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ABSTRACT

English Skills Courses are important requirements for the attainment of a degree at the
University of Eastem Africa, Baraton. This study was set to establish the impact of these
English Skills Courses on the written syntactic construction by university students. Focus was
on syntactic errors because such errors mar the intended meaning of the sentence, paragraph
or essay. The assumption of this study was that English Skills Courses help the students to
lessen syntactic errors in their written work and that syntactic errors are the most recurrent
errors made by the students. The theoretical framework employed in this study was based on
the input hypothesis, the error analysis, and the inter-language theory. A purposive sampling
method was used to select a target group of 15 students and a control group of 15 students.
The methods used were tests and observation schedules. Essays written for placement tests,
mid-quarter exams, continuous assessment tests and final exams were collected and analysed
for syntactic errors. The analysis included checking how frequent the errors occur and the
trend they take after instruction. The raw data were coded and tabulated with the help of a
chi-square test. The frequency tables were then converted into bar graphs for data
interpretation. The results revealed that exposure to instruction help students reduce syntactic
errors. There is need that all students at university level, including those who are not

majoring in English, be exposed to the basic rudiments of syntax.
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CHAPTER ONE
INTRODUCTION
1.1 Background to the Study

In almost all colleges and universities in Kenya, nstruction is in English except in subjects
like Kiswahili and other foreign languages. Special writing lessons, in which learners are guided
to become aware of all the correct elements of standard writing, are necessary. Syntactic
construction is one of the important elements of good writing that every student must acquire.
Bezrukova (2003) says, “There is no such thing as ‘perfect English’. English is the worldwide
language of technology and communication. Scholars from every nation publish in English in
order to reach the widest possible audience.” (cf: Bezrukova, M. in Karen’s Linguistic Issues.
November 2003). Bezrukova (op. cit) here sees English as a language that requires upgrading
time and again in order for the writers to communicate effectively to the different audiences of
the world. Most of these publishers are people who would have gone through colleges and
universities. Therefore, any syntactic error they make, might make people question the
credibility and quality of the degree they acquired. Rarely would people question the quality of
education in secondary or primary school. Phillip Ochieng (2004), a newspaper editor, is
dismayed by what he calls “the kind of English I get PhD holders”. That is why this study sought
to find out how students who were exposed to English Skills Courses at university level fared in
different essay tasks.

Since language comprises a system of rules that the learner has to acquire, the learner has to
try out the language and make errors. This is a natural and unavoidable process. These errors,
according to Doff (1995), are a very useful way of showing what the students have and have not
learnt. Teachers need to correct errors to help students learn the correct forms of the language.
This might be an easy exercise at primary and secondary school levels, but at college and
university levels, where students specialize in different fields of study, it might not be that easy.
Some students and even teachers do not worry about errors that appear. Their main concern is
whether the points have been stated. Yet, university is the stage where students write formal
papers that might be read by people other than theirr own teachers. Since English is a second
language (L.2) to most Africans, students will continue making errors in their writing. Something
has to be done to help students reduce errors.

Even though students would have passed English at ‘O’ level, some universities continue to

teach English Skills Courses to all students so that they improve their English Skills. The
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University of Eastern Africa, Baraton (to be referred to as UEAB) is one of the universities in
Kenya that teaches English Skills Courses. An English Placement Test is administered to all new
students to determine their ability in the English Language. Gronlund (1982) says that placement
testing is most useful when the teacher 1s unfamiliar with the students’ skills and abilities (p.3).
Under such conditions, the placement test provides an invaluable aid for placing each student at
the most beneficial position in the instructional sequence. Gronlund (op. cit) sums up the role of
placement testing in a simplified model as follows:

LPLACEMENT TESTING l

(To determine entry performance)

/\.

READINESS PRETTEST | PLACEMENT PRETEST

(Do the students have pre- | (Have the students already

requisite skills?)

achieved the intended outcome?)

Pt |
/ y NO YES

Provide readiness experience | Proceed with the planned | Advance students to a

instruction higher level

Figure 1: Adapted from Gronlund: Simplified Model for the Instructional Role of

Placement Testing.

It should be noted, however that placement testing, as summarized in Figure 1 above, helps the
English Department teachers determine whether students have already mastered some of the
materials planned for say, ENGL109 or ENGL110. Those who have already mastered skip these
two categories and are placed at a more advanced level, which is ENGLI111. Therefore, after the
students have set for the placement test, they are placed in the following categories based on

their placement results:

COURSE CATEGORY % RANGES OF TEST SCORES
1. ENGL109: Basic Writing Skills I 0-39

2. ENGL110: Basic Writing Skills I 40-49

3. ENGLI111: Introduction to Writing Skills I 50 and above



ENGL109 is a course designed for students who lack adequate English background. The
course provides opportunities for such students to improve their abilities in composition writing
and comprehension. Students placed in this category are exposed to intense writing of diaries on
a daily basis. These diaries are in prose. They also read quite a number of short passages and
then answer questions that follow. Apart from reading and writing, ENGL109 students are also
introduced to parts of speech, and are required to apply the different parts of speech correctly in
their everyday writing. (cf: Appendix 1). Since few students are placed m this course category,
(the number ranges between 15 and 20 each time a placement test is administered, and in some
very rare cases, the number may be as low as 5 and as high as 30), the students receive individual
attention. When these students fulfill the requirements of ENGL 109, they proceed to ENGL110,
then to ENGL111.

ENGLI110 introduces students to the fundamentals of written communication considering the
kind of writing they are expected to engage in for academic purpose. Emphasis in this course is
placed on the sentence as a unit of writing. Some of the objectives of this course, taken from
English Skills Course Syllabi: 2003/2004 academic year, state that the students should be able to
correctly construct different kinds of sentences, combine several sentences into meaningful and
effective paragraphs and be able to identify and correct errors in sentences. The students are
expected to write two journals a week, as well as read a novel to enhance ther writing and
reading capabilities. Parts of speech are also emphasized. (cf: Appendix 2). Quite a good number
of students are placed in this course category. The numbers depend on the number of students
who would have sat for the placement test. After completing this course level, the students then
proceed to ENGL111 regardless of the passing grade they got.

Students placed in ENGL111, are those students who, according to Gronlund (op. cit)
advance to a higher level. As already noted, ENGLI111 is a higher level of the three course
categories. It provides students with practice in language usage through discussion of their own
writing. Rhetoric, different types of essays, such as; expository, narrative, persuasive, and
descriptive, and business writing, are dealt with in detail. In such manner, students are introduced
to a variety of writing techniques and practice is provided through writing exercises. Since most
of the students would not have done ENGL110, the English sentence is also emphasised in this
course category. (cf Appendix 3). The majority of students who sit for the Placement Test are
placed in this course category. The numbers also depend on how many students would have sat

for the Placement Test (cf: English Skills Course Syllabi: 2003/2004 academic year).
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1.2 Statement of the Problem

University students continue to make syntactic errors in their essay tasks although they have
taken English Skills Courses. However, no follow up has been made to ascertain the impact of
these courses on the syntactic construction by the students. This study assessed the extent and

impact of these courses on the students’ performance.

1.3 Objectives of the Study

The study set out to achieve the following objectives:
(1) To identify syntactic errors made by UEAB students m English Skills courses essay tasks.
(1) To establish the extent the English Skills courses offered at UEAB help the students

improve their syntactic construction.

1.4 Hypotheses of the Study
Guided by the objectives stated above, the following assumptions were made:
(1) Syntactic errors are the most recurrent errors made by UEAB students in English Skills
courses essay tasks.

(11) English Skills courses help UEAB students improve their syntactic construction.

1.5 Justification of the Study

Since language is a medium of instruction i most Sub-Saharan African countries, this study
investigated how the English Skills courses help students improve their abilities in written
English. Essays with less syntactic errors will enable students to communicate their ideas
effectively. The English Skills courses have been taught quarter after quarter (a quarter equals 10
weeks of instruction) without any follow up to ascertain their impact on written syntactic
construction.

The findings of this study will contribute in a number of ways; teachers and curriculum
planners can utilize these findings to analyse the relevance of the UEAB English syllabi. The

findings will help other universities as a pilot study to see if their students can benefit from such

English Skills courses. To the teachers of English as a second language (L2), this study will help
confirm the fact that there should be continuity in the learning and teaching of a language.
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UEAB was selected for the study because it provided the type of situation that the research
needed. Apart from a few other private universities that realize the need of placement testing at
entry point, public umversities in Kenya do not administer an English Placement Test, neither do
they teach English Skills Courses. UEAB was also easily accessible in terfns of finance and

distance.

1.6 Location of the study

The University of Eastern Africa, Baraton is located in North Nandi District, in the Rift
Valley Province of the Republic of Kenya. It 1s about ten (10) kilometres north of Chepterit
township, off the main Kisumu-Eldoret road, and about sixteen (16) kilometres north-east of
Kapsabet town, and about fifty (50) kilometres west of Eldoret town.

UEAB is one of the few universities that administer English Placement Tests to all new
students to determme theirr ability in the English Language. In this light, it was befitting to
conduct a case study at UEAB.

1.7 Scope and Limitation of the Study
This study specifically imited itself to UEAB students who were taking the English Skills
courses at the time of the research. The study looked at the syntactic errors in essays written for
the English Placement Test. It then analysed how the errors were minimised as students took
mstruction as the quarter progressed. For instance, it assessed the extent and impact of the
English Skills courses to the students’ performance in mid-quarter and final essay examinations.
The study looked at the syntactic errors because they are the ones that frequently distort the
meaning the writer intends to put across to the reader. A reader can easily figure out a mispelt
word, but may not easily do so with syntactic errors. The errors that were examined were those
related to:
(1)  Sentence fragments, e.g. *hoping to go.
(1)  Run-on sentences, e.g. *Girls like cooking ugali they bought flour from Nakuru.
(1) Modifiers:
(a) dangling, e.g. *Leaping across the road we saw two deer.
(b) misplaced, e.g. *Throw mama from the train a kiss.
(1v)  Reference of pronouns; e.g. *Those errors as well as John’s ideas for correcting them

. were unusual



(v) Concordial agreement, e.g subject-verb agreement: *The suggestion of two

councilors, teacher and three parents were accepted.

*indicates incorrect sentences.

This study had a number of limitations. First, students who were not in the English Skills
Courses at the time of the research were not covered. Second, the study could not ascertain the
progress of a particular student from one English Skills course level to another. This was so
because different students were assessed in the different levels of the English Skills courses at
the time of the research. It was not a longitudinal study whereby a student could have been
observed from one level through to the last one. If a longitudinal study had been done, it would
have taken more than a year to observe the students’ essay. Not all students register for the
courses on after the other or quarter after quarter. It would be difficult to follow up the student
within the limited period of study for the MA degree at Egerton University (1.e.12 t0 36 months).
Another reason why a longitudinal study was not done is that the subjects would have been fewer
than they were because only five students were registered for ENGL109. For instance, a student

in ENGL109 was only observed in that particular course level and not in the next course level.

1.8 Definition of Terms

Competence: Being able to use the second language accurately to communicate messages
fluently and effectively. In this case, to be able to construct sentences correctly in essay tasks.
Construction: This term is used to refer to written sentences as opposed to oral ones..

Input: lesson content added to the content the student has before being exposed to the English
Skills Courses.

Instruction: The teaching process of a language. For this study, the teaching will be that of
syntactic construction.

Interlanguage: A language that 1s in between a learner’s L1 and an L2 he or she 1s striving to be
competent in. English 1s the second language that was examined in this study.

Syntactic errors: Errors that are related to sentence construction. For this study they were:
sentence fragments, run-on sentences, modifiers, pronoun referents and concordial agreement.
Target language: This refers to a language in which communication is attempted--language a

learner is learning when he or she uses it.



CHAPTER TWO
REVIEW OF RELATED LITERATURE AND THEORETICAL FRAMEWORK

2.0 Introduction

This chapter focuses on the literature that was reviewed in relation to the study, and the
theoretical framework employed to guide the study. The first part of the chapter covers the
different literature that had something to do with syntactic mstruction and syntactic errors. The
second part deals with Input Hypothesis, Error Analysis, and Interlanguage Theory as the

theoretical framework used.

2.1 Review of Related Litarature

This study focused on (i) the input that was added to what the student already had, and (1)
the syntactic errors that are common in university students’ essay tasks. Therefore, the literature
that was reviewed in this study was based on studies on syntax instruction and construction

aspects and other related areas.

2.1.1 Studies on Syntax Instruction

Many authors, for example, Adams (1984), Gass (1991), and Cook (1991) have written much
on studies on syntactic instruction, acquisition and learning of the second language (L2) up to
secondary school level. They seemingly ignore the higher levels of education, and yet this is the
level when students need to polish what they have learnt and to put it fully into practice. For this
to happen, some degree of syntax instruction should be put in place.

Long (1983) states that syntactic instruction is for intérrnediate learners (that 1s, secondary
school level), and advanced learners (that is, umversity level). In a way, Long (op. cit) suggests
that there 1s no time when one can say one has had enough of syntax instruction. The English
Skills courses in this study are offered to umversity students who are advanced learners. Long
(op. cit) does not mean here only those who are majors in English but says, “advanced Learners”,
meaning every university student. This is what this study addressed.

Gass (1991) propagates the traditional standpoint that “‘grammar instruction provides
learners with specific information about correct target language forms. Grammar, in some
cases, provides the only means of input.” (140) While Gass (op. cit) encourages syntax

nstruction, she does not say to what level. She seems to be, like many other experts on syntax,
7



centering on the period when a student is still at acquiring stage. This is the stage when the
learner is being introduced to a second language. But, this study was interested in someone who
had already acquired and learnt to a certain degree and only needed to remember the syntactic
construction acquired and learnt, and put it into practice. The study sought to make a
contribution in this area.

Lightbown (1991) concurs with Gass (1991) that without instruction the learner cannot
discover that his/her inter-language is too general. She further says that:

“There are some features of the target language, which learners may have to
be taught because the relationship of their L1 to their target language
makes it virtually impossible for them to discover certain points ofmismaich

between their inter-language and the target language.” (Lightbown: 1991:197).

The linguist Lightbown (op. cit) suggests that there should be some way of aiding the learner in
order to achieve high levels of proficiency in a second language. Although here Lightbown (op.
cit) refers to proficiency, the idea of aiding a learner to attain a step higher proves that mstruction
is an essential factor to performance and competence in an L2 learning situation. The control
group, the group that did not receive instruction, confirmed Lightbown’s (op. cit) assertions
stated above. It showed that university students do not know everything and therefore need to be
aided especially in discovering mismatches in their syntactic errors and their inter-language. The
view on focused instruction, which Lightbown (op. cit) discusses, shows that instruction in
syntax at university level should not be generalized since acquisition of a L2 has already taken
place to a certain extent. However, she also generalizes on which type of learners she is referring
to. It is not clear whether she is referring to anyone who is a learner or to those at lower levels of
education (cf: Lightbown op. cit).

Hammerly (1991) says that L2 is developed by extending step by step, or by cumulative
mastery of the areas of the second language under control. Hammerly (op. cit) further says that
“non-mastery, on the other hand, means corresponding incompetence, and unlike mastery it
accumulates effortlessly.” (Hammerly: 1991: 41). Hammerly (op. cit) seems to suggest that, for a
student to master the rules of syntax of the L2, there should be some form of instruction in the
classroom which is what the target group in this study proved.

Cook (1991) claims that, “knowledge of grammar is thought of as the central area of the
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language system. All other components of language relate to each other through grammar.
Grammar is also the most distinctive aspect of language” (cf: Cook: 1991: 9). What Cook (op.
cit) says is very important for the purposes of this study because, for an essay to have less
syntactic errors, some form of syntax instruction must take place at every level of education. As
long as institutions of higher learning require essays to be written in English and be error free, a
system of helping students to write correct and effective essays should be put in place.

Though Cook (1991) does not look at syntax instruction as such, he notes that for a student to
come up with an error-free essay task, he/she will have undergone some instruction of some sort.
It is important for university students to know the importance of syntax, and they can only know
this through classroom interaction with teachers.

Similarly, Kimemia (2002) says, “The teachers, whether they are language teachers or not,
have an important role in the growth and development of any Language.” Kimemia (op. cit)
here is emphasizing the fact that instruction does not have to come from a particular teacher but
from anyone who has to impart input to the students. Kimemia (op. cit) adds that linguists and
educationists believe that every teacher in a school is a language teacher whether he is a
language teacher or not (cf: Kimemia: 2002: 8).

