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This study provides a linguistically-adequate description of the writing
performance in L1 and L2 of students in Hong Kong and Montréal. The differences
between the writing performance in L1 and L2 of students in Hong Kong and
Montréal are also studied using covariance measures. The major statistical method
used is UNIANOVA (SPSS). The intention of the study is to help ascertain the
standards of L1 and L2 that are normally achieved at Secondary Three in bilingual
programmes in these two cities. '

35 Cantonese-speaking students of Secondary Three studying in an Anglo-
Chinese secondary school in Hong Kong (H3 students), and 20 Anglophone
students of Grade 8 studying in a late French immersion programme offered in an
English school in an English-speaking area in Montréal (M3 students) are selected
for the study. The subjects have three years of school experience learning in L2.

Two instruments are used to facilitate the study of the subjects’ writing
performance with a cross-linguai perspective. The first is a Macro Index Schema
that takes each piece of the sampled writings as a unit and evaluates their quality in
a holistic fashion on a six-point scale. The second is a Micro Index Schema which is
used to assess the sampled writing along four dimensions: they are intra-sentential
accuracy, inter-sentential cohesiveness, textual coherence and presentational skills.

The results of the Macro and Micro scorings have shown that the bilingual
writing performances of the subjects of Hong Kong and Montréal are comparable.
H3 and M3 subjects are able to perform the assigned formal tasks both in their
respective L1 and L2 to clearly communicate the ideas and to present them in
appropriate formats.

It also shows that the L2 written skills of the Hong Kong subjects are
comparable to their counterparts in Montréal who learn in similar bilingual
programmes and also have few opportunities to use .2 outside schools.

This study is one of the earliest attempts to assess the Chinese and English
standards of Hong Kong students without using a monolingual frame of reference.
The linguistic outcomes of the Hong Kong bilingual subjects are compared 1o
subjects educated in programmes where bilingualism is practised and given top
priority. This understanding of the level of L1 and L2 proficiency that students from
schools situated in a largely monolingual (L1) environment and employ L2 as a
medium of instruction would normally achieve helps us to {formulate practical
pedagogy and realistic expectations for language teaching and learning.
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l. INTRODUCTION

A. The Research Problem

In recent years, it has often been said that Hong Kong students’ proficiency
standards in both Chinese and English are declining and that secondary schools
using English as medium of instruction (hereafter referred as EMI schools)--which
comprise close to 90 per cent of the secondary sector before the change of
sovereignty in 1997--have failed to produce graduates with a firm grasp of both
their L1 (Chinese) and their L2 (English).

However there is also a body of opinion which holds that the apparent
decline in standards is only a result of the expansion of compulsory education in the
1970s which increased the absolute numbers of both strong and weak performers
(Lord 1987). The Report of the Working Group on Language Proficiency (Hong
Kong Education Commission 1994) also suggested that the apparent decline in
standards could be attributed to the “very high” expectations ot the community and
“the gap between demand and supply (which) has led to a perception that language
standards are falling” (p.15). Some researche_rs even suggested that the language
standards in Hong Kong have in fact never been high. As such, there is not point to
discuss any decline (Lloyd 1987, Johnson 1991).

Nonetheless, according to public perception that the language standards of

Hong Kong students have been declining, and this alleged decline has been given



prominent coverage especially by the print media'. Unfortunately the discussion on
language standards has been confined to a largely subjective and anecdotal mode
because informed discussion of this topic has been hampered by two factors.

The first factor is the dearth of linguistically-adequate descriptive
information on the language outcomes in L1 and 1.2 normally achieved by students
from these schools. Public examinations of Chinese and English in Hong Kong are
norm-referenced and therefore their results provide little information about the
linguistic quality of the students’ output in Chinese and English.

Lee, Kennedy and Fullilove (1998) attempted to re-rate the archive of
English Composition papers of Hong Kong Certificate of Education Examination
(HKCEE) in selected years. They found that no concrete evidence could be drawn if
there were changes in the language standards, because the marking was norm-
referenced, the sampling of the archive material was not random and the size of the
archive sample was small. Earlier attempts to make synchronic and diachronic
comparisons of examinations results have also been hampered by the change in the
profile of candidatures over the years (cf. Lee 1976, 1988). Changes in examination
formats and the norm-referenced nature of examinations also make the diachronic

comparison not viable (Choi 1998, p.186).

: Here are some of the news headlines: ‘English language standards dropping in school’
(SCMP February 23, 1987), ‘Poor skills “threaten’ territory’s position” (SCMP November 24,
1989), ‘ Hong Kong's educational system failing to meet demand’ (SCMP November 24, 1989),
‘Exam results show English skills in decline’ (SCMP May 25, 1993}, *Alarm at language
failures: growing number of Subjects flunk English and Chinese exams™ (SCMP December 19,
1996), ‘Bilingualism “hinders children’s reading”” (SCMP May 26, 1999)



The second factor is the absence of an understanding of the level of L1 and
L2 proficiency that students from schools situated in a largely monolingual (1)
environment and employ L2 as a medium of instruction would normally achieve.
The monolingual environment experienced by the students in this study is a product
of . sociolinguistic conditions which do not facilitate the use of L2 outside the
classroom and schools. These conditions have much to do with the social distance
between the second language-learning group and the target language group.

To deal with the first factor, this study attempts to provide a linguistically-
adequate description of the L1 and L2 performance of Hong Kong students at a
particular stage of their education thfough EMI. We would then have a better idea of
what could be achieved by and expected of students in Hong Kong in Chinese and
English at this stage.

To deal with the second factor, the L1 and L2 performance of Anglophone
students in Late (French) immersion programmes in Montréal are also included in
this study because their language-learning experience is similar to that of Hong
Kong students. The case studies of Hong Kong and Montréal are attemplts to
provide detailed information on the language outcomes normally achieved in
contexts where proficiencies in more than one language are essential but the
preference to use the second language is low. The information on the language
outcomes of these two places would be helpful to initiate the development of
baseline data for the assessment of bilingual programmes similar to these two cases

in future.



As a pilot study and because of time and resource constraints, only the

written abilities of the subjects are studied.

B. Aims of the Study

This study attempts to provide a linguistically-adequate déscription of the writing
. performance in L1 and L2 of students in Hong Kong and Montréal. The differences
between the writing performance in L1 and L2 of students in Hong Kong and
Montréal are also studied using covariance measures. The major statistical method
used is UNIANOVA (SPSS). The intention of the study is to help ascertain the
standards of L1 and L2 that are normally achieved at Secondary Three in bilingual
programmes in these two cities. The subjects in this study have three years of L2
(quasi-) immersion experience. It is hoped that the results of this study will show
the importance of constructing norms of L1 and L2 development of students with
similar education and language experience so as to enable us to betier gauge the

bilingual achievements of the students of Hong Kong.

C. Purpose and Significance

This study is significant in three aspects. First, it is one of the earliest attempts to
assess the Chinese and English standards of Hong Kong students without using a
monolingual frame of reference. The linguistic outcomes of the Hong Kong

bilingual subjects are not compared to subjects educated in programmes where



bilingualism is neither practised nor given top priority. Second, it is one of the few
studies in Hong Kong that consider the outcomes of both the first and second
languages in one study. Third, it is one of the few studies in Canada that the writing
outcomes of French immersion students are investigated in such linguistic details.

Researchers in sociolinguistics and bilingualism have suggested that
bilingual behaviours should be understood beyond monolingual frameworks
(Baetens Beardsmore 1986, Baker 1988, 1995). Baker (1988) stated that bilinguals
seldom perform the same tasks in all languages and seldom perform different tasks
with the same level of control. Harley et al. (1990) further reiterated that different
components of language competence of bilinguals are “differentially manifested
under different task conditions” (p.11). In addition, the classroom treatments given
to language-skill subjects in primarily monolingual and bilingual programmes are
different, which means these two types of programmes have different contexts of
language acquisition (Lambert 1990, p.204). Furthermore the decision-making
processes of monolinguals and bilinguals are dissimilar in conforming to the sets of
linguistic and sociolinguistic requirements in different task conditions.

Research on the language outcomes of the first and second languages of
students in Hong Kong have been geared towards the direction of comparing
monolinguals with biiinguals. However, in fact, one does not find two
monolinguals in a bilingual speaker, in terms of both language learning and
language use. T'sou (1997) suggested that those who criticized the language

standards of Hong Kong people mostly came from monolingual backgrounds and



had scant experiences in living in a non-Chinese dominant society (p.298). it is
therefore problematic to judge the bilinguals’ performance based on the norms for
assessing language outcomes of monolingual speakers of the language.

Some previous studies in Hong Kong have contributed to a deeper
understanding of the students’ writing outcomes in Chinese and in English. But in
most cases the target language of study was either Chinese (e.g., Siu 1980, 1985,
Chan 1990, Lee, Chan and Ng 1992) or English (e.g., Yu 1979) only. Few
attempted to study both.

As an analogy, the challenges facing bilinguals who acquire bilingualism
through schooling were like those facing decathlons while monolinguals, sprinters.
It is seldom that in a 100m race, a decathlon would run as fast as a sprinter do, for
the race played on the sprinter’s strength, and the training time and energy of the
decathlon have been allocated not only to sprinting but atso other skills such as high
jump, long jump and so on. Similarly it may not be reasonable to assess bilinguals’
language performance according to monolingual norms. Therefore, in this study, it
is attempted to study the writing outcomes of borh languages learned by the
bilingual students, and to gather more detailed information on their performance
vis-a-vis a bilingual framework with the hope that eventually appropriate bilingual
norms will come into existence to provide us with a proper base to assess language
performance of bilingual students, especially those in Hong Kong.

In Canada, the studies of the writing outcomes of French immersion

students were relatively few amongst the large body of literature in this area. It is



partly due to the fact that the emphasis of French immersion has been on the
receptive skills (listening and reading) which could be measured efficiently by test
items. Also, studies of the writing in French (Swain 1975, Harley and King 1989,
Harley 1989) and the writing in English (Genesee and Stanley 1976, Lapkin 1982)
of French immersion students were, without exception, comparative studies
between immersion students and English students in regular non-immersion
programmes and/or francophone students. Vignola and Wesche’s (1991)” study is
the one of the few that took into account of the two languages of French and
English of French immersion students using the same scoring schema, while the
francophone students were also used as frame of reference.

Therefore, this study has two main purposes. First, it attempts to show how a
linguistically-adequate description, which are not readily available at present, of the
output of students could inform the current debate on declining linguistic standards
in Hong Kong, the perception of which is based largely on monolingual norms.

Second, it attempts to study the writing outcomes of two groups of bilingual
students in Hong Kong and in Montréal who receive their education from similar
programmes situated in similar sociolinguistic environments, which may help us to
formulate proper expectations (i.e. bilingual norms) of Hong Kong students.

In spite of the tremendous concerns shown by students of bilingualism

concerning the significance of bilingual norms, few attempts have been made to

Vignola and Wesche’s (1991) coding scheme of students’ writing is not adapted for use in
this study because it is not applied to the Chinese language.



facilitate their development. However, there is a prototypical study by Kvan (1969)
which sheds some light on this endeavor and shows the value of such studies.

In the study of the bilingual milieu in Hong Kong, Kvan reported on the
reading speed in English of Hong Kong university students. He found that their
English reading speed were only comparable to the high school students in the
United States. But their English reading speed was on the other hand comparable to
the French reading speed of the university students in the Umited Kingdom.
Although the second language performance of Hong Kong students had only
reached a junior level in the monolingual framework (U.S.), it was comparable to
the second language performance of UK students of similar age and academic level.
The comparisons of the two second language performances seemed to be more
relevant and practical than comparing the second language performance with the
first language performance.

The present study takes into consideration the relevant information of the
subjects and their language learning experience inside and outside schools. The data
may help us to formulate bilingual norms of linguistic L1 and L2 outcomes of Hong
Kong students and to avoid the pitfalls of pitching our expectations on the basis of
monotingual norms which may not be appropriate to students of Hong Kong’s EMI

schools,




This information would help our educators and policy-makers to have a
clearer picture of how our education system has achieved and how realistic

objectives and policies can be formulated to improve the present situations.



I. BACKGROUND

A. Hong Kong

1. Two Languages in Society

Hong Kong has about six million people. Over ninety percent of the population is
Chinese; Cantonese is the lingua franca between ethnic Chinese groups of different
 dialect background. Engiish is spoken by a small expatriate minority in Hong Kong.

Hong Kong is a Special Administrative Region (SAR) of the People’s
Republic of China after the turnover in 1997, It is stipulated in the Basic Law of
Hong Kong SAR that “in addition to the Chinese language, the English language is
also considered to be the official language in Hong Kong (Clause 9)’. In 1996,
about 7% and 35% of the population claimed that they were able to speak
Cantonese and English respectively as another language (Census and Statistic
Department, 1996). In brief, Hong Kong is a largely Cantonese-speaking society
with a significant population of Chinese-English bilinguals.

The presence of the two official languages is obvious in the Hong Kong
society. Both Chinese and English are used as the working languages in the
governmenl, courts, public and private organizations and educational institutions.
There are separate Chinese and English newspapers, radio stations, TV

broadcasting stations, theatres, churches and social clubs. As exhibited in the



employment advertisements, for most non-manual jobs in Hong Kong, Chinese-
English proficiency is a basic requirement. Although not all people in Hong Kong
are required to be Chinese-English bilinguals, no student will pass the exit
examination of secondary education, the Hong Kong Certificate of Education

Examinations, if he/she did not get a passing grade in both Chinese and English.

2. Two Languages in History

The existence of two official languages in Hong Kong is a product of history. Hong
Kong was a British colony from 1842 to 1997. The British government first
occupied the Hong Kong Island in 1842, and then continued to occupy the Kowloon
Peninsula in 1860 and the New Territories in 1898. For more than a hundred years
under the British governance, the English language was made the only official
language used in Hong Kong among the majority of the colonized subjects who did
not understand the language and often preferred to use Cantonese or their Chinese
dialects in intra-group communication.

During the cololnial history of Hong Kong, English had a very important role
to play. It was the language of the minority but also the language of power for the
ruling class (Cheung 1984). [t was also the language of business that linked Hong
Kong people to the world of business and academia (Brimer 1985), and still is today.
After 1997, Halliday (1998) assumes that English would continue to play a special
role in the post-colonial Hong Kong (p.32), which differentiated the
homogeneously Cantonese-speaking Hong Kong from the rest of the Mainland.

English proficiency will undoubtedly continue to be essential to the well being of



Hong Kong as an international centre of finance and services and as the interchange
between China and the world.

In a Chinese society with English as the language of the ruling class, a group
of Chinese-English bilinguals were therefore produced during that time to bridge
the communications between the government and the public. The English
proficiency was also the prerequisite for upward mobility and for pursuits of
prestige careers in general. However, the access to obtain English proficiency was
restricted to a relatively small population (Johnson 1994, p.186). No evidence
shows that there existed a large body of Chinese-English bilinguals among the local
population (So 1998, p.154). In addition, the Chinese people immigrated to and
resided in Hong Kong during 1949 and 1970s were speaking a variety of Chinese
dialects which might be unintelligible to each other. The situation was briefly that
the vast majority of the population in Hong Kong were speakers of different dialects
of a language and had little knowledge of the foreign language by which they were
governed.

It was only until 1974 when the Official Languages Ordinance was enacted
to give equal official status to the Chinese and English language in Hong Kong.
However, the officialization of the languages was largely an act of formality and
legality. Cheung (1984) observed that the enactment did not “have any significant
effect on modifying their complementary societal functions: English remains the
high form and Cantonese the low form™ (p. 274). It is also admitted by the

government that the language given primary emphasis had long been the English



3. Two Languages in Education

The education system of Hong Kong is bilingual in which the students are required
to learn both Chinese and English. In 1993, the Education Department in Hong
Kong published School Education in Hong Kong: a Statement of Aims, in which the
language objective was stated as follows: “all children should be helped to develop
a good level of competence in at least one language (Chinese, for most children) and
some competence in at least one language {usually English)... The extent to whicha
school imparts language skills is an important indicator of its overali success in
meeting the educational needs of individuals and the community”. All Hong Kong
students have the rights (and responsibility) to learn Chinese and English to an
acceptable level. And it is the responsibility of the schools to help students to
achieve bilingual proficiency in achieving the aims of education.

Briefly, six years of primary education in Hong Kong is provided for
children from 6 to 11 years old, which is conducted in Cantonese with English
learnt as a subject. Five years of secondary education is provided for students from
I1to 16 or 17 years old. Since 1978, all Hong Kong children are entitled to receive
a minimum of nine-year compulsory education from Primary one to Secondary
three.

By the medium of instruction, secondary schools in Hong Kong are divided
in two types, using Chinese as medium of instruction (CMI) and EMI or using
English as medium of instruction (EMI). In CMI secondary schools, classes are

conducted mainly in Cantonese while in EMI secondary schools, classes are



language while “it is only in recent years that Chinese Language has been accorded
the attention it has long deserved” (Choi 1998, p.190).

The increased emphasis on the Chinese language in recent decades can be
attributed to the approaching of Hong Kong’s turnover in 1997 starting in the 1980s,
the increasing use of Chinese in the business between Hong Kong and the Mainland
and the escalating significance of China in the world of international commerce.
Very recently, Halliday (1998) remarked that the two languages in Hong Kong,
Chinese and English, both “have strong currency and high status” (p.29). It was a
phenomenon uncommonly found in the world. Although in a multilingual setting,
“languages are not functionally equal or identical” (Fishman 1989, p.426), the
societal relationship between the functions of Chinese and English in Hong Kong
may have changed from a high-low dichotomy to a more balanced one.

The catching-up importance of the Chinese language has made the language
challenge for the Cantonese-speaking students in Hong Kong more acute. The
needs for Chinese-English bilingual proficiency are increasingly pressing. On one
hand, the aspirations from the society, the go-vernmenl and the stakeholders of
educatton for bilingual proficiency continue to soar. It is stated precisely that it was
highly desirable that Hong Kong students become “biliterate in Chinese and
English and trilingual in Cantonese, English and Mandarin” through formal
schooling (Wong 1999). On the other hand, the education system by which these

goals are expected to reach has not tunctioned as desired.



conducted mainly in English. Chinese and English fanguages are learnt as subjects
in both types of schools.

Social requirements for English proficiency, political changes and parents’
choice had forced the EMI secondary schools to become the majority (So 1992, Lee
1993). From 1980-1997°, over 90% of about 400 secondary schools were EMI.
Johnson (1994) described it as “a system ... in which almost 90 percent of students
changed medium of instruction from first to second language as they moved from
primary to secondary level” (p.187).

Numerous reports were published to argue against this change of medium of
instruction when primary graduates entered secondary schools, especially. The
change is particularly detrimental for the students of low ability groups (Cheng et al.
1973, Poon 1979, Yu and Atkinson 1988a, 1988b). The mixed code teaching in
some schools were observed and criticized to be not educationally desirable
(Johnson 1983, Shek, Johnson and Law (991, Tam 1980). But these reports have
little effects on the parents” and students’ preference for EMI secondary schools for
the apparent advantages of relatively more exposure to the second language and the
¢hitist traditions of English-medium education. As a result, 90% of the secondary
graduates in Hong Kong in the past two decades were products of CM] primary

education and EMI secondary education.

! Starting from the school year of 1998-99, according to the Guidance on

Medinm of Instruction enacted in 1997, only 30% of Hong Kong secondary schools were
allowed to use English as the medium of instruction. This policy effectively restricted the
English-medium education to a relatively smail population.



As stated earlier, few people were satisfied with the language standards and
the academic outcomes attained by Hong Kong students under a system in which
the second language is used as the medium of instruction for the purpose to achieve
bilingual proficiency. The major problems lie in the fact that Hong Kong does not
provide a facilitating environment for the development of the second language
proficiency (Yu and Atkinson 1988b). There is not a sizeable population of
English-speakers in Hong Kong. No concerted efforts are observed to promote an
extensive (or near-to-compulsory) use of English within the society unless the
individuals have the opportunities and motivations to use the language in real-life
situations. Needless to say, the education system has been the major, if not the only,
vehicle to provide Hong Kong students with the environment to achieve bilingual

proficiency.

B. Montreéal

1. Two Languages in Society

Montréal is the third largest metropolis in Canada, an officially bitingual country
since the Official Languages Act of 1969 (revised and updated in 1988). Montréal is
also one of the seventeen administrative regions in Québec, the largest and the only

French-speaking province in Canada.



