piece of research raises additional questions for more

research.”

Seliger HW. & Shohamy E. (2000: 2)

Introduction

The present chapter deals with the investigation in the form
of data and data analysis, which are presented under the form of
charts, graphs, and statistic figures. They also state the facts as
they are observed and pave the way to possible interpretations.
After collecting the data thanks to the three methods of
investigation including the questionnaire, the judgment test and the
check list, and in order to verify the research hypotheses as
answers to the suggested research questions, an investigation was

set to study the data results given by both students and teachers.

V.1. Situation, Population and Sampling

Eggleston states that:

“The role of English within a nation’s daily life is influenced by geographical,
historical, cultural and political factors, not all which are immutable. But the role
of English at a given point in time must affect both the way it is taught and the
resultant impact on the daily life and growth of the individual.”

(1978:7)

The sample of this research was not chosen at random. Before
deciding which type of learners I had to choose to conduct the
action research I went back to my teaching experience at the

Faculty of Economic & Management Sciences, where deficiencies
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in students’ writings were observed during the three year teaching
at the different departments of the faculty.

To begin the task, I was obliged to know the kind of students
to examine and under what circumstances they are learning
English; that is to say, studying all the criteria needed to describe
them. Thus, I asked an administrator at the faculty to provide me
with their exact number in ‘LMD type’ (Licence + Master), as well
as the areas and the towns they come from. The total number of
students concerned from 1°' year ‘licence’ (L) to 2"¢ year ‘master’

(M) was ‘2307’ divided into 03 departments:

1) Economic Sciences Department including:
a- ‘common Core’ (CC)

b- Developmental Economy (DE)

2) Commercial Sciences Department including:
a- Marketing (M)
b- Accounting & Taxation (AT)

c- International Trade (IT)

3) Management Sciences Department including:
a- Insurance & Banking (IB)
b- Finance (F)

The table below provides the number and gender of students
from the three departments including the degree and branches they

belong to.
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Department Year Type Branch | Number Gender Total
male Female Number
Economic 01 18 C.C. / 684 351 333
Sciences 02 3rd L DE 88 35 53 825
03 Ist M DE 53 12 41
Commercial 01 3rd L M 74 40 34
Sciences 02 18 M “ 43 10 33
03 ond « « 36 22 14
04 3rd L AT 81 25 56
05 15 M « 78 25 53 413
06 2nd « « 38 23 15
07 3md L IT 74 48 26
08 15t M « 31 11 20
09 2nd « « 36 21 15
Management 01 Ist CcC / 593 255 338
Sciences 02 3rd 1&B 84 12 72
03 15 M « 77 18 59
04 2nd z z 34 07 27 991
05 3rd L F 81 13 68
06 15t M « 85 18 67
07 ond « « 37 09 28
Total Number 19 / / /
2307 955 1438 2307

Table IV. Students’ division in Faculty of Economic

and Management Sciences

The sample study of this research covers 20 % of the total
number of students at the faculty. This means that out of 2307
students, 461 of them will constitute the subject of the
investigation. The choice is put on first year students (CC) from

the Economic Sciences Department (ESD), 3rd year students (L)
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from Commercial Sciences Departments (CSD) & 2nd year master
from Commercial & Management Sciences Departments. These
academic groups are chosen because of the following aspects:

First year groups have been selected because they are not
accustomed to dealing with the writing skill at university level.
They are only asked to state their attitude, as well as their
behaviour in writing. The third year ‘Licence’ is chosen for the
evaluation of students’ level in English after a two- year study.
The English they study at university, ‘ESP’, is specific and is
different from the one of the secondary school, ‘General English’.
The second year ‘Master’, however, is students’ fifth year at
university. Some of these students will pursue their doctoral
studies, while the majority will be obliged to seek a job. The two
categories are chosen to see their expectations in the job market
once they finish wuniversity studies, as well as their writing
performances after 5 years study.

According to the global list of students provided by the
faculty administration, students’ age ranges between 18 and 25.
‘236’ of them are from Tiaret. This provides (51.19%) of the total
number. ‘123’ of them (26.68%) are from the local town (urban
area), while the rest ‘113 (24.51 %) come from regional districts
including distant villages and the countryside. The remaining
number ‘225’ (48.80%) comprises students coming from different
Algerian towns and regions.

Like the rest of students at the Faculty, the 461 ones aged
between 18 and 24 are those who studied English as a foreign
language for 4 years at the middle school and 3 years at the
secondary school wunder a new type of approach ‘CBA’
(competency based approach), seen as an important element in
educational reforms of 2012. This means that most of them had the

same curriculum, the same programme, the same manuals and the
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same teaching instructions. They have also acquired some basic
knowledge which both helps them to develop their competencies
and carry out their learning process easily. However, outside the
classroom, these students have very few opportunities to use
English.

According to a written survey administered to students in the
faculty (see the given modal in appendix 02 on page: 355), the
geographical distribution of the sample represents two different
social categories: the first includes students having spent their
secondary education in the most prestigious secondary schools in
both Tiaret and other big towns. These schools mostly comprise
students of well-off family background, i.e., most of their parents
are of high social status. One may remark that French is well-
spoken among these students. This helps the majority of them to do
well with English, as the two languages are cognates, 1.e.,
genetically related. The second category corresponds to students
coming from either small villages or the countryside where a big
number of them come from poor family background and have often
financial problems to afford the means for their education. They
used to have problems either with the big distance to get to their
secondary schools, or being absent for several times. These
students who are monolinguals have problems with the French
language and face serious difficulties in the articulation of certain
sounds such as [p], [r], [u], and [i]. There are students coming
from southern regions characterised by a special AA variety spoken
by the people of ‘Gbala’ who used to lead a nomadic life, either in

Tiaret or in the far south of Algeria, and have a special
pronunciation for certain phonemes such as [q] for /y/ as in [qa:li]

for /ya:li/ (expensive) [3] for /d3/ as in [ra:zol] for /ra:d3ol/ (a
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man) and [e] for /a/ as in [gelb] instead of /galb/ [tS] for /t/ as in
[t/mar] for /tmar/ (dates), etc. Yet, the linguistic feature students
of the two categories share in common speaking Algerian Arabic
(AA). Although each region is characterised by its own accent, this
variety is shared with a high degree of mutual intelligibility among
all. However, outside the classroom, these students have very few
opportunities to use English when watching British or American
films or listening and rehearsing songs.

The choice of these categories was made on purpose to see to
what extent social factors influence language use in general, and
students’ attitude to language in particular.

So as to strike a balance in gender between boys and girls, as
the number of girls exceeds the number of boys, it was decided not
to have more than 20 informant gender difference. Thus, the total
number stated above is ‘461’ divided into 251 girls and 210 boys.

Finally, it is worth mentioning that the action research led in
this study was not easily done. The participants were other
students from another faculty; thus, this somehow affected the
good organization of the groups, as well as the collection of
judgment test papers and the questionnaires. It is obvious that this
sort of phenomenon remains a challenge towards all the efforts
made both by teachers and students. Thus, it has become
professionals’ main concern to seek for the best solutions to
overcome such extra problems which may affect negatively any

contribution that may add something to any research investigation.

V.2. Observations
The study clarifies issues related to the errors students at

Economic Sciences Departments make in their writing assignment.
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Those errors which are spotted, mainly at the morpho-syntactic
level, might be attributed to their ignorance of the immense
differences between the linguistic system of Arabic (L1) and that
of English (L2), i.e., their ignorance of the structural differences
of the two languages. This may reflect their lack of competence in
writing.

Most students very often translate the forms of words and
their distribution in sentences to L2 (English) in the same way they
are processed in L1 (Arabic). The incorrect shift of wvarious
grammatical structures and word formation errors may clarify the
evidence of Arabic English interference. This may very often
result in a non-sense or a change of meaning because, most of the
time, the structure of L2 does not have a similar form in L1, does
not indicate the same meaning nor is it similarly distributed in the
system of L2. This would put the stress on the hypothesis that

“Processing mode of learners affects their performances in L2.”

V.3. Method of Investigation

The method of investigation includes primarily a written
evaluation test in the form of composition directed to the third
year of licence, as well as second year master students. This
written work which will be analysed at the morpho-syntactic level
is to identify, describe the phenomenon of grammatical errors,
formulate insights about them and gather evidence to confirm or
infirm the hypotheses drawn before. Errors at the semantic and
lexical levels are also considered in the study with the purpose of
description and comparison.

The second method of investigation covers a questionnaire

administered to 180 students from three departments: economy,
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commerce and management to highlight issues on the students’

behaviour in writing.
V.4. Data collection

As mentioned earlier, the method of investigation is based on
three types of experiments including the questionnaire, the
judgment test and the checklist taken from Seliger & Shohamy’s
model (2000). This process known as ‘triangulation’ is used mainly
for scientificity and verifiability, which both represent the
scientific and methodological conditions for the field research to
prove or reject the stated hypotheses. However, it is worth
mentioning that the teachers’ checklist with its results is presented
in the first section of chapter six. This is made to fit with the
results and validation of the research. The two other methods

presented in this chapter are as follows:

V.4.1. Questionnaire

The questionnaire which is administered to 180 students of
the three levels (1°'& 3™ L./ 2" M) consists of seventeen
statements devoted to learners’ behaviour in writing in L2
(English); (see appendix 01 p. 351). It is meant to give support to
the first hypothesis that ‘Students’ English writings at the
economic sciences faculty may be, to a large extent, affected by LI
‘Arabic’ interference’. Some points are taken into account in the
construction of this questionnaire so as to be efficient: simplicity,

clarity, respondent level, length (not very long), and coherence.
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V.4.2. Judgment Test

A judgment test in the form of written production is collected
from 160 students to confirm or infirm the hypothesis that “other
than interlingual interference errors, there are other kinds of
errors.” Those errors may strongly affect their writing
performance.

The corpus of the study is a collection of written words,
phrases, clauses and sentences seen as having errors, which
represent students’ variety of the wrong use of written language.
These errors are gathered in to represent a particular learning
situation. The collection of erroneous linguistic items are selected
and ordered explicitly in order to describe and define their nature
and use. It also provides valuable insights about the language
phenomenon, so as to verify the research hypotheses.

This corpus is both quantitative and qualitative: quantitative
in terms of amount of language data, i.e., the number of erroneous
items that constitute its body, which contains as large language
database as possible. Thus, the number of data in this process
counts 400 erroneous items varying between different parts of
speech including nouns, pronouns, adjectives, verbs, adverbs,
prepositions, conjunctions..., and phrases, fragments, simple
sentences and clauses.

It is qualitative, which means that it constitutes natural and
authentic data from students’ written production, i.e., no artificial
circumstances are included in the process. This is to demonstrate
how they use language in normal situations. Thus, linguistic
investigation needs authentic information as a means of

verification and analysis of the language corpus in question.
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A writing subject is directed to both the 3" year ‘licence’
and 2"¢ year ‘master’ students. Third year licence students are
expected to have completed 3 years study of ESP at university
level by the end of July 4™ 2013. A number of them will be
obliged to leave university to seek a job in work life; others will
pass to first year master. Second year master; however, are
expected to have completed 5 years of ‘ESP’ study by the end of
the same period. Some of them will have the opportunity to pursue
their doctoral studies; while, the rest will leave to seek a job in the
job market. The subject directed to these two categories constitutes
the following question: “What are your expectations in the job
market once you finish your university studies?” This is asked to
draw assessment about students’ writing performance in English
and to build an image about their different views on how they see
their future in the field work. In the process, they are given
sufficient time to write (Ellis 1979: 114). For these types of
students who have some acquaintance with English, this language
is taught for them in order to communicate a set of professional
skills during the three, five or eight years study (at university) to
pave the way to performing particular job-related functions in the
future.

This topic is a socio-economic situation that is plain to
everyone’s sight and mind. Students are even more touched by the
phenomenon than many other categories of people. Students aspire
to find a job once they graduate with a higher studies diploma. The
relevance of the topic presupposes students’ interest and
involvement in the writing process.

The writing task has been semi-guided. The students have
been asked to follow closely the main steps of paragraph writing

including prewriting, questioning, listing, clustering, outlining,
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drafting and then editing. Guidance was meant to help them lay

down their own ideas in a coherent way.

V.5. Data Treatment

So as to be methodical, a field research needs to be based on
observation and experiment to bring about predictable results. As
mentioned earlier, the method of investigation includes
questionnaire and a judgment test in the form of written

composition.

In calculating the percentage of any data in question, the

following formula is used:

p= ™ yi009

In which
P: percentage of each number
N1: total of the given number

N: total of the whole number

(Charles Henry Brace 2010)

By calculating the frequency of each number, the most and
the least frequent numbers of any data treatment can be identified
easily, whether it is students’ attitudes, teachers’ observations, or

learners’ number of errors.

V.5.1. Questionnaire

The questionnaire includes 17 statements about students’
attitude and behaviour in L2 (English) writing. It is filled in by

163 out of 180 students from finance, economy, and accounting
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departments. Those interested in the field study are 1%, 3™ year
Licence, and 2" year Master. This method of investigation may be
the best way to find out how students feel and behave when they
are requested to produce a piece of writing in L2 ‘English’.

Seven questionnaires out of the total number (163) given
bystudents are not considered in the study. Thus, a number of 156
is taken into account. The following 1is a table illustrating

students’ participation in the questionnaire:

Table I1V.1: Percentage of the informants selected for the

questionnaire
Department Year Girls |Boys |Total |Learners at | Percentage
Nb. the Dept.
Economy 1°** CC 37 25 62 684 09.06%
3" L 29 35 64 88 72.72%

Commerce 1°' M. 18 21 39 43 90.69 %
management | 2™% M. 27 07 34 991 03.43%
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Chart 01:

Students’ Division at the Faculty of Economic and

Management Sciences
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The questionnaire results are as follows:

1) How do students feel about writing in English?
Rubric 01: When asked to write a piece of work in English, I feel

comfortable and confident.

(81.60%) from the obtained results show that students feel
comfortable and confident when writing in English. i.e., they have
positive attitudes towards L2 writing, as compared with the
minority which responded negatively with either ‘rarely’ (04.02%)

or never (14.38%). 02 students give no response.

Table IV.2. Students’ attitude about their writing in English

Informants’ answers Number of students Percentage
Always 39 22.41%
Sometimes 103 59.19%
Rarely 07 04.02%
Never 25 14.38%
percentage
60

M always
@ sometimes
Orarely

O never

Chart 02: Representation of scores illustrating students’

attitudes for writing in English
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2) Whether or not students find it more difficult to write in English

than in Arabic:

Rubric 02: I find it more difficult to write in English than to write

in Arabic.

The results show that students admit the fact that writing in
English is a difficult task compared to their writing in Arabic.
Most of the answers vary between always and sometimes with a

percentage of (93.17%); while only the minority mention the word

‘rarely’ (05.68%), or ‘never’ (01.15%).

Table I1V.3. Students’ attitude about writing in English as compared

to writing in Arabic

Informants’ answers Number of students Percentage

Always 125 71.02%

Sometimes 39 22.15%
Rarely 10 05.68%
Never 02 01.15%

percentage

80 1
70 A
60 - M always
50 A E sometimes
40 - Orarely
30 o Onever
20
10
0

Chart 03: Scores illustrating students’ opinion of

the difficulty in writing in English or Arabic
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3) Whether or not the writing skill in English is the most difficult

of all learning skills:

Rubric 03: In English, writing is the most difficult of all learning
skills.

In this section, (87.42%) of students opt for the task of
writing; while the rest (12.58%) choose other skills. This means
that the majority sees other skills ‘listening, speaking, and

reading’ as easier tasks. 01 student gives no response.

Table I1V.4. Students’ opinion about English writing among other

skills
Informants’ answers Number of students Percentage
Always 117 66.85%
Sometimes 36 20.57%
Rarely 14 08.00%
Never 08 04.58%

Table 4: Students’ opinion about English writing among other skills

percentage
70 ~
60 -
50 - M always
0 - E sometimes
Orarely
30 +
Onever
20 +
. V=
0

Chart 04: Representation of scores illustrating how students

regard the writing skill among other skills
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4) Whether it is difficult for students to find the ideas that help

them to write in English:

Rubric 04: It is not easy to find the ideas that help me to write in

English.

