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CHAPTER I

INTRODUCTION

1.1. Background to the Problem

1.1.1. An Overview of Error

Since learning a foreign language 1is a very
complex process, it is not surprising to find things
going wrogn now and then(Halliday et al. 1965: 225)
Corder(1973: 256/7) in support of this claims that
making mistakes is not limited to language learners.
Language learning, he says, like any other human learning
is a process which involves making mistakes. As suggested
by Abott(198l: 236), errors are 1inevitable however
careful the initial teaching of an item is and however
well the students perform in controlled practice sessions.

When +talking about error, of course, it 1is necessary



to make a distinction between errors and mistakes.
Mistakes are performance errors that are either a random
guess or slips of the tongue whereas, as Corder claims
(in Richards, 1974: 24/5), errors are systematic deviances
from the native model and are perfectly coﬁsistent

with the learner's '"true competence" at that point.

However, when literature is revieweq{ it is
seen that wmany instructors wuse the terms error and
mistake interchangeably(Corder, 19733 Rivers, 19833
Chastain, 1980; Burt and Kiparsky, 1972; Krashen, 1985;

Fromkin, 1980).

This may give a clue that there is a dilemma
in choosing the term and defining the concept. It seems
that there 1is no strict border between an error and
a mistake both as terms and concepts. In the 1light of
this situation, one should bear in mind that the terms
error and mistake can be found interchangeably in any
piece of work. On the other hand, as far as correction
is concerned, errors are supposed not to be corrected
since théy are 1in the acquired svstem of the language,
whereas mistakes may be corrected since they are related
to learning. Thus the effect of correction of an error
might be ephemeral, but the effect of .correction of
a mistake 1is permanent(Hubbard and Jones, 1986: 134;

Lott, 1983: 257).

Gower and Walters(1983: 147), «claim that the

student can correct a mistake himself, either completely



unprompted or with the assistance of the teacher. However,
they believe that an error 1is more 1ingrained. When
an error is committed, the student might believe what
he 1is saying 1is correct, might not know the correct
form or might know the correct form but cannot get

it right.

In general, since errors are regqular and systematic
deviances, the best way to decide whether the incorrect
Fofm is an error or Aa mistake, is to ask the student
to try again. Hence, if a student can correct himself,
it will 1indicate that he has a performance problem.
If on the other hand, he can not correct himself with
or without teacher assistance, one may conclude that
the student faces a competance problem. This kind of
a teaching strategy may help the teacher to differentiate

errors from mistakes.

However, there are different reactions to the
idea of error itself. Some instructors are completely
against the concept of error, saying that all linguistic
forms are finally arbitrary, thus no form is obligatory
as long as the variant forms can be understood by the

reader(Shaughnessy, 1977:9).

Still, errors made by language learners Are
of great interest to researchers in applied linguistics.
Corder proposes that by studying a learner's errors,

we get to the nature of his knowledge at a particular



point in his learning career. What 1is more, he suggests
that by describing and classifying his errors in linguistic
terms we may get an idea of the characteristics of

the language which are causing him learning problems

(1973: 256/7).

These suggestions indicate that errors provide
feedback not only for the teacher but also for the learner

himself:

When it 1is for the teacher, errors provide feedback
as to what still needs to be taught and on how far
the past teaching has resulted in learning. The teacher
then may go for a new approach or different materials.
When, on the other hand, it is the learner, errors
provide feedback as to what stage he is at and what
he still needs to know. One may consider learning =a
Fbreign language as formulating hypotheses about the
target language and testing these hypotheses. Thus
the learner finds aAaut whether a hypothesis is confirmed
or rejected-if it is rejected, then it must be put

to further tests(Richards, 1974: 25).

The above 1lines may suggest that students have
the ~capacity to learn from their own mistakes. Some
people argue that the student does not learn from his
own mistakes. If he did, ¢the more mistakes he made,
the more he would learn(Bright and Mc Gregor, 1970:

34) .
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Having said this, errors should be considered
as Aa useful tool. It seems to be a fact that if errors
are not considered important as feedback, they will

be of no use in teaching and learning.

What Bright and Gregor seem to suggest 1is that
students need assistance in testing their hypotheses
about the rules of the target language. As a matter
of fact, the teacher's inventiveness starts at the
points after the errors have occured. The teacher then
may try different solutions +to the errors. In fact,

this will form the basis of the present study.

1.1.2. Error Correction

Correction is a kind of feedback to learners
on their wuse of the language. By providing correction,
the teacher tries to help the learner with his language
at that time. Besides, learners are known to want correction
and find it improviﬁg for theif use of the 1language
(Murphy, 1986: 146). It is known that when error correction
is sgccessfull, it helpé the. learner to change his
version of a éonscious rule. However we must bear in
mind thet error correction is of no use for acquisition
but only for learning as Krashen suggests:

"Error correction has little or no effect
on subconscious aAacquisition but it is thought
to be useful for conscious learning. Frror
correction supposedly helps the learner to induce
or figure out the right from of a rule."(1982: 11)



Another idea put forward for error correctiaon
is by Vigil and O0Oller(in Chastain, 1980: 61). They
claim that errors will fossilize and stay in a learner's
linguistic system unless they are corrected. They further
suggest the correction of errors in order to eliminate
faulty constructions from the learner's competence.
This wview finds support in Daniels and Packard(1982:
88); who claim that a constant repetition of errors

doces nothing but ingrain them.

If the purpose of error correction is to improve
learn=r competence and performance, than error correction
should be highly wvalued in the developing of Fofeign
language materials and- curricula. Error correction
can be placed within a remedial course in an ELT curriculum.
The learner's attention can be focused on particular
mistakes of the particular object of a lesson and thus
a partial remedial effect is achieved. In fact a remedial
session after the teaching of a new item may face the
students with their own errors and enable them to recognize

and cope with their own handicaps.

1.1.3. The Aim and Scope of the Study

Recent studies emphasize the importance of
"Proofreading" and "Self-correction” techniques in
the correction of written compositions. Both techniques

have the advantage of being time and energy sAaving



and more learner-centered. They are alike fundamentally;
both depend on the learner reading his work over and
checking for his own mistakes. However, the teacher's
role in a "Proofreading" session 1is A passive and a
silent one whereas it 1is a more important and active
one in a "Self-correction" session; the teacher assistance

is stressed in "Self-correction”" but absent in "Proofreading".

In fact, there Aare many correction techniques,
each favouring a different attitude, yet no particular
one has been shown superior to any other. Various techniques
have been put forward but the 1last word on choosing
a correction method for a class is always the teacher's
(Burt and Kiparsky, 1972: 4/7; Broughton et al., 1980:
137/8; Abott et al., 1981l: 219/21; Norrish, 1983: 100/3;

Khalil, 1985: 335).

As it is wupto the téacher to choose how to use
any one of +the techniques, he may want to emphasize
certain grammar points in his lesson. 50, he may wish
the students to re-read their work concentrating- on
one specific language point at one time and on another

point at another time.

Although the current views on language teaching
support the idea that a student should be responsible
for his work from the very beginning to the very end,
thus minimizing the role of the teacher, the teacher
as a cansultant should do his best even within this

limited role.



In the 1light of this information, the purpose
of this study can be stated as to bring some insight

to the problems involved in the issue of error correction

in writing <classes. ¥for this purpose, two different
correction techniques; "Proofreadings; Self-correction
without teacher assistance and "Teacher assisted Self-
correction" are compared. The study, done within the

scope of free-composition writing, tried to show the
effect of teacher guidance in self-correction as applied
to composition activities, by measuring the efficiency
of self-correction at the end of a free-composition
writing session. This study aims to answer the following

question;

"Is it worth choosing any one technique of error

correction over another?"

In order to examine this question, it is necessary

to ask both of the following questions;

l. How efficient are the students in correcting their
-errors with a 3s=2lf-correction technigue that requires

no teacher assistance?

2. How efficient are the students 'in correcting their
errors with a self-correction technique that requires

teacher assistance?

1.1.4. Limitations and Assumptions of the Study

This study was carried out at Anadolu University



Education Faculty. The second year students of the
English Teacher Training .Department were chosen As

subjects. All subjects were spzakers of English as
a foreign language and native speakers of Turkish.
It was assumed that the subjects have similar soc1ial
backgrounds. They were supposed to have the same aim
of becoming English teachers since, at the time of

the research, they were being trained to be English

teachers.

The number of subjects for each group is limited
to 30, since this was the highest available number

of students at the same level.

This study is 1limited to the comparison of two

error correction techniques;
1. Self-correction under teacher assistance, and

2. Proofreading; self-correction without teacher

assistance.

The study 1is focused on a writing activity as
a testing base since a writing activity is more controllable

than an oral activity in terms of error correction.