According to the census data in 1996, Montréal has about 3.3 million
people’. About 60% and 20% of people living in Montréal are francophones and
anglophones respectively. The influx of immigrants in recent years’ has made
Montréal the most multilingual city in Québec and in Canada, with about 20%
allophones speaking different native languages.

The importance of English in Montréal cannot be underestimated. Because
of its geographical and historical advantages, Montréal has been the meeting point
between Europe and North America, closely integrated in North American
economy where English is the major functional language. Also, as Darbelnet (1976)
suggested, Montréal, whose population was one-third English in the 1970s, had a
unique role in Québec to link this monolingual territory to the bilingual country.
This proposition was confirmed by Carey’s (1997) observation that “English is so
prevalent that one can go anywhere in Montréal and communicate in English” -
(p.210). Although the majority of population in Montréal are francophones, the
multitudes of immigrants from different linguistic backgrounds and the unique role
of Montréal as a metropolis mean that the use of‘Eninsh 1s more prevalent than one
may expect.

But it should be pointed out that as the Québec government has been

determined to uphold the French language and has made various promotion efforts

4 The population in Montréal is about half of the total population in Québec (about 7

million people), and about 12% of the total population in Canada (about 27 million people).

5 About 70% of the immigrant population 10 Québec stayed in Montréal.
{http://www.gouv.qec.ca)



in areas of education, business and government, the use of French is undebatably a
definite asset in Montréal. Intertwined with the need to maintain French language as
a provincial initiative and the need to reach to the English world, Montréal
maintains unique features of bilingualism or multilingualism where the use of the
two languages are essential and the learning of them beneficial.

As a result, the language challenge of English-French bilingual proficiency
is obvious for the people in Montréal, especially for the Anglo-Canadians, that
“competence in both English and French is an important means of communication
in Canadian political, cultural, and economic affairs, and bilingual competence is
often associated with tangible and intangible rewards” (Genesee 1987, p.6).

In 1996, about 48% of the population in Montréal (about 1.6 million people)
claim that they have the knowledge of both official languages. It is a significant
achievement for the society when compared to the total percentage of English-
French bilingual population in Canada, which is only 17% (about 4.8 million
people). In brief, Montréal has a multilingual demographic structure and a high
aspiration for bilingualism among its residents to meel social and economic needs,
situated in a French province of Québec and in a larger context of a English-French

bilingual country of Canada.

2. Two Languages in History




Historically, both official languages in Canada were imported by the speakers of the
language. In 1534, the landing of Jacques Cartier along the Saint Lawrence River,
the area of the Québec province today, marked the beginning of the colonial history
of Canada. In the following two centuries, the regions from Québec to Manitoba of
the present day were French colonies. In 1763, the Treaty of Paris was signed and
the English took over most of North America. The coexistence of English and
French began. However, the distribution of these two linguistic and cultural groups
was uneven. The Pacific coast had the highest proportion of British-only origins ﬁnd
the east coast had the highest proportion of French-only ancestry, which is still the
case today (see Canada Year Book 1997, p.68).

The contacts between the two linguistic and cultural groups increased in the
18" century, during which social events like the America Revolution had led to a
substantial rise of English-speaking community in the predominantly French-
speaking Québec, who mainly stayed in places like Montréal, Gaspé and Ottawa
Valiey.

In 1867, under the British North America Act, Canada was created
comprising Ontario, Québec, Nova Scotia and New Brunswick. Under the same Act,
English and French were recognized as official languages in Parliament and federal
courts (Article 133). In other words, institutional English-French bilingualism was
restricted to an upper level while there were no designated places for the two

languages in the larger society. Also, as the majority of the ruling people were
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Anglo-Canadians, lFrench virtually became a minority language restricted to their
Oown communities.

Since the pc;st-war penod (circa 1867), English emerged as an international
and business language and the Anglo-Canadians dominated the economic and
political affairs in Canada and North America. The majority of French Canadians
resided in the east coast of Canada mainly in Québec and New Brunswick;
traditionally most of them were farmers or worked in agriculture-related businesses
and were French monolinguals. Although the French Canadians “were able to resist
the efforts of the British to assimilate them” (Genesee 1987, p.5), they had not
enjoyed an equal status with the Anglo-Canadians. The social and economic
imbalance also endangered the French language and culture “even in Québec, with
its large francophone majority, the French language and its speakers played only a
subordinate role in the private sector... French speakers had to be bilingual to find
jobs and they rarely made their way to positions of power” (d’Anglejan 1985,
p.114). On the other hand, speakers ofihe English language had not shared the same
difficulty. The English monolinguals found no obstacles to a successful career in
Québec.

It was little wonder that for long the immigrants in the francophone arcas
and the young generations of the French Canadians preferred to learn English, the
prestigious and practical language. Therefore, in the 1960s, nationaliste struggles
for the preservation of French culture and language surfaced; it fought against the

dominance of English and for a greater appreciation of French uniqueness.
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The period of nationalistic, linguistic and cultural struggles against English
dominance was concluded in the Official Languages Act in 1969, the main thrust of
which was institutional English-French bilingualism, the provision of official
services in both English and French and the free decisions on provincial and
territorial official languages. In 1974, the law came out of Bill 22 made French the
official language of Québec. Other provinces, except New Brunswick which is
officially bilingual, adopted English as the only official language.

On the provincial level, in its effort to promote French language in the
province, the Québec government has passed a number of laws, aiming at
supporting French in the province through education. In 1970 right after the passage
of the Official Languages Act, Bill 63 legislated that all English-speaking children
in Québec should have a working knowledge of French that “‘no secondafy school
certificate may be issued to a student who does not have the speaking and writing
knowledge of French required by the curricula of the Department of Education”
(Poyen 1986, p.10). In 1977, Bill 101 made French the language of instruction in
kindergarten classes, in elementary and secondary schools run by the school boards
and in private educational institutions in Québec. The Charter also limited non-
francophone children’s access to English schools. No school or school board was
permitted to use English as the language of instruction without the approval of the
Ministry of Education.

On the national level, the federal body, the Council of Ministers of

Education, Canada (CMEC), was set up to promote discussions and
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communications ameng provinces and territories. It has helped to fund provincial
and territorial initatives for French and English minority communities to receive
education in their own language. It also provides support for all Canadians to learn
English or French as a second language, like organizing funded summer language
immersion programmes across-the country.

However, it is often conceived that the enactment of these federal and
provincial policies has failed to induce inter-penetration between the Anglo- and
French Canadian communities as they first set out to be (Darbelnet 1976, Richler
1983, Picard 1994, Edwards 1995). Language learning in Canada has taken the hat
of utilitarianism over others. The learning of French was motivated by the fact that
“learning French is politically useful, economically beneficial — and greatly
enjoyable too” (Gagnon, 1993). It is the same for the learning of English. French
remained the language for the minority with its limited variety of uses in the
Canadian society, which has not shared the equal status with English in social,

political, economic and cultural dimensions outside Québec.

3. Two Languages in Education

[n the mertopolis Montréal, both federal and provincial initiatives for English-
French bilingual proficiency have exhibited most siginificant impacts when
compared to other Canadian cities. The practical needs for such proficiency are also
impending. Accordingly, different torms of language programmes have evolved
over the past few decades in the promotion of French leaning among the non-

francophone children, and very recently, the increased popularity (or tolerance) of
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English learning among the francophone children (which will not be mentioned
here).

There are two school programmes to help non-francophone students to
attain a working level of French, namely the Core French and the French immersion
programmes. In Canada, “the majority of Fre_nch language learners will have to
learn French in a non-immersion core programme” (Stern 1982, p.37), in which the
French language was taught as a subject for about 20 minutes a day. For the rest of
their study time, the Anglo-Canadian students receive education using English as
the Mol.

French immersion programmes, in its various forms, have been catered for
the minority of the student population. In these programmes, classes are delievered
in French, the second language of the students, as the medium of instruction for
70-80% of total instructional time. According to the Immersion Registry (1996),
among all provinces, Québec had the highest enrollment rate (33%) to the French
immersion programmes among the Anglophone students. As the enrollments into
either these immersion programmes or the Core French programme is volunatry, it
is obvious that the Anglo-Canadians in Québec do so mainly to learn better French.

French Immersion programmes were originated in 1965 by a group of
Anglo-Canadians in Saint Lambert, a suburb area of Montréal region, who
considered that the Core French programmes were insufficient to prepare “‘a
knowledge of French for their own and their children’s future in Québec” (Stern

1978, p.836). With the assistance of Wallace Lambert, a psycholinguist at McGill



University, a prototype of early immersion programmes in which students were
immersed into a “language bath” of French at a young age to increase the contacts
with the language as well as the culture was developed.

After the successful attempt in Saint Lambert, various forms of French
immersion programmes were implemented in different parts of the province and
across the country. A partial immersion from Grade One and a late immersion from
Grade Seven were conducted in Elgin County and in Montréal by the former
Protestant School Board of Greater Montréal. In terms of the starting time, the
programmes can be classifed into three types: early (from kindergarten on),
delayed (from Grade 4 on) and late immersion (from Grade 7 on). In terms of
amount of immersion, the programmes can be classified into full, partial and
continued immersion, occupying respectively over 85%, 50% and 60-70% (after
early full immersion in the primary level) of the total instructional time. In this
regard, as far as the use of a L2 as a Mol is concerned, the design of operation of the
late full French immersion programme is comparable to that of Hong Kong’s EMI
secondary schools.

All forms of French immersion programmes are optional and are selectively
provided. Carey (1991) called the proviston of immersion programme “a privilege”
(p.209) which depends on the amount of funding and human resources a school has.
It is not the same case in Hong Kong that EMI education in tﬁe secondary level
about 90% of secondary schools were entitled to provide education using L2 as the

Mol before the streaming of EMI and CMI schools in 1997



Research reports on immersion education in Canada have produced largely
positive findings. Krashen (1984) even considered French immersion to be “the
most successful program ever recorded in the professional language-teaching
literature” (p.61). Two pieces of findings were considered notable: first, the
learning of French as a second language in French immersion classes was more
effective than that could be expected of from other programmes; and second, the
first language and the academic achievement of immersion students were not
hampered; benefits of cognitive development through increased contacts with an
additional language were observed (Lambert and Tucker 1972, Genesee 1976, 1987,
Lapkin and Swain 1984, Genesee et al, 1985).

However, the major interests of researches on immersion are comparing the
students from French immersion programmes with those from regular English
programmes and from French schools (i.e. francophone students). This mode of
evaluation and comparisons dominated because “‘parents, and thus administrators,
were preoccupied with the question of whether or not student would lose English
skills and/or academic content as a result of gaining French skills” (Carey 1984,
p-250). As a result, there has been only a few attempts to study how well the
students in French immersion programmes normally performed and how well they
did vis-a-vis students from other programmes (e.g. Pawley 1985, Hart, Lapkin and
Swain 1991).

It should be pointed out that not a few people were skeptical about the

claimed success of French immersion programmes (Lyster 1989). As expected, the
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French outcomes of immersion students did not reach native-like proficiency,
particularly in oral production. The more unacceptable results of French immersion
were the anglicised “faulty interlanguage” with persistent errors in syntax,
vocabulary and pronunciation (Bibeau 1984, Hammerly 1989). Edwards (1995)
also questioned if, apart from the educational inttiative of French immersion
programmes, the géal'of inducing inter-penetration between Anglo- and French
Canadians underlying these programmes had been achieved. The Anglophone
students of French immersion simply did not use French outside schools as they did

not have the needs and preferences to do so (Carey 1991, Edwards 1995).

C. Summary

The brief sketches of the social, historical and educational roles of the two
languages in Hong Kong and in Montréal are provided as a background for this
study. The Cantonese-speaking students in Hong Kong and the Anglophone
students in Montréal have similar language and education objectives, living in
similar socio-linguistic contexts. They are expected to master the second language
for tangible or intangible socio-political and material benefits. They are also living
in communities that the speakers of the two languages seldom interact that the use
of the other language in a real-life situation is limited. Both groups of students are of’
comparable age.and presumably, of comparable cognitive maturity. Moreover,
under similar education objectives in language learning, they are helped to achieve

proficiency in the two languages mainly through schooling using the target
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language as the medium of instruction, however, without obligations and needs to
use the language outside schools. Last but not the least, the language outcomes,
particularly of the second language, of Hong Kong students from EMI secondary
schools and Montréal students from late French immersion programmes are not
desirable in light of the aims and aspirations of the society and administrators of

education.



m. METHOD

A. introduction

This section will discuss the procedures of sampling, data collection and
instrumentation of this study, briefly describe the sampled schools and the student
subjects who provided the data for this study and also describe the data-analysis

schema and the method used to score the writings.

B. Sampled Schools

Two schools, School H in Hong Kong and School M in Montréal, were selected for
the study and their major characteristics are summarized in Table 3.1. The two
schools were comparable in two major aspecls, the approaches to target language
teaching and the availability to target language use outside schools. As expected,
the major differences between the two schools were the class size and student-

teacher ratio; School H had both bigger classes and bigger student-teacher ratio.



Table 3.1. Basic Characteristics of School H and School M

Characteristics School H School M

City Hong Kong Montréal

Location Shatin ® (New Territories) |Pierrefonds (West Island)
School Type Public, Band One’, English|Public, English School

Medium School.

School Size

~1100 students (Sec 1-5)

~900 students (Grades 7-
1)

Student-Teacher Ratio

20:1

12:1

Class Size

40-45 students

20-25 students

1. School H in Hong Kong

School H was one of the 397 English-medium secondary schools of Hong Kong at

the time of data collection (June 1998). It was a Band One school, admitting top

20% of the primary graduates in its school net. The data collection for the present

study was completed before the enactment of the Guidance for Secondary School

on the Medium of InstructionS in September 1997. This Guidance restricted EMI

¢ A residential lownship where a sizeable English-speaking population is insignificant.
There is slight 10 minimal interaction between Cantonese and English speakers in Hong Kong.

? Schoel H admits top 20% of the primary graduates in the local school net. Under the
present Secondary School Places Allocation System (SSPA System) in Hong Kong, the whole
territory is divided into various school nets, comprising all participating primary and secondary
schools within the area. Under the System revised in 983, the primary graduates in each school
net were divided into 5 equal bands in the order of merit, each consisting of 20% of the total P6é
pupils in the net. Since the banding system divides the Subjects by percentage, there was a
possibility that the students in each band were not of comparable academic standards in
different school nets.

8 Under this Guidance, only 30% of the total number of schools in Hong Kong are eligible
to conduct instruction in classrooms using English only, based on the teaching resources and the
English proficiency of incoming students, where it is assumed that the students and teachers can
be benefited from this mode of bilingual education. The remaining 70% schools, and therefore
the students, are recommended to use Chinese (oral instruction in Cantonese and textbooks in
Mandarin Chinese) as the teaching medium to obtain maximum benefits from education.
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education under the provision of only 114 schools in Hong Kong; and School H was
one of the eligible.

Most students admitted to School H lived in the neighbourhood where most
residents were Cantonese-speaking people. There had no significantly large
population of second language speakers in the neighbourhood area. Cantonese was
the major languagé used in the nearby restaurants and stores to which the students
might go. Although it was not precluded that English could also be used in these
businesses, the students had relatively low preference to use it in daily

communications.

2. School M in Montréal

According to Canadian Parents for French’s Immersion Registry (1996), which lists
all schools that provide French immersion programmes in Canada, School M is one
of the twelve schools in Montréal which provides late French immersion
programme. Late French immersion programme is an optional programme, in
which students are taught using French as the medium of instruction from Grade 7
{Secondary | in Hong Kong) through Grade 11 (Secondary 5 in Hong Kong). The
actual duration of these programmes may vary in different schools, ranging from a

minimum of two to a maximum of five years.
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School M was under the jurisdiction of the Montréal English School Board®.
Therefore, the majority of students admitted to School M were from English-
speaking families and the students had few opportunities to contact francophone
peers in playgrounds and in classrooms where the real-life interactions took place.
The strong social enclosures of the two linguistic groups prevented them to cross
the borders to learﬁ each other’s culture and language, except in the classroom

contexts.

C. Sampled Subjects

35 students of Secondary 3 (H3 subjects) in School H and 20 students of Secondary
3 (1.e. Grade 7) (M3 subjects) in School M participated in this study. During the last
term of the school year 1997-8, all subjects were asked through their teachers to
give this investigator two pieces of their written assignment: one in the first
language and the other in the second language. The samples were then converted
into electronic (Chinese Word) text files without modifications. They were also
asked to complete a two-page questionnaire to gather information about their

sociolinguistic backgrounds.

? In June 1998, the Québec school boards were restructured along linguistic lines. MESB

was formed to take over the education for Anglo-Canadians in Montréal. It mainly took over the
schools formerly under the administration of the Protestant School Board of Greater Montréal
(PSBGM).



Unexpectedly, the data collected from School M were not suitable for
analysis because of the miscommunication between the investigator and the
teachers. Therefore, a make-up collection was needed from the M3 subjects.

In the first term of school year 1998-9, a second collection with the same
procedures was arranged. The same group of M3'® subjects submitted two school

assignments and completed the two-page questionnaire once again.

D. Instrumentation

In this study, two instruments were used. First, the questionnaires were used to
obtain information on the subject profile. Second, the cross-language scoring
schema for writing assignments, which was a modified version of a schema
developed by So and Wu at Hong Kong Polytechnic University, was used to

analyze the bilingual written performance.

1. Questionnaires

a) Pretests

Two questionnaires were designed in the first languages of both groups of subjects

(Appendix 1). The purpose is to obtain pertinent information about the sampled

'® M3 subjects, in the school year of 1998-99, were normally promoted to Secondary 4

(Grade 8). Therefore, the second collection was done shortly after the class began in September
1999. The time lag of three months between the data collections in Hong Kong and in Montréal
has been considered. But as there were no classes during the summer, the amount of language
learning time, which was largely experienced during schooling, between the two groups of
subjects remain comparable.
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subjects to ensure comparability between groups. It attempts to gain a sketch of the
subjects and their language experience. The subjects are asked about their age, sex,
languages spoken, language use at home, at school and during selected extra-
curricular activities. It serves no explanatory purpose.

To ensure clarity and intelligibility to the subject groups, the questionnaires
were pre-tested. Before the data collection in Hong Kong, ten primary six students,
aged about 11, in a Hong Kong primary school, were asked to complete the
Chinese-version. The pretest session was administered by the students’ class
teacher, to whom this investigator explained fully the content of the questionnaire.
During the session, the students were asked to voice out if they could not understand
any of the questions and were confused. It was reported that they had no difficulty
to follow the instructions and understand the questions.

The English-version was pre-tested when this investigator was in Montréal
before the first data collection. Five pre-tested students whom this investigator
personally knew were recruited to complete the questionnaires. They varied in
grades from primary six (Grade 6) to secondary 3 (Grade 9). They also found no
great problems in understanding and completing the English version of the

questionnaire.

b) Subject Profiles
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The results of the questionnaires completed by the sampled subjects, H3 and M3,

were summarized in Table 3.2.



35

Table 3.2. A Summary of the Subject Profiles of H3 and M3

subjects
H3 Subjects M3
(N=35) Subjects
(N=20)
BErsonalPATticUlArs ) g i
Average Age (years old) 14.5 15.2
Sex Ratio (M:F) 1:1 1:1
Self-claimed knowledge of language(s)
L1 only 0% 0%
L1 & L2 100%"?

B T T T “.ml:lkiqr.l&lm.ﬂﬁk y
iLanguagelXperience;
Home Language

L1 only 82.9% 80%

L1 mixed with some L2 17.1% 20%
Mothers’ knowledge of language(s)

L1 only 51.45% 35%

L1 and L2 48.55% 65%
Fathers’ knowledge of language(s)

L1 only : 40% 5%

L1and L2 60% 95%
Viewing TV programmes in L2 68.6% 40%
Writing in L1 (beside school assignments) 54.3% 75%
Writing in L2 (beside school assignments) 34.3% 30%

" About 91.4% of H3 subjects claim that they are also able to speak Putonghua or other

Chinese dialects, in addition to Cantonese and English.