Teachers, according to Hook (1959), have the task of getting rid of some incorrect English
when it appears. They have to find out why some errors persist especially at university level
Hook (op. cit) further says that some students may have been exposed to drilling exercises for
examination purposes. This exposure to cumbersome exercises, may lead to students giving up
too early on English and thus forget most rules of syntax they had learnt previously. This study
argues that syntax instruction should continue even at university level. If students at primary and
secondary schools are exposed to some “drilling exercises” for examination purposes only, they
might not be able to learn to use the rules of syntax properly.

There is a high possibility, therefore, that some of the students who were placed in
English109, for example, might have passed English at ‘O’ level through what Hook (op. cit) is
propagating. It does not make sense to many to offer English Skills Courses at university level
because many believe that acquisition of L2 ends at secondary school level The findings of this
study, however, have proved that instruction has to continue if some of the bad habits picked
from primary or secondary school have to be dropped. It is clear that for an L2 learner, who is
attending university, Krashen’s idea of input that is “a little bit beyond” helps the student to

acquire target structures through instruction.



2.1.2 Studies on Syntactic Errors

This study examined errors related to sentence fragments, modifiers, run-on sentences,
reference of pronouns, and concordial agreement. Adams (1984) laments that misuse of syntax
causes a different kind of distraction. Adams (op. cit) further says, “poor grammar makes an
essay less graceful because it disrupts the continuous concentration of the reader” (Adams:
1984: 44). To add to this, Chomsky (1980) says that “students will do better at improving their
writing when they can write, and struggle with writing, in a supportive, language-rich
environment....” (Chomsky: 1980: 5). Gabrielatos (2002) concurs with Chomsky (op. cit) by
adding that students will realise the need and importance of good writing when the guidelines are
“supported with information and examples, provided with opportunities for practice, and given
focused feedback on their performance”. In a way, for students to be able to lessen their
syntactic errors, English Skills Courses expose students to a “supportive, language-rich
environment” for a period of three to five quarters depending on the results of the English
Placement Test. There is a high possibility that those who register for English Skills Courses
immediately after the placement test improve in term paper or essay writing. The assumption,
here is that the more the exposure to “supportive, language-rich environment”, the better
command of English the students will have.

The process begins with making students aware of their errors. Awareness makes students
realise the risks and consequences of an error-infested essay. The students become mterested in
knowing about the errors enough to identify them In feedback, the students indicate to the
teacher therr willingness to improve their English skills. The teacher, in turn, supports the
students by providing further mput, and by confirming the students’ theoretical claims. The
students’ theoretical claims are based on the original input that brought about awareness. The
feedback after the support from the teacher leads to practice. Practice entails doing English skills
exercises regularly in order to make a habit, of writing Standard Enghish. After practice, the
feedback the student gives will help the teacher give more input that will bring further
awareness.

Gabrielatos (op. cit) further says that procedures for a writing skills programme can be seen to
form a cycle of awareness followed by feedback, then support, then feedback, and finally

practice. The cycle then starts all over again. The cycle can be represented as shown in figure 1
below. .
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Figure 2. Adapted from Gabrielatos: EFL Writing: Product and Process

However, English as a Foreign Language (EFL) is a complex skill, and therefore students
need to be in an environment that will make use of Gabrielatos’s (op. cit) cycle to its fullest.
Though this cycle was intended for primary and secondary levels, university students also need
to be made aware of it.

Glazier (1987) looks at the sentence structure and claims that the most common errors in first
year university students’ writing are fragments and run-on sentences. Glazier (op. cit) says these
errors bother the reader and, for the student to rid of them, he/she should learn a little more about
sentence structure. Mainly, a student should learn how to find the subject and the verb so that
he/she can tell whether the group of words makes a sentence. On the use of standard English
verb tense, Glazier (op. cit) says that sometimes students have difficulty with the correct endings
of verbs because they do not hear the words correctly e.g. —ed sound at the end of the word such
as asked. Looking at Glazier’s (op. cit) analysis of some syntactic errors that are likely to appear

in a university student’s essay, one may easily conclude that without instruction, the student may
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not even know that his/her syntactic construction 1s faulty. These are some of the errors this
study sought to analyse. Glazier (op. cit) gives some correct examples and how to avoid the
same. This mformation helps to draw conclusions whether input added to the students has an
effect on the syntactic errors or not. '

Troyka et.al (1982) concur with Glazier (op. cit) that fragments can be caused by a missing
conjugated verb (p.70). Conjugation of a verb is a list of all the aspects for the two tenses of a
verb. It also shows how the form of the verb changes in the first, second, and third persons and in
the singular and plural. Troyka et.al. (op. cit) further say that the verb in one sentence cannot be
thought of as part of the next sentence. The verb must actually appear i the sentence (p.71). For
example, * John has many varied interests. Such as psychology, philosophy, and politics. The
second phrase is a fragment because it has no verb. For students to fully understand that what
they thought was a sentence is actually a fragment, there must be some input added to the
knowledge they gamed in primary and secondary schools. Troyka et.al (op. cit) also note that
fragments may be caused by “danger words”. They say, “If the conjugated verb and its subject
are introduced by a danger word, you do not have a complete sentence. A danger word is a cliff-
hanger, because it begins a statement but does not finish it” (p.73). For example, *Because he is
such a dependent person. This is not a complete sentence because it has been introduced by a
subordinating conjunction because. The group of words leaves the reader asking the question so
what?

A run-on sentence, according to Cowan (1983:586), misleads the reader and sends loud
signals to the reader. It suggests that the writer is a careless editor and it reveals the writer’s
failure to indicate closure in a sentence through appropriate terminal punctuation. For example,
* Kamau fell asleep, his sister drove him home. These are two independent sentences joined
together as if they are a single sentence. A comma alone cannot be used to join two independent
clauses. If a comma has to be used, Cowan (op. cit) adds, it should be followed by a coordinating
conjunction (587). Although students are exposed to such sentences from as early as primary
school, Cowan’s (op. cit) argument here is that for college writing to be clear and unambiguous,
the implications of run-on sentences must be exposed. This will make the writer feel confident m
tackling written texts. This study sought to prove that syntactic errors could be reduced if
university students are exposed to instruction. Some syntactic construction cannot be taught at
intermediate level because it is complex. At an advanced level, students may have a better

understanding than at an intermediate level
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Berke (1981:533) and Glazier (1987:131) identify misplaced and dangling modifiers as other
common syntactic errors. A modifier gives mformation about some word in a sentence and
should therefore be as close to that word as possible. However, many students find themselves
faced with a dangling modifier. A student may write, for example, a sentence like: ‘Leaping
across the road we saw two deer’. The dangling modifier in this sentence is leaping across. The
reader will find some difficulty in trying to verify who or what was leaping across the road.

Berke (op. cit) gives some imnteresting examples on misplaced modifiers as follows:

(1) Throw mama from the train a kiss.

(11) In accordance with your instructions, | have given birth to twins in the enclosed envelope
The first example seems to suggest that what should be thrown from the train is “mama” not a
“kiss”. In the second one, it s as if the recipient of the letter instructed the sender to give birth to
twins. Also, the twins in question are enclosed in the envelope. Students may only be aware of
such errors when someone such as a teacher corrects them. Berke (op. cit) and Glazier (op. cit)
have used the dangling and misplaced modifiers as one modifier. But there are instances where a
dangling modifier differs from a musplaced one. Not knowing the difference between the two
may result in the misuse of the modifiers in question.

On concordial relations/agreement, Elsbree et.al. (1972) say that violation of subject-verb
agreement rule occurs when the writer does not know which word is the subject, or when the
- wiriter i1s not sure whether the subject is singular or plural. They suggest what could be done to

correct such errors. An example may be seen in the sentence below:

(1i1)* The suggestion of two councillors, a teacher, and three parents were accepted
In the above sentence, the subject is The suggestion and not the list of people who gave the

suggestion. So, the verb was was supposed to be used instead of were. Elsbree et.al (op. cit)

further identify some agreement errors especially with modifying elements such as

LRI

“accompanied by”, “as well as”, “including”, and “together with”. These modifying elements
suggest a plural idea but do not change the number of the subject. For example:

(iv) The prisoner, accompanied by guards and his lawyer, was in the courtroom

(v) The property, including the guest house and the garage, is on sale.

Bamet et.al. (1983) look at concordial agreement in terms of noun and pronoun agreement as
well as ambiguous reference of pronouns (298). Everyone knows that a singular noun requires a

singular pronoun and a plural noun requires a plural pronoun but writers sometimes slip. For

example, * Every student feels that Wesseley expects them fo do their best’. The pronoun every is
13 '



singular in number. Instead of the plural pronoun them, the singular pronoun if should have been
used. Pronouns every, each, everybody, nobody, no one, and none are especially troublesome.
Barnet et.al. (op. cit) also mention the ambiguous reference of pronouns (299). Normally, a
pronoun refers to the first appropriate noun or pronoun preceding it. For example, if gender
pronouns do not refer to the first appropriate noun, there is no concordial agreement. For
example, ‘Her mother died when she was eighteen’. While this sentence sounds correct,
confusion of who was ‘eighteen’ arises. Such errors, to be detected, require a thorough
proofreading of the essay as well as the exposure to instruction.

Albaugh (1964) defines syntax as the study of the way a language operates (82). It is
concerned with the functions of the words in a sentence (parts of speech), the change of words to
indicate function (inflection), and the relation of words to each other in a sentence (syntax).
Albaugh (op. cit) defines “shift” as a general term for faulty syntactic construction in which there
is an unwarranted change of person, number, mood, tense, subject and voice (180). In this sense,
Albaugh (op. cit) states that shifts in person, number, and mood are syntactically undesirable
because they are never warranted. He addresses some aspects of syntax, which are important in
this study.

Another syntactic error, addressed by Edwards et.al (1986) is the unclear referents of
pronouns (cf: Edwards et al: 1986: 489). A pronoun must clearly indicate the word or group of
words for which it stands. When it does not, the pronoun is said to have an unclear antecedent or
referent. This type of error makes the reader guess which of the two “nearby” nouns is the
referent for a pronoun. For example, ‘Those errors as well as John's ideas for correcting them
were unusual. Everyone was fascinated by them’. The reader in this case will not know whether
“them” refers to “errors”, “John’s ideas”, or to both. Edwards et.al (op. cit) further add that
sometimes there is a tendency to use a pronoun in the first sentence of a paragraph leading the
reader to look in an earlier paragraph for the referent. There is a tendency to use pronouns that
refer to words or ideas that are implied but not expressed. For example, ‘Members of the writing
club staff distributed several worksheets about common writing problems. This helped Joe avoid
writing sentence fragments’ (cf: Edwards et. al: 986: 491). “This” does not refer to an explicit
word or idea in the preceding sentence.

Pronoun referent is one of the errors that is dealt with in this study. Edwards et.al. (op.cit)
have addressed the errors in a way that helps identify these errors and possibly uses the

recommendations and corrections they give. Without knowledge of such, it would be difficult for
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the student to know where he or she has gone wrong. Thus, by exposing the students to syntactic
instruction, errors of this nature may be lessened.

Schachter (1974) did a study where groups of students were given English compositions to
write. A group with a contrasting relative pronoun rule system in their L1 made fewer errors than
a group whose first-language relative pronoun rule system was similar to that of English (cf:
Schachter: 1974: 213). Another approach to the data revealed that the first group was avoiding
the use of rules to which it was accustomed and which it, therefore, found difficult. Fewer uses
of relative pronouns by the subjects yielded fewer errors in ther use. Schachter’s (op. cit)
conclusion was that if students find a particular construction in the target language difficult to
comprehend it is very likely that they will try to avoid producing the particular construction.

There is a possibility that some essays written by university students may have less errors not
because the students are competent, but simply because they avoid the use of a difficult
construction. Where there were seemingly no spelled out errors, the students may have apphed
the notion of avoidance. For example, the student may have avoided difficult modifiers. While
this might look like a good way of avoiding a number of syntactic errors, the essay might lack
ideas that move, and vividness. Written essays must appeal to at least one of the five senses e.g.
sense of touch, hearing, smell, taste and sight. Students may only apply these if they make use of
modifiers with strong verbs and nouns.

The literature reviewed in this study supports the argument that there should be some form of
instruction taking place for learners of the L2 to attain their goal to reach the target language.
Most of the reviewed books dwell so much on struction at primary and secondary school
levels. University level is either ignored or mentioned in passing. Yet, this is the level where
learners are expected to polish their syntax. Simularly, the syntactic errors mentioned in the
reviewed books, are not exhaustive.

This study also found new errors that were not addressed in the reviewed books. For
example, a number of fused words were picked in almost all essays. A student might fuse the
article “a” and another word following it. For example, It is along way to heaven instead of It is a
long way to heaven. Some however were doing the opposite, e.g The snake was lying a long the
road instead of The snake was lying along the road. These syntactic constructions are wrong and
yet they do not fall into any of the categories given. They are a result of wrong fusion of an
article “a” and an adjective, or the separation of the letter “a” from a word that begins with it so

that it functions like an article. This could be categorized under misuse of articles, etc.
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2.2 Theoretical Framework
This study was guided by a theoretical framework based on the Input Hypothesis (Krashen
1982), the Error Analysis (Corder, 1974) and the Interlanguage Theory (Selinker, 1972). These

models proved important because they addressed the areas of concern in this research.

2.2.1 The Input Hypothesis

Krashen (1982) advanced the Input Hypothesis to explain how “acquisition” takes place. He
states that “we acquire....only when we understand language that contains structure that 1s ‘a
little bit beyond” where we are now”. Krashen (op. cit) further referred to the idea of input that 1s
“a little bit beyond” as “i + I”. The Input Hypothesis uses the variable “i” to refer to learner’s
current level of competence and “i + I”” to the next level achieved by the learner. To move from
stage “i” to stage “i + I”, the learner should understand the input that contans “1+I".

He further says that simplified input can be made available to the learner through one-way or
two-way interaction, such as, lectures or conversations. In this study, the two-way interaction is
realized through discussions in the classroom. For the purpose of this study, “i” was treated as
the level of competence before instruction and “i + I” as the next level at which a student
acquires target structures through instruction. After a period of instruction, the students were
given an essay topic to write in order to confirm that English Skills courses help students

improve their syntactic construction.

2.2.2 Error Analysis

Corder’s (1974) Error Analysis Theory mvolves a set of procedures for identifying,
describing and explaining errors the learner makes in the use of second language. This theory
assisted in capturing and analysing syntactic errors in students’ essays. This study limited itself
to only those errors that relate to syntactic construction, because such construction help the
writer put across to the reader unambiguous statements. For example, under modifiers, the study
restricted itself to misplaced and dangling ones. The Error Analysis helped analyse what could
be the causes of such errors. For instance, some of the causes of errors could be lack of a good
background on syntactic construction or simply negligence on the part of the student, or the
influence of first language (L1), or anxiety due to examimation fever. The Error Analysis helped
in finding out why such errors persist even up to university level It also helped in identifying the

errors in students’ essay tasks.
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2.2.3 The Interlanguage Theory

The Interlanguage Theory (Selinker, 1972), refers to an internal system that a learner has
constructed at a single point in time. This system is referred to as an interlanguage. With the
assistance of learning strategies, learners build mental syntax of the L2. Learners then draw on
the rules they have constructed in order to interpret and produce utterances. The Interlanguage
Theory 1s also used to refer to the series of interconnected systems that characterize the learner’s
progress over time, commonly referred to as the interlanguage continuum. The interlanguage
continuum consists of a series of overlapping “grammars”. Each subsequent “grammar” shares
some rules with the previously constructed “grammar” but also contains some new or revised
rules. This study was interested more in the language continuum aspect, especially the fact that
each “grammar” the learner builds is more complex than the one that preceded it. However,
overlaps occur. The findings of this study show that the rules that the students learnt in high
school overlap with those they are now learning in universities even though these rules are now a
bit more complex. It was therefore assumed that the syntax learnt i, say, ENGL111 is more
complex than the one learnt in ENGL110. One of the weak points of this theory according to
Frith (1975) is the vagueness of some of the key terms. While Selinker (op. cit) claims that the
L2 learner’s language is systematic, he does not define “system” in the mterlanguage

In the light of the above stated theories, the acquisition of L2 from the current learner’s level
of competence requires structural procedures for identifying, describing and explaining the errors
the learner makes in the area of syntactic construction. The individual’s interlanguage
contimuum determines the acquisition momentum and nature of errors as the successive
“grammar” of the L2 shares some rules with the preceding “grammar” of the level of
competence. The nature of the revision of rules in the language continuum determines the nature

of the elimnation of errors and the attainment of the new level of competence.
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CHAPTER THREE
METHODOLOGY AND PRESENTATION OF DATA

3.1 Introduction

This chapter describes the procedure used in data collection and presents the raw data
collected. This study is both qualitative and descriptive. It utilised qualitative methods that
included written texts. The written texts were in the form of essays.

