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Abstract 

Writing is as important to master as other skills such as listening, 

speaking, and reading. However, this is the skill with which most students 

have the biggest problem. This issue could be the fault of the teaching 

methods or techniques applied by teachers, the materials used in classrooms, 

or it could just be the fault of the students themselves. This research aims at 

evaluating the grammatical competence in Kurdish EFL students' writings 

after a three-year education. It also aims to point out those areas of grammar 

that need more focus to help students improve in writing and determine which 

teaching techniques are most suitable for helping students in developing their 

writing skills. Another aim of this study is to help teachers follow suitable 

techniques in teaching, and choose appropriate materials for their classroom 

instruction. To achieve these goals, this study has conducted an experiment by 

first evaluating students‟ grammatical competence using a test, and then 

evaluating their ability to apply grammar in their written essays. Ninety-three 

students from the English Department at Duhok University participated in this 

study. The researcher had hypothesized, before experimenting, that because of 

the teaching techniques used by teachers, in the English Department at 

College of Languages, the emphasis is more on learning grammar rules than 

being competent in using these rules in writing. Also, the researcher believed 

that students avoid applying complex grammatical structures in their writings 

so as not to make grammatical errors. The results of this study indicated that 

the students had struggled most with prepositions in the grammar exam and 

had the least trouble with pronouns. However, regarding the essay test, the 

majority of students made errors concerning articles, and the least number of 

errors were made regarding coordinators. 
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Chapter One 

Introduction 

 

4.0 Introduction   

It is believed that writing is one of the main pillars of language learning. 

Therefore, writing should be of major concern and interest to teachers, 

students, and researchers. All languages have grammar, and people who speak 

the same language can communicate because they instinctively know the 

grammar system of that language (Hajana, 9116: p.76). According to Hinkel 

(9173, p.3), different second language skills and language features have 

different levels of importance in academic writing. In ESL (English as a 

Second Language) education, the study of recognizing simple and complex 

grammatical constructions and vocabulary has been encouraged by the goal of 

aiding students to improve and develop the quality of their production and 

writing in a second language.  

 

4.4 Research Problem 

Knowing a language means knowing that language in terms of the four 

skills: listening, speaking, reading, and writing. If students do not have enough 

knowledge about English grammar, they cannot convey their ideas clearly 

because they lack the grammatical competence which is necessary for the 

development of their writing skill. Hajana (9116: p.3) states that writing skill 

is considered as a problematic area for learners of ESL in general and 

university students in particular. 
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According to Wang and Wang (9171: p.61), composition accuracy at 

the sentential level, also known as sentence grammar, is one of the hardest 

areas to address in required English classes in college for both students and 

teachers. Widodo (9116: p.791) believes that although students may become 

good at grammar, they usually make grammatical errors when told to write 

and speak, and this case is tough to resolve. Many students at the English 

Department in the College of Languages at the University of Duhok face the 

same problem. They are unable to use the correct tense, to use the right article, 

or even link ideas together (which is known as cohesion and coherence). In 

evaluating grammatical competence in Kurdish EFL students‟ writings, 

teachers can understand where students stand in terms of their grammatical 

competence. Once teachers evaluate their students‟ ability to write in English, 

they could decide on which teaching techniques they should follow in helping 

develop their students‟ grammatical competence or focus on integrating 

specific topics of grammar in their teaching methods in writing.  

 

4.1 Research Aims 

This study aims at: 

7- Suggesting different teaching techniques for developing students‟ 

grammatical competence in writing by evaluating Kurdish EFL 

students' level of grammatical competence in writing.  

 

9- Determining what areas of grammar need more focus so as to help 

students develop their writing skills regarding the students who 

participated in the experiment. An ESL/EFL teacher's main goal is to 
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develop their students' language skills: listening, speaking, reading, and 

writing.  

 

3- Helping the teachers at the mentioned college see how much of the 

language their students have grasped, what areas in grammar they excel 

in, and in what areas they need improvement in order to help them 

develop in writing. With this perception of students' grammatical 

competence, these teachers can change or develop their teaching 

techniques, should they need to.  

 

1- Aiding teachers in creating a syllabus which is beneficial to their 

students as well as helps them choose the appropriate materials and 

resources in their curriculum.  

 

1- Helping make the students aware of their grammatical weaknesses in 

writing so that maybe they could choose the most suitable learning 

strategies for themselves in their learning process. 

 

4.2 Research Hypotheses 

The teaching techniques used by a teacher is one of the factors which 

influence the performance of the students, and therefore, a teacher must be 

careful in selecting the techniques they wish to follow. The researcher 

hypothesizes that: 
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7- With the teaching techniques used in the English Department at the 

College of Languages, the focus is more on learning grammar rules 

than being competent in applying those rules in writing.  

 

9- Also, the researcher believes that students avoid using complex 

grammatical constructions in their writings for fear of making 

grammatical errors. Therefore, students cannot develop the ability to 

write well-formed pieces of writings in English.  

 

4.3 Research Questions 

7- Is there any correlation between the students‟ grammatical 

competence and writing quality? 

 

9- What are the probable reasons behind the students‟ grammar and 

writing incompetence? 

 

4.4 The Scope of the Study 

This research is a quantitative one, and it evaluates the grammatical 

competence of college juniors by first having them take a test which assesses 

their grammatical competence in writing and then collecting a written essay 

from each student. Spelling and punctuation have not been taken into account 

for this study. This is because this study has focused only on syntactic 

constructions related to tenses, pronouns, prepositions, coordinators, concord, 

comparative and superlative forms, quantifiers, gerund and infinitives, articles, 

modals, and other syntactic errors which have been found in the students‟ 
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essays, such as auxiliaries, word order, and incorrect application of singular 

and plural forms. This study has focused on all ninety-three juniors that study 

at the English Department at the College of Languages at Duhok University.  

 

4.5 Procedures 

For these hypotheses to be viewed as valid or invalid, an experiment has 

been conducted by first testing students‟ grammatical competence and then 

collecting essays written by college juniors from the English Department to 

check their grammatical performance in writing after three years of college 

instruction. From the results provided, teachers can decide with which 

teaching techniques they wish to proceed. If the hypotheses as mentioned 

above are proven to be correct, then the techniques for teaching, used in the 

English Department at the College of Languages, should probably change or 

improve.  

 

4.7 The Significance of the Study 

The researcher has suggested some teaching techniques for teachers to 

follow in the future. This research also aids teachers in creating a syllabus 

which can help improve their students' English writing skills as well as helps 

them choose and adopt appropriate materials and resources in their 

classrooms. After teachers evaluate their students' competence in writing in 

English, they could choose whether or not they should use different techniques 

in the teaching of writing skills. This study can help in the overall 

improvement in language learning as it evaluates students' errors and looks for 

ways to get rid of or, at the very least, diminish those errors. Observing the 

results of this research, teachers can review their teaching techniques which 
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may lead them to improve these techniques, more specifically, their teaching 

of English grammar and writing skills. This thesis would be of benefit to 

teachers, students, and course designers. The reason this research can benefit 

students as well as teachers is because the improvement of teaching on the 

part of the teacher can result in the improvement of learning on the part of the 

students. Because, as Adas and Bakir (9173: p.911) suggest, if a teacher 

continues to teach using the traditional method, the classroom activities 

become passive and dull, and therefore, the teacher should try different 

methods other than the traditional teaching methods and make the students 

better achievers. 

 

4.1 Definitions of Basic Terms 

According to Hajana (9116: p.6), writing is one of the ways to 

communicate with people, and it is closely related to reading. Therefore, 

weakness in reading will naturally lead to a similar weakness in writing and, at 

the same time, perfect reading leads to similar perfect writing. Grammar is the 

structure, sound, and meaning system of language (ibid). Yule (9171: p.87) 

defines grammar as the process of illustrating the construction of phrases and 

sentences in a manner which all the grammatical series in a language are 

accounted for, and all the ungrammatical series are ruled out. According to 

Yule (9171: p.721), grammatical competence involves the correct use of 

words and structures. Tanaka (n.d. p.17) believes that grammatical 

competence is undoubtedly the most important part of communicative 

competence. 

 

4.9 The Structure of the Study 
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 This study is made up of five chapters. Chapter One consists of the 

research problem, research aims, research hypotheses, the scope of the study, 

procedures, the significance of the study, and definitions of basic terms. 

Chapter Two offers a theoretical background on writing, grammar, and some 

approaches to teaching writing and grammar. It also provides a literature 

review of studies related to this one. Chapter Three explains the methodology 

adopted in this study as well as data collection process. In Chapter Four, the 

results of the study are discussed. Finally, Chapter Five sums up the thesis 

with conclusions taken from the results, some pedagogical implications 

derived from the results of the tests, and suggestions for future research.  
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Chapter Two 

Theoretical Background and Literature Review 

 

9.1 Introduction  

This chapter presents an outline of the theoretical background of this 

study. This study will begin by examining the definitions of the main concepts 

related to the study. After that, some previous works which are related to this 

one will be reviewed in order to get a better understanding of this study.  

 

9.7 Writing Skills  

Knowledge about grammar helps in the development of speaking and 

writing. Many students are incapable of writing a meaningful piece of writing 

or conveying their message, whether in writing or orally because they lack 

grammatical competence even after years of training. Myles (9119: para.7) 

states that writing is not a skill which one is born with; it is learned and must 

be practiced through experience. According to Myles (9119: para.7), writing 

involves the ability to tell and retell information or put information into 

writing. Writing in a second or foreign language is difficult because, in 

addition to having writing skills, students must also be knowledgeable in the 

second/ foreign language and be able to analyze data and compose ideas and 

thoughts before putting them in writing (ibid).  

According to Coulmas (9113: p.7), writing has at least six different 

meanings: (7) a system of language which is recorded by means of visible or 
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concrete marks; (9) the action in which such a system is put to use; (3) the 

outcome of such action which is known as a text; (1) the specific form of such 

an outcome which is a script style like block letter writing; (1) creative 

composition; (6) a professional career. According to Bennui (9118: p.13), in 

helping ESL/EFL students write a productive paragraph, many teachers point 

out students' syntactical, lexical and discourse errors; yet, they overlook the 

role of the students‟ native language and culture in causing problems and 

interfering in their English writings. Yule (9171: p.979) defines writing as the 

symbolic illustration of language by using graphic signs. It is a system which 

is not acquired but must be learned through conscious effort (ibid).  

According to Adas and Bakir (9173: p.911), writing is a complex task 

and it is the most challenging skill, of all the language skills, to acquire. 

Dombey (9173: p.99) states that writing is important and that it is a harder and 

more demanding process than reading, making it more challenging to learn. 

Spratt, Pulverness, and Williams (9173: p.31) mention that writing involves 

communicating a message by producing signs on a page, and in order to write, 

one needs something to communicate and a person to communicate to. What 

is also needed is the competence to form letters and words to make sentences 

which are linked together for our message to be communicated clearly (ibid). 

However, according to Dumbey (9173: p.99), writing is not only about having 

spoken language put down on a paper or screen, but it is also about 

composition – construction of texts as well which can communicate without 

their authors being present. It can be concluded that mostly all of the 

previously mentioned researchers agree that writing is a complex task that 

must be learned. With continuous practice, students can gain the ability to 



11 
 

write competently. The researchers also agree that writing is a means of 

communication between the author and the reader.  

 

9.7.7 The Significance of Writing Skills  

It is argued that of all the language skills, the most challenging for 

language teachers is writing because students do not have much experience 

with written expression. Ariana (9171, p.731) states that because students are 

stimulated by audio-visual materials all through their lives, they are beginners 

when it comes to writing.  Ariana‟s (9171) paper is written as a plea for 

writing and investigated issues regarding the teaching and evaluation of 

writing skills of students who are nonnative speakers. The teacher‟s 

expectations of the writing quality of nonnative speakers as well as their 

performance in writing proficiency exams were examined. In that paper, 

Ariana (9171) tries to shed light on this skill which has been neglected despite 

the fact that it is important in the acquisition of a foreign language. She 

believes that when writing is continuously taught in a foreign language 

acquisition class from the first day, it will help ensure students‟ success. 

According to Ariana (9171), writing skills help learners become (7) 

independent, (9) understandable, (3) fluent and creative in writing, and (1) it 

also helps them form their thoughts meaningfully on paper and properly grasp 

the message. In Ariana‟s (9171) study, a survey is conducted among 61 

American companies, and it shows that half of them focus on writing when 

they consider a person for employment or promotion. That is why, today, the 

rising trend around the world focuses on establishing firmer standards of 

writing proficiency, an issue which affects students who are nonnative English 

speakers (ibid).     
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Ariana (9171, p.731) suggests that whether a person is a businessperson, 

an English teacher, or a student, (academic) writing skills are essential in the 

world today because all kinds of papers, such as essays, presentations, 

research papers, reports, etc., must be written in the correct style. Usually, 

institutions have tried to deal with nonnative speakers‟ writing needs 

differently from native speakers‟, as it used to be possible to let nonnative 

students graduate without expecting them to write as well as native English 

speakers; however, today they are required to write with the same proficiency 

as native speakers. It is, therefore, suggested that writing activities should be 

designed in ways which help students learn to create cohesive and coherent 

discourse in order to become improved writers and better critics of their own 

writings. It is also suggested that the initial focus of writing practice must not 

be on the accurate word or phrase only, but on the whole communication 

process which helps develop the quality and image of the learner 

himself/herself (ibid). 

Writing has a distinctive place in language teaching because its 

acquisition requires the knowledge and practice of the other three skills; 

listening, speaking and reading (Klimova, 9171: p.711). Furthermore, it needs 

the mastering of metacognitive skills (ibid). According to Klimova (9171: 

p.711), students should set an objective for their writing, carefully plan it out, 

think over its layout and its logical structure, and finally, revise it. During the 

process of writing, students need to use thinking skills; meaning that they 

should analyse their sources and then combine them into a piece of writing. 

Hence, knowing how to write in a second language is important in foreign 

language communication (ibid).   
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9.9 Grammar 

There are many factors which affect students' ability to grasp the 

knowledge of grammar, whether it be the way grammar is taught, the teacher's 

disregard to students' grammatical errors, boring presentation of grammar 

rules which results in students' lack of interest in the classroom, students‟ 

psychological state of mind, or students‟ environment.  

According to Thornbury (7222: p.7), grammar is partially the study of 

what language forms or language structures are workable in language. 

Usually, grammar has been concerned with analysis at the sentence level, and 

therefore, it is a description of the rules which govern the formation of 

language sentences (ibid). Thornbury (7222: p.9) also states that grammar is 

traditionally viewed as the study of the sentences‟ syntax and morphology, the 

study of linguistic chains as well as linguistic slots. This means that grammar 

studies the way in which words are bound together in a certain order, as well 

as the kinds of words which can fit into any one link in the chain (ibid). The 

capacity to identify the restrictions on how sentence items are chained and 

how sentence slots are filled makes a good grammarian (ibid). For instance, 

different languages have different limitations on the way in which slots are 

filled and chains are ordered; therefore, many second language learners make 

errors due to over-generalization of rules from their own language (ibid).  

Ur (9111: p.1) defines grammar as being the way in which language 

works and joins words to make longer units of meaning. According to Ur 

(9111: p.1), in the grammar of any language, there are a set of rules that 

control how units of meaning are possibly created. Ur (9111: p.1) also states 

that whether students should learn grammar rules through communicative 

activities or learn them through grammar exercises has been up for discussion 
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in recent years. However, she believed that when students cannot learn 

grammar structures efficiently through communication practices alone, 

teachers should try to progress to activities that use certain structures 

meaningfully so as to help students learn grammar (ibid).  

Grammar is defined by Spratt et al. (9173: p.8) as being a combination, 

organization, and modification of parts of words in order to form a meaning. 

People use grammar unconsciously when they use any of the four skills, and 

they also use grammar in order to describe language by turning to its forms 

and uses (ibid). Spratt et al. (9173: p.8) also defines grammatical forms as 

referring to the way in which words are made up and displayed in speech and 

writing, such as: adding „s‟, „-ing‟, prefixes, suffixes and so on to base words 

in English. Grammatical uses are defined by Spratt et al. (9173: p.71) as 

referring to the way people use grammatical structures in order to convey 

meaning, for example; the present continuous does not always give the same 

meaning since it depends on the context it is used.   

According to Tanaka (n.d. p.7), the status of grammar in the teaching of 

a second language had not been securely established. The word “grammar” 

often brings negative insinuations, such as: (7) when one knows about 

grammar, it does not aid them in using the target language; (9) explicit 

teaching of grammar even hampers the process of improving communicative 

competence; (3) children use their native language unconsciously. According 

to these researchers, grammar is seen as the formation of sentences, phrases, 

and texts through combing words that go together.  

 

9.9.7 The Significance of Grammar in Developing Writing 

Skills  
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Hinkel (9173) researches the significance of Grammar in developing 

writing skills. He pointed out that teaching grammar is important for 

producing second language academic and formal prose. In his research, Hinkel 

(9173) focuses on certain grammar constructions, such as (sentence 

construction, verbs and the verb phrase, noun clauses in restatement and for 

paraphrasing, nouns, noun phrases, pronouns, adverb clauses and adverbs, 

exemplification markers, etc.) and their associated lexical elements which are 

important in teaching second language academic writing. These necessary 

elements of academic grammar skills are required for students who seek 

success in their university work. The lexical and grammatical features of 

academic text which are regularly taught in ESL classes but are probably 

insignificant are also briefly outlined. Hinkel (9173, p.76) believes that 

although there is little doubt that the majority of second language learning 

students are subjected to academic reading and text for somewhat long periods 

of time and during their language-learning careers, it is not enough for those 

second language students to attain advanced academic proficiency which is 

important for producing competent second language academic prose. 

Therefore, second language curricula and teaching of students who are 

academically bound, need to focus on increasing their syntactic and lexical 

range (ibid).  

In Zina‟s (9171) study, it is assumed that teaching writing has a great 

position in the education of a foreign language. Zina (9171: p.III) believes that 

grammar is a major area of writing and it is regarded as one of the most 

necessary elements for good writing. The main goals of the paper are to draw 

teachers‟ and learners‟ attitudes towards the method which is used in teaching 

grammar and to shed light on the possible relationship between integrative 
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grammar teaching and developing learners‟ writing. Another goal of the paper 

is to determine, to which extent, integrative grammar can improve academic 

writing. After analyzing the findings acquired from the teachers‟ and students‟ 

questionnaires, results show that students make a lot of errors in their writing 

and most of them do not make a balance between form and content (ibid). 