Another  limitation of the study is that the
correction sessions are not repeated. The two techiques
are applied on the same day, each as one session. The
students' efficiency of self-correction is measured

according to the results of that one session.
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As the study does not aim at error analysis,
there 1is no classification made as to which errors
to correct. Any structural deviances, such as incorrect
or misused forms of acticle, agreement, tense etc.
will be counted as an error. Incorrect lexical items
on the other hand will not be taken into consideration.
The study 1is limited to the classification of errors
after the correction procedure takes place. Thus, an
attempt will be made to define the uncertain distinction

between error and mistake more closely.



CHAPTER II

REVIEW OF LITERATURE

2.1. Problems Related to Error Correction in the Teaching

of English as a Foreign Langquage

It is wvery important for the student to know
whether what he has said or written is acceptable or
not. Hendrickson(in Vandergrift, 1986: 660) claims
that correction improves proficiency more than leaving
errors uncorrected. By providing correction, the teacher
tries to improve learning and what is more, many learners
are reported to want correction and find it useful
(Bailey and Celce-Murcia, 1979: 324). Considering this
is the case, error correction, then, may reinforce

a positive learning situation.

11
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However there are several problems to be faced
with in the issue of error correction. These problems
can be summarized under the "five fundamental questions"
of Hendrickson's{in Krashen, 1982: 116).

"1. Should errors be corrected?

2. When should errors be corrected?

3. Which learner errors should be corrected?

4. How should learner errors be corrected?

5. Who should correct errors?”

Answering these questions in detail brings
light to the problems related to error correction in

the teaching of English as a foreign language.

2.1.1. Should Errors be Corrected?

There are different answers to this question,
depending on one's view of whether language is a linguistic
system or a means of communication. Yet, another distinction
is between aAaccuracy and fluency. A lesson often falls
into several distinct phases. If the teacher is focusing
on  accuracy exercises such asj; teaching a new item
and doing the drills, or exercising in the lanquage
laboratory, then he may point out a mistake. Because
the class 1is very much under his control during these
exercises, ltearners have less opportunity to e creative

and therefore *to male mistakes.

On the other hand when the focus 1is on fluency

that is, when the students have started the communicative
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practice, the teacher should not pounce on a mistake
as it is produced and demand correction(Mc Keating

in Abott et al., 1981; Brumfit, 1981).

When dealing with errors, the teacher should
be wvery careful and sensitive ‘towards the students
as the affective factors play an important role in-
positive classroom motivation. If the teacher 1is successfull
in establishing a good affective atmosphere in his
class, he may not have any problems on the cognitive
side;

"As long as the affective messages conveyed

to the students are predominantly positive,
frequent instances of negative cognitive feedback
are not likely to do any harm, and in fact
are probably essential to a high level of
attainment on the part of the learners in foreign
lanquage classrooms."

(Vigil and 0Oller, in Chastain 1980: 61)

Another concern for error correction is "fossilization".
A large number of second language educators think that
errors will fossilize and become ingrained in learner's
linguistic competence. However, tine opposite view claims that if the
main concern is how much communication there is, then fossilized Torms

should be given credit as well(Ghadessy 1985: 262).

On the other -hand, there is a distinction between
language acquisition and language learning. Supported
by Krashen, it follows that error correction encourages

the student to avoid mistakes by avoiding difficult
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structures and focusing less on wmeaning and more on
form. Krashen further claims that the overuse of correction
has negative effects for language acquisition and it
would be a good 1idea to eliminate error correction
in communicative type of activities(Krasher, 1982: 74/6).

However, where "learning" is concerned error éorrection
is still a wvalid process(Krashen, 1982: 117). Bailey
and Celce-Murcia favour error correction believing
that everything that 1s said in the classroom can be
considered input, thus should be given maximum care(Bailey

and Celce-Murcia, 1979: 325).

As a result, it seems important that error correction
accomplish its purpose, that is, improve learner competence
and performance. As long as this improvement is provided,

each teacher may establish his own correction technique.

2.1.2. When Should Errors be Corrected?

There are different views as to when an error
should be corrected. However, the common idea is against
an immediate correction, considering its negative effect
on students(Chastain, 1980: 64 McKeating 1981:238;
Murphy, 1986: 146). Where the purpose 1is fluency, as
it may be in oral work, correcting an accuracy mistake
immediately may distract the learners from their aim namely,

conveying an idea orally. Besides, a short pause may
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give the learner the opportunity to correct himself

or to find the correct usage.

As far as writing is concerned, however, Aa corrected
draft should be given in the shortest time possible
to reinforce positive Accomplishment and to maintain
the students' interest in their work(Walz, 1982: 127).
Broughton et al(1978: 140) point out that immediate
feedback is wvery important to a learner but, hotiﬁg
that it is usually difficult +to provide corrections
on the "spur of the moment" they recommend postponing

some items to a later date.

2.1.3. Which Errors Should be Corrected?:A Classification

of Significance

There have been variocus aAapproaches as to which
learner-errors to correct. Because it 1s both wunwise
and impractical to correct every mistake, teachers
should be selective. it should be wup to the teacher
to decide what to correct and what to not between the
limits of the subject he tea;her(Bailey and Celce-Murcia,
1979: 324; Cardy, 1987: 294: 15). A grammar teacher
may like to point out a particular grammar item he
had taught recently whereas a reading instructor may
wish to focus on the pronounciation of a particular

sound. As quoted by Chastain(1980: 210),
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"Depending wupon the particular instructor's
personal biases, some errors will be 1ignored,
others will be tolerated, and others like crabgrass
or dandelions in the lawn, will be the object
of intense and repeated efforts directed toward
complete and perpetual banishment from the
student's linguistic repertoire.”

Different 1ideas are put forward on the 1issue

of which errors to correct, such as correcting "global"
errors, errors that interfere with communication or

impede the intelligibility of a message, suggested

by Burt and Kiparsky(1972: 4/6).

Parallel to Burt and Kiparsky, Krashen(1982:
118) is also selective in his view of error correction.
He claims that teachers should only correct the errors
that show the rules which can be used as part of the

conscious Monitor, namely the conscious grammar.

Norrish, on the other hand, proposes that a
grammatical error 1is more serious than a lexical one
but then 1leaves the distinction of error graivity to
the teacher to 'make for the needs of his own class
(Norrish, 1983: 100/3), since he believes that teachers
are the ones to judge their classes on any issue. Another
suggestion is, however that = much importance should
be given to the errors in the overall structure of
sentences rather than the errors affecting the sentence
partially(Broughton et al. 1980: 137/8). They propose

the most important =error types as; transformations,
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tense, concord, case negation, article, order, lexical
errors. An alternative way of deciding about the gravity
of error, Aagain suggested by Broughton et al., is looking
at a mistake though the eyes of native speakers rather
than on the basis of 1its 1linguistic appropriateness.
It 1is <claimed that native speakers tolerate. lexical

errors more than grammatical errors(1978: 137/8).

A study carried out in Morrocco, in 1983 by
Eirlys £. Davies, 1illustrates some contrasts between
the non-native English teachers and native English
teachers in their evaluation of learners' errors. The
results show more evidence of the tendency of native
speakers to be more lenient in their marking than non-
native speakers. The author states that this might
be due to native speakers' superior knowledge of wide-

ranging norms in English.

In another study which tries to illustrate the
communicative effect of a selected sample of errors
in written English made by native Arab learners, Aziz
Khalil(1985) has chosen 240 American undergraduates
as judges considering that they were peers pf Arab
students who produced the deviant utterances. The result,
however, doesn't give any important clues on error
gravity. That 1s the American wundergraduates do not
think that one kind of error 1is more important than

any other.
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Walz(1982: 10/2) on the other hand proposes

four criteria for deciding which errors to correct;

1. "Comprehensibility": Since the major aim
of wusing a language 1is communicating ideas, teachers
should <correct errors that cause misunderstanding or

lack of comprehension.

2. "Frequency": Errors that are made regularly
by the whole class or by several students should be

corrected.

3. "Pedagogical focus": Errors that are present
in forms that students have recently learned in class

should be corrected.

4, "Individual student concerns™: Correction
should be made according to the different characteristics
of the learner, that is, whether he might profit from
minor corrections or not, whether he might benefit

from corrections of grammatical points or not.

Being selective while correcting errors, 1is
useful except thatit results 1in a fossilization of
uncorrected forms and thus is not sufficient for developing
the learner's linguistic competence(Vandergrift, 1986:
661). Again in Vandergrift, Rivers(1986: 665) suggests
correcting all mistakes 1in a piliece of written work.
Such a correction might be time consuming but if done
regularly on short writing assignments, the result

will be worth it. However, as long as oral work 1is
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considered, the emphasis 1s less on <correction. Many
instructors recommend keeping silent during an oral
work since communication is a time for experimentation

(Chastain, 1980; Rivers, 1978; Walz, 1982).