It also utilised descriptive research that involved the description, recording, analysis, and
interpretation of the conditions that existed. It compared and contrasted the students who took
the English Skills courses immediately after placement with those who did not. This helped to
establish the extent to which the English Skills courses helped students improve their syntactic
construction.

The advantages of this approach, particularly in this study, include:

(i) describing prevailing practices. These are the English Placement Tests of UEAB

(1) discovering the relative importance of the placement tests and the impact of mstruction.

(u1) analysing the syntactic errors in students’ essay tasks. Examples of these errors
include run-on sentences, sentence fragments, concordial agreements, modifiers, and referents
of pronouns.

(iv) explaining the possible causal factors related to the need of placing students in
English Skills categories. The Englsh Skills categories were mtroduced in the
background to the study. (cf: Chapter 1 Section 1:1)

3.2 Target Population

The target population of this study consisted of 165 students who took the English Placement
Test in mid March 2004. These were then placed in the different categories of English Skills
courses, 1.e. ENGL109, ENGL110 and ENGL111.
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Table 1: Number of Students who Took English Placement Test.

Course Category No. of | No. of Students| No. of Students
Students Registered for the | not  Registered
Placed Course for the Course
? =
ENGL109: Basic Writing Skills I 20 5 15 J
ENGL110: Basic Writing Skills IT 61 39 Lzz ]
ENGL111: Introduction to Writing Skills I 84 45 139 ]
Total 165 89 176
b l |

Table 1, above, shows the total number of students who took the English Placement Test. Out
of 20 students who were placed in ENGL109, only five registered for the course. 61 students
were placed in ENGL110 but only 39 registered for the course. For ENGL111, more than half
the number of those who took the placement test, registered for the course. This brought the total
to 89 students who registered for the three course levels. 76 students did not immediately register
for the course levels they were placed in. Since it is a university requirement that every student
registers for the English Skills Course he/she is placed n, those who did not register at the time
of this study will do so in the long run. The above categorization, however, falls under specified
population because the names of the students are recorded in the English Placement Test register
which is kept in the English Department. All new students registered in all disciplines comprised
the target population since English Skills courses are important requirements for the attainment

of a degree at UEAB.

3.3 Data Collection

The use of written texts was the major tool of collecting data, even though spoken input from
different interactions and situations that use English might have had some impact on both the
target and the control groups. Since the researcher was the principal actor, the respondents did
not directly supply the needed information. The information was gained through identifying and
then recording the syntactic errors from students’ written essay tests administered by the
university. A purposive selection of the subjects from the English Placement Test was made.
The subjects who provided the range of all the syntactic errors this study sought to analyse were
preferred. The raw data was collected from 15 students’ essays (5 students from each English

Skills course level) who were used as a target group. The control group was composed of 15

19



students who were placed m the different English Skills course levels but did not register for the
courses immediately after the placement test. The control group helped ascertain whether the
English Skills courses help university students to reduce syntactic errors. There was a total of 30
students whose written texts were used. There were similar essay topics given to each English
Skills course level, 1e. for ENGL109 both target group and control group, the same topics were
given at the same time. The same applied to ENGL110 and ENGLI111, but with ther own
different topics.

Among the 30 students that were used for both target and control groups, 17 were male and
13 were female. They were all aged between 20 and 35 years at the time of research. For
instance, in ENGL109 target group, there were three males and two females. Two males aged
between 25 and 30 years were pursuing a Theology degree. One male aged between 31 and 35
years was registered for Clinical Lab Technology. The two females both aged between 21 and 25
were pursuing Family and Consumer Science degree and Clinical Lab Technology (see
Appendix 4 for details on gender, age, and major area of study for each student).
3.3.1 Data Collected from the Placement Test

From each student in the target and control group, four essay scripts were analysed, Le.
English Placement test, continuous assessment, mid-quarter exam, and final exam As already
stated in Chapter 1 of the study, the English Placement Test is used to place students in the
different categories of the English Skills Courses. The other three tests are used in the grading
system of the university. For example, the continuous assessment test carries 10% of the final
grade of the course; mid-quarter exam 20%, and the final exam 50%. Other assignments like
exercises and quizzes carry the remaining 20% of the final grade. Therefore, these essays were
like landmarks on the way to the final grade the students aspired for. There werel20 essay scripts
(60 essay scripts from the target group, and 60 essay scripts from the control group) were
analysed. The Placement Test was used to select the subjects with at least all the errors used mn
this study. Each syntactic error was recorded each time it appeared then later the total number of

that particular error was tabled.
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Table 2A: ENGL109 Target Group Placement Test Essay Errors.

Student Sentence | Run-on Concordial Modifiers Pronoun | Total 1
Fragments Sentence Agreement Reference
S1 5 11 14 12 9 | 51
S2 3 18 21 v 7 | j j6
S3 7 23 11 10 LS 59
S4 5 14 28 9 110 66
S5 3 16 15 3 6 43
LTota} 23 82 89 41 40 275

Table 2A above shows the different types of syntactic errors recorded from the Placement
Test essays. The essays were picked from the list of the students who were placed in ENGL109
and registered for the course immediately. This group is the one that constituted the target group.
Sentence fragments had a total of 23 errors, run-on sentences, 82; concordial agreement, 89;
modifiers, 41; and pronoun referents, 40. Most errors recorded under run-on sentences and
concordial agreement errors were significantly above ten. Student S4, for example, had 28
concordial agreement errors, and 14 run-on sentence errors. Modifiers, pronoun referents and
sentence fragments were comparatively scanty. The same student (S4) had 10 pronoun referent
errors, 9 modifier errors and 5 sentence fragment errors. From the data given in Table 2A above,
there 1s a clear indication that this particular group had problems in syntactic errors related to

run-on sentences and concordial agreement.

Table 2B: ENGL109 Control Group Placement Test Essay Errors.

Student | Sentence Run-on Concordial | Modifiers | Pronoun | Total
Fragments | Sentence | Agreement Reference
| S6 3 16 19 4 4 46 l
S7 4 13 20 7 9 53
S8 Ji 11 14 T 4 40
S9 6 3 20 6 6 43
S10 4 13 24 T 6 % 55
Total 3] 58 97 130 31 237 J

Table 2B above, shows the range of errors that were picked from written texts (essays) of
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students who took the Placement Test but did not register immediately. The five students (S6 to
S10) made up the ENGL109 control group. The total number of errors recorded for all the 5
students was 97 errors for concordial agreement, S8 errors for run-on sentences, 31 errors for
pronoun referent, 30 errors for modifiers, and 21 errors for sentence fragments. Concordial
agreement errors were the most prevalent of all the other types of errors. Student S10, for
example, had 24 concordial agreement errors while the other errors were all below ten, except
for run-on sentences that had 13 errors. The second highest number of errors was the one related
to run-on sentence errors. In this group, except for student S9, all the other students recorded
errors that were above ten. Sentence fragment errors, modifiers, and pronoun referent errors
recorded 4, 6, and 8 respectively.

Students who were placed in ENGL110 were those who scored between 40% and 49% in the
English Placement Test. This level is a middle course level between ENGL109 and ENGLI111.
Lambert and Lines (2000) point out that some students suffer from “mental stress of knowing or
believing in the potential impact upon their futures that success or failure will bring” (p.95).
Some students, therefore, placed in this course level might have taken the placement test under
stressful condttions, and thereby failed to score the marks required to place them in English 111
But because of the fact that their marks were below 50%, they had to register for ENGL110.

Five students were selected for the target group and another five for the control group. Errors
picked from the Placement test were those related to sentence fragment, run-on sentence,

concordial agreement, modifiers, and pronoun referents.

Tablie 3A: ENGL110 Target Group Placement Test Essay Errors.

Student Sentence | Run-on Concordial | Modifiers Pronoun | Total
Fragments Sentence Agreement Referents

S11 [ 11 12 7 |10 47
S12 9 16 18 4 19 56
S13 12 6 16 3 16 43
S14 l 6 15 12 4 6 43
515 16 20 20 3 11 60
Total 40 68 78 21 42 249

Table 3A above represents the number of errors of the students who registered for the course
immediately. These students formed the target group. From student S15's Placement test essay,
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for example, 6 errors were recorded under sentence fragments, 20 under run-on sentences, 20
under concordial agreement, 3 under modifiers, and 11 under pronoun referent. Each student
had errors that were above ten for concordial agreement, and errors below ten for modifiers. The
number of errors under SF, RS, and PR had a mixture of some students having more than ten
errors while others had less than ten errors. The total number of errors for concordial agreement
was 78 followed by run-on sentences with a total number of 68. Modifiers were the least
recorded errors with a total of 21 for all the five students. Both sentence fragments and pronoun
referents had almost the same total number of errors that were 40 and 42 respectively. Students
who constituted the target group for ENGL110, showed that they had significant problems with
concordial agreement and run-on sentences.

The control group for ENGL110 was made up of five students who took the placement test,
and scored between 40 % and 49% but did not register for the course immediately. The errors
picked from the placement test essay were recorded immediately after the purposive selection of
the subjects. The errors that were of this study was concern with, were those related to sentence

fragments, run-on sentences, concordial agreement, modifiers, and pronoun referents.

Table 3B: ENGL110 Control Group Placement Test Essay Errors.

Student Sentence Run-on Concordial Modifiers Pronoun | Total l
Fragments Sentence Agreement Referents
S16 7 9 10 11 7 44 ]
S17 6 6 12 2 7 33
S18 2 3 11 4 5 25
S19 1 12 20 L5 12 50
S20 3 12 6 |2 9 32
(jotal 19 42 59 L24 40 184

Table 3B above, indicates the range of errors per student per syntactic error. Students S16 to
S20 produced varying numbers of errors ranging above and below ten. Student S16, for
instance, had the following recordings of the syntactic errors in the Placement test essay:
sentence fragment 7, run-on sentence 9, concordial agreement 10, modifiers 11, and pronoun
referent 7. All the five categories of syntactic errors were below 15 with the exception of student
S19 who had 20 concordial agreement errors. Starting from the highest to the lowest, the totals

for each error for all the five students were as follows: concordial agreement 59, run-on sentence
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42, pronoun referent 40, modifiers 24, and sentence fragments 19.

ENGLI111 is an English Skills Course level which 1s composed of students who would have
scored 50% and above in the English Placement Test. However, for this study, it did not mean
that the number of syntactic errors in their essay tasks was relatively low when compared to
other levels of the English Skills Courses. Since the placement test had a number of sections
other than the essay section, some of those students placed in ENGL111 might have excelled in
those sections. The students who immediately registered for the course made up the target group.
Those students who took the placement test but did not register for the course made up the
control group. For each of these groups, five students who had a range of all the errors sought for

in this study, were selected.

Table 4A: ENGL111 Target Group Placement Test Essay Errors.

Student Sentence Run-on Concordial | Modifiers Pronoun W Total l
Fragments | Sentence Agreement Referents l 1'
S21 6 8 7 5 6 32 I
| I
3
S22 4 20 11_ 4 J 10 150 |
S23 1 23 1 3 16 34
T
S24 8 25 5 1 1 40
| ",
S25 11 8 6 4 9 38
Total 30 84 53] 17 37 194

Table 4A above shows the errors picked from the five students (S21 to S25) who constituted
the target group. The errors recorded for student S21, for example, were 6 for sentence fragment,
8 for run-on sentences, 7 for concordial agreement, 5 for modifiers, and 6 for pronoun referent.
All the five students had less than ten errors under modifiers with student S24 recording one
error. Students S22, S23, and S24 had 20 and above errors under run-on sentences while the
other two students, S21 and S25, had 8 errors each. The five students recorded a total of 30
sentence fragment errors, 84 run-on sentence errors, 31 concordial agreement errors, 17 errors
under modifiers, and 32 pronoun referent errors. The highest total number of errors was recorded

under run-on sentences. The lowest total number of errors was recorded under modifiers.
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Table 4B: ENGL111 Control Group Placement Test Essay Errors.

Student Sentence Run-on Concordial Modifiers Pronoun | Total
Fragments Sentence Agreement Referents

S26 1 0 } 17 1 3 22
S27 5 2 120 4 2 33
S28 2 5 10 9 8 34
S29 1 14 7 0 1 23
S30 2 17 v 4 30
f Total 11 38 59 | 16 18 142

Table 4B above represents the errors picked from the five students who constituted the
control group. The errors under sentence fragments, modifiers and pronoun referents were all
below ten with student S29 recording zero errors under modifiers, and student S26 also recording
zero under run-on sentences. Student S27 recorded 20 concordial agreement errors. This was
quite a high number of errors compared to the other errors recorded. For instance, in the category
of sentence fragments, had 5, run-on sentences 2, modifiers 4, and pronoun referents 2.
Concordial agreement errors were the highest with a total of 59 errors. Run-on sentences had 38

errors. The sentence fragments had a total of 11 errors, modifiers 16, and pronoun referents 18.

3.3.2 Data Collected after Instruction

The next task, after recording the errors identified in the Placement Test, was to record those
errors in the other essay tasks, namely, continuous assessment essay, mid-quarter exam essay,
and final exam essay. The same essay topics set by different lecturers for the students in the
classes, from which the target group was picked, were also administered to the control group.
This exercise took a period of over ten weeks of instruction because UEAB’s quarter is about ten
to eleven weeks of instruction. The length of the essay tests required of all the participants was
one and a half to two pages. The time given to write each essay was the normal class period,
which 1s one hour. For the target group it was easy because each group could be found in one
place as per arrangement with the lecturer in charge of that particular group. The researcher had
to arrange suitable time with the students who were in the control groups for them to write under
supervision. However, since the students in the control groups could not meet at once, the essays

were written at different times. The data collected was recorded in tables, and they show the
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number of errors per essay per student after a period of instruction. This data is the one that
proved whether there was reduction or not i the students’ written texts after they received
instruction. In all the tables, the types of syntactic errors have been abbreviated to save space,
and the key has been provided below each respective table.

There were three essays given, and the errors recorded per essay per student were those
related to sentence fragments, run-on sentences, modifiers, and pronoun referents. After the
initial instruction, that is, immediately after registration, an essay was given for continuous
assessment. A mid-quarter exam essay was given after instruction covering half the quarter’s
content. At the end of the quarter, when all instruction was completed, a final exam essay was

administered to the students.

Table SA: ENGL109 Target Group Errors Per Essay Per Student after Instruction

- il . - .
Continuous Assessment Essay l Mid-quarter Exam Essay | Final Exam Essay
' T T T reseel ' ‘ e
' ST |SF |RS |cCA | MD |PR |SF |RS |[CA |MD |PR |SF |RS |CA |MD |PR | TOT

_ | ‘ ; a' _ ‘

|
|
|
|
|

!
|
1
j
34 '3 47 ’61 f23 ’20 !0 .17 448 | 15 ’11 | 459 ]

KEY SF=Sentence Fragment CA=Concordial Agreement TOT=Total
RS=Run on Sentence MD=Modifiers
PR=Pronoun Referent ST=Student

In Table 5A above, the recorded errors for the five students (S1 to S5) are shown. Student S3,
for example, had the following errors in the continuous assessment essay test: Sentence fragment
(SF) 3, run-on sentence (RS) 14, concordial agreement (CA) 19, modifiers (MD) 8, and pronoun
referent (PR) 5. In the mid-quarter essay test, the same student had 2 sentence fragment errors, 5
run-on sentence errors, 13 concordial agreement errors, 4 errors under modifiers, and 5 pronoun
referent errors. The totals for the continuous assessment essay tests for all the five students were

as follows: sentence fragment 11, run-on sentence 55, concordial agreement 83, modifiers 26,
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and pronoun referent 34. In the mid-quarter exam essay, the totals were as follows: SF 8 errors,
RS 47 errors, CA 61 errors, MD 23 errors, and PR 20 errors. The total number of errors picked
from the final exam essay was as follows: SF 0, RS 17, CA 48, MD 15, and PR 11.