Students choose more than one answer. Most of them
(81.81%) say that they find it difficult to do so; while (13.06%)
mention the observation ‘rarely’. Only a very few of them

(05.13%) report they ‘never’ encounter this problem.

Table IV.5. Students’ attitude about writing in English

Informants’ answers Number of students Percentage
Always 79 44.88%
Sometimes 65 36.93%
Rarely 23 13.06%
Never 09 05.13%
Percentage
45
40 -
35 -
M always
30 -
B sometimes
25 A
Orarely
20 A
O never
15
10
5 - l
0

Chart 05: Representation of scores illustrating students’

attitudes about writing in English
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S) Do students face difficulties in grammar when writing in

English?

Rubric 05: When writing in English, the problem lies in making

grammatical errors.

The results demonstrate that in writing a great number of
students confront difficulties in grammar. (78.76%) of them say
they find problems with this system; while only a few of them

(20.24%) say they rarely do. 03 students give no response.

Table IV.6. Students’ errors in grammar

Informants’ answers Number of students Percentage
Always 58 33.52%
Sometimes 80 46.24%
Rarely 33 19.07%
Never 02 01.17%
Percentage
50 1
40 -
M always
30 A E sometimes
Orarely
20 1 O never
10 A
0

Chart 06: Representation of scores illustrating students’

grammatical errors in English writing
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6) Do students face problems with word-formation, in particular

when writing in English?

Rubric 06: When writing in English, I face problems with word-

formation.

In this section, nearly half of the students choose the second

choice ‘sometimes’ with a percentage of (46.59%).

This indicates

that they do have problems with formation of words; while (38.06

%) choose ‘always’ ; contrary to the minority of them (15.35%)

who say that they deal well with this point.

Table IV.7. Students’ errors in English morphology

Informants’ answers Number of students Percentage

Always 67 38.06%

Sometimes 82 46.59%
Rarely 23 13.06%
Never 04 02.29%

Percentage

50 ~

45 -

40 A

35 4 W always

30 - E sometimes

25 A Orarely

20 - Onever

15 -

10 -

> —

0

Chart 07: Representation of scores illustrating students’

errors in English morphology
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7) Do students face problems on how to combine words in

sentences?

Rubric 07: When writing in English, I face problems on how to

combine words in sentences.

In this rubric, the results obtained show that the majority of
students (83.02%) say that they face problems with English
combination of words in sentences. Only a few of them (16.98
%) declare that they rarely encounter these kinds of syntactical

formation problems. 05 students give no response.

Table IV.8. Students’ errors in English syntax

Informants’ answers Number of students Percentage
Always 63 36.83%
Sometimes 79 46.19%
Rarely 26 15.21%
Never 03 01.77%
Percentage
50 -
40 ~ @ always
30 - E sometimes
Orarely
20 ~
O never
10 -
0

Chart 08: Representation of scores illustrating students’

errors in English syntax
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8) Whether they ignore the kind of mistakes they usually make:

Rubric 08: When writing in English, I ignore the kind of mistakes

I usually make.

In this section, by mentioning the notion ‘always and
sometimes’, most of the students (98.26%) say that it is hard for
them to know the kind of mistakes they make when they write;

Compared with the minority (01.74%) who report they rarely do. 03

students give no response.

Table I1V.9. Students’ possible ignorance of committed mistakes

Informants’ answers Number of students Percentage

Always 140 80.92%
Sometimes 30 17.34%
Rarely 03 01.74%
Never 00 00.00%
Percentage

90
80
70 —
60 ' M always
>0 — E sometimes
40 '
30 ’ Drarely
20 ’ O never
10 | I
0

Chart 09: Representation of scores illustrating students’

Ignorance of different mistakes
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9) Whether they prepare the task in Arabic, first and then they

translate it into English to write in English:

Rubric 09: Before I write in English I prepare the task in Arabic,
and then I translate it into English.

The results show clearly that the majority (87.42%) do
prepare the task in L1, and then they translate it into English. Only
very few (12.58%) say they ‘rarely’ do so. 01 student gives no
response.

Table IV.10. Students’ behaviour in writing: translation from

Arabic to English

Informants’ answers Number of students Percentage
Always 98 56.00%
Sometimes 55 31.42%
Rarely 15 08.58%
Never 07 04.00%
Percentage
60 -
50 A
M always
40 A
E sometimes
30 A Orarely
O never
20 +
N 7 =
0

Chart 10: Representation of scores illustrating students’

translation from Aabic language varieties to English
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10) Whether they, first think in Classical Arabic, and then they

write in English:

Rubric 10: When writing in English, first I think in Classical

Arabic, and then I write in English.

In this rubric, most of students (56.81%) say they think in
Classical Arabic (CA), before they write in English. Only (43.19

%) say the contrary.

Table IV.11. Students’ behaviour in writing: from CA to English

Informants’ answers Number of students Percentage
Always 100 56.81%
Sometimes 56 31.81%
Rarely 12 06.81%
Never 08 04.57%
Percentage
60 -
50 -
40 - @ always
E sometimes
30 A Orarely
Onever
20 ~
10 - j
0

Chart 11: Representation of scores illustrating students

’

direct translation from CA to English
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11) Whether students first think in Algerian Arabic, and then write

in English:

Rubric 11: When writing in English,

Arabic, and then I write in English.

first I think in Algerian

Contrary to what is mentioned in the former rubric, only the

minority (12.56%) say that they first think in Algerian Arabic (AA)

when they write in English. The majority (87.44%) say they ‘never’

use AA. 01 student gives no response.

Table IV.12. Students’ behaviour in writing: from AA to English

Informants’ answers Number of students Percentage
Always 09 05.14%
Sometimes 13 07.42%
Rarely 32 18.28%
Never 121 69.16%
Percentage
70
60 -
50 A @ always
40 - @ sometimes
Orarely
30 1
O never
20 -+
N 7
0

Chart 12: Representation of scores illustrating students’

direct translation from AA to English
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12) Whether students first write the sentence structure in Arabic,

and then translate it to English when they are asked to write a

piece of writing in English:

Rubric 12: When writing in English, I write the structure of the

sentence in Arabic, and then I translate it into English.

The results demonstrate that the majority (67.81%) admit that

they translate the sentence structure from Arabic into English. It is

only the minority (32.19%) who says that they ‘rarely’ make this

kind of translation. 02 students give no response.

Table IV.13. Students’ direct translation of grammatical

structures from CA to English

Informants’ answers Number of students Percentage
Always 51 29.31%
Sometimes 67 38.50%
Rarely 40 22.99%
Never 16 09.20%
Percentage
40 -
35 -
30 M always
25 + E sometimes
20 Orarely
15 A Onever
10 A
5 -
0

Chart 13: Scores representing students’ direct

translation of grammatical structures from CA to English
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13) Whether they use an English, Arabic / Arabic, English

dictionary when writing in English:

Rubric 13: I use an English/Arabic, Arabic /English dictionary

when writing in English.

In this rubric different answers are given. (66.84%) say they

‘always’ use this kind of dictionary,
majority. (13.73%) choose the word

%) do not use this

response.

kind of dictionaries.

yet

this represents the

‘sometimes’; while (19.43

student gives no

Table IV.14. Students’ use of English/Arabic, Arabic /English

dictionary

Informants’ answers Number of students Percentage
Always 117 66.84%
Sometimes 24 13.73%
Rarely 22 12.58%
Never 12 06.85%
Percentage
@ always

[ sometimes
Orarely

O never

Chart 14: Percentage representing students’ use of

English/Arabic, Arabic/English dictionary
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14) Whether students use an English/French dictionary when

writing in English:

Rubric 14: 1 use an English/French dictionary when writing in

English

The results show that the majority (83.52%) who chooses the
notion ‘never’ does not use this kind of dictionary. Only a few of
them (01.71%) say that they do so by mentioning the word

‘always’. However (09.09%) use the word ‘rarely’.

Table IV.15. Students’ use of English/French dictionary

Informants’ answers Number of students Percentage
Always 03 01.71%
Sometimes 10 05.68%
Rarely 16 09.09%
Never 147 83.52%
Percentage
90 -
80
70 A
60 M always
E sometimes
50 A
Orarely
40 -+
Onever
30 A
20 A
10 A
|- 7

Chart 15: Percentage representing students’ use of

English/French dictionary
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15) Whether students use an English/English dictionary when
writing in English:
Rubric 15: I use an English/English dictionary when writing in

English.
It is surprising to see that nearly all students’ answers

(95.46%) vary between ‘rarely’ and ‘never’. Only (04.54 %) say

they use such a dictionary from time to time.

Table IV.16. Students’ use of English/English dictionary

Informants’ answers Number of students Percentage
Always 02 01.14%
Sometimes 06 03.40%
Rarely 47 26.71%
Never 121 68.75%
Percentage
70 A
60 -
50 Halways
40 - @ sometimes
Orarely
30 1 O never
20
10
N

Chart 16: Percentage representning students’ use of

English/English dictionary

266




16) Whether students ask the teacher for an explanation in Arabic

whenever they need it:

Rubric 16: I ask the teacher for an explanation in Arabic whenever

I need it

(52.84%) of students choose the word ‘always’. This
represents the majority who asks the teacher for an explanation in
Arabic. (25.56%) choose the word ‘sometimes’; while only

(21.60%) say they ‘rarely’ do so.

Table IV.17. Students’ needs of teacher’s explanation in Arabic

Informants’ answers Number of students Percentage
Always 93 52.84%
Sometimes 45 25.56%
Rarely 08 04.55%
Never 30 17.05%
Percentage
60 -
50 -
40 - M always
E sometimes
30 - Orarely
Onever
20 A
10 +

=

Chart 17: Scores demonstrating students’ needs

of teacher’s explanation in Arabic
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17) Whether students ask the teacher for an explanation in English

whenever they need it:

Rubric 17: I ask the teacher for an explanation in English

whenever I need it

Contrary to the results obtained in the former rubric, most of
students (82.46%) say they do not ask the teacher for an
explanation in English; while, (17.54%) only say they do so. 05

students give no response.

Table IV.18. Students’ needs of teacher’s explanation in English

Informants’ answers Number of students Percentage
Always 11 06.43%
Sometimes 19 11.11%
Rarely 54 31.58%
Never 87 50.88%
Percentage
60
50
40 @ always
30 @ sometimes
20 Orarely
@ never
10
0

Chart 18: Scores representing students’ needs of

teacher’s explanation in English
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V.5.2. Judgment Test

As mentioned above, the written test is directed to both the 3rd
year ‘licence’ and 2"% year ‘master’ students. These students are
asked to write a paragraph of about 15 lines about their
expectations in the job market once they finish their university
studies.

160 written production papers are collected from students in
developmental economy (56 papers), marketing (54 papers) and
insurance and banking (50 papers) sections. (See 36 sample papers
in the annexes immediately after appendices which end in page
376). In the process, nearly an equal number of papers is taken
from each department. 11 papers are not considered in the study
because the given work is not achieved although the time devoted
to the task is an hour and a half. Thus, the number of papers taken
into account is 149. The taxonomy of error analysis in this written
test is based on the modal work of (Corder 1973:256-294; Brown
2000:207-235;  Ellis 1994:47-67; Richards 1974: 12-22).
Accordingly, the identification and classification of students’
errors include two broad ways: intra-lingual errors (within the
structure of the target language itself), and inter-lingual
‘interference’ errors (see chapter 01 on pages 28/29). This may

touch both the system and sub-systems of L2:
1) Grammatical system includes:

a- Morphological errors touch different word-formation such as

verbs, adjectives, adverbs...
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b- Syntactical errors, such as sentence structure, simple sentences,
clauses, phrases, and fragments...

2) Lexical errors (word choice) that cover the vocabulary of L2.

3) Semantic errors which touches either the meaning of a word or a
sentence. This may also include the mechanics of language such as

capitalization, punctuation, and spelling.

It is worth mentioning that although the focus is put on
morpho-syntactic errors; those at the semantic and lexical levels
are also counted in this study so as to make a description, a
comparison, and then an analysis of the other possible varieties of
learners’ data errors. A number of other errors are not considered
because they do not fill the parameters this work is built on. Thus,
the number of all errors is 400 divided into the three sections:
economy (201), finance (89), trade (110).

Out of the big number of students’ errors, the total number
considered in the study, as a sample, is exactly 400 errors divided,
according to Brown’s (2000:224) classification of sources of
errors, into: intralingual (developmental) Errors (307) and
interlingual (interference) errors (93). Intralingual errors: include
morphological errors (109), syntactic errors (98), lexical errors
(45), and semantic errors (55); while Interlingual errors constitute
syntactic errors (53), and semantic errors (40). These results are

arranged in the graph as follows:
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M Inter,Err,

100 -
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0, %

Chart 19: Error Categories

Chart 19 represents students’ error categories. Intralingual
errors are greater in number than interlingual errors. Contrary to
what is hypothesized that students’ English writing problems at the
economic sciences faculty may be, to a large extent, attributed to
L1 interference ‘from MSA to English.’, the results show clearly
that most of students’ errors are committed at the intralingual level
’76.88%°. This evidence, as shown in the chart, adds another
reality that these students err within the structure of English itself.

This is illustrated in chart 20 as follows:
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Chart 20: Intralingual Errors

Chart 20 demonstrates that 33.87% of errors present students’
weaknesses in word-formation. This (as shown in the appendix 4 on
page 372) includes adjectives, verb tense, singular and plural of
nouns, articles, possessive case, demonstratives, ... 31.92% of
errors are syntactical, which means that they exist mostly at the
level of sentence word-order (see appendix 4 on page 373).
14.65% are lexical errors comprising wrong word-choice,
especially, and 17.91 % are semantic errors in the form of meaning
deviated from the correct intentional target. In the following
sentences, there are samples demonstrating both intralingual and
interlingual errors. (For further examples, see appendices 03 to 08

from page 356 to page 370)
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60

B Syntax

B Semantics

Chart 21: Interlingual Errors

V.5.2.1. Samples of Students’ Intralingual Errors

V.5.2.1.1. Morphological Errors:

V.5.2.1.1.1. Faulty Overgeneralization

V.5.2.1.1.1.1. Selection of incorrect elements

..no encouraging to the searching technology and educating.

This means that there is injustic in Algeria.
..most of the employers doing there job.
Troubles begin from the announcing of jobs...
..the young one’s do not bear these situations.

..the job market_complication the number of ...

..is very difficult and have many complicated.

Some companies have especially conditions.

273



V.5.2.1.1.1.2. Omission of required elements

The situation of the job market in Algeria is getting to bad.

..the weak of regulations...

..which provokes_jobless.

..which include market and sales.

. and in the same time which mak your opportunity very
weak.

In other side there are some....

I like to work___ a clerk at a bank or a postoffice.

V.5.2.1.1.1.3. Addition of unnecessary elements

..which makes people faced a lot of difficulties.

In Algeria there is no balance between graduaters and the
Job market.

If you are a graduated student and you search for a work..

..because they have the capability of professional ant the

experience.
..you work at the place you chosed yourself.
.. the influence of nepotism to_geting a job is..

.. because of pooverty and unknown persons.

V.5.2.1.1.2. Incomplete Application of Rules

V.5.2.1.1.2.1. Selection of Incorrect Elements

The student who have a desire to work as he likes..
..his hope being destroyed at the beginning of his life.
..or you won’t be acceptable in all...
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If someone study Geometry at the end he finds himself
occupying a teaching post.

Troubles begun from the announcement of ...

If they had the will, they would fought nepotism and...
Some companies has great potentialities to solve...

..and sometimes we found that people with diplomas do not

realize their dreams to..

V.5.2.1.1.2.2. Omission of Required Elements

..complication of a job market create problems for...

..the employers for win the efforts, money and time.

Most of the employers doing there job...

The national service become an obstacletowards...

The number of graduates increase but they don’t get a job.
Everyone want to work in easy condition.

. .and most of the job market that ...

..giving someone money to get work without make any

efforts.

V.5.2.1.1.2.3. Addition of Unnecessary Elements

..to achieve an interesting things.

The job market is difficult to getting.

..and have problems with peoples in a way...

The falling of national income...

..rather than agriculture and industry that leads to...

..corrupted responsible who tooked a lot of money using
their powers.