In a study carried out in 1984 by Roberta J.
Vann, Daisy E. Meyer and fFrederick 0. Lorenz, different
teacher approaches to learners' werrors are very well
shown. The study examined the faculty response to the
written errors of students who are non-native speakers
of English. The aim of the study was to determine which
sentence-level errors are Jjudged to be the most serious
by an Aacademic community. A survey was conducted to
measure how a cross section of faculty at Iowa State
University respond to certain common ELS writing errors.
Results indicate that most respondents did not judge

all errors as equally grievous.

To sum up, the general idea 1is that the 1last
consideration about which errbrs to correct should
be the teacher's. It is claimed that the decision 1is
upto the teacher's consideration of error gravity(Abott

et al., 1981: 219/21; Brown, 1980: 164/70).

2.1.4. How to Correct Learner Errors?

There are various methods as to how to correct
learner errors. However, whichever method 1is chosen,

the aim should be minimizing the "red circle syndrome"
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(Vandergrift, 1986: 663), namely, avoiding tooc many
correction marks on A given work. For this purpose
an error correction code can be developed to be written
in the margin of a given written work for helping the
student to identify his errors(Ellis, 1984; Hill and

Dobbyn, 1981).

From the pedagogical aspect, however, this might
not be sufficient for some individuals in the class.
it may be necessary to give more information to one
student than to another. For some students only underlining
the errors would be enocugh whereas some others may
wish to have the <correct form provided. 'This might
be balanced by organizing a class consisting of students
with the same English levels. Still, the appropriate
use of a correction code requires knowing the needs
of each individual thus enabling the teacher to bring

light into the subject.

However, the results of a research study carried
by Harriet Semke in 1984 indicated that student progress
is enhanced by writing practice alone. The study conducted
for 10 weeks with 141 first-year German students at
the University of Minnesota, compared the effects of
four methods of teacher treatment of free-writing assignments:
(1) Writing comments and questions rather than corrections;
(2) marking all errors and supplying the correct forms;

(3) combining positive comments and corrections; and
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(4) indicating errors by means of a code and requiring

students to find corrections and then rewrite the
assignment. The result was that —corrections did not
increase writing accuracy, writing fluency or general
language proficiency, furthermore the corrections had

a negative effect on student attitudes, especially

when students had to make corrections by themselves.

2.1.5. Who Should Correct Errors? Teacher-Centered

Activity vs Student-Centered Activity

A review of the 1literature suggests the order
of persons who correct errors for the most productive
language learning as; first, the student himselF{ second,
other students in the class and last the teacher(Bright
and McGregor, 1970; Vandergrift, 1986; Norrish, 1983;
Rivers, 1978; Broughton et al., 1978; Walz, 1982; Freeman,

1986; Stevick, 1982).
Corder asserts that;

"Simple provision of the —correct form may
not always be the only or indeed the most effective
form of correction since it bars the way to
the learner testing alternative hypotheses.
Making a learner try to discover the right
form could often be more instructive to both
learner and teacher." ’

(in Richards, 1974)



22

In support, Hendrickson suggests giving students
the opportunity to find solutions to their written
errors thus, allowing them to have more responsibility
for their own writing(in Vandergrift, 1986). - Also,
Broughton et al(1978) claim that a proofreading of
written work develops an awareness of one's own errors,
and Bright and McGregor(1970) admit that the training
of the proof reader 1is a "slow and painful" process

but they note that it is worth while.

Suggested by Rivers is that students proofreading
their own work mAay develop their interest in problem
solving competition and thus improve their work. She
believes that constant correction by the teacher 1is

discouraging for the students(1983: 53).

However, the problem in self-correction or
proofreading 1is, if a particular item 1is not present
in one's linguistic competence, the individual is unable
to correct his error with that particular item. The
answer 1s probably to replace the error with another

misused form of that particular item.

In support of this, several studies done on
self-correction at the end agreed in  their indication
that self-correction was never perfect and never full-
filled its aim(Krashen and Pon, 1975; Schlue, 1977;
White, 1977; Houck et al., 1978; Fathman, 1980 in Krashen,

1982; Sivell, 1980).
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Another way to keep students active in the correction
process 1is peer correction. Burt and Kiparsky(1972:
11) and Norrish(1983: 71) favour peer correction since
it Aaids communication among the students and enables
them to recognize —eachother's ‘'"goof"”. McDonough on
the other hand, deals with the subject rather tentatively.
He claims that students are hardly willing to have
their errors exposed to their friends due to '"loss
of face resulting from a punitive attitude to error."
(McDonough, 1981: 84/5) but he goes on to point to
the value of peer correction as long as a teacher has
"fostered a non-hostile, trusting climate" in the

classroom.

Teacher correction 1is needed during the early
stages. It wusually does not take much time for the
students to become aware of the errors they have made
and then they can correct themselves(Chastain, 1980:

63; Monreal, 1981: 42).

With regard to teacher correction, Bright and
McGregor suggest that the teacher should pace very
cautiously;

"The teacher who carefully crosses out or
underlines every mistake in his pupil's book
develops a keen eye for errors but his pupils
do not;..."(1970: 154)

Then to eliminate such a situation, the teacher

should provide the students with an "auto-corrective
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capacity” by which the learners test their hypotheses

of rule formation(Courchene in Walz, 1982: 17).

In the 1light of these prior studies, 1t «can
be seen that no matter who corrects, the concentration
and the awareness should be on the student for his
own sAake. However the role of the teacher as a catalyst
should never be underestimated in any kind of correction

session.



CHAPTER TII1

METHODOLOGY

3.1. Research Design

This research is designed as A before and after
study. This design is one form of the classical control
group design(Selltiz et al., 1976: 131). It wuses two
groups of subjects which have been purposively matched.
Both groups are observed in rTelation to the dependent
variable at the beginning(Yl) and at the end(YZ) of
the experimental period. The experimental or independent
variable(X) is introduced in the experimental group

only; it is not introduced in the control group.

The premeasures of the experimental group(Yl)
and the control group(Yi) are used to check the initial

absence of difference between groups. After this 1is

25
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assured, the final scores of the two groups(Y2 and Yé)
are compared to analyze the influence of the experimental
variable(X). Also change in scores can be calculated
by wusing both the pre-measure scores and the post-
measure scores of both groups. Then the change in the
experimental group(d) is compared with the <change in

the control group.

Table 1

Before-after Design with Control Group

"Before" Exposure to Exposure to "After” Analysis
experimental uncontrolled
measurement variable events measurement of data
Exp. Grp. Yes(Yl) Yes Yes Yes(YZ) d=Y2—Yl
] . L]
Cont.Grp. Yes(Yl) No Yes Yes(Yz) d:YZ—Yl

From: Barnes, 1964, p.753.

This study can be explained in more detail as

follows when before-after design is applied;

(dependent wvariable) = Students' performance in proof
reading their own work without
teacher assistance (Conditions

land 2 in both groups).

(X) = Teacher assistance (Conditions

(experimental variable)4 and 5 in the experimental

groups)



27

1)
(Yl) and (YZ) =Groups' mean of errors in Condition 1
(Yé) and (Yé) =Groups' mean of errors in Condition 3
for the control group, and in

Condition 5 for the experimental
group.
Control Group =Group I; self-correction without

teacher assistance.

Experimental Group =Group II; self-correction under teacher
assistance, after Condition 3 where
the independeut variable(i.e., teacher

guidance) is introduced.

3.2. Selection of Subjects

Every research establishes a set of —cases or
subjects for analysis. The way 1in which these set of
cases or subjects is selected governs the generalizability
of the conclusions one may draw from a study. In regard
with this, selection of subjects 1involves a set of
procedures that governs selecting a relatively small
number of cases to represent a larger number of cases.
Thus, generalizabilty of the results depends on how

subjects are selected for a study.

The subjects chosen for this study are, thereby,
picked by purposive sampling of one to one grouping.

Sixty Turkish speaking students who are studying English,
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as a foreign language, 1in the second-grade of English
Teacher Training Department of Faculty of Education,

Anadolu University, constituted the subjects.

The reason that the second year students, were
Chosén was because they had been taught by the same
writing and grammar instructors since they started
their education in the faculty. This is supposed to

help the group to be more coherent.

After a multiple-choice pre-test was administered,
two groups were formed by matching, according to the
test results. That is, toc be more accurate in sampling,
the students with the same level of marks were distributed
into each group by one to one. Thus a more fair equalization

of the groups was provided(see Appendix B).

The subjects chosen in the school year of 1987-1988
were from the same age group vranging between 18-23.
They were assumed to have similar educational and social
backgrounds. The students were suposed to be a homogenous
group in their career aAattitude as well, <considering

their aim to be English teachers in the future.