In all the three essays, for all the five students, concordial agreement errors ranked the highest
followed by run-on sentences. The sentence fragment was the least recorded error n all the three
essays followed by the pronoun referent. The three male students S2, S3, and S4 made more
errors 1.e. S2: 100; S3: 97; and S3: 104, than the female students S1 who had 82 errors and S4

who recorded a total of 76 errors regardless of the major areas of study and age bracket.

Table 5B: ENGL109 Control Group Errors Per Essay Per Student Without Instruction

T T |
"CA |MD | PR | TOT |
S A e

KEY: SF=Sentence Fragment | CA=Concordial Agreement = TOT=Total

RS=Run on Sentence MD=Modifiers
PR=Pronoun Referent ST=Student

Table 5B above shows the range of errors for the students who did not take on instruction.
These students formed the control group. For instance, student S7 had, in the continuous
assessment essay test, 2 sentence fragment errors, 12 errors under run-on sentence, 29 errors
under concordial agreement, 9 errors under modifiers, and 7 errors under pronoun referent. In
the mid-quarter exam essay, the same student (S7), had 3 SF errors, 11 RS errors, 29 CA errors,
5 MD errors, and 8 PR errors. In the final exam essay, student S7 had 3 SF errors, 11 RS errors,
26 CA errors, 9 MD errors, and 9 PR errors. The totals for all the errors, made by all the five
students in the continuous assessment essays were as follows: SF 17, RS 51, CA 101, MD 21,

and PR 31. In the mid-quarter exam essay, they were recorded as follows: SF 14, RS 56, CA 94,
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MD 22, and PR 26. The final exam essay had the following totals: SF 15, RS 73, CA 102, MD
22, and PR 29.

Since the purposive sampling method was employed in this study, there was no planned way
of selecting equal numbers of gender and different areas of study. Therefore, unlike in the target
group where there were three males and two females, the control group had three females S6, S8,
and S9, and two males S7 and S10. S6 and S9 are Guidance and Counseling majors, and S8 is an

Accounting major. Both males i this group, S7 and S10 are theology majors.

Table 6A: ENGL110 Target Group Errors Per Essay Per Student after Instruction

Continuous Assessment Essay Mid-quarter Exam Essay Final Exam Essay
! = |
SF RS CA“ MD—’ PR SF | RS CA I MD E’R SF RS | CATMD ‘ PR ‘ TOT '
| | | |
S11 1 } 6 12 1[3 10 1 |9 8 b . 13 4 ' 6 9 2 10 102 |
si2 |1 |14 L:e \ 10 |4 |3 Lg 5 72 1 (a4 |10 |2 |5 |99
i | |
14 [ 3 | *

S13 2 13715—’ 5 4 3
— N

13 8 7 2 12

6 |
I I
10 |6 y'z !9 | 135

2
iy
—
(o)}
-1

|
7 {1 |12 |9 E5 110 {4 |
|

LTOT .H}M 3 _33|4° ‘10 ‘54 53 '2 f31 Jls 3 |45 |12 i%s’ i5--18
KEY: SF=Sentence Fragment CA—Concordlal Agreement TOT—TOT
RS=Run on Sentence MD=Modifiers
PR=Pronoun Referent ST=Student

Table 6A above represents the students who registered for ENGL110 immediately after
taking the English Placement Test. S11, S14, and S15 were male students majoring in Bachelor
of Education, Climical Laboratory Science respectively. S12 and S13 were female majoring in
Biology. All the five students are in the 20-25 years age bracket.

In the continuous assessment essay, for example, student S14 had 4 SF errors, 20 RS errors,
13 CA errors, 8 errors under MD, and 7 PR errors. His total number of errors in all essays was
114. The total number of errors per error category was SF 14, RS 74, CA 72, MD 33, and PR 42.
Student S14, for example, had 1 SF error, 9 RS errors, 8 CA errors, 8 MD errors, and 13 PR

errors in the mid-quarter exam essay. The totals in this essay for all the five students were, SF
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10, RS 54, CA 53, MD 27, and PR 31. In the final exam essay, student S15 for example, had 4
SF errors, 10 RS errors, 6 CA errors, 2 MD errors, and 9 PR errors. However, the total number of
errors for all the five students in this essay was, SF 15, RS 33, CA 45, MD 12, and PR 33. With
the exception of sentence fragments and modifiers, most errors per student per essay were above

10 and below 20.

Table 6B: ENGL110 Control Group Errors Per Essay Per Student Without Instruction

Continuous Assessment Essay . Mid-quarter Exam Essay { Final Exam Essay

cA ‘MD ‘pa TOT

|1 Ts 16 (10 |10 |3 J3 |7 !10 | & Js—:_ma

s | |1 |6 |17 [o 16 [2 (12 |1 [7 |15 | 170

1 (m e lis lip |8 |1 |mm

|
|3 [2 !3 |1 [2 }1 91ﬁ
|6 }lB ls P |6 84

ot

0 |4 |14 (17 4 |10 |2 | 11 (9 |1 ju jo s 17|
1 | e | | | ! | | | |
TOT |23 [38 |69 |27 |53 |18 |46 |62 |29 13 | 48 |61 |23 |38 |58
| | 1° i ol il el el I
KEY: SF=Sentence Fragment CA=Concordial Agreement TOT=Total
RS=Run on Sentence MD=Modifiers
PR=Pronoun Referent ST=Student

The ENGLI110 control group errors, presented in Table 6B above, shows errors ranging
between 0 and 20. In this group there were four male students of which two were science majors.
S19, Biology major, for example, had a total of 170 errors while S16, a Physical/chemistry
major, recorded 91 errors. S18, the only female in the group, and Clinical Laboratory Science
major, made a total of 101 errors. S17, a male Accountancy major, recorded a total of 84 errors.
The last male student in this group, S20, majoring in Theology, made a total of 141 errors.

Student S19 was an exception in that he was the only one who had 23 concordial agreement
errors in the continuous assessment essay. The same student had 4 sentence fragment errors, 6
run-on sentence errors, 6 errors under modifiers, and 17 pronoun referent errors in the continuous
assessment essay. In the final exam essay, student S19 had the following errors recorded:

sentence fragments 2, run-on sentence 12, concordial agreement 19, modifiers 7, and pronoun
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referent 15. In the continuous assessment essay, the totals for all the errors the students made
were, SF 23, RS38, CA 69, MD 27, and PR 53. In the mid-quarter exam essay, the totals were SF
18, RS 46, CA 62, MD 29, and PR 40. The totals for the errors compiled from the final
examination essay were as follows: SF 13, RS 48, CA 61, MD 23, and PR 38. Concordial
agreement errors had a high number of errors, while sentence fragments had a low number of

errors n all the three essays.

Table 7A: ENGL111 Target Group Errors Per Essay Per Student after Instruction

Continuous Assessment Essay Mid-quarter Exam Essay Final Exam Essay

!
, T 1 r I
| ST SF ! RS —IFCA J MDLPRJSF RS CA } MD PR | SF —J RS } CA . MD ' PR 1 TOT !
s21 | 5 [s E TST() o5 ]2 3 “1 ',2 | 2 ]2 12 |46 |
i ! | | ‘ | ! | — | |
|52 |3 |16 }'10 | 6 F | 1 ’,14{1 4 |2 0 |1073 | 2 Iz |78 J
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| 823 |2 1‘23 |8 |3 ;2 '3 ‘24 |5 2 fl lo |22 |4 |1 14 | 106
s a [18 [5 |o sz3 15 |4 o |1 ‘10]3 Lo 1 |67
e B8 bl | -
S25 12 |9 |5 3 |3 5 }6 | 6 2 3 |1 |& 15 ‘12 12 |59
[Nl O w ’ i{ . | |
T | 15 .76 Ei 15 |16 | 12 ’64 }19 110 lo |3 |ao 117 |7 |11 3% |
Sl -l I S R e |
KEY: SF=Sentence Fragment CA—Concordial Agreement TOT=Total
RS=Run on Sentence MD=Modifiers
PR=Pronoun Referent ST=Student

Table 7A above represents ENGL111 target group errors in three essays. Errors were picked
from five students consisting of four females and one male. The female students, S21, S22, S23,
and S24 were all aged between 20 and 25 years. Two of these students, that 1s, S21 and S23 are
Clinical Laboratory Science majors. S22 and S24 are Linguistics majors. The only male student
in this group, S25, aged 22, is Accountancy major.

In the continuous assessment essay, student S23 had 2 sentence fragment errors, 25 run-on
sentence errors, 8 concordial agreement errors, 3 errors under modifiers, and 2 pronoun referent
errors. Student S21 had the following errors in the mid-quarter exam essay: sentence fragment 0,
run-on sentence 5, concordial agreement 3, modifiers 1, and pronoun referent 3. Syntactic errors
recorded from student S22's final exam essay were as follows: sentence fragment 0, run-on

sentence 10, concordial agreement 3, modifiers 2, and pronoun referents 2. Except for student
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S23 who had above 20 run-on sentence errors in all the three essays, the other four students had
errors ranging between 0 and 20. Run-on sentences had 76 errors i total. In the continuous
assessment essays, 64 errors in the mid-quarter exam essay, and 49 errors in the final exam
essay. The total number of errors were as follows for all the five students in the four essay tests:
S21: 46; S22: 78; S23:106; S24: 67; and S25: 59.

Table 7B: ENGL111 Control Group Errors Per Essay Per Student Without Instruction

|
Continuous Assessment Essay TIind-quar’u::r Exam Essay . Final Exam Essay
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KEY: SF=Sentence Fragment CA=Concordial Agreement TOT=Total
RS=Run on Sentence MD=Modifiers
PR=Pronoun Referent ST=Student

Table 7B above shows the range of errors picked from essays written by students who were
placed in ENGL111, but did not immediately register for the course. These students formed the
control group. There were four males, that 15, S26, S27, 829, and S30, and one female, S28. S26
majors in Physics/Chemistry. S27 and S28 both major in Biology. S29 majors in Linguistics. S30
1s a major in Business Management. Their age bracket ranges between 20 and 25 years.

For this particular group, the number of errors 1s below twenty in some areas. Student S26, for
example, had O SF, 4 RS, 18 CA, 2 MD, and 4 PR in the continuous assessment essay. In the
mud-quarter exam essay, the same student had 1 SF, 6 RS, 18 CA, 3 MD, and 3 PR. In the final
exam essay, Student S26 had 1 SF, 7 RS, 15 CA, 3 MD, and 3 PR. The total number of errors in
the continuous assessment essay was as follows: sentence fragment 10, run-on sentence 44,
concordial agreement 54, modifiers 10, and pronoun referent 15. In the mid-quarter exam essay

the total number of errors for all the five students were, 7 sentence fragment errors, 48 run-on
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sentence errors, 62 concordial agreement errors, 8 errors under modifiers, and 20 pronoun
referent errors. The same students had the following total number of errors in the final exam
essay: 16 sentence fragment errors, 60 run-on sentence errors, 50 concordial agreement errors, 11
errors under modifiers, and 21 pronoun referent errors. S28, the only female student, made the
least number of errors that totaled 66. For the male students, S26 had a total of 88 errors, S27:
112, S29: 74, and S30: 96.

3.4 Summary

In this chapter, a purposive sampling method was used to select the subjects used for the
study. The data collected before and after instruction was tabled. The English Placement Test
essay was the catchment area for all the errors that the study sought to analyse. All the 30
students’ ages, gender, and major areas of study were briefly discussed in connection with the
number of errors made by each student. The control groups might have seemingly shown less
number of errors in the placement test essay as compared to the target groups. This might be so
because the errors were first searched from those who had registered for the different English
Skills Courses. However, as shall be seen in Chapter 4, the issue is not the quantity of errors but

whether the errors were reduced or not.
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CHAPTER FOUR
DATA ANALYSIS AND INTERPRETATION

4.1 Introduction

This study utilises the purposive sampling method. This helps the classification of data under
a target group and a control group for each level of the English Skills courses. The chapter
presents the observations, analysis and interpretation of the data collected. It traces the issues
involved in the problem. The objectives of this study are confirmed through the development of a
past to present examination of the issues involved so as to identify the trends observed in the
examination of the issues. The chapter makes overall observations and analyses the recorded
and described data with a view to comparing the details. It also uses the chi-square to test for

relationships and to sketch graphs.

4.2 Data Observation

Although different kinds of syntactic errors were found in the essays of individual students,
some were selected for analysis while others were not. Of those errors that were not selected,
there are those that do appear in grammars and those that do not appear at all but which make
construction faulty. The observed errors include: (i) sentence fragments, (ii) run-on sentences,
(1) concordial agreements, (iv) modifiers, and (v) pronoun referents. In this section, the errors
produced in each English Skills level were put together, and observations were made. For
example, all sentence fragment errors made by the five students in ENGL109 target group were
put together and tabled.

4.2.1 Sentence Fragments

A sentence fragment 1s a group of words that does not meet the requirements of a complete
sentence. It 1s an mcomplete sentence that gives an incomplete thought to the reader. In
conversations or dialogues, however, some of these groups of words make sense because of the
context, but in written tasks they do not. Unless the writer puts the sentence fragments in
quotation marks or, in the case of dialogues, turn-taking in the speaking process, the reader may

not understand what the writer wants to say.
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Table 8A: Target Group Showing Sentence Fragment Errors in Four Essays

Group Placement Test | Continuous | Mid-quarter | Final  Exam | TOTAL
Essay Assessment | Exam Essay Essay
Essay
ENGL109 |23 11 8 0 42
ENGL110 | 40 14 10 15 79
ENGLI111 |30 16 12 3 61
TOTAL 93 41 30 18 182

Table 8A above shows the total number of sentence fragment errors made by the 15 students

who registered for ENGL109, ENGL110, and ENGLI111 in the placement test essay, continuous

assessment essay, mid-quarter exam essay, and final exam essay. In all the three English Skills

course levels, there is a reduction of errors. In ENGL110, however, errors increased from 10 in

the mid-quarter exam essay to 15 in the final exam. This is to be expected since some students

suffer from anxiety when faced with final examinations. Even though there are 15 errors, the

number is still by far much less than even half the number of errors made in the placement test.

After instruction, students registered in ENGL109 course level record no sentence fragment error

in the final exam essay. ENGL 109 requires intense instruction, and there being only five students

registered for the course, much attention must have been given individually to each student.

Table 8B: Control Group Showing Sentence Fragment Errors in Four Essays

Group Placement Test | Continuous | Mid-quarter Fmal Exam | TOTAL
Essay Assessment | Exam Essay Essay
Essay
ENGL109 |21 17 14 15 67
ENGLI10 | 19 23 I8 13 73 )
ENGLI11 | 11 10 7 16 44 |
TOTAL 51 50 39 44 184

Table 8B above shows the sentence fragment errors that were picked from essays written by

students who were not exposed to mstruction. Unlike the target group, the control group does not

show an obvious reduction of errors. Even if there seems to be some sort of reduction of errors

in ENGL109, it is not as patterned as the reduction of errors in the target group.
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In both target and control groups, three types of sentence fragment errors were identified in
students’ essays. The first type was that of incomplete sentences that start with a connecting
word such as after, since, because, etc. In this type, the dependent clause ends with a period with
no independent clause following immediately. ~ Examples identified n some of the essays
written for placement test, continuous assessment, mid-quarter exam, and final exam include the
following:

(1) *Since the time to part was at hand. [stop]

(1) *Because it is hard to replace him in the family.

(11) *Even to the level of the university.

(iv) *After the honeymoon also makes feel like this.

In this case, adjective clauses (e.g. “Even fo the level of the university.”) and adverbial clauses
(e.g. “When he appeared.’”) are mistaken for sentences. The same should be at the end or
beginning of an independent clause.

The second type of a sentence fragment type found in quite a number of essays includes those
sentences which do not contain both a subject and a predicate (verb) that are clearly implied.
Examples mnclude:

(v) “The spectator and pope’s poems.”

The reader fails to tell what is the connection between the spectator and the pope’s poems. It
may be that “and” was a verb that the student intended but muisspelt 1t

(vi) “Others Nairobi hospital. Others to Chiromo mortuary.”

In this case, there is no predicate. Also, there is the implication that “others™ is the subject which
[is taken to] hospital and at the same time to mortuary. The first “others” would have been better
rendered as “some.” But even then, the subject would be confusing because only the dead must
be taken to the mortuary and not the hurt.

(vii) “Colourful wedding dream.”