..because people mostly depends on public companies to..
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They all needs experience to...

They also suffering from lack of competence.

General Results:

Sub-category:

1) Learners’ Intralingual Errors

1)Morphology

Number of Errors: 109

Taxonomy of Error Faulty over- Incomplete Application
generalization | Of rules

Selection of

incorrect elements 17 21

Omission of required

elements 12 30

Addition of unnecessary

Elements 14 15

Table IV.19. Taxonomy of intralingual morphological errors

This is represented on the graph as follows:

35

30

25

20

15

10 +

Faulty over-g,

Incompl, Appl, of rules

M Sel, of incorr, elements

@ Omission of req, el,

@ Addition of unnecessary
el,

Chart 22: Taxonomy & number of morphological errors
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V.5.2.1.2. Syntactic Errors:

V.5.2.1.2.1. Ignorance of Rule Restrictions

V.5.2.1.2.1.1.Selection of Incorrect Elements

Those are hard workers whom deserve...
..because they haven’t noany ambitions in life.
There are some who struggle so that to feed their family

members.

One should always seek after the best opportunities which...

..after being concerned with the posts given at the ...

..the military service becomes an obstacle for men, they
can’t get jobs.

There is a post of work the manager gives to the people
who he knows.

..because they concern with the diplomas they get at

different schools and universities.

V.5.2.1.2.1.2. Omission of Required Elements

Most ofemployees are concerned with stated rules.

..even if you haven’twill and capacities...

You must havelooking for a solution which...

So, howthey suppose to be experts if they...?

..no good investmentsrise our economic potentialities.
job market in Algeria is getting more and more ...

People are suffering from many problems like corruption,

bribery.
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V.5.2.1.2.1.3.Addition of Unnecessary/Incorrect

Elements

The most of the workers do not assume their responsibility.
The phenomenon of racism appears in all the domains.
Bribery which is an unfair way that destroys the social norms
of society.

Despite of the problems that one may encounter...

..do not trust on the new graduates students’ efforts...

The problem of bribery it’s a dangerous phenomenon.

Social problems are spread through the joblessness.

V.5.2.1.2.1.4. Misordering of Certain Elements

..because there are no strategiesplanned.

In our society, it becomes hardreally to get a job.
..government towards the development of many strategies
work.

It not only is a reaction against the job demanders, but...

those students who alreadyhavegot their diplomas from..

..as the number of jobscreated is sufficient for a big

number of ...

V.5.2.1.2.2. False Hypothesized Concepts

V.5.2.1.2.2.1. Omission of Required Elements

The problem in Algeria context isthey neglect totally...
To have a job in our country is somethingbecomes too

difficult.
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Second, the educational level, because in Algeria...
..because responsibles are peopledon’t respect laws
and conditions.

There are a lot of peopleface this hard moments
especially..

..they can provide himany kind of work he wants.

Students don’t find jobs according to their study.

V.5.2.1.2.2.2.Addition of Unnecessary/Incorrect

Elements

..as they study about the modules which are not available...
..good skills_those are preferable in...

..as a result of lack of job opportunities has brought

depression and hopelessness among the youth.

All the preoccupations concerning about the old workers...

..how people interact within through markets to get...

Studies always and often reveal why people behave in
particular way.

Young people are very ready to take advantage of the

retirement...

V.5.2.1.2.2.3. Misordering of Certain Elements

..the impacts growing of modern forms of economy.

..the unemployment analysis problem and its causes..

I neither have skills nor experience, but I have the will...

..different categories of Algerian young people who receive
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a diploma professional in public or private sectors.

They don’t only accept girls wearing Hidjab, but as well
they ignore their capacities.

..and how canoneimprove himself and his skills.

..of others and are ready for big challenge they will confront

already.

I am seeking to turn my passion into my career future.

Sub-category: 2)Syntax

Number of Errors: 98

Taxonomy of Error False Ignorance of rule
Hypothesized |restriction
Concepts
Selection of
incorrect elements 07 25
Omission of required
elements 09 19
Addition of unnecessary
Elements 08 14
Misordering of Elements
07 09

Table IV.20. Taxonomy of intralingual syntactic errors

This is represented in the graph as follows:
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Chart 23: Representation of students’ intralingual syntactic

errors

V.5.2.1.3. Lexical Errors:

False hypothesized Concepts

In Algeria we have a lot of handworking.

..to have an honourable job in these complicated situations
needs patient.

..because employees are expected to make hard tests during...

Lastly, the lack of expertise which affects the practical
progress...

..which contains very old workers who do not want to retire.

..in some states to be employable such as...

Favouritism gives advantage to someone who does not favour
this job.

In our society, most of them are bribe in any domain not only

at work.
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..all this is a source of careless of government.

..in order to acquire jobs or benefits from ...

Third, luck of capability of professional...

Sub-category:

3) Lexis

Number of Errors: 47

Taxonomy of Errors

False Hypothesised Concept

Wrong word-choice

29

Misspelling

18

This

Table IV.21. Taxonomy of intralingual lexical errors

is represented in the graph as follows:

35

30

25 -

20 -
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@ Wrong word-choise

E Misspelling

Chart 24: Representation of students’ intralingual lexical errors
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V.5.2.1.4. Semantic Errors:

..helped by some workers in the educational union. (meaning)

First, nepotism takes an important role in our society. (mean.)

..helped by some workers in the educational union. (mean.)

..for greedy people, like when you ask for a job. (mean.)

This causes a great stir today because there is no equality.
(mean.)
..without the reform which is important. (mean.)

..like selling illegal staff, illegal business... (mean.)

..other mishaps would prevent them from attaining any other
objectives and among them a job. (mean.)

People think that the lower job as baker or ironsmith is less

within Algeria context. (mean.)

The job market is controlled by bribery... (mean.)

One of its features is the emergence of bureaucracy. (mean.)
..of bureaucracy(_. )for example(_, )an employee sticks to his
job... (punctuation.)

It is caused by the corruption feature and... (mean.)

..the number of job seekers is more than work places. (mean.)

For example(_, )the government spent billions of... (punct.)
indeed, bribery makes it even harder... (capitalization.)

They need experience, capacities and high level. (mean.)

People are suffering from many problems like_:
corruption...(punct.)

Establishments are decreasing more and more which reduce the

number of jobs. (mean.)
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..as his place was taken by another guy who... (mean.)

.. but there are people who are educated and qualified... (cap.)
in addition, most of workers are foreigners and... (cap.)

..lack of prinsipols often leads to... (spelling)

..and make many distinctions between people. (mean.)

Enfair people are those who are trusted by .. (spell.

Sub-category: 4)Semantics

Number of Errors: 56

meaning | Punctuation Capitalisation Spelling

20 15 12 09

Table IV.22. Taxonomy of intralingual semantic errors

This is represented in the graph as follows:

25
20 -
@ meanin
15 - g
@ Punctuation
@ Capitalisation
10
O Spelling
5 -
O .

Chart 25: Represenattion of taxonomy of students’ intralingual

semantic errors
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V.5.2.2. Samples of Students’ Interlingual Errors

V.5.2.2.1. Syntactic Errors:

Faulty Overgeneralization

V.5.2.2.1.1. Selection of incorrect elements

‘So, it lets them stay without job in complete joblessness.’

"Aaia Allday ‘55 Jus (922 e.@.ja;ﬁ ‘5.@.5 SEIA (CA)

‘Nepotism and bribery are destroying our country bit by bit.’

") ) Lials O ywaid Bj.&)l\j Ra.gj.u;.‘d\' (CA)

‘..an opportunity to use my skills and my experience.’

l_gj,)-.'$ 9 gj\JL-@-A d\.,q:.ﬂ_uy 2'*-4)3,_' (CA)

‘..government towards the development of many strategies work.’

"Jwead) doand) jin) Ga 2222l ) gdad sladly 4. 3Sall

‘..the impacts growing of modern forms of economy.’

TaliaddM Aigaald) JLEED 5 shaiad) EGlaal)

‘The reason is that there is no good investments to...’

'od dsiasa G Hledsa) 2 ga 2 g Gl !
282 J 25 el A

There are people who get jobs by bribery who the responsibles
take from them.

'_Qﬂjj“g.u.qj\ (:.G.JA la JAié ‘5_\“ SJJJJL..I g...a\..].aj‘ ‘SJ.G OJJM;& u.u‘..li Silaa!
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IV.5.2.2.1.2. Omission of required elements

So, is difficult to get a job in Algeria

')j\j;“ (53 Jee GJL d}majl Qxaa SQ.J‘\'

‘Even who has no competence or not professional in that domain...’

o dlaLd) Vi ‘.55 Uaida ual ji d:\.&ii sdie (ol gﬁﬁj\ !

‘Students who apply tosame work are numerous.’

SR B EEL pd Jeadl Gudd oy galday 2310 A1k

‘.. that why they should help us...’

"o Ldae s e.@.,}ls Y Slal

‘There are a lot of university students have a degree, but they

still jobless.’

"Juadl e Gelhle Godl 5o ¥ OS) (Ja 52 aa2ie dAzalal) 401k e 23220 2 50

‘In Algeria if you know someone has acquaintance and you have

money..” (AA)

"'?A‘)J“ gﬂd.’\:.l} kJJaJ\ gdie aalg [ ¥ i Gias \J) ).‘1\);“ LSSV(AA)

‘It put under the disposal of investors.’

' . e J . .- - . “y
NSFIDEEEETE] \ u)mJ A CAA}J

V.5.2.2.1.3. Addition of unnecessary elements

Moreover than that...

LAl e saly
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The phenomenon of racism appears in all the domains

'Q,!JLT!AJ_\ &aax ‘55 ).@.LJ Ay yaaldall BJALL'

To gain money is the desirable aim of the most of people

'u.n\_'d\ OA :ta_.di:‘)_j A\_).d\ c_.qd.g.j\ 94 Jladl c.})'

..the most of the Algerian people

'L.,ﬁ_):’\j.;“ il :t:\gl:':iﬁ_\'

The nepotism that plays an important role in getting a job.

'd.q.: GJL d}.&déj‘ 63 pg= PEL galﬂ LESM r&,g.j;.m;.aj_\'

..which i1s spread inthesenowadays.

"534 \.Jakﬂi Sié (I PRAPY L) ‘“53“__'

The lack of specialties in Algeria is as an obstacle to people.

'u.u\.."jj KJEJL 4alian o Jj\J;“ ‘;3 Glaaaadil) [asld!

..which is the nepotism and the bribery.

'BJA:)j_‘J 4.§.|J.».MAA!_‘ ‘5.% gjj\__'

V.5.2.2.1.4. Misordering of Elements

. of most of people Algerian

' od) yalliadl) daale Y

There is no receiving from the companies responsibles.

Al g saal) @SS g JLsia) ol aa s Y

In our society, it becomes hardvery to get a job.

"Jase GJL djmgj\ Jaa Qzxaa c.\.a.a\ Lizaldaa 63'
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‘Most of thestudents universitywant to get a job when they finish

their studies.’

CAw) all G geda ledie Jue e Jgeandl soa s daslald) dolh e A, iy

‘Also students prepare themselves for job opportunities.’ (CA)

"Jeall ua‘)éj e.@..mé_'ai BEBIE S AL dlag

‘Those holders diploma like to a get a job quickly.’

"Ae jua Jee le ) sliaan Qi Ogaan alegdd)l o sl GadlN

‘..different categories of young people Algerian who receive..’

O sdaian 2] é)i\j;l\ el k_'q\.a.bi G AIA L

General Results: 2) Learners’ Interlingual Errors

Sub-category: 1)Syntax

Number of Errors: 53

Taxonomy of Error Faulty over-generalization

Selection of

incorrect elements 15

Omission of required

elements 13

Addition of unnecessary

Elements 08

Misordering of Elements 17

Table 1V.23. Taxonomy of Interlingual syntactic errors
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This is represented in the chart as follows:

18

16

14 -

12 4

I Selection of incorrect elements
10 -

m Omission of required elements
O Addition of unnecessary elemt,

O Misordering of Elements

Chart 26: Representation of Taxonomy of students’ interlingual
syntactic errors
V.5.2.2.2. Semantic Errors: concerns only ‘meaning’
Faulty Overgeneralization

..that are neglected between people

'u.a\._'\“ [SEE) QJAAi ‘;3“'

..and to try to swallow the bitter of the job market.

1

"Jdazdl 3 g 22 o Uslaag

..because they are not qualified to earn a job.

"Jae e Jgaaall claSh ) gl agay

There is no job without nepotism

'Agisman 93 Jes 22 Y
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..as Muslims, we are allowed to give the underpayment in order

have a job. (AA Silad) i.e., ‘money to be given as a bribe, but in
a secret way.

'da\.c ‘SJL d}&d;lj ‘53\.;3 uaﬂjA:sJL_j 14l T sueAJuASH

It is rather your shoulders in this life... (AA <lis)) j.e.,

‘nepotism’
"laaall 12 ‘;é &l o alase

..by most accounts..’

Coalalealr Hagly

3

. and the warmth of your pocket that will help you get a job.’

(AA @2l glii Ailaw) j.e., ‘money to be given as a bribe’

"AeaA gai iglas I oA caall glid Aila 45

..which represents a big number in the Algerian economy.

";.'ILJ“ Alaaidy) ‘;3 \Jﬁ._as \..Aé_) J5a3 ‘;SM'

It’s not what you know, but whom you know (AA)

"o yad o eSuk T (B )2l il sdila !

His place was taken by another guy who... (AA)

')$\JA} jJLAJ ij)\_ﬂ

..which contains very old workers who do not want to retire.

Yoacladll Heaaa Yo g2dl) slead Jlee Lle & 53al Al

‘..they can spend the three years easy.’

"AL ggawa ) gdaw GAMUS pluzad | gagdaliig ad !
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Sub-category:

2)Semantics

Number of Errors: 40

Taxonomy of Errors

Faulty Overgeneralization

Wrong word-choice 21
Misspelling 12
L1 influence 07

Table IV.24. Taxonomy of Interlingual semantic errors

This is represented in the chart as follows:

Faulty Overgeneralization

@ Wrong word-choise
[ Misspelling

O L1 influence

Chart 27: Representation taxonomy of students’ Interlingual

semantic errors
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Except for the few erroneous compound-complex sentences
resulting from students’ L1 interference, most of the other errors
comprise simple, compound and complex sentences including the
misuse of coordinating, correlative and subordinating conjunctions.
Students’ misordering of sentence elements creates an incoherent
relationship within different clauses. (See kind and number of

errors in appendix 06 p. 366)

V.6. Result Discussion
V.6.1. Questionnaire Result Discussion (QRD)

Learners' attitude is an important variable in language study.
The interest towards the subject being studied depends on the
learners' positive or negative view of language. Positive attitudes
towards a language often raise the learners' curiosity, motivate and
enrich their interest and will to learn it, whereas negative attitudes
may develop in them a sense of hatred which leads them to abandon

the objectives they might have before.

The results obtained in the questionnaire show that the
majority of informants feel comfortable and confident. Thus, they
have great interest and desire to write in English; although they
find this task to be more difficult in this language than in Arabic
because the writing skill, for them, is the most difficult of all
learning skills. Its difficulty lies in students’ problems to find the
ideas that help them write, as well as the correct structure or word

form to avoid grammatical errors.

To overcome the problems encountered when dealing with

this language skill, students rely on L1 ‘Arabic’ use by translating
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the form of words, the structure of the sentence and the
distribution of words in sentences from L1 to L2. The use of an
Arabic / English dictionary is the most desirable for them and
teachers’ explanation in Arabic is the most needed of all other
explanations. This reveals that L1 is the most suitable tool students

use to write with in English.

V.6.2. Judgment Test Result Discussion (JTRD)

The errors committed by learners, as shown in the chart
number 19 on page 271, reveal that most of them are intralingual,
while those caused by the mother tongue interference are of a small
proportion and are primarily due to students’ faulty inferences
about the TL. Despite the fact that students have already studied
certain rules of grammar, they still commit nearly the same errors.
Those errors are categorized into different types: morphological,
syntactic, lexical and semantic. They result from students’ faulty
overgeneralization, incomplete application of rules, or ignorance
of rules restriction. Students usually err by selecting the incorrect
elements, omitting required elements and adding wunnecessary
elements. This includes the wrong use of articles, prepositions,
possessive case, demonstratives, and both inflection and derivation
forms of words such as those in adjectives, adverbs, verb tense,

and singular and plural forms of nouns.