Zina (9171: p.III) states that teachers and students both acknowledged that the 

way grammar is being taught has a role in this deficiency. Additionally, the 

experiment outcomes show a positive relationship between the dependent and 

independent variables and the development of the experimental group after the 

treatment stage which means that students can decrease the number of errors 

they make in their writing, and they can also create a balance between form 

and content at the same time through integrative grammar instruction (ibid). 

According to Zina‟s (9171: p.799) findings, teachers believed that integrative 

grammar instruction is beneficial and will ease their work in teaching writing 

and students believed that integrative grammar is expected to develop their 

writing. This expectation was proved through testing the efficiency of 

integrative grammar instruction with second-year students in which it showed 

a development at the grammar level which, therefore, lead to an increase in 

writing (ibid).  

Another study was conducted in 9176 by Robinson and Feng to 

investigate the effects of direct grammar teaching on the quality of the writing 

skills of the students. Robinson and Feng (9176: p.9) state that grammar 

teaching has an important part to play in aiding students in speaking and 

writing more effectively. The participants in Robinson and Feng‟s (9176) 

study were eighteen students in the fifth grade and two fifth grade teachers. 

The results show that after four months of being taught direct grammar, half of 
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the students who partook in the study showed a large increase in their overall 

writing scores, and those students were able to make sufficient progress in 

enhancing their writing when grammar instruction was employed during 

writing instruction. Writing is a complex task for many students and that is 

why quality teaching is needed on a daily basis (ibid). Hence, the researcher 

believes that grammar instruction and writing instruction should be integrated.  

 

9.3 Grammatical Competence and Grammatical Performance 

Grammatical competence is one of the components of communicative 

competence, among others such as sociolinguistic competence, discourse 

competence, and strategic competence. Grammatical competence is the 

understanding of lexical items, morphological rules, syntactic rules, 

phonology, and sentence-grammar semantics (Canale and Swain, 7281: p.92). 

Grammatical competence is of importance to any communicative approach in 

which the aim is to help learners understand how to determine and express the 

literal meaning of statements correctly (ibid). The term “grammatical 

competence” was introduced by Chomsky, which he defines as “the speaker-

hearer‟s knowledge of his language” (Chomsky, 7261: p.1).  

According to Millrood (9171: p.961), grammatical competence can be 

seen as a set of rules and language skills which are needed for learners; (7) to 

create correct sentences, (9) to understand them, (3) to check grammatical 

errors, (1) to judge correct and incorrect linguistic forms, and (1) to do 

language testing tasks. Millrood and Maskimova (n.d.) suggest that, usually, 

grammar is defined in literature as “declarative” and “procedural” (p.776). 

While learning a foreign language grammar, procedural knowledge is usually 

preferred in most teaching cultures, that is, practical grammar skills which 
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learners show in speech activity (ibid). Nevertheless, in teaching, the principle 

of consciousness means that in order for learners to master the grammar of 

another language, they also acquire declarative knowledge which they show 

describing grammatical phenomena with the aid of rules (ibid). Millrood and 

Maskimova (n.d. p.776) believe that rules are an important part of 

grammatical knowledge even though the path to this knowledge is possibly 

different: deductive, which is an explanation from rules to examples, or 

inductive, which is an explanation from examples to the rule. However, 

knowing the rules is not sufficient for gaining grammatical competence, and 

working on rules is always associated with intensive development of learners‟ 

grammatical skills (ibid). Also, rules and skills both are not enough to take 

into consideration the learners‟ grammatical competence (ibid). According to 

Millrood and Maskimova (n.d. p.776), intuition is an important element of 

grammatical competence because grammatical intuition is reviewed in 

language education as a foundation for a grammar decision making, that is not 

developed from explicit knowledge of students and their views on the 

correctness or incorrectness of their or someone else‟s grammaticality. 

Knowledge of grammar depends on the grammar rules, grammar skills 

depends on the number of training exercises, and the intuition of grammar 

depends on the extensiveness and range of the students‟ communicative 

experience (ibid). By watching the students, one will see that the best 

outcomes are attained when students are given more training and, with the 

help of rules, language patterns are explained (ibid).  

Tanaka (n.d. p.17) states that those who have good grammatical 

competence must; (7) be conscious of the basic rules of English, for instance, 

word order, agreement in number and verb conjugation; (9) be capable of 
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constructing a series of chunks for the purpose of communication; (3) be 

sensitive to the interrelatedness of various functions of a single form; (1) 

retain a stock of constructions of conventional chunks which are related to 

ideas, such as negation, comparison, and modality; (1) be capable of observing 

and judging whether or not a given grammatical deviation is acceptable in a 

natural discourse, and also (6) be able to self-edit their English as needed.   

Grammatical performance, like grammatical competence, was 

introduced by Chomsky. While competence is defined as the knowledge of a 

language, performance is defined as actually using that language in real 

situations (Chomsky, 7261, p.1). Radford, Atkinson, Britain, Clahsen, and 

Spencer (9112: p.3) state that competence is compared with performance, 

which is the perception and production of speech. Brown (7226: p.79) also 

defines performance as the production and comprehension of speech. Students 

must be grammatically competent; however, their performance should also be 

given attention to and developed. In the next sections below, some approaches 

to writing as well as grammar which can help in the development of students‟ 

competence and performance will be discussed.  

 

9.1 Approaches to the Teaching of Writing 

There are many approaches and methods to the teaching of writing. 

According to Namoshi (9171: p.39), the focus has moved from sentence 

structure and grammar drills to the use and organization of texts. Namoshi 

(9171: p.39) believes that the understanding and use of writing are valued in 

every discipline, each requiring a specific teaching method. Teachers and 

students should be aware that writing takes certain conventional forms in 

different contexts. Therefore, many teaching approaches and methods have 
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come out (ibid). Even though none of these approaches can be measured as 

ideal, they have all been proven to be successful at one time or another (ibid). 

Some of the most researched approaches to writing include; The Product 

Approach, The Process Approach, The Genre Approach, The Process-Genre 

Approach, The Controlled-to-Free Approach, and The Free Writing Approach. 

These approaches will be discussed in detail in the sections below.  
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Figure 7: Approaches to the Teaching of Writing  

9.1.7 The Product Approach 

According to Tudor (9176: p.3), the product approach refers to valuing 

model texts, which means that students first read a model text and then they 

do exercises which concentrate on the language which was used in the model 

text, such as the present perfect and try to produce writing with similar 

language. In the product approach, the focus is on the accuracy of grammar. In 

the product approach, a model text is presented and then discussed and 

analysed (Klimova, 1043: p.431). With this model text, students can construct 

a similar text (ibid). Klimova (1043: p.431) believes that through the product 

approach, learners can figure out the structure of a writing, its linguistic 

features and how the ideas in that writing are organized.  

According to Namoshi (1043: p.21), the product approach is concerned 

with the final outcome of the writing process. In the product approach, 

learners are required to imitate and transform model texts (ibid). Namoshi 

(1043: p.21) suggests that the product approach aims at helping students be 

aware of the text features. The product approach is used to analyse the 

students‟ writings for the purpose of identifying and measuring their strengths 

and weaknesses, and when this approach is adopted, it leads to accuracy 

(ibid). Before the start of the communicative approach, language teaching 

dealt with pre-specified objectives for the students. Syllabus designers had to 

carefully identify the students‟ needs and provide means which would enable 

these needs to be realized. The product approach came to an end and in the 
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teaching of writing, the focus was on language (ibid). In the past, writing was 

considered secondary and the main focus was on speaking because the 

emphasis was on correctness and copying models. The model text is 

considered a starting point, it is analysed from all points of view: grammatical 

structures, content, organization of sentences, and rhetorical patterns. After 

using these features, teachers give students a new topic and invite them for a 

parallel writing task (ibid). Namoshi (1043: p.29) notes that the emphasis of 

this approach is on the correct use of form and it is important because it leads 

students from a departing point to an ending point with a task to copy.  The 

model then comes first and offers a competed text as well. The advantages of 

the product approach cannot be denied because it supplies the learners with 

linguistic knowledge and it identifies and satisfies the needs of the students in 

terms of rules and structures (ibid). A model text offers an explicit idea about 

the organization of words and sentences, and imitation is an efficient way to 

help students learn and sometimes imitation is the only way to communicate 

some special structures. According to Namoshi (1043: p.29), today it is 

realized that writing was assessed on the basis of the final product and 

accuracy of grammar, whereas little attention was given to the writing process. 

From this observation, some scholars began to debate on the failure of the 

product approach where the focus is on the form and neglects the content (the 

process skills and understanding of texts and the way in which they are 

organized) (ibid).  

 

9.1.9 The Process Approach 

Tudor (9176: p.3) defines the process approach as referring to planning 

and drafting before writing. The process approach, in contrast to the product 
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approach, focuses on the improvement of language use: brainstorming, group 

discussion, re-writing. Klimova 1043: p.431). Namoshi (1043: p.30-33) states 

that in the past forty years, significant changes have been brought to the 

approaches of teaching writing. The teaching of writing was based on the idea 

of guided composition; however, in the 4950s, teachers started to believe that 

guided composition was not enough (ibid). Most studies of writing were 

concerned with the written product until the 4970s. During this time, the focus 

moved from product to process and the primary reason for this change was the 

new knowledge that there was a separate history and developmental path for 

each piece of writing. In the 4910s, an important shift occurred from the 

product approach to the process approach (ibid). This new development in the 

teaching of writing consists mostly in emphasizing writing as a process and 

moving focus away from writing as a product. With the start of the process 

approach, the main focus is not on the finished text anymore, but on the steps 

in writing a text. Some of these steps include; setting goals, producing ideas, 

organizing information, choosing appropriate language, drafting, rereading, 

writing, editing, and publishing (ibid). At first these steps appear to be 

complicated activities; however, one should always remember that students 

must go through all of them in order to write a good paragraph. Namoshi 

(9171: p.11-11) continues that there are no definite number of stages; yet, the 

following are the most repeated ones: (7) Prewriting: where the writer collects 

information and tosses around ideas. Prewriting activities may contain 

drawing, thinking, talking, discussion, role playing, reading, listening to tapes, 

interviews, conducting research, problem-solving and decision-making 

activities, and so on. (9) Drafting: in which the writer develops their topic on 

paper. In the beginning it may be difficult for the students causing frustration. 

(3) Revising: where the writer makes any necessary changes. Revision may 
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include; adding and deleting, changing the syntax, the sentence structure, and 

the organization, or starting over completely. (1) Editing: in which the writer 

improves the draft. The writer pays attention to spelling, grammar, 

punctuation, and handwriting, and may also make small lexical and syntactic 

changes. (1) Publishing: in which the writer delivers their writing to its 

intended audience. According to Namoshi (9171: p.11-11), the main goal of 

the process approach is to teach students to produce ideas for writing, plan 

these ideas with the type of audience in mind, draft and redraft to produce a 

final writing which is likely to communicate their own ideas. Teachers who 

follow this approach give time to their students to produce ideas and get 

feedback on the content of their drafts. With the process approach, students 

should realize that what they think is a final product is actually just the 

beginning of the writing process (ibid). Students must always keep in mind 

that their writing can be improved and in order to do so, they need to go 

through different stages such as finding new ideas, words, or sentences, and 

revising before they write. In the process approach, students are not expected 

to write a final draft on a given topic and give it to their teacher to correct, 

instead, they write a first draft, show it to their teacher or another student, then 

they read it again, improve it, and revise it before they write their final draft 

(ibid). Therefore, when applying this approach, the teacher gives their students 

enough time to get more ideas and express them in new language forms. In the 

process approach, students revise their work by reading and rewriting, and 

they are given the chance to review, clarify, and reorganize their writing by 

themselves. In opposition to the product approach, the process approach 

inspires students to write as much as possible, not worrying about mistakes. 

Therefore, the emphasis is on fluency rather than accuracy (ibid). 
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9.1.3 The Genre Approach 

The genre approach refers to providing students with genre knowledge 

(Tudor, 9176: p.3). This means that if teachers want their students to write a 

business letter, then they would first give the students some business letters to 

read so that they know how a business letter is written and what kind of jargon 

is used in a business letter. The main concern of the genre approach to 

teaching writing is teaching certain genres that students need control of to 

succeed in certain situations such as an emphasis on the content of text and the 

context in which the text is written (Namoshi, 9171: p.11-11). The main 

principle of the genre approach is that language is functional, which means 

that, through language, certain goals can be achieved. Another important 

feature of this view is the one that considers language as taking place in 

certain cultural and social contexts, and therefore, cannot be understood 

outside its context (ibid). According to Namoshi (4102: p.22-24), certain 

genres are used to achieve certain social functions in certain context; thus, 

language should not be separated from the cultural and social context in which 

it appears. The aim of employing the genre approach is to help students use 

appropriate registers that are important for them. The advantages of the genre 

approach are that it acknowledges that writing occurs in a social setting and is 

a reflection of a certain purpose, and it understands that learning can occur 

consciously through imitation and analysis. It is crucial for teachers of writing 

to link these two elements in order to help students comprehend how and why 

linguistic conventions are applied for certain rhetorical effects. Furthermore, 

since genres display a cultural ideology, the study of genres also opens for 

students an awareness of the supposition of groups who use certain genres for 

certain ends (ibid).   
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9.1.1 The Process-Genre Approach 

Tudor (9176: p.3) believes that using any of these three approaches (the 

product approach, the process approach, and the genre approach) alone is 

insufficient for the production of a good writing. Therefore, he suggests 

another approach known as “The Process-Genre Approach”, which combines 

the key elements of all three approaches. This approach was introduced by 

Badger and White 9111 (cited in Tudor, 9176: p.3). The process-genre 

approach first puts the students‟ focus on a situation taking place for which a 

text is needed (ibid). The students will identify why they will produce a text, 

to whom they will produce a text, what they will produce in a text, and how 

they will produce a text. Students are led through key processes, as well as 

planning and drafting, and peer input is believed to be of value at these stages 

for allowing the opportunity to share schemata. Furthermore, model texts that 

have the same genre can be presented to help the students investigate the 

genre. According to Tudor (9176: p.1), students may bounce between these 

stages, as necessary, when preparing for a final draft; also, an important 

feature which the process-genre approach possesses is that it does not follow 

inflexible, linear stages. 

 

9.1.1 The Controlled-to-Free Approach 

In the 0541s and 0591s writing used to be taught only to reinforce 

speech; however, later on, the controlled-to-free approach emerged (Namoshi, 

4102: p.24-22). In this approach, teachers provide students with pieces of 

writing like sentences or paragraphs, and then ask them to makes some lexical 

or grammatical changes such as changing the past tense to the present tense, 
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changing singular into plural, or change clauses into phrases or vice versa. 

This type of exercise helps students write frequently and offers them the 

chance to create their own writings without mistakes because their writings 

are strictly controlled (ibid). Only after improving this first type of controlled 

writing can the students shift to free compositions in which they communicate 

their own ideas. There are exercises where the students are given all or some 

of the needed language. The move from controlled-to-free writing occurs 

gradually as the teacher‟s assistance decreases slowly from the first exercise to 

the last. One of the most exceptional attributes of the controlled-to-free 

approach is that it focuses on accuracy more than fluency because it focuses 

on the language‟s structural aspect and neglects the language‟s communicative 

aspect (ibid). Namoshi (4102: p.24-22) provides an example of a typical 

gradual shift from controlled to free writing: at first the teacher teaches the 

descriptive writing with a focus on the application of transitional expressions 

and new vocabulary. In the first exercise, the teacher supplies students with a 

small paragraph with some underlined words, in which the author is 

describing his partner. After reading and comprehending the text, the teacher 

gives the students a list of adverbs and adjectives and then asks them to use 

those adverbs and adjectives in four sentences which they take from the text. 

Then, after arranging the sentences, the teacher asks the students to combine 

the sentences by using transitions which they will choose from a list provided 

by the teacher (moreover, furthermore, however, but, besides, in addition to 

……). Finally, the students are required to write a paragraph on a topic 

provided by the teacher, in which they are asked to, for example, describe 

their best friend. Here, students are encouraged to apply the transitional words, 

adverbs, and adjectives which they have studied (ibid).  
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9.1.6 The Free Writing Approach 

According to Elbow (0590: p.02), free writing is the easiest way to put 

words on paper and is the best writing practice. To do a free writing exercise, 

make yourself write without stopping for ten minutes. Sometimes the writing 

you produce will be good, sometimes not; however, that is not the goal, and 

neither is speed (ibid). If you do not know what to write about, write about 

how that makes you feel, or write that you have nothing to write about. If you 

get stuck on a thought or phrase and cannot continue, just rewrite the last word 

continuously until something else comes to mind. The main point is to not 

stop writing. The aim of free writing is not in the product, but in the process 

(ibid). The aim is to help you write without wondering, worrying, having 

second thoughts, or crossing anything out. Free writing exercises help you 

learn to continue writing and not be held back by worries of whether or not 

certain words or phrases are good or right (Elbow, 0590: p.02). Therefore, 

free writing is the best approach to learn, in practice as well as theory, to 

separate the process of producing from the process of revising (ibid). Free 

writing helps in learning to write even when the mood for writing does not 

exist (Elbow, 0590: p.04). Free writing teaches you how to write without 

thinking about writing. It helps you to get the same energy which comes when 

you work fast under pressure (ibid). Free writing develops your writing, it 

does not necessarily produce good writing itself; however, it leads to powerful 

writing (ibid).  

When one writes freely and frequently, they develop their ability in that 

language skill (Namoshi, 4102: p.22). Free writing refers to students writing 

without the teacher interfering, and it also refers to students being encouraged 

to focus first on content and fluency. Once students write their ideas on paper, 
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the teacher will then intervene and offer some help to improve the accuracy of 

grammar (ibid). According to Raimes, 0592 (as cited in Namoshi, 4102: 

p.24), there are two types of free writing: (0) when focused, it answers a topic 

or a question the students propose. The teacher‟s interference is very limited 

because the teacher gives students the instructions at the very beginning and 

then gives them the chance to write freely. Grammar and spelling are not of 

primary concern, and when the teachers reads the students‟ writings, only the 

ideas are commented on, not the grammatical mistakes. Content and audience 

are viewed as the most essential parameters in the free writing approach, and 

therefore, students are sometimes asked to read their writing aloud in order to 

be involved in writing for an audience. Because students are free to choose 

their own topic, they are motivated to write and they believe in what they 

write (ibid). (4) When free writing is unfocused, it turns into a personal 

activity which includes writing down the first idea that comes to mind. 