The reader cannot tell whether the “Colourful wedding dream” is the subject or object as there is
no predicate.

The third type of a sentence fragment error that was prevalent in many essays was that
whereby a student started a statement with one construction and then shifted to another. E.g.,

(vii) “I really adore one who is well behaved one with her own principles of which she

should keep goes by what she likes and do what she don 't like.
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(ix) “When I saw the congregation praying silently but it took sometime when pastor was
offering prayers.”

(x) “Another work I prefer doing is taking care of the sick on the way she is eating.”

(x1) “And the owner of the house she had at Nyamira Conference.” '

(xi1) “Not only football but also the course of physical fitness which is a general requirement.
In all these examples the students miss some proper grammatical elements. As such, they start
with an independent clause but then add an unfinished statement and forget to coordinate it with
the first independent statement. Or a student begins a statement and then shifts thought, adds

words, but stops before she/he gives meaning to the opening words.

4.2.2 Run-on Sentences

A run-on sentence consists of two or more complete sentences written as if they were one
sentence. This error proved to be one of the most problematic among all other syntactic errors.
Most students in both target and control groups showed that they had a lot of problems in almost
all the essays. Most of these errors were mainly caused by negligence or lack of mechanics,

punctuation, coordination and subordination know how.

Table 9A: Target Group Showing Run-on Sentence Errors in Four Essays

Group Placement Test | Continuous | Mid-quarter Final Exam | TOTAL
Essay Assessment | Exam Essay Essay
Essay
ENGL109 | 82 55 47 A7 201
ENGL110 | 68 74 54 33 229
ENGLI111 | 84 76 64 49 213
TOTAL 234 205 165 99 703

Table 9A above indicates the total number of errors made by students registered for the three
different English Skills courses. The number of errors is high for each level, but there is some
degree of error reduction shown after instruction. For instance, in each course level, the run-on
sentence errors in the placement test essay were ENGL109 82, ENGL110 68, and ENGL111 84.
After mstruction, in ENGL109, some of the errors were reduced by about 27 in the continuous
assessment test essay, and by about 30 in the final exam essay. This shows a significant

reduction of errors after instruction. Although the errors in the continuous assessment essay show
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an increase from 68 in the placement test to 74 in the continuous assessment essay, the errors
were reduced by 20 in the mid-quarter exam essay, and by 21 in the final exam essay. In
ENGLI111, there was a smooth pattern of error reduction. For example, 84 errors were picked
from the placement test essay, 76 from the continuous assessment essay, 64 from the mid-quarter

exam essay, and 49 from the final exam essay.

Table 9B: Control Group Showing Run-on Sentence Errors in Four Essays

Group Placement Test | Continuous | Mid-quarter Fmal Exam | TOTAL
Essay Assessment | Exam Essay Essay
Essay
ENGL109 | 58 51 56 73 1238
ENGL110 | 42 38 46 48 174
ENGL111 |38 44 48 | 60 190
TOTAL [138 133 150 181 602

The total number of errors for each group in all the four essays is shown in Table 9B above.
Because there was no instruction given to this group, the error reduction pattern 1s distorted. For
instance, ENGL109 recorded 58 errors in the placement test essay, 51 errors in the continuous
assessment essay, 56 errors in the mid-quarter exam essay and 73 errors in the final exam essay.
This showed that when no one is there to remind the student of some syntactic errors the student
makes, there is no improvement in error reduction like that seen in the target group.

In both the target group and control group two types of run-on sentence errors were
significant. One type was the one where students used a comma to join two independent clauses.
A comma alone cannot combine two independent clauses. To join the two, a coordinating
conjunction preceded by a comma should be used. An example picked from one of the essays is
as follows: *Aft least they decided to tie a rope between two trees, underneath there was a big
hole.” This error is most likely caused by lack of punctuation marks know-how. Most students
put a comma instead of a full stop at the end of each independent clause, or a conjunction not
preceded by a comma bringing the two clauses together, thereby causing a run-on sentence error.
When corrected, this run-on sentence would then read, At least they decided to tie a rope
between two trees, and underneath there was a big hole. Or the two independent clauses could
be separated and read: At least they decided to tie a rope between two trees. Underneath there

was a big hole.
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Another type of run-on sentences found in a number of essays was the one where nothing
separated the independent clauses. For instance, *Namasaka is an edible vegetable it is usually
given to a male child. Most of it was a result of lack of knowledge in capitalisation rules. In
some essays, it was the result of lack of knowledge in punctuation rules. The correct way of
presenting this sentence is either by joining it using a semicolon, e.g. Namasaka is an edible
vegetable; it usually given to a male child. Another way of correcting the run-on sentence is
joining the two independent clauses with a coordinating conjunction, e.g. Namsaka is an edible

vegetable, and it is usually given to a male child.
4.2.3 Concordial Agreement
Concordial agreement refers to oneness or harmony between parts of a sentence. There are

several nuances of this agreement.

Table 10A: Target Group Showing Concordial Agreement Errors in Four Essays

Group Placement Test | Continuous | Mid-quarter Fmal Exam | TOTAL :
Essay Assessment | Exam Essay Essay '
Essay
ENGL109 | 89 83 | 61 | 48 281
ENGL110 | 78 72 |53 45 248
LENGLUI 31 31 19 e 98
[ TOTAL 198 186 133 110 627

Table 10A above shows the total number of errors made by all the subjects used in this study
in all the four essays. ENGL109 had the highest number of concordial agreement errors in all the
four essays even though there is reduction of errors. In ENGL109 and ENGL110 error reduction
figures after the first phase of instruction was not that significant. For example, there were 89
errors in the Placement test essay, and these were reduced to 83 errors in the continuous
assessment essay. In ENGL110 there were78 errors in the placement test essay, and these
reduced to 72 in the continuous assessment essay. There was no error reduction between the two
essays in ENGLI111. In fact, errors started reducing from 31 after in the continuous exam essay

to 19 in the mid-quarter exam essay.
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Table 10B: Control Group Showing Concordial Agreement Errors in Four Essays

Group TP]acement TestT Continuous | Mid-quarter Fimal Exam | TOTAL
Essay Assessment | Exam Essay Essay
Essay
ENGLI109 |97 101 o4 102 394
| ENGLI10 | 59 69 62 61 251
[ENGLI 11 |59 54 62 50 225
| TOTAL [215 224 218 213 870

The control group, represented in Table 10B above, shows that those students who were not
exposed to mstruction had a pattern that either showed stagnation of errors or a gradual increase
mnstead of a decrease as in the case with the target group. ENGL109 had 97 errors in the
placement test essay, 101 errors in the continuous assessment essay, 94 errors in the mid-quarter
essay, and 102 errors in the final exam essay. The errors in ENGL110 followed a pattern of
abruptness, and in ENGL111, there is a fluctuating trend. This is unlike the target group where
the trend was mostly systematic.

In all the essays, at least one or two kinds of concordial agreement errors were picked. The
most prevalent were those related to subject-verb agreement. A verb must agree with its subject
in number (Le., singular or plural) and person (i.e., first, second, or third). Errors in this case
included the non standard use of “do.” For example, *She do not play football” The auxiliary
verb “do” may correctly be used with plural subjects and with pronouns / or you as singular
subjects. But, in this example, the student used “do” with a third person singular subject. The
correct verb should have been “does”. The correct sentence would have been: She does not play
Sootball. Another student wrote: */ like it when a woman cook good food.” The subject “woman”
1s singular but the verb “cook” 1s plural. It should be “cooks” in Standard English. The sentence
would then read: 7 like it when a woman cooks good food.

A compound subject, joined by the conjunction and, requires a plural verb. However, many
students seemed to miss this point. So they wrote: “English and Kiswahili_is my favorite
subjects.” Or, “At the airport is standing a helicopter and an eagle.” For both examples, the
auxiliary verb “are” would have been appropriate. Some students made concordial agreement
errors because they did not match the number of a pronoun with that of the verb. For example,

“This_were dropping like honey.” Or, “This_are soap operas.” A singular demonstrative “this”
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has been used with plural verbs. Sometimes this error 1s made as a result of wrong pronunciation

of this as if it is these.

4.2.4 Modifiers

A modifier comprises a word or phrase that specifies the exact meaning of another word. In

the scope of this study dangling and misplaced modifiers were dealt with.

Table 11A: Target Group Showing Errors Under Modifiers in Four Essays

Group Placement Test | Continuous | Mid-quarter Fmal Exam [TOTAL
Essay Assessment | Exam Essay Essay
Essay
ENGL109 |41 26 23 15 105
ENGLI110 |31 33 t &7 12 103 J
ENGL111 L17 Jis 10 7 49 {
TOTAL |89 |74 60 34 | 257 |

In Table 11A above, ENGL109 and ENGL111 show that after instruction, there was some

reduction of errors under modifiers. ENGL110 showed reduction of errors after the continuous

assessment essay. From 31 errors in the placement test essay, the total number of errors in the

continuous exam essay was 33. This is expected because there is a possibility that a number of

students were avoiding the use of modifiers in the placement test. This kind of error did not have

as many errors as those in the other errors. The highest total number of errors was 41, recorded

under the placement test essay.

Table 11B: Control Group Showing Errors Under Modifiers in Four Essays

{Group Placement Test | Continuous | Mid-quarter TF inal Exam | TOTAL
Essay Assessment | Exam Essay Essay
Essay
| ENGL109 | 30 21 2 22 95
ENGL110 | 24 27 L29 23 103 B
ENGLI111 |16 20 8 11 55 |
TOTAL |70 68 59 56 253 |

Table 11B above shows the total number of errors picked from the placement test essay,

continuous assessment essay, mid-quarter exam essay, and final exam essay for all the three
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English skill course levels. These groups produced a low number of errors with the highest
pegged at 30 m the placement test essay for ENGL109, and the lowest was 8 errors in the mid-
quarter exam essay for ENGL111.

Some of the errors that were picked under modifiers were those related to dangling
modifiers. A dangling modifier usually consists of verbal phrases, such as participial, nfinitive
and gerund phrases, which hang loosely in the sentence and produce confusion in the reader. The
most common verbal phrase that was misused as a modifier was the participial one. The
students’ errors were mainly based on the present participles. The following are some of the
examples of the misplaced participial phrases found in students’ essays: *Atr night my pastor
united me with my dear wife kneeling. The reader 1s not sure whether both the writer and the wife
were kneeling while the pastor was uniting them, or it was the wife alone who was kneeling, or
the pastor was the one kneeling while uniting the two. It 15 not clear what word the modifier
refers to in the sentence.

A modifier must be placed close to the word that it modifies otherwise it would be misplaced.
Sometﬁnes a modifier may modify a word preceding it as the word immediately following it. An
example drawn from one of the essays read: *The man who drinks beer currenily needs to sleep.
The misplaced modifier is “currently”. The problem with the modifier “ currently” is whether
it modifies “drinks” or “needs”. Positioning the modifier in its proper place might solve the
ambiguous statement presented. For example, a comma may be placed between “beer” and

“currently”. The sentence would then read: The man who drinks beer, currently needs to sleep.

4.2.5 Pronoun Reference

A pronoun must refer clearly to an antecedent. If the antecedent s missing or unclear, the
reader may musunderstand what the writer says as the pronoun may refer to more than one
antecedent. In most cases, L2 learners have a hard time with gender and neuter pronouns. If the
antecedent noun is feminine, a masculine pronoun is likely to be used or vice versa. For example,
“*Jane beat his child yesterday”. Neuter pronouns give L2 learners problems with number
(singular or plural) especially. For example, “*The dogs barked all night. 1t was sick”. Students
need to be made aware that pronouns must agree with their antecedent. If not, there will be a
faulty pronoun referent leading to a misunderstanding of the sentence. The pronoun referent error

was not as outstanding as the run-on sentence or the concordial agreement error.
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Table 12A: Target Group Showing Pronoun Reference Errors in Four Essays

Group Placement Test | Continuous | Mid-quarter Fmnal Exarﬂ TOTAL
Essay Assessment | Exam Essay Essay
Essay |
| ENGL109 | 40 34 20 ) 105
| ENGL110 |42 42 31 33 148 |
ENGLI111 |32 16 9 11 68 J
TOTAL |[114 |92 60 55 321 ]

Table 12A above shows the total number of errors made by all the students under study in the
four essays given. In ENGL109, there is an interesting scenario. In the placement test essay, the
errors recorded were 40. After instruction they were reduced to 34 in the continuous assessment
essay, 20 in the mid-quarter exam essay, and 11 i the final exam essay. When the students were
given the continuous assessment essay topics to write on, there is a possibility that a number of
them had not yet grasped the concepts. This could be the reason the errors were reduced by six.
There was no show of error reduction in ENGL110. This could have been caused by the fact that
pronoun referents confuse a number of L2 learners. In ENGLI111, there was quite a significant
error reduction.

The increase from 9 errors in the mid-quarter exam essay to 11 in the final exam essay can be
alluded to exam pressure. The time of mid-quarter examinations can exert pressure on students
since they might be writing exam after exam without a break. To most students, according to
Lambert et al (op. cit), is not a natural environment. Some students, as Lambert et al (op. cit)
further note, “see examinations as a kind of endurance test, designed to weed out the weak from
the strong” (cf: Lambert et al: 2000: 95). ENGL109, however, made less number of errors than
those made by ENGL110, a course category higher. This could be explained by the fact that
students in ENGL109 had more individualistic learning than those in ENGL110 because they
were just five registered for that course category. The other reason could be, “vigorous
interaction with the content” as Lambert et al (p. 152) put it. Both student and instructor had
mutual understanding of what needed to be achieved. Yet, in both ENGL110 and ENGLI111
there were more students and the assumption that the students have a better understanding of the

concepts mught have interfered with their learning process.
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Table 12B: Control Group Showing Pronoun Reference Errors in Four Essays

Group | Placement Test | Continuous | Mid-quarter Final Exam | TOTAL
Essay Assessment | Exam Essay Essay
Essay
ENGL109 | 31 31 26 29 5
| ENGL110 | 40 53 40 38 171
| ENGL111 |18 15 20 21 |74
TOTAL |89 99 86 88 362 J

Table 12B above represents the total number of errors compiled from the different essays
written for ENGL109, 110 AND 111 by the students who were not exposed to instruction. The
errors in all groups do not show any reduction. Instead there is, in some cases, a marked increase
of the errors.

Some examples of the pronoun referent errors found in students’ essays exposed the lack of
understanding antecedents. Take, for instance, the sentence: *Achieng told Lydia that she had
been accepted at the University of Nairobi. 1t is not clear whether “she” refers to Achieng or to
Lydia. Therefore, the antecedent of “she” 1s misunderstood. Or *When he put the book on the
desk, it fell. “If’ may refer to the book or the table. Therefore, the antecedent is not clear.

Sometimes students used pronouns such as it, they, you, or your without antecedents. The
following examples show that the students used pronouns for indefinite reference where a noun
would suffice. *At UEAB you cannot travel without the dean’s clearance. “You” has no
antecedent of the person spoken to. It may indefinitely refer to resident students in general but
neither to off-campus students nor to faculty and staff members. Or, *Last week they widened the
pavement. “The)” refers, in this case, to physical plant workers not to people in general. It needs
a definite antecedent that was not stated by the student. Or, *In this bulletin it has a message

Jrom the Vice Chancellor. Again, the pronoun “it” has no antecedent reference.

At other instances, students used pronouns such as your, his, or their in place of the definite
article. For example, *4t Mbita Point their rains drizzle in the afternoons. “Their” has been used
n place of the definite article, or, *Your vice chancellor at UEAB encourages the participation
of all persons at all levels in decision making. Again, “your”, a pronoun has been used for a
definite article “the”.

Accordingly, errors exceeding ten show under run-on sentences and concordial agreement in

all the course levels for most students. This observation holds for the control groups of all course
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levels but 1s true only for the placement test essays and the continuous assessment essays for the
target groups. However, according to Glazier (1987), the most common errors in first year
university students are sentence fragments, and run-on sentences. Therefore, this study’s
findings negate Glazier’s (op. cit) conclusions on fragments, and partially concur with Glazier
(op. cit) on run-on sentences because the most common errors in ENGL109 and ENGL110 are
concordial agreements. Run-on sentences are most common in ENGL111. The other errors (Le.
sentence fragment, modifiers, or pronoun reference) show up at less than ten occurrences.
Comparatively few exceptions to the preceding observation appear in ENGL109 and
ENGL110 especially under the pronoun reference and also generally among the control groups.
From this observation, it becomes clear that the total number of errors for five students mn each of
the categories of sentence fragments, modifiers and pronoun references is less than fifty. This
means that the average number of errors, for each category per student per essay, become less
than ten. However, similar totals for five students about run-on sentences and concordial
agreements add up to more than fifty errors. The sum suggests that the average number of errors

per student’s essay in the named categories exceeds ten.