1 About 35% of M3 subjects claim that they are also able to speak one of the other

languages as follows: ltalian, Spanish, Hebrew, in addition to English and French.
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(1) Personal Particulars

The average age of H3 subjects was 14.5 years old and that of M3 subjects was
15.2 years old. They were of similar age in consideration of the time lag
between two collections in Montréal. All subjects reported that they were able
to speak both languages learnt at schools and not few of them reported that they

had the knowledge of an additional language.

(2) Language Experience at home

Over 80% of H3 and M3 subjects reportedly used their L1 at home. Slightly more
M3 subjects used L2 (French) at home in addition to L1 (English). Also, more M3
subjects’ parents were reported to have the knowledge of L2 (French). But if
mothers were considered to be the major conversant with their children at home, the
proportion of L1-only and L1/L2 mothers among the two groups of subjects were
similar. In other words, it was assumed that the language experience at home of H3

and M3 subjects were similar.

(3) Language Experience in Extra-curricular activities

It was discussed in previous sections that H3 and M3 subjects had similar language
experience at schools that they were both primary graduates from L1 schools and
were receiving the secondary education using L2 as the medium of instruction. In
the questionnaire, The language experience outside schools was also considered.
More H3 subjects reportedly viewed TV programmes in L2 (English) and

wrote in L2 (English) in leisure time. More M3 subjects, on the other hand,
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reportedly wrote in L1 (English) in leisure time. These figures were only the general

pictures of the input and output of the subjects in 1.1 and L2.

2. Schemas

As aforementioned, the cross language schema used was a modified version of a
schema developed by So and Wu. The purpose of the schema was to assess the
writing performance in different languages, in particular to include the Chinese
language whose idiosyncratic surface structure renders it incompatible with popular
assessment tools such as T-unit analysis (Wolfe-Quintero, Kim and Inagaki 1998). .
There are two parts in the schema, the Macro Index and the Micro Index.
The rationale, the design and the scoring procedures and considerations will be

detailed in discussion as follows.

a) Macro Index Scoring Schema (Appendix 2)

The Macro Index Scoring Schema comprises a 6-point scale' for the evaluation of
general writing performance. Specifically a holistic scoring schema" was used to
assess different aspects of the subjects’ writing proficiency such as communication

of ideas, clarity, topic relevance, text organization and grammatical accuracy. The

" The descriptors of the Macro Index scheme are adapted from the Test of Written Engtish

(TWE) Scoring Guide and the clarity scheme devised by Kaczmarek (1980). The modifications
include retaining the features related to communication and clarity; omitting the features related
to (the amount of) variation and complexity of sentences; and lessening the topic-dependent
features like creativity and intricacy.

1 Holistic scoring, as broadly defined by Cooper (1976), is any procedure “‘which stops
short of enumerating linguistic, rhetorical, or informational features of a piece of writing” (p.4).
Itis a guided procedure in reaching a judgement on a piece of writing based on a scoring scale of
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overall objective was to assess whether or not clear communication has been
achieved. If the writing is below par it will be given a point smaller than 4; if it is at
par it will be given a point of 4 and if above par a point greater than 4.

In sum, the higher the Macro Index value, the more communicative;
relevant to the topic; well-structured with introduction, body and conclusion; and
well-written without distracting and misleading grammatical and syntactic
inaccuracies the piece of writing is.

The Macro Index socring schema is not language-specific. The descriptions
of the impressions on good writing performance are not language-specific. Writing
mnvestigators (Carson, Carrell, Silberstein, Kroll, and Kuehn 1990, Carson and
Kuehn 1992) have found that the descriptors in the three holistic schemas (TWE for
English and two schemas individually designed for the Chinese and Japanese
languages) are very similar, “particularly those focusing on coherence, topic
development and language usage” (Carson and Kuehn 1992, p.169). The design of
these descriptions has taken into account the experience of the raters and their

individual understanding of the descriptors concerned.

b) Micro Index Scoring Schema (Appendix 3)

In their study of the bilingual performance (written and oral) of the tertiary students

in Hong Kong, So and Wu designed a cross language Micro Index Scoring Schema

model pieces or a scoring scheme for the prominence of ceitain features; and awarding a leuter
grade.
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to assess the students’ proficiency in different languages, including the Chinese
language.

As the Micro Index Scoring Schema is still in its trial phase, it is expected
that there is room for modifications and improvements. But given the general
framework of the schema which is directed towards cross-language comparisons
and built for future biiingual and multilingual studies, it is deemed appropriate for
this study and is therefore used to analyze the Chinese, English and French data.

The aim of the Schema is not to classify items, as the specificity of
classification largely depends on individual researchers’ preferences and interests"’
(Gaies 1980, Rifkin and Roberts 1995, Wolfe-Quintero, Inagaki and Kim 1998). It
aims to offer a cross-language descriptive framework for providing linguistically-
adequate information on writing performance along indices applicable, albeit in
varying degrees, to more than one languages.

The Micro Index Scoring Schema is used to assess the sampled writing
along four dimensions: intra-sentential accuracy, inter-sentential cohesiveness,
textual coherence and presentational skills.

The Schema provides a precise summation in the language of descriptive
linguistics of the degree to which the student subjects mastered the sets of rules that

respectively determine whether words and phrases communicate an intended

s For instance, Vann, Meyer, and Lorenz (1984) ask ten ESL writing instructors to list the

commonest errors in ESL writings. Then they chose twelve inajor types from the long list for the
study. In Santo’s (1988) study, he groups the errors into 23 types, with the general category of
“verbs' being further divided into six subtypes.
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meaning, and whether words and phrases are chosen and spelled out according to
standard usage. In addition to the dimensions of discourse coherence and discourse
structure and presentation, the Schema also covers “mechanical” matters of writing
such as standard spelling, punctuation and capitalization.

Along the intra-sentential dimension, the quality of control is assessed vis-
a-vis five indicators: degree of completeness or omission (Type 1A), degree of
redundancy (1B), vertical accuracy (1C), linear accuracy (1D} and lexical accuracy
(1E).

The quality of control along the inter-sentential dimension is coded as Type
2. This dimension deals with the extent to which discourse cohesiveness is achieved
by the appropriate use of sentence-linking strategies and devices.

The third dimension of textual coherence is sub-divided into coherence and
reference (Type 3A) and tense and aspect (3B). This dimension cuts across other
dimensions and manifests itself in the ability to link paragraphs using appropriate
devices and the ability to use appropriate tense and aspect markers to indicate the
temporal frame(s) of reference _for the discourse.

The quality of control over presentation matters 1s coded as Type 4. It
manifests itself in the ability to follow the general rules in writing, including
spelling (stroke configuration), punctuation, indentation and other matters of

format.
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Based on this schema, each and every inaccuracy will be counted and will
have a value of one. The enumeration of inaccuracies provides a general indication
of the students’ degree of control over their L1 and L2 writings. The Micro Index
schema is shown in Table 3.3.

The quality of accuracy is also defined into Yellow Card and Red Card'®
inaccuracies. Yellow Cards are given to inaccuracies that have minimal effects on
communication (i.c. weak negative communicative effect) while Red Cards are
given to those which obscure and prevent successful communication (i.e. strong

negative communicative effect).

" Homburg (1984) endorses similar idea in his classification of errors that he divides errors

into first, second and third-degree errors, with respect to their effect on the meaning of the
message.
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Table 3.3. Micro Index Scoring Schema and Definitions

Inaccuracy Dimension/Type Type Definitions

Dimension = Intra-sentence, | o | . .

Omission 1A Omission of single items or
chunks.

Redundancy 1B Redundancy of single items or
chunks.

Vertical Accuracy 1C Inaccuracies in the use of parts
of speech and homonymns that
require substitution in the same
positions.

Linear Accuracy 1D Inaccuracies in word order and
word-level agreements that
require  rearrangement and
replacement.

Lexical Accuracy 1E Inaccuracies in lexical choice
and collocation.

Dimension:2 - Inter-sentence ! - | , ,

Structural Accuracy 2 Inaccuracies in the use of
sentence patterns and sentence-
construction strategies.

Dimension 3 - Textual

Cohesion and Reference A Inaccuracies in the use of
cohesive and referent markers
that lead to confusion and
incongruity.

Tense/Aspect/Mood 3B Inaccuracies !
tense/aspect/mood  indications
that lead to time confusion and
inconsistency.,

4 Inaccuracies in outlook of the

Dimension 4 — Presentation

writing piece, including
misspelling (wrong strokes in
Chinese), capitalization and
punctuation, especially comma

splice.
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E. Data Profile
A total of 110 pieces of writings were collected from School H and School M. There
were four sets of data according to the languages of writing and the groups of

sampled subjects (Table 3.4).

Table 3.4. Sampled writings

Class |Language in Writing Set Code [Samples

H3 Chinese (L1) A 35
English (L2) B 35

M3 English (L1) C 20
French (L2) D 20

Total number of sampled pieces: 110

The writing samples collected were free writings. They were varied in topics
and styles of writing, time limits for completion and also word limits'” (See Table
. 3.5). All samples were written on a topic relevant to the subjects’ life, which draws
upon their past experience and opinions.

It was intended that both the topics and time limits were free of the

investigator’s control (Hunt 1970) because the present study was neither a test nor

'"  These variables are considered but not controlled. It is because the free wrilings are

believed to represent the normal writing performance of students in their own particutar school
(ctass) conditions, not under those of an experimental study.
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an experiment for proof or disproof. Its purpose was to prdvide detailed information
on the writing outcomes of subjects under normal conditions. Therefore, might
there be other drawbacks stemming from this arrangement, it was decided not to
exert additional influence on the subjects’ writings to avoid positive or negative
Hawthorne effect (i.e. the students might write exceptionally well or otherwise

because of their knowledge of the experiments).

Table 3.5. L1 and L2 Sampled Writings of H3 and M3 subjects

St Topic Style Time Limit Word
b Limit
A ‘3 WHHRE Descriptive 70 minutes 600
44341{(The Morning in Shatin)
5| Caught in a Heavy Shower|Descriptive 70 minutes 250
Zadtof Rain
| Part-time Jobs and|Argumentative |Overnight Take-|One
#|Students'® home page
#Le travail a temps partiel |Argumentative |Overnight Take-|One
452 (The Part Time Jobs) . home page

F. Data Analysis

1. Scoring
The Macro Index scoring of each set of the writings was done by one experienced

language teacher in each school system. The Chinese (Set A) and English (Set B)

'*  The writing topics set out by the English and French language teachers of M3 subjects are

very similar. It would be more desirable if both tasks were direct or spontaneous writing on
different topics or were writings completed at different times,
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writings of H3 subjects were read and scored by an English Language Teacher and a
Cl;inese Language Teacher in an EMI secondary school (not School H). The
English (Set C) and French (Set D) writings were read and scored by a French
Language Teacher and an English Language teacher in School M. For the scoring of
the samples according to the Micro Index Schema, it was done by this investigator

with the assistance of the French language teacher of M3 subjects.

2. Macro Index Scdring

Before reading and scoring, the raters first familiarized with the descriptors in the
Macro Index schema. The schema was constantly referred to during the process of
scoring. As the scorers continued to calibrate themselves with the scoring schema,
the conceptual reliability of scoring would increase.

According to Purves (1984), scorers should approach the pieces of writing
as a reader, not as an expert-rater, to minimize effects of biases and preconceptions
in scoring (p.427). In the same way, the scorers in this study were told not to impose
presumptions on what sort of writing should be emerged from the topic, but trying
to understand the message as it was conveyed. An index score was assigned to each
piece of writing according to the 6-point scale. The judgement was subjective and
impressionistic but consistent.

In this study, the same Macro Index represents the same or comparable level
of holistic writing proficiency across the three languages in the data pool. The
advantage of this Macro Index is that it is not language specific and that all writings

in the pool can be sorted and ranked according to the Macro Index regardless of the
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languages. In principle, writings given the same value should mean their writers
attain a similar degree of control over the language concerned, be it Chinese,

English or French.

3. Micro Index Scoring

The use of the Micro Index Scoring Schema is for the construction of
linguistically-adequate information. A code was assigned to each inaccuracy (e.g.
1A or 3B). Repeated inaccuracies in the same piece of writing were counted once.
Red Card was given to inaccuracies which had serious negative communicative
effect that made readers fail to properly understand the message. Yellow Card was
given to inaccuracies that had no sigmficant effect on the meaning that the message
was generally understood as intended.

As what is being assessed is the subjects’ proficiency in the standard variety
of the language, the prescriptive orientation is unavoidable. One way to reduce the
prescriptive tone is to avoid the terms of “errors” or “wrong”, and to consider using
the term “sub-standard” in addition to “inaccurate”. The design of the Micro Index
schema is pitched at the irreducible-minimum level and the scoring process is not
painstakingly severe or restrictive'’. This “loose” approach is deemed suffice for
obtaining a basic understanding of the quality and the degree of control of the

subjects over the languages concerned.

'*  In general, the investigator takes a stance of allowance instead of stringency, as the
Subjects of the current study are non-skilled writers (Gaies 1980, Brown and Bailey 1984).
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IV. RESULTS

A. Macro Index

1. Macro Bilingual Writing Performance of H3 subjects

According to Table 4.1, in general, the Macro writing performances of H3 subjects
in L1 (Chinese) and L2 (English) are satisfactory, as shown in Table 4.1.
Respectively 94% and 68% of H3 subjects receive an average score of Point 4 or
above in their L1 and L2 writings. Only a few H3 subjects receive a below-average

score of Point 3 or below in L1 and L2.

Table 4.1. Macro Scoring of L1 and L2 writings of H3 subjects

(N=35)
Macro Scores L1 (Chinese) L2 (English)
N N% N N%
Point 5 or above 19 54.29 I 31.43
Point 4 14 40 13 37.14
Point 3 or below 2 5.71 il 31.43

When the essays are grouped by indices and reviewed, it is found that the

below-average essays are shorter than the average length, their plots are simpler and
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the discourse is under-developed. The average lengths® of the lowest score (Point 3)
and the highest score (Point 6) essays of H3 subjects in L1 (Chinese) are
respectively 51_4 and 655.7 characters. The average lengths™ of the lowest score
(Point 2) and the highest score (Point 6) essays of H3 subjects in L2 (English) are
respectively 158.8 and 285.5 words.

Both writing topics are descriptive. For the young writers, the shortness in
length is more because of restricted vocabulary or expressions, instead of
conciseness and brevity. Subjects awarded a below-average score often repeat the
observations and descriptions unnecessary where conciseness is absent. On the
other hand, the essays of average score or above are longer in length; the contents
are richer and the plot developments are clearer and more sophisticated.

When the L1 and L2 Macro writing performances are compared, H3
subjects perform better in their L1 than L2. 55% of H3 subjects receive a good score
of Point 5 in L1, while only 30% of them receive the same score in L2. Also, fewer
H3 subjects perform unsatisfactorily in L1. Only 6% (that is, two subjects) of H3
subjects receive a score of Point 3 or below for fheir L1 {Chinese} writings. About
30% of them (that it, eleven subjects) receive the below-average scores of Point 3

and 2 for their L2 (English) writings.

¥ The average lengths of Point 4 and 5 essays in L1 (Chinese) are respectively 625.2 and

629.7 characters. .
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2. Macro Bilingual Writing Performance of M3 subjects

According to Table 4.2, in general, the Macro writing performances of M3 subjects
in L1 (English) and L2 (French) are average. About 55% and 60% of M3 subjects
receive an average score of Pbint 4 or above in L1 and L2 respectively. In other
words, about half of the subjects receive below-average scores in the L1 and L2

writings.

Table 4.2. Macro Scoring of L1 and L2 writings of M3 subjects

(N=20)
Macro Scores L1 (English) L2 (French)
N N% N N%
Point 5 or above 5 25 1 5
Point 4 6 30 11 55
Point 3 or below 9 45 8 40

It should be noted that M3 subjects wrote in L1 and L2 on similar topics,
which were argumentative. Both the English and French language teachers asked
M3 subjects to write on the topic of students doing part time jobs. The subjects were
required to respond to the issue, give opinions and supporting evidence for their
standpoints. The French language teacher provided a related article adapted from a
local magazine (in French) and a guideline of writing; the English language teacher

did not. However, as the subjects did not write the two essays in the same lesson and

o The average lengths of Point 3, 4 and 5 essays in L2 (English) are respectively 200.8,
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different teachers scored the two essays separately using the same Scoring Schema,
the results of L1 and L2 Macro writing performances remain fit for individual
assessment and comparison.

In general, the L1 and L2 Macro writing performances of M3 subjects are
average that there are approximately equal numbers of average or above and
below-average essays. As shown in the Table 4.2, respectively 55% and 60% of M3
subjects receive an average score or above in L1 and L2. Similar numbers of M3
subjects receive a below avérage score in both languages. Relatively fewer M3
subjects receive an above average score of Point 5 or above in L2 than in L1. In
other words, most M3 subjects have by then optimally achieved only an average
standard in their L2 writing.

Similar to H3 subjects, when the essays are grouped by indices and
reviewed,r the essays of M3 subjects receiving below-average scores are shorter in
length, of shorter paragraphs and less elaboration. The average lengths? of the
lowest score (Point 1) and the highest one (Point 6) in L1 (English) writing are
respectively 151.5 and 193 words. In L2 (French) Vwriting, the average lengths™ of
the lowest score (Point 1) and the highest one (Point 5) are respectively 90 and 221

words.

217.4 and 253.1 words.

2 The average lengths of Point 2, 3, 4 and 5 essays in L1 (English) are respectively 142.3,
170.25, 198 and 196.5 words.

¥ The average lengths of Point 2, 3 and 4 essays in L2 (French) are respectively 170.8, 171.7
and 243.4 words. '
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It is typical that the subjects awarded below-average scores ofien give
contradictory arguments; offer opinions in contrary to their conclusion; argue for
and against at the same time and make little elaboration in arguments. For the
subjects_awarded average or above scores, they tend to write longer in each
paragraph focusing on one point; elaborate more in details and more coherent in the

argument and conclusion.

3. A Comparison of Macro Bilingual Writing Performance of H3

and M3 subjects

According to Table 4.3, regarding the L1 writing performance, more H3 subjects
receive higher scores and fewer lower scores than their M3 counterparts do (Table
4.3). In the Macro scoring, H3 subjects perform better in L1 (Chinese) than M3
subjects do in their L1 (English), that the former have more quality outputs and

fewer undesirable ones.

Table 4.3. Macro Scoring of L1 writings of H3 and M3 subjects

Macro Index L1 (Chinese) L1 (English)
N N% N N%
Point 5 or above 19 54.29 5 25
Point 4 14 40 6 30
Point 3 or below 2 5.71 9 45

According to Table 4.4, the L2 writing performances of the two groups of

subjects are similar: respectively 68% and 60% of H3 and M3 subjects receive an



average score or above. While similar percentages of H3 and M3 subjects receive
below-average scores, significantly more H3 subjects receive above-average scores
of Point 5 and Point 6. Similar to the L1 comparisons, H3 subjects are able to

produce quality outputs in L2 while M3 subjects produce largely average ones.

Table 4.4. Macro Results of the L2 writings of H3 and M3 subjects

Macro Index L2 (English) L2 (French)
N N% N N%
Point 5 or above 11 3143 1 5
Point 4 13 37.14 11 55
Point 3 or below 11 - 31.43 8 40

It is acknowledged that H3 and M3 subjects are required to perform
different tasks of different requirements. Also, although both H3 and M3 subjects
have come across the major writing genres (e.g. descriptive, expository,
argumentative and etc.) at schools, we cannot be sure if the subjects are familiar (or
unfamiliar) to a particular genre of writing.

However, the focus of Macro scoring is to see if the subjects are able to fulfil
the basic task of communications and message delivery under normal school
conditions. Therefore, the holistic scores should be sufficient to measure this ability

regardless of the languages used and the topics and genres of writing.

B. Micro Index
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The analysis based on the Micro Index Scoring Schema is a detailed linguistic
description of all writing outputs. It provides an overview of the linguistic control of
the subjects in each language in the four dimensions defined in the Schema, intra-
sentential accuracy, inter-sentential cohesiveness, textual coherence and

presentational skills.