Sometimes students write short coherent passages; however, they generally 

write incoherent passages. Those who follow the free writing approach argue 

that despite the risk of students writing non-coherent passages, this approach 

has the advantage of making students write more spontaneously (ibid). 

Therefore, as Namoshi (4102: p.24) mentions, the interest is more on quantity 

than quality. Students write good compositions more easily when they know 

about the subject they are writing about. Free writing cannot be used with 

beginners successfully because it needs some basic ideas of writing (ibid).  

 

9.1 Approaches to the Teaching of Grammar  

Grammar was initially at the front of foreign language teaching as 

teachers frequently used the grammar-translation method in the past; however, 
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the recently used methods in foreign language teaching have the opposite 

tendency because now the focus has moved away from grammar teaching 

(Kruzicova, 9171: p.77). The grammar-translation method (GTM) is extremely 

old and has been used by teachers for many years (Larsen-Freeman, 9111: 

p.77). According to Larsen-Freeman (9111: p.71), in the GTM, reading and 

writing are more important than speaking and listening. One of the goals of 

the GTM is to enable students to translate from the target language to their 

native language and vice versa; being able to communicate in a foreign 

language is not a goal of the GTM (Larsen-Freeman, 9111: p.71). In the GTM, 

grammar is taught deductively, which means that students are presented with 

grammar rules first, and then they are provided with examples (Richard and 

Rodgers, 9117: p.6 and Krashen, 7289: p791). However, toward the mid-

nineteenth century, the GTM began to be rejected, and new methods began to 

develop (Richard and Rodgers, 9117: p.1). These new methods included the 

direct method, the oral approach, the audio-lingual method, and 

communicative language teaching, among others.  

The purpose of the direct method is to enable students to communicate 

in the target language (Larsen-Freeman, 9111: p.91). In the direct method and 

the oral approach, speaking is more important than reading, and it is suggested 

that the target language should be used in the classroom; therefore, translation 

is not permitted. Grammar in the direct method and oral approach is taught 

inductively, that is, students are provided with sentences and are expected to 

discover the rules from those sentences (Larsen-Freeman, 9111: pp.96-98, 

Richard and Rodgers, 9117: pp.32-17, and Krashen, 7289: p.731-731). Like 

the direct method, the purpose of the audio-lingual method (ALM) is to enable 

students to communicate in the target language and grammar is also taught 

inductively (Larsen-Freeman, 9111: pp.13-11). In the ALM, everyday speech 
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is emphasized (Larsen-Freeman, 9111: p.16). Currently, the most used 

teaching method is communicative language teaching (CLT), as it is seen as 

the most effective in language instruction. The goal of CLT is also to enable 

students to communicate in the target language (Larsen-Freeman, 9111: 

p.798). To do that, students must know the linguistic forms, meanings, and 

functions (ibid). Any grammar instruction, whether deductive or inductive, is 

permitted as long as it helps the students (Richard and Rodgers, 9117: p.716).  

According to Hunt (9171: p.19), there are many techniques which 

language instructors can use, and there is definitely a method which goes with 

all styles of teaching and situations, such as inductive and deductive 

approaches and focus on form approach. There are also other types of 

instruction known as the focus on forms approach and focus on meaning 

instruction. In the following sections, the inductive and deductive approaches, 

the focus on form and focus on forms approaches, as well as the focus on 

meaning instruction will be discussed to understand better what they are and 

how they are employed. 
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Figure 1: Approaches to the Teaching of Grammar 

 

9.1.7 Inductive and Deductive Approaches to Teaching 

Grammar 

Ghazali (9116: p.1) states that there are two ways for students to 

achieve an understanding of a rule and those two ways are through the 

inductive approach and the deductive approach. Both approaches allow 

students to continue practicing the rule until they are able to use them 

automatically. The best approach is the one that succeeds to have a permanent 

learning effect and that directs students to the natural and unconscious use of 

the rules which they have learned (ibid). This means that the approach a 

teacher decides to follow depends on their students.  

An inductive approach is defined as one where students focus on the 

structure being learned, and they are required to develop the structures for 

themselves and then say them (Shaffer, 7282: p.326). Queutre (9171: p.7) 

defines induction as the process of learning which moves from the specific to 

the general. According to Jean and Simard (9173: p.7191), this approach is 

also usually known as the finding or rule search approach. With the inductive 

approach, students are expected to find a rule through some guided questions, 

and then the instructor says it. One could find a kind of instruction in which 

the students find the rules by operating with language examples, and test their 
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hypotheses with increasingly more complex examples; however, the rules stay 

theirs, and they are never faced with the formal rules as located in grammar 

books (ibid). Sometimes there are also a lot of options in which students find 

rules from authentic examples with their teacher‟s or their classmates‟ 

assistance (Jean and Simard, 9173: p.7191). Mohammed and Jaber (9118: p.3) 

state that the inductive approach means the way language context is 

introduced, which contains the target rules in which the students can induce 

using the context as well as practical examples. This means that the sequence 

in this approach shifts from making a situation and providing examples to the 

generalization that the students must find on their own or with the help of their 

teacher (ibid). According to Ghazali (9116: p.1), inductive learning 

implements covert and implicit presentation of grammar rules. Inductive 

learning begins with some examples from which students infer a rule. Students 

study examples, and they have to find an understanding of the rule from these 

examples rather than being given ready-made patterns to memorize (ibid).  

Ghazali (9116: p.1) believes that inductive learning elicits thinking activities 

like brainstorming and problem-solving through sequences of trial-and-error 

while the teacher gives them wise guidance and feedback. 

A deductive approach is defined as an approach in which grammatical 

structures are given to students (Shaffer, 7282: p.326). Queutre (9171: p.7) 

defines deduction as the process of learning that begins with the general and 

then moving to the specific. According to Jean and Simard (9173: p.7191), the 

deductive approach to the presentation of rules is usually linked to the 

presentation-practice-production approach. A language rule could be 

presented and then practiced in drill-type exercises, or a spoken or written text 

can be given to students where the target language feature is shown with a 
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particular incident and is highlighted (ibid). After that, the rule is presented 

and practiced in various types of exercises and activities which are meaning-

focused, usually ending in a communicative task or unrestricted production 

when the teaching sequence comes to an end. Also, one could discover a 

sequence where the rule is presented, then practiced, followed by a reading or 

listening of texts with different levels of validity in which the targeted pattern 

is included (ibid). The quality which really differentiates the deductive from 

the inductive approach is the way in which the rule is handled: presentation of 

rules by the teacher without involving finding them out in deductive teaching, 

and students finding rules in inductive teaching (ibid). Mohammed and Jaber 

(9118: p.9) state that the deductive approach to teaching the grammar of 

English indicates the way of teaching students, by first presenting grammatical 

rules to students, and then having the students apply them. In other words, a 

teacher goes from general to specific in deductive teaching which is also 

known as the top-down approach (ibid). Ghazali (9116: p.1) states that 

deductive learning implements clear presentation of grammar rules for the 

purpose of assuring that the students have already understood the syntactic 

usage of a rule and also understood its semantic meaning as well. Deductive 

learning begins with the presentation of a rule, and then examples and 

exercises where this rule is applied follow this presentation. By using the 

deductive approach, teachers are spoon-feeding the students rather than having 

the students explore (ibid). In conclusion, there is no one approach which is 

preferred over the other, both approaches are believed to be effective. 

Teachers can apply both approaches depending on their students. 

 

1.4.1 Focus on Forms and Focus on Form  
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The difference between focus on forms (FoFs) and focus on form (FoF) 

has to do with the teaching of grammar; however, both teaching approaches 

can easily be adapted to the learning and teaching of vocabulary (Laufer, 

9116: p.711). FoF teaches lexical items in a communicative task setting 

because those lexical items are needed in order for the communicative 

language task or authentic language task to be completed. FoFs approach, 

however, teaches separate lexical items in language tasks which are non-

communicative and non-authentic (ibid). According to Laufer (9116: p.711), 

in a FoFs approach, students see themselves as language learners, and they see 

the language as the aim of study; however, in FoF approaches, students see 

themselves as language users, and they see language as a means of 

communication.    

Focus on forms is a conventional way in which teachers help make 

students aware of grammatical and linguistic forms (Gao, 9112: p.16). In 

college English teaching, instructors use translation to focus on the 

clarification of words, sentences, and what a text means (ibid). And after 

comprehending the different structures in the text, students do not have an 

opportunity to practice speaking and listening. FoFs aims at placing more 

importance on language knowledge teaching than the comprehensive abilities 

of students when coming to use the foreign language. The current “dumb-and-

deaf English” issue comes from the extensive application of this traditional 

grammar-oriented approach (ibid). Students were aware of grammatical 

structures; however, they were unable to use them in communication. 

Language forms is merely one part of the language knowledge that native 

speakers possess, and therefore, communicative competence should also have 

sociolinguistic competence and contextual competence along with 
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grammatical competence (ibid). In FoFs instruction, attention is mainly given 

to the targeted form, and a good example of this type of instruction would be 

using the presentation-practice-production method (Ellis, Basturkmen and 

Loewen 9119: p.191).  

Focus on form refers to a certain type of form-focused instruction in 

which attention is mainly given to meaning (Ellis et al., 9119: p.191). The 

attention to form results from meaning-centered activities which comes from 

the implementation of a communicative task. An example of a FoF lesson 

might be asking students to do an information-gap task, and while they are 

doing this task, their attention is moved to one or more linguistic forms that 

they need in order to perform the activity or that they have trouble with (ibid). 

FoF offers enough comprehensible input and interaction between students so 

that they could acquire a language naturally (Yu, 9173: p.71).  Farrokhi and 

Talabari (9177: p.36) believe that FoF could be achieved by giving students 

opportunities to talk about topics that are meaningful to them. Teachers can 

apply focus on form teaching in their classrooms by applying principles of 

(CLT) whenever they want to create activities and do an evaluation (ibid). 

Rodriguez (9112: p.9) believes that with the FoF instruction, teachers 

encourage students to concentrate on structures in numerous ways. FoF may 

be prearranged and focused on preselected forms, or it may be incidental, 

ascending suddenly at any time in a communicative activity. Teachers may 

create a task to encourage students to be aware of forms in the input, or they 

may openly teach these forms and give students chances for meaningful 

practice (ibid). According to Gao (9112: p.11), FoF is practical and helpful in 

English teaching and learning in colleges. FoF should be used in English 

teaching and learning in colleges in order to develop the students‟ accuracy 
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and fluency and it needs to occur in a cultural environment which lets students 

actively take part in daily activities (ibid). According to Ellis (9171: p.1), FoF 

gives learners the chance to take time out from concentrating on message 

construction to focus on certain forms and the meanings they understand. FoF 

also offers a solution to the type of top-down processing that learners of a 

second language adopt to deal with communicative needs by forcing learners 

to participate in bottom-up processing (ibid). Also, this approach allows 

teachers and students to focus on problems that are obviously problematic to 

students, and that is why FoF is fundamentally remedial and pedagogically 

efficient (ibid).  In short, in can be said that FoFs is teacher-centered, goes 

according to a syllabus, and is deductive, whereas FoF is learner-centered, 

occurs through communicative tasks, and is inductive.  

1.4.2 Focus on Meaning  

While focus on form (FoF) develops the students‟ accuracy, focus on 

meaning (FoM) develops their fluency. Saeidi, Zaferanieh, and Shatery (9179: 

p.19) state that the FoM instruction refers to purely communicative 

instruction. FoM instruction means spending little to no time on the isolated 

parts of language; instead, the attention is on the application of language in 

authentic situations (ibid). One of the characteristics of the natural approach, 

(an approach developed by Krashen and Terrell (7283)), is that instruction 

must focus on meaning rather than form because when learners are exposed to 

language in context and understand what it essentially means, they learn it 

better than when they are only taught the forms. In his study, Yu (9173: p.76) 

suggests that according to the FoM instruction, a second language could be 

acquired naturally in spite of a learner‟s age once they are exposed to enough 

comprehensible input, similar to first language acquisition. Yu (9173: p.76) 
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also states that learners and teachers should not consider a language as an 

object of study, they should consider it a medium of communication just like it 

is found in communicative language teaching methodologies like task-based 

instruction and content-based instruction. According to Chuang (n.d. p.6), in 

meaning-focused instruction, learners are engaged in communication in which 

the main effort involves the exchange of meaning and which no conscious 

effort is given to achieve grammatical correctness. Furthermore, FoM 

instruction and FoF instruction differ concerning their communicative 

properties since FoM instruction gives learners more opportunities to listen to 

as well as perform more language functions than FoF instruction (ibid). 

However, according to Othman and Ismail (9118: p.712), while FoF 

instruction is not as overt as FoM instruction, it is more superior to FoM 

instruction in facilitating accuracy when using the targeted forms. Therefore, 

Shang (n.d. p.791) suggests that if teachers only use meaning-based 

instruction, then learners will not accomplish accuracy in their oral production 

of the foreign language. It is important that foreign language teachers develop 

useful teaching strategies in order to balance and mix both form and meaning 

(ibid).  

While there are other approaches, the researcher believes that the 

previously mentioned are the most popular in teaching grammar. It is up to the 

teacher to decide which approach is suitable for them and their students. There 

are, however, factors that can help teachers in making this decision such as 

their goals and aims in teaching grammar, their students‟ competence level, 

and which approach their students seem to benefit from the most. It is 

important for teachers to know whether to use one or many approaches in their 

instruction in order to develop their students‟ grammatical competence and 
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performance in writing. In the next section, this study will discuss some other 

studies which have been done for the purpose of evaluating students‟ 

grammatical competence, writing skills, or both so as to recommend teaching 

activities or approaches for teachers of those participants to apply. 

 

1.5 Literature Review 

Below are just some of many research studies conducted by different 

researchers for evaluating students‟ grammatical competence as well as 

competence in writing and using English. The first of the many researchers 

that will be mentioned in this thesis are Mohan and Lo (7281), who state that 

organizational problems which second language learners face in academic 

writing are often attributed to negative transfer from the first language. 

However, according to current research, developmental factors might be 

relevant (Mohan and Lo, 7281: p.171). Since it was found that the organizational 

patterns of Chinese composition are similar to that of English, language 

transfer helps, rather than interferes Chinese students in learning to write in 

English (ibid). Studies in first language composition suggest that the 

development of the organization is late and can be influenced by correct 

writing practices. In their study of a Chinese group, Mohan and Lo (7281), 

compare the writing practices in Hong Kong and British Columbia, which 

suggests that their school experience with English writing was more 

concerned with accuracy at the sentence level than with the development of 

accurate discourse organization. According to a survey of these Chinese 

students, it is suggested that they viewed their current problems in writing as 

sentence-level problems.  The findings point to a need for a better 

understanding that the students‟ native literacy and experience in education 
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are factors which influence the development of their second language 

academic writing. Even if there are differences in Chinese and Western 

students‟ ability to organize English essays, the differences are most likely 

caused by the instruction programs of English language which students are 

exposed to, rather than anything else. Teachers in Hong Kong focus more on 

sentence correctness than on the writing organization. Therefore, the problems 

Chinese students face in writing in English may be comprehended better in 

terms of developmental factors: the ability to organize writing develops late, 

even with writers that are native speakers, and since this ability comes 

especially from formal education, earlier educational experience may help or 

delay the development of the ability to write academically (ibid). However, 

the researcher still believes that it would be better if students are taught the 

organization of writing early on in their composition classes.  

In Shih‟s (4915) article, Content-Based Approaches to Teaching 

Academic Writing, she states that in teaching content-based writing, writing is 

connected to the study of certain academic subject matter and is seen as a 

means of encouraging understanding of this content. Shih (4915: p.547) 

presents a rationale for implementing content-based instruction to meet ESL 

composition aims; it is argued that such instruction improves thinking, 

researching, and writing skills which are needed for academic writing tasks 

more accurately than traditional instruction that separates rhetorical patterns 

and emphasizes writing from personal experience. In recent times, 

composition programs for native and nonnative learners have experimented 

with a variety of content-based approaches in the teaching of academic writing 

in which writing is connected, in one or more academic disciplines, to the 

concurrent study of specific subject matter. This may mean that learners write 
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about the material they are studying in an academic course at that moment or 

that the academic process is simulated by the language or composition course 

itself (ibid). Students write a number of different forms whether short-essay 

tests, critiques, summaries, or research reports to show their understanding of 

the subject matter and to expand their knowledge on new areas. Writing is 

incorporated with reading, listening, and discussion about the essential content 

and collaborative and independent research raising from the core material. 

Shih (4915) believes that instructors who choose to follow a content-based 

approach for teaching academic writing skills know that in the academic 

community, writing is used for assessing and promoting student 

comprehension and independent thinking on certain subject matter; they seek 

to offer developing student writers the similar experience of “writing to learn” 

(p.534). For all ESL students, who are academically oriented, who have 

passed an elementary competence level in English, there are ways to construct 

academic content-based instruction (ibid). To decide the most suitable 

approach for a certain group of students, a number of factors have to be taken 

into consideration. These factors are; (4) students‟ status in knowledge, (1) 

academic interests shared by class members, (2) their English proficiency 

level, (3) their need or desire for intensive work on all the skills versus 

emphasis on reading and writing, (4) the types of cooperative arrangements 

with subject-area teachers which are possible, and (5) the language 

instructors‟ subject-matter knowledge and interests (ibid). At the moment, 

content-based ESL curricula are still entirely new at the university level; 

however, empirical data are needed to support the idea held by many that 

content-based instruction is capable of helping ESL students to become more 

self-confident and competent when they take on academic writing. The 

researcher also believes that the content-based approach to writing would be 
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an effective approach to writing which will improve the students‟ writing 

performance. 