3.3. Data Collection Procedures

To obtain data regarding the students' self-
correction efficiency with and without teacher assistance,
a structural level test and a free composition writing

were presented to the students.
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3.3.1. The Structural Level Test

The structural level test, given 1in December
1987, consisted of ninety-five multiple choice questions,
which mainly aimed to measure the structural knowledge
of English. Duration was 75 minutes for the test. The
test was taken from a book, Proficiency in &English,
which the students used as a supplementary book in

the first and the second grades in grammar lessons.

The purpose of giving this test was to distrioute
the students 1into two groups with the '"same" average

language levels in English.

3.3.2. The Composition Test

In the composition test, the two groups were asked
to write a composition about Aa holiday they had enjoyed
most so far. This topic was chosen regarding that the
Simple Past and the Past Perfect tenses were the last
items the students reviewed 4in their grammar course,
just before the composition test was given. Considering
the time and the energy the students would use, the
test was limited to 250 words, and the duration was
45 minutes. However, as different approaches were being
measured in the two groups, the following steps were
different. Thereby, the tests will be explained under

two sub-tittles;
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3.3.2.1. Composition Test: Group I; Regarding the Efficiency

of Self-Correction without Teacher Assistance

After the students had completed the compositions
(Condition 1), they were asked to proofread their work
and rewrite the proofread wversion on A given second
sheet of paper(Condition 2). When the students completed
this task and handed in the rewritten compositions,
the teacher gave a third sheet of paper, together with
the Second sheet of paper which +they had rewritten
their work. The instruction this time was that there
were errors in their composition and the students were
asked to correct their errors and write the corrected

draft on the third sheet of paper(Condition 3).

The maximum duration for Condition 2 and Condition 3

was 30 minutes each.

3.3.2.2. Composition Test: Group IT1; Regarding the

Efficiency of Self-Correction with Teacher

Assistance

After the conditions applied to Group I(Conditions
1, 2 and 3), were assigned to students of this group,
a fourth condition was used. In this condition(condition 4),
the teacher underlined the errors on the third papers
of the students and gave them back with a fourth sheet

of paper. The last and the fifth condition consisted



51

of the teacher's wunderlining the errors and describing
the broken rtule on the fourth paper(Condition 5). 1In
the last phase the students tried to ~correct their
errors under the light of the information given by

their instructor on a fifth sheet of paper.

The maximum duration for Condition 4 and 5 each,

was 30 minutes.

Both tests, given to Group I and Group II were
carried out on the same day, at the same hour in two

different rooms.

The conditions applied in the two groups can

be summarized as in Table 2.

Table 2

Self-correction conditions in foreign language

performance(From: Krashen, 1982, p.107)

Condition Instructions
1 None
I1 Rewrite
ITI Correct the error
IV Correct this error
y v Correct this error, use this rule

3.4. Data Analysis

In order to form the data basis, the number

of errors in each subject's paper was counted. This
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error counting process was repeated for each step in
Group I and Group II. Thus, three sets of error numbers
was obtained for Group I and five sets of error numbers

wAas dotained for Group I1I.

When errors were being counted, great attention
wAas paid to that errors counted were only grammatical

and structural ones and not any lexical ones.

The error counting process 1included merely a
frequency count, that is, whatever there was 'accepted
as an error within the 1limits of this study on the
paper of a subject, was counted and the number was
written down on his sheet of paper. As a result, raw
error scores formed the data basis for stétistical

analysis.

Two statistical techniques were wused to analyse

the data in this study;

1. One factor analysis of variance

2. Paired-sample t-test

A "Statistical Program for the Social Sciences',

(SPSS), was employed to generate the necessary statistics.

In the first phase, three groups of data were
analysed by using one factor analysis of variance.

The groups were formed Aas;

1 and 2; The data collected in Conditions 1,

2 and 3 of Group I and Group II.
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33 The data collected in five Conditions of

Group II.

In order to pin point at what condition a difference
would occur, a paired-sample t-test was run where variance
analysis showed a difference between all —conditions

under investigation.

Since the study is an exploratory one, .01 level
of significance was considered sufficiently precise,
thus this 1level was wused 1in comparing the calculated

results of the statistical tests with the table values.

3.5. The Related Hypotheses

As mentioned in Chapter I(cf. section 1.1.3),

this study was initiated to answer the following questions;

l. How efficient are the students in correcting
their errors with a ‘"proof-reading"; self-correction

technique that requires no teacher assistance?

2. How efficient aAare the students 1in correcting
their errors with a ‘"self-correction" technique that

requires teacher assistance?

Under the guidance of these questions, the study
tried to bring some insight to the issue of error correction
in writing classes. When trying to do so, there were
of course some hypotheses 1lying in the background of

the study. These hypotheses, which are tested in
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Chapter IV were stated as null hypotheses, H0 and alternate
hypotheses, Hl'

The hypotheses tested in Chapter IV tried to
state a common issue, that is the relationship between

the number of errors and the treatment to the errors

throughout the reseacrh.

The testing of the hypotheses will be handled

in detail in the next chapter.



CHAPTER 1V

ANALYSIS AND DISCUSSION OF RESULTS

This chapter tries to present the analysis of
results and thus to present the hypotheses and the

way these hypotheses are analyzed.

4.1. Results of the Structural Level Test

In order to assure that the subjects' English
levels were almost the same, the <control group and
the experimental group were formed by using purposive
matching(cf. section 3.2). As might be .recalled, a
structural level test was wused in this process. The
mean scores of Group I was 68.1 and the mean scores

of Group Il was 68.5.

35
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Since the matching of the subjects was purposive

and each group consisted students with the same average

scores, no statistical tests were applied(See, appendix B).

4.2. Results of Analysis of Varience (F)

It was mentioned in the Data Analysis that the
difference between the experimental and control groups
was determined by the F-test(cf. section 3.4). The
results of the F-test are given with the related hypdthesis

in this section.

In order to answer the first sub-question of
this study, (i.e., how efficient are the students in
correcting their errors with a self-correction technique
without teacher assistance), the following null hypothesis
and the alternative hypothesis were formulated and

tested.

HO: There will be no significant difference
in the number of the errors the subjects
make between Conditions 1, 2 and 3 of Group I,

where no teacher assistance is provided.
Hot X, = X, = X

Hl: There wil be significant difference 1in the
number of the errors the subjects make between
Conditions 1, 2 and 3 of Group [, where

no teacher assistance is provided.

H Y
1 Xi £ Xj
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Table 3

The Results of the F-test Showing the Difference
Between Conditions 1, 2 and 3 in Group I
(Self-correction without teacher assistance)
thper of Stapda;d Degree of Sum of Means of Fcal. Ftab.
Level  Subjects Mean Deviation Source Freedom Squares SquAares
Condition1 30 5.367 3.023 factor 2 l4.16  7.08 0.85 4.98
Condition 2 30 4.600 2.908 Error 87 725.63 8.3

Condition 3 30 4.467 2.726 Total 89  739.79

oL = 0.01

With a significance level of .01, it 1is found
that the table value for F with 2 and 87 degrees of
freedom 1is 4.98. Since 0.85 1is less than tﬁe table
value, the null hypothesis could not bevrejected. Therefore,
there 1is no significant difference between the first
three conditions of the writing task for Group I. In
other words, students' performance in detecting and
correcting their errors did not improve on the three
occasions where they were asked to proof-read, detect
and correct their errors without the assistance of

a teacher.

Again, 1in order to answer the first sub-question
of the study, but this time in Group II, the following
null hypothesis and the alternative hypothesis were

formulated and tested.
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H,: There will be no significant difference
in the number of the errors the subjects
make between Conditions 1, 2 and 3 of Group

11, where no teacher assistance is provided.

Hl: There will be significant difference in the
number of the errors the subjects make between
Conditions 1, 2 and 3 of Group 11, where

no teacher assistance is provided.

Table 4

The Results of the F-test Showing the Difference Between
Conditions 1, 2 and 3 in Group II(Self-correction under
teacher assistance; before the experimental variable,

teacher, is introduced)

Nurber of Standard Degree of Sum of Means of FC F

level Subjects Mean Deviation Source Freedom SquAres SquAares Al. " tab.
Condition1l 20 4.800 2.696 Factor = 2 7.40 3.70 0.53 4.98
Condition 2 30 4.100 2.496 Error 87 613.00 7.05
Condition 3 30 4.500 2.764 Total 89 620.40
. = 0.01
With a significance 1level of .01, it 1is found

that the table value for F with 2 and 87 degrees of

freedom 1is 4.98. Since 0.53 1s 1less than the table
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value, the null hypothesis of no differences between
the groups could not be rejected. Thus the same result
with the previous hypotheses was reached even though
the groups were different. This might be a clue that
the. two groups operate on the same language level of

English.

Supportedly, the results of the analysis of
the two preceeding hypotheses ~Aalso find support in
the review of literature in Krashen(1982) and Sivell(1980),
who along with other instructors believed that self-

correction never full-filled its aim(cf. section 2.1.5).