Serious ambiguities are spotted in students’ papers as a result
of their ignorance of some rules of L2 structures. This can be

summed up in their misordering of words in sentences, inability to
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use ‘to be’ with ‘there’ to express the existential or representative
function, the incorrect use of relative pronouns and other
subordinating conjunctions in different clauses, confusion in verb
transitivity, direct and indirect object, verb tense in reported
speech , passive form construction, and subject-verb agreement.
The results also show evidence of high frequency of L1
interlingual syntactic transfer both in phrases and clauses as a

result of students’ limited linguistic knowledge.

Apart from students’ morpho-syntactic errors, lexical and
semantic errors also result from their wrong choice of appropriate
words in convenient contexts. This is mostly demonstrated in the
substitution of a word for another, as in the case of prepositions,
articles, demonstratives, etc. The incorrect spelling of words,
punctuation and capitalization are also found in students’ papers.
This very often makes students’ written production

incomprehensible.

Conclusion:

Chapter Five is meant to diagnose students’ errors in English
writings and the possible reasons behind them. For this purpose,
two methods of investigation are used to study the possible factors
underlying students’ deficiencies in writing: a questionnaire
devoted to students’ behaviour in writing and a judgment test to
gather evidence about the kind of errors they make in writing. The

conclusions that can be drawn from this chapter are as follows:
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1) Writing seems to be a difficult skill in EFL learning. It poses
tremendous challenges to students who are often confronted with
their committing of high frequencies of errors.

2) Most of the errors are due to L1 and L2 different systems.

3) Contrary to what is hypothesized in this study, the majority of
errors are not attributed to L1 interference.

4) Most of students’ errors are intralingual.

5) Several of students’ errors result from their word-for-word
translation from L1 ‘CA’.

6) Students’ errors are wusually due to their ignorance of
morphological rules, as in the case of word inflections to form the
plural of words, comparatives and superlative forms of adjectives,
present simple, regular past tense, present participle; or
derivations to form the different parts of speech such as nouns,
adjectives and adverbs through the use of morphemes plus affixes.
7) Students’ incorrect use of syntactic structures happen by
misordering certain elements, omitting necessary, or adding
unnecessary elements as a result of their incomplete application of
rules of L2. The errors may include different phrases, basic
sentence patterns, compound sentences or clauses; order of
modifiers, order of words in reported speech and the passive voice,
tag questions, etc.

8) Students’ use of inappropriate words as a result of their limited
range of vocabulary.

9) Students’ word spelling and capitalization errors, as well as
their poor handwriting.

10) Students’ deficiency in clear self-expression as a result of

their false hypothesized concepts usage.

295



11) Students and teachers’ excess use of the mother tongue in
English classes; i.e., students use L1 to ask teachers to clear the
possible ambiguities and teachers explain and form their
instructions in the same language.

By and large, students’ errors are numerous. Whatever the
years spent in learning English writing skill, they remain to mark
students’ interlanguage as a strategy which includes their
interference, avoidance, fossilization, and overuse behaviours.

Chapter six deals with the general conclusion from which
possible remedial works, research implications and

recommendations can be suggested.
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Introduction:

Chapter six includes two sections: the first one deals with
teachers’ checklist, so that the recommendations it suggests may
fit with the results and validation of the research. In the second
section, the main limitations of the study are set out and followed
by pedagogical and research implications. It ends with some
concluding remarks and recommendations with respect to the
contributions this work may offer at the level of different English
writings. It means to bring extra changes, adjust and improve
course content selection and methodological procedures that may
increase students’ motivational force able to enhance their innate

drives and develop their writing quality.

VI.A.1.Checklist

The check list is directed to twenty five teachers. Because
the number of university teachers in Tiaret (14 teachers) was not
sufficient to the study, some experienced secondary school
teachers are consulted for collaboration and they accept their
assistance. Eleven teachers are chosen in the process, which means

that the informants’ number is twenty five in all.

In this check list, teachers are requested to provide
information about their attitudes on the main reasons behind
students’ weaknesses in English writings. This is meant to give an
answer to the hypothesis that the socio-cultural and educational
context where students learn to write may also have negative

effects on their writing performance. Thus, they are asked to fill in
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the table with ‘Yes’ or ‘No’ to discuss three main points

subdivided into different sub-points. These points are as follows:

a) Students’ weak foundation, which includes the nature of English
as a foreign language, students’ lack of motivation, their negative

attitude towards English, and teachers’ lack of interest in teaching.

b) Linguistic environment, characterized by teachers and students’
excess use of L1, students’ few opportunities to practice English,

and a completely isolated English culture.

¢) Method of teaching, as the case of inadequacy of the designed
programme, traditional methods of instruction, students’ negative
L1 transfer (either from MSA or AA to English), and lack of

writing practice in educational institutions.

VI.A.1.1. Students’ Weak Foundation

The results obtained from the list show that 25 teachers being
asked (100.00%) agree on the fact that the status of English as a
foreign language itself may be the main cause behind students’

weaknesses in writing.

In the second rubric, 23 teachers confirm the idea about
students’ ignorance of the rules of L2 ‘English’ when marking
(92.00%) out of those questioned in the process. Only 2 teachers

(8.00%) do not see that all students ignore the rules of L2.
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In the third part, which deals with students’ attitude towards
English, 6 teachers (24.00%) say students have a negative attitude

towards English; whereas, 19 of them (76.00%) say the contrary.

During the 3rd point of the first rubric, all the teachers
(100.00%) agree upon the idea that teachers do not lack interest in
teaching. They say teachers have strong will to work with students

in all circumstances.

VI.A.1.2. Linguistic Environment

What can be noticed in this section is that 22 teachers
(88.00%) express the idea that both teachers and students’ excess
use of the mother tongue ’Arabic’ in English classes. 3 of the
requested teachers (12.00%) choose the adverb ‘No’ to say the

contrary.

Concerning the idea of students’ few opportunities to practice
English, 24 of the teachers (98.00%) adopt for ‘Yes’. There is no
environment other than the classroom where English is used. Only

one (02.00%) who stands against this idea.

The last point of the second rubric is devoted to teachers'
opinion about English culture and its possible teaching with
English language. 23 of them (92.00%) agree upon the fact that
English culture is isolated and that the English used inside the

classroom 1is devoid of any cultural aspects with too much
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artificiality and very little realistic language. Only 2 teachers

(8.00%) adopt for ‘Yes’.

VI.A.1.3. Teaching and Learning Method

This last rubric starts with the observation whether the designed
English programme is adequate or not. Although this observation is
too broad, teachers provide precised answers. 12 of them (48.00%)
state that it is adequate to the drawn objectives; while 13 (52.00%)

say that it is inadequate.

Concerning the second point about whether traditional
medium of instructions are used, 16 teachers (64.00%) admit that
the traditional method is still used by most instructors in all types
of English writings. 9 of them (36.00%), however, say traditional

method of instruction is no longer used alone.

22 of teachers in the third section of the third rubric
(84.00%) state that students’ direct translation is from MSA to
English. This means that students rely on L1 to write in L2, which
may lead to serious interference errors. Only 3 (16.00%) of them

choose the notion ‘No’; i.e., there is no direct translation from CA.

The forth section concerns students’ possible direct
translation from AA. Except for the minority who adopt for ‘Yes’ 2
(08.00%), nearly all teachers ‘23 (92.00%) mention the notion
‘No’. Students, according to them do not use AA to make

translation in writing.
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The last part of the last rubric concerns teachers’ opinion
about students’ lack of writing practice in educational institutions.
Here 22 (88.00%) of the informants share the idea that the time
devoted to the different writing skills is insufficient for students to
improve their competencies, contrary to 3 teachers (12.00%) who
see that these students do have enough opportunities to express

themselves in this skill.

VI.A.2. Checklist Result Discussion (CLRD)

The results obtained from the checklist show that teachers
agree upon the fact that the status of English as a foreign language
itself may be the main cause behind students’ weaknesses in
writing. This means that students lacking the intuitive knowledge
of native speakers of English are exposed to learn a language
which 1s not theirs, with its own grammar, lexicon, and
pronunciation. This may also demonstrate their weak inductive
language learning ability. I.e., the ability to infer the rules that
govern the use of language, as when one identifies patterns of
correspondence between form and meaning, as in the case to

3

recognize that in English ‘to’ can denote direction and ‘at’

location, or whether the word ‘present’ is a noun or a verb.

Despite students’ weaknesses in writing, teachers do not deny
that a good number of them show a positive regard to write in this
language. This may reduce the idea of students’ possible negative

attitude as a reason for their weakness in writings, and strengthen
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the view of their high motivation. Moreover, teachers, according to
them, do not lack interest in teaching. It is their duty to motivate
students to participate in the development of their writing skills by
providing them with sufficient practice in the classroom and

correcting their errors.

Teachers also put the stress on the idea that both teachers and
students have excess use of the mother tongue >Arabic’ in English
classes. This means that this use, which can sometimes be an
effective tool in both teaching and testing, is not very much
suggested. New approaches and techniques should be tried instead.
This depends on teachers’ will to maintain strict rules to establish
an English-English environment, although the only existing
opportunity consists of the classroom as a setting where this
language is practiced in isolation from its real culture. Teachers
also maintain that classroom environment is devoid of any cultural
aspects with too much artificiality and very little realistic

language.

Concerning their view of the adequacy of the designed
programme, except for the minority who answered positively, the
majority of teachers see that it is inadequate to the drawn
objectives; i.e., restricted and narrow, and may not present too
much about the culture of the TL. Besides, the language in its
different lessons is so different from the one in real life. They are
taught with too much artificiality through traditional methods of
instructions. Despite their efficiency in some cases, these
traditional methods have negative impact on students’ performance.

Thus, there are new and modern techniques used through visual
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aids and updated books and manuals which can be a source of

improving students’ level.

In the last rubric, when asked whether students use CA or AA
as a means of translation, teachers see that most of them make
direct translations from CA to L2 and not from AA to L2. Their
reliance on CA to write in English can be another factor for a
possible source of interference errors. Furthermore, the time
devoted for writing skills, as said by the majority of the

informants, is insufficient to improve students’ competencies.

By and large, the data given by teachers indicate clearly that
several elements interfere to stand as barriers towards students’
writing in English: their weak foundation, their limited English
vocabulary background, the status of English itself, the linguistic
environment including the teachers and students’ excess use of the
mother tongue, students’ negative transfer from L1 ‘CA’, lack of
opportunities to practice English as well as the wunnatural

surrounding where this language is taught.

VI.B.1. Limitation of the Study

This action research has its limitations which should be noted with

respect to the following issues:

e Design of action research

e Length of the research work
e Tools used in the research

e Students

e Teachers as informants
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Through this research work based on contrastive and error
analysis it is intended to develop other 1ideas about the
methodology a teacher can use to find possible solutions to the

problems students are confronted with L2 writing.

1. The study includes students in the economic science faculty
only. This means that the results cannot be generalized to students
of all study fields.

2. The time-frame associated with the action research process
was protracted as a result of internal problems. This led to an extra
time spent to conduct research during non-teaching time.

3. This research may lack adequate grounding since students
participating in the study are not of the same learning background
level.

4. Examining students’ errors in one short paragraph in a limit-
ed time may not bring about a whole picture of all kinds of errors.

5. Not all teachers asked to fill in the checklist provided
extra information about the possible reasons behind students’
difficulties in English writings. Thus, the findings are limited to

those taken from the chosen points in the table.

VI.B.2. Research / Pedagogical Implications

It is clear that errors constitute an inevitable part among all
parts in EFL writing. As previously seen, they can provide us with
an image on students’ linguistic development, their interlanguage
strategies and learning process, in general. Apart from

interlanguage interference errors, several other sources are held

307



responsible for their occurrence because of the complexity of
English itself.

Although errors tend to be seen as a result of inadequacy of
teaching and learning, the idea of being a necessary instrument for
teachers to improve their teaching is accepted by most linguists
and practitioners in the domain. Error is an integral part of
learning L2. It is a natural part in students’ gradual movement
towards the improvement of their poficiency. Therefore, the main
objective of L2 teaching is to develop students’ abilities to write

in the target language.

On the basis of these study findings, the following

implications can be suggested.

VI.B.2.1. Implication of Contrastive & Error Analysis
in EFL Writing

Studies concerning errors for both CA and EA are meant to
identify the strategies learners use in FLL, diagnose the causes
beyond learners’ errors and obtain data on learners’ common
problems so as to help specialists in the field of teaching develop
the teaching material suitable to overcome them.

One potent implication of the two error approaches is that
language teaching cannot stand away from their findings. Students’
errors have always been of much interest and significance to

teachers and syllabus designers.
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VI.B.2.1.1. Implication of Contrastive Analysis in
EFL Writing

Based on the findings in chapters three and four which
include a comparison of the morphological and syntactic systems
of L1 and L2, the study concludes that CA can be used as an
efficient tool in the teaching process for the simple reason that
teachers and students alike can diagnose the common and different
language items so that they both avoid the influence of the source
language system ‘L1’ on the one of the target language ‘L2’; since
each language is known by its distinct and unique system. It is
with CA that language teachers can predict what errors the
majority of students make and what difficulties they face;
therefore, they are well equipped to improve teaching and learning
strategies by preparing more efficient L2 instructional materials.
Students who are introduced contrastive patterns of L1 and L2 are
able to develop a habit to think in L2, write in an accurate way and
diminish the number of errors they usually make. However, drills
and exercises based on contrastive study are not suggested to be
presented excessively in the classroom.

As long as language cannot be separated from culture,
cultural differences should also be introduced whenever it is
possible; i.e., teachers need to introduce cultural differences
between CA and English to develop students’ sense of cultural
acquisition. In this way, negative transfer resulting from cultural

differences can progressively be avoided.
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VI.B.2.1.2. Implication of Error Analysis in EFL Writing

Errors are seen as important means with which researchers
and teachers locate students’ learning processes. EA supplements
CA with objective statistics. EA provides careful identification of
students’ errors and then puts them under classification. It also
provides evidence of how language is learnt or acquired and
diagnoses the strategies the student is employing in the discovery
of language. This undoubtedly provides a prediction of possible
error sources so as to help teachers avoid their reoccurrence.

In connection to the significance of EFL writing, teachers
and researchers seeking for the best remedial instructions should
conduct their researches on the basis of EA approach in order to
adopt appropriate teaching methods and techniques to help students
improve their writing skills. The use of EA can give the teacher an
idea on students’ progression in writing and what remains to attain
the drawn objectives. Thus, EA becomes a useful tool, especially if
the teacher succeeds in taking a valuable feedback from the errors

employed in students’ different writings.

VI.B.2.2. Implication for syllabus Designers

This study indicates that writing is a rather complex task,
mainly because the opportunity of practicing it in any authentic,
communicative setting is not available in foreign language learning
(FLL) situations, particularly when students do not have
opportunities to practice it outside the classroom. Thus, they
commit successive errors whenever they are asked to produce a

piece of writing. However, these errors are natural and inevitable
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and seen as an integral part of language learning that cannot be
avoidable.

Error analysis can be a suitable tool to diagnose error in
general. It provides teachers with an outcome of what has been
taught to students, and tells syllabus designers about the
effectiveness of both the teaching materials and the techniques
used by teachers in classroom; what parts of the syllabus have been
inadequately learnt and that need further change; i.e., leading
syllabus designers to develop teaching materials designed to meet
both teachers and learners’ needs. This means that errors show
what items are of much importance to be included and which ones

to be corrected or excluded from the syllabus.