Terry (4919) conducted an experiment on teaching and evaluating 

writing as a communicative skill. He states that the writing tasks that students 

are asked to carry out are often no more than academic exercises which have 

slight or no communicative content or purpose. It is important for teachers to 

incorporate writing as a communicative act into their current use of writing as 

a supporting skill for preparing students for “traditional” homework 

assignments and the goal of evaluation on paper-and-pencil tests (Terry, 4919: 

p.32). He presents (4) the goal of writing in a second language classroom, (1) 

the types of writing tasks, (2) the proficiency levels in writing, (3) the content 

of writing activities, (4) sample writing activities, (5) assessment of writing 

samples using both analytical and holistic scoring techniques, and (7) a 

sample evaluation of writings of students. Terry (4919: pp.422-423) mentions 

that Larson and Jones (4913) categorized five areas of writing tasks which are 

faced by second language users. The first one is correspondence, which is a 

basic letter-writing that includes greetings, closings, and other arbitrary 

customs, as well as giving and asking for information. The second one is 

providing essential information, which is writing notes that require precision 

and abbreviated and telegraphic styles. The third one is completing forms, 

which is a necessary skill in many countries that usually requires a few stock 

phrases. The fourth one is taking notes, which is done for academic purposes 

or messages, reminders, and observations. The fifth and final one is formal 

papers which are written for certain academic regulations and literature 

courses that students will face at later stages of the study of a foreign language 

(ibid). Although some researchers such as Megnan, (4914: p.441) believe that 
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beginner-level is common in levels 4 and 1 of secondary school and first-year 

college courses, it is just an educated approximation as it should not be 

expected that all students write at the same level (ibid). The intermediate level 

of proficiency is often called the “ego level‟ as second-language learners 

readily tend to talk about themselves, and this is very understandable if 

teachers realize that the vocabulary which students are taught in lower-level 

courses focuses principally on the students‟ immediate environment, 

containing lexical items that will allow them to speak specifically about 

themselves. Therefore, the students themselves can be a good source of 

content material and a fairly non-distracting topic for early writing activities. 

The texts that are produced will be meaningful as the students themselves 

create them (ibid). According to Terry (4919: p.34), it is not realistic to expect 

beginning-level students to do well on such an open-ended activity at early 

stages of learning a second language when they have not been exposed to 

many aspects of extensive discourse yet, such as paragraph development 

comprising of coherence and cohesive elements, as demonstrated through 

using (4) subject and object pronoun replacements, (1) relative pronouns, (2) 

conjunctions, (3) sequencing (temporal) adverbs, (4) compound and/or 

complex sentences, etc. Communicative writing activities should be arranged 

from the opinion of teacher control and of length and complexity of the 

required writing sample. Similarly, such activities should change from a focus 

on one or a number of points for formative evaluation, such as grammar, and 

thematic vocabulary, to more global activities for summative evaluation (ibid). 

Terry (4919: p.31) comments that once students have had practice in these 

prewriting phases of skill development, the ominous problem of evaluation is 

met and this is because many teachers are doubtful on whether to assign 

subjective grades to the students‟ work since such grades are often based on 
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impressions. Discrete-point scoring is easy, quick and objective, and these 

grades can easily be accounted for and clarified. Also, teachers usually feel 

that written work needs careful correction; however, the excessive amount of 

time spent in correcting written work is rarely rewarded by improved student 

performance on following tasks. Research showed that holistic scoring of the 

written work of the students‟ can be as efficient or even more efficient than 

objective discrete-point scoring techniques, and research had also shown that 

it offers an extreme measure of reliability and validity, especially when overall 

achieved writing proficiency is to be assessed (ibid). There is another potential 

scoring technique for writing known as analytical scoring, which involves 

separating the many different features of a composition into individual 

elements for scoring purposes (Terry, 4919: p.40). There has to be a value in 

the writing task that teachers ask their students to perform, and this value has 

to go beyond wanting a high grade. Writing is done to communicate to both 

oneself and others, whether it be for social, business, or professional reasons, 

and therefore, information is needed to be given and found out. One is 

motivated to write when the need to write exists, and therefore, students 

should have a need to write in the target language (ibid). Terry (4919: p.44) 

suggests giving students realistic writing tasks, even in the pseudo-

communicative environment of the classroom. These tasks should not go past 

the students‟ boundaries for self-expression in the second language, and also, 

they should not require students to write things which they would not usually 

be anticipated to say or to comment on things that they do not have any 

knowledge of (ibid). With these cautions in mind, teachers can begin 

integrating true writing skills into their curriculum, not only by adding on but 

by restructuring and rethinking activities to reflect real language use. 
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Therefore, teachers should probably only ask students to write about topics 

which they are comfortable with and have a knowledge of.  

Writing expertise as well as second-language proficiency have both 

been investigated extensively in current years, as separate abilities, in different 

bodies of research. However, not much is known about how both of them are 

combined in writing performance in a second language (Cumming, 7282: 

p.89). The performance of twenty-three young adults in second-language 

writing on three composition tasks in relation to their expertise in writing and 

their proficiency in the second language was assessed. Both of the factors 

accounted for great proportions of variance in the qualities of the written texts 

as well as problem-solving behaviors in the second language (ibid). However, 

these factors exerted independent effects, suggesting that they are 

psychologically different. In Cumming‟s (7282) study, writing expertise is 

proven to be related to, (7) qualities of discourse organization as well as 

content produced in the compositions, (9) attention to complex aspects of 

writing throughout decision making, (3) problem-solving behaviors including 

empirical searches, and also, (1) well-distinguished control strategies used in a 

composition. Second-language proficiency has proven to be an additive factor, 

improving the overall quality of the produced writing, and interacting with the 

attention that the participants dedicated to aspects of their writing. However, 

the processes of composing were not visibly affected by second-language 

proficiency. In all analyses, more cognitively challenging argument as well as 

summary tasks produced considerably different behaviors from a less 

cognitively challenging letter task (ibid.). Because there were no major 

interactions between the two factors, these analyses show that expertise in 

writing and proficiency in the second language each contribute to the second-
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language writing processes and productions quite differently (Cumming, 7282: 

p.778). Cumming (7282: p.778) states that indeed, it would seem that writing 

expertise and second-language proficiency are both psychologically different. 

In conclusion, it is not enough to be proficient in a language, one must know 

how to apply that language accurately in writing as well.  

In a study, carried out by Davis (7226), the development of basic 

writing and grammar skills of fourteen developmental students of English 

were examined. The study determines whether or not a traditional rule-based, 

form-centered teaching approach, mixed with a limited writing-process 

approach, impacted significantly on the overall quality of writing and 

grammar skills (Davis, 7226: p.3). The investigation employed a quantitative, 

pretest/posttest quasi-experimental model to find answers for this question. 

The results of the study indicated that the students had benefited from both of 

the teaching approaches; the traditional form-centered, rule-based approach, 

and the limited writing-process approach, in the learning of procedural 

knowledge in basic writing and grammar skills for standard English. Students 

showed statistically significant growth in the overall quality of their writing 

between the pretest and the posttest essays after limited planning, outlining, 

writing, revising, and editing each of the essay assignments in the course, 

following a discussion of some standard types of the five-paragraph 

composition in narration, description, and exposition (ibid). Davis (7226: p.79) 

also concludes that students developed an organizational plan to write such a 

composition successfully in one hour. On the grammar tests from the course 

workbook, students experienced growth in grammar skills; however, this 

growth was not statistically substantial. However, the findings suggest that 

students benefitted from the grammar exercise drills and the course workbook 
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tests; therefore, increasing their procedural knowledge in using grammar rules 

and writing mechanics in their essays. The results of the study gave evidence 

that, by mixing methods from traditional form-centered, rule-based teaching in 

grammar and in writing, with various exercises in phases of the writing 

process, it can significantly benefit students‟ learning of standard English 

writing in the composition classroom (ibid). Davis‟ results are in line with 

what the researcher suggested earlier in this chapter regarding the application 

of mixed methods.  

Yan (9111) conducted a study by assessing the grammatical competence 

of college seniors at the English Department at Benguet State University. The 

study examined the grammatical competence in relation to five areas of 

grammar (prepositions, subject-verb agreement, verb tenses, modals, and 

active and passive voices), and evaluated students‟ competence according to 

their age, their gender, and the school from which they graduated. “The T-

test” and “The Normal Standard Scoring” were used to test the hypothesis 

(p.7). Based on the results of the investigation, the students were 

grammatically competent except for in the use of prepositions. Yan (9111: 

p.16) also concludes that neither the students‟ age, gender, nor the school 

which they had graduated from had an effect on their grammatical competence 

and performance. The overall performance of the students was competent. 

Yan (9111: p.11) believes that students who plan to major in English should 

learn more about grammar in order to master it and need to practice English in 

their daily lives. Although, the results of Yan‟s study indicated that the school 

which the students had graduated did not affect their competence or 

performance, the researcher still believes that it can. Therefore, teachers 
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should have some background information as to where their students came 

from and the teachers‟ teaching ability from those schools. 

In another study, Tonne and Sakshaug (9111: p.7) state that 

international studies have concluded that teaching formal grammar does not 

develop students‟ writing skills. Tonne and Sakshaug‟s (9111) study takes a 

critical look at the main definitions of the concepts used in the Evidence for 

Policy and Practice Information and Co-ordinating (EPPI), which is a British 

center sponsored by British government bodies. The concepts viewed included 

“grammar” and “sentence combining”, and the relationship between them was 

also viewed (ibid). The differences between grammar instruction and the 

instruction of sentence combining in terms of their effect on students‟ writing 

skills are also discussed. In their article, Tonne and Sakshaug (9111: p.7) look 

closer at a review study, conducted by the (EPPI) center, which studied the 

effects of grammar instruction on students‟ accuracy and quality in writing. 

According to the (EPPI) review mentioned in the article, grammar is the 

principle which states something about the connection of words in a sentence, 

and therefore, grammar is not a method. The (EPPI) review did not define 

“grammar teaching” but rather “grammar” alone. Thus, that which is 

educational and that which is performed by the students practically as part of 

the grammar instruction is described as something other than grammar (ibid). 

However, according to the (EPPI) center, “sentence combining” is a method 

or technique used in teaching in order to emphasize certain sentence types. If 

teachers do not encourage students to practice the grammar being taught 

through activities in the classroom, the grammar instruction will not positively 

affect students‟ writing accuracy and quality. However, if the teachers‟ 

knowledge of grammar is translated into long, repetitive, and practical 
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activities for students, or sentence combining drills, the students become better 

in applying the new, complex sentence structures which they imitated in their 

previous practical activities in writing (ibid).     

Biber, Gray, and Poonpon (9177) point out that modern practice in the 

assessment of the development of second language (L9) writing focuses 

mainly on grammatical features which are more common in conversation than 

in professional academic writing. This is because according to them, studies of 

the development of L9 writing normally measure T-units (a main clause 

followed by a subordinate clause which may be attached to it (Nordquist, 

9178: para. 7)) and clausal subordination to evaluate grammatical complexity, 

presuming that increased subordination is the norm of advanced writing (ibid). 

The main goal in their study is to challenge this practice: first they surveyed 

present approaches to the study of complexity in the development of writing, 

presenting how they depend on conversational grammatical characteristics, 

and then they propose a different set of grammatical features which are more 

suitable for this purpose. In their study, they recorded the grammatical 

complexities of academic writing, treating conversation as a comparison 

register and their goals here are to examine whether or not the complexity 

features which were traditionally analyzed in studies of the development of 

writing are actually characteristics of professional academic writing. Their 

other goal is to find the alternative features that do normally occur in 

professional academic writing, offering the foundation for new approaches to 

the study of the development of writing (Biber et al., 9177: p.98). The findings 

of the currently mentioned research conclude that the types of complexity 

common in academic writing are essentially different from that in 

conversation, and therefore, complexity is not a single unified construct which 
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means it is not reasonable to presume that any single measure will sufficiently 

represent this construct (Biber et al., 9177: p.92). Since the T-unit measure (a 

measure developed by Kellogg W. Hunt (7261)) is used to capture the number 

of times a writer uses dependent clauses it misses out on the most important 

types of complexity devices in academic writing. Such devices are non-clausal 

features embedded in a noun phrase, and therefore, additional measures are 

needed to capture the development towards the kinds of grammatical 

complexities which are most important in academic writing (ibid). Another 

conclusion of their findings suggests that conversation is acquired first and the 

grammar of writing is acquired later, although not always successfully, 

because even native speakers of a language do not acquire many types of 

complex phrasal embedding naturally and many native English speakers rarely 

produce language of this type, and when these stages of acquisition do occur, 

they are acquired late, usually in adulthood (ibid). Based on the observed 

developmental patterns of L7 English learners, there is a similar series of 

developmental stages for L9 English learners mirroring the progression from 

competence in conversation to competence in academic writing. Some L9 

learners never acquire skills in conversation, for being taught written rather 

than spoken English. Nonetheless, competence in English academic writing, 

even for those students, is developed late, and therefore, they will acquire the 

complexity features of academic writing in later developmental stages (ibid). 

For this reason, the researcher believes that it would be better if teachers focus 

on all four skills, rather than one, in their instruction. 

Giridharan and Robson (9177: p.7) believe that there is growing 

evidence which proves that the lack of competence in academic writing of 

university ESL students affects their overall academic performance. Even 
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though many university ESL students have a general understanding of 

grammar rules, only a few are able to write academically at levels which are 

expected of them and this is further exacerbated when students are not aware 

of their own ability in academic writing. In their paper, Giridharan and 

Robson (9177) report on a case study done by Olivas and Li (9116) to find 

critical gaps in academic writing norms among ESL students in a foundation 

studies program. Olivas and Li (9116), as stated by Giridharan and Robson 

(9177: p.9), linked low second-language proficiency levels in English with 

poor academic performance of international students which were studying at 

both college and university levels in the United States. Olivas and Li‟s (9116) 

paper investigated four important criteria for developing good academic 

writing skills: (7) attitudes towards academic writing tasks, (9) writing 

paragraphs and essays, (3) planning, and (1) evaluating one‟s own writing (as 

cited in Giridharan and Robson, 9177). They also investigated challenges 

faced by students in academic writing and identified common grammatical, 

structural and syntactic errors which are made in writing tasks. Giridharan and 

Robson (9177) state that the data from Olivas and Li‟s (9116) study showed 

that most students liked writing tasks and drafting essays as well as working 

with peers in brainstorming ideas and opinions for their drafts. Most of the 

students established that they were aware of the referencing system and the 

need to support their ideas with supportive evidence; however, many students 

were not able to assess their own work, and they admitted that many times 

their assessment did not match that of their instructors. Olivas and Li‟s (9116) 

work aimed at proposing interventions and techniques to reinforce student 

academic writing practices during the foundation year (as stated by Giridharan 

and Robson, 9177).) By including the fundamentals of English language 

improvement into teaching, adding vocabulary learning, and using targeted 
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instructional strategies, instructors could improve better writing skills in ESL 

learners and get them ready for tertiary levels and beyond. It is crucial to use 

targeted activities to develop grammar sentence and paragraph structures in 

ESL instruction, and it is also crucial for instructors to know individual ESL 

learner differences based on their previous knowledge and ability or the 

potential to improve academic writing capabilities. Giridharan and Robson 

(9177: p.79) state that numerous methods can be used to develop academic 

writing in ESL learners, such as supplying examples of strategies for 

developing planning and organizing, drafting, and editing. And another 

important thing is improving the ability to assess student work as well as 

exposure to different domain and discipline-based texts. In the process 

approach to drafting essays, teacher or instructor feedback is important for 

improving better content, structure and overall language competence in ESL 

learners. Giridharan and Robson (9177: p.79) hope that the usage of 

qualitative methodologies to test the ESL academic writing experiences and 

the data analysis which was taken from the study would further aid in the 

improvement of theories of second language writing. The results from the 

currently mentioned study may also aid in improving the teaching 

methodologies in ESL academic writing (ibid). Therefore, it could be 

concluded that the more students practice writing, the more competent they 

will become in writing. 

In an attempt to better understand the writing needs of English language 

learners (ELLs) who are at an advanced level, getting ready to enter degree-

granting programs at universities in the U.S., Russell (9171) carried out an 

experiment searching for the differences between the frequencies and uses of 

thirteen linguistic features in native English speakers‟ (L7) and English 
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language learners‟ (ELL) written essays. In the currently mentioned study, 

research essays were collected, some written by L7 students from different 

departments at Portland State University, and the others written by ELLs from 

Portland State University's Intensive English Language Program. In Russell's 

research, it was found that L7 students used the modal would, perfect aspect, 

reduced adjective clause, passive voice, and it-cleft more frequently than 

ELLs (Russell, 9171: p.62). The type/token ratio (the ratio which is obtained 

by dividing the total number of different words occurring in a text or utterance 

by the total number of words) also seemed to be significantly lower in ELL 

essays than in L7 essays. According to Russell (9171: p.89), teachers should 

help students be aware of the previously mentioned features in their own 

writing by guiding students in recognizing grammatical and ungrammatical 

uses of these features as well as providing practice in distinguishing between 

uses which are standard in writing and uses which are only appropriate in 

conversation. 

Another study was conducted, by Cubillo and Hernández (9171: p.711), 

in three English courses for B.A. in English as well as B.A. in English 

teaching at the University of Costa Rica. Their study aims to establish whether 

or not the teaching of grammar, according to the students‟ opinions, helped 

them improve the accuracy of their writing during their first two courses in 

composition (ibid). In order to determine whether the students‟ views were 

consistent with their grammar accuracy, they had to analyze some of the 

students‟ writing samples. The results indicate that there was no 

correspondence in some areas (ibid). According to Cubillo and Hernández 

(9171: p.772), even after having finished Grammar I, students still continued 

to make errors, which suggests that they had not quite acquired the grammar 
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structures. There is not enough time for students to practice the grammar 

structures in class and to internalize these structures and apply them accurately 

in their writings. Although students had passed the grammar course 

acceptably, they still made a great deal of errors in their compositions. 

Students believed the Grammar I topics to be beneficial; yet, they still 

composed incorrect sentences (ibid). For instance, there were students who 

failed the writing courses, after having passed the course in grammar with 

high marks. Students of the Grammar I course were able to identify the 

grammar structures which they had studied in class; however, they were 

unable to produce them appropriately in their writings. In the Grammar I 

course, teachers taught traditional prescriptive grammar and teachers, in 

general, use the same method in teaching grammar. Based on Cubillo and 

Hernández‟s study, the researcher believes that teaching grammar in isolation 

is not enough to improve the students‟ writing competence. There should also 

be time for writing activities, if not in the classroom, at least as homework. 

In their experiment, Muhammed and Nair (9176) investigate the 

pragmatic competence of Nigerian undergraduates for ESL writing skills. The 

instruments used were descriptive essays and focus group interview questions. 

Four hundred and two undergraduates participated in the study which also 

contained a T-test. The results of the experiment indicate that more than half 

of the students had difficulty regarding pragmatic competence, which he 

implied could be because those students were unaware of the socio-pragmatic 

and pragma-linguistic practices in the skill of ESL writing. Students used 

writing mechanics, grammar, and the structuring of sentences incorrectly; 

therefore, they showed to have limited knowledge about pragmatics which 

hindered their socio-pragmatic and pragma-linguistic fluency in ESL writing. 
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Muhammed and Nair (9176: p.961) believe that the reason for their errors 

could lie in the learning aspects, cultural specification, and the academic 

situations which have had a serious effect on the Nigerian students‟ mastery of 

linguistic rules related to ESL writing skills.  