In order to answer the second sub-question of
the study(i.e. how efficient are the students in correcting
their errors with a self-correction technique that
reduires teacher guidance), the following null hypothesis
and the alternative hypothesis were formulated and

tested.

Ho: There will be no significant difference in the
number of errors the subjects make between

Conditions 1, 2, 3, 4 and 5 of Group II.
HU: Xl = X2 = X3 = Xa = X5
H,: There will be significant difference 1in the
number of the errors the subjects make between

Conditions 1, 2, 3, 4 and 5 of Group II in

correcting errors.
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Table 5

The Results of the F-test Showing the Difference Between
the Conditions 1, 2, 3, 4, and 5 in Group II
(Self-correction under teacher assistance
with the experimental variable, teacher)

Nurber of Standard Degree of Sun of Means of Fcal Ftab
level Suwbjects Mean Deviation Source freedom Squares SquAares ) :

fondition 1 30 4.8000 2.6961 Factor 4 525.11 131.728 28.94 3.32
Condition 2 30 4.1000 2.4962 Error 145 657.83  4.54
Condition 3 30 4.5000 2.7637 Total 149 1182.94

Condition 4

3

1.3333  1.1842

Condition 5 30 0.1667

o( = U.Ul

"With a significance level of .01, it is found
that the table value for F with 4 and 145 degrees of
freedom is 3.32. Since 28.94 1is more than the table
value, the null hypothesis of no differences between
the groups can be rejected. Thus the introduction of
Conditions 4 and 5, that 1is the teacher assistance
seemed to cause a significant difference, in the students'

performance of detecting and correcting their errors.

In regard to the review of literature, Chastain's
(1980) and Monreal's(1981) claim, that once the teacher
shows the way that students <can —correct themselves

finds value within this hypotheses(cf. section 2.1.5).
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4.3. Results of the t-tests

As a difference was observed between conditions
after the experimental variable is introduced{(cf. Table 5)
the next task was to run a paired-sample t-test for
the —conditions that met the experimental variable,
the teacher. Thus, t-test was employed to Conditions

3 and 4, and to Conditions 4 and 5 in Group II.

The results of the t-tests are given in Table

6 and Table 7.

HO: There will be no significant difference in the
number of the errors the subjects make when
their errors are underlined(Conditions 3

and 4).

Hl: There will be significant difference in the
number of the errors the students make when

their errors are underlined{(Conditions 3 and 4)

Table 6

The Results of the t-test Showing the Difference Between

Conditions 3 and 4 in the Experimental Group(Group II)

Number of Standard Degree of t t

Variable  Subjects Mean Deviation Freedom cal. tab.
Condition 3 30 4.5000 2.764 29 7.78 2,756
Condition 4 30 1.3333 1.184 29

oL = 0.01
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With a significance level of .01, it 1is found
that the table value for t with 29 degrees of freedom
is 2.756. Since the calculated wvalue, 7.78 is more
than the table value, the null hypothesis that underlining
the students' errlors will not Aarise a significant
difference, could be rejected. That 1is, a significant
difference was observed in the number of the errors
the students made when their errors were underlined.
In other words, when students’ errors were brought
into focus by underlining them, students' performance

in correcting their errors improved significanty.

HO: There will be no significant difference in the
number of the errors the subjects make when
their errors are underlined and a correction
code is provided(Conditions 4 and 5)

HD: D =0

H,: There will be significant difference in
the number of the errors the subjects make
when their errors are underlined and a correction
code is provided(Conditions 4 and 5)

Hl: D ZO

The Results of the t-test Showing the Difference Between
Conditions 4 and 5 in the Experimental Group(Group II)

Number of Mean  Standard Degree of tC t

Variable Subjects  Mean Deviation Freedom al.  “tab.
Condition 4 30 1.3333  1.184 29
6.07 2.756
Condition 5 30 0.1667 0.379 29

o/\ = U.Dl
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With a significance level of .01, it is found
that the table value for t with 29 degrees of freedom
is 2.756. Since the calculated value 6.07 is more than
the table wvalue, the null hypothesis that wunderlining
and providing a correction code for students' errors
will not arise a significant difference could be rejected.
That is, a sifnificant difference in the students perfor-
mance 1in correcting their errors was observed, when
the errors were underlined and a correction code was

provided.

4.4, Classification of Errors

The structural errors committed by the subjects
in the <control group and the experimental group are
classified according to their characteristics. The
errors given below are taken from the students' first
writing of the free composition for both groups. Namely
the examples appear in the first condition of the

composition test.

The purpose of this section was not to employ
an error analysis on the papers of the students, thus
the error types were given under very general titles.
However, the aim in 1looking into the errors committed
by the subjects, was to see whether what was accepted

as a homogenous group originally showed A certain
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consistency in their errors as well. Furthermore,
examining the errors committed in the first step would
help to make a distinction between errors and mistakes

in the last phase of the study.

In answer to whether the subjects committed
common errors or not, certain clues were found. For
example, as far as "articles" were concerned, the subjects'
errors were towards the misuse of the definite article,
"the". On the other hand, misuse of agreement merely
included misuse of verbs according to the —countable

or uncountable subject.

As a result, since the errors committed shared
certain similar properties, it was possible to collect
them under five types of titles. Below are the examples

from the subjects' papers in Condition 1 for both groups.
Error Types
Type I: Misuse of articles and determiners

After the Marmaris....

One of the our German friends.....

... but at the end of the our holiday...
We began to go to the everywhere...

I went to the Aydin...
Type II: Misuse of agreement

We was crowded...

Three of them was babies...



Everyone were there...
Each student have a holiday...

Some of them was Turkish people.

Type I11: Misuse of prepositions

Omissions

We were going the cinema...

We stayed Izmir three days...

We stayed a little hotel...
and being together them...

does not agree this idea.

Incorrect Use

At the l7th July...

They were interested of tourists.
We went to shopping.

I hate about women's fear...

I found a job by his help.
Type 1IV: Improper use of word groups

.You could feel the warm of the sun.

I realized the beautiness of the view.

The travel was so excited...

After the long discussing...

The picnic was very well.

Type V: Misuse of the verbs.

Using one tense for another

I've had the best holiday last year.

45



Two years ago, I've had my best holiday.
Five years ago, I had gone to Isparta.
I have a nice holiday about two years ago.

When I was ten years old. I've had my best holiday.

Misformation of the tense

every moment we have spend there.

I been in Side with my family.
After that we seen a bird.

When we walk around, we met ...

The incorrect use of "to be" + Verb

We were sit down...
... that she was die

We were walked...

... we were return Ginlikld...

The beauty of the nature was affected me.

Misformation of modals

In holidays we could have go to the beach.

He would bought the tickets.

My family can stayed with us...

We had beter to go...

4.4.1. Persisting Errors in the Control Group

46

When the students' compositions in Condition

3 are checked for the errors, it is seen that

errors found in Condition 1 persist.

many



Some examples can be given as follows;

- Misuse of articles and determiners

It was very luxury hotel.
Enjoyable a Holiday.

One of the our German friends.

- Misuse of agreement

British people is warm and tender.

Everything were ready.

In every places...

My parents does not like...

- Misuse of prepositions

I had to leave from them.
Although people want to go __ a holiday,
... and they let to us

My father came to home.

- Improper use of word groups

It was very excited and enjoyable.
We were too exciting
I surprised to hear that

My holiday passed very good and cheerfull.

- Misuse of the verbs

She was die at that moment.
She was did
I am _wanting to win since 1975.

Two years ago we've been to Edremit.

47
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Any of the corrections done, did not include
writing the correct form of the incorrect use but rather

avoiding the incorrect form and paraphrasing the sentence.

Condition 1: ... I became more active and it toughed me

something.

Condition 3: ... I became more active and it gave me

some lesson about the things I could do.

Condition 1: We walked about around Antalya.

Condition 3: We went to the historical places of Antalya,

such as

Condition 1: Then I found a job by his helping.

Condition 3: Then he helped me and I found a job.

In fact, the above situations find support 1in
the literary review. Krashen(c.f. section 2.1.1.) claims
that students avoid mistakes by avoiding difficult
structures. What students did when they were forced
to error correction was avoiding the structure they

found wrong and difficult.

4.4.2. Persisting Errors in the Experimental Group

The same errors that appeared in Condition 1
seem to stay all through Condition 3. It is only after
the errors are underlined that the correct forms aAare

supplied, namely in Conditions 4 and 5.



Some examples of the persisting errors

3 can be given as follows:

- Misuse of articles and determiners

I haven't been to the Marmaris before

It is very nice island.
It was really good place.
My father 1is farmer.

- Misuse of agreement

I think the days in the third class was
The days was passing.
I were in Side with my family.

There were nobody there.

- Misuse of prepositions

"We enjoyed very much from these games.
We stayed a little hotel in Antalya.
My father does not garee us.