4.3 Interpretation of the Syntactic Errors

In this section, data collected was analysed and mterpreted. The study looked at general
trends that emanated in all the course levels. It then went on to analyse the students’ errors by
tabling the totals per student per essay, getting the averages and then converting the averages into
bar graphs. Both the relationship between, the target group and control group, and the presence

of mstruction and the reduction of errors, was arrived at by the help of chi-square test analysis.

4.3.1 General Observations

Students placed in ENGLI111 seemed to have on average a better command of the English
Language than those students who were placed in the other course levels. Yet, in all course
levels, error reduction was further realised by those who took instruction immediately, and
appear n the target groups. The students who took the course immediately seemed to be better
prepared to cope with exam stress than those who postponed taking the courses. This was
revealed by the increase of errors in the control group during exam timés.

The foregoing analysis confirms Krashen’s (1981) study that concludes that acquisition of
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language happens “a little bit beyond” where we are now. In light of the Input Hypothesis, the
learner’s current level of competence assisted lecturers in all the three English Skills course
levels to develop the next level on the learner. One step led to the other. In the words of Selinker
(1972), “there exists an inter-language continuum that consists of overlapping grammars.” The
overlapping grammars relate to the content in all the three course levels as indicated in
Appendices 2, 3, and 4. Each of these syntactic levels shares some rules with previously
constructed grammars but also contains revised rules. The foregoing explains the manner of the
handling of errors by the students who took the English Skills courses immediately after
placement. Also, the control groups displayed a fluctuating trend in the making of structures
containing syntactic errors per category. They neither consistently reduced nor increased the
error making. In the words of Berke (1981), “the students need a teacher to correct the errors

2

immediately after the errors are made.” The discovery of errors requires thorough editing as

well as instruction.

4.3.2 Summary of Students’ Errors

Not all the students in target groups progressed uniformly. On the one hand, those who had
language use problems or those who failed tended to mamntain the number of errors they made
per essay, even as they claimed to be aware of the errors or as they made mimmal progress. On
the other hand, the control groups were on average oblivious about what was happemng in terms
of error production. In this study, the control groups confirmed Glazier’s (1987) observation that
the students, in the absence of mstruction, are not aware that some syntactic construction are
faulty. This notation confirms Gass’s (1991) and Lightbown’s (1991) views that the student
cannot simply discover that his/her Interlanguage is not standard. Therefore, instruction provides
learners with specific information about correct language forms. As such, instruction cannot be
generalized.

According to Hammerly (1991), it seems clear that non-mastery of syntax leads to
incompetence. Incompetence accumulates with less effort than competence. For this reason,
interaction in terms of class lectures is necessary for each student to notice the errors. When the
recorded errors were grouped together for each student, and the total identified for five students
in each course level for each essay, an nteresting scenario emerged. From the totals, average

errors made by each student per essay may be calculated. The target groups (captioned A) show
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that significant progressive reduction of errors took place while the control groups (captioned B)

indicate no consistent trend or pattern.

Table 13A: Five Target Students in ENGL109 Showing the Total Number of Selected
Errors Per Essay Per Student

r e 1 T
: | Placement Continuous ‘ Mid-quarter Final  Exam { TOTAL f
STUDENT | Test Essay | Assessment Exam  Essay | Essay [ f
l : Errors | Essay Errors LErrors l % i
I
f I | | [
| 51 ' 51 37 23 |2 133 |
i [
! s | |
| 82 | 56 | 48 34 | 18 156 |
|83 59 K 29 19 156 |
| l | i ¢ ! |
- iy i | |
| s4 66 41 4 | 22 170 |
1 i v W =SS TR eee——
{55 |43 :34 -:30 12 119 |
‘ |
e ploiamsiass i S
" Group Totals | 275 209 159 91 | 734 |
| p , .
s = 1 T S e
| AVERAGE | 55 | 41 | 32 18 146
MR rETY M. I —— r

The total number of errors for the ENGL109 target group are represented in Table 13A above.
Student S4, for example, showed a positive response to mstruction. From 66 errors in the
placement test essay, the errors were reduced to 41 in the continuous assessment essay. In the
final examination essay, only 22 errors were recorded. Similarly, student S5 also showed a
drastic reduction of errors in the final exam essay. There were 43 errors in the placement test
essay, 30 errors in the mid-quarter exam essay, and these were reduced to 12 in the final exam
essay. The two male Theology students, S2 and S3, started with errors of above 55 in the
placement test, and ended with errors below 20 in the final exam essay. This was a positive
response to instruction. They seemed not to be affected by examination pressure. These students
are mature enough (both were 27 years old at the time of research) to know why they are at
university. This might have partially contributed to their positive response to instruction.

The averages of the total number of errors per essay per student showed that error reduction
was realized. For example, from 55 in the placement test essay, the errors were reduced to 41 n

the continuous assessment essay. They were further reduced to 32 in the mid-quarter exam essay,
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and finally to 18 in the final exam essay. The final result implied that proportionately only 18
out of the original 55 or 33 per cent of the error making average remained. This proved right the

assumption that English Skills courses help university students reduce syntactic errors.

Table 13B: Five Control Group Students in ENGL109 Showing the Total Number of
Selected Errors Per Essay Per Student '

T T ‘

| STUDENT % Placement  Test | Continuous l Mid-quarter ‘ Final Exam | TOTAL |

. ’ Essay Errors | Assessment . Exam Essay | Essay Errors | ;

] -| | Essay Errors | Errors '

{ S6 f 46 40 : 22 35 | 143 :

! - .

| §7 ] 53 59 | 56 58 | 226 |
S8 40 32 30 29 | 131 ;

: it " i —

| 59 | 43 | 44 55 | 61 1203 |

| | | | i e .

| e o o
s10 55 46 49 58 208 J
|

{ oup Totals | 237 | 221 | 212 241 911

L | ! S

| | 4 | 48 ; 182

AVERAGE ‘ 48 E |

Table 13B above shows the total number and average of selected errors per essay per student
n the control group of ENGL109. The totals shift from 237 to 221 to 212 to 241 while averages
shift from 48 to 44 to 42 to 48 for the placement test essay, continuous assessment essay, mid-
quarter essay and final exam essay respectively. This scenario represents a fluctuating trend,
which 1s not systematic. Beginning with 48 and ending with 48 may be coincidental but indicates
no shift in error making potential.

The individual students contributed to the non-systematic reduction of errors, as some errors
increased and decreased from one essay to the other. Student S9, for example, started off with a
total of 43 errors in the placement test essay. The errors increased to 44 in the continuous
assessment essay, to 55 in the mid-quarter exam essay and then to 61 in the final exam essay.
This confirmed the assumption that where instruction is absent, errors may not be reduced
because students are not aware of their errors. Some students in this group, however, showed that

there could be some reduction of errors because some instructors in other subject areas correct
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errors when they meet them in the student’s essays. But, the error reduction showed to be very
minimal. For example. student S8 had 40 errors in the placement test essay reduced to 32 in the
continuous assessment essay. 30 in the mid-quarter essay and 29 in the final exam essay. Student
S8 1s a Guidance and Counseling major, which is a content subject. Therefore. through reading

and writing, though not in English Skills Courses. may have contributed to some extent.

Figure 3: ENGL109 Summary of Averages of Errors for Both Target and Control Groups
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The bar graph in Figure 3 above shows that the errors in the target group of ENGL109
decreased significantly after instruction was given. It also shows that errors in the control group

of ENGL109 fluctuated drastically.
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Table 14A: Five Target Students in ENGL110 Showing the Total Number of Selected
Errors Per Essay Per Student

‘STUDENT Placement Test | Continuous Mid-quarter

{ Final  Exam | TOTAL
| Essay Errors Assessment Exam  Essay | Essay Errors
‘ Essay Errors LErrors '

‘h'u o E E

|
i
I
! §
31 I 149 |

.
e i =
| s12 |56 |45 ) | 22 155 |
. | l |
s13 7‘ 43 39 } 30 29 i 141 |
L______J__ | — : =
| S14 | 43 | 52 |2 E | 157 |
e | I | L e -
| S15 }60 | 67 | 37 '{31 IL195 |
| | |
Group Totals % 249 | 235 | 175 138 797 }
| | ! ‘ i -
,FAVERAGE | 50 | 47 } 33 | 28 | 160 !
- ! } |

Table 14A above represents the target group of ENGL110. It reveals that the average number
of errors reduced from 50 to 47 to 35 to 28 in the placement test essay, the continuous
assessment essay, the mid-quarter exam essay and the final exam essay respectively. This
showed that errors were reduced to 56% in the final exam essay. This percentage is slightly
higher than that of ENGL109 because of shift in emphasis in terms of instruction given. Also,
the students in ENGL109 proceed to the ﬁext level only after attaining the minimum grade of C
minus while those in ENGL110 may proceed to ENGL111 with the least grade of D. The
students in ENGL109 are motivated to work harder than those in ENGL110.

Consequently, students S11, S12 and S13 responded to instruction immediately. This is
shown by the pattern of error reduction from the placement test essay to the final exam essay.
Student S14 and S15 portray slow learner kind of response. They only responded to instruction
after the continuous assessment essay. For example, S14's errors increased from 43 to 52 in the
placement test essay and the continuous assessment essay respectively. When instruction was
fully grasped, the errors were reduced from 52 to 37 to 25 in the continuous assessment essay,
mid-quarter exam essay and final exam essay respectively. S14 is an Accountancy major. The
reduction of errors especially after more instruction was given might help explain the fact that

when students are left alone, nothing much may be achieved in connection with error reduction.
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Table 14B: Five Control Group Students in ENGL110 Showing the Total Number of
Selected Errors Per Essay Per Student

STUDENT  Placement | Continuous | Mid-uarter | Final  Exam | TOTAL

AT

|
| ‘ Test Essay | Assessment Exam Essay | Essav Errors J i
B | Errors | Essay Errors | Errors IL [ |
| S16 E 40 : 31 20 | 135 |
| =3 | | |
| s17 i33 28 127 }29 Rt |
{ S18 25 l 37 134 | 31 | 127 }
| |
]
S19 50 56 159 [ 55 220 |
| | . ’ ’- SR S
$20 32 |49 ‘44 :48 | 173 |
L _ | I .
' Group Totals { 184 210 195 f 183 ; 772 {
| | | |
AT————-‘A———_——‘_—-‘——
39 | 37 155 |

The total number and averages of errors per essay per student are represented in Table 14B
above. A comcidental beginning and ending similarity emanates. For instance, the total number
of errors was 184 in the placement test essay, and 183 in the final exam essay. The averages
depict a similar pattern with 37 errors in the placement test essay and the same average in the
final exam essay. All students in this group, except for students S16 and S17, showed an increase
in the number of errors. For example, S19 started off with 50 errors in the placement test essay
and ended with 55 errors in the final exam essay. Student S20 had 32 errors to start with, but
ended up with 48 errors in the final exam essay while student S18 recorded 25 errors in the
placement test essay, and 31 errors in the final exam essay. Even though student S17 did not
have the same pattern with the other three, the reduction of errors portrayed was not significant.

Some students avoided using, for example, modifiers, and thereby ended with few errors in
that category. Since there was no monitoring through mstruction, Krashen’s “1 +I” theory was
not realised for this particular control group. Tﬁe group totals for the control group may be
deceiving in that the totals seem less than those in the target group. The main issue is whether
there was or there was not a significant reduction of errors in the target group after instruction.
The target group, however, shows a systematic reduction of errors, and if any reduction is

realized n the control group, it is abrupt.

51



Figure 4: ENGL110 Summary of Averages of Errors for Both Target and Control Groups
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Figure 3 above presents the averages of errors for both target and control groups of
ENGL110. The bar graph shows clearly that errors for the target group decrease. Errors for the
control group start from a low number of 37 in the placement test essay, and then go up to 42 in
the continuous assessment essay. The students in ENGL110, besides having a better command of
the second language than the other course level, seem to be motivated to do much better even if
the emphasis in instruction is not as elementary as in the lower course level. There were a total of
three females and seven males m both the target and control groups. Gender, however, had no

effect in the reduction of errors in this course category, especially the target group.



Table 15A: Five Target Students in ENGL111 Showing the Total Number of Selected
Errors Per Essay Per Student

| STUDENT rP‘naceme,nt Test | Continuous ]rMid-quarter ! Final E:-;.m'nJ TOTAL I
‘ Essay Errors Assessment Exam Essay | Essay Errors | ‘
’ | Essay Errors | Errors B |
‘ T |
821 | 32 { 25 ‘ 12 |9 } 78 l
| 522 Tso | 30 ] 22 \ ) 128 |
| | ‘ |
[ | I ‘"‘]
523 }34 | 40 | 35 | 31 140 |
| | | | |
524 40 W29 23 15 107 |
L | | |
penss r S i ! | B
| 825 38 22 |22 |15 | 97
- 411 J | I
| Group Totals | 194 | 155 114 87 550 |
It ! I | I
| [ | I
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The ENGL111 target group represented in Table 15A above had the average errors reduced
from 39 to 31 to 27 to 17 for the placement test essay, continuous assessment essay, mid-quarter
essay and final exam essay respectively. This portrayed a 43 percent of average errors remaining.
These averages were created by different responses to instruction taking into account the starting
point of the number of errors made in the placement test essay by each student. Student S22, for
example, had the highest number of 50 errors in the placement test essay, but these were reduced
to 17 in the final exam essay. This showed a better response to instruction than that shown by
student S23 who had 34 errors in the placement test essay and 31in the final exam essay. Student
S22 reduced errors by 66% while student S23 reduced the errors by only about 9%. In the target
group, the female students S21, S22, and S24, responded faster to instruction unlike female
student S23 and male student S25. Even though the errors did not reveal all that went on in the
structure of the language acquisition at this level, a trend comparable to the other levels that
recerved instruction was portrayed. This element clearly showed that all the levels needed

instruction in order to be aware of and to correct the syntactic errors.

53



Table 15B: Five Control Group Students in ENGL111 Showing the Total Number of
Selected Errors Per Essay Per Student

: -
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Essay Errors Assessment Exam  Essay [ Essay Errors | ‘
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| | = ! ‘]

$26 |2 28 | 31 ‘29 110

1° | A
$27 33 34 | 34 |44 [145
|

{ $28 ‘34 izs L18 25 100

529 | 23 { 26 25 2

830 30 2 |37 37 !126

L)
]
3

| Group Totals | 142 | 133 | 1as 158 578 |
| | |
|
|

| AVERAGE 28 | 27 29 | 31 | 115

ENGL111 control group, represented m Table 15B above, moves the average number of
errors from 28 to 27 to 29 to 31 for the placement test essay, continuous assessment essay, mid-
quarter essay and final exam essay respectively. Student S26 had 22 errors to start with, then the
errors increased to 28 to 31 and finally to 29. There 1s not much difference between 31 and 29.
Though others reduced the errors and others showed no reduction, the control group either
increased the number of errors or maintamed them. In this group there were four male students
and one female student. Student S29, a Linguistic major, maintained errors at slightly above 20
and below 30. One can comfortable conclude that because of show of interest in Linguistics
contributed to the maintenance of errors at almost the same rate. If the student would have been
exposed to instruction, reduction might have been realised. However, the only female student
S28, majoring in Biology, was not significantly different from the other students in the group in

that the errors were even more than those of the other male students.



Figure 5: ENGL111 Summary of Averages for Errors in Both Target and Control Groups
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KEY: X = Average of errors CAE = Continuous assessment essay
Y = Essays MQE = Mid-quarter exam essay
PTE = Placement test essay FEE =Final exam essay
] = Target, BE = Control

In Figure 4 above, the bar graph shows that though the target group started off with errors
higher than those mn the control group, reduction was realised. The control group shows an
increasing trend. These two groups realized low numbers of errors unlike m ENGL109 and
ENGL110. In the control group, the reader gets the implication that the errors were not
neéessari}y reduced. They were maintained. However, depending on the individual student, the
errors might have been abundant or few. In the target group, though the number of errors was
seemingly higher than that in the control group, the assumption that English Skills Courses help
students reduce syntactic errors, was proved true.