Mahmood (9176) conducted a study on evaluating EFL learners‟ 

writing skills using error analysis. According to Mahmood (9176: p.71), on the 

writing skills and writing errors side, EFL is not studied enough in Kurdistan. 

The study aims at (7) identifying, analyzing, and evaluating errors made in 

writing, (9) explaining the causes and sources for these errors, and (3) 

discussing how the EFL materials have an effect on these writing errors. In the 

experiment, he used a Cambridge standard writing test to see the EFL 

learners‟ writing skills. Third-year students from two universities in Kurdistan 

were chosen, and in the experiment, it was found that students have a serious 

problem in (7) writing, (9) grammar, (3) vocabulary, and (1) spelling, as well 

as (1) pronunciation weaknesses. Like Bennui (9118), Mahmood (9176: p.78) 

also states that EFL learners‟ L7 is one of the main causes of their writing 

errors. Simplification, omission and overgeneralization are other factors which 

cause students to make error in writing. Errors are made due to EFL learners‟ 

pronunciation and lack of spelling knowledge. Mahmood (9176: p.72) believes 

that the source of students‟ punctuation errors is ignorance of the rules either 

from the teachers, learners, or the materials. Therefore, it can be concluded 

that when students are not fully aware of punctuation rules, whether it be the 

fault of the teachers, the materials, or the students themselves, they tend to 

make errors in writing. Another conclusion which can be made from 

Mahmood‟s study is that a students‟ first language interferes with their writing 

and is one of the main causes of their writing errors.  
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Another study was conducted by Singh, Singh, Razak, and Ravinthar 

(9171) on the educational system in Malaysia which demands students to be 

equipped with thorough grammar so that they can write good essays in the 

examination. Singh et al. (9171: p.76) believe that despite learning English in 

primary and secondary schools, in the higher learning institutions, students 

tend to make some grammatical errors in their writings. In their study, the 

grammatical errors made by junior students in their writing are presented in 

which the participants consisted of a group of Diploma students who took a 

university entrance exam. In this experiment, one hundred and forty-four 

essays written by the students were collected and analyzed by means of 

content analysis. The results of this study illustrate that the most common type 

of errors were subject-verb agreement and tense, among other not so common 

errors, such as noun, preposition, adjective, article, pronoun, adverbs and 

conjunctions, as students over-generalized and understood that the tenses 

could be used interchangeably (ibid). Singh et al. (9171: p.76) state that 

another common error which was found was the students‟ construction of 

complex sentences as they did not include essential (a clause needed for the 

sentence to make sense) and nonessential (a clause not necessary for the 

sentence to make sense) clauses. Although errors are expected in the process 

of learning, it is extremely important to identify the reason behind their 

occurrence, and if teachers do not teach strategies to help students understand 

the concept of subject-verb agreement, tenses, and essential  and nonessential 

clauses, then these students will continue to make these errors in their tertiary 

education. Findings in the currently mentioned research may have useful 

implications for teachers of English language because understanding students‟ 

learning difficulties and giving them an appropriate grammar instruction is a 

key factor to effective teaching for ESL/EFL teachers. Teachers can have 
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students do in-class activities focusing on the features that most of them have 

trouble with.  

While many researchers believe that grammar correction is vital in 

understanding the students‟ grammatical abilities, this next researcher believes 

it to be completely useless. Truscott (7226: p.361), who begins his experiment 

with a presentation of research on grammar correction, concludes that there is 

a great deal of evidence which stands against the benefits of correction, and 

there is no evidence for it. According to Truscott (7226: p.361), teachers 

should not correct the grammatical errors students make in their writings 

because he believes it is not effective or helpful in any way. Students could 

improve their accuracy through experience with the target language or in 

reading and writing. However, in a recent study conducted by Qosayere 

(9171), it is shown that grammar correction has a positive effect on the 

students‟ writing skills. The main goal of Qosayere‟s (9171) research is to 

examine whether grammar correction affects the development of students‟ 

writing skills positively or negatively, using a qualitative approach. The focus 

group was dealt out to first cycle students and the teachers were interviewed. 

The results suggest that the students, as well as the teachers, were aware of 

how important grammar correction is for the development of the students‟ 

writing. The literature basis of Qosayere‟s (9171) study was the claim that 

grammar correction does not affect students‟ writing courses; among scholars 

that agree with this claim is John Truscott, as mentioned previously. However, 

the findings of Qosayere‟s (9171) research show the opposite of what those 

scholars believed. The research tools used in Qosayere‟s (9171: p.961) study 

(focus group and interview) show that the teachers‟ feedback and correction of 

grammar both have a positive effect on the development of the students‟ 
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writing. The researcher also believes that teachers should correct their 

students‟ writings because it helps both the teachers and the students know 

what areas of grammar the students are weak in. However, the teacher should 

not be harsh in their correction and should let students know the aim of 

correcting their writings.  

The studies mentioned above have been conducted to either evaluate 

students‟ grammatical competence or evaluate students‟ writing skills, or both, 

and each study has been done differently focusing on different parts of 

grammar. There was one researcher, (Truscott, 7226), who claimed that 

teachers should not correct the grammatical errors made by students in their 

writings, at all, because he believed that it is not effective or helpful in any 

way. This study aims at evaluating junior students‟ grammatical competence 

and their ability to apply grammatical features in writing in order to identify 

their areas of strength and weakness in grammar. It is not enough to know the 

grammatical rules; students must also be able to apply these rules in their 

writing. This study will focus on what is believed to be the most important 

aspects of grammar and will test the students accordingly. Most of the 

previous studies used both quantitative and qualitative approaches; however, 

this study will only use a quantitative one. 
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Chapter Three 

Methodology and Analysis 

 

 

3.7 Introduction  

As writing is one of the important skills in mastering a language, 

students must be competent enough in that aspect of language because, in 

addition to its significance in education, writing is used as one of the main 

means of communication today. This study was designed to evaluate the 

grammatical competence of students in the English Department at the College 

of Languages at University of Duhok. In order for the hypotheses made at the 

beginning to be confirmed or refuted, an experiment was conducted by first 

testing college junior students‟ grammatical competence using a paper-and-

pencil test and then collecting their written essays to check their grammatical 

performance in writing after three years of college training. From the results 

provided, teachers can decide with which teaching techniques they wish to 

proceed. If the previously mentioned hypotheses are proven to be correct, then 

the teachers in the English Department at the College of Languages should 

probably change or improve their teaching techniques. In this chapter, the 

methodology of this experiment will be explained, the way in which it was 

carried out, the instruments that were used, and the data which were collected 

for this research. This study will also discuss who the students that 

participated in the study were and where the study was conducted. 
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3.7.7 Quantitative and Qualitative Approaches 

Newman (9171) and many others agree that a quantitative approach 

means gathering data in numbers and a qualitative approach means gathering 

data in words or pictures. Researchers investigate hypotheses in a quantitative 

study by analyzing numbers from the trials, and the emphasis is on calculating 

variables and testing hypotheses accurately; however, in a qualitative study, 

researchers focus on carrying out detailed investigations of specific cases that 

occur naturally in life (Newman, 9171: p.16). According to Newman (9171: 

p16), the investigation of a hypothesis can be more than a plain true or false 

answer because it includes the knowledge that some hypotheses are true in 

some cases or under specific circumstances and not others. This can be valid 

for every study that has been carried out in the past or will be done in the 

future, whether it is quantitative or qualitative. Some researchers use both 

approaches at the same time which is known as “mixed methods”. According 

to Wisdom and Creswell (9173: p.7), “mixed methods” refers to a developing 

methodology of research which progresses the systematic mixing of both 

quantitative and qualitative data in one study. The key evidence of this 

approach is that in applying it, more complete use of data is permitted than in 

collecting and analyzing quantitative and qualitative data separately (ibid). 

Wisdom and Creswell (9173: p.3) present some advantages of integrating both 

quantitative and qualitative approaches in one study, such as (7) it compares 

the data of both approaches, (9) it displays the participants‟ viewpoint, (3) it 

promotes academic interaction, (1) it offers methodological flexibility, and (1) 

it gathers data which is rich and comprehensive. However, it can also increase 
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the difficulty in assessment, it may need a multidisciplinary team of 

researchers, and it needs a lot of resources (Wisdom and Creswell, 9173: p.1).    

3.7.9 Importance of Tests 

Tests are important for assessing students‟ ability in language skills and 

according to Chung (9171: p.36), teachers must develop test materials that 

have good quality. Leona (9171: para. 7) states that since tests have such a big 

role at the entry and exit level of college, they cannot be ignored. Tests are 

very beneficial for students because they help them revise the ideas that they 

were taught during the whole term as well as help them understand ideas that 

they did not understand during the learning process (ibid). According to 

Chung (9171: p.32), there are three types of academic grammar tasks in tests. 

The first one is fill-in-the-blank in which the teacher provides a sentence with 

a blank space, and the student is required to fill in that blank to complete the 

sentence correctly. This type of test is used to assess students‟ knowledge of 

English articles and prepositions which are misused by learners of English 

(ibid). However, other items of grammar can be assessed through fill-in-the-

blank tests as well. The second type is when students are asked to use the 

given word(s) to change their form, which is done for the purpose of 

evaluating the students‟ knowledge of English tenses (ibid). The last type of 

task in a test is rearranging words correctly, in which the teachers provide 

jumbled words and the students are asked to put those words in the right order 

to make a complete and correct sentence, which is done to evaluate the 

students‟ skills in producing complex English syntactic structures like relative 

clauses and WH-questions (Chung, 9171: p.11). There are some other types of 

tasks in tests according to Kitao and Kitao (7226), such as multiple-choice 
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tests, error correction, transformation items, and sentence combining. This 

study applied some of the test types mentioned above, not all of them. 

 

3.9 Instruments  

The only instruments required for this study were, a paper-and-pencil 

test, a classroom, and essays written by students, in addition to the participants 

who were junior college students. For the first part of the study, students took 

a grammar test on paper and handed them to the researcher when they had 

completed it. This test aimed at evaluating the students‟ grammatical 

competence, and it contained ten questions, each covering one aspect of 

grammar, such as tenses, pronouns, prepositions, coordinators, concord, 

comparative and superlative forms, quantifiers, gerund and infinitives, articles, 

and modals. The questions were in the form of either a multiple-choice 

question, fill-in-the-blank question, asking students to change the verb form, 

or asking them to change the adjective form (See appendix 3 for more detail).  

For the second part, the students wrote a short essay for the final exam as 

required by their Academic Writing teacher. The topic of the essay was 

whether or not success is related to money. There was no fixed length for the 

essay.  These essays were collected and corrected by the researcher to evaluate 

the students‟ grammatical competence in writing. The reason behind 

collecting essays written by students in their final exam was to investigate 

whether or not students could accurately apply the grammar rules they had 

learned in Grammar in writing. Another tool which this study used was a 

suitable software, known as SPSS (Statistical Package for the Social 

Sciences), and it was used for the analysis of the data. The SPSS software 
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helped in calculating the mean value, the standard deviation, and the average 

mean. 

 

 

 

3.3 Participants 

The students who partook in this study were junior students at the 

English Department at the College of Languages at Duhok University, which 

was where the study took place. The University of Duhok is located in the city 

of Duhok, which is a city in Iraqi Kurdistan. The test was taken in a classroom 

in the English Department. The reason that only junior students were chosen 

for this research was that it was believed that since they were taking Academic 

Writing, they were more familiar with writing than freshmen and sophomores. 

Also, since seniors did not have a subject on writing, they were not suitable 

for this experiment because authentic essays, written by students, were 

required. All three junior groups were selected for this research, and there 

were ninety-three students in all. Twenty-eight students were from group A, 

thirty-one were from group B, and thirty-four were from group C. The 

sampling strategy used is known as “purposive sampling”, which according to 

Cohen, Manion, and Morrison (9111), refers to choosing participants because 

they meet particular criteria which you are seeking for your study. Whether 

the students were male or female was not taken into consideration for this 

research because it was believed that it would not affect the results. The 

experiment had a mixture of both male and female students, and therefore, 

were all treated equally gender-wise. It would have been fascinating to 

examine the results based on gender as well; nevertheless, this was not done in 
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this study, as it was not of importance to this study. The participants of this 

research had studied (3) hours of grammar and (9) hours of writing each week 

for the duration of their junior year, and they had also studied grammar their 

freshman and sophomore years.  

 

 

3.1 Data Collection  

This study employed a quantitative approach in analyzing its data. The 

data which the researcher collected for this study were the results of a 

grammar test taken by each third-year student at the end of the academic year 

and essays which each one of them had written for their Academic Writing 

final exam. These data were then taken to be corrected by the researcher and 

inputted into the computer which were later analyzed using the SPSS 

software. First, the researcher corrected all of the students‟ tests and essays 

and then recorded the correct and incorrect answers from the test as well as the 

grammatical errors made by students in their essays. The researcher then 

inputted these recorded data into the computer. The SPSS software analyzed 

all the correct and incorrect answers in the grammar test and all the grammar 

errors made by students in their written essay, which were then converted into 

tables. A descriptive analysis was used.  Through the SPSS software, the 

researcher found the means value of the correct answers for each blank of 

each question of the grammar test as well as the average mean for the overall 

question. Similarly, using the SPSS software, the researcher was able to 

calculate the number of students who had applied certain grammar items 

correctly in their written essays, the number of students who had misused 
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certain grammar items in their written essays, and the means value of the 

correct use of a particular grammar item. 

 

3.1 Procedures  

The researcher first chose all junior students from the English 

Department at the College of Languages at Duhok University for the 

experiment and evaluated their grammatical competence using a paper-and-

pencil test. This test was taken at the end of the academic year (9178) because 

the researcher thought it best to allow the students to finish their course in 

Grammar and Academic Writing. The test contained ten questions covering 

the most important aspects of grammar because they are considered the most 

relevant ones to academic writing (Ho and Duong, 9171; Fareed, Ashraf, and 

Bilal, 9176; and Roshni, 9171). Students had studied these features during the 

past three years, and they include tenses, pronouns, prepositions, coordinators, 

concord, comparative and superlative forms, quantifiers, gerund and 

infinitives, articles, and modals. In order to verify the validity of the test 

questions, the researcher consulted three content experts. A pilot study was 

not carried out for this research as the researcher got the test questions from 

online English tests and an experienced lecturer in the English Department at 

the College of Languages at the University of Duhok who had used them 

many times to test his students‟ competence in grammar. Also, the common 

errors found in studies by  Fareed, Ashraf, and Bilal (9176), Ho and Duong 

(9171), Roshni (9171),and Pesce (n.d.), are tenses, articles, subject-verb 

agreement, prepositions, incorrect use of word classes, singular and plural, 

sentence structure, the use of informal and spoken language, word forms, verb 

forms, collocations, spelling, punctuation, gerund and to-infinitive, misuse of 
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adverbs and adjectives, degrees of adjectives, omission of words, and word 

order, which seem like the most difficult grammatical items for any ESL/EFL 

learner. Therefore, the questions which were used to evaluate students‟ 

grammatical competence were believed to be reliable, as they covered most of 

the grammar items as mentioned earlier. This does not mean, however, that 

the other items are not relevant in writing. The students did not have any 

difficulty with understanding the questions as they were familiar with such 

tests regarding the form of the questions and the terms used. In the grammar 

test, students were required to fill in the blanks, choose an answer from 

multiple choices and accurately change the form of words. Each group of 

students was tested separately, nevertheless, all in one day. Then the 

researcher collected the tests on the same day that the students had taken them 

and took them to correct. The researcher manually corrected all of the 

students‟ answers to the grammar test using an answer key to each question. 

The correction process lasted for three days, the researcher spent one day 

correcting each group‟s tests, and three groups were participating in the study. 

The students were also each asked to write an essay for their Academic 

Writing class in the final exam which the researcher collected afterward. The 

topic of the essay was the same for all of the students (is success related to 

money?). The researcher did not collect the essays right away because the 

Academic Writing teacher was to collect and correct them first. Even though 

the teacher of the subject had corrected the essays, the researcher also 

corrected them afterward for research purposes. Again, the correction process 

lasted for three consecutive days. When correcting the essays, the researcher 

took into consideration all of the ten grammatical items used in the test, as 

well as any other grammatical item which may have surfaced. Because the 

students‟ written essays may not have contained all the important aspects of 
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grammar to be analyzed, a test focusing on those aspects was also given to 

students to take. These tests were to evaluate students‟ grammatical 

competence and see whether or not they can successfully apply what they 

know about grammar in their writing. Many students are aware of 

grammatical rules and structures; however, when it comes to using them in 

writing, they are incompetent. Therefore, teachers should plan practice 

activities for students to do in the classroom and even encourage them to do 

outside the classroom. After correcting both the grammar test and essays, the 

researcher entered all of the students‟ results into the computer. The researcher 

entered the students correct and incorrect answers into the computer by 

numbering them from (S7-S23). The researcher named each blank by its order 

in a question, for example “blank 7” was given the code (B7) and so on. This 

study used the SPSS software to analyze the recorded data in order to find out 

the students‟ areas of strength and areas of weakness in grammar. Finally, the 

researcher compared the results of the tests and the results of the essays to see 

whether students are only aware of grammar rules, or if they are also able to 

apply these rules in writing successfully. 

 

3.6 Data Analysis  

Using the SPSS software, the researcher was able to calculate the 

percentage of the most and least errors made by students, in the grammar test 

and their essays. The researcher inserted the students‟ correct and incorrect 

answers of the grammar test and the grammatical errors which they had made 

in their written essays into the SPSS software. Afterward, the SPSS software 

calculated the mean of the correct answers in the grammar test as well as the 

mean of the students who had applied grammatical items accurately in the 
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essay test. The software also calculated the sum of the students with the 

correct answers in the grammar test along with the sum of the students who 

had used certain grammatical items correctly and incorrectly in the essay test, 

and finally the standard deviation. These calculations were then displayed in 

numerous tables. However, only the mean value of the correct answers is of 

importance in this study as the purpose is to evaluate the grammatical errors 

made in the grammar test and the essay test so as to find out the students‟ 

areas of strength and weakness.  

The results of the experiment show that the students had the most 

difficulty with prepositions in the grammar exam and the least difficulty with 

pronouns. In their essays, the majority of students made errors in using 

articles; however, the least number of errors were made in using coordinators. 