I was attending in secondary school.

- Improper use of word groups

Everybody was amusing...
We could play free in the fields.
I realized the beautiness of the view.

You could feel warm of the sun

- Misuse of the verbs

Five years ago, I had gone to Isparta.

At that time the rain was begin.

49

in Condition
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The photos which 1 was taken

I have had it when I was seventeen years old.

When students tried to correct themselves between
Condition 1 and Condition 3, they, like, what the students
in the Control Group had done, prefered paraphrasing
the sentence which they felt had included an 1incorrect
item;

Condition 1: It was the first holiday which 1 passed

without my family.

Condition 3: It was the first holiday that 1 was alone,

I mean without my family.

Condition 1: If I had a chance 1like ¢that, I would go

there again.

Condition 3: If I have a chance 1like that again. I

can go there once more.
Condition 1: Everything were very nice there.
Condition 3: I enjoyed everything there.
Condition 1l: They sang the songs and danced.
Condition 3: They both sang and danced.

These examples might be a gccd clue to obdtain
some information about how- students' defence mechanisms
work when they are confronted with a barrier. The examples
of the corrections the students had done without teacher

assistance may reveal that they avoid difficult or
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new structures and try to compensate them with what

they already have in their competences.

4.4.3. The Results of the Self-Correction Under Teacher

Assistance; Conditions 4 and 5 in the Experimental

Group

There has been a great increase 1in the number
of the errors cqrrected in Condition 4, where the students'
errors were underlined thus a Focusing is provided.
The students were able to correct a large percentage

of their errors.

Some of the examples of the corrections done

in Condition 4 are as follows;

Condition 3: We stayed a little hotel in Antalya.
Condition 4: We stayed at a little hotel in Antalya.
Condition 3: At that time the rain was begin.
Condition 4: At that time it began to rain.

Condition 3: At the time we leaved the camp, all of

us had cried.

Condition 4: When we were leaving the camp, everybody

wAas crying.
Condition 3: We went wherever we want.

Condition 4: We went wherever we wanted.
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Condition 3: ... we went to town to make shopping.
Condition 4: ... we went to town to do shopping.
Condition 3: We enjoyed very much from thase games.
Comdition 4: We liked the games very much. .
Condition 3: The photos which 1 was taken

Condition 4: The photos which I teok ...

Although many of the corrections included writing
the correct form of the underlined error, still paraphrasing
was a valid process in self-correction, Aas can be seen

in the above examples.

4.4.3.1. Persisting Errors in Condition 5

When all the papers were checked for errors,
it was observed that only five errors persisted until
Condition 5 of the experimental group. The five errors
were found on the papers of the five subjects, namely
each had one persistent error. However the errors did
not show A coherence. They were basically different
types of errors: The following are the errors observed
in Condition 5, that 1is after the students are given

the rule they had broken with a correction code;

1. I think the days in the third class is the ...

(Misuse of agreement)

2. 1t was very good place.

(Omission of an article)
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3. They were interested at tourists.

(Misuse of preposition)

4., We decided to go a holiday.

(Omission of preposition)

5. 1 have been still hearing to them.

(Misuse of preposition)

As can be seen from the examples it is not possible
to drawva generalization for the occurance of the errors,
Students' individual competence and performance factors
may play a role in the correction of errors, thus leaving

to teacher to decide what to correct.

The results of the —corrections, however may
cast 1light on another question that whether what the
subjects corrected were mistakes or errors. If we turn
back to Chapter 1 where a distinction was tentativély
mAade between an error and a mistake, we may get the
idea that what the students corrected between Condition
1l and 2 may be mistakes since they did not need much
effort to be corrected. However, what the students
tried to <correct from Condition 2 through Condition
5, seem to be errors since they needed much attention

and persisted until they were brought into focus.

0f course, the correct forms of the errors cannot
be expected to be permanent, as the correction of an
error 1is ephemeral(Hubbard and Jones, 1986: 134). It

is only after a systematic handling of the errors with
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regular remedial teaching that we can expect success

towards the correction of errors.

The results of the data analysis revealed that
the students performed better under teacher assistance
as far as error correction on written work was concerned.
In other words, students' performance 1in detecting
and correcting their errors on written work did not
improve when they were merely asked to proof-read,
detect and correct their errors without the assistance
of a teacher. The students were not able to correct
their errors by proofreading or even when they were
told that they had committed errors and asked to correct

them.

However, when the experimental variable, teacher
assistance, wAas introduced there was a significant
difference in the students' performance of self-correction.
That 1is when the teacher underlined the errors, there
was a significant difference in the number of the errors
the students made. This might be due to the students'
exposure to their own errors in a localized form, namely

underlined forms.

One further step in teacher assistance, underlining
the error and writing the broken rule in a correction
code, resulted 1in a more significant difference. That
is the studens' performance in detecting and correcting
their errors showed a significant difference when a

correction code was provided.
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Supported by Table 3 through Table 7, the above
lines may indicate that the results of the stduy are
inclined to show that proof-reading alone does not
improve students' —correcting their mistakes. O0On the
other hand when teacher assistance 1is provided, the
students are capable of correcting their errors almost

totally.



CHAPTER V

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

This final chapter of the study consists of
three seperate sections. The first section provides
a summary of the material contained in the first four
chapters. In the second section, conclusions are based
upon the findings of the study. Finally, in the last

sections, recommendations are ¢ffered.

5.1. Summary

In regard to use of error correction in writing
classes, this study was initiated to answer the following

questiong

"Is it worth choosing any one correction technique

over another?"

56
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However, two other questions should be asked

to examine the above question;

l. How efficient are the students in correcting
their errors with a self-correction technique that

requires no teacher assistance?

2. How efficient are the students in correcting
their errors with a self-correction technique that

requires teacher guidance?

When trying to answer the above questions, the
purpose of the study was also determine the effect
of teacher assistance 1in writing «classes. That is,
teacher's role as a guide and assistant towards the
students was tried to be revealed. As supported in
the review of literature, teachers were given the whole
credit as to "how", "when" and "which" errors should
be corrected(cf. Abott et al., 1981: 219/21; Brown,
1980: 164/70; Norrish, 1983: 100/3). However, the students
were always wanted to have the prior responsibilities
for their own works(cf. Bright and McGregor, 1970;
Vandergrift, 1986; Rivers, 19783 Walz, 1982; Freeman,
1986; Stevick, 1982). Thus, this study tried to show
how effective teachep assistance couid be where students
were still held responsible for their own works. It
was hoped that the study would provide certain information
to foreign 1language teachers by showing the wvalue of

teacher assistance in error correction.
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The research was designed aAas a before-after
study. The data were collected by means of a structural
level test and then a free-composition writing test
was gilven to. A sample of sixty second-year students

at the Anadolu University.

In order toc obtain the statistical analyses
of the data, one-factor analysis of variance and t-tests
were used. The statistics were generated by an (SPSS)

computer program.

5.2. Conclusions

The most significant findings of the study were

as follows;

1. There was not a significant change 1in the
number of errors when students were asked to correct
their wor%é)without teacher assistance. In other words,
the proofreading of their own work did not help the
students to detect and correct their errors. Thus,
students' performance in correcting their errors was

not enhanced by proofreading only.

2. The assistance of the teacher, such as locating
or explaining the errors, resulted in a significant
change in students’ performance in self-correction.
That 1is students were able to detect and correct most
of their mistakes when the teacher gave a "helping

hand".
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5.3. Recommendations

Under the light of the findings obtained by

the data

forward;

analysis, several recommendations can be put

Students' proofreading their own  work as
a correction technique should be applied
only if the teacher is going to work on the
proof;read version afterwards. Otherwise,
the teacher will only help some errors fossilize
in students competence. As can be seen 1in
Chapter 4, sections; 4.3.1, 4.3.2, the same
errors persist wuntil they are localized or
explained by the teacher. If there was not
such an assistance, the exsisting errors
might result in fossilization(cf. Vigil and
O0ller in Chastain, 1980; Daniels and Packard,

1982).

On the other hand, if teacher's aAassistance
is limited to underlining the errors only
and not to control and let the students do
éheir own corrections afterwards, the correétion
technique may not work sufficiently(cf. section
4.3.3). From the pedagogical éspect, individual
concerns should be considered: since it maAay
be necessary to give more inFormafion to

one student than to another. Thus the teacher
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@ should follow the students' errors to the
last step, wup until he believes that the
correct form does not exsist in the students'

competence.

- The teacher may 1like to prepare a remedial
teaching session by making use of the students’
errors committed on a given written work.
This kind of a teaching is more time saving,
since the —correction 1is limited to certain
hours. Furthermore, as will be discussed
by the whole class, there will be more points
of view as to why the -errors occured and
as to how to correct them. Such an approach
may work very well as far as affective factors
are concerned, as well. Besides, teachers
may get hints about how students' performance

works when dealing with errors.