VI.B.2.2.1. Design for a New Writing Syllabus

In this study, errors are not only attributed to grammar, but
also to vocabulary. Students’ ignorance of rules restrictions as
well as their false hypothesized concepts suggests a balance to be
made between writing and other learning skills to obtain positive
learning outcomes. These latter can be developed by emphasizing
the most important things a student should know, or is able to do
by the end of the course. Thus, strong decisions should be made
about the selection of syllabus content: whether its course is fit for
such students’ level; what they need to do to be successful in the
course; and know how they progress. Assessment and teaching
strategies including writing activities should be designed neatly to
give students the opportunity to demonstrate their knowledge and
skills. This can help in measuring their writing accurately and

effectively.
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VI.B.2.2.2. Design for a New Grammar Syllabus

During the analysis of students’ errors, it is noticed that
those which touch grammar points have negative effects on
students’ writing style. Although there are several suggested
methods and techniques concerning grammar teaching, students
still encounter serious problems. Traditional methods which are
still used are most of the time devoid of any real life situations.
Thus, it is suggested that a new pedagogical approach including a
new programme to teach grammar through context of situation
would be the best way to improve students’ writing skills. The
need for coordination between written expression and grammar
teachers 1s becoming of much necessity. Working together,
teachers can locate students’ errors, explore their sources and then
design written courses according to their cognitive needs. These
lessons can form a new designed syllabus that can be useful for all

teachers at university level.

VI.B.2.2.3. Design for Group Work

Teachers who are asked about the problems encountered in
the classroom when presenting the writing activity agree upon the
idea that students’ English proficiency and different backgrounds
represent a significant problem, mainly when all are ranked at the
same academic level. Rather than clustering students in groups
according to their proficiency level, they are placed within the
same mainstream classes. This implies that the same teacher may

not adapt to the situation, mainly with those who lack academic
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English skills. Such a large discrepancy can create enormous
challenges for the teacher who does not have adequate techniques.
Nearly every student has a different level, and the curriculum
sometimes does not meet the needs of everyone.

Besides, students working alone may not bring satisfactory
results in any writing process except for the case of some brilliant
ones who manage well in the task. In this case, the relationship
among students might be the key for an effective learning.Group
work may lead to overcome certain psychological constraints such
as reservation, fear, anxiety and self-scepticism.

There are obviously some advantages in collaborative work
through peer and self-editing activities where students can learn
extra vocabulary words, correct each other in grammar rules, track
the errors themselves or collaboratively and adjust any possible
deviations from L2 norms. Encouraging these sorts of autonomous
works, it is recommended that syllabus designers support students
with effective materials and build organized workshops through
which they can edit those written activities by themselves and feel
more involved in the tasks they are given. Much information may
be spread all around to create a sort of positive atmosphere where
different linguistic advantages can be gained to add a supportive
pedagogical approach that may increase students’ motivation and
attitude as two important components in developing their writing
competencies. Despite some of the inconveniences in group work,
students very often express positive interdependence they feel and

the usefulness of sharing in discussion the written tasks together.
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VI.B.2.2.4. Design for teaching style

It is noticed that the majority of students feel anxious and
frustrated when they are given a piece of writing. This,
undoubtedly, would impede any attempt for comfortable writing.
Accordingly, syllabus designers should think of the best teaching
style as an 1important factor in students’ language writing
acquisition. There should be a methodology that would create an
atmosphere of work with the participation of all group members in
a way that they feel relaxed and comfortable. Students are strongly
influenced by teacher’s instructions. It is said that the best English
academic writing is the one that relies on conciseness and plain
style. Pedagogical options, materials and designed activities have

to be developed side by side with solid linguistic knowledge.

VI.B.2.2.5. Design for a Good Writing Promotion

Teachers who are asked about students’ writings are for the
idea that several criteria such as clarity, explicitness and
conciseness, clear, coherent and cohesive paragraphs can all
contribute to the improvement of any writing style. These become
very essential in the judgment of the quality, consistency and
meaningfulness of any piece of written production. Thus, it is the
duty of syllabus designers to consider these important features as a
base for any syllabus implementation to enhance students’ writing

strategies and come up with positive results.
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VI.B.2.2.6. Design for an Adequate Feedback

Feedback is generally considered as an important part in EFL
writing. Its instructional effects are essential in students’ learning
because they can modify, shape and orient students through
correction towards adequate strategies to write; i.e., these effects
provide them with corrective information to assist them in the
modification of their writing performance. Yet, it is assumed that
total correction is not effective for students’ writings. Sudden
interruptions and corrections of students’ papers while they are
writing often lead students to stop their efforts and reduce their
desire to write because they feel that they are not improving and
that so much is wrong with their production; thus, there is not any
hope to get better. For that reason, overemphasis on errors, which
is not always recommended, can frustrate students’ motivation. On
the other hand, it may not be acceptable to let errors pass
uncorrected; for this may increase fossilization of such errors.

The writing skill proves very complex, and become proficient
for students requires many years of efforts and practice. They can
only make significant gains if they receive precise instructions and
feedback on significant writing tasks. This effective feedback
based on teachers’ well prepared instructions can render the
writing process more effective as the more feedback students
receive concerning their performance the better they can overcome
the different complex writing situations. Moreover, they can
understand what to do to avoid the errors they still commit so as to
arrive to more effective writing through which they can gain time

and energy. Feedback also raises students’ awareness of readers’
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expectations, the subject they write and the purpose of their

writing.

VI.B.2.3. Implications for EFL Teachers

The teacher is the most important factor in FLL. Thus, a
teacher’s quality has great impacts either on students’ success or
failure. Students’ improvement relies on how much knowledge they
have acquired so far to avoid as many encountered errors as
possible. The more errors they correct, the more conscious of
language they become. The teacher should know what to correct,
how to correct, and what level of error is to be corrected. In a nut
shell, the teacher is the first stage determining students’ success or
failure. Students’ learning performance is measured by the quality
of teaching. In Algerian context, for example, there is a growing
concern of quality teaching shortage, particularly for those lacking
the experience in dealing with students’ writing process. Much
work has been done to promote teachers’ writing lessons, yet little
improvement has been reached. Most of the teachers are not
acquainted with the current trends in teaching the writing skill,
thus the following programmes are suggested to bring about

significant results:

VI.B.2.3.1. Organization of Seminars and Conferences

Language teachers are expected to keep up-to-date with the

new developments in the field of writing. Thus, seeking for the

best ways to develop writing skills should be the main concern of
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all professionals to tackle different issues of students’ writing
deficiencies. These issues can be exposed and treated in seminars
and conferences held continuously to find solutions to the different
problems. These different meetings are of much importance for the
simple reason that all teachers cooperating together are able to
renew their teaching strategies which can lead them to raise
students’ writing abilities. Teachers, mainly those who are new in
the domain, should express their great interest to attend and
participate in the different debates and discussions for their own
professional carrier development. They need to increase their
knowledge to achieve longer-term career goals and opportunities.
By attending seminars and conferences they are usually
engaged in self-reflection and evaluation. They can develop new
skills about teaching writing; expand their ideas on different
researches and issues in teaching and strengthen collaborative
relationships with other teachers. All this aims to adopt effective

methodologies in teaching writing.

VI.B.2.3.2. Coordination: University / Secondary School

Since university students’ writing performance rely on how
much knowledge these students acquire at the secondary school,
coordination between teachers of the two levels is essential to the
creation of an effective atmosphere suitable for thinking up
adequate remedies to most if not all the encountered writing
problems. The main objective behind this coordinative initiative is
that teachers with their different backgrounds and expertise can

complement each other by exchanging ideas, views and techniques
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they have experienced during their teaching. Therefore, this
coordination is believed to present significant and beneficial
outcomes for both teachers and students, as it provides them with
deeper insights on how to deal with their writing problems by
drawing future perspectives which can be effective and successful

in developing students’ English writings.

VI.B.2.4. Implications for EFL Students

Students are seen as the most important variable in any
teaching process. It is inevitable that the errors they make are no
longer considered forbidden; they are part of their language
acquisition. Students can progress only through repeated errors
from which they can discover the main causes behind them.
However, they wusually differ in their motivation, language
background and needs. These factors are very important because
they directly affect the efficiency of all efforts made to acquire the
target language. In the light of students’ errors spotted in the
judgment test, it is suggested that students should be encouraged to
write regardless of the errors they may make. It is one among
many ways that they can overcome any possible anxiety which may
stand as an 1impediment towards their writing performance.
Besides, it is through errors that the teacher can get an overall
image about students’ level and the strategies they use to write.
Thus, these errors should not be regarded as a manifestation of
students’ poor linguistic competence which may lead them to be
penalized. On the contrary, there must be a sort of understanding

between the teacher to tolerate certain kinds of errors and the
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students to try to avoid the ones they have already committed.
Students’ should also be provided with authentic materials which
may be wused implicitly for them to help them raise the
dissimilarities existing in L1 and L2; in order to reduce their

unintentional and unnecessary writing interference errors.

VI.B.2.5. Implications for EFL Context

The findings indicate that students’ writing is influenced by
several factors affecting the linguistic environment where L2
writing is used. Among these variables which should be taken into
account it is worth mentioning the role of the mother tongue as

well as the context of culture of L2.

VI.B.2.5.1. Implication of L1 in EFL Writing Classroom

It is widely known that foreign language learning is
influenced to a great extent by learners’ L1. This is due to the
enormous differences that may exist between CA & English.
Students’ L1 does not only affect L2 pronunciation, but also its
vocabulary and grammar; i.e., the input of L1 system on L2 system
may cover all the stages of learners’ acquisition of L2. It means
that whatever the level they reach, learners cannot avoid the
consequences of the close contact between L1 and L2. For the new
approaches and techniques, L1 is not very much suggested, yet
some linguists agree upon the fact that teachers can use it to
explain different points of grammar; illustrate certain testing

activities and explain word ambiguities. When learners do not
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understand the meaning of words and expressions of L2, mainly
those which are culture-bound, they can ask teachers for
explanation in Arabic, so as to solve comprehension problems. By
implication, this may help students understand what exactly the
words mean, and what teachers’ instructions refer to. However, L1
use is not possible when the learners’ differs from that of the
teacher. When L1 is common, it can be utilized as an effective tool

in L2 writing.

VI.B.2.5.2.Implication of L2 Culture Context in EFL

Writing Classroom

Teachers and learners with their proper incentives and
favourable circumstances may contribute to the general
improvement of learning L2; however, their efforts very often fail
to some extent because of the close contact between a language and
its culture. That is to say, language and culture are interrelated. L2
cultural aspects can then be a real hindrance to both teachers and
learners' motivation because they may set up barriers to the
comprehension process, in general. In learning a foreign language,
one uses the experiences of context he has acquired from his
mother tongue so as to understand it.This means that
communication is only successful when the participants understand
the shared information, and, in this case, thoughts and ideas can be
conveyed effectively, especially if we take into account what
audience this message is sent to, and how it will be perceived,
without forgetting circumstances surrounding this message such as
the situational and cultural context.

In EFL situations, the importance of the cultural context of

language can be emphasized. A lack of understanding of the
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cultural information can be a major impediment to comprehension
as a whole.

Many linguists argue that teaching material should be
culture-bound regardless of the level of learners. The selection of
the teaching material is, therefore, necessary to the success of
language learning. This material may lead the learners to gain
access to the life and thought of people of the target language. The
study of a foreign language, then, not only enables the individual
to develop his cultural understanding of that language, but also
promotes his personal culture through contacts with different
mentalities by means of the literatures they read.

Thus, introducing the cultural content should, therefore, be
integrated with the teaching of language patterns and lexicons.
Many linguists have questioned the usefulness of non-culture
bound teaching material in foreign language teaching. In such an
approach texts are designed on a theme familiar to learners and
reflecting their own culture. This, for them, would destroy the
unity of language, severing it from its social context. Language
and culture are inseparable; the one cannot be learnt without the
other.

Moreover, culture awareness must become an educational
objective in itself. It is possible to teach language in such a way
that learners are initiated into the social and cultural meanings of
words and expressions; yet cultural messages could not be decoded
in the absence of the teachers' awareness of them. A foreign way of
viewing the world cannot be taught against a native culture full of
conceptions, beliefs and values.

Thus, previous cultural knowledge about the target language
is a factor which might be considered in constructing reading texts,
or different writings. However, it is essential while introducing

the cultural content of an input in the classroom that the teacher
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maintains complete neutrality. That is to say, learners must not
feel that s/he is ‘selling’ a foreign culture to them. This means that
the approach should be informative and objective.

According to different applied linguists the primary task in
foreign language teaching then is concerned, first, with introducing
language side by side with culture. For them it is necessary to
integrate the cultural content in the teaching of patterns and
lexicon. Otherwise, the learning process will be devoid of its basic
elements. Learners’ awareness of the correct levels of discourse
and behaviour as well as the social attitudes of other people is of
much importance. This will motivate them to observe the cultural
differences and even reduce their relunctance towards another

culture.

VI.B.3. Recommendations

Along with the drawn 1implications, the suggested
recommendations are hoped to add amelioration to the process of
writing. Besides, future studies concerning error and error analysis
should be investigated so as to arrive at suitable educational
methods relevant to the process of teaching and the possible up-to-

date materials that can be useful, interesting and beneficial.

VI.B.3.1. Recommendations on Teachers’ Teaching

Strategies

Teachers’ strategies could be responsible for the increase or
decrease of students’ errors. Teachers have different ways in
dealing with students’ errors. There are those who insist on

correcting them as soon as they appear and put their focus on every
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language item used inappropriately; others ignore them and might
let students discover them through time. Hendrickson (1978:90-
389) claims that it is better not to stop nor interfere with students
in a middle of conversation or speech or when they are writing just
because of some errors. The corrections which are done through
breaking up students’ thought do not really have sufficient results;
instead students feel less motivated and sometimes upset from this
sort of correction. Yet, for other linguists such as Bartram &
Walton, (1991: 32-40) students’ errors should be treated,
especially when they impede communication, i.e., when hearers or
readers find it uneasy to grasp the students’ intended message.
Moreover, teachers need to establish a confident relationship with
students so as to make them know that making errors through the
learning process is of vital importance; thus, there is no need to be
frustrated, humiliated, ashamed or embarrassed.

For most teachers, the techniques of correction require their
understanding of the sources of errors so as to provide the
appropriate solution to solve students’ problems by allowing them
to discover the relevant rules of language. Hagéne (1999:82-83)
stressed the i1mportance of self-correction. For him, teachers’
written test based on error analysis can be useful, but this should
be without students’ awareness of the aim of the test. On that
basis, students’ self-correction done by the help of each other is
more preferable and more efficient than that being done by the
teacher, especially if his correction is done in a severe, or
humiliating manner. This does not mean that the teacher’s
correction of students’ errors should be avoided, yet it might not

be recommended to correct every error as soon as it appears,
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because immediate corrections which interrupt writing processes
could produce negative effects on the students, even to the less
sensitive ones. Students’ anxiety and fear of making errors might
reduce their motivation for work in the classroom and increase
their lack of interest for writing, and this sometimes leads them to
develop an aggressive behaviour towards the classmates or even
the teacher. Thus, corrections are suggested not to be applied by
the teacher mainly when these corrections form an obstruction to
communication.

Errors are a means of feedback reflecting the students’
progress and at the same time the teacher’s strategies in teaching.
The teacher can judge how effective his teaching style is and what
changes he should bring to provide appropriate remedies. That is to
say, errors indicate reliable results upon which remedial materials
can be constructed so as to enrich students’ performance.

Investigating various types of corrective feedback strategies
in the light of errors of different taxonomies may encourage
teachers to provide corrective feedback with accuracy and

confidence.

VI.B.3.2. Recommendations on Grammar Teaching

The study findings show that most of students’ errors are
grammatical in a way that these errors bring about negative effects
on their writings. However, to what extent can grammar teaching
be a suitable tool to improve students’ writings? This question has
been the concern of many teachers, researchers and students

themselves for years of research. There are those who support
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Krashen’s input hypothesis, known as “anti-grammarians” and
doubt the role that grammar instruction plays in language learning.
They maintain that grammar teaching does not accomplish such
practical goals because only a few students learn grammar well and
use it to improve their writing (Rodriguez & Avent, 2002; Stern,
1983; Yim, 1998); and those known as “pro-grammarians” who
claim that formal instructions ‘direct grammar instructions’ are of
significant results to any learner’s type of learning (Eisenstein-
Ebsworth & Schweers, 1997). Yet, another group insists on the fact
that factors such as age, cognition and maturity of learners should
be taken into account while teaching grammar (Celce-Murcia,
1991). For EFL students, research suggests that extensive reading
may promote the acquisition of grammatical structures better than
explicitly studying or practicing such structures (Elley, 1991:23).
In the same sense Krashen (1993:71) says that for both first and
second language learners, extensive reading significantly promotes
grammatical fluency and a command of the syntactic resources of
language. However, all this reflects the different positions of
researches on the issue of grammar, yet in reality little evidence
exists about its use in EFL context (Nazari A. 2012:73).