In like manner, the second assumption, that syntactic errors are the most recurrent errors in
university students’ essays was also accepted. In almost all but just one or two essays used for

this study, syntactic errors were found. Though each essay was unique in the number of errors
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made, all the target groups showed a systematic reduction of errors after nstruction. The control

groups either had an abrupt reduction of errors or there was a fluctuating kind of pattern.

4.3.3 The Relationship between the Target Group and the Control Group

The foregoing presents a more general analysis of the findings of the study. However, more
specific analyses may be made with the assistance of the chi-square test. Chi-square analysis
answers the question of whether the observed association between taking classes immediately or
not entering class immediately is statistically significant. Since the data consisted of counts or
frequencies, with which each category crossed tabulation between students and essays, the chi-
square proved useful for goodness of fit test and test of independence. The goodness of fit test
determines the significance of sample deviations from an assumed theoretical distribution. It
finds out whether certain models fit the data. This requires the application of some specific
model of the phenomenon being investigated. But here, there was no application model to test
the goodness of fit.

The test of ndependence, on the other hand, determines the significance of observed
association involving two or more variables. In this case, the test of independence 1s the required
test because there are two or more variables. This study compares the data of observed
frequencies with another set of data based on a set of expected frequencies. These expected
frequencies result from the use of some special model that the frequency of some two or more
characteristics are mutually mndependent. In this case, the English Skills course levels of
ENGL109, ENGL110 and ENGLI111 were mutually independent of each other since the students
were writing different essays.

For this element of the study to proceed, tables of averages of total errors per essay and the
target and control groups for each of the course levels are presented below, together with their
representations in graph form. In each table, there are two figures representing frequencies, ie.
the observed frequency and the expected frequency. The figures in parentheses indicate the
expected frequencies.

The expected frequencies were arrived at through the use of the formula:

(Row Total) (Column Total)
Grand Total

Expected Frequency =

56



The measure (chi-square) of the variation between observed and expected frequencies under

the null hypothesis that the model fits the facts is computed. If the measure of variations is higher
than the tabulated value, the null hypothesis is rejected at some specific alpha risks. If the
measure is lower, the null hypothesis is accepted because the model’s output is in agreement
with the actual frequencies. After the values for each cell were determined, the chi-square value
was computed through the formula:

2 o U= 1)
7

Table 16: ENGL109 Observed and Expected Frequencies for the Target and Control

Groups
Essay { Target Group IConu"ol Group TOTAL I
|
|0 E [O E 0O |E |
Placement Test Essay j 55 (46) |48 (57) | 103 T (103) |
L !
Continuous Assessment Essay 41 (38) 44 { (47) 85 (83) j
i ,
Mid-quarter Essay L (33) 42 1(41) 74 74 |
Final Exam Essay 18 29) 48 37 66 (66)
LTOTAL 146 l (146) 182 (182) | 328 (328)
=
KEY: O = Observed Frequencies E = Expected Frequencies

Table 16 above shows observed and expected frequencies of errors per essay i the target and
control groups for ENGL109. In the case of reduction of errors after instruction, 146 out of an
average of 328 frequencies of errors was observed. An average of 182 out of 328 frequencies of
errors was recorded under the control group. In the placement test essay, for example, there
were 55 observed frequencies of errors and 46 expected frequencies of errors in the target group.
The control group had 48 observed frequencies and 57 expected ones in the same essay. When
both target group and control group observed frequencies are added they give the row total of

103. The expected frequencies for both groups also add up to 103.
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Chi-square value:

LA
* I

_ (55— 46)® 2 48— 57)* " (41- 38)° (44 —-47)°

(32-33)

46 57 38 47

(42— 41)® (18- 29)% (48- 373
41 29 37

_81+81+9+9+1+1+121+121
T A6 57T 38 47 33 417 29 37

=176+ 142+ 024+ 019+ 003+ 0.02 + 417 + 327

=111

33

At three degrees of freedom and 95 percent level of confidence, since the calculated value of

11.1 is larger than the tabulated value of 7.81, the hypothesis (that there is dependence between

mstruction and the error reduction) is not accepted on the basis of this sample evidence. As

shown in the different tables, e.g. Table 5A, and 5B; and 13A and 13B; and also in figure 3, error

reduction was realized after nstruction. The total number of errors that was almost 50-50 for

both ENGL109 target and control groups contributed to the rejection of the hypothesis.
Therefore, the hypothesis is true beyond any doubt, as ENGL110 (i.e. Tables 6A and 6B; 14A

and 14B) or ENGLI111 (i.e. Tables 7A and 7B; 15A and 15B) show.

Table 17: ENGL110 Observed and Expected Frequencies for the Target and Control Groups

Essay [ Target Group Control Group TOTAL ]
0] E 0] E 0] E J

Placement Test Essay 50 (44) 37 (43) 87 (87) j

Continuous Assessment Essay 47 (43) 42 (44) 89 | (89) j

Mid-quarter Essay 35 (38) 39 (36) 74 (74)

Final Exam Essay 28 (33) 37 (32) 65 (63) q

TOTAL 160 (160) 155 (155) | 315 (315) '

A

KEY: O = Observed Frequencies

E = Expected Frequencies

Table 17 above presents ENGL110 observed and expected frequencies for both the target and

the control groups. The grand total was 315. In the continuous assessment essay, for instance, the
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observed frequencies in the target group were 47, and the expected ones were 45. The observed

frequencies in the control group were 42 and the expected ones were 44.

Chi-square value:

b (fa — fa):

k= 4

_ (80— 4" {(37-al* (A7-45c (A2 - 4  (A8- 38y
= a4 i 23 + as 4 a4 + 38

(39~ 36)° " (28 - 33)* i (37 - 32)°
36 33 32

36 16 4 - 9 9 16 25

aataztasTaat 3t 38 36 T 32

=082+ 037+ 009+ 009+ 024+ 025+ 048+ 078

= 312

This result shows that there is a relationship between instruction and the reduction of errors in

this sample evidence at three degrees of freedom and 95 percent level of confidence.

Table 18: ENGL111 Observed and Expected Frequencies for the Target and Coniroel
Groups
[ Essay Target Group Control Group TOTAL
0 B 0 B o) E
Placement Test Essay 39 (33) 28 (34) 67 (67)
Continuous Assessment Essay T 31 29) T27 (29) 58 (58)
Mid-quarter Essay P7 (28) 29 (28) 56 (36)
Final Exam Essay { 17 (24) 31 (24) 48 (48)
. - J
TOTAL lm (114) 115 115 229 (229) 1
KEY: O = Observed Frequencies E = Expected Frequencies

The frequencies shown in Table 18 above show the observed and expected errors for both

target and control groups in ENGL111. In the final exam essay, for example, the target group

had 17 observed frequencies and 24 expected frequencies. The control group had 31 observed

frequencies and 24 expected ones.

29



Chi-square value:

= (fo-fe)z
- ¥

(39 - 33)° " (28 — 34)* . (31— 29)° (27 — 29)2 (27 - 28)°

33 34 29 * 25 N >8

(29 - 28)° & C17 = 243" " (31— 24)*
28 24 24

36 16 4 4 1| 1 49 49

~ S 3a 26 et I et 25
= 109+ 043 + 0.08+ 0.08 + 0.04 + 0.04 + 204 + 2.04

= 5.88

Because this result is small compared to 7.81 at three degrees of freedom and 95 percent level of

confidence, this study concludes that there is a relationship between the mstruction offered the

students and the reduction of errors. Therefore, the hypothesis is accepted for this sample on the

basis of the test of significance.

4.4 Summary

In summary, the study noted that there are significant differences in the production of

syntactic errors between the students who take courses immediately after placement and those

who postpone the placement implications. Therefore, the study observed that there was a

relationship between instruction and the reduction of errors. There seemed to be an inverse

relationship of more specific mstruction leading to less and less errors.
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CHAPTER FIVE
CONCLUSIONS AND RECOMMENDATIONS

5.1 An Overview _

Three English Skills courses were used for this study. The courses mvolved were ENGL109:
Basic Writing Skills I, ENGL110: Basic Writing Skills IT and ENGL111: Introduction to Writing
Skills I. Essays of students in these course levels were analysed for selected errors. The errors
were recorded in Tables 2A ENGL109 Target, 2B ENGL109 Control, 3A ENGL110 Target, 3B
ENGL110 Control, 4A ENGL111 Target, and 4B ENGL111 Control. “Target” represents those
students who immediately registered for the courses. “Control” stands for those students who did
not register for the courses into which they were placed.

The chi-square test was used to analyze the relationships between variables. The chi-square
analysis helped answer the question of whether the observed association between taking classes

immediately or not entering class immediately was statistically significant.

5.2 Conclusions

This study set out to examine the most common syntactic errors made by university students
in essay tasks. Since UEAB requires all new students to write an English Placement Test, the
placement test essays were the first trend setters before continuous assessment essays, mid-
quarter exam essays and final exam essays were scrutinised. Also, the study set out to confirm
whether the English Skills courses help students improve their understanding of Standard
English, and so help the students reduce their syntactic errors. The errors that were common in
the placement test essays were sentence fragments, run-on sentences, concordial agreement,
modifiers, and pronoun referents. These errors distort the meaning ntended by the writer.

According to Glazier’s (1987) study, the most common errors in first year university students
are sentencerfragments and run-on sentences. This study’s findings negated Glazier’s (op. cit)
because the fragments were the least of the particular samples, but particularly confirmed
Glazier’s (op. cit) claim on run-on sentences. In this study, the run-on sentences and concordial
agreement were the most common errors that were found m students’ written essays.

All the target groups recorded a significant reduction of errors by the end of the study period.
Even though the reduction was not consistently proportionate during the quarter and at the end of

the quarter, targeted students obtained about 50% reduction on observed errors. Yet, the control
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students did not register any reduction. Some students’ errors either decreased or increased
drastically or vice versa depending on the student. The size/number of errors observed indicated
that the system of placing students according to levels, for mstructional purposes, is a visionary
endeavor. Students go to university with different levels of acquiring English language skills.
They, therefore, need help in order to better communicate and understand.

The students who got instruction immediately, benefited from the system in more than one
way. Instruction reduced the level of errors, as students became aware of the errors. ENGL110
and ENGL111 showed a highly positive response to instruction. Though ENGL109 did not show
a drastic reduction of errors, some reduction was noted. This confirmed Gass’s (1981) and
Lightbown’s (1991) views that only instruction helps students discover that constructions are
faulty. Also, instruction helps to instil confidence in students as they become sure of their
comprehension and application. In addition, instruction makes students be aware of the
significance of Standard English in international communication.

Some students who were not exposed to instruction, that is, those in the control group, did
show some degree of error reduction. In such cases, intervening variables would be at play. The
Inteligent Quotient (IQ) is one of intervening variables that cannot be ignored. Since these
students were in a conducive environment where all courses are taught in English, those whose
IQ is high might have easily improved their English skills. There is also a high possibility that
through the writing of term papers in other disciplines, some of these students were made aware
of their shortfalls in the English language. Some teachers are very particular about syntactic
construction even if the courses they teach are not English courses. Maturity might have been
another intervening variable. Students who are mature tend to be serious with any piece of
academic writing they are handling. These conclusions could be the teasons why students S8 and
S16 showed reduction of errors.

Since the data consisted of counts or frequencies, with each category of cross tabulation
between students and essays, the chi-square test proved useful for test of independence. In this
case, test of independence was the required test because there were two or more variables. We
observed that the presence of instruction is unrelated to course level.

In the light of Input Hypothesis, the learners’ current level of competence helped nput
lectures to develop the next level on the learners’ syntax. One step led to another. This
confirmed the studies of Krashen (1981) and Selinker (1972). These studies indicate that there is

a language continuum of overlapping syntax and they have their rules that are shared by both
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previous and subsequent syntax and revised rules. Instruction, in the words of Lightbown
(op.cit), aids the learner to achieve higher levels of proficiency. The nature of rule division in the
language contmuum determined the nature of elimination of errors and the attainment of new
levels of competence.

Even though UEAB (a small private umiversity) was used in this study, the research is
relevant to public universities in Kenya and Africa at large. If all universities emulate the
importance of administering at entry point, and then offer English Skills Courses thereafter,
academic writing will be less of a hassle to both lecturers and students. In large public
universities, where a class may have an alarming number of students, errors may go undetected.
Some students may leave the class without knowing whether their syntactic construction s right
or wrong. This practice will prove more practical and beneficial in public universities because
that is where ¥ of the citizens end up. This study has shown that when mnput is presented in form
of lectures students become aware of their errors and then struggle to correct them. It is clear,
therefore, that errors are reduced when instruction is given especially m a classroom
environment. Furthermore, university students (the future leaders of tomorrow), need to be
conversant in both written and spoken English so as to be communicate with the rest of the

world. This can only be achieved if universities realise the need to teach Enlish Skills Courses.

S.3 Recommendations

The findings of this study proved beyond doubt that English Skills courses help university
students reduce syntactic errors in written essays. It would be ideal, therefore, to find a way of
encouraging all new students who would have taken the English Placement Test to register for
the courses immediately. This will help them have a better command of English in other
disciplines as well. There should also be a way the English Department can follow up students
who would have taken these English Skills courses to ascertain the extent and impact on
syntactic construction. Debates, essay writing competitions, public speaking among many others
could be some ways to motivate university students aspire to improve their levels of English
skills. Kenya has more than 16 universities and many institutions of higher learning. The English
departments in these universities can organize inter-university competitions i public speaking,
debates and the like so as to motivate students. Instruction in syntax at university level may not
be generalised. All students, including those who are not necessarily majoring in English, need to

be exposed to the basic rudiments of syntax. It may be necessary for all teachers of whatever
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subjects to emphasise the use of error-free English in order to encourage students to present
correct and effective essays. The endeavour would cause students to' do better in their
presentations. Advisors must therefore see to it that students take the basic skills courses.
Teachers also must be aware of errors. Spoken English is different from written English because
the written documents have contexts that tend to be independent of the people who make them.

A language laboratory (lab) needs to be put in place in every university to help students
improve their English. Language labs will help in the reduction of syntactic errors in that. audio-
visual tapes. videocassettes and CD-ROMs, where demonstrations are recorded, may be watched
or listened to. The lectures or demonstrations on the number of ways on how the errors this study
discusses. will or might reduce dependency on lecturers by the students. Quite a large number of
non-print materials on different linguistic aspects related to reduction of syntactic errors could be
borrowed form the British Council. Most universities do not make use of such materials because
they lack language labs or they are unaware of such. Whereas some universities have a language
lab. it is mainly used for foreign languages like French. Chinese. and Japanese. etc. English is
also a foreign language and should be given priority since it is an official language of
communication in most African countries. That is why there is a move by the former French
speaking countries to introduce English in their curricula. If English Skills courses are taught in
every university. there is likelihood that the university graduates will be confident to write
articles and even books for publication.

Furthermore. breaking up classes into smaller groups will prove valuable to both students and
lecturers. Each student will have more individualised learning, and the lecturers will instruct
students on a one to one basis. Syntactic errors will easily be detected. and Gabrielatos™ (op. cit)
cycle of learning English as a foreign language as illustrated on page 11 of this study. will be
utilized to the fullest. Students will be made aware of their errors, get support from their
teachers. practice what they would have learnt. and give feedback to the teachers. This may be
next to impossible in large classes unless the universities accommodate the use of assistant tutors
or graduate assistants for each lecturer.