5.4. Suggestions for Future Studies

The results of the study can be used to identify
areas of needs for additional research. The scope of
the study could be expanded 1in several directions.
One direction would be to include the students' help,
namely peer-correction. That would help the students
to force their correction 1limits and guide the teacher

about the correction abilities of his/her students.



61

A second direction of research could be into
different classes such as Spoken or Translation classes.
The same study «can be applied to recorded oral work
or can be worked out on a translation text. A string
of dialogue with certain errors can be recorded and
students can be asked to detect and correct the errors.
On the other hand, students may be asked to detect
errors on a translated draft of a given work. The teacher
may like to emphasize the wuse of Englisﬁ tenses on
one piece of translation and the wuse of prepositions
on another so he may arrange his translated draft with
certain errors in 1it. This might also be a good start

to remedial teaching.

Another research possibility involves the assesment
of the study on a 1long term schedule. The study can
be carried out for a whole term for writing classes.
A group of students may be‘asked to self-correct their
work, which might be a home-work assignment or class-
work, all through the term, while another group carry
out the self-correction wunder teacher assistance. At
the end of the term the two groups can be given a post-
test to see if their perFormancé levels vary from one
another. Thus the effect of teacher assistance can

be observed on a longitidunal study.

It is possible to list many more research projects

on correction techniques, however whatever the project



62

may be, the focus should be on the student and on his
benefits from a certain teaching point. Thus a foreign
language teacher must be aware of donating his/her
students with what he/she believes is the most useful

to the students' language competence and performance.
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PART I GRAMMAR Choose the right answer to complete the sentences., (Jogru secenegi

1

10.

1,

12,

13,

14,

15,

Appendix A

TEST 1

This watch ..... all right a moment ago but now it .....
‘a) worked/is working c} had worked/stopped
b) was working/has stopped d) was working/had stopped

IfI...... that you wanted the book, I...... it.

a) had known/would have sent c) would know/ would have sent,
b) will know/will send d) had known/would send

If I .....you, I..... spend so much money on clothing,

a) was/couldn’t ¢c) had been/couldn't

b} were/wouldn't - d) were/couldn't have
She.....,. him some money if he really ...... it.

a) would give/needs c) would have given/needed .
b) gives/will need d) will give/needs

The taxi.....by the time you finish dressing,.....? .

a) arrives/does it . c) will have arrived/will it

b) was arriving/wasn't it d) will have arrived/won't it
While the man .... at the picture, the thief +»esohis watch,

a) looked/was stealing ¢) is looking/has stolen

b) had looked/stole d)} was looking/stole

The telephone..... for three minutes before it ....... »

a) had been ringing/answered . ¢) nad been ringing/was answered
b) will be ringing/was answered d) has been ringing/answers
That is the house where we .... but we don't live there any longer.

a) are living . . ¢) used to living

b) used to live d) have lived

H

What you say.... quite interesting. I had never heard about it before.

a) looks as if ¢) sounds

b) sounds like d) locks

He can't watch television without...... .
. a) to wear his eye-glasses c) wearing his eye-glasses
b) he wears his eye-glasses ) d) wear his eye-~glasses

1 can't find my key in my bag, although I remember ,,....it there.,
a) putting . ¢) have to put '

b) to put d) put

Who seeevvesee... the coffee?

a) will bring ¢) is brought

b) would be brought d) will be brought

He .... me about his adventures in India and .... that he had enjoyed himself.
a) said/said c) told/told

b) told/said d) said/told

Don’t worry, everyone .... mistakes. Next time you'll ..., better,
a) makes/do c) does/do

b) makes/make d) does/make ’

If you are going to the movies tonight, ..... I come along?

a) would c) had better

b) ought to d) may

isaretleyiniz.)
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400
16. You ..... to stop talking to your friend, the teacher locks quite angry.
a) would c) should
b) have d) must
17, He is .... the most intelligent student in the class .... the most hard - working,
a) not only/but alsc c) not only/but
b) only/but also d} not/but also
18, ..... he expressed his love for her, she refused to marry him,
a) Although : c) In fact
b) Of course d) In spite of
19. He's seriously i11, ..... I hope he will recover soon,
a) because ¢) but
b} so d) so that
20. He got a poor grade .... he couldn't pass the university entrance examination.
a) but . c¢) although
b) so d) in spite of
21. The guest you are waiting for will arrive ..... .
a) on tenth Cctober ¢} October the ten
b) at the tenth of October d) on October the tenth
22, They clean windows., They are ...... .
a) window = cleaner c) clean - windowers
b) window = cleaners d) windows - cleaner
23, There was ... man under the tree. 1 thought .... man was sleeping.
a) a/the c) the/a
by -/~ d) a/~
24, .... is a good friend of .... . ¢
a) He's/hers ) c¢) He/hers
b} He/her d) She/her
25. Nobody helped ..... when he solved the problem, ..... did it ..... .
a) him/hin/him ¢) him/he/himself '
b) he/him/himself d) himself/he/him .
26. ..... Of the book .... interesting, you will enjoy reading it.
a) Some/are c) None/is
b) all/is d) Half/are - . .
27. ..... students were enthusiastic, so they .... gave a long explanation about their hometown.
a) Bach/each ¢) Each of/both of
b) Both/each d) Both of/each of )
28. It is .., expensive to go abroad, but a holiday in Turkey may be cheap .... for you,
a) very/too ¢) enough/very
b) too/enough d) enough/too
29. Do the French eat ...,, bread?
Yes, they eat .... we do.
a) much/a lot ’ ¢) much/more than
b) many/more than d) a lot of /more
30. I live .... 12 Bal Street, and Bill lives ... Gil Street.
a) in/to ¢) on/at
b) on/in d) at/on
31. Most of the students come to Beytepe ...... school buses, but some of them prefer to come ....

32.

their own cars,

a) on/in c) at/on
b) in/by d) by/with

He hopes to arrive ,.... Ankara ...... 7 p.m,

a) to/in c) at/on
b) in/at d) =/~
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33. He wrote a book ..., politics when he was .... abroad.

. 401
a) in/at c} at/on
b) in/- d) on/~
34, He's been attending this course ..... .
a) since two years ¢) for two years ago
b) since two years ago d) two years ago

35, Your car is good, but it is not as ,.... as mine, In fact, my car is much .... than yours.

a) good/well ¢) good/ more good
b) good/better d) well/good
36. My wife has three brothers, all are ... she is...... brother is a teacher,
a) older/Oldest ¢) more old/Most old
b) older than/The coldest d) older than/Oldest

37. A ..... runNner runs ....., and a .,.... rUNNEr runs ...... .

a) fast/fast ...... slow/slowly
b) fastly/fast .... slow/slow *
¢) fast/fastly .... slow/slowly
d) fast/fast ...... slowly/slowly

38, Tom is .... careless that his father will never buy him ..... an expensive car,

a) so/so ¢) so/such
b) such/so d) such/such

PART II GRAMMAR Select the best choice.
39. Do people speak English all over the world?

a) Yes, people are English all over the world.
b) Yes, English is spoken all over the world.,
c¢) Yes, all over the world is spoken English,
d) Yes, people are spoken all over the world by English.

 40. "No one has ever beaten my brother at tennis” means ..... .

a) My brother hadn't ever been beaten at tennis. [
b) My brother ever been béaten at tennis.

¢) My brother has ever being beaten at tennis.

d) My brother hasn't ever been beaten at tennis.

“The maid used to wash the floor once a week” means ..... .

a) The floor was washing once a week,

b) The floor used to being washed once a week.
c) The floor used to be week.,

d) The floor used to be washed once a week.

42, "Somebody must have taken it while I was out" means ,..... .

a) It must been taken while I was out,

b) It must have taken somebody out.

¢) I must have been taken out by it,

d) It must have been taken while I was out,

"Are you sure your information is accurate?” my sister asked him,

a) My sister asked him if he was sure his information was accurate,
b} My sister told him if he was sure his information was accurate,
c) My sister asked him about his information was accurate.

d) My sister asked to him he was sure his information was accurate.

Canan says, "1 passed that course last semester,"

a) Canan says I passed that course last semester.

b) Canan says she passed that course last semester.

¢) Canan says she had passed that course a semester ago.
d) Canan says you had passed that course that semester.

41

43

44

.
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45, a) Please send to me the pictures you have taken in Antalya.
b) Please send for me the pictures you have taken in Antalya.
¢) Please send me the pictures you have taken in Antalya.

d} Plaase send at me the pictures you have taken in Antalya.

46, a) Having finish that paper in one day is very hard.

) Finishing is very hard that paper in one day.

c) Having to finish that paper in one day is very hard.
d) The hard is having to finish that paper in one day.

47. a) who is have an eraser that we can use?

b) Who have an eraser that we can use?
¢) Who has an eraser that we can use?
d} Who does have an eraser that we can use?