The overall results show that students made more errors in the grammar test 

than in their written essays. However, students had avoided complex 

grammatical items in their writing which is why they performed better in the 

essay test. 
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Chapter Four 

Results and Discussion  

 

1.1  Introduction      

As stated in the Data Analysis of the previous chapter, students made more 

errors in the grammar test than in their written essays. In this chapter, this 

study will discuss in detail the results of the students‟ grammar test and essay 

test. In the grammar test, students had the least trouble with pronouns, (11%) 

of students answered the question concerning pronouns correctly. However, 

only (72%) of students answered the question regarding prepositions correctly; 

this was the least correctly answered question in the grammar test. On the 

other hand, the least errors made in the students‟ essays were related to 

coordinators, (21%) of students did not make any coordination errors at all. 
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However, the same cannot be said for articles as only (39%) of students used 

articles correctly in their essays. In the tables below, Valid and Missing refer 

to the number of students who took the grammar test. The Sum refers to how 

many students answered a grammatical feature correctly in the grammar test. 

The Mean is the percentage of students who answered a blank correctly in the 

grammar test and who applied a grammar feature accurately in the essay test. 

The Standard (Std.) Deviation is the percentage of how much the students 

differed from the mean value for the group. The Average Mean refers to the 

percentage of the overall correct answers of all the students on the whole 

question of the grammar test. The Correct Sum is the total number of students, 

out of 23, who used a grammatical item accurately in their essay. The 

Incorrect Sum is the total number of students who used a grammatical item 

inaccurately in their essay. However, in this study, only the Mean value and 

the Average Mean will be considered and discussed. 

 

1.7 Results and Discussion 

The results for Question 7 of the grammar written test, which was about 

tenses, are presented in table (7) below, while table (9) below, displays the 

results of the essay test: 
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 (B= blank, N= number of students, std. Deviation= standard 

deviation, Sum= sum of students with correct answers, S.Pst.= Simple 

Past, Pst.Perf.= Past Perfect, P.P.C.= Present Perfect Continuous, 

Pres.Perf.= Present Perfect, S.Futr.= Simple Future, F.P.C.= Future 

Perfect Continuous, S. Pres.= Simple Present) 

 

 

 Table 7: Question 7 (Tense) in Grammar Written Test 

 

B7 

S.Pst 

B9 

Pst.Perf. 

B3 

S.Pst 

B1 

P.P.C. 

B1 

Pres.Perf 

B6 

S.Futr 

B1 

S.Futr 

B8 

F.P.C. 

B2 

P.P.C. 

B71 

Pres.Perf. 

B77 

S.Pres. 

N Valid 23 23 23 23 23 23 23 23 23 23 23 

Missing 1 1 1 1 1 1 1 1 1 1 1 

Mean .61 .16 .69 .77 .96 .18 .92 .11 .11 .71 .31 

Std. 

Deviation 

.111 .911 .181 .377 .111 .119 .116 .111 .911 .921 .187 

Sum 69 6 18 71 91 11 91 1 1 2 33 

Average 

Mean 

.91 

 

 

 Table 9: Students’ Written Essays 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Tenses 12 11 .13 .119 

Pronouns 62 91 .11 .111 

Prepositions 13 11 .11 .128 

Coordinators 88 1 .21 .991 

Concord 31 12 .31 .181 

Degrees of Adjectives 38 11 .17 .121 

Quantifiers 81 8 .27 .989 

Gerund/To-Infinitive 63 31 .68 .111 

Articles 31 63 .39 .111 

Modals 87 79 .81 .331 



71 
 

 

 

The results for tenses which were used in the essays are demonstrated in table 

(3) below: 

 

 Table 7 shows that the students made many errors concerning tenses. There 

were eleven blanks in question one of the grammar test, and all of them were 

tenses. The first and third blanks were the only ones which more than half of 

the students got correct, (616) answered (blank 7) correctly and (696) 

answered (blank 3) correctly. Blanks (7) and (3) both regarded simple past 

tense, which almost every second language learner is familiar with. There are 

some tenses such as (future perfect continuous), which was used in (blank 8) 

that is not that common for many second language learners, and for this 

reason, (16) of them answered (blank 8) correctly. All together the students 

only got (916) of the first question correct. On the other hand, as Table 3 

indicates, (136) of students used tenses correctly in their written essays. 

Although more students used tenses correctly in their essays than in the 

Singular/Plural 12 11 .13 .119 

Auxiliaries 11 32 .18 .126 

Word Order 89 77 .88 .391 

Valid N (listwise)     

 Table 3: Students’ Written Essays (Tenses) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Tenses 12 11 .13 .119 
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grammar test, this does not mean that they do not know the grammatical rules 

of tenses but somehow subconsciously use them correctly in actual writing. 

The data suggest that they try to avoid using difficult tenses in their writings 

and only use simple tenses, such as simple present, simple past, and simple 

future, as opposed to the grammar test in which only five blanks were either 

simple present, simple past, or simple future tense. It was found that, in their 

essays, only (916) of students had used tenses other than simple present, 

simple past, and simple future; however, the tenses that were used by those 

students were present perfect and present continuous, which still suggests that 

they were playing it safe with their usage of tenses. Even though more than 

half of the students used tenses correctly in their essays, (116) of them did 

misapply them, which means that almost half of the students still do not 

understand how to use tenses properly in writing. A few other errors were 

found in the students‟ essays concerning tenses. (996) of students had misused 

the present tense, (736) of students had applied the passive voice inaccurately, 

and (16) of students had incorrectly used the past participle. Similarly, in 

Singh, Singh, Razak, and Ravinthar‟s (9171) study, it was found that students 

could not manage to use the correct tense when asked to write a report based 

on stimuli which they had been given. The students failed to change the verbs 

in the text into past tense (Singh, Singh, Razak, and Ravinthar, 9171: p.99). 

The results for question 9 about English pronouns are demonstrated in 

tables (1) and (1) below: 

 

  

                        Table 1: Question 9 (Pronouns) in Grammar Written Test 
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B7 & B9 

Possessive-

Personal 

B3 & B1 

Indefinite 

 

 

B1 & B6 

Reflexive 

 

 

B1 & B8 

Possessive- 

Personal 

B2 & B71 

Possessive-

Demonstrative 

N Valid 23 23 23 23 23 

Missing 1 1 1 1 1 

Mean .81 .16 .86 .81 .19 

Std. Deviation .361 .122 .312 .311 .126 

Sum 12 19 81 18 32 

Average Mean .11 

 

 

The data in Table 1 and Table 1 illustrate that most of the students are, to 

some extent, competent in the use of pronouns. There were (116) of students 

who answered the questions concerning pronouns correctly in the grammar 

test, and (116) who applied them accurately in the essay test. However, only 

(196) of students answered demonstrative pronouns correctly, and (166) of 

them answered indefinite pronouns correctly in the grammar test. Also, only 

(376) of students used indefinite pronouns and (16) used demonstrative 

pronouns in their essays. Similarly, according to the students‟ essays, no more 

than (316) of students used the relative pronoun Who, while other relative 

pronouns were used by just (16). There were also other pronouns used in the 

essays, although by a very small percentage, such as reflexive pronouns, 

which were used by only (66) students, possessive pronouns, which were only 

used by (36) students, and reciprocal pronouns, which were used by (76) of 

students.  While the data in Table 1 and Table 1 propose that only a small 

 Table 1: Students’ Written Essays (Pronouns) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Pronouns 62 91 .11 .111 
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percentage of students did not answer questions regarding pronouns accurately 

or use them in their essays overall, students should still be given more 

opportunities to practice pronouns so as to help the remaining students be 

competent because, as the data suggest, most of the students who were 

competent in the application of pronouns, were only competent in the use of 

personal and reflexive pronouns in the grammar test and were only competent 

in using personal and the relative pronoun Who in the essay test. This indicates 

that, when given a chance to write freely, these students tend to remain 

restricted in the usage of pronouns.  

The results for prepositions of question 3 of the grammar test and the 

students‟ use of those prepositions in their essays are shown in tables (6) and 

(1) below: 

 

 

 

 Table 6: Question 3 (Prepositions) in Grammar Written Test 

 

B7 

on 

B9 

over 

B3 

At 

B1 

under 

B1 

for 

B6 

against 

B1 

on 

B8 

from 

B2 

at 

B71 

about 

B77 

in 

B79 

over 

B73 

for 

B71 

on 

B71 

to 

B76 

to 

B71 

into 

N Valid 23 23 23 23 23 23 23 23 23 23 23 23 23 23 23 23 23 

Missing 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 

Mean .71 .71 .16 .91 .96 .78 .32 .79 .79 .71 .71 .12 .11 .91 .12 .73 .11 

Std. Deviation .36

1 

.31

2 

.19

1 

.111 .11

1 

.382 .12

1 

.39

1 

.39

1 

.312 .31

2 

.98

9 

.99

1 

.13

1 

.98

9 

.33

1 

.11

1 

Sum 71 76 17 72 91 71 36 77 77 73 73 8 1 93 8 79 1 

Average Mean .72 

 Table 1: Students’ Written Essays (Prepositions) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Prepositions 13 11 .11 .128 
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In Table 6, the data indicate that the students‟ overall performance of 

prepositions was unacceptable as only (726) of them answered questions 

regarding prepositions accurately. The only preposition which was correctly 

answered by (166) of students was the preposition of place at. The rest of the 

prepositions were only answered accurately by a very small number of 

students. The preposition of direction into was not answered correctly by any 

of the students. In their essays, (116) of the students used prepositions 

accurately; however, the types of prepositions in which they used were 

awfully limited, such as in, with, and by. There were other prepositions, such 

as on, at, against, about, without, from, for, between, and after which were 

applied by very few students. Some other students used by and about where 

with was supposed to be. Prepositions of direction were only used by (96) of 

students. From the data in Table 6 and Table 1, it can be concluded that 

students are somewhat aware of the prepositions of place and time, as well as 

agent prepositions. On the other hand, they are very weak in the usage of 

preposition of direction because, as the data illustrate, not one student 

answered them correctly in the grammar test, and only two students used them 

in the essay test.  

Question 1 was about coordinators in English. The results for students‟ 

answers of coordinators in the grammar test, and the students‟ ability to use 

them correctly in their essays are shown in tables (8) and (2) below 

respectively: 

 

  

 Table 8: Question 1 (Coordinators) in Grammar Written Test 
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The data in Table 8 display to what extent the students are aware of 

coordinators. It appears that out of the 23 students, only (916) of them were 

able to answer the questions regarding coordinators accurately. In the 

grammar test, students were given a short passage in which the coordinators 

were missing, and they were asked to fill in the blanks; however, most of the 

students were unable to do so correctly. Half of the students answered the first 

blank correctly as the correct answer was the coordinator because. In contrast, 

only (26) of students answered (blank 6) accurately in which the correct 

answer was the coordinator yet. Although (216) of the students used 

coordinators correctly in the essay test, as according to Table 2, most of them 

used the coordinators and, but, and/or because. After careful analysis of the 

essays, it was found that very few students had used coordinators other than 

and, but, and because in their essays. The coordinators or and yet were used 

by only (96) and (36) of students respectively. While it is obvious that students 

 

B7 

for/because/as 

B9 

and 

B3 

nor 

B1 

but 

B1 

or 

B6 

yet 

B1 

So 

N Valid 23 23 23 23 23 23 23 

Missing 1 1 1 1 1 1 1 

Mean .17 .31 .71 .31 .71 .12 .72 

Std. Deviation .113 .181 .361 .167 .921 .989 .321 

Sum 11 31 71 98 2 8 78 

Average Mean .91 

 

 Table 2: Students’ Written Essays (Coordinators) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Coordinators 88 1 .21 .991 
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are competent in using some of the coordinators, teachers should help make 

them aware of other coordinators which they are weak in, such as or and yet 

so as to avoid repetition in writing as repetition can be boring for the readers. 

 

The results for question 1 of the grammar test which was about concord, 

and the students‟ competence in using concord rules in their written essays are 

presented in tables (71) and (77) below:  

(Cltv.N= Collective Noun, Cmpd. N.= Compound Noun, Indf.Prn= 

Indefinite Pronoun) 

 

 Table 71: Question 1 (Concord) in Grammar Written Test 

 

B7 

Double Title 

B9 

Cltv. N. 

B3 

Fraction 

B1 

Proximity 

B1 

Indf. Prn. 

B6 

Cltv. N. 

B1 

Indf.Prn. 

B8 

Indf.Prn. 

B2 

Cmpd. N. 

B71 

Distance 

N Valid 23 23 23 23 23 23 23 23 23 23 

Missin

g 

1 1 1 1 1 1 1 1 1 1 

Mean .37 .69 .31 .72 .11 .11 .38 .69 .11 .39 

Std. Deviation .166 .181 .167 .321 .117 .111 .181 .181 .911 .111 

Sum 92 18 98 78 11 17 31 18 1 31 

Average Mean .32 

 

 

 

 Table 77: Students’ Written Essays (Concord) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Concord 31 12 .31 .181 
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According to the data shown in Table 71 and Table 77, students performed 

very poorly in both the grammar test and the essay test regarding concord. In 

the grammar test, only (326) of students answered the questions correctly, and 

only (316) applied them accurately in the essay test. However, in the grammar 

test, (blank 9) and (blank 6) were both subject-verb agreement of collective 

nouns, and were answered correctly by (696) and (116) of the students 

respectively. Similarly, (186) of students used the subject-verb agreement of 

collective nouns correctly in their essays. Moreover, (blank 1) and (blank 8) of 

the grammar test were both subject-verb agreement of indefinite pronouns, 

and were answered correctly by (116) and (696) of the students respectively. 

Yet, in their essays, only (336) of students applied subject-verb agreement of 

indefinite pronouns accurately. On the other hand, (266) of students had 

difficulty with (blank 2) of the grammar test, which was the subject-verb 

agreement of a compound noun, which was also not used by a single student 

in the essay test. Apart from the concord of collective nouns, almost half of 

the students had trouble with subject-verb agreement, especially the subject-

verb agreement of a compound noun, which could be because of the 

conjunction and in the phrase bread and butter which can be tricky for 

ESL/EFL learners. This is the result of a lack of practice in and outside of the 

classroom. These results are compatible with the findings of a study conducted 

by Tafida and Okunade (9176: p.91) and Singh, Singh, Razak, and Ravinthar 

(9171: p.97), as they found that many ESL learners make errors concerning 

subject-verb agreement. Therefore, teachers should focus on this point in the 

grammar classroom and, in turn, students should practice as much as possible 

so as to develop their performance in using concord in writing.  
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Below, in table (79), are the results for the degrees of adjectives of 

question 6 of the grammar written test: 

 

 

Table 79: Question 6 (Degrees of Adjectives) in Grammar Written 

Test 

 

B7 

Comparative 

B9 

Same Degree 

B3 

Comparative 

B1 

Superlative 

B1 

Comparative 

B6 

Superlative 

N Valid 23 23 23 23 23 23 

Missing 1 1 1 1 1 1 

Mean .11 .11 .89 .19 .83 .91 

Std. Deviation .167 .991 .382 .126 .312 .131 

Sum 61 1 16 32 11 93 

Average Mean .17 

 

Below, in table (73), are the results for students‟ use of degrees of adjectives 

in their essays: 

 

 

 According to the data in Table 79, students were weak in using degrees of 

adjectives. (176) of students answered questions regarding degrees of 

adjectives accurately in the grammar test. Blanks (7), (3), and (1) were 

questions about comparative adjectives, which (116), (896), and (836) of 

  

 

Table 73: Students’ Written Essays (Degrees of Adjectives) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Degrees of Adjectives 38 11 .17 .121 
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students answered correctly respectively; however, only (196) and (916) 

answered blanks (1) and (6) correctly, which were superlative adjectives, and 

only (16) of students answered the blank regarding adjectives to the same 

degree accurately. It seems that it is easy for students to add more before the 

adjective or -er at the end of the adjective, yet adding the most before the 

adjective or writing the + adjective + est or as + adjective + as appears to be a 

difficult task for them. Similarly, Table 73 illustrates that only (176) of 

students applied degrees of adjectives accurately in their essays. After careful 

analysis of the essays, it was found that (76) of them had used degrees of 

adjectives incorrectly, (116) of them had not used any form of 

comparative/superlative in their essays at all, and only (96) of the students had 

used adjectives to the same degree. It is imperative that students exercise 

degrees of adjectives regularly in order to be more familiar with their usage in 

writing because, like other grammatical aspects, inaccurate use of 

comparatives and superlatives makes writing appear strange and unnatural.  

 

The results for question 1 of the written grammar test, about English 

quantifiers are demonstrated in table (71) below: 

 

 Table 71: Question 1 (Quantifiers) in Grammar Written Test 

 

B7 

few 

B9 

much 

B3 

much 

B1 

a little 

B1 

some 

N Valid 23 23 23 23 23 

Missing 1 1 1 1 1 

Mean .99 .83 .37 .16 .33 

Std. Deviation .173 .312 .166 .117 .111 

Sum 91 11 92 13 37 

Average Mean .13 
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The results for quantifiers which were used in the essays are demonstrated in 

table (71) below: 

 

    

According to Table 71, more than half of the students had trouble with 

quantifiers. A mere (136) of students were competent in answering questions 

regarding quantifiers correctly in the grammar test. (836) of the students 

answered (blank 9) accurately in which the right answer was much; however, 

the right answer to (blank 3) was also much, yet only (376) of the students 

were able to get that one correct. This could be because students are taught 

that much comes with uncountable nouns, such as the sentence in (blank 9): 

We don’t have (much) time left. The word time, here, is an uncountable noun. 

In the sentence in (blank 3): He had so (much) on his mind that he couldn’t 

concentrate on the exam, the uncountable noun is not visible, and therefore, 

only few students were able to fill in that blank accurately. Similarly, in the 

essay exam, only (716) of students applied the quantifier much, though, it was 

only used with a visible uncountable noun, such as in the sentence in (blank 9) 

of the grammar test. Other quantifiers, such as few, a little, and some were 

only filled in correctly by (996), (166), and (336) of the students, respectively, 

in the grammar test. While (276) of students used quantifiers properly in their 

essays, some, many, and a lot were the only ones applied, apart from much 

 Table 71: Students’ Written Essays (Quantifiers)  

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Quantifiers 81 8 .27 .989 
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which only (716) of students used. It is important to mention that one student 

did manage to apply the quantifier little accurately in their essay. There were 

also few students who had used much instead of a lot and vice versa. 

Quantifiers can be confusing to non-native speakers of English, and therefore, 

they should be practiced as much as possible.  