For further research. it is recommended that a longitudinal study be done. Different results
further confirming the assumptions of this study could be arrived at. The student would be
observed in ENGL109. then in ENGL110 and finally in ENGLI111 to ascertain the impact and
extent of English Skills Courses on the reduction of syntactic errors. In that case, the university

in question would make it mandatory that do not break the series.
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However, new errors need to be categorised according to the needs of each case. Errors like
fusing an article with the following word e.g “alot” instead of “a lot” or separating the letter “a”
from the word that follows e.g. “a long” instead of “along” need to be identified and categorised.
Some observed students came up with new modifiers like “anyhowly”. Since this study did not
set out to identify and categorise new errors, it is recommended that research be done in this
area. These new errors found in both target and control group essays were many. Few students
bother about the highlighting of errors picked by computers. That is the reason why errors are
still numerous. This might be caused by the fact that not all students are computer literate. There
are so many self-employed typists mushroom all over Kenya that most people just take ther
write-ups there for typing. Most of these typists do not bother themselves editing the documents.
That is why it is important that the writer be aware of the correct use of a word in syntactic

construction.
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APPENDIX 1
STUDENT’S AGES, GENDER AND MAJOR AREAS OF STUDY

STUDENT GENDER AGE MAJOR AREA
S1 Male 27 Clinical Laboratory Technology
S2 | Female B 21 Clinical Laboratory Science
S3 Male |27 | Theology
S4 Female 21 | Family and Consumer Food Science
85 Male 27 Theology
S6 Female 23 Guidance and Counseling
S7 Male 20 Theology
S8 Female 32 Accountancy
S9 Female 41 Guidance and Counseling
S10 Male 25 Theology (
Si1 Male 23 Bachelor of Education/English l’
S12 Female 21 | Biology ,
S13 Female 20 Biology (
S14 Male T 21 Accountancy ‘;
S15 Male 19 LBiology '
S16 Male 19 IPhysiclehemistry J
S17 Male p 5] | Accountancy 1
518 Female 19 Clinical Laboratory Science
S19 Male 21 Biology J
S20 Male 29 Theology ]
S21 Female 19 Clinical Laboratory Science j
S22 Female 22 Linguistics
S23 Female 18 Clinical Laboratory Science
S24 Female 20 Linguistics
825 Male 25 Management
S26 Male 21 Physics/Chemistry
s27 Male 20 Biology J
S28 Female 20 Biology ‘
529 Male 21 Accountancy

ﬁsso Male 19 T Software Engineering
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APPENDIX 2A

UNIVERSITY OF EASTERN AFRICA, BARATON
SCHOOL OF HUMANITIES AND SOCIAL SCIENCES
DEPARTMENT OF LANGUAGES AND LITERATURE

ENGL109: BASIC WRITING SKILLS 1 COURSE OUTLINE
2002/2003 ACADEMIC YEAR

Course Description:
This course is designed for students who lack an adequate English background. The course is aimed at

helping such students by providing ample opportunities for them to exercise their abilities in listening,

speaking, reading, writing and promoting vocabulary growth m English.

Course Objectives:

1 Students should be able to use different parts of speech — nouns, pronouns, verbs, adjectives etc.

2 Students should be able to use the three basic verb aspects (past, present and future).

3 Students should be able to master subject-verb agreement in English.

4 Students should be able to construct correct simple and compound sentences.

5 Students should be able to use commas, periods and capital letters correctly.

6  Students should be able to write meaningful paragraphs.

7  Students should be able to express themselves through writing a diary.

8  Students should be able to write a summary of simple texts in their own words.

Assignments:

1 Diary: Write 4-5 paragraphs (1 — 1 1/2 pages) about something special that happens to
you twice a week. The work is to be submitted every Thursday after class.

2 Reading Reports: Read the selected stories and write 2-3 paragraphs (1 page double
space) as a summary of each text twice a week. The work should be submitted every
Tuesday after class.

Evaluation:

Diary 20%
Reading Reports 10%
Tests (Contmuous and Mid-quarter) 20%
Final examination 50%

Textbook: McGraw-Hill, Handbook of English (4 ed.)
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APPENDIX 2B

UNIVERSITY OF EASTERN AFRICA, BARATON
SCHOOL OF HUMANITIES AND SOCIAL SCIENCES
DEPARTMENT OF LANGUAGES AND LITERATURE

ENGL110: BASIC WRITING SKILLS 11 COURSE OUTLINE .
2002/2003 ACADEMIC YEAR

Course Description

This course mtroduces students to the fundamentals of written communication considering the kind of
writing they are expected to be engaged in for their academic work. Emphasis is placed on the sentence as
a unit of writing.

Course Objectives

By the end of the course, students should be able to:-

Correctly construct different kinds of sentences

Combine several sentences into meaningful and correct paragraphs.
Identify and correct errors in given sentences.

Describe the essential elements of a sentence.

Use correctly aspects of mechanics and punctuation.

s W) B

Course Content
I PARTS OF SPEECH

(a) Nouns:- Defimtion

-Kinds of nouns (proper, common, abstract, collective, uncountable, gerund,
congcrete, countable)

-Number in nouns

-Functions (subject, objects, prepositional complements, appositives, modifiers
subject and object complements)

-Case in nouns (nominative, objective, genitive)

-Gender in nouns (masculine, feminine, common, neuter)

(b) Pronouns:- Definition
-Kinds of pronouns (personal, relative, reflexive, indefinite (distributive),
mtensive, demonstrative, reciprocal, possessive)

(¢) Verbs: - Defimition
-Kinds of verbs (identification of verbs in sentences)
-main verbs
-auxiliary verbs, regular/irregular verbs, linking verbs, transitive/intransitive
verbs.
-Tense and aspects in verbs, subject verb agreement, verbals, voice and mood
in verbs.

(d) Adjectives:-Definition
-Kinds of adjectives (articles, proper, nouns, possessive nouns, pronouns,
adjectivals)
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-Placement of adjectives
-Companison of adjectives

(e) Adverbs: - Definition
- Functions of adverbs (answer five questions: how/in what manner, when, where,
how often, to what extent or degree, why?)
- Comparison in adverbs

(f) Prepositions: -Definition
-Compound prepositions
-Prepositional phrases
-Forms and function

(g) Conjunctions: -Definition
-Kinds of conjunctions (coordinating, correlative, subordinating, conjunctive
adverbs)

(h) Interjections: -Definitions
-Mild and strong emotions

2 PUNCTUATION AND MECHANICS

-Capital letters, period/fullstop, comma, question mark, exclamation mark, colon,
semicolon, dash, hyphen, quotation marks, ellipsis points, brackets, parenthesis,
italics/underlining, slash

3 THE SENTENCE
- Definition
- Kinds of sentences (simple, compound, complex)
- Kinds of subjects and predicates (simple, compound, complete)
- Types of sentences according to function
- Inversion in sentences

4 WRITING AND READING
- Journal (two per week)
- Paragraph writing
- Reading from any African novel chosen by instructor

5 EVALUATION

Exercises 10%
Journals 20%
Tests 20%
Final exam 50%

Text book: Wiener & Bazerman: English Skills Handbook
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APPENDIX 2C

UNIVERSITY OF EASTERN AFRICA, BARATON
SCHOOL OF HUMANITIES AND SOCIAL SCIENCES
DEPARTMENT OF LANGUAGES AND LITERATURE
ENGLISH111: INTRODUCTION TO WRITING SKILLS 1: COURSE OUTLINE
2002/2003 ACADEMIC YEAR

COURSE DESCRIPTION

The fundamental principles of writing as they pertain to the use of current Standard English
are explored in this first part of a two-quarter sequence writing skills course. Given the close
link between the spoken and the written language, the course provides students with practice
in language usage through discussion of their own writing, and of well-written samples.
Students are introduced to a variety of writing techniques and ample practice is provided
Through writing exercises.

COURSE OBJECTIVES

By the end of the course, students should be able to:

1 Apply with reasonable accuracy the rules of Standard English grammar, spelling, punctuation
and other elements of mechanics in writing.

2 Explain the role of grammar and rhetoric in writing essays.
3 Demonstrate in writing the difference between grammar and rhetoric.
4 Write well-orgamsed paragraphs using a variety of sentence types.

5 Demonstrate sound knowledge of the difference between formal, informal and technical writing,

6 Distinguish between different types of essays, namely; Persuasive, Narrative, Expository,
Descriptive, essays.

7 Combine a given variety of paragraph types to write different types of essays

8 Write reports, minutes, business letters and memos.

COURSE REQUIREMENTS

1. Students should attend all classes as stipulated in their respective bulletins.
2. All assignments, exercises, and quizzes must be handed in punctually.

3. Students are expected to consult with the mstructor regularly to ascertain their progress in
continuous assessment tests and for class follow-ups.

4. Class exercises should be done individually unless specified otherwise.

12



5. All students to participate in group discussions and presentations.

V1. COURSE OUTLINE

1. Rhetoric
a. Rhetoric defined
b. Rhetoric and grammar
2. Writing as a skill
3. Grammar
4. Punctuation and Mechanics

V. EVALUATION

1. Class attendance and participation 5%

2. Assignments 10%

3. Tests 15%

4. Mid-quarter exam 20%

5. Final exam 50%
TOTAL 100%

VI. REFERENCES

1. Bluementhal. J. C. English Workshop

2. Guth Concise English Handbook

3. McGraw Hill Hand book of English

4. Enno Klamner Sentence Sense: A Basic Grammar
5. Watkans, et al Practical English Handbook

6. Winkler Rhetoric Made Plain

7. Moody Writing Today
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APPENDIX 3A

SAMPLE OF PLACEMENT TEST ESSAY
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APPENDIX 3B

SAMPLE OF ENGL109 CONTINUOUS ASSEEMENT TES ESSAY
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APPENDIX 3C

SAMPLE OF ENGL110 MID-QUARTER EXAMINATION ESSAY

B ?i ‘_“\'___ X DN}E_, . 8&?&‘151\( N = o - x_:(._'i_{-_[_ - P o &
_ -.LE o M@ I {nrlq  Wha ___’__.,, W_‘Lkgg___ ) f;uhri

7 {Eﬁ[mﬂ _ A[r]wbecl )r\ M_ﬂ N}nu .' hr‘?wu.hJ . INLM 'I.Mb ﬂ(nﬂf}

’ Lea; S|

B S\;jn,oc{ oul ]Cw fhe N?j(ﬁ
_- :g:jfﬁvef“_?fﬁﬁw lfmrz L by W‘ om0 Wbnej  fu  frangpet m 0
3(1_,, bm:___%_s Ctsuel | dreeed o ﬁ;wmlgf“ _C_n_nd__ ]wlgi__
e omy ; Gl L ek M bty _jﬁm,ﬁ_
_ﬂl_.,h}jx____l"‘fdsgﬂml . L“Lo____ bried

W?;lo_ Ungong
S

[ _,,,,Jﬁlﬁer_ _Me up-

! ] V& [,
N Seoar JaL f’ / Q ,!T-Frttp(l_ My ]L‘Jl fi(_(:i_.)( - :-55 ,‘\-\_ -
. I ) = ‘ ST
) IL_’LLE‘ 77777777777 [ i fl Aj;"’uk - g '?‘g sl tovp
. : 6.
IWhee,  bbad 1 get  Are Moy L
. i i #i )
o T See  pOMGsicw. e i XU VAGEAEL
N T Ty ’ 1 : -
| ; L gf\Cff:{ bm_fi unh:ﬂmﬁ% Sha (Wl f‘.vu (Evu;\ 'd'__()
A - H s - 3 1, ] B £ (9
Mg liat | w.,»{id e Signed Cut Caslies . a _t_o N

@; L\ one i & ﬂ/l '("“'il" { Coliwnii jlake Ny Miud] | Yes, J Elt =
b "R K Out , __Lu_al  Wha U _;L b T fare”? his

E ) ; : i |
\n‘wrzgq&g.ﬂ .i'»« ﬁh W’;“_Q'“’\AJ “F"D"ﬂ \Sowwc-n_z, ; '{,\(Gs [ é\fsz ’LD LDG{(’DN

, froen »S";'*‘_““r:wtuf, [ ) I T Ll@"“”f_‘_“) frow  freads i Uit
-'—ll -—_'_'_‘ o Vi 3 3 ¢ i
' My lnves  nchack lf‘ L L {m
st —;- [ e d ‘ A \ .
jﬁ‘isf—:;p  Megey bl seel  Serse foay  fed b ol i

—!—-j— - )acm h{.ab é‘)mu '%G]' } A-@C(Ci?d j‘o qL" e T’ﬂt.—ruj )
}I’l(h?m M (o o}s\‘;\n ] HNigrc|rop bt cat L Quwsarenoss . J £L o !“u

;-~Jrrc;uei ; L} Public mogns _ Sna | ted  ee ¢ phos e
: ] : ;
] ek _fbﬁ{ - my Ploents 'Q‘—Cﬁ'—i g Clue / abont My Vit

P -

%ZTM v I Rot ‘PL:?_, _éttr\_{g 3 Pcigfgqq_‘v;- ﬁ@:%l; - h} J\-ai_

79



g& ﬁ, ij BéasDin oe..s'-}" an-n}i,\ ‘fbewt ﬁv t\luzdui
’4 -'“ k‘l’t‘m‘

/

I Lave ]ocfvdﬁ LA Velngle I/v}"mk

'/\)cb 1w OLm,c( Cond 1hu-/scv vice. (_\&fﬂewpu{- {ai{-L Chat 7

Inof'%./\ (R ;i/'\:' ')-“L; qD”,Lj, fo 6\(_&})(3’(‘-" » {:. O und LJL! ‘ﬁ L\bm :
| N
‘\Smcb lj@,,,j \Aaa P Suuﬁ_c} Wiy U«ii i*« B %f,u?w-hj —fv-e, (G
= : it -
Ldl/wet s C{m{l Sin Pte  vende Was  gowms M
|5 La y " % —_— e 1
Pag{{ ) b "’k{—'ﬁ)\‘.b; /N ysiio t;\'#‘[ OCCurrg * A\l 4 , Sgcon \-! (5!)2%
& 1 —_—— A
. £'\-'L — ’fbvmc - Dursgi i 14 B G nea vl;r:i {)"’i_iélgL‘L* f B Loas
; ] 1
ﬁ'L &s mec. {ed C{‘}T(:A. s“qg Ly ¢ bassTnqe¥s bleed i
' J 1 S :]
|L§:Zﬁ CLKS“\-K
I 7
\ { i , 's
J “K"L \ R nsuel. G G doulaua  ka Cailed Sl betHL
| 3 e ‘W; {
o Py {;, —irens _ iadesg "Px&iﬁ P i istan@ i ey
)e(«;g_l {ajued Pecple Woe  vushe d o P reavdey etk
Atz < E Wi | - A | -
_ ~ [ lap RYES (+ o due S old  Spawe oot
A : & . e q a
obu I le el Sete. @R Caiusng e }—*‘1 <4
I o J e Sl T ' - : .
‘67 e r\Luz Qnve— 'V\)Ll c Q\G‘c' L&E “ Cha¥qeq Uy
m 3: . il .
J ('\ﬂ ""(’S‘QCJA ble B Wi s TC‘{ leo‘
1 A i L 41
\}‘ & TVeaola S L"@ e ; Sea {f 2?({ ) Wl‘ ] weald
ekiwi n Dﬂ“ C{Dfu. Sucle = " g 2d = =e:c. hﬁa\ ‘Etg.ev\, [ Wl
9\ - (‘:_ac:T\j?__ 7 T Y Mizby o Ve SV
Qe n el (V\upfv 2d wo Sucl )»’l((dﬁuk . W\c\ iy
L)é r\,u — 7 —
(J)cci Seg o 7‘3’1). "‘{‘""L‘ ~ng ™y Q'L?;Q Cio~ by El .‘:de
T i-‘n-j

T

Ou
“"*C"“) nok Lj&“f'f-'{'"q 2 i . Q\Cc.‘t h "ﬁ{{ My gm&*hf—‘! ke
24

%WL&& @NL’Q. wlqu g 511 sC e
= . W)=

y \-‘J i i
fooy Told  mg el
‘o o leic;d ».3:.‘-(“5-\ ™M L ck.v:u_..t,\_\. \.’z-i';

80



1

(_&c\m‘/ﬁ ‘Icaci{ Jfo ”Pc'(a@ Gbld "’“ﬂ_ {ousin whet

ti ciu&{' \SI"\QJ_ [PATaR o foﬂmw Dm’c@\j oz gave Me  Simgg

1 = Clﬂ“‘l_sl'ldlu-. 3_ 5«_{“’ L—E C?M_RJLL,AH F«r‘f‘lqlw‘e

Lﬂ—onli l (&Qxc:u-é Cpc..\{ 2 C\C‘L’"‘l L:}a‘, | [HLQ% mzl

i {JL\CMH Lo d ‘gﬁ: (JL ‘Pcb jQTiu ko ?MCJ\
”Q‘Q "@\Q C\ Al VELL N\Fgﬂ{ me , ~—( las woad G \)‘ {é.jh Mm.t

qumse:i

' - s . !\‘-\1 = P e
oy Pbu; Whe beues, B e Somoons L foeukay
¢:-"4""~ : ==
x)(f“ ‘ 3 o
v

81



APPENDIX 3D

SAMPLE OF ENGL111 FINAL EXAMINATION ESSAY
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