1. Micro Bilingual Writing Performance of H3 subjects

a) L1 {Chinese)

The outcomes of the analysis based on the Micro Index largely match that based on
the Macro Index. The Micro Index analysis (see Appendix 4) shows that the quality
of control of the H3 subjects over their L1 is relatively good. They show good
control over sentence constructions, sentence linking and textual development.
They appear to have mastered to a great extent the vertical and linear dimensions of
linguistic construction in L1. The only area where the quality of control is relatively
weak is the presentational dimension, particularly the proper writing of the Chinese

characters.
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Table 4.5. Classification of Inaccuracies in the L1 (Chinese)

writings of H3 subjects

Dimensions/Types of Inaccuracies L1 (Chinese)

I 1% R

%

1B - Redundancy 12 9.6%

1C - Vertical 2 1.6%

1D - Linear 0 0%

1E — Lexical 14 11.2% 2
B [eA4% 0

Dimgx_l.igi,t'):ﬁ"?,:{ Textualy» . 0 0 4 3.2% A

TR Cohereice & Reforence 5 6% 1

3B - Tense/Aspect 2 1.6%

Dim_t_:"l'isié_i.i-ﬂ_:,—_ Presentatwn ' " {80 64% 0

'Vi‘.otﬂajl‘_j T AR 125 100% 3

u I ratio (1%4) is the proportion of incidences of inaccuracies in each dimensions and types of

inaccuracies. The Red Card ratio (R/1%) is the proportion of inaccuracies given a Red Card to
total number of inaccuracies. The higher the R/I ratio, the more negative effects the incidences
of inaccuracies have on the communication.
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According to Table 4.5, the classification of inaccuracies (I} in the L1
(Chinese) writings using the Micro Index Scoring Schema is shown. Scoring based
on the Micro Index shows that there are a total of 125 instances of inaccuracies in 35
pieces of L1 (Chinese) writings (19,863 Chinese characters). On average, there are
only 3 inaccuracies found in each piece of writing.

These inaccuracies are unevenly distributed across the different dimensions
and types of the Schema. Specifically, most of the inaccuracies are Type
4/presentational inaccuracies (64%). 11.2% are Type 1E/lexical inaccuracies and
9.6% are Type 1B/redundancy inaccuracies. The remaining types are very few in
numbers while no Type 1D/linear inaccuracy (0%) is found.

Red Cards given are few in numbers, which are amounted to only 2.4% of
the total inaccuracies. It means that the inaccuracies made by H3 subjects in their L1
writing are not serious and thgt the message is successfully conveyed to the readers

as intended.

(1) Intra-sentential Dimension

The focus of the intra-sentential dimension is the basic skills in forming sentences.
The areas of concerns therefore include redundancy and omission (the
completeness and repetitions of sentence constituents); linear and vertical accuracy
(the positions and word classes of sentence constituents); and lexical accuracy (i.e.
word choice and collocation).

Along the intra-sentential dimension, the majority of inaccuracies are found

in the lexical dimension. Most lexical inaccuracies are related to verbs and
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prepositions. Although lexical richness is not measured by type/token ratio, H3
subjects have shown to have a rich lexicon and are articulated to use appropriate
four-word idioms (in Chinese), a variety of adjectives and adverbs to describe
objects and actions and various similes and metaphors.

In the L1 (Chinese) writings of H3 subjects, inaccuracies in omission are
fewer in number than those in redundancy. H3 subjects have an adequate control to
form complete sentences; they tend less to omit necessary constituents than to

include unnecessary ones.

Also, few incidences of vertical and linear inaccuracies are found in LI
(Chinese) writings of H3 subjects. On the vertical dimension, they perform
relatively well in understanding and using the appropriate word classes and placing
them in appropriate positions. On the linear dimension, no problems in word order

or in agreements are found.

(2) Inter-sentential Dimension
The focus of the inter-sentential dimension is the extent to which discourse
cohesiveness and clarity is achieved by the appropriate use of sentence-linking
strategies (sentence variety and clarity) and use of punctuation marks. Conciseness
1s also discussed when necessary.

The majority of H3 subjects have shown adequate skills to link phrases and

sentences clearly and cohesively, making use of conjunctions (e.g. &ft#% - FiTLL™),

% English translation: “although”, “but”
g B
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temporal markers (e.g. 15/F), and locative markers or particles (e.g. &9 - B¢
). Sentence variety is achieved by using various types of similes, metaphors and
anthropomorphization to illustrate, emphasize and add life to their observation,
feelings and actions.

Omissions of conjunctions in the L1 (Chinese) writing are not frequent, so
do the use of them. In their discussion of sentence-linking in spoken Chinese, Li and
Thompson (1989) point out that there is high flexibility in the use (and omission) of
conjunctions, or sentence-linking elements. Both forward and backward linking can
be accomplished without any linking element, “but can occur simply by virtue of
the speaker’s intention that (the two clauses) be related” (p.641). In context-reduced
activities like writing, the writer’s intention can often be inferred.

However, it is observed in the data that some H3 subjects overdo the
flexibility of omitting conjunctions, leading to obscure meanings and fragmented
structures (see the example below). The explicit marking of the particular
relationships should be highlighted when the sequences of linking are longer than
two clauses and when the inter-sentential relationships are complicated and multi-

leveled.

*  English transtation: “At that moment”

¥ English translation: “Along the way", “in the sunlight”
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e.g. * EEMREBREIL - ~ (4D REHBERGHARLT - ~ (5 fb
CA—E R TRLEHIE ? ~ (ED) BEMIIIE | * (A6)

A few subjects misuse some common sentence patterns. For example, “IFf
... BiM..."% is a sentence pattern for describing a pair of alternate actions of the
doer. It is a parallel construction. But A23 subject wrote “F(fij...” as equivalence to
“sometimes” and used it alone. Other sentence patterns using common connecting

devices are used correctly. But attempts to use more complex or parallel structures

are few.

(3) Textual Dimension

Along the textual dimension, when sentences, ideas, and details fit well together,
readers can follow along easily, and the writing is said to be coherent.

In writing a descriptive essay, all H3 subjects show the ability to describe
the scenes, static and dynamic, far and near, in a coherent manner. Only a few
subjects fail to give one, clear dominant impression. Because of the lack of one
central focus, the selection of details appears staccato and minute.

The rhetoric organization in L1 writing is good. Responding to the writing
topic of “Morning of Shatin”, most subjects give a dominant impression in the

writing to guide their selection of detail and make clear to the reader in the thesis

*  English translation (literal): * I know that he loves basketball. ~ (Bur) It is not good o give
him a new basketball. * (because) He already has a basketball. sn't it redundant to give him
another one? * (It 'd be better to) Think of something else.”

¥ English translation (literal): “At some times... at other times..."”
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sentence. They make subjective descriptions, delineating the observations and
happenings during the route from home to school in the morning. They also make
use of emotions and reflecting statements to strengthen the dominant impression.
They succeed to move the readers through space and time chronologically. No
serious confusions in the textual development are observed.

To make a coherent text, 3 subjects have used strategies like repeating key
terms or phrases, use of synonyms, use of transitional words or connecting devices

and parallel sentence patterns. For instance,

(a) Repeating key terms or phrases:

I BAGAANRT T - BRBIE SO B IRAT - B3 T 28 T o KR

EMWEELR T o S — S EE KK » RIS AT IS i -
I - “(A8)

fb) Use of synonyms for emphasis:
L 2> R e — IR IR T R FE— IR » 2% SN BRI TELE RIS PO 5
RN BRI T R 255 - 7' (Ad)

** English translation ): “In a drizzle, the beautiful scenes came alive before us. The rain

stopped; it is a light rain. The sky of dull clouds was washed by the raindrops and a clear blue
sky appeared. The hot air was also refreshed by the rainwater.”

»' English translation (fiteral): “The garden was filled with strong pleasant scents. In a
minute, all flowers gave out their fragrance, scenting the garden with different aroma.”
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{c) Use of transitional words or phrases:

Subject A3, Subject A22 and Subjects 25 are exemplary in using transitional

words or connecting devices to make a coherent text (Exhibits 4.1, 4.2 and 4.3). All

three essays have a Macro score of Point 5 (above average).

Exhibit 4.1. Paragraphs of L1 Essay by Subject A3

Paragraph

Topic line

Introductory

W - RIE - ..

“Shatin is my home...”

Body #1

" HE B HA AR - .
“My home is in a village of Shatin...”

Body #2

FREMIT BRIV -

Near my home, there is a brook...”

Body #3

PRSI RS D) — (R
“Everyday, when | walk to school, | pass by a rest area in the
vitlage’s entrance...”

Body #4

CElfRT - LERSEDH AR, - BRFTE - .
Along the walk to school, I always pass by the main spot of]
Shatin — Shing Mun River...”

Concluding

T IHER R EAMIE - ..
“As Shatin 1s our home...”
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Exhibit 4.2. Paragraphs of L1 Essay by Subject A22

Paragraph Topic line

Introductory O LEREHEEEKHFRER 2L -
“As usual, | have to get up early in the morning and go to
school.”

Body #1 MR _LESRIRES - ERRRERE —HR - EERKR
A

“The route to school is the same every day. But today the

weather was extraordinarily cold...”

Body #2 TR ETIERS R - B BREFHMARERRE
BMAEZ- ...
“I was walking slowly, slowly, seeing that the trees were
wavering with the blowing wind...”

Body #3 "EEAAGE - BRI R AR -
“I continued to walk straight to a place where more people
were around...”

Body #4 CREIN I BOER (R B ERIRYH S - .
“Unknowingly, [ went to a windy place...”

Concluding B EITE BRI R T

FRIVEE - ...
“After the struggle (with the wind), I slowly reached the
school gate and ended this morning show...”




Exhibit 4.3 Paragraphs of L1 Essay by Subject A25

Paragraph Topic line

Introductory T BT - T CR RSB -
“... In the place where I live, Shatin, the morning scenes are
fabulous.”

Body #1 T B SRR - BEAVRS BRI

HHERZR > WHER - REEEET -

“When [ just think of the special and superb morning scenes
outside, [ will get very excited , pick up my schoolbag and
head to school early.”

Body #2 CEFUHM - BB RIREE AL .
“Every morning when [ leave home, I always greet the
elderly people living nearby.”

Body #3 TLCREISIEHRLNE. .
“...I see the diligent morning dew and birds...”

Body #4 " BB LSRR R S BATEI T .
“Leaving these quiet scenes behind, | walk to the bus
stop...”

Concluding TDHRERE LN At BENNEEY
CHY—IE... |

“The morning of Shatin is multi-faceted; moving and quiet,
leisure and hectic.”

To make a coherent text, in each paragraph, Subject A3 described different
“landmarks” to represent the movement from home to school; Subject A22 used
parallel constructions of the “walking” action; and Subjects A25 described the
actions of different inanimate or animate objects to achieve coherence. The
progression of plot development is smooth. The cencluding paragraphs also echoed
with the introductory ones. It is evident that most H3 subjects have done a deliberate

textual outline before or while writing.
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Both Subjects A9 and A10’s essays receive a Macro score of Point 3. They
also show efforts to organize the text in a coherent manner, as shown in Exhibit 4.4

and 4.5 respectively.

'Exhibit 4.4. Paragraphs of L1 Essay by Subject A9

Paragraph Topic line

Introductory TRRER BT LS BESEAREY...
“Every morning, I go to school and see a lot of different
things...”

Body #1 "EREERMLES .
“When [ go to school in spring...”

Body #2 CEBAEE KR R
“When [ go to school in summer...”

Body #3 TR »
“When I go to school in autumn...”

Body #4 "ERAEL R
“When I go to school in winter...”

Concluding "R A A R EAE R
HAEBYEN - ...
“Shatin is a nice place; it brings out different emotions in
me in different seasons...”

Exhibit 4.5. Paragraphs of L1 Essay by Subject A10

Paragraph Topic line

Introductory T BRAGHIR EILERA - TP |
“... every morning I have a hard time to make myself leave
the bed. It’s tough!”

Body #1 TS A R BT LE
“Every morning, 1 go to school by bus...”
Body #2 "feETE ..., “Onthe bus,...”
Body #3 TYEFRIEIREAIRE L 0 .. ) “On the way to school...”
Concluding TIGEAAE 0 . “Along the river...”

The textual organization of Subject A9 is very neat, but the multiple foci (i.e.

the four seasons) thin out the cohesiveness of the whole piece and unfortunately
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make the text appear to be staccato. For Subject A10, although “landmarks’ are
used as the transitional devices, the textual flow is disorganized, as the elaboration
on each point is slim. A flaky piece of writing is resulted.

In general, H3 subjects have no serious problems in textual coherence to
convey the message to the readers clearly and smoothly. Areas that need refining
are the ability to include (and exclude) appropriate pieces of information and that to

control the degree of elaboration in writing descriptive essays.

(4) Presentational Dimension

In the L1 writing, H3 subjects are the weakest in the presentational dimension. The
major problems lie in the writing of wrong characters, either homonyms or non-
existent words of wrong stroke configuration. As shown in the examples listed
below, the wrong characters usually share certain similarities with the right ones,
either in pronunciations, representations or both. About 70% of total inaccuracies
found in H3 subjects are wrong characters, which phenomenon deserves much

attention®.

{a) Simifar pronunciations:

R ~ e - FRCRDHb - [ DIt - (B - Rl

2 The probtem of using wrong characters in the Chinese writing has been widely reported

(for example, Tse 1995, Chan 1996, Ho 1998).
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(b) Similar representations:

iR - o) - e - [Blae) e - R st - e

{c) Similar pronunciations and representations:

B - Boor - Bome - Fms - Eeoesy  Fenge

b) L2 (English)

The Micro analyses (see Appendix 5) show that the H3 subjects have relatively
good control of their L2 at the inter-sentential dimension and at the dimension of
coherence and reference; they have relatively fewer problems in linking sentences
and paragraphs. They show, however, a weaker control along the intra-sentential
dimension and the dimension of tense and aspect.

According to Table 4.6, specifically the Micro Index analyses show that
there are a total of 240 instances of inaccuracies in 35 pieces of L2 (English)
writings (7,799 words). On average, there are about 6 incidences of inaccuracies in
each piece of writing.

The inaccuracies are evenly distributed across the different dimensions and
types of the Micro Index Schema. Type 1D/linear (17.08%) and Type 3B/tense and
aspect {17.08%) inaccuracies are the most common. Whereas Type 3A/Coherence

and reference inaccuracies are the fewest (2.09%).



Table 4.6. Classification of Inaccuracies in the L2 (English)

Writings of H3 Subjects

66

Dimensions/Types of Inaccuracies

L2 (English)

I [%

%iiﬁ‘é“ﬁ's’ib 1=Intra-Sentén 63.75%‘.\{ A9
TA — Omission ’ .13:.33‘;’;.% 3 =
1B — Redundancy 21 8.75%

1C - Vertical 21 8.75%

1D - Linear 41 17.08% {2

1E — Lexical 38 15.84% |[4

T 12.08% -

2‘—- S{ructural

12.08%

Dimension 3- Textual 46 19.17% |0:
3A -“COhér'cl;ce & Reference 5 2.09%

3B - Tense/Aspect 41 17.08%
Dimension 4 — Presentation 12 5% 0
Total - 240 100% 10
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Red Cards are few in numbers, which are amounted to only 4.16% of the
total inaccuracies. [t means that the inaccuracies made by H3 subjects in their L2
writing are not serious and that the message is successfully conveyed to the readers

as intended.

(1) Intra-sentential Dimension

Along the intra-sentential dimension of their L2 (English) writing, H3 subjects have
a considerable number of inaccuracies in sentence construction which cover all
types defined in the Micro Index Schema.

In the L2 (English) writing, in contrast to their L1, H3 subjects have more
inaccuracies in omission than in redundancy. H3 subjects do not have an adequate
control to form complete sentences in L2; they tend more to omit necessary
constituents than to include unnecessary ones.

Specifically, the most frequently omitted items include conjunctions,
determiners and prepositions. The most commeonly omitted conjunctions by H3
- subjects are the coordinator “and” before the last item of a long series; but on the
other hand, “and” is also redundantly used to result in run-on sentences.

Determiners are also often omitted, in particular the definite article “the”
preceding singular and plural nouns when the noun is particular or specific; and
with uncountable nouns that are made more specific by a limiting modifying phrase
or clause.

Prepositions are frequently omitted while sometimes used redundantly. In

English, most prepositions are used to express spatial relations (both directions and
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locations) and to form idiomatic verb phrases. But in Chinese, prepositions are not
often immediately linked to the verbs of actions; and the phrasal verbs are fewer in
Chinese. As seen from the following examples, it is possible that the omissions and

redundancies of prepositions in L2 are related to L1 transfer.

fa) Omitted prepositions:
1. *Icould not think ” any solution. (B1)

2. *1had arrived " the top of the hill. (B4)

(b) Redundant prepositions:

1. * When [ went back te home,... (B27)

2. * The boys started to light up the fire and the girls prepared £or the food. (B33)
On the vertical dimension, H3 subjects in general follow the rules governing

the morphology of different parts of speech. They have shown an adequate control

to use different grammatical groups. The confusion on homomorphs (e.g. fast,

criminal, intellectual, and etc.), that have more than one grammatical characteristic,

is not evident.

Most inaccuracies on the vertical dimension are related to nouns. H3 subjects
have yet mastered under what conditions should plural nouns be used. Also, nouns
are often misused as adjectives to pre-modify another noun, and/or pre-modified by
the intensifier “very” or “more’. For example,

l.  * It was very noise. (B2)

2. * The clouds became darkness and the sun was not shine now. (B15)
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H3 subjects have the major weakness on the linear dimension. As shown in
the following examples, problems are found in the morphologies of verb forms
(especially those relating to bare and to infinitives), subject-verb agreements and
verb voices. H3 subjects lack control in the morphological transformation of
English that the linear agreements of sentence constituents are often violated. On
the other hand, H3 subjects do not have many problems with word- order and that

they show an adequate control in the linear arrangement of sentence constituents,

{a} Verb forms:
1. * I would arrived at my destination soon. (BI11)

2. * She had to looked after me as I caught a cold. (B12)

fc) Subject-verb agreement:
1. * It help me to get dry the clothes. (B1)
2. * He said that he haven’t finished his homework yet, his mother disagreed let

him went. (B7)

(d) Active/passive voice:
1. * When I was walking on the hill, [ caught in a heavy shower of rain. (B4)
2. * The sky was begun to rain. (B7)

The lexical dimension is the second major weakness in L2 of H3 subjects.
The foci of lexical accuracy are the use and form of lexical items and collocations.
The richness of vocabulary is not measured. But most H3 subjects are successful to

involve the readers enough to actually visualize the things being described. But
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some H3 subjects showed relatively weak control over the use of common words
that sound alike and over the use of prepositions and verbs, as shown in the

following examples:

(b) Simifar words:
2. * On the mothers’ day, mother should have no need to do anything in the flat.

(B12)

{e) Prepositions.
I.  * The destination was a hill after my house. (B4)

2. *]1...absent for school for a week. (B11)

4] Verbs:
1. * It was such a heavy shower of rain that wet through my whole body and
suffered me a bad cold. (B16)

2. * The rain pretended to become smaller. (B24)

(2) Inter-sentential Dimension

Along the inter-sentential dimension, most H3 subjects write clearly and cohesively.

They write short, direct simple sentences, mainly in active voice. However, the

sentence variety is not sophisticated. The most common sentence varieties are
LR 1Y kR I Lk I XY

coordination and subordination, using coordinators “before”, “when”, “while”, “as”,

“since” and subordinator “that”, Participles and prepositional phrases to
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subordinate the main clause are uncommon. Despite the lack of sentence variety,
there is no interruption of main clauses. Therefore, in general, H3 subjects write
concisely in their L2. The details are consistent and coherent. They also use
transitional words or phrases like “by now”, “later”, “suddenly” and so on, to vary
the rhythm of the sentences.

Common inter-sentential inaccuracies are comma splices and run-on
sentences, which are partly resulted from “and”-omission. The subjects tend to
place a comma where a full stop is required, and where the sentences are not
regarded as forming a series.

Another common inaccuracy is the omission of the subordinating
conjunction “that” in cleft or pseudo-cleft sentences, which results in sentences with
double verbs. “That”-omission indicated that H3 subjects are not very skillful to use
the sentence strategies of relativization, the embedding of relative clauses.