As for question 8 of the grammar written test which was about gerund / 

to-infinitive, and the students‟ ability to use those phrases in writing, the 

results were as presented in tables (76) and (71) below respectively: 

 

 

Table 76: Question 8 (Gerund/To-Infinitive) in Grammar Written Test 

 

B7 

To-

Infinitive 

B9 

Gerund 

B3 

Gerund 

B1 

To-

Infinitive 

B1 

To-

Infinitive 

B6 

Gerund 

B1 

To-

Infinitive 

N Valid 23 23 23 23 23 23 23 

Missing 1 1 1 1 1 1 1 

Mean .87 .61 .31 .11 .61 .61 .63 

Std. Deviation .321 .111 .167 .122 .129 .129 .181 

Sum 11 69 98 17 16 16 12 

Average Mean .11 

 

 

 

    

 Table 71: Students’ Written Essays (Gerund/To-Infinitive) 

N=23 
Correct Sum Incorrect Sum Mean Std. Deviation 

Gerund/To-Infinitive 63 31 .68 .111 
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In question 8 of the grammar test, students were given a short paragraph 

missing either a gerund or to-infinitive in which they had to complete. As 

Table 76 above shows, more than half of the students were competent in 

filling in those spaces accurately; however, there were (136) of students who 

were unable to do so. It is clearly proven by the data that students are not 

better in using gerunds than in using to-infinitive, or vice versa, as (616) of 

students correctly filled in (blank 1), which required a to-infinitive, and (blank 

6), which required a gerund. Similarly, (616) of students correctly filled in 

(blank 9), which required a gerund, and (636) correctly filled in (blank 1), 

which required a to-infinitive. Relatedly, Table 71 indicates that the results of 

the use of gerund and to-infinitive in the essay test were not too different from 

the grammar test. It is shown that (686) of students were competent in 

applying gerund and to-infinitive accurately in their essays. According to the 

data of the grammar test, students made more errors concerning to-infinitive 

than gerund.  

However, the data of the essay test suggest that students made more 

errors concerning gerund than to-infinitive. Although errors were made 

regarding one form more than the other in both the grammar test and the essay 

test, the number of errors was very close for both tests. There was a total of 

(738) errors regarding to-infinitive and (739) errors regarding gerund in the 

grammar test; also, there was a total of (76) errors concerning to-infinitive, in 

the essay test, and a total of (99) errors concerning gerund. In both tests, the 

difference in the total of errors was only (6). Therefore, stating that students 

are neither stronger nor weaker when it comes to using gerund or to-infinitive, 

is accurate. It can also be said that a good number of students do not know 

how gerund and to-infinitive are used. 
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Question 2 tested students‟ ability to use appropriate articles. The 

results in both the written grammar test and the written essays were as in 

tables (78) and (72) below respectively:  

 

 

 Table 78: Question 2 (Articles) in Grammar Written Test 

 

B7 

the 

B9 

a 

B3 

∅ 

B1 

the 

B1 

∅ 

B6 

the 

B1 

a 

B8 

a 

B2 

∅ 

B71 

a 

B77 

the 

B79 

the 

B73 

the 

B71 

an 

N Valid 23 23 23 23 23 23 23 23 23 23 23 23 23 23 

Missing 1 1 1 1 1 1 1 1 1 1 1 1 1 1 

Mean .61 .13 .31 .12 .71 .92 .83 .91 .37 .62 .16 .13 .11 .11 

Std. Deviation .111 .116 .181 .121 .312 .116 .312 .131 .166 .166 .117 .119 .119 .111 

Sum 69 68 31 11 76 91 11 93 92 61 13 12 11 62 

Average Mean .11 

 

 

Overall, students had difficulty with using English articles in the grammar test 

as well as in the essay test. Table 78 shows that only (116) of students were 

able to answer the question concerning articles accurately in the grammar test. 

Similarly, Table 72 indicates that just (396) of students were competent in 

applying articles correctly in writing. According to the data in Table 78, the 

article which students had the most trouble with was the zero article (∅) and 

 Table 72: Students’ Written Essays (Articles) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Articles 31 63 .39 .111 
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the articles with which they had the least trouble were the indefinite articles a, 

an. Correspondingly, according to students‟ essays, students applied the zero 

article inaccurately the most and applied the indefinite article an incorrectly 

the least. Most of the students could not distinguish the use of the definite 

article and the zero article; they had used the where ∅ was supposed to be and 

vice versa. The reason students had more difficulty with the definite article 

and the zero article than the indefinite articles could be because, as Miller 

(9111: p.89) stated in her study, the indefinite articles are less problematic to 

ESL students than the definite article the and the zero article because its use is 

limited to nouns which are singular and countable. According to Miller (9111: 

p.89), students do not apply articles randomly; instead, they choose articles 

depending on whether the noun is countable or uncountable.  

 

Question 71 was about English modals. The results for students‟ 

understanding of the correct use of English modals in the grammar written 

test, and their actual performance in their written essays are demonstrated in 

tables (91) and (97) below:  

 

Table 91: Question 71 (Modals) in Grammar Written Test 

 

B7 

needn‟t 

B9 

must 

B3 

should 

B1 

may 

B1 

might 

N Valid 23 23 23 23 23 

Missing 1 1 1 1 1 

Mean .33 .11 .18 .67 .31 

Std. Deviation .111 .119 .119 .121 .118 

Sum 37 11 11 11 39 

Average Mean .11 
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The data in Table 91 indicate that the students‟ overall performance of English 

modals was weak. In the grammar test, students were given a multiple-choice 

question regarding modals, and only (116) of students answered them 

accurately. Though the data in Table 97 show that (816) of students applied 

English modals correctly in their essays, can, should, and will were the only 

ones used by most of them. Nonetheless, could, would, and might were also 

correctly applied by (66), (36), and (16) of the students respectively. Similarly, 

in a study done by Russell (9171), it was found that not many ELLs had used 

the modal would and L7 students had used it more frequently. Moreover, must 

and may were each used by (7) student. However, the low numbers indicate 

that less than (71) students, out of (23), were capable of using modals, other 

than can, should, and will, in their writing. These findings match those by 

Kader, Begi, and Vaseghi (9173: p.719), where college students were seen to 

have used the modals can and will the most in their writings, and furthermore, 

in choosing a modal of necessity, certainty, and/or obligation, should was used 

more frequently.  

 

 Table 97: Students’ Written Essays (Modals) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Modals 87 79 .81 .331 
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Other grammatical errors that were found in the students‟ essays which 

were not present in the grammar test are presented below in tables (99), (93), 

and (91): 

 

 

 

 

There were grammatical errors found in the students‟ essays other than those 

present in the grammar test. According to the data in Table 99, (136) of the 

students knew when to make nouns singular and when to make them plural; 

yet, the rest of them did not. Similarly, as Table 93 suggests, (186) of students 

used auxiliaries correctly, and the remaining misused them, whether it was in 

the incorrect form or the incorrect auxiliary entirely. According to Table 91, 

word order was another error found in the essays. However, only (796) of the 

students mixed up the order of the words in their essays, whereas the others 

did not seem to have any trouble in that area.  

Similar errors were found in a study done by Fareed, Ashraf, and Bilal 

(9176). The highest number of errors found in Fareed‟s et al. (9176) research 

was made in grammar. The grammatical errors included incorrect use of word 

classes, prepositions, articles, tenses, subject-verb agreement, singular and 

 Table 99: Students’ Written Essays (Singular/Plural) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Singular/Plural 12 11 .13 .119 

 

 Table 93: Students’ Written Essays (Auxiliary) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Auxiliaries 11 32 .18 .126  Table 91: Students’ Written Essays (Word Order) 

N=23 Correct Sum Incorrect Sum Mean Std. Deviation 

Word Order 89 77 .88 .391 
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plural nouns, verbs, sentence structure, as well as the use of informal and 

spoken language (ibid). In another study conducted by Ho and Duong (9171), 

it was discovered that the most frequent errors found were tenses, word forms, 

verb forms, collocations, prepositions, spelling, subject-verb agreement, 

articles, and adjective & noun order. Similarly, in an article by Roshni (9171), 

it was found that the most common errors that students in India make, in 

writing, are incorrect use of verb forms, incorrect use of subject-verb 

agreement, not using commas with coordinators, not using punctuation and 

spelling correctly, and misplacing words, especially modifiers. In a website 

called Busy Teacher, an article was written by Pesce (n.d.), who had stated 

that many students make errors regarding tenses, prepositions, gerund and to-

infinitive, articles, misuse adverbs and adjectives, subject-verb agreement, 

singular and plural nouns, degrees of adjectives, omissions of words, and word 

order. The common errors found in all of these studies, including this 

research, are tenses, articles, subject-verb agreement, and prepositions, which 

seem like the most complicated grammatical items for any ESL/EFL learner. 

This does not mean, however, that the other items are not difficult for second 

language learners or relevant in writing.  

Table (91) below, illustrates the mean of the students‟ correct answers 

to all the grammatical items of the grammar test and their accurate application 

of the grammatical items in the essay test. Since some items were found in the 

essay test which were not present in the grammar test, they were marked as 

N/A, for (not available), in the Mean column for the grammar test. 
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Table 91 Difference between the Results of the Grammar Test and the Essay Test 

 

 

 

Acco

rding 

to 

Tabl

e 91, 

stude

nts 

perfo

rmed 

bette

r in 

the 

essay test than the grammar test regarding all grammatical items, except for 

degrees of adjectives, concord and articles, which they did better in the 

grammar test. However, students‟ performance of pronouns and concord were 

very close in both tests with a difference of only (16) and (96) respectively. 

Even though it seems that students performed better in the essay test than the 

grammar test, after thorough evaluation of the students‟ essays, it was clear 

that students did not actually do better in the essay test than the grammar test, 

instead, it was found that students had avoided using difficult grammar items 

so as to evade grammatical errors in their writing. 

 

Grammar Test Mean Essay Test Mean 

Tenses .91 % Tenses .13 % 

Pronouns .11 % Pronouns .11 % 

Prepositions .72 % Prepositions .11 % 

Coordinators .91 % Coordinators .21 % 

Concord .32 % Concord .31 % 

Degrees of Adjectives .17 % Degrees of Adjectives .17 % 

Quantifiers .13 % Quantifiers .27 % 

Gerund/Infinitive .11 % Gerund/Infinitive .68 % 

Articles .11 % Articles .39 % 

Modals .11 % Modals .81 % 

Word Order N/A Word Order .88 % 

Auxiliaries N/A Auxiliaries .18 % 

Singular/Plural N/A Singular/Plural .13 % 
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Chapter Five  

Findings, Conclusion, Pedagogical Implications, and 

Suggestions Further Research   
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1.1 Introduction  

This chapter offers a brief summary of the results found from the 

analyzed data. This study will suggest some pedagogical implications which 

may be of use to teachers of writing as well as teachers of grammar. This 

study will then conclude this chapter with a highlight of the main points of this 

research, a discussion of the limitations of this study, and suggestions for 

future research. 

 

1.7 Findings   

This study was initiated by a motivation to evaluate how competent 

students are in applying the grammar rules they have learned, in writing. Most 

EFL students in the Department of English are incapable of writing a well-

formed essay, even though they are aware of grammatical rules, which can be 

the result of their mother tongue interference or a lack of practice of these 

rules. Furthermore, when students are asked to compose an essay, they tend to 

avoid complicated grammatical forms so as not to make any errors, as is seen 

in the results of this research. According to the findings of this study, students 

had the most difficulty with prepositions in the grammar exam (which is 

similar to an experiment done by Yan (9111)) and the least difficulty with 

pronouns. On the other hand, the majority of students made errors in using 

articles, in their essays, and the least number of errors were made in the use of 

coordinators. The results of the grammar test showed that only (726) of 

students had answered questions regarding prepositions accurately; however, 

(116) of students had answered questions regarding pronouns correctly. A 
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percentage of just (396) students had applied articles correctly, in their essays; 

yet, (216) of students had managed to use coordinators accurately.  

Nonetheless, there were other grammatical items with which students 

had a great deal of trouble. It was found that more students had used tenses 

correctly in their essays (136) than in the grammar test (916). However, it does 

not necessarily mean that they are not aware of the grammatical rules of tenses 

but can apply them appropriately in actual writing. The data revealed that they 

try to avoid using complex tenses in their writings and only use simple tenses, 

such as simple present, simple past, and simple future, as opposed to the 

grammar test in which only five blanks were either simple present, simple 

past, or simple future tense. It was found from the data that, in their essays, 

very few students had used complex tenses such as progressive and perfective 

aspects (present perfect, past perfect, present perfect continuous and past 

continuous) which suggests that most of them are afraid of using complex 

tenses to avoid making errors. It is important to mention that among the 23 

students, (116) of them did not use tenses correctly in the essay test, which 

indicates that almost half of the students are not competent in applying tenses 

correctly in writing. Students were limited to using one or two tenses 

throughout their essays, and this could be the result of the way in which they 

are taught essay writing. Teachers of writing tell their students to use the same 

tense all through their essays because going back and forth in terms of tenses 

is not permitted in writing. While this can be true, students misconstrue this 

statement and stick to precisely one tense alone. It does not, however, seem 

plausible to use one single tense throughout an entire piece of writing. When a 

tense, such as the simple present tense, is used in any writing, other tenses, 
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such as the present perfect, the present continuous, or the simple past, will 

bound to be used as well.  

It was shown that students did not have much difficulty with pronouns 

in either the grammar test (116) or the essay test (116). Though an extremely 

small number of students answered questions in the grammar test related to 

pronouns inaccurately and applied them incorrectly in the essay test or did not 

apply them at all, the researcher suggests that teachers provide more in-class 

activities which will enhance the students‟ performance in using pronouns. 

This is because the data propose that only personal and reflexive pronouns 

were used accurately by the students in the grammar test and only personal 

pronouns and the relative pronoun who were used accurately in the essay test. 

This shows that students are not creative when it comes to using pronouns in 

writing, either because they are not aware of all of them or because they do 

not know how they are applied in writing.  

While pronouns are not a weakness for the students, the same cannot be 

said about prepositions. In the grammar test, very few students answered the 

question regarding prepositions accurately (726), and only a few students were 

able to apply prepositions appropriately in their essays (116). The data 

concluded that students were extremely incompetent when it came to 

preposition of direction as no one had answered it correctly in the grammar 

test and only two students had used them in their essays. This leads the 

researcher to believe that, when learning an aspect of grammar such as 

prepositions, students should be given opportunities to practice all of its types 

so as to be aware of their use in actual writing. 

The data also indicated that students had performed poorly in the 

grammar test with regard to coordination (916); yet, had performed 
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exceptionally well in the essay test (216). However, like the previously 

mentioned grammatical items, students were very limited in the use of 

coordinators in their essays, in that, most of them had used and, but, and/or 

because, while other coordinators, such as: or and yet, either…or and 

neither…nor had hardly been used or not been used at all.  

Similarly, when it comes to concord, students were weak in its use, 

equally, in both the grammar test (326) and the essay test (316). The data 

suggested that, overall, students had trouble with concord in both the grammar 

test and the essay test. The only subject-verb agreement in which many of the 

students did not have difficulty with, in either the grammar test or the essay 

test, was that of collective nouns.  

Also, the students performed poorly in the grammar test as well as the 

essay test with regards to degrees of adjectives, (176) and (176) respectively. 

The data indicated that more than half of the students had been incapable of 

applying comparative and superlative adjectives and adjectives to the same 

degree correctly in both the grammar test and their essays. Students were most 

competent in the use of comparative adjectives and they were least competent 

in the use of adjectives to the same degree. On the other hand, many students 

completely avoided the use of comparatives and superlatives in their essays. 

Like other aspects of grammar, if degrees of adjectives are not appropriately 

used in writing, it makes the writing seem unnatural. Therefore, ESL/EFL 

students must practice using these degrees of adjectives in writing to avoid 

having their writings be considered unusual. 

The data further suggested that more than half of the students had 

trouble with quantifiers in the grammar test (136). Even though (276) applied 

quantifiers accurately in their essays, it was because nearly half of them had 
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used some, many, and a lot correctly. There were, however, very few students 

who had applied much correctly and only one student who had applied little 

correctly. There were even a few students who had used much where a lot was 

supposed to be. Quantifiers such as much and a lot can be confusing to 

ESL/EFL learners, and therefore, they must practice using them as often as 

possible in order not to mix them up in writing.  

Regarding gerund and to-infinitive, more than half of the students 

performed well in both the grammar test (116) and the essay test (686). 

According to the data of the grammar test, more errors were made concerning 

to-infinitive than gerund. The data of the essay test, on the other hand, showed 

that more errors had been made concerning gerund than to-infinitive. Yet, the 

difference in the number of errors between gerund and to-infinitive, in both 

tests, was close to nothing, and therefore, it can be concluded that the junior 

students are neither weaker nor stronger in using either form. Although, only a 

little more than half of the students were competent in their use overall.  

When it comes to using articles, students had more difficulty with the 

definite article the and the zero article ∅ than the indefinite articles a, an in the 

grammar test and their essays. Overall, (116) of students answered questions 

concerning articles accurately in the grammar test and (396) of them applied 

them accurately in their essays. There were also similar results which the 

researcher found in a study conducted by Miller in (9111: p.89) who suggested 

that ESL learners find the definite article and the zero article more difficult 

than the indefinite articles because they are not as restricted in their use as 

indefinite articles are. Articles are context-specific, which can cause confusion 

for EFL/ESL learners. Also, there is a difference in the English and Kurdish 
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article system, as the Kurdish language does not contain the definite article, 

which can be another reason behind student errors.  

Concerning modals, students performed better in the essay test (816) 

than in the grammar test (116); however, in the essay test, only can, should, 

and will were used by most of the students. Almost all of the students 

completely neglected the other modals. There is a correlation between the 

students‟ performance in the grammar test and their performance in the essay 

test regarding all ten of the grammatical features, in that; in the essay writing, 

they avoided those grammatical items which they had not answered correctly 

in the grammar test. 

There were also other errors which were found in the essay test that 

were not present in the grammar test, such as singular and plural nouns (374) 

and auxiliaries (314), which barely half of the students had applied accurately 

in their essays. Word order was another error found in the students‟ essay; 

however, only a few students (414) made errors in that regard.   

Nevertheless, it should be pointed out that, although some grammatical 

items were not used in the essays by the students, it is not sufficient to state 

that they are incompetent in using them in writing because no one can apply 

all the grammar items in one piece of writing. Therefore, future researchers 

can collect several essays written by each student. This point will be further 

discussed in the Suggestions for Future Research section. What does affect the 

quality of a student‟s essay, however, is when students misuse a grammatical 

feature or apply one grammatical feature where another is supposed to be 

used, which was found a great deal in this study. 