In the Algerian context, there are some teachers who do not
teach grammar points because of their limited knowledge about it;
others put too much emphasis on different grammatical items
expecting that their integration is vital for the success of any
writing process.

The results in students’ judgment tests demonstrate that the
writing skill depends enormously on grammar. Thus, it would be

very helpful if the designed teaching materials as well as the
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approaches included in the process take into consideration
grammatical language items such as sentence combinations and
word order which should be addressed in terms of form, meaning
and distribution ‘use’. This consistent treatment of each grammar
point may help in leading students to a progressive mastery of their

writing skills.

VI.B.3.2.1. Recommendations on Grammar Use in

Improving Students’ Writing

The teacher’s practical and pedagogical knowledge has a
clear influence on the way grammar is taught, on the teaching
styles and on how students perceive this knowledge. Students need
guidance in order to be effective in writing. They need to know
how to use the different language items and concepts by putting the
words together to construct meaningful sentences. Teachers usually
try to employ the best strategies that enhance their students’
writing purposes. Here are some recommendations concerning

grammar use for effective writing:

* Encouraging students’ writing abilities by providing them
with constant assistance concerning the use and explanation of
grammar points such as the sentence, inflection, derivation, tense
and agreement.

* Collaborating with classmates in Peer response groups are
valuable strategies for the integration of grammar in students’
writing. Improvements in grammar lead to an effective and

successful writing.
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* Grammatical language points such as sentence structure
should be presented in writing context rather than approaching
them by teaching them in isolation.

* Students should expand their grammatical repertoire which
can give them opportunities to write with ease.

* Much focus should be put on the activities related to
grammatical terminology; yet this need not to be given explicitly.

* Students’ written productions should be read and corrected
continuously so as to increase students’ motivation to write and
reduce the number of errors they make.

* Grammar instructions should be integrated into both the
revising and production process in order to allow students to make
immediate use of the language points relevant to their own
writings.

Moreover, it looks very advantageous to employ authentic
materials concerning grammar drills and exercises. The kind of
electronic mediums such as word processing software as an editing
and revising tool, as well as the e-mail used as an electronic
delivery medium can be efficient and applicable not only in the
classroom, but also in distant environments such as home.

However, this demands a careful planning in advance from
the part of the teacher who should accompany the planned work
with an extra backup plan to use as an alternative to any
unforeseen failure. This will, undoubtedly, provide an opportunity
for instructional designers to come up with reasonable and valuable

solutions to fulfil students’ needs.
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VI.B.3.2.2. Recommendations on Teacher’s Grammar

Knowledge

Teachers’ practical and pedagogical knowledge has a great
impact on their way to teach grammar. They are required to have an
excellent treatment of most if not all grammar points in English.
Those who cannot figure out the rules of English grammar will fail
to assist their students effeciently in their writings. On the
contrary, teachers’ well-equipped cognitive, practical and
pedagogical knowledge about grammar has a positive influence on
the teaching style which would bring about certain easiness to
students in their acquisition of grammatical rules with which they
can improve. The following suggested points may be useful to any
teacher who is required to use grammar for writing purposes: a
teacher should, therefore

* rely on different grammar books; a single book may not be
sufficient.

* familiarize him/herself with terminology including unfamiliar
concepts that can be used in a lesson plan or in the classroom.

* be skilled in at least the basics of grammar; otherwise, s/he
loses confidence in the classroom and in the students’ surrounding.

* concentrate on grammatical concepts that are vital for clear

communication of meaning only.

328



VI.B.3.3. Recommendations on How to Improve Students’

Writing

*Much time and practice is needed to improve students’ writing.
i.e., students should be given plenty of opportunities and
encouragements to write.

*Teachers’ excessive critics may cause students’ lack of
confidence; thus their appraisal is essential.

* Writing could be improved through written texts in a natural
process of communication rather than grammatical and rhetorical
rules on writing. This means that grammar instructions which are
taught separately from writing instructions have no positive impact
on writing skills.

* Students should learn how to combine sentences from short to
longer ones. By knowing this, they recognize the different sentence
types which lead them to write efficiently longer and correct
sentences. For Hillocks (1986:150) sentence combining practice
provides writers with systematic knowledge of syntactic
possibilities, the access to which allows them to sort through
alternatives in their heads and to choose those which are more
correct. Sentence combining activities can be the best way to make
students improve their writing style.

* Students’ written activities should take great attention and care
from the teacher’s part. Careful reading of their drafts may help to
diagnose the aspects of language points that hinder their ability
and, hence think of the best remedial works convenient to

overcome their deficiencies.
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* Students should be provided with grammar instructions that
help them identify and correct different error usage at the level of
sentence structure.

* Group work can have positive effects on students’ feedback.
Students’ can exchange papers and look at the parts that signal the
possible errors, and then the sentence that carries the error should
be read aloud to the partners so as to be corrected orally. This sort
of correction is efficient since it remains engraved in students’
memories.

* Students should be given the opportunity to think of and
explain the concepts in their own words. This may lead them to
know why certain rules are used in certain environments. Knowing
why assists them develop their self-confidence 1in thinking

critically and correcting their writing errors.

Conclusion

This research is a continuous unending process which evokes
and generates further investigations and researches. In this
chapter, the main limitations of the research are stated and
followed by research implications and recommendations. Its main
objective 1is to provide students with some insights about the
possible strategies that they may use to progressively overcome the
deficiencies they have experienced along some years of English
writings.

The present recommendations are personal; which means that
not all of them are certain to fulfill students’ desire in English

writings. The study is hoped to add another contribution to the
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field of teaching; yet further research is needed to move beyond
studies of formal grammar and the direct influence that it may
exert on any writing task. The studies that take into account
contextual factors influencing writing processes, the impacts of
grammar itself on the quality of writings, as well as the possible
influence of L1 on L2.

Hence, further research is to be undertaken to investigate
both intralingual and interlingual errors in terms of those related
not only to the grammatical systems of L1 and L2, but also to other
sub-systems of language such as semantics and pragmatics. This
may be helpful if the teaching material is designed according to the
need of the approaches built on the recognition of important
language items like the effectiveness of sentence combination and
word-formation, and which concentrate on concrete life-related
subjects.

There is evidence that whatever kind of writing problems
students face, they can succeed especially if the instructions they

receive are appropriate to their learning level.
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GENERAL
CONCLUSION



General Conclusion

The present research work is devoted to the investigation of
economic and management students’ writing errors at Tiaret
University, and the possible reasons behind these errors. It aims to
study their nature, classification and significance, so as to suggest
some possible remedial measures necessary to overcome their
deficit in writing and improve L2 learning, in general.

The attempt to identify and determine the kind of nature,
cause and consequence of these errors is undertaken by means of
empirical study through the error analysis approach used to provide
evidence on how L2 different writings are learnt, i.e., to have ideas
about the kind of strategies and procedures both teachers and
students employ.

This research work is initiated with the theoretical review to
explain the concepts which are directly or indirectly related to the
notion of error in general and to contrastive and error analysis as
two main approaches in the study of students’ errors. A comparison
between the phonological formation of words and syntactic
structures in L1 ‘CA’ and L2 ‘English’ is, then, made in chapters
three and four through the contrastive analysis approach. It is
meant to study Arabic and English morphological and syntactic
systems in order to identify the similarities and differences
between them. The process of comparing both systems involves the
analysis and description of the elements of morphology: the
inflection, derivation and compounding of the different parts of
speech, which cover the form, meaning and distribution of

morphemes, and the ones of syntax: points like sentence types,
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parts of speech that constitute the minimal elements of sentences
and the analysis of questions using the different auxiliaries or
interrogative pronouns. This is to check whether or not the
structure of L2 has a similar form as that of L1. It indicates the
same meaning and is similarly distributed in the system of L1. The
comparison made shows clearly that despite the common points
shared in the two language systems, the two inflectional systems
are different. There are also many points that differ significantly
in form, in meaning and in the distribution of syntactic structures.

These two types of errors are clearly seen in Students’
judgment test. This kind of test given in the form of a written
production task, as a first method of investigation, makes evidence
of students’ inability to write correctly without breaking the
correct form of words (33.87% of errors), or structure of sentences
(31.92% of errors), i.e., the stretch of words in sentences, along
with intralingual grammatical and lexical errors (76.88%) students
make as a result of their ignorance of the rule restriction of L2 or
their limited vocabulary; the mother tongue interference is still one
of the main sources of error (23.25%). It is one among other
aspects of interlanguage such as avoidance, fossilization and
overuse, all of which make the writing process slow and
complicated.

Students usually err grammatically by selecting incorrect
elements, omitting required elements, or adding unnecessary
elements. This includes the wrong use of articles, prepositions,
possessive case, demonstratives, the inflection of words such as
those in verb tense, or singular and plural forms of nouns, and

derivation of adjectives, nouns and adverbs. Students’ misordering
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errors include organization of words in phrases, fragments,
different sentence types and clauses.

The second method of investigation is a questionnaire
designed to unveil students’ different strategies in learning to
write. Despite their positive attitude, students consider this skill as
the most difficult of all the learning skills (87.42%). This may be
due to the problems they face in finding the ideas that help them
write (81.81%); as well as their ignorance of the rules that govern
the correct structure or word form to avoid grammatical errors
(78.76%). To overcome the problems encountered when dealing
with this language skill, students rely on L1 ‘Arabic’ use by
translating the form of words, the structure of the sentence and the
distribution of words in sentences from L1 to L2 (87.42%). The use
of an Arabic / English dictionary is most desirable for them and
teachers’ explanation in Arabic is the most preferable of all other
forms of explanation. This reveals that L1 is the most preferable
tool students use to write in English.

Although the findings gathered in this study confirm the
hypothesis that L1 interferences is due to the dissimilarities that
may exist between the grammatical systems of Arabic and English,
they reject the idea that it is the principal cause of students’ errors
in writing. The findings confirm that there are other kinds of
intralingual errors resulting from students’ faulty or partial
learning of L2, and consider the socio-cultural and educational
contexts where students learn to write as having negative effects
on their writing performance for the simplest reason that ‘CA’ and
‘English’ do not represent the same social and cultural reality. The

third method of investigation includes a teachers’ checklist in
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which teachers are asked to provide the possible reasons behind
students’ weaknesses in writing in English. The main points of
discussion fall into students’ weak foundation, the linguistic
environment of learning, and the teaching methodology. Students’
motivations and attitudes towards the writing activity are also
included in the survey. The data given by teachers indicate clearly
that several elements interfere to stand as barriers in the way of
students’ success in writing in English:

a) Their weak foundation, as well as their limited English
vocabulary background.

b) The status of English itself.

c¢) the linguistic environment including the teachers and
students’ excessive use of the mother tongue, students’ negative
transfer from L1 ‘CA”.

d) Lack of opportunities to practice English as well as the
unrealistic environment devoid of any cultural aspects, with too
much artificiality and very little realistic language. The setting
where this language is taught is from from its real cultural context.

This research work may generate and evoke further
investigations and researches. It ends with recommendations that
are tentative tracks. This means that not all of them are certain to
fulfill students’ desire; however, they are supposed to add another
contribution to the field of teaching. Moreover, further studies are
needed to move beyond studies of formal grammar and the direct
influence that it may exert on any writing task; those which take
into account contextual factors influencing the writing process, the
impacts of grammar itself on the quality of writings, as well as the

possible influence of L1 on L2. This may be undertaken to
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investigate both intralingual and interlingual errors in terms of
those related not only to the grammatical systems of L1 and L2,
but also to other sub-systems of language such as semantics and
pragmatics.

This may be helpful if the teaching material is designed
according to the targets of the approaches built on the recognition
of important language items like the effectiveness of sentence
combination and word-formation, and which concentrate on

concrete life-related subjects.
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Appnendix 1:

Students’ Questionnaire

Writing in L2 (English).

Learners’ behaviour in writing

Put a cross (X) in the suitable box.

1) When asked to write a piece of work in English, [ feel
comfortable and confident
a) Always ( ) b) Sometimes ( )
c) Rarely ( ) d) Never ( )

2) I find it more difficult to write in English than to write in
Arabic.

a) Always () b) Sometimes ( )

c) Rarely ( ) d) Never ( )

3) In English, writing is the most difficult of all learning skills.
a) Always () b) Sometimes ( )
c) Rarely ( ) d) Never ()
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4) It is not easy to find the ideas that help me to write in English.
a) Always () b) Sometimes ( )
c) Rarely () d) Never ()

S) When writing in English, the problem lies in making
grammatical errors.
a) Always () b) Sometimes ( )
c) Rarely ( ) d) Never ( )

6) When writing in English, I face problems with word-formation.
a) Always () b) Sometimes ( )
c) Rarely ( ) d) Never ( )

7) When writing in English, I face problems on how to combine
words in sentences.
a) Always () b) Sometimes ( )
c) Rarely () d) Never ( )

8) When writing in English, I ignore the kind of mistakes I usually
make.
a) Always () b) Sometimes ( )
c) Rarely ( ) d) Never ( )

9) Before I write in English I prepare the task in Arabic, and then I
translate it into English.
a)Always () b) Sometimes ( )
c) Rarely ( ) d) Never ( )
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10) When writing in English, first I think in Classical Arabic, and
then I write in English.

a)Always () b) Sometimes ( )

¢) Rarely () c) Never ()
11) When writing in English, first I think in Algerian Arabic, and
then I write in English.

a)Always () a) Sometimes ( )

c) Rarely ( ) b) Never ()
12) When writing in English, I write the structure of the sentence
in Arabic, and then I translate it into English.

a)Always ( ) b) Sometimes ( )

c) Rarely ( ) d) Never ( )

13) 1 use an English/Arabic, Arabic/ English dictionary when
writing in English.
a)Always () b) Sometimes ( )
c)Rarely ( ) d) Never ( )

14) I use an English/French dictionary when writing in English.
a)Always ( ) b) Sometimes ( )
c)Rarely ( ) d) Never ( )

15) I use an English/English dictionary when writing in English.
a)Always () b) Sometimes ( )
c) Rarely ( ) d) Never ( )
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16) I ask the teacher for an explanation in Arabic whenever I need
it.

a)Always () b) Sometimes ( )

¢) Rarely ( ) d) Never ( )

17) I ask the teacher for an explanation in English whenever I need
it.
a)Always () b) Sometimes ( )
c) Rarely ( ) d) Never ( )

354



Appendix 02

Students’ Social and Economic Background

Note: This written servey concerns all the participants in this investigation. Their

number is: 461

Instruction: Please, fill in the table with correct information.

Name of
town/village

Former
secondary school

Father’s job

mother’s job

Number of
brothers/sisters
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Appendix 03:

1) Students’ Intralingual Errors

Sub-category: Morphology

More examples

Faulty Overgeneralization

a) Selection of incorrect elements

There is no responsibility, that’s mean people who have jobs...

Corruption is a base of joblessness...

..so this phenomena can effect...

Socandrey, nepotism...

Third, luck of expirance is...

If you didn’t work before in your specialist..

..wich takes a huge part in Algeria.

..and there is no fair among people.

There are students who study with out purpose.

Our government is enable to secure jobs for all people.
..although our country has the abilities to secure any
positions.

In Algerie, in every year a lot of people are graduating...
We can never find some one who looks for a job.

..a diploma which is not always available on people.
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..the administrable complexity creates obstacles...

..especially in the work etablissement.

The number of condidate is higher than the available jobs
because it makes a distinguish between the poor and the rich
people.

b) Omission of required elements

It is possible that one has different skill , but not experience.
As both the employer and the employe are responsible for...
Recruiters do not just look for skills, but also experience.
..although there are other’s who are better...

..because there are no institution.

...which made young people suffer from jobless.

The remaining problem is employment which means the big..

I am interested in a job with much responsible.
People complicit in the spread of bribery.
..even though you don’t have any level that alouds you

to get a job..

c)Addition of unnecessary elements

..and even if it’s forbiddent, we use it to..