H3 subjects also have problems in common sentence patterns in L2, which
may be evident of L1 transfer. For instance,

I. * Every mothers should have most of the power, no need to do anything. ..
(B12)

2. * The clouds was too white that like the milk. (B15)

3. * Our shirts, trousers, socks, all were wet seems could squeeze water from

them. (B25)

(3) Textual Dimension



Along the textual dimension, H3 subjects show adequate skills to produce a
coherent descriptive text in L2 (English). But many of them have difficulties to
control the temporal dimension in English.

Responding to the topic of “Caught in a Heavy Shower of Rain”, mést
subjects succeed to give a dominant impression in the writing. This focus guides
their selection of defail,‘ which is made clear to the reader in the thesis sentence. The
major transitions are the sudden downpour in a sunny day and the responses of the
subjects towards the unexpected event. Describing this one-time experience, H3
subjects are able to include necessary concrete and sensory details to convey the
message. They often make use of emotions to strengthen the dominant impression.

To make a coherent text, H3 subjects have used strategies like repetitions of
key terms or phrases, and use of transitional words or connecting devices. However,
the repetitions of key terms are done at the expense of conciseness. Unskilled H3
subjects do not use synonyms or pronouns to define old and new information. For

instance,

(a) Repeating key terms or phrases.
1. Before I had my lunch, [ had arrived (sic) the top of the hill. When I was having
my lunch, suddenly, it was raining. Since I was having my lunch, [ could not tidy up
my things as quickly as possible. (B4)
2. Before I saw my house, [ saw a huge tree was fired (sic). Suddenly, the tree fell
down and blocked my way. So [ must climb over the tree to come back my home.

After | came back my home, I caught a cold. (B4)
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In the first example, Subject B4 repeats the phrase of “having lunch” thrice,
but it is unnecessary. In the second example, the same subject is skillful to use the
definite article to mark the old information of “a huge tree” in the second sentence.
But it is better to use a pronoun in the third sentence to replace “the tree” to avoid
wordiness. He/she should have also used a synonym in the fourth sentence to
replace I came back my home” to achieve conciseness and sentence variety.

The few attempts to use synonyms for emphasis and pronouns for
connection may be attributed to the subjects’ limited vocabulary and low level of
confidence in handling relatively more demanding tasks such as to balance clarity

and conciseness by using pronouns and participle phrases.

(b) Use of transitional words or phrases.

The writing topic of “Caught in a Heavy Shower of Rain” prompts the
writers to provide both objective and subjective descriptions; the objective
descriptions of the rain and the road scenes and the subjective descriptions of
personal experiences under the pour. The majority of H3 subjects show adequate
skills to play with the details and organize them in a coherent and meaningful way.

The essays of Subject B17 and Subject B20 are given a score Point of 5 in
the Macro Scoring Exhibits 4.6 and 4.7. They use .temporal and location markers or
phrases as transitional devices to guide the readers along. They also attach personal

responses along or following the descriptions of the changing weather.
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Exhibit 4.6. Paragraphs of L2 Essay by Subject B17

Paragraph Topic line

Introductory “Last Sunday, the weather was very good.”

Body #1 “In the early morning, we met at the bus station near the
beach...”

Body #2 “On the beach, there were swarmed with people...”

Body #3 “Suddenly, the sky became gloomy...”

Body #4 “About twenty minutes later, the rain stopped...”

Body #5 “When night (sic) falls, we rushed to catch a bus home.”

Concluding “When I cam home, [ had a bad cold.”

Exhibit 4.7. Paragraphs of L2 Essay by Subject B20

Paragraph Topic line

Introductory “Today is Monday, but I’m not at school...”

Body #1 “Last Saturday morning, [ wanted to go to a court to watch a
football match.”

Body #2 “But when I went to the court, it became darker and
darker...”

Body #3 “Suddenly, a drop of rain dropped on my head...”

Concluding “The next day, I got a temperature.”

While not many H3 subjects have problems on the dimensions of coherence
and reference, over 70% of H3 subjects have problems in the use of appropriate verb
tenses in L2 writing. They have not mastered the temporal relations and the
| grammatical constructions attached to the changes in time in English.

The essay topic prompts the subjects to describe a past event and thus
solicits an extensive use of past tense. However, as shown in the following
examples, the subjects use the present tense to relate past events. The use of tense is

also inconsistent. They use past and present tense interchangeably regardless of the
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temporal conditions. They also have problems to indicate the aspects of actions by

using present or past participles.

(a) Verb tense
. * Before [ started the journey, the weather is very good. (B1)

2. * Since Ivy hates cloud sky, she was quite annoyed. (B8)

(b) Verb aspect
1. * At the same time [ heard many people screamed. (B29)
2. * ...itreally rained and very heavy, just like some ... dropped from the sky.

(B3)

(4)  Presentational Dimension

In the presentational dimension, H3 subjects show good control in the dimension of
mechanics in L2 writing. In general, the presentations, including handwritings, of
H3 subjects in L2 are careful, neat and formal. Indentations are done properly. Only

a few incidences of misspellings and homophones are found.

2. Micro Bilingual Writing Performance of M3 subjects

a) L1 (English)

The outcomes of the analysis based on the Micro Index are better than that based on
the Macro Index. The Micro Index analysis (see Appendix 6) shows that the quality
of control of M3 subjects over their L1 is good. M3 subjects show good control

over sentence construction, sentence linking and textual development.
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They appear to have mastered to a great extent the vertical and linear
dimensions of linguistic construction in L1. Some problems are found along the
inter-sentential dimension, but they are not serious. Similar to the L1 of H3 subjects,
the only area where the quality of control is relatively weak is the presentational
dimension, particularly the spellings and use of homophones.

According té Table 4.7, specifically there are a total of 101 instances of
inaccuracies in 20 pieces of L1 (English) writings (1674 words) of the M3 subjects.
On average, there are 5 inaccuracies in each piece of L1 writing.

The inaccuracies cover all the dimensions identified by the Schema albeit
not in the same proportions. 50.5% of the inaccuracies are Type 4/presentational
inaccuracies; 11.88% are Type 2/inter-sentential inaccuracies. Other types of
inaccuracies are therefore of relatively small percentages. Type 3B/tense and aspect
has the fewest inaccuracies (1.98%). Most Type 4 inaccuracies made are

misspellings.
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Table 4.7. Classification of Inaccuracies in the L1 (English)

Writings of M3 Subjects

Dimensions/Types of Inaccuracies L1 (English)

I 1% R

1% Tiira C|31.68% 5|07

a-Sentence:; - . 03D

PR Y,

LT g
R

1A - Omission 7 693%

1B - Redundancy 7 6.93%

1C - Vertical 7 6.93%

1D - Linear 5 4 95%

1E - Lexical 6 5.94%

Qilq,ﬁﬁsipn 2 gjlilitprfSentencefif-i‘?' CoE 2 11188% 2

.
C T . R TR
AT A P TR e

’2—.Stru‘ctura.l- . ‘ 12- 11.88% 2

Dimension 3- Textual . "0 16 [594% [0

"3IA_ Coherence & Reference |4 3.96%

1.98%

o

3B — Tense/Aspect

Dimen;sion 4—P|‘esentation o 51 50.50% |4

Total| S 101 100% |6

Red Cards are few in numbers, which are amounted to only 5.94% of the

total inaccuracies. It means that the inaccuracies made by M3 subjects in their L1
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writing are not serious and that the message is successfully conveyed to the readers

as intended.

(1)  Intra-sentential Dimension

M3 subjects show a satisfactory performance along the intra-sentential dimension.
Only a few inaccuracies are found in each of the types.

In the L1 writing, M3 subjects have not many inaccuracies in both omission
and redundancy. They have a good control to include and exclude appropriate
sentence constituents to form complete and grammatical sentences.

A]th.ough the number of inaccuracies are not sufficient to warrant a
generalization, it can be noted that the most frequently omitted and redundant items
found in the L1 writing are prepositions, especially those used to denote timé such
as “" (at) 8:00am”, “~ (in) a week”, and those used for the noun class such as
“intervene with”. It is also noted that M3 subjects often write redundantly the
phrasal expressions which might be acceptable in the spoken form. For instance,

I. * Lo-me my pessonal opinion is that you job should never interfere with your very
important and essential school work. (C12)
2. * In my opinion, I-feelthat parttime jobs only put stress on teenagers. (C19)

M3 subjects also have a good control on both the vertical and lincar
dimensions. While the vertical dimension concerns mainly with the subjects’
knowledge of the grammatical groups, M3 subjects show no problems in this aspect,

Most vertical inaccuracies are the use of singular nouns in generic cascs.
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The linear inaccuracies are also few. M3 subjects have few problems to
agree subjects and verbs and agree the numbers in English.
On the lexical dimension, M3 subjects have adequate ability to choose the

appropriate words that no serious inaccuracies are found.

(2) Inter-sentential Dimension

Along the inter-sentential dimension, M3 subjects have shown adequate skills to
Increase sentence variety ‘by using strategies like coordination, subordination, and
use of relative pronouns, participles and prepositional phrases. Sentence clarity is
also evident that M3 subjects often use active voice and action verbs over forms of
“be”, and seldom use noun forms of verbs or multiple negatives.

The major inaccuracies found along this dimension are the misuse of
relative pronouns in subordinate clauses; and the sentence construction in reported
speech. M3 subjects tend to overuse the relative pronoun “that” in cases where a
better choice is available (e.g. who/which), probably because they often use “that”
in spoken form. Also, as shown in the following examples, they tend to write in
similar ways as they speak that they often ignore the rules in writing reported
speech.

1. * ... he/she should think about the outcome in the end Will it be posttive or
negative. {(C17)
2. * I am writing on behalf of the subject of teenagers and parttime jobs, do they

affect our success in school. (C19)
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These inaccuracies on the inter-sentential dimension do not affect
significantly the message to be conveyed. The readers should have no problems to
understand the message despite the inappropriate use of relative pronouns and the

“direct speech” without quotation marks.

(3) Textual Dimension

Along the textual dimension, writing on the topic of “High School Students and Part
time Jobs”, M3 subjects have shown adequate skills to organize the argumentative
text into a formal format, with a thesis statement in the introductory paragraph,
supporting evidences in the body. paragraphs and a conclusion or summary in the
concluding paragraph. As shown in the following examples (Exhibits 4.8 and 4.9),
Subjects C18 and C19 are exemplary to offer a clear format and a logical flow of

arguments.

Exhibit 4.8. Paragraphs of L1 Essay by Subject C18

Paragraph Topic line

Introductory “There are many people who believe that part-time jobs
affect students in a negative way. As far as I’'m concerned,
they’re right.”

Body #1 “First of all, in my opinioen, students already have enough
stressing work.”

Body #2 “Second, recent studies show that part-time jobs have a
negative effect on student’s (sic) health.”

Concluding “In conclusion, ... the only advantages are the money and
experience of working in a working environment. But the
negatives outnumber the positives.”

Exhibit 4.9. Paragraphs of L1 Essay by Subject C19
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Paragraph Tapic line

Introductory “In my opinion, | feel that part time jobs only put stress on
teenagers.”

Body #1 “Firstly, between friends, hobbies and school, a teenager’s
schedule is already hectic.”

Body #2 “Secondly, with all the stress and loss of time, students

never get to sit and have a good healthy meal, which puts
their health in jeopardy.”

Concluding “In conclusion, | feel that part time jobs are a waste of time
and teenagers should live their childhood. A job brings a
salary but...”

To make a coherent text, H3 subjects have used strategies like repeating key

terms or phrases, and use of transitional words or connecting devices. Subject C18
repeats the use of key term, “negative” (effects), in the introduction and conclusion.
Subject C19 repeats the use of key terms, “stress’, “time” and “teenagers’
throughout the writing and make cases of them. This repetition of key terms enables
the readers to focus and follow along easily. They also use transitional words, like
“firstly”, “secondly”, “in conclusion” to make a coherent text. Other subjects use
“personally”, “first of all”, “finally” and so on to link up the paragraphs.

Discourse wise, Subject C18 and Subject CI9 provide a clear thesis
statement in the introductory paragraphs. They use two body paragraphs to support
the arguments against the notion of high school students doing part time jobs. In the
conclusion, both subjects are skitlful to provide a counter-evidence to augment their
argument and reiterate the thesis statement in an affirmative lone.

However, although most M3 subjects follow the format of writing
argumentative texts, not few of them fail to achieve discourse coherence, that is to

tie the sentences, ideas, and details together clearly and lead readers to follow along

easily.



The problems of discourse incoherence for these M3 subjects are attributed
to the failure to give one, dominant impression; the absence {or infrequent use) of
argument indicators and premise indicators. They are sometimes illogical in their
argument. The shortness in length is also a factor.

About a quarter of the subjects fail to give a focused argument. As shown in
the examples below (Exhibits 4.10 and 4.11), Subject C4 and Subject C17 are two
of those who at the same time argue for and against the thesis by giving similarly
convincing evidence. The readers are therefore not clearly informed of the writers’

view on the issue.

Exhibit 4.10. Paragraphs of L1 Essay by Subject C4

Paragraph Topic line

Introductory : “I think that a part time job has it’s (sic) pros and cons.”

Body #1 * First of all, you make money... A con, is that you loose
(sic) time to sleep...”

Body #2 “Secondly, I feel that it’s also the responsibility of the part
time employee to check his time.”

Concluding “In conclusion, if the person decides to have a part time job,
loose sleep and be cranky all day at school it’s his/her
choice.”

Exhibit 4.11. Paragraphs of L1 Essay by Subject C17

Paragraph Topic line

Introductory “I have very mixed thought about this subject (Part Time
Jobs affect Secondary School Work & Sleep of Teenagers).
Think teenagers should and shouldn’t have part time jobs.”

Body #1 “First, getting a part time does affect school work somewhat
and the amount of sleep a teenager gets. However, getting a
part time job trains you how to handle and budget your
money.”

Body #2 “Second, if a teenager wishes to get a part time job he/she
should think about the outcome in the end.”
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Concluding “My main point of this letter is to say that teenagers should
really really (sic) think hard about getting a job.”

Subject C4 and Subject C17 give both negative and positive premises on the
issue, but not reaching a conclusion based on the evaiuation of them. Subject C4’s
concluding paragraph appears to be against the notion of working part time but this
conclusion is not ded‘uced from the arguments aforementioned. Subject C17’s
concluding paragraph is similarly not resulted from the line of arguments, but an
abrupt end to the writer’s struggle on the issue. Strictly speaking, the nature of these
writings is largely reflective, not argumentative.

Some subjects are not firm in their arguments. Because of the poorly
established standpoint, use of argument indicators and premise indicators to make a
strong case 1s infrequent. Common argument indicators used to state writers’
propositions include “should”, “must”, “ought™, “necessarily” and so on. Common
premise indicators used to introduce a piece of evidence to support an argument
include “since”, “because”, “for”, “as”, “for the reason that” and so on. M3 subjects
seldom use these indicators, but often use the conditional “if-clause” to offer
possibilities, not propositions.

Also, without a dominant focus in an argumentative text, the selection of
details would be problematic for the unskilled young writers, especially in only
100-200 words. Some subjects are weak at the logical development of arguments.

Subject C8 offers an example of logical weakness. In the introductory

paragraph and the body paragraphs, Subject C8 (see Exhibit 4.12) attempts to argue
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in favour of the notion of students working part time. However, he/she writes to
conclude with a rhetorical question, “When are people going to learn to live their
life slow and not rush into the working world?”, the tone of which question is in fact
challenging the students working part time and the subject is after all arguing

against the notion. Most readers would find the peculiar logic confusing.

Exhibit 4.12. Paragraphs of L1 Essay by Subject C8

Paragraph Topic line

Introductory “In my advice part time jobs are good in certain cases.”

Body #1 “First of all I think that Parttime jobs can be very good in
some cases.”

Body #2 “Secondly, | think that there are certain students who can
handle it.”

Concluding “In conclusion I would like to say that if kids are trying to
grow up too fast and have jobs then they should able (sic) to
deal with the consequences. When are people going to learn
to live their life slow and not rush into the working world?”

(4)  Presentational Dimension

Similar to H3 subjects in their L1 writing, M3 subjects are also the weakest in the
presentational dimension. Half of the inaccuracies made in the L1 writing of M3
subjects are misspellings, homophones and layout problems (e.g. capitalization,
indentation, and etc.). It appears that M3 subjects are not very careful and attentive

in completing the writing tasks tn their L1.
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Misspellings like * befiev or * bertween may be resulted from inconsistent
and tncongruent match in English phonics (matching of spelling and sounds).
Homophone confusions are frequent that M3 subjects mix up the word pairs that

sound alike. They also have problems in the use of apostrophes. For instance,

(a) Misspellings:
1. *...you have time to eat proparly (properly) and do your work. (C8)
2. * The teechers (teachers) could give you less homework. (C9)

3. * Hewas in air cadets but unfortanatly (unfortunately) he had to quit too. (C10)

(b) Word pairs that sound alike:

1. * ... both teens and parents shquld take part in the decision in weather (whether)
or not the teen should get a job... (C7)

2. * They good bye (could buy) themselves their own stuff and they could save up
their own money for what ever they want. (C9)

3. * ...their (there) is bearly (sic} any time to do their homework. (C16)

{c) Use of apostrophes:

I. * When the puck is droped at center ice, we will see who's (whose) sport it is.
(C2)

2. * About 25% of high school student’s (students) actually have part-time jobs

and only 5% are suffering academicaly. (C11)
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3. * ... they will be tired and wont (sic) do they’re (their) school work properly...

(C13)

b) L2 (French)

The outcomes of the analysis based on the Micro Index largely match that based on
the Macro Index. The Micro analysis (see Appendix 7) shows that M3 subjects are
relatively weak along the intra-sentential dimension, though they show a good
control over the inter-sentential dimension well as the textual dimension. The
samples are written cohesively and coherently. Specifically there are a total of 323
instances of inaccuracies in 20 pieces of L2 (French) writings (1867 words) of M3
subjects. On average, there are 16 inaccuracies in each piece of L1 writing. Among
the four sets of writings, M3 subjects’ L2 writings have the greatest average number
of inaccuracies.

According to Table 4.8, the inaccuracies occurred at all the dimensions
identified by the Schema and are evenly spread across its types. The major types of
inaccuracies are Type 1 E/lexical inaccuracies (27.41%), Type 4 (22.43%) and Type
1D/linear inaccuracies (16.83%). Type 1C/vertical inaccuracies (10.28%) and Type
1A/omission inaccuracies (11.21%) are also significant. Fewer instances of
inaccuracies are found in Type IB/redundancy (1.87%), Type 3A/cohesion and

reference (1.87%) and Type 3B/tense and aspect {1.56%).



Table 4.8. Classification of Inaccuracies in the L2 (French)

Writings of M3 Subjects

Dimensions/Types of Ina-ccuracies L2 (French)
E 1% R

leenSIon In;ra’-Sentencef 7 6760% | 6
lA — Omission ' 1121% - 2 |

1B — Redundancy 6 1.87%

1C - Vertical 33 10.28%

1D - Linear 54 16.83%

1E — Lexical 88 2741% |4
Dlmensngf“’Inte 2l 6.54%_ 4.
3 Stactl 7] 654% &
DimepSié_h 3"_’-_‘_Textua! 11 3.43% 0
A= Coterence & Referencs 6 187%

3B - Tense/Aspect 5 1.56%
Dimension 4 — Presentation 72 2243% |1
Totai-'-'; 321 [100% 11

Most Type 1E/lexical inaccuracies are borrowed words from L1 (English).

M3 subjects also show a lack of control in making agreements with subjects, verbs
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and adjectives in terms of genres and numbers. A low percentage of Type 3B/tense
and reference inaccuracies is found but this might be a function of avoidance
strategies commonly adopted by L2 learners rather than an indication of good
quality control.

Red Cards are few in numbers, which are amounted to only 3.42% of the
total inaccuracies. It means that the inaccuracies made by M3 subjects in their L2
writing are not serious and that the message is successfully conveyed to the readers

as intended.

(1) Intra-sentential Dimension

Along the intra-sentential dimension of their L2 (French) writing, M3 subjects have
a considerable number of inaccuracies in sentences construction which occupied all
types defined in the Micro Index Schema.

M3 subjects have far more inaccuracies in omission than in redundancy.
They do not have an adequate control to form complete sentences in L2; they tend
more to omit necessary constituents than to include unnecessary ones.

Specifically, the most frequently omitted items include determiners and
prepositions. The particle “ne” in negative constructions of “ne...pas” is also often
omitted. [t may be because in colloquial French {Québecois) that “ne” can be
omitted, the subjects tend to leave this particle out in writing.