1.9 Conclusion 
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Although many students are competent in skills, such as: listening, 

speaking, and reading, they have difficulty with writing. They tend to misuse 

tenses and articles, and they have trouble linking ideas together. 

Unfortunately, some teachers do not realize this issue with their students, nor 

do they feel they are responsible for addressing it. This study aimed at 

evaluating the students‟ grammatical competence in writing and seeing what 

their areas of strength and weakness are. This research also aimed to help 

teachers decide which techniques and in-class teaching practices are the most 

helpful and beneficial for the development of their students‟ writing skills. At 

the beginning of this study, the researcher hypothesized that the teaching 

techniques used in the English Department at the College of Languages at the 

University of Duhok put more focus on learning grammar rules than being 

competent in using those rules in writing. The researcher also hypothesized 

that students avoid using complex structures in their writing.  

The results indicated that the students had struggled most with 

prepositions in the grammar exam and had the least trouble with pronouns. On 

the other hand, most of the students made errors concerning articles, in their 

essays, and the least number of errors were made regarding coordinators. This 

study concluded that:  

 

4- After conducting an experiment and carefully analyzing the data, it 

was found that while students performed better in the essay test than 

in the grammar test, it does not necessarily suggest that they are 

capable of writing well-formed writings, because the researcher 

found that, in their essays, students only used those grammar items 

which they had answered correctly in the grammar test. 
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1- Students stay away from using complex grammatical items in their 

compositions for fear of making errors, which is why the results of 

their essays were better than the results of their grammar test.  

 

2- There was a correlation between the students‟ performance in the 

grammar test and their performance in the essay test, as in the essay 

writing; they avoided the grammatical features which they had not 

answered correctly in the grammar test. This suggests that students 

are not aware of the application of many grammatical features, and 

when it comes to free writing, they are restricted in their use of 

grammar and only stick to what they know.  

 

3- Many different reasons affect the students‟ errors such as (4) 

interlingual (mother-tongue interference) and intralingual (rule 

learning, developmental errors), (1) teacher‟s teaching methods or 

syllabus, or (2) the materials used in the classroom.  

 

Therefore, it can be said that the earlier made hypotheses have been 

verified, as the students avoid using complex sentence structures which proves 

that there is a lack of practice in using these constructions. Some teaching 

techniques and suitable materials are suggested by the researcher in the next 

section to help teachers in their writing instruction.  

 

1.3 Pedagogical Implications  
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According to Richards and Rodgers (9117: p.11), back when the audio-

lingual method was established, there was no agreement on what vocabulary, 

grammar, and sentence patterns were most important for learners to know 

whether they were beginner, intermediate, or advanced learners. Therefore, it 

can be said that students are expected to know the grammar which they have 

been taught along with its application in writing. Wei (9171: p.77) suggests 

two techniques that the researcher agrees with, which can be applied as 

strategies for writing for ESL students. According to Wei (9171: p.79), the first 

technique is planning what to write before writing, and this is important 

because the students would have more time and space in creating the structure 

of their writing, as well as have time to put together ideas in their head before 

writing. The second technique is revising and rewriting their texts, which can 

help ESL students to improve their writing by inspecting the grammar, the 

sentence structure, the organization of their paragraphs, and so on (ibid).  

There are six popular approaches, among others, to writing which the 

researcher believes can be helpful in the instruction of writing, and they are 

known as “The Product Approach”, “The Process Approach”, “The Genre 

Approach”, “The Process-Genre Approach”, “The Controlled-to-Free 

Approach”, and “The Free Writing Approach”. The researcher also agrees 

with a suggestion made by Davis (7226) in which he states that mixing 

techniques from conventional form-centered, rule-based teaching in grammar 

and writing procedures along with everyday practice in the phases of the 

composing process can be very beneficial to students who are learning 

standard written English in the classroom (p.3).  

There are other techniques which teachers can follow in order to help 

their students develop their writing. The researcher suggests that teachers try 
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and help their students understand that, in writing, while it is important to 

remain consistent in using a tense, changes should be made when appropriate. 

For example, when there is a time shift in their writing, then it would be 

appropriate to change the tense according to what timeframe they are 

describing in their writing, otherwise, they should stick to the tense they began 

with. This will make students‟ writings contain a more natural flow.  

Teachers should also try to give their students more reading practices; 

when students read articles, books, and so on, they will be able to see and 

understand how certain grammatical items are used in writing; hence, their 

writing will improve. Using materials, such as newspapers, articles, a few 

pages from a book, short texts, and so on, is crucial in writing instruction 

because students need to observe carefully how different grammatical features 

are used in different genres. When choosing a topic for their students to write, 

teachers should choose topics which are realistic and relatable for students, or 

let the students choose their own topic so that they can be motivated to write.  

Teachers can do as the teachers at the American University of Kurdistan 

do and have students submit a weekly essay. The teacher can give students a 

different topic each week with a different genre. However, before assigning 

students the task of writing an essay, teachers should teach their students 

English collocations and chunks related to that genre. For instance, if the 

teacher asks the students to write an invitation letter, they could first teach 

students phrases, such as: “I would like to invite you to….”, “would you 

consider coming to….?”, “I would really appreciate it if you came to….”, and 

so on. This way, students would learn English in chunks as well as 

collocations and punctuation, which will aid them later on in their writing of 

the letter, essay, etc. with fewer grammatical errors.  
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Moreover, as Thornbury (7222) suggests, grammar can be taught 

through texts, which is another favorable approach to teaching grammar. An 

example is given in his book (How to Teach Grammar, p:11): the teacher 

presents the class with a story which contained passive voice and asks the 

students to read it carefully. Afterward, the teacher writes the first passive 

voice sentence from the text on the board and changes it to active voice. After 

helping students realize the difference between active and passive voice, the 

teacher asks the students to underline all the passive voice sentences in the 

text. Finally, the students are asked to write a story of their own using passive 

voice. This type of instruction can be done with many different grammatical 

items which are necessary for writing, and it can help in the developmental 

process of grammar and writing simultaneously. Writing classes should 

integrate grammar instruction within the teaching of writing without making it 

a grammar lesson, to help students be more aware of the application of 

grammatical features in writing, and avoid making grammatical errors as 

much as possible 

One of the main issues with ESL/EFL students‟ writings is that, when 

they write, they do not think in English, they think in their native language and 

translate it into English; therefore, many of their sentence patterns are 

incorrect because of transference from their native language. To avoid this, the 

researcher recommends teachers to encourage their students to read a lot so as 

to be exposed to authentic English. Reading in English will help students be 

familiar with English expressions which they can use later on in their writing. 

In addition to reading a lot in English, listening to native speakers speak in 

English as well as communicating in English will facilitate the students‟ 

ability to think in English. Thinking in English while writing, makes the 
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students‟ writing seem more natural, as opposed to thinking in their native 

language and translating it into English. The researcher believes that helping 

students learn to think in English is extremely crucial in any ESL/EFL 

classroom because not only does it develop the students‟ writing ability, it 

enhances the fluency in their speech as well. 

Prepositions can be taught in phrases to help them learn their 

application in sentences. Teachers can use their body or pictures in their 

instruction of prepositions because, with visual aids, learners will be able to 

memorize prepositions a lot easier. Another way to teach prepositions is by 

giving students a passage containing different prepositions and having them 

answer questions about the passage. Texts can be used to teach other 

grammatical features as well. For instance, below is a text sample, 

emphasizing tenses, retrieved from Lynch and Anderson (9173: p.11): 

During the cold war, Britain occupied a pivotal position in education and 

politics because it had collaborated with Bulgarian officials in placing UK 

teachers of English in English language medium schools throughout 

Bulgaria. After the dismantling of the former Eastern bloc, the UK 

(primarily through the British Council) continued to place the majority of its 

teachers in English language medium schools throughout Bulgaria. The 

British expanded their role in English language education to include teacher 

education and consultancy. In this way, they preserved their influence as 

curators of the institution of the English language - a valued linguistic 

currency both during and after the cold war.  

 

 

Using the text sample above, teachers can explain to students when to use the 

simple past tense and when to use the past perfect. For example, after having 

presented a text containing the simple past and past perfect to students, 

teachers can describe to them that the action which contains had before it, 

such as (had collaborated) in the text, means that it has occurred before the 

action which only has an -ed attached to it, such as the word (occupied) in the 
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text. Afterward, the teacher could give students some exercises to do in class 

to practice the simple past tense and the past perfect in order to be more 

familiar with their application in writing. Also, through a text similar to the 

following sample text, articles can be taught to students:  

 

I work part-time in a student counselling centre in Athens, where I have 

been a volunteer for the past three years. The centre has team of six staff, 

each of whom has their own consultation room. But most of my time I spend 

studying for my PhD in the Department of Psychology, which is on the main 

university campus. The Department is in two sections: the main building is 

in very poor condition but the annexe is much more modern. I share a 

workroom in the annexe with four other students, which is not very 

convenient. 

 

             Retrieved from Lynch and Anderson (9173: p.71)    

 

 

Using this type of text, a teacher can explain to their students how articles are 

applied in writing correctly. For example, the teacher could clarify to students 

how when first introducing a noun, the indefinite article a should be used, 

such as in the underlined part of the text a student counselling centre; 

however, when the same noun is mentioned a second time, the definite article 

the should be used, such as in the phrase the centre, in the second sentence of 

the text. The teacher should explain that this is because it is assumed that the 

reader already knows what the writer is referring to. The teacher could also 

explain to their students that the zero article is used before certain nouns, such 

as the proper noun, Athens, in the text. The teacher can provide activities 

where students can practice these articles and, later on, apply them in their 

own writing. Correspondingly, punctuation can also be taught along with other 

grammatical features through texts. Likewise, after explaining certain 

grammatical items in a grammar lesson, teachers should teach their students 
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how those grammatical items are used in writing as well, and give students 

many opportunities to practice those grammatical items in writing. The 

grammar lesson should depend on the students‟ areas of weakness, and 

therefore, it is crucial that teachers be aware of what their students need more 

practice in so as to base their classroom activities and lesson on it. Because the 

aim of this research is to evaluate the students‟ grammatical competence in 

writing and develop their writing skills, it is the researcher‟s hope that 

instructors and students of English as well as course designers find the results 

of this study helpful and useful in their instruction.  

 

1.1 Limitations 

This research is limited to only evaluating the grammatical competence 

in EFL students‟ writings from the English Department at the College of 

Languages at Duhok University, rather than evaluating the grammatical 

competence in EFL students‟ writings from the English Department at other 

colleges and universities. This study was also limited to only assessing EFL 

students‟ grammatical competence in writing, as opposed to other language 

skills as well. While in this research only one essay per student was collected 

for evaluation, the researcher believes it would be better to collect a few 

essays written by each student to obtain more data for a more accurate 

conclusion.    

 

1.1 Suggestions for Further Research   

The following are some suggestions made for future research: 
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7- Future researchers can collect a few essays written by each student on 

different topics with different genres. This way, the study will have 

more data to help them come to a better conclusion as to what 

grammatical features students are competent in applying in writing. 

This is because it is not possible to apply all grammatical items in one 

piece of writing.  

 

9- A researcher may also collect essays from students at the beginning of 

the academic year and teach them using their suggested teaching 

technique, afterward they could collect another set of essays written by 

the same students in order to see their improvement.  

 

3- This study can be further extended to evaluating the grammatical 

competence of EFL students outside of Duhok.  

 

1- Future researchers could interview both teachers and students; teachers, 

to get their view on what they consider to be “good” writing, and 

students, to see their opinion on how they are taught both grammar and 

writing and if the way they are being taught grammar helps in their 

development of writing. The opinion of students could be of value to 

grammar instruction.  

 

1- Researchers can also further extend this experiment by investigating 

students‟ competence in other language skills, such as listening, 

speaking, or reading, as opposed to only writing. And by investigating 

the teaching techniques used for the instruction of those language skills, 

researchers can see whether they facilitate or hinder students‟ 

development of the skills.  
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6- Another study which can be conducted is investigating the reasons 

behind student errors.  
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Appendix 2 Test questions 

 

Q.4 Fill in the blanks with the correct form of the given verbs. 

7. When the old woman __________ (hear) that her grandson _________________ (arrest) 

for robbery, she ________(get) a big shock.  

9. We ________________ (wait) for the bus for nearly half an hour, but it 

________________ (not arrive) yet so I don't think we _____________ (be able to) 

\\attend the meeting on time. 

 3. When Sarah ________________ (graduate) from university next year, she 

_________________ (study) English for nearly four years. 

1. Right now Susan is in the hospital. She ___________________ (treat) for a bad burn on 

her hand and arm. 

1. She _____________ (always want) to be an actress but she _____________ (get) 

distracted by alternative careers.  

 

Q. 1 Choose the appropriate options to complete the sentences.  

7. We all told the boss that we wanted to have _____ salaries paid in advance but he just 

ignored _____. 

 

A) ours / it 

B) his / we 

C) their / our 

D) we / his 

E) our / us 

 

9. Although ______in the room seemed to follow _____ said by the speaker, he never 

intended to simplify his language. 
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A) no one / anything 

B) anybody / anything 

C) nobody / nothing 

D) anyone / nothing 

E) someone / something 

 

3. I hope you will enjoy ______ at the re-union party this weekend because I won't be able 

to be there _____. 

 

A) you / myself 

B) yourself / mine 

C) yours / oneself 

D) yourself / myself 

E) you / me 

 

1. Thousands of children nowadays prefer doing ______ homework with a background of 

pop-music to doing ______ in a quiet room. 

 

A) theirs / them 

B) his / its 

C) them / it's 

D) they / them 

E) their / it 

 

1. Trademarks enable a company to distinguish ______ products from _____ of another 

company. 

 

A) their / it 

B) it / that 

C) our / this 

D) its / those 

E) my / these 

 

 

Q2. Fill in the spaces with appropriate prepositions. 
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A. 

 

7. We are going ______________ holiday next week.  

9. There is a bridge __________________ the river. 

3. He screamed ___________ me angrily. 

1. A small stream runs ______________ that bridge. 

1. Did you vote _________ or ____________ the suggestion? 

B.  

 

Late one evening ___ our way home ___ the studio, we pulled up ___ a red light. As we 

chatted quietly ___ the day‟s work, something suddenly kicked us ___ the rear and my feet 

went ___ my head. I reached out ___ Steve, screaming. I didn‟t know where down was, and 

my head wouldn‟t move ___ my neck. The car came ___ a halt. We had been knocked sixty 

feet ___ the opposite side of the highway ___ the path of oncoming traffic. 

 

 

Q 1. Complete the paragraph using the correct coordinators.  

 

Fans love to watch Anna, ____ she dances beautifully. She performs with a fan, 

____ people enjoy watching her. She hasn't taken dance lessons, ____ does she need to. 

Her technique is unconventional, ____ the effect is striking. She can fill an audience with 

joy, ____ she can bring people to tears. Other dancers try to imitate her style, ____ they 

have not succeeded. She is talented, ____ she will attract fans for many years to come. 

 

 

Q 4. Fill in the blanks with the correct form of the verb in brackets. 

 

7. playing sports such as tennis and basketball ______________ (require, requires) not 

only mental ability but also physical strength. 

     9. Everyone ___________________ (have, has) problems. 
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3. Half of the class ____________ (are, is) from another country. 

     1. Neither of those choices____________ (appear, appears) satisfactory. 

               1. Each of the cars in the street________ (is, are) new.  

     6. The staff __________ (was, were) shocked by the news of their boss. 

               1. Every man and woman ______________ (is, are) responsible for his actions. 

 8. None of them ____________ (have, has) shoes to wear.  

 2. Bread and butter ___________ (is, are) our daily food. 

     71. Twelve miles __________ (is, are) a long distance to run.  

 

Q 6. Fill in the blanks using the appropriate adjective. 

7. My sister thinks she's (intelligent) than me, but I don't agree!  

9. My house is almost (big) yours!  

3. Do you think the Harry Potter films are (good) than the books?  

1. Who is (powerful) person in your country?  

1. Is Angelina Jolie (old) than Sandra Bullock?  

6. John is (nice) person that I know. 

 

 

Q 7. Complete the sentences using one of the following words: much, many, some, few, 

a few, little, a little. 

_________ students were able to pass the exam. It was rather disappointing. We need to 

teach them better, and fast because we don't have __________ time left. Ryan is among 

the students who had failed, he had so ___________ on his mind that he couldn't 

concentrate on the exam. I think he just needs ___________ push in the right direction, 

he‟ll be fine. He may also need __________ counselling from his teachers.        

 

 

 

Q 1. Complete the paragraph using the appropriate gerund or infinitive.  
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We are sitting in a restaurant and we have asked the waiter _________ (bring) the 

menu, though I'm thinking about _________ (ask) for a cup of tea only because I'm so 

sad, I miss ________ (be) with you so much. I hope _________ (be) strong enough 

________ (resist) tomorrow's excursion. We will probably start ___________ (drive) 

towards old eastern Germany early in the morning, since they say there are a couple of 

extraordinary things __________ (see) somewhere called Leipzig. 

 

Q 2. Complete the letter using the correct article (a, an, the, ∅). 

 

 Dear Judy, 

  Sorry that I didn‟t email you earlier to tell you about ___ trip. We had ___ fantastic time 

in ___ South Africa. We began ___ trip in ___ Cape Town as you suggested. While we 

were taking in ___ spectacular views, we met ___ man who runs ___ lodge just outside ___ 

Kalahari National Park. We rented ___ car and slowly drove up ___ West Coast to ___ 

park and spent our time exploring ___ Kalahari Desert. What ___ adventure! 

 

 

Q 71. Fill in the blanks with the appropriate modals. 

 

7. It isn‟t cold outside. You________ (mustn’t, needn’t, shouldn’t, can’t) wear a coat. 

 

9. I can hear footsteps in the flat upstairs, so there_______ (must, can, may, should) be 

someone there.  

 

3. My letter __________(must have arrived, may arrive, can’t have arrived, should 

have arrived) yesterday, but it didn‟t.  

 

1. I‟m not sure, but I ________ (should have seen, may have seen, can see, must have 

seen) Sue in town last night.  

 

 

1. Judging by the state of the children‟s bedroom, there _________ (might have been, 

may be, might be, has to be) a riot in it.  
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Appendix 3 Two Essay Samples 

Sample One 
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Sample Two 
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