The rich have the priority, yet the poorer do not.

The government suffer severe corruption in ineffective and
disorganization.

..but the big phenomenens are...

There are some people with a satisfactory level but having no jobs.
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..the bad thing is that the foreigners workers like the Chinese are...

..a lot people are graduatting...
..that is why it is always possibility to think about...

Incomplete Application of Rules

a) Selection of Incorrect Elements

People study for many years and when they graduate they didn’t
find jobs.

Our country are very rich of oil and gaz.

It is able to ensure occupations to their people.

Someone who studied English teach French.

It lets many students chosen it.

The growth of population made many obstacles for job demands.
..those who hasn’t a level can get a job easily.

The rich has the priority than the poor.

In our country, corruption and nepotism were increasing..

people didn’t find jobs according to the study field.

The job market in Algeria have a lot of problems.
..because some people gave money to the responsible to
get the job they want.

..and some of them are neglecting because of poverty.
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b) Omission of Required Elements

..can find a job easy.

All this create problems to the economy of the country.

..and without achieve and develop our dreams of work.

In the Algerian education, everyone succeed and only very few
people who get the job.

If anyone try to get a job in a company...

Things are get more and more complicate.

It makes many student think of other destinations...

. and also the good salary attract people.

In our society, it really become hard to get a job.

Corruption destroy society.

They practise illegal deeds neglect all the important principles.
..to become more complicated than ever and that because of...
..and it spread quickly in our society...

..a system that encounter many problems.

There are a lot of people who have a degree but they don’t
have job.

Corruption is a source of jobless and finding...

c¢) Addition of Unnecessary Elements

The government suffering severe corruption...
I’m ready to starts any job in my field of study.

What I like best is any employments which helps me gain my life.
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Not all people find what they looking for...

I’d like to be successfully in the first job given to me.

..whatever the obstacles, I will do my bests to solve the problems I
face during...

The syllable designed to us is suitable in some way to our jobs
careers.

What makes people waiting for jobs for many years..

There is no strict rules that governs the Algerian economy.

In economy, we lacks too much investments...
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Appendix: 04

2) Students’ Intralingual Errors

Sub-category: Syntax

More examples

Ignorance of Rule Restrictions

a) Selection of Incorrect Elements

If government will not proceedand follow different measures

The reason is that there 1s no good investments to...

..so, this negative features are...

..because when economy is growing, they will be plenty of jobs for
everyone.

..by most accounts...

New comers to the labour market as well as the problems of
immigration made of chronic unemployment crisis..

After graduation from university the diploma holder makes his best
to find a job.

The job needed does not say the wage...

They just look about their needs.

Moreover, the spread of this phenomenon cause by the lack of
strong institutions is capable...

It made under investments.

University students’s studies are always considered as...
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These people get jobs by bribery who the responsibles take from
them.

..someone he hasn’t a dream for future career can do nothing..
This means that if someone who hasn’t a degree of any domain...
These bad deeds who are dominating in our society...

..spread for racism between people.

..irresponsible persons those whom ask people for bribery

When someone graduates in his speciality, he doesn’t got the
suitable job.

Each one of them has to look out for a suitable job...

Jobs demanding experts are not too much comparing them to...

So, how are they suppose

b) Omission of Required Elements

Even who has no competence or not professional in that domain...
..like the lack of experience, bad workers also unavailability of
work.

There are a lot of university students have a degree, but they still
jobless.

People who apply tosame job are numerous.

First,black of specialists.

First, it is one of reasons which...

.. that why it can be possible to...

I think that it isresponsibility of the government to provide the
necessary...

..frustration, drug addiction,even suicides are...
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It makes a distinction between poor and rich.

..in any domain and not only work.

The majority of who work there are the oldest people.
There are many apply for jobs as soon as they finish
their university studies.

..because no conditions for a better life...

..and this is reality that only few people...

¢) Addition of Unnecessary/Incorrect Elements

Responsibles they don’t appoint the person according to his degree
of competence.

You should have a well known people who will facilitate...

..fight corruption that what made people suffer from.

The most of people are jobless.

..but this, however, can lead to serious unemployment ...

..which is the nepotism and the bribery.

The job market suffers from lack of competence, and dishonest and
unfair employers.

First the nepotism is the unfair use of power.

..and a lot of people who they have no level, but they get a job.

d) Misordering of Certain Elements

In our society, it becomes hard really to get a job.

..the impacts growing of modern forms of economy.

..the unemployment analysis problem and its causes..

..as the number of jobs created is sufficient for a big number of ...
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..different categories of young people Algerian who receive

a diploma professional in public or private sectors.

They don’t only accept girls wearing Hidjab, but as well they
ignore their capacities.

Also people suffer from the lack of job opportunities.

No one can speak even for his right for work.
What needs one is just the salary which helps him...

...where is importing more than exporting.

The person who is not qualified enough and educated...

The intralingual (developmental) Errors (307) and interlingual
(interference) errors (93) stated above can be summarized in the

tables below to comprise 72 phrases and 223 sentences.
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Appendix: 05

Taxonomy of Students’ Phasal Errors

Function Number
1) Noun Phrase Noun 05
Gerund 02
2) Adjective phrase Adjective 07
Present participle 01
Modal + base 11
3) Verb phrase perfect 08
Progressive 06
Passive 09
4) Adverb phrase Adverb 06
5) | Prepositional phrase Adjective 07
Adverb 10
6) Infinitive phrase Infinitive 00
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Taxonomy of students’ sentential errors

Appendix: 06

No | Kind of sentences S/V | T CC |[CrC | SC (WO | A Pr
1) Simple sent. 40 15 / / / 07 08 13
2) Compound Sent. 27 11 08 02 / 13 05 04
3) Complex sentence 12 07 / / 08 17 05 07
4) Compound-Complex | 05 02 / / 03 03 01 00

Sent.
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Appendix 07

3) Students’ Intralingual Errors

Sub-category: Lexis

More examples

False hypothesized Concepts

..working in a place which cannot be served by their study or by
their graduation.

if there is not this problem in our community, the job market gets
more and more honest.

The rich have the priority than the poorer.

..the lack of skills that the worker should work...

Although those difficulties, Algeria tries to reduce...

Many size of population coupled with widespread illiteracy...

The job market is getting more and more complicated in our
context.

In Algeria, there are plenty of people who have a diploma.

..the corruption that is expending in all areas of work.

If you have money, many ways will open for you.

..and they get rid of new graduates.

..because they miss the opportunity for work.

..too much job positions.

367



..working in a place which cannot be served by their study or by
their graduation.

if there is not this problem in our community, the job market

gets more and more honest.

The rich have the priority than the poorer.

..the lack of skills that the worker should work...

Although those difficulties, Algeria tries to reduce...

Many size of population coupled with widespread illiteracy...

The job market is getting more and more complicated in our
context.

In Algeria, there are plenty of people who have a diploma.

..the corruption that is expending in all areas of work.

If you have money, many ways will open for you.
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Appendix 08

4) Students’ Intralingual Errors

Sub-category: Semantics

More examples
..according to his degree_; or to his experience. (punct.)

The second bad thing is the social problem_, we observe that the
number of population is increasing. (punct.)

..who give jobs only to their friends or neibers. (spell.)

..which limits us in our society. (mean.)

They are Not educated. (cap.)

Firstin our country... (punct.)

Corruption destroys society which leads to a bad person with

selfishness. (mean.)
For example(_, )the government spent billions of... (punct.)
indeed, bribery makes it even harder... (cap.)

They need experience, capacities and high level. (mean.)

People are suffering from many problems like_ :
corruption...(punct.)

..what makes Algerian people leeve Algeria looking...(spell.)

.. first, there is no chance for ... (cap.)

..according to his degree_; or to his experience. (punct.)

In Algeria, there are defficaltis to get a job. (spell.)

First, acquaintance means to use money as a way to get a job.

(mean.)
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..the spread of corruption in the Algerian goverment which is a

big problem. (spell.)
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Appendix 09

Error Analysis: Scope of Study

Subject: "'What are your expectations in the job market once you

finish your university studies?’
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Appendix 10

Error Category

Sources of Error

1) Grammatical Errors :

A) Morphological Errors

A)Intralingual (Intral.)
Richards (1974: 12-22)
Developmental Error (DE)
or
Overgeneralization (OG)

Corder (1974:130)

e Ignorance of Rule Restriction

e Incomplete Application of Rules
Eg. They work hardly.
Eg. I speaked to the manager..

(Richards 1971a in Ellis 2000: 59)

e Building of False Concepts

False Analogy

Eg. Leafs

e Induced Errors: from classroom
situation (the teacher/the designed
material)

e Selection of incorrect elements
Eg. ..that’s mean people who have
jobs...

e Omission of required elements
Eg. ..possible that one has different
skill

e Addition of unnecessary elements
Eg. ..but the big phenomenens are...
Corder (1973:277)

B) Interlingual (Interl.)
L1 Negative Transfer/Interference
Weinreich (1953: 1)
e Overextension of Analogy
(Lott 1983 in Ellis 2000: 59)

A) Intralingual (Intral.)

e Ignorance of Rule Restriction
e Incomplete Application of Rules

Eg. He asked me where did I get my
diploma.

Eg. They alreadyhave applied for
The job..
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B) Syntactic Errors

Induced Errors: from classroom
situation (the teacher/the designed
material)
Selection of incorrect elements
Eg. Immigration made of chronic...
Omission of required elements
Eg. Even who has no competence or
not professional...
Addition of unnecessary elements
Eg. Responsables they do not...
Misordering of certain elements
Eg. The impactsgrowing of modern
forms of economy...

Corder (1973:277)

B) Interlingual (Interl.)
L1 Negative Transfer/Interference
Weinreich (1953: 1)
e Overextension of Analogy
e Transfer of Structure
Eg. ..from the companies

responsables.
(Lott 1983 in Ellis 2000: 59)

Students’ Morpho-syntactic Error Sources with Examples
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Appendix 11

A) Intralingual (Intral.)

e Confusables (Confusing)
(James 1998: 145-147)
Eg. Many ways will open to young
(Word Choice) people . .
e Distortions (Nonexistent forms inTL)
(James 1998: 150)
Eg. The job market gets more and
more honest

3) Lexical Errors

B) Interlingual (Interl.)
L1 negative transfer

e False friends
e Deceptive Cognates
Eg. ..not qualified to earn a job
A) Intralingual (Intral.)

e Relevance
Eg. ..to give the_ underpayment so as

to get a job.
e Clarity
4) Semantic Errors Eg. By most accounts...
e Meaning e Coherence

Eg. Misuse of grammatical and
lexical elements such as: later,
finally, thus, however, etc.
e (Cohesion
- Value as a text /product (overall
consistency of a text/product)
Das, 1978 in James1998: 161)

e Spelling
e Punctuation
e Capitalization

- Logical Progression
- Flow of Ideas
- Discourse / process

B) Interlingual (Interl.)
L1 Negative Transfer / Interference

Students’ Lexical ans Semantic Error sources with examples
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Appendix 12

Teachers’ Checklist

b

By putting a cross (X) in the appropriate box, say whether the Algerian students
problems in English writings are due to:

problem Yes | No

Status of English: a foreign language

Weak foundation | The students’ ignorance of the rules of L2

The students’ negative attitude towards English

The teachers’ lack of interest in teaching

The teachers and students’ excess use of the mother

Linguistic tongue in English classes
Environment Students’ few opportunities to practice English

Isolated English culture

Inadequacy of the designed programme

Method of teaching | Traditional medium of instruction

and learning The students’ direct translation from L1 (CA)

The students’ direct translation from L1 (AA)

Lack of writing practice in educational institutions

Other possible reasons of learners’ problems in English writings:
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Appendix 13

Teachers’ Checklist

Whether the Algerian students’ problems in English writings are due to:

problem Yes| % | No| %
Status of English: a foreign language 100 | 100 | 00 | 00
Weak foundation | The students’ ignorance of the rules of L2 23 [92.00 | 02 | 08.00
The students’ negative attitude towards English | 06 | 24.00 | 19 | 16.00
The teachers’ lack of interest in teaching 00 | 00.00 | 100 | 100
The teachers and students’ excess use of the 22 | 88.00 | 03 | 12.00

Linguistic mother tongue in English classes

Environment Students’ few opportunities to practice English | 24 | 98.00 | 01 | 02.00

Isolated English culture 23 192.00 | 02 | 08.00
Inadequacy of the designed programme 12 [ 48.00 | 13 | 52.00
Method of Traditional medium of instruction 16 | 64.00 | 09 | 36.00
teaching The students’ direct translation from L1 (CA) 22 | 84.00 | 03 | 16.00
and learning The students’ direct translation from L1 (AA) 02 | 08.00 | 23 | 92.00
Lack of writing practice in educational 22 | 88.00 | 03 | 12.00

institutions

Table F1: Results obtained from teachers answers in the checklist
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ANNEXES



Students’ chosen papers

Number of papers: 35

- Original copies have been compiled for the sake of this research

- These are photocopies numbered and made anonymous.
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Abstract

Algerian Arabic Varieties Speakers’ Errors in
English Writings
“A Contrastive Error Analysis Study”

The present doctoral thesis aims at investigating the main causes behind the grammatical
errors the Algerian students at university tend to make in their written production. Based on the
contrastive error analysis procedure, the focus is made on the contrast and comparison of the
two basic morpho-syntactic systems of English and Arabic to predict and explain the unnatural
word combination as well as the morphological errors extracted from a selected sample of 160
essays written by students at the Economic and Management Faculty in Tiaret University. The
students’ incorrect shift of various grammatical structures and word formation errors clarify
clearly the evidence of Arabic interference into English as a result of the structural differences
between the systems of both languages. This would stress the hypothesis that learners’ already
acquired knowledge affects their performance in L2.

Key Words:_Error analysis - Contrastive analysis — Grammar — Syntax — Morphology —
Interlanguage- Language interference and transfer.

Résumé

Les Erreurs en Anglais Ecrites Commises par les Locuteurs des
Variétés d’Arabe Algériennes
‘Etude Contrastive et Analytique de 1'Erreur’

L’objectif de cette thése de doctorat est d’explorer les causes principales derriére les
erreurs grammaticales que les étudiants universitaires Algériens dans les branches scientifiques
font dans leurs productions écrites. Basé sur une méthode d’analyse contrastive, ce travail et
concentré sur la comparaison et le contraste des deux systemes morpho-syntactiques de
I’Anglais et I’ Arabe afin d’expliquer les combinaisons peu naturelles des mots ainsi que les
erreurs morphologiques retirées d’une sélection d’échantillons de 160 essaies écrits par les
étudiants de la Faculté d’ Economie et de Gestion a 1’Université de Tiaret. Le changement
incorrect de plusieurs structures grammaticales et les erreurs de formation des mots que font les
étudiants explique clairement 1I’évidence de ’interférence de L1 (Arabe) vert L2 (Anglais) suite
a la différence qui existe aux niveaux du systeme des deux langues. Cela souligne 1’hypothese
que les connaissances déja acquises par les apprenants affectent leur performance en L2.