Determiners are often omitted, in particular the definite article “le”, “la” and
“les” preceding singular and plural nouns when the noun is particular or specific

(example 1). Also, some M3 subjects fail to appreciate the rule that there are no
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“shared” use of determiner (example 2) in French that they have to attach a
determiner separately in a string of nouns. [t is necessary that M3 subjects have to
un-learn the use of determiners in their L1 (English) when they learn the
corresponding use in L2 (French).

1. * Jai toujours des bonnes notes en * (1’) école.” (D14)

2. * On manque d’informations pour des examins ou " (des) tests.”* (D2)

Prepositions are frequently omitted in particular the preposition “de”
preceding nouns and verbs. Prepositions should also be directly attached to the
nouns and not be shared among a string of nouns.

On the vertical dimension, M3 subjects in general follow the rules
governing the morphology of different parts of speech in L2. There are only a few
cases that the verbs are used as adjectives or nouns, while the mix-up may have
more to do with misspellings than vertical confusion. They have shown an adequate
control to use different grammatical groups.

Over half of the vertical inaccuracies are related to gender that M3 subjects
confused masculine nouns with feminine ones; and failed to match appropriate
determiners (i.e. “le” preceding masculine nouns and “la” preceding feminine ones).
For native speakers of French, as they are gender sensitive, the nouns are learnt

together with the determiners as units. It seems natural to them that apple is

¥ English translation: “I always get good grades at school."”

. English translation: “One forgets the information for examinations or tests.”
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7% and so on. But for L2

feminine as “la pomme™*, pen is masculine as “le stylo
learners of French, they have to first learn the equivalence.

M3 subjects are relatively weak on the linear dimension. They use correct
tenses but they have not mastered the morphological transformation of verbs when
the numbers of subjects change. As shown in the following examples, problems are
found in the morphologies of verb forms, subject-verb and subject-adjective
agreements. In particular, M3 subjects lack control in the morphological
transformation of French when the subjects are plural. On the other hand, M3

subjects have not many problems in word order, that they showed adequate control

in arranging the sentence constituents linearly.

(c) Verb forms.
1. * ... parce-ce que il n’est pas capable de balance le devoir et la traivaille a temp
partiel ... *(D6)

2. * Les éléves peux faire ce qu’ils décides de... "(D15)

{a) Subject-verb agreement:

I. * Des études recents montre que... *(D19)

English translation: “the apple”

*  English translation: “the pen”

¥ English translation: “...because he is not capable to balance the homework and the part
time job...” '

*  English translation: “The students can do what they decide...”

» English translation: “Some recent studies show that...”
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2. * Lamal alimentation peuvent...* (D16)

(b) Subject-adjective agreement:
1. *carils sqnf stressé..."' (D19)
2. *1lyaplus en plus de professeurs qui sont inquiet des études... **(D9)

For M3 subjects, the lexical dimension -is the weakest area in their L2
writing, which accounts for about 40% of the total intra-sentential inaccuracies. It is
observed that they misuse a wide range of lexical items in constructing sentences.
With a limited vocabulary, M3 subjects tend to use simpler and more common
words at the expense of preciseness. Some M3 subjects show relatively weak
control in the precise use of verbs and use of prepositions, as shown in the following

examples. They often borrow similar words from English.

(c) Verbs:
1. * Quand ces adultes voient que pas tous les adolescent sont la méme, 1l vont

probablement donné les autres jeunes un temps plus facile. *(D3)

*  English translation: “The bad nutrition can...”

4 English translation: “because they are stressful...”

" English translation: “There are more and more leachers who are worried about the
studies...”

“ English translation: “If these adults see that not ali adolescents are the same, they will
probably give other young people an easier time.” Subject D3 used the verb “voir™ (means "o
see” in English) to express the meaning of “to understand (or realize) that not all adolescents are
the same..."”. [t is suggested to use “realizent” instead.



2. * Méme si je suis fatiguer (sic), j’ai toujours des bonnes notes en école (sic).

“(D14)

(d) Prepositions:
1. * Les éléves peux faire ce qu’ils décides de faire en ce cas... *(D15)

2. * Je pense que ga dépende sur (de) I’individu.* (D17)

(e) Similar words in English:

1. * Tu peu acheter des chosses expensives que les parents n’acheterait pas pour
toi.’ (D4)

2. * Son horaire consiste 4 deux choses, son occupation et sa blonde. *(D10)

3. * Dans mon opinion,...” (D12)

4. * Le plus vielle enfant...”(D8)

¥ English translation: “Aiso | am tired, | always get good grades at school.” Subjects D14

should have used a more precise word of “obtiener” (means “to obtain” in English}) in French
instead of “avoir” (means “to have in English) to express the meaning of *l get good grades at
school”. '

s English translation: “The students can do what they decide in this case...”

% English translation: “I think that it depends on the individual...”

a7 English translation: “You can buy expensive things that the parents won't buy for you.”
Subject 4 borrows the L1 vocabularies into their L2 writing. There is not a vocabulary of
“expensives” in French, carrying similar meaning in English. In French, “cher(s)” is the word.
18 English translation: “You schedule consists of two things, your job and your blonde (girl
friend).” Subject 10 borrows the L1 vocabularies into their L2 writing. “Un occupation™ in
French does not carry dual meaning as the word in English, which means both a job and the act
of possession by military force. In French it only means the latter. “Un travail” should be used
instead.

* English translation: “In my opinion..."” Subject D12 borrows the Al syntax into their A2
wriling. Subject D12 translates from English to French that he/she writes “in my opinion™ as
“dans mon opinion”, while it should be read as “*a mon avis™ in proper French.



5. *lis prendent le fast food le midi parce qu’ils n’ont pas le temps pour faire une

diner nutritif fe jour avant.* (D16)

(2)  Inter-sentential Dimension

Along the inter-sentential dimension, M3 subjects have shown no serious problems.
The sentence linking strategies they used in their L2 writing are mainly
coordination, subordiriation, and use of conditional clauses and relative pronouns.
They often use active voice and action verbs.

However, it is found that some M3 subjects have employed L1 sentence
structures in their L2 writing. The use of L1 structures affected sentence clarity and
conciseness. First, in subordination, they sometimes overuse “qui” (means “who” in
English) or “que” {means “that” in English) and sometimes use participle or
prepositional phrases as subordiﬁate clauses as they do in English. Second, they are

unskillful to use expletives in French. For example,

{a) Subordination:
1. * De récentes études démontrent (sic) que la proportions des adolescents et

adolescentes qui occupent un emploi varie entre 40 et 70 p. 100, qui montre que plus

50 English translation: “The oldest child...”. Subject D16 borrows the Al syntax into their
A2 writing. Subject D8 borrows the Al syntax into their A2 writing. Subjuect D8 also makes
similar mistake as Subject D12 that he/she directly translates “the oldest child” into “le plus
vielle enfant”, which should instead to be written as “I'ainé des enfants”.

' English translation: “They take the fast food at night because they don’t have time for
having a nutritious diner the day before.” Subject D16 borrows the Al syntax into their A2
writing. Subject D16 constructs a time phrase of “the day before” as “le jour avant™. In French,
it should be written as “le veille”.
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que 50p. 100 des éléves ont une occupation et ils ont une dépreciation dans leurs
marques (sic). * (D19)

2. *Les jeuncs de I'école secondaire avec un travail a temps partiel...> (D1)

(6) Expletives:

1. * Sison études suffre de a cause de cet travail, ® le choix ce le travail ot son
études. ** (D1)

2. * Je suis en désacc;ord avec I'idée que un travail a temps partiel et tout les

études peuvent étre fait en méme temps et passé tout les cours. (D12)”

(3) Textual Dimension
Along the textual dimension, similar to their L1 writing, M3 subjects perform well
in the L2 writing. M3 subjects have shown adequate skills to organize the

argumentative text into a formal format, with a thesis statement in the introductory

52 English translation: “Recent studies demonstrate that the proportions of adolescents and
adolescents who work vary between 40 and 70 per cent, who find that more than 50 per cent of
students have a job and they have a drop in the marks.”

Suggestion: “De récentes études démontrent que la proportion des adolescents et
adolescentes qui occupent un emploi-varie entre 40 et 70 p. 100. Elles démontrent aussi que plus
que 50p. 100 des éléves ont un emploi et que leurs notes baissent en conséquence.”

* English translation: “They young people of sccondary school have a part time job..."
Suggestion: "Des éléves secondaire qui travaillent & temps partiel.”

5‘ English translation: “If his studies suffer because of the job, the choice is the job or his
studies.”

Suggestion: “Si ses études souffrent 4 cause de cet travail, il faut faire de choix entre le
travail et ses études. ”

English translation: “I disagree with the idea that a part time job and all the students can be
done at the same time and passed all the courses.”

55
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paragraph, supporting evidences in the body paragraphs and a conclusion or

summary in the concluding paragraph. They also use transitional words, like

157 3158 259

“premiérement’™?, “deuxiémement™’, “en conclusion to lead
p

and “finalement
the readers to locate the premises, arguments and conclusion of the writing. As the
rhetoric organization of the L1 and L2 writings of M3 subjects are similar, it is
believed that the diécuésion detailed in previous section would be sufficient to show
how M3 subjects organized their L2 texts (i.. in a way similar to how they do with
their L1 texts).

It is also observed that M3 subjects have few problems with the use of tense
and aspect in both languages, which are supposed to be problematic for unskilled
writers. This may be explained by the “avoiding strategies’ employed by the
subjects in the use of verb tenses. They avoid using the complicated and unfamiliar

tenses like conditionelle or imparfait in French by sticking to the “safe” present

tense.

(4) Presentational Dimension

Suggestion: “Je suis en désaccord avec I'idée qu’on peut travail  temps partiel et fait tout
les études en méme temps et passe tout les cours.”

% English translation: “Firstly”

*» English translation: “Secondly”

% English translation: “In conclusion”

**  English translation: “Finally”
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Unlike the L2 (English) of H3 subjects, M3 subjects have a relatively weak control
along the presentational dimension in L2 (French). Half of the inaccuracies made in
the L2 writings of M3 subjects are misspellings, omission of accents and
homophones. Some of them are /es congéniéres, the words which are similar in
spelling or meaning in both English and French, like “exemple” (Fr)/’example”
(Eng). It appears that M3 subjects were not very careful and attentive in completing
the writing tasks in their L2.

M3 subjects very often missed the ending ~e in words like “examin(e)”,
“heur(e)” and the like. But there are no clues to why M3 subjects have made many
spelling mistakes in [.2, while the L1 influence is not evident. One of the subjects
misspelled “malicieux” as *milicieux. If L1 influence is prominent, the subjects
should have been able to spell the word correctly, which is spelied “malicious’ in

English, because of the similarity.

fa) Misspellings.
. *..j’exprime que ¢’est le coix (choix)... “(D4)

2. * A mon avis si un adolesen (adolescent) veux... *'(D5))

{h) Word pairs that sound alike:

1. * ...tupeu (peut) acheter des chosses... “}(D8)

English translation: “[ express that it’s a choice...”

s English translation: “In my opinion if an adolescent had...”

**  English translation: “you can buy the things...”
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2. *..je travail (travaille) seulement sur les fins de semaines...” (D10)

fc) Omission of accents:
1. *sivous etes (étes) un étudiant..”* (D2)

2. * Un etudient (étudiant) qui travaille... “*(D3)

3. Statistical Comparison of Micro Writing Performance of H3 and

M3 subjects

a) L1 (Chinese) of H3 subjects vs L1 (English) of M3 subjects

UNIANOVA is used to compute if there are statistically significant differences in
the L1 writing performance between H3 and M3 subjects vis-a-vis the dimensions
identified by the Micro Index Schema. It is found that the differences between the
numbers of inaccuracies made in each type and dimension, with the essay length as
a covariate, are not statistically significant. The statistical insignificance could be
attributed to the big difference in the length of the sampled assignments, the lack of
unit-size equivatence especially between the Chinese and English languages, the

small numbers of inaccuracies in particular types and sample size.

8 English translation: “1 work only at weekends...”

o English translation: “if you are a student...”

®  English translation: “A student who works...”



98

b) L2 (English) of H3 Subjects vs L2 (French) of M3 Subjects

UNIANOVA is also used for the L2. It is found that there are statistically significant
differences in the writing performance of H3 and M3 subjects in Dimension 1
(p=0.003) and Dimension 4 (p=0.005). M3 subjects have higher means in both
Dimension 1 and Dimension 4. (Note: the higher the statistical means, the more

incidences of inaccuracies in that particular dimension).

C. Macro and Micro Indices

The correlation of the Macro index and Micro indices (by the four dimensions of
linguistic construction) are computed. No significant correlation is found in the
Macro and Micro indices awarded to the same piece of L1 and L2 writings of both
H3 and M3 subjects. The strength of the correlation between the two indices for

individual performance is very low.
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V. CONCLUSION

A. Bilingual Writing Performances

The bilingual writing performances of the subjects of this study have been presented.
The outcomes of both the first and second languages of secondary school students
using L2 as the medium of instruction for three years in Hong Kong and in Canada
have been analysed.

The results of the Macro and Micro scorings have shown that the bilingual
writing performances of the subjects of Hong Kong and Montréal are comparable.
H3 and M3 subjects are able to perform the assigned formal tasks both in their
respective L1 and L2 to clearly communicate the ideas and to present them in
appropriate formats. Among the four sets of sampled writings, the L2 writings of
M3 subjects are in general the least well done.

The Macro results show that the sampled subjects of Hong Kong have a
relatively better writing performance in L1 than the counterparts of Montréal. They
have a similar Macro writing performance in their L2. The Macro results show that
the Hong Kong subjects, after three years of experience in an EMI school, are able
to keep up with good writing performance in L1. Over 90% of the students’ writings
are scored above the average score of Point 4. The L2 writing performance is not as
well as their L1, for which about 70% were scored of Point 4 or above in the Macro
scoring. The Macro results, on the other hand, show that the Montréal subjects, after

three years of French immersion experience, their L1 and L2 writing have attained
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a similar level of performance. About 60% of the L1 and L2 writings are scored of
Point 4 or above in the Macro scoring.

According to the Micro scoring results, the L1 and L2 writing
performance of the two groups are also comparable. For their L1 writings, no
significant statistical differences are found in the numbers of inaccuracies made
on any of the four dimensions in the Micro Schema. For their L2 writings, no
significant statistical differences are found in the numbers of inaccuracies on
Dimension 2 and Dimension 3. H3 subjects outperform M3 subjects on both
Dimension | and Dimension 4.

According to the Micro analyses, the L1 writing performances of H3 and

-M3 subjects show similarities and differences. First, both groups have the most
number of inaccuracies along Dimension 4. Over half of the inaccuracies in the
L1 writihgs are misspellings, characters in wrong stroke orders, misused
punctuation, and other stylistic inaccuracies. It is not known if this tendency to
make stylistic errors is due to the assumed mastery of stylistic rules in the
teaching and learning of the L1 or the re[ativel); good performance in other
dimensions of writing. But it is an area which deserves further attention in the
study of L.1 writing performance.

Second, at Dimension 1, it 1s also noted that both groups have more
redundancies than omissions in their L1 writing. They have an adequate control
to form complete sentences in their respective L1s. They tend less to omit

necessary constituents than to include unnecessary ones. They also have good
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control in the vertical and linear dimensions. But it should be noted that the
requirements of vertical and linear accuracy in the two Lls are not entirely
equivalent. The parts of speech and the derivations of root words in the English
language do not find much equivalence in the Chinese language. Also, the
agreements among sentence constituents in the Chinese language is not as
significant in meanling' marnipulation as those in the English language. Such
linguistic differences between distinct languages are normal. In this study, we
take such differences into account, at the same time we attempt to focus more on
common denominators (i.e. the dimensions) that facilitate inter-lingual
comparisons through which assessment of L2 achievement can be conducted in
a generic manner. We aiso give the denominators different weighting (e.g. in
affecting understanding or readers’ impression) dui‘ing the assessment so that
the differential contribution of the linguistic categories under each dimension to
meaning manipulation of the languages concerned has been addressed to some
extent.

Third, both groups of subjects have good control at Dimension 2. They
use the sentence structures correctly and achieve sentence clarity. But it is found
that the H3 subjects tend to use simple sentence structures while M3 subjects
show more sentence variety. The major inaccuracies in this Dimension for H3
subjects are the misuse or the omission of conjunctions in sentence-linking.

While for M3 subjects, the use of relative pronoun “that” is a major problem.

425 Pao Yue-Kong Library
QV PolyU « Hong Kong
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Fourth, at Dimension 3 in their L1 writings, both groups of subjects
show the ability to use various strategies to achieve coherence, like repeating
key terms or phrases, use of synonyms, transitional words and parallel sentence
patterns.

According to the Micro analyses, the L2 writing performances of the H3
and M3 subjects show more differences than similarities. First, the major
inaccuracies of H3 subjects in their L2 writing are found at Dimension 1D and
Dimension 3B. They are particularly weak at agreements and verb tenses. M3
subjects have also shown weakness at Dimension iD, but most of the
inaccuracies in the L2 writing are found at Dimension 1E. They are weak at
lexical use. They often misuse verbs and prepositions which exhibit their
limited vocabulary and probably negative L1 transfer as well.

Second, at Dimension 2, both groups tend to use simple sentence
structures. While M3 subjects often use structures similar to their L1, no L1
structures are found in the L.2 writings of H3 subjects, which is probably due to
the striking differences between the two languages in this particular respect.

Third, at Dimension 3, both groups are able to use various strategies to
achteve coherence: use of transitional words and connecting devices. But H3
subjects show relative weakness in the use of verb tenses. On the other hand, H3
subjects perform better than M3 subjects by a large margin along Dimension 4.
H3 subjects show the best control of presentational mechanics in their 1.2

writing among the four sets of writings.
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The Micro analyses of the L1 writing samples of H3 and M3 subjects
show that they have developed adequate skills in their L1 to choose and
organize words and phrases appropriately to communicate an intended meaning
according to standard usage. They are also skillful to employ different strategies
to achieve sentence variety and textual coherence. The Micro analyses of the L2
writing samples of H3 subjects also show that they have adequate skills to
communicate an intended meaning while the incidences of usage not according
to standard usage are more frequent than they do in L1. They are particularly
weak in the use of appropriate tenses in their L2. Sentence variety is less
obvious in their L2 writing while textual coherence is still achieved. M3
subjects are found to frequently write in their L2 not according to the standard
usage especially in the dimensions of lexical and linear accuracy, although the
intendéd message can be generally understood.

The findings show that the L2 written skills of the Hong Kong subjects
are not compared unfavourably to their counterparts in Montréal who learn in
similar bilingual programmes and also have few opportunities to use L2 outside
schools. Based on this finding, one may argue that the development L2 writing
skills of the Hong Kong subjects may be taken to be normal in the given
sociolinguistic context. In fact, in the Micro analyses, the Hong Kong subjects
are found to have made fewer average incidences of inaccuracy and fewer

varieties of inaccuracies in their L2 than the Montréal counterparts.



104

The emphasis on linguistic accuracy in Hong Kong may have
contributed to the relatively better L2 writing performance of the Hong Kong
subjects. Mohan and Lo (1985) have found that sentence-level accuracy in
writing is the main concern of the Hong Kong teachers, that “the Hong Kong
teachers indicated that their main objective was to teach students how to write
correct English and that much time and effort were spent in teaching grammar
rules and English usage to meet the requirements of the Hong Kong Certificate
of Education English composition examination (p.525). Hong Kong students
also indicated that “their learning experiences with English composition in

Hong Kong were oriented to accuracy at the sentence level” (ibid, p. 527).

B. Construction of Bilingual Norms

This study is one of the earliest attempts to assess the Chinese and English standards
of Hong Kong students without using a monolingual frame of reference. The
linguistic outcomes of the Hong Kong bilingual subjects are compared to subjects
educated in programmes where bilingualism is practised and given top priority.
When the Hong Kong students are compared to the counterparts in similar
sociol.inguistic and educational contexts, their writing outcomes in both LT and L2
are as well if not better. 1t helps to avoid the pitfalls of pitching our expectations on
the basis of monolingual norms which may not be appropriate to Hong Kong’s EMI
schools. This understanding of the [evel of L1 and L2 proficiency that students from

schools situated in a largely monolingual (L1) environment and employ L2 as a
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medium of instruction would normally achieve helps us to formulate practical
pedagogy and realistic expectations for language teaching and learning.