48. a) Don't ask him if he knows me,

b) Don’t ask him if he does know me,
¢) Don't ask him if does he know me,.
d) Don’t ask him if he does knows me.

49, a) I don't know the man whom you ate.

b) I don'’t know the man with whom you ate,
¢) I don't know the man you ate,
d) I don't know the man with you ate.

50. a) The lady who she was here yesterday kas gone to London.
b) The lady who was here yesterday she has gone to London.
c) The lady who was here yesterday has gone to Lomdon.
d) The who was here yesterday lady has gone to London.

'PART III VOCABULARY Select the best choice.
51. Pop music ..... young people.

a) attend c) attaches
b) attracts d) attacks
52. 1 Vike apples as far as fruit is concerned, but when it comes to vegetables, I have no ...... .
a) reference . ‘c) prefer
b) reverence d) preference
53. James never tells lies. He is ..... .
a) famous c¢) dishonest
b) honest d) infamous
54, Naturally, I'm ..... that I didn't pass the examination but I'11 try harder next time.
a) deceived - c) refused
b) disappointed d) denied -
55. The play was so eses that the audience went to sleep.
a) tired ' ¢). bored
b) tiring d) boring
56. Would you .... looking after the baby for me while I'm out?
a) admire ¢) mind
b) object d) care
57. 1 .... with his plan in general but objected to some details.
a) agreed c¢) approved
b) passed d) accepted
68. I .... the train so I had to wait for the next one.
a) missed c¢) caught

b) lost d) neglected



73

59. .... me to answer the letter. I might forget. 403
a) Recommend ¢) Regard
b) Remember d) Remind
60. The sun came out from behind the clouds and .... the weather got warmer.
a) However c) Subsequently
b) Meanwhile d) Before

61. MWater is .... to all living things.

a) necessity ¢) harmful
b) essential d) effective

62. "He could hardly see the board” means ..... .

a) he could see the board very well.
b) he couldn’t see the board at all.,
c) he could see the board was hard.
.d) he couldn’t see the board well,

63, "We miss you a lot" means ...... .

a) We can see you all the time.
b) We wish you were here with us.
¢} We can follow you very well,
d) We wish we could catch you.

64. "Those two boys get along very well" means ..... .

a) They are going along happily.
b) They are very good friends.

c) They are earning lots of money.
d) They are carrying it easily.

65. "What she said was very funny, I couldn't help laughing® means ..... .

a) What she said was very funny so I laughed,

b) What she said was very funny, but I couldn’t laugh since I was in a helpless situation.
c) What she said was very funny, but I didn’t feel like laughing.

d) What she said was very funny and I forced myself to laugh.

PART IV TRANSLATION Choose the best translation.

66. Although he is known as a succesful business man, I think he is really unhappy.

a) Bagarali bir is adama oldudu ig¢in, kanimca gercekten mutsuz bir kigi.

b} Bagarili bir ig adam: olarak bilinmesine kargin kanimca gercekten mutsuz bir kJ.sJ..

¢) Gergekten mutsuz oldugu ic¢in, iy adami olarak bagarila olamada,

d) Bagar:l: bir ig adam: olmasi onu gergekten mutlu bir kigi olarak tanimama neden oldu.

67. We cannot deny the fact that the inventions and discoveries of the twentieth century have
.changed the structure of our society a great deal,

a) 20. yiizyal bulu; ve kegiflerinin toplumumuzun yapisini biyik Slgiide dedigtirdi§i gercedini
inkAr edemeyiz.

b) 20. yiizyal bulus ve kegiflerinin inkdr edilmesi toplumumuzun yapisini bilyiik 8lgide degigtirir.

c) 20. yizyrl toplumunun, bulug ve kegiflerin yapisini dedigtirdigi inkdr edilemez.

d) 20. yiizyrl bulug ve kegifleri toplumun yapisin: hichir gekilde dedigtirdigi gergek degildir.,

68. 1'd rather get the job done today than leave it till tomorrow.

a) 1gi yaran yaptartmak bugiin yaptirtmaktan daha iyidir.
b) tgi bugiin bitirmek zorundayim, yarina erteleyemem.
¢) 1si yarina birakmadan bugin yaptirmak daba iyidir,
d) 1si yarina birakmaktansa bugiin yaptirmays yedlerim,

69, Uzlir dileseydi, biitin tartisma simdiye kadar unutulmus olurdu.

a) The argument would be forgotten campletely by now if they apologized,

b) If he apologized, the whole argument would be forgotten now,

¢) The whole argument would have been forgotten by now if he had apologized.
d) If he were sorry, the argument would be forgotten as a whole.
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70. Gecen salidan beri telefon bozuk.

a) The telephone has been out of order for last Tuesday.
b) The telephone has been out of order since last Tuesday.
c) The telephone would be out of order since last Tuesday.
d) The telephone was out of order last Tuesday.

PART V : READING COMPREHENSION
Read the passage carefully and choose the correct answer,

MAKING A FILM

Making a film takes a long time and is very hard work, Writing the story for the film may
take many weeks. Filming the story being acted ~or shooting the film as it is called- often takes
at least six months. Actors and camera-men work from very early in the morning until late at night,
Each scene has to be acted and re-acted, filmed and re-filmed, until it is just right, Sometimes
the same scene may have to be acted twenty or thirty times,

The film studio is 1ike a huge factory, and the indoor stages are very big indeed. Scenery
of all kinds is made in the studio: churches, houses, castles and forests are allbuilt of wood and
cardboard, Several hundred people work together to make one film, Some of these people are the
actors and the actresses, The director of the film, however, is the most important person in a film
studio. He decides how the scenes should be filmed and how the actors should act,

Most people go to see a film because they know the film star in it. Sometimes the film may be
very poor. It isbest to choose a film made by a good directur, Some famous film directors make their
films very real. People feel that they themselves are among the people in the film,

71. The actors are.told how to act by

a) the film stars. " ¢) the director,
b) the camera-men., d) the story writer.
72. The scenery in the film studio is made from
a) in the studio. c) indoor stages.
b} wood and cardboard. d) churches, houses, castles etc.

73. A director is very important because

a} he is sometimes very famous, b) he makes films very real.
c) he is in charge of making the film,
d) he talks to the actors.

We should choose a film which

a) is made by a good director. ¢) takes a long time to make,
b) has the actors we know. d) seems very real.

75. The scenes have to.be filmed many times because,

a) writing the story for the film takes weeks,
b) it takes a long time to make a film,

c¢) many people work together.

d)it is often difficult to make them just right.
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PART VI CLOZE TEST Read the whole passage, then choose the best word for each space from the words
below.

Dawn was breaking as the first ........(1) of the disaster reached London. It ..........(2)
the tenth of february and the ........(3) of milk bottles was the only .........{4) in the bilack,
icy streets. In .........(5) Street a Reuters operator was handed .........(6) news flash and hxs
fingers ran ............(7) Over the keys of his machine ..........(8) he transmitted the message
to subscribers.......eu.e0..(9) blocks away, in the office of .,e......(10) big London newspaper, 2
sleepy sub-editor ..........(11) the noise of the message as ........ (12) came through on the tele-
printer, He .......(13) it as the carriage of the ........(14) jumped back and forth, Then the
<eereses..(15) sheet of paper was pushed through ..........(16) opening in the glass top. He......(17)
it off and stood there reading ..........{18):




CAPETOWN  FEBRUARY 10 REUTER : SOS RECEIVED ......... (19) THE FACTORY SHIP,

405

SOUTHERN CROSS. THE ,,.........(20) IS CAUGHT IN ICE IN WEDDEL SEA,

Choose the best word:

1- a. light b,
2- 4. was b,
3- a. rattle b.
4- a. noisy b.
5- a. the b,
6- a, a b,
7- a, nervous k.
8~ a, that b,
9- a, Buch b,
10- a. ...... b,
11~ a, saw b,
12~ a, ‘it b.
13- a. and k.
18- 2. newspaper b.
15~ a.yellow b,
16- a. narrow b,
17« a., watched b,
18~ a, them b,
19- a. before b,
20~ a, botx b.

lightly
is

both
sound
several
only
under
as

When
your
heard
they
watched
quickly
there
it

made
message
from
message

new

came

two

very
carefully
automatically
who

Two
whose
which

he

nor

as

empty
their
tore

it

well
subeditor

news
or
ery
color
Fleet
the
toward
what
It

a
althoughk

looked
machine
slowly

the

put
subscriber
until

ship
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Appendix B

Group I Group II
87 88
84 87
52 52
62 61
68 68
80 80
63 63
65 64
55 55
59 59
79 77
76 76
74 72
70 72
60 60
63 63
67 68
77 77
67 66
82 89
69 67
71 74
60 64
69 66
79 75
54 56
66 68
50 56
69 68
66 64

X, = 68.1 X, = 68.
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