Mots Clés: Analyse des erreurs - Analyse Contrastive — Grammaire- Syntaxe - Morphologie -
Interlangue - L’interférence et le transfert de langues
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	1) Form
	The form may include sound segments and stress and varies according to the formality of situation, speed of talk, position in the sentence, etc. Lado (1959: 76) gives the example of the English word ‘and’ which varies from three segmental phonem...
	The form may also include parts of words such as suffixes as _ (a)tion and _al in observation and observational respectively, and which do not have their equivalence in other languages such as Arabic or Turkish. Other lexical forms comprise patt...
	2) Meaning
	Meaning of words can be arranged according to the forms they attach to. Those which attach to words as words are called lexical meanings. For instance, the form ‘house’ is a lexical meaning to ‘the building for human habitation’
	Linguists study meaning and use it as a criterion to study other aspects of language. Meaning in the context of language necessitates reference to non-linguistic factors such as thought, knowledge, situation and intention. These factors are used...
	The words people exchange in communication are associated with the situational and cultural context in which they occur. Thus, for example an Algerian will not understand the English tourist’s question: “ Would it bother you if I had a chat with you f...
	3) Distribution
	“meaning is never achieved once and for all; it must be conquered anew in every utterance through the verbal actions and interactions of speakers and hearers, writers and readers.”
	(1998:25)
	“The way in which people use the spoken, written or visual medium itself creates meanings that are understandable to the group they belong to.”
	(1998: 3)
	Linguists such as (Bloomfield, 1933; Lado, 1959; Fries, 1972) consider the “word” as the basic unit of communication. They measure language learning by how much vocabulary has been memorised. They talk about words in isolation as parts of speech...
	By distribution, is meant the range of positions where words or any other units can occur. The distribution of words determines the change of sentence. In English, for example, a noun can change into a verb or adjective according to the position...
	a) He wants a double room.
	b) Ask room 18 if they need coffee.
	c) Move along and make room for me.
	In sentence a) “room” is a division of a building separated by walls. In b) it refers to the people in one such division of a hotel or large office building. In c) it means space for occupying or moving in.
	Lado (1957: 79) stresses the importance of the distribution of words because each language has its own habits of restrictions in distribution. The English word “water”, for example can be used as a noun as in ‘a glass of water’, as a verb as in ...
	Because learners, especially those lacking the intuitive knowledge about L2, tend to make up a sentence, first in L1, and then translate it word-for- word into the L2. This means that some of the rules they already acquired in L1 in the lexical ...
	Introduction
	“The most effective materials are those that are based upon a scientific description of the language to be learned, carefully compared with a parallel description of the native language of the learner.”
	Fries (1945: 9)
	II.1. Arabic and English languages
	II.2. Arabic versus English Morphology: Illustration and
	Comparison
	Arabic and English are not cognate languages, i.e., genetically related. They are considerably different especially in classes that are characterized by inflectional affixes. Inflection is a change in the form and shape of words to indicate certain g...
	II.3. parts of Speech
	II.3.1.Nouns
	II.3.1.1. Gender
	II.3.1.2. Determination
	II.3.1.3. Number
	Case is a grammatical category used in the analysis of word classes (or their associated phrases) to identify the syntactic relationship between words in a sentence, through such contrasts as nominative, accusative, etc. (Crystal 1991: 47) i.e., the r...
	II.3.1.5.Case Inflection
	II.3.1.5.1. Noun/Verb Agreement
	II.3.1.5.2. Noun/Adjective Agreement
	'This house is the biggest’
	II.3.1.5.3. Noun/Pronoun Agreement
	1)                                  2)
	1)  'دخل بيتـهُ في الليل'                    2)' عملـها صعبٌ'
	1) 'من ذلك الرجل؟'                   2)' هؤلاء النسوة ممرضات'
	II.3.1.6. Similarities and Differences
	Grammatical mood is a feature of verbs in which verbal inflections are used to allow speakers to express their attitude toward what they are saying.The usage of verbal inflections functions with pronominal pronouns which denote number, gender, and cas...
	In Arabic, whether it is in the perfective or imperfective form, the subjunctive is used in that-clauses after Arabic 'أن' /ʔan/(that) in the same way for both tenses. For example:
	1) 'أريد أن أكتب' /ʔuri:du ʔan aktuba/ ‘I want to write’
	2) 'أردت أن أكتب'/ʔaradtu ʔan aktuba/ ‘I wanted to write’
	Similarly, the English subjunctive is used in the same way for both tenses in that-clauses after verbs and adjectives such as: require, demand, insist, propose, necessary, etc. for example:
	1) ‘It is required that they go to the bank early.’
	2) ‘It was required that they go to the bank early.’
	In the indicative mood, all Arabic imperfect verbs are inflected by the indicative mood suffix and its variants. The English equivalents are inflected in the present simple by the suffix –s and its variants with third person ‘he, she and it’. Th...
	Arabic and English subjunctive are used similarly in that clauses, whether it is in the perfective or imperfective form. However, the Arabic equivalent verbs are always inflected in the subjunctive form, and there is subject-verb agreement in num...
	Arabic has five equivalent pronouns to the English second person ‘you’. These pronouns are: أنتَ /anta/ (mas. sing.), أنتِ /anti/ (fem. sing.), أنتمَا /antuma:/ (dual), أنتمْ /antum/ (mas. pl.), أنتنَّ /antuna/ (fem. pl.). Therefore, an imperative sen...
	أغلقْ الباب /ʔɤliq al-bæ:ba/, أغلقِي الباب /ʔɤliqi: al-bæ:ba/,أغلقَا الباب  /ʔɤliqa: al-bæ:ba/, أغلقُوا الباب /ʔɤliqu: al-bæ:ba/,أغلقنَ الباب  /ʔɤliqna al-bæ:ba/. The intended meaning would be selected according to context. However, there are some Eng...
	In English some common inflectional categories are: number (singular/plural), tense (past/present), and voice (active/passive). Arabic words are marked for more grammatical categories than are English words. Some of these categories do not function i...
	For gender, Arabic exhibits two: masculine and feminine. This categorizes male/female persons or animals, as well as some things and objects. We use 'هي' /hija/ (she) for 'الطائرة' /ʔa-էէa:ira/ (plane), or 'هو'  /huwa/ (he) for 'البرج' /ʔal-burჳ/ (to...
	For case, Arabic has three case systems: the nominative, accusative and genitive. Their function can be seen in the syntactic relations of the noun phrase and in case endings. In English, nouns and pronouns are used in the functions of subject of the...
	II.3.3. Particles
	In grammar, a particle is a word or morpheme which is devoid of any inflection, except in few cases. It functions on the basis of its context, i.e., its meaning may overlap as ‘morpheme’, ‘adverb’, etc; the word ‘to’ can act as a preposition describi...
	II.3.3.1. Adverbs
	According to Ramat & Ricca (1994: 6) adverbs are the most problematic major word class because they are extremely heterogeneous in all languages. An adverb is a word that modifies and qualifies the meaning of a verb, an adjective, a sentence, a claus...
	In Arabic, and other than a noun, an adverb can modify any part of language. For example:
	1) ' يجري مسرعاً'
	‘He runs fast’
	jaჳri:      musriʕan
	He runs       fast
	II.3.3.2. Prepositions
	In Arabic, according to Rami & Hanna (1993: 184-185), prepositions  'حروف الجر'/ħuru:fi ʔaldჳari/  are divided into three classes: the first class consists of prepositions that have the shape of one consonant and one short vowel. These prepositions w...
	The second class consists of prepositions which are separable, independent and either bilateral or trilateral. The bilateral prepositions are: 'عنْ'/ʕan/ (from), as in: 'بعيدا عن الأرضِ' /baʕi:dan ʕani ʔal-ʔarɖi/ ( far from Earth), 'فِي' /fi/ (in, at)...
	In English, prepositions are greater in number than in Arabic. They can be used with different parts of speech of the same root. For example, we are fond of something (‘of’ is used with an adjective); but we have fondness for it (‘for’ is used with a...
	1) ‘He looked at the man angrily’
	'نظر إلى الرجل بغضب'
	naɖara ʔila  ar-raჳuli  biɤaɖabin
	He looked   at    the man    angrily
	2) 'He looked for the keys everywhere'
	'بحث عنِ المفاتيح في أي مكان'
	baħaθa     ʕani  ʔalmafæ:ti:ħ   fi ʔaji makæ:n
	He looked  for     the keys         everywhere
	II.3.3.3.Conjunctions
	In Arabic, conjunctions (حروف العطف) /ħurufu ʔal-ʕaէfi/ are among the most important tools in connecting sentences. They are particles which connect two words, phrases or clauses together. Properly connected sentences need a good understanding of con...
	Arabic conjunctions carry a variety of meanings: additive, adversative, causal, temporal, clarification, conditional, and so on. They are found as a result of different combinations of words.
	Table II.5. Sample Arabic Conjunction Paradigm
	In English, like in Arabic, a conjunction may constitute only one word (and, yet, however...), two words (so as, due to, because of...), or phrases (as well as, so as to, despite the fact that...). There are three kinds of conjunctions:
	1) Coordinating conjunctions (and, for, but, nor, yet, and so)
	join two or more items of equal syntactic importance, such as words, main clauses, or sentences. For example, John was sent to jail, for he had committed a crime.
	2) Correlative conjunctions work  in  pairs  to  join  words, or
	group of words of equal weight in a sentence. There are six different pairs of correlative conjunctions, (both...and, either...or, neither...nor, not only...but (also/as well), and whether...or. For example: we either see the film, or play chess.
	3) Subordinating conjunctions conjoin  an independent  clause
	and a dependent clause. They include conjunctions like (although, as, as far as, because, before, where, if, that, since unless, whereas...). For example: I want to know if he arrives early at the airport.
	II.3.3.4. Interjections
	In both languages, verbs, nouns, or adverbs can be used as interjections. Conventions in English like, ‘Okay, Hi, Sorry, Bye, Good morning, Excuse me, Don’t worry, That’s great’ find their equivalences in Arabic 'أجل' /ʔaჳal/, 'أهلا' /ʔahlan/, 'آسف' ...
	Conclusion:
	The second chapter deals with a contrastive description of the inflectional morphemes of Arabic and English. The inflectional categories including number, gender, person, case, tense, voice, mood, aspect, and comparison are defined under each inflect...
	Despite the common points shared by both Arabic and English phonological systems, the comparison made in this chapter shows that the two inflectional systems are different rather than similar.
	For further study of the two systems, chapter three is devoted to a comparison and illustration of Arabic and English syntactical structures. This includes different language items such as the form, the meaning and the distribution of words in senten...
	‘The tall policeman’
	ʔaʃurէi:      էawi:lu    ʔalqa:mati
	The Policeman   tall        (the height)
	3) 'الرجل باللباس الأسود طبيب'
	‘The man in black garment is a doctor’
	ʔaradჳulu  bi  ʔaliba:si   ʔalaswadi   էabi:bun
	The man   in  garment     black        is a doctor
	4)' هذا هو الرجل الذي أخبرني بالقصة'
	III.2.2.1.2. Determiners in noun phrases
	2)  'سيارةُعلي جديدة'
	‘Ali’s car is new’
	Şaja:ratu        ʕalijun   dჳadi:datun
	The car of       Ali        (is) new
	3) 'لبست قميصـِـي الجديد'
	‘I wore my new shirt’
	labistu  qami:si:   ʕaldჳadi:d
	I wore   my shirt    new
	Arabic and English possessive noun phrases are usually patterned in the same way, yet word suffixation in Arabic (n.+ pr.) in the genitive and accusative cases may pose problems to learners when dealing with this language item. The different parts w...
	III.2.2.1.4.Similarities and differences
	1) BothArabic and English noun phrases exert the same functions: they can be used as subject, direct and indirect object, and object of the preposition.
	2) Words in both Arabic and English noun phrases are similarly distributed, except in case of Arabic adjectives which are usually placed after nouns.
	3) In noun phrases, English adjectives can have different positions according to their nature of type, i.e., possessive, colour, quality…
	4) Arabic and English possessives are structured differently. The former is based on word-suffixation (according to the used personal pronoun); whereas the latter is made of separate parts that marks possession or genitive.
	5) Determiners are not all common in both languages: demonstratives and numerals may constitute the same form; yet quantifiers and possessives may not.
	In Arabic, a verb phrase ‘جملة فعلية' /dჳumla fiʕlija/ is a phrase that starts with a verb which can precede a noun, an adverb, a prepositional phrase followed by an object, a second verb in the imperfect form, or  a clause, etc. In English, it i...
	1) ' أراكَ فيما بعـــد'
	‘See you later’
	‘He writes with the left hand’
	jaktubu        biljadi         ljusra:
	(He) writes  with hand     left
	3) ' بدأ يعمل في البستان'  3)
	‘He started wor king in the garden’
	badaʔa        jaʕmalu   fi  ʔalbusta:ni
	(He) started    working   in   the field
	The four examples illustrate some constructions of verb phases in both Arabic and English. Both of them start with a verb that can be followed by another verb, a noun, a pronoun, an adverb, a prepositional phrase, a complement, a direct or indirect ob...
	III.2.2.2.1. Arabic/English Verb inflection
	Verbs in English are inflected only in the third person singular in the present tensedifferent forms; contrary to Arabic where they are inflected with all personal pronouns and in all tenses. This may touch singular, dual and plural forms; while ...
	1)' ينظفُ عليٌ الزجاجَ'
	‘Ali is cleaning the glass’
	junaɖifu  ʕalijun  ʔa-zudჳa:dჳa
	cleans     Ali      the glass
	2)' هنَّترتدينَاللباس التقليدي'
	‘Theywear traditional garment’
	Huna  jartadi:na   liba:s     taqli:di:
	They   wear        garment   traditional
	As shown in the examples above, Arabic verb includes the affixes denoting tense, person, gender and number, contrary to English verb which has its inflection (verb + suffix) only in the simple present tense with the third person singular. This might b...
	III.2.2.2.2. Arabic/English passive forms
	III.2.2.2.3. Similarities and differences
	1) Arabic verbs come from the three or more word root which would communicate the basic meaning of the verb.
	2) It is the affixes that would specify grammatical functions such as person, gender, number, tense, mood, and voice.
	3) English verb inflectional system includes tense where the verb is inflected in the third person of the present simple tense only.
	4) Thus, Arabic seems to be more detailed than English in terms of its forms in number and person.
	5) The verb phrase in the Arabic passive starts initially in the sentence; whereas the one of English starts after the subject.
	6) In the Arabic present, a passive tense-aspect prefix is added to denote the third person, masculine or feminine singular or plural base form, contrary to English in which the auxiliary ‘be in the present’ precedes the past participle.
	7) In the Arabic past, a passive tense-aspect vowel ' ُ ' /u/ is added to denote all personal pronouns; yet in English, the auxiliary ‘be in the past’ is used to do this function.
	8) Contrary to its use in English, Arabic passive is rarely used, mainly in people’s daily conversation.


	III.2.2.3.1. Adverb phrase of place
	Adverbial phrase of place is a group of words that play the role of an adverb and answers the question'أين؟'  /ʔajna/ ‘Where?’ It can also be made by a prepositional phrase. For example:
	1) 'تسلق إلى أعلى قمة في الجبل'
	‘He climbed to the highest peak in the mountain’
	tasalaqa   ʔila:  ʔaʕla:   qimatin   fi   ʔaldჳabal
	(He) climbed    to     highest   peak     in   the mountain
	He drived his car with high speed’
	sa:qa   saja:ratahu    bi    surʕati:  kabi:ratin
	(He) drove    his car       with   speed       high
	III.2.2.3.5. Similarities and differences
	III.2.2.6. Similarities and differences
	1) Adjective phrases and prepositional phrases function as modifiers in both Arabic and English.
	2) In both Arabic and English, adjective phrases have similar forms ( مبني / built), (من الحجارة / in stone) in both prepositional and participial phrases. They are also similarly distributed and share the same meaning in the sentence. However, the in...
	3) The modified noun can be defined or undefined in both languages.
	Chapter three includes a contrastive study of syntactic structures of Arabic and English. Main sentence patterns in the different sentence types in both Arabic and English are compared according to the different parts of speech that constitute t...

	According to this study which includes a comparison of Arabic and English syntactic systems, most of the elements seen above show that there are certain points that differ significantly in form rather than in meaning and distribution of syntacti...
	By chronological order it is meant order of time. This means that a piece of writing like a novel or short story has a specific timeline, and thus it is written in chronological order. Stories have a specific beginning, middle and end through which a ...
	IV.2.2.5.2. Order of Importance
	This type of organizational pattern determines the ideas and how they are put in order in writing. Ideas are put in sequence according to their degree of importance, i.e., the most important is put first followed by second most important and so forth...
	IV.2.2.5.3. Compare and Contrast
	In writing, compare and contrast describe the similarities and the differences between the two objects or ideas. When any writer deals with two things or objects, s/he will obviously give a comparison of the two to show how they are alike or how they ...
	IV.2.2.5.4. Cause and Effect
	Cause and effect pattern is considered as the most difficult to identify for the simple reason that cause and effect are used in any type of writing, but which cannot enter in the organizational system of that piece of writing. In writing, Janovsky A....
	“any event that effects a situation; an effect, however, is  what
	happens due to that event. Thus, the  cause  is  the  occurrence;
	the effect is the result”
	(Janovsky A. 2013: 4)
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