It also shows how data from similar programmes situated in similar
sociolinguistic environments may help us to formulate proper expectations (i.e.
bilingual norms) of linguistic L1 and L2 outcomes of Hong Kong students as well
as Montréal students. Educators and parents shouid bear in mind that ...the chances
of a bilingual program being successful depend on the objectives which are set for
it” (Macnamara 1972). Only by setting realistic objectives for our students and

teachers that we would be able to achieve what we can and to take further steps.

C. Limitations of the Study

First, because of the sampling procedures, the sample size and the scope
of study, this study is a pilot rather than a representative study. Nonetheless it is
believed that this study has managed to provide a measure of bilingual written
proficiency attained by students in schools and/or programmes typified by the
two sampled schools.

Second, the study is based on only one writing sample in each of the
subjects’ L1 and L2. The writing submitted may not be representative of one’s
actual performance. To obtain a better understanding of the L1 and L2 writing
performance, it is desirable to analyze more than one writing sample and also
various genres of writing. Portfolio asses.sment IS suggésted for future studies if

time and resources are allowed.



106

The third limitation is on the instrumentation. In order to facilitate the
analysis of bilingual proficiency across language groups, the schema requires
further refinement in the scope and depth. In addition, inter-rater reliability in
the Macro scoring should be enhanced by using more than one rater in future
studies.

Lastly, in the study proficiency is primarily assessed vis-a-vis
inaccuracies identified There 15 indeed a need to develop a more linguistically-
adequate approach to measure bilingual proficiency. According to Wolfe-
Quintero, Inagaki, and Kim (1998), the commonest accuracy measure in writing
1s holistic or impressionistic assessment. Some of the most frequently used tools
to study accuracy in writing, T-umt analysis and type/token ratios are highly

language specific, that are not fit for cross-lingual assessment.
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Appendix 1 — Questionnaires

A, Questionnaire for Hong Kong subjects
HAEER

1. 5

2. 5 :

3. {R{EMP—[el MR ZE 7

4. /MR BREBSCRMOL » (RAGSEATLARTERE S 1R 7

OBZE OWFE OMHEsE  OHfth
BREBICEIS » IRy NEERA PR RIE SO R 2
Orhar Oz OHAh

DEVERIBCE TR

O/ OhEt OKREELIE  OXHfth
IEYERINRE -

BENAEELY
O/ OhE OKXREZEWLE  OHfth
BERIERE -

TREM stk » (Rl R AR EEPETE ) ©



RrFH B

10.

11.
12.

iR W LRE S ?

OmsE OXFE Omzs  OHA
PREIEIE TS IR IRLERES 7
O®FE OHFE OW@EEE  OXftw
{THYE B EfRULES ?

O®FE OHGE OF@s:  OH{t

{ra S PV SR = B ACRERCRR 7

OH:L ORFE OEEsE  OHfth

e SR B AR AR B AR 3L i 7

OE OfE Ot ORYD OfF
REPEGIEFAELM O OK’A OFEH
ERE—BHT  ETEEEREE 207 O®Rf
EH - AREEMER 7

RIFANEEREHER K2 0H  OBA

e PHEAK?

fERE—28 > BRTERL (FESEREX?0H  OWH
EHEHE  (FEREEARDN ?
FERE—EMT BT EEEHPR?0H OrA
HEBEDI - RBREEME RS ?

MESEHEREX ?O0FHR OFEHR  OFfEH
METEHHEEPL?OHEER OFEHR  OfTEH



B.

Questionnaire for Montréal subjects

o

10.

11.

12.

13.

How old are you? :

Areyouaboyoragirl? O Boy O Girl

How many languages do you speak?

What are they?

How many languages does your mother speak? What are they?
How many languages does your father speak? What are they?
Your mother's education:

Oelementary Ohigh = Ouniversity or above ONot applicable
Her occupation is:

Your father's education:

Oelementary Ohigh  Ouniversity or above ONot applicable
His occupation is:

In what language do you speak to your parents?

OEnglish OFrench OOthers ONot applicable

In what language do you write to your parents?

OEnglish OFrench OOthers ONot applicable

Do you live with a French-speaking family member?

OYes ONo ONot applicable

Do you speak French with any of your family members?

OAlways OSometimes OSeldom  ONever

ONot applicable

Last week, did you write in French besides school works?

OYes ONo ONot applicable

If yes, what did you write?

Last week, did you write in English besides school works?

OYes ONo ONot applicabie

If yes, what did you write? |



14.

15.

16.

17.

18.
19.

Do you like writing in French?

OYes ONo ONot applicable
Do you like writing in English?
OYes ONo ONot applicable

Do you watch French TV and/or movies?

OAlways OSometimes OSeldom  ONever
ONot applicable

Do you play games and/or computer games in French?
OAlways OSometimes - OSeldom  ONever
ONot applicable

What are your interests/hobbies?

What do you like to do after school or during vacation?



Appendix 2 — Macro index Schema

1 Incomprehensible

The paper may not communicate. Incomprehensible or no attempt.

Several and frequent inaccuracies in all areas — organization, development,
language use, vocabulary, syntax, and conventions - are characteristic.

2 Inadequate

The paper is minimally communicative. It may not address the question topic
or do so only superficially.

It is seriously disorganized, with no clear plan. Most points are hard to
understand and/or there are serious contradictions or inconsistencies
Language use, including word choice, may seriously obscure meaning.

3 Limited

The paper is communicatively limited. It addresses the question/topic but has
several weaknesses.

Organization may be uneven. The meaning is sometimes hard to understand
and/or there are serious contradictions or inconsistencies.

Language use may at times obscure meaning.

3  Average

The paper communicates adequately. It addresses the question/topic, but
development is limited.

It is adequately organized. Organization and transitions are occasionally
difficult to follow, but there are no glaring inconsistencies or
incomprehensible sequences.

Language use is inconsistent but does not obscure meaning.

5 Good

The paper communicates adequately. It addresses the question/topic but does
so less effectively than a paper that scores a 6.

It is generally well organized. Meaning is easy to follow throughout, and there
are no obvious weak transitions or awkward sequences.

Language use is fluent but may be somewhat inconsistent.

6 Excellent

The paper is communicative. It effectively addresses the question/topic.

It is well organized. Well-written native-like composition with practically no
inaccuracies.

Language use is consistently fluent.



Appendix 3 - Micro Index Schema

Type Quality
Dimension 1 - Intra-sentence R

Omission 1A ‘ Red/Y ellow

Redundancy 1B Red/Yellow

Vertical Accuracy 1C Red/Yellow

Linear Accuracy 1D Red/Yellow

Lexical Accuracy 1E Red/Yellow

Dimension 2’- Inter-sentence .-

Structural Accuracy 2 T Red/Yellow

Dimension:3 - Textual -5ifisghe|. by

Cohesion and Reference 3A Red/Y ello;r

Tense/Aspect/Mood 3B Red/Yellow

Dimgnsion 4 - Presentations - 5[4 - [Red/Yellow




Appendix 4 — A List of Incidences of Inaccuracy in L1
(Chinese) Writings of H3 Subjects

1A - OMISSION

(A1) [ ELRE EH e 8["1i$§i0ﬂ-' (IR W A B
assifier
(Al) By ac  EEeNREHNER... |Omission: verb otk EES - FEEYRIEH
BigE...
(A13) ANEFERPNEY - FRAO884E  [Omission: Prep HernEmhfesmys - FERY
T EEFSER . BN - EREOTRDICE. .
(Ald) B TR RNERR A EAER I I T B Omission: Prep BB MR RS T ER R Kt 10
THhER. .
{A33) W - RREEAES - E -~ BRE [Omission: W EREEN - W
S - {puxliary IR LR -
1B - REDUNDANCY
(AL} 1By - BAYIR - REQEIGE  #EE DUPlﬁcaliO" 120F - BRI - HE@ER
B - EAE R F OO (Subject) - FEIMFAR - EIARAEEIF 048
(Ad) {t (MI1E FEIR 8 th ik SIS B A AcligE - (Redundant Conj | {ib (P IF AR @S M S RIS B
BB SBE-E 8 - FRLSRR HKEE - S AEETS
F AEE - B - FrLlsPERE AER -
(A4} BRET ERDSMFLT - HEEEES |Redundant #"  [HET—BERENETLT &
HE & D TR bR RS - EheiT B BE 178 hE)
FDR EARE -
(ALD) EENRERO O - EEEIEHT [Redundant: Subject o e @ -1 G - 3 RREEE AT
TR - Hin:plilo R
(A1) ERR - RBEEFAR @iy - ¥ |Redundant ERD - EBREAE B
R Conjunction B - oEsE
{AlG) WHEFIRSN—ENER 888 |Redundant "8y (WHARERO—ERE - 45
i SR N i NS A PN o= T BT BAHSRNCE  BAE
ERTIETED - IREVENT - ERTEAS
(A19) TEEFWEATRET - — KB/ MEEE8H [Redundant: verb 7B B aayi 8 T - — KB/
B R iR - + RS - MR BB EESE  -F0R
55 -
(A25) PR IERE - ESEIE ARSI aSY - ... [Redundant GFRFIEER - EEEIENEAMIE
-
(A29) EHRRYIRER T - RAMFERBT [Redundant MEBRRORETT RASNE
5 T BEASSRARR ! BH BB T HIE !
(A3} e B EREFCA B R ENRIFTER - % |Redundant: ESISESS w:ofict=a:: ki) E T
Aride auxiliary FAR - e .
(A3) HEEXSP S99 o BEERT [Redundant: verb  [(BEFRS - @E&H-FLDE
X MRS LS EHEREES - . BERELRE - Bk -
M.
(A34) BEAE—HRER - KIS MESHES  [Redundant “fy” B8589 —HEEA - KERME

[i2

HIBTE -

1C- VERTICAL ACCURACY

(A3) HU R — (@ 7 e ) TR RO bR » Adjuscd BN |t — o7 Wk T FIRRTS
oIS -
A7) TEAR - (e T —BEAREAE N usedas V FHT R  AOEE] —[BIRBE
7 - BRESRINT Bt - EFIBERURD - ..
1E - LEXICAL ACCURACY
Lexical: verb  [REAZ 1991 - RIEEHG - TA -

(A2)

PREETI  RETh - TA AET -
R ARG -

BEEEHET - A W REREE




(Ah st G TE IR BB (Efe 8 | [Lexical: e A RRRT e R

BB KENEE - preposition Bl AR R E R (S
g -

(Ad) SR R e DL IMERE B X AEF & 1o - 43 [Lexical: e B RS RO e

B ADRKEIES . preposition gL iSRS RELNE
B

(A3) TR SR (B T S B AR P diey [Lexical: BRI FEWEETEHES

/NS T IR B preposition PSPPI [ E BT
LRSS -

(A6) MBOTRHEE - Tl ARk - g |Lexical WEHMBERXE - Bl 28
IR SO SEETH] - THYTREETES - 4O [comparative K EEAIEN G200 A ST H -
—IBEMMNES - TE 05 AR TR « 10— E fr Rk
% BRUEASIENSE - P R Ot ARERE & 5

BREATVEHNZE -

(A6) BRFRORE—EERNREELR LE  |Lexicaladverb  [[BERFRMIB—EERNIES
+ - TN S — i RERRE EE LR - RTE UG
15 - H—RRIBRE L -

(A% TF(EEFRRZ 6 - — @ o] BIREYE FAER [Lexical verb T (EERER . ] - — B~ a] B
IHFIBEE - RiE - BRI ETRTERIRATER - BB - R

24787

(A%) R BT R AW ERNEL - AL |Lexical: verb RO S AR AR
BIA I FTAEHEE - ST R T R R il - BRI A RS 1
HFMETEE e e st Fad ik va)

TR -

(A9) RPN E B AT+ AFFHE - F7KE |Lexical: verb BRI ERL - ATH

(R) TN RIFHEIAE  HiEeEE il - kISR - F A HRRY
BETERRS YR SRS B8 EHREY - BEEE
B BMEPRELTTE - BB S m R - (B3

YR (A -

@Aan MBS T RIFERART - SRR |Lexical: verb S T iR e - el
BEARASR < EMES AT HEETREW LIS A B o4 9 ST AOMEARARRS - SEAIS N
R A T 15 A IR, -

(AT4) HRREHEREEES TR - FiFE |Lexical verb BR RS TR R H

(R) ESHEBEE - STH - HRHREGLRS

ﬁ .

(A13) BESE| TR - B MG - B E [Lexical: verb BTy - BRI NG  B
TEERIR. B ICEEA. .

(AT9) IS T N B RIAFER  BRAFER - |Levical B o I o o
B I E s preposition FER PR Ea®

(A26) R LBACER T TR ARE - ... |Lexical: classifier [fEEFIEEOLHE 7 —51508)

AR

2 - INTER-SENTENTIAL ACCLURACY

(Ad) AEE R B - (R LRIIBIG) [Structural: deviated [P mRAGch i B 21 - 1<ANIRIR
2B - BEMERELLLAFR T T4 - [construction T0EL - AB(PIRZRIE th bt LAGTHE T
AR AT REGT - Fdr - EHHARAEREES

T -
(A10) EE - BIREGE T B/ MUEE - 5] |Puncwation (-} |IEEE - RIMESET B/ 09

EERERFNER R - R - EARIE
I — AR

fed « TSRS B —R
K - Bt TR R0
BIPIIHES -

(A1) TR ETENR - REMOSNPE LED
BMEUFOEARE - N EHEEFUCER
B BOMEEHRMPE - Rl - 5K
ATERMERITE - B

Punctuation { » )

EFHATENE  REWEY
B - EUSBRBITEALE - R
HEXFHBRR - RONGR%
BHE I - S - SRR
BIRITE . BHE. ..

(A13) B IS e BERE MR LA T F5 S5 ey T
AR EMY) - HE R IRUEEIRIAY)
E5% MR ECHG RN - bRbama T

Punctuation { )

[fegelzata s b Bl B
Sl E IR T AR A
Py A BRIEEIRA SR

Lt RIE iR IEE AR EREZE - i
H - ARBRREORREE -
(Al7) B - Bk RS FICHA T E - —F)] [Structural: phrase Vg - Sleb B4 FACERME T

BETARNETEREMMRRT...

% - B b —BLET wRATHE T




{Al8)

A R L (0 53 i BRI iR i5E - 7 RREA
o GG

Punctuation { - }

T chEA (R B FLAR BE thif
i - RN EKETE!

{A23)

S IBTT  E AR BRI R+ TGRS
BEA - NEELERLeE -

Structural: Pateern
misuse

WY R A T
)« MR - BEEL
ERUES -

(A24)

PBXEESERNAARITEL - BERM]
FERUER: - MR RERHE RS R4 &G

bl

Punctuation { - )

PO CBRE S BRI KL TE
£ EIERPEEAT - R
BEEMERCEG

3A - TEXTUAL COHERENCE AND REFERENCE

(Ad) HEHHEE - ARSI MEN - [Reference BEF 2 AE - BN BEY
(R) (HEE-FEE T - LB RITERE Mt - (HEEPET - B
- B R RAF—EEEM - ~@LY

_ 4% L3R -
(A33) 0 | FURARRAACHERSATIET ! {Reference: M | FRABEAEEERG

LA B E RSN - {EEHF AT
REFEE !

Personitication

ALPET! i Mg
FEEEMW - EEMEE RINEMREE

!

3B - TENSE, ASPECT AND MOOD

(A4) HAMMIHRE Y  (BEF—RE |Tense/Aspect HESARAHEER  HEE
FIBBTERIS MR - F—EREMROERT S
e
(AZ8) R AR AR FERFEIE  (Mood EREE SR AR R
H o fbPi e 2 B R E R R ! HEIER - (O rieEpe B
1B SASHE SR !
4 - PRESENTATION
(Al) e delak:pliity W i RaOmeImit. .
(Al) A HFEC  ERBOTRANER... |FBEEF WA IREIE C - RN
BEAX. ..
(A1) B RFEC  EERTRBIGER...  (FREAERF oFRE A2 - R R
FRd. ..
(A1) GERF - B REROsRiEY. FiERIF B R EREENRT..
{A2) Wrong Suokes L1ty
(A2) Wrong Strokes Rip
{A2) ERRIMEREEARNAE  BR—E |FREIEF HERINZEHEARNA
TEEH [ - PR —FE TERERTRAK, -
(Ad) FBUEA R T EREALEIR ? | FART HERE AR IR The T8
77 ?
(A2) [BERECHBRY  FARGARESY - | FiERF {BESFEESD  EkEE
WA AR BT EFESE - ER) - #E = AT E
TS
(A3) MMEREERAR - FARREYA  |BHERF HIE#EIFE R - TRER
HEAMERHE - BN - EFHAMERETEX -
{A3) Ii—8 - B3 E2fi - BERF F—8 - f—i5  LEHR -
[{Ad} Wrong Strokes —BIRE
{Ad) WA AR R HER S L - T | BREERE IPAGART Y T AR YRR
HKRACHERENEE - £ & - R REARREENHE
8-
{Ad) LRS- AAFE—PLEE RIS (BEF ELREN S8 B-PLERE
{Ad) fodke-+- el bHREEETNE |[FREINF {LeEG-+H &R - (hHE R,
H- TR -
(A6) Wrong Strokes PEAZ
(A6) Wrong Suokes e
(A8) EPYHEREE - BIIENY - HE—RE [Puncuation () |(PTEAARED < RIUEG - B

THEROF CHOEIEHEEE - BT
AUALHETE - AHIRESES - ABC -0
ERAE-XBENO -

F—RIPET W ROEET © ATHAT
R - BT WA CAET
2 HYIREA - BRI - 0E

BAE—EEENY




(AB) Wrong Strokes A
{(A6) Wrong Strokes i
{(AG) — YIRS AT - KRR |FERlF — YA R R - Kt
BRET - BAERTERET -
(AB) HEH —FEAFNNEE - HRRET [FRARHF FRE— i R HMeIRTL - 1
B EEH R - HRETHITWERTR -
{A3) REH —EEATHORI - REET (FRAEHF BEE| — MR AT R - 15
PG R - BRETHERIEEA -
(A8) Wrong Strokes SRR,
(A8) Wrong Strokes b=
(A9) R MEZ L BRI -ANER - 2R |FREIRF EREMEZ L BE—AER
BREE R - . RiA =R
(A9) BEREARG Y - 518 - NS |RiERIFE EREFRE LS - #i58 -
FHE - L HeyE L+ TH - .
(A9) KA - #AF TR R a2 EE (FRELME (RESRE  BFErRERE
... - TIAREHTIR - .
(A9) WHE—EEEE ALY - FiEHIF WHE—(EREIE AL -
(A10) T — BT ER R - FRERRFE  |ZEd—ETEEReTEE
(AID) BRI FEiTRIF R
(A1D) HEfEEE Ny THE,- RAERF B EMBEIRERE "THE -
(A10) Wrong Strokes i
(ALQ) Wrong Strokes BATE
(AL E BT O B ECRHEE TR, - | FERE PR U7 BR ey AR T 34
ARBR Y - FUSRTHEL - AERLR D -
{AlD) ShERESR B LREER - X [FRERIENF EthEREEEBeE FER
RRBLE TR AT RISE NI R 5 - SFEERR + RETEE AT RO
DEIERRSE -
Alny EEREEEYE LRREER - ' [FILAF At EHREEEON R LR
FREiE TR AT FORE R R & - FER - FRHEE FOHMETORE
INBERR -
(A12) FRIABEE SR R - FRARTRIF SERGRRE SEEERD
8 s
(al2) A HRRERERRPEY Tk, 8 - [FIAE ik A AR SRR E Y To%
IR RIZHEREE - DRRERE - Y ) 5 - (E{RIEHEIE AT -
S8 EERER -
(Al2) —EEEERIR AR AT R R TATRIER | FREERT — PR RIR IR AR AT
R FT - FAHREERRTG T
(Al2) Wrong Strokes ELH
(Al13) FHERESEN O - ARSE0HE |FEHF ERE R A EE - FHiR
ETH HERBETH
(Al3) it ey AR — IR S i F GEf TS LAt —TREREEAY
B
(A13) M@ thehmH— o T BT B9 - |FIERIF MEFBthBEE—E "FIE
I J B‘Jﬁf?fi °
(Al3) HZH R UBRER A - itinikE= HEMHRLEEESIEAM -
(A16) AP G EGHIER - RIRMERFHINE [ FREENE  (ABAEERER - REEHREA
ER - LIPS FHIMEER - HTUe .
(A7) B8 RIFEERT - ... FERIF B - IMEHERE -
(AlT) —HEEREE T T FZ R —EaREERARAER .
{ALT) Wi - HERERNRD - BENXES— [FRELNTF Al SRERED - B
MRS ZEG—BRE...
(Al9) Wrong Strokes 289
(AT9) SEE — IS R - AR A RS |EhIF S A
o kSRS - EAREE - KEHEZE -
(Al9) BEREHE RS - SEELRRGTERN  (ER RIS MRS AR - AT
K- TERA - .
(a19) LB ENTRNT - — X NHES® | BT TEIBMF IR IUAT  — KB
B FEECEREER - -HoHE LR AR B g e - G
TR -
(A20) IR - — I BiTAF B R
{AZl) HEEL AR TE - BRETE AR IERAR LN T RARIERE HEEL AU\ TE - BAAREEI A
SMPRL. TTERRR Lh BT,
(A22) Wrong Strokes 5Eag
(A23) Wrong Strokes 1 [




(A2} ARG - BRI R IRAETL - Bl— [FAERIF FEES - BB YR
RIS+ - MR RERRE - L. - [E—rse L - B EEIK
i -
(A23) TERSARIIERET - .. REERIF M AR T
(A23) HEBTUM 5 ATE—F - REERIF E‘EWT”E& A’F.@—ﬁ »
(A23) AE-FUNARBH TR TRE SR | FIERFE - By R BRI
- B R -
(A23) TEIEABRE - MERREREEIEE BRI TEATA RS - eI B R
e - EIEHE -
{A24) Bt b AT RUETIZ IR S T e | F R EIERFE 1O b A E S T
i S
(A24) Wrong Strokes '{g'JF
{A23) SAREDREREAS  AOEREE TRELT | BADEOEEREAR 58
2 RNREREEE mEERT  BREREER -
(A25) i MR & LB - FRARARIFE e FI7r S AR ME - ..
(A23) REFEENIE - EE&@MYQ?E HFiRIF HREIE%E  BChY B
FIREE - ERURTRER -
(AZ5) BERLS R RS - TR MBIE TR & -
[A28) Wrong Strokes iR
(AZR) FRIFENE - fTEEDY - AR F PHEEE - T -
(A29) Eholak (TR T ) HBEiE - EHOR S | FREERF Bk (FRRITT ) ML - @i
R T SEFR L BT B TSI -
(A29) BITBTIOM BRREE . FiRF HIEERIMN ERA RS -
(A29) Wrong Strokes i)
{A29) Wrong Strokes st
{A29) Wrong Strokes =2
(A30) FARIRT - B ETAP0E - RRMD - |BORANE  |[HeRSmREs  BaMpeE -
& EELE -
(A1) REGERNIEE - TRRERFE KREFE0HE -
{A34) Wrong Strokes a1
(A34) FHEPFRROEMEGIREENRE | [BARIF HEABEXRNEPREIERE
EHRE !
(A35) | FRARERF R
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Appendix 5 - A List of Incidences of Inaccuracy in L2
(English) Writings of H3 Subjects

1A - OMISSION

Single Incidence

Description

Suggestion

(BI) [ listened * the bird s song. Omission: I listened to the bird’s singing,

preposition

(Bl)y I could not think ~ any solutions. Omission: I could not think of any solutions.

preposition

{B2) f turned off the radio after listened * the Omission: I turned off the radio after
wearther report. preposition listening to the weather report

(B4) Before [ had my lunch. | had arrived  *~the |Omisston: Before 1 had my lunch. T had
top of the hitl. preposition arrived at the top of the hill.

(B4) On the way, there were many trees, birds, Omission: On the way, there were many
butterflies, * frogs. conjunction trees, birds, butterflies and frogs.

(B3) It rained more and more fiercely on my way {Omission: It rained more and more {iercely
10 ™ hospital, ' determiner on my way to the hospital,

(B6) We jumped into a bus in ® hurry. Omission We jumped into a bus in a hurry.

(B6) * Moment later, the sun reappeared, the warm|Omission: Some moment later, the sun
sunlight shined onto my face, f felt warm and (determiner reappeared. The warm suntight
calm. shone onto my face and [ felt

warm and calm,

(B7} ... iy mother disagreed ™ let him went. Omission: ..., his mother disagreed to let

preposition him go.

(B7) Butt on the half way 1o ~ destination, ... Omission: But on the half way (o the

determiner destination,...

(B7) But in * next morning after that day. ... Omission: But in the next moming....

determiner

(B9) I waited the suitable bus came and went to |Omission; 1 waited for the right bus and went
my home. preposition home.

(B10) But the sky suddenly became full of black Omission: verb But the sky suddenly became fult
clouds. lighting ~ in the sky and storm blown of black clouds. Lightning flashed
oul. ) in the sky and storms broke/

raged.

(BI1) How unfucky I wonld »! Omission: verb How untucky [ would be!

(B11) After I had arrived * the bus stop, ... Omission: ARer | had arrived at the bus

preposilion stop...

{(B12) ! seemed * a shume dog and hit by the heavy [Omisston: adverb |1 seemed like a shame dog and
rain, was hit by the heavy rain.

(B13) My friends agreed ™ my suggestion. Omission: My friends agreed to my

preposition supgestion,

(BI3)(R) Suddenly. some water * onto the ground. Omission: verb Suddenly, some water dropped

onto the ground.

(B13) We looked ™ our clothes one another. COmission: We looked at one ancther’s

preposition clothes.,

(Bl4) (R} I would like to bring an umbrella * the Omisston: I would like to bring an umbrella
Observatory said it will rain today. canjunction because the Observatory said it

would rain today.

(B14) The kot sun came owi again, and helped me  |Omission: The hot sun came out again, and
to dry up my clothes, and * air-conditioned  |determiner helped me to dry up my clothes,
bus carme and | got on the bus. and an air-conditioned bus came

and [ got on the bus.

(B15}) After ” few days, .. Omussion: After 2 few days,...

determiner

(B16) Then light from the sky disappeared. instead. (0Omission: Then the tight from the sky
the sky was full of dark clouds, clouds were  [determiner dimmed. Instead. the sky was full
dark enough to blocked my sight. of dark ctouds, which were dark

enough to atTect my sight.

(B16) (R) Some people ran, even the dog ™. Omission: verb Some people were running, so did

the dog.

(B20) The sun was hidden by black clouds, ft Omussion: adverb  [The sun was hidden by black
seemed to rain ™. clouds. It seemed to rain soon.

(B20} 1 got wet and dirty all * the bod)y. Omission: [ got wet and dirty alt over the

preposition body.

(B20) Therefore, | tried to go * another place, but | [Omission: Therefore, Ttried to go to another
was unsuccessful, preposition place, but | was unsuccessful.

(B27) At least, we can ™ swimming, can’t we? Omission: verb At least, we can go swimming,

can’t we?




(B30} On 67 July last year, ... Omission: On the 67 of July last year
determiner
(B33 No one had * umbrella, neither have 1. Omission: No one had an umbrella, neither
determiner did L.
(D34) [ and my clussmate decided to run 10 the Omission: My classmate and I decided 1o run
shopping centre to shelier * the rain. preposition to the shopping centre o shelter
from the rain.
(B34) 1 found that | had a bad headache. so {went |Omission: | found that [ had a bad headache,
to see the doctor * next day. determiner so | went to sec the doctor the

next day.

1B - REDUNDANCY

It helps me to dry the clothes,

(BI) It help me 10 ges dry the clothes. Redundant verb
(B2) f saw that the sky was furning to black. Redundant I saw that the sky was turning
. preposilion black.

(B2) The rain was s heavier time (o lime. Redundant adverb | The rain was getling heavier.

(B2) 1 was angerily about the weather forecast’s  |Redundant noun |l was angry that the weather
woaltherreport was nol Irue. forecast was not true.

(Bd) The event happened on Friday, Ou-chaiday. |Redundant phrase {The event happened on Friday. It
it was a sunny day. was a sunny day.

(B3} The.doctor told me, “the operation have been |Redundant The doctor me, “the operation was
very successful, but your mother had 1o rest | preposition very successful, but your mother

or two week i there.” has to rest for two weeks there,”

(B7) But in next morning afterthadday .. Redundant phrase |But in the next moming...

(B7) And I also had a headache and sore-throat  |Redundant I also had a headache, sore-throat
and fever. This made me couldn't go to determiner and fever. This made me couldn’t
school and stayed at 4w bed for a weak. go 1o school and stayed at the bed

for a week.

(B9) { saw that the sky was turning e black. Redundant | saw that the sky was turning

preposition black.

(B9} I werited the suitable bus canss gred went 1o Redundant verb 1 waited for the right bus and went
my home. home.

(B10) I ran as fast as f could, everyone on the street |[Redundant [ ran as tast as [ could and
ran away 10o. preposition everyone on the streel was

running too.

{B13) Although I changed my clothes immediately. |Redundant Although [ changed my clothes
But | still had a bad cold. conjunctign immediately, [ still had a bad cold.

{(BI13) The rain was slow and light. So we saill Redundant adverb | The rain was slow and light. Se
played the basketball sxiginally. we still played the game,

(B19) At that time. | felr very sad that swhy tw God  {Redundant At that time, I felt very sad that
punished me, why, determiner why God punished me.

(BZ1) We went downsiairs of the mall and w4 came JRedundant subject |We went downstairs of the mall
to a bus stop because | want 1o luke her and came to a bus stop because [
home. But we waited it for a long time. wanted to take her home. But we

had waited it for a long time.

(B23) Although they were staying under the tree, Redundant Although we were staving under
bus our clothes and the belongings still got  |conjunction the tree, our clothes and the
wel. belongings still got wet.

{B24) { knew it was going o bs rain. Redundant verb [ knew it was going to rain,

{B27) When [ went back e home. ... Redundant When [ went back home, ...

preposition

{B29) When { ran towards e a resiaurant. ... Redundant When | ran towards a restaurant. ..

preposition

(B29) 1 realized that some people will made you Redundant I realized that some people witl
disappointed vwhen you meet an problems. preposition make you disappointed when you

meel problems.

{B33) The boys staried to light up the fire and the  |Redundant The boys started to light up Lhe
girls prepared fox the food. preposition fire and the girls prepared the

food.

1C - VERTICAL ACCURACY

I was always late lor school and

(Bn I atways lated for school and forgot 1o bring |Vertical: Adj used
books. as V forgot 1o bring books.
(B2) I was angerily abont the weather forecust’s | Vertical: Adv used [l was angry that the weather
weather report was not irue. as Adj lorccast was not true.
(B2) 1t was very noise. Vertical: N used as |1t was very noisy.
Adj
{B3) A moment later, it really rained and very Vertical: Adjused [A moment later, it really rained

heavy, just like some dogs and cats dropped
ront the sky:

as Adv

very heavily, just like some dogs
and cats dropping from the sky.




Since Ivy hated cloudy sky, she

(B8) Since Ivy hates clowd sky. she was quite Veruical: N used as
annayed at this gruesome scenery. Adj was quite annoyed at this
grucsome scencry.
(B10) The flowers became more showy and Yertical: Adj Comp|The flowers became more showy
everythings were clean. wrangly and everythings were clean,
constructed
(B10Y I wore my best clothes, my best socks and my |Ventical: N used as |1 wore my best clothes, my best
best shoes. Going 1o o puriy - the beauty Adj socks and my best shoes, going to
Phebe s birthday party. a party — the beautiful Phebe’s
birthday party.
(B11} I got a bad cold, and absent from schoof for a|Vertical: Adj used |i got a bad cold. and was absent
week. as V from school for a week.
(BI3} The clouds became darkness and the sun was [Vertical: N used as [The clouds became dark and the
not shine now. Adj sun was not shining now.
(B17) Some people luid under the coloured tents. | Vertical: AdjClass [Some people tay inside the
used as AdjQualit |colourful tents.
(B18) Then it lightning and thundering. Vertical: N used as [Then there was thunder and
A lightning.
(B21) When we were choosing some clothes in one  Vertical: plural N IWhen we were choosing some
of the shop on that street, ... clothes in one of the shops on that
street,...
(B21) Vivian cried because she felt very pain. Vertical: N used as | Vivian cried because she felt very
’ Adj painful.
(B25) The rain fell liked waterfall. Vertical: V used as [The rain was falling like a
Adj walerfall.
(B29) I saw a piece of gray clouds floated towards | Vertical: Ppart used |1 saw a piece of gray clouds
abave me. as PrPan floating towards above me.
(B3(0) May had already been there, her face was full| Vertical: Adj used [May had already been there and
of impatient. as N her face was full of impatience,
(B3I It was a heavy raining. Vertical: V used as |It was a heavy rain.
N
(B32) ! did not go to visit my uncle since f caughr a [Vertical: Adj used |1 did not go to visit my uncle since
cold during escaped. | had to go home to take|as V 1 caught a cold during escape. [
a bath. had to go home 1o take a bath.
(B32) But the sky suddenly full of dark cloud. Vertical: Adj used [But the sky was suddenly fuli of
as V dark cloud.
{8312) Bui the sky suddenly full of dark cloud. Vertical: plural N |But the sky was suddenly full of
dark clouds.
(B34} ! caught a cold and had to rest for a few day. |Vertical: plural N [l caught a coid and had to rest for

a few days.

ID - LINEAR ACCURACY

disagreed let him went.

(B1) It help me to get dry the clothes. Linear: 5-V It helps me to dry the clothes.

agreement

(Bl 1 knew it would raining soon. Linear: v-form I knew it would rain soon.

(B1} Since there was many mosquitoes. it made myjLinear: number Since there were many
legs itch. agreement mosquitoes, they made my legs

itch.

(B4) When I was walking on the hill, [ caught in a |Linear: voice When [ was walking on the hill, |
heavy shower of rain. was caught in a heavy shower of

rain. :

{B5) The doctor told me, “the operation have been [Linear; number The doctor me, “the operation was
very successfid, but your mother had to rest  Jagreement very successful, but your mother
for hwo week in there.” has to rest for two weeks there.”

(B6) We located about 2 kilo aparr to where with |Linear; voice We were located about 2 kilo
roof. s0 we continuously ran forward and apart to where with roof, so we
much faster. continuously ran forward and

much {aster.

(B7) But Sam was refused. He said that he haven 't [Linear: voice But Sam refused. He said that he
| finished his homework yet, his mother hadn’t finished his homework yet
disagreed let him went, that his mother disagreed to let

him go.

(B7) The sky was begun to rain. Linear: voice The sky began (o rain.

(B7) The weather was 5o quickly to change from  [Linear: voice The weather quickly changed
bad to good, I thought the god may play a from bad to good. [ thought that
trick with me. God might have played a trick on

me..

(B But Sam was refused. He said that e haven 't |Linear: §-V But Sam refused. He said that he
\finished his homework yet, his mother agreement hadn’t finished his homework yet

that his mother disagreed 1o let
him go.
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(B8) Strice we were neighbourhoods, fhas fell in |Linear: §-V Since we were neighbourhoods, |
love with her agrecment has fallen in love with her.

{B9) ! turned off the TV set. Since { have already  [Lingar: v-lorm 1 tumed ofF the TV set. Since |
to make an appoiniment with my friend. Tom, have atready made an

appointment with my {riend, Tom.

(B11) I would arrived at my destination soon. Linear: v-form I would arrive at my destination

soon.

(BI1} The most unlucky thing was my brand-new  [Linear: voice The most unlucky thing was that
camerd was oul of order, and failed to repair. my brand-new camera was out of

order, and couldn’t be repaired.

(B11) 1 seemed a shame dog and hit by the heavy  [Lincar: voice 1 seemed like a shame dog and
rain. was hit by the heavy rain.

(B12) She had to looked after me as | caught a cold.|Linear: v-form She had to look atter me as |

caught a cold.

(B13) (R} We laoked our clothes ore another. Lincar: voice We fooked at one another’s

clothes,

(B14) The sunshine is very good, you need not to |Lincar: infwnitive [ The sunshine is very good, you
bring the umbrelia. This made me to believe need not bring the umbrella, This
the weather forecast, made me believe the weather

forecast,

(Bl14) { will bring an umbrella 1o go out when the  |Linear: 8-V I will bring an umbrella to go out
Observatory forecast a rainy day. agreement when the Observatory forecasts a

rainy day.

(B15) The clouds was too white that like the milk Lincar: number The clouds were as white as milk.

agreement

(B13) We was still swimming. Linear: number We were still swimming,

agreement

(B13) The clouds became darkness and the sun was |Linear; v-form The ctouds became darkness and
not shine now. the sun was not shining now.

(B16) Mr. Sun was smiled at me, Linear: v-form Mr. Sun was smiling at me.

(B16) The sun hid and the wind brought me Linear: voice The sun was hidden and the wind
coolness. brought me coolness.

(B19) Fhe sky was cloudy so that [ couldn 't see the |Linear; word order |The sky was 50 cloudy that |
sun. couldn't see the sun.

(B20) I didn 't go te a shelter to wait for the rain Linear: v-form I didn't go to a shelter 10 watit for
stop because ! didn't wanted to missed the the rain stop because | didn’t want
exciting football match. to miss the exciting football

malch,

{B20) { didn't go to a shelter to wait for the rain Linear: infinitive  [I didn't go to a shelter to wait for
stop because ... (L1} the rain 10 stop because...

(B22) My clothes was very wet and the rain had Linear: number My clothes were very wet and the
stopped after a few minutes. It was sunny agreement rain had stopped after a few
again, minutes. It was sunny again.

(B23) I have learn that | will always bring an Linear: v-form F have leamed that | will always
wmbrella when I go out. bring an umbrella when [ go out.

(B29) 1 realized the some people will made you Linear: v-form [ realized the some people wiil
disappointed when you meer on problems, make you disappointed when you

meet on problems.

(B2%) The sun was shine and | waited. Linear: v-form The sun was shining and [ waited.

(B30} Only a few people was walking on the Linear: number Only a few people were walking
|pedestrian, they also didn 't have a raincoar... Jagreement on the pedestrian, they also didn’t

have a raincoat, ..

(B30} 1 had 1o went home... Linear: v-form I had 10 go home. ..

(B31) I didn’t brought my umbrella since I was in a |Linear; v-form [ dida't bring my umbrella since |
hurry. was tn a hurry.

(B33) The rain had last for 5 minues. Linear: v-form The rain had lasted for 5 minutes.

(B25) The thing we only conld do is "enjoyed the  |Linear: word order |[The only thing we could do is o
heavy rain, ... ‘enjoy’ the heavy rain,...

(B23) The thing we only could do is “enjoyed "the  |Lincar: infinitive  fThe thing we only could do was to
heavy rain, took a shower of rain and drank ‘enjoy the heavy rain, take a
rain. shower of rain and drink rain.

(B27) I suw the sun appeared aguin. Lincar: v-form | saw the sun appear again.

(B29) { couldn 't avoid “washed’ by the heavy rains. {Linear: voice 1 couldn’t avoid being “washed”

by the heavy rain. :

(B30} (R} 1 love the sunshine but hate the rain very Lincar; word order | love the sunshing but hate the
much, it often makes me wet because fdon 't rain very much, for the latter often
bring my umbrella when i leave my home the makes me wet because | don't
swun is shining. bring umbrella if the sun is

shining when [ leave home.

(B33) Our food couldn't eat anymore! Linear; voice Qur food couldn’t be eaten

anymore!




IE = LEXICAL ACCURACY

the bus stop.

{B1} The black clouds moved over. li discovered  [Lexical: verb ‘Fhe sky clouded over blocking the
the sunlight. ' sunlight.

(32) The rain was more heavier time to time Lexical: adverb The rain was getling heavier.

(B3)(R) After this time. [ put a umbrelia in my locker [Lexical: verb After then, | always put an
{0 prevent the sudden rain. umbrclla in my locker to get ready

for the sudden rain.

(B4) The destination was a hill after my house. Lexical: The desnnation was a hill behind

preposition my house.

(B4) {R) Before | saw my house, | saw a huge tree was |Lexical: verb Before | saw my house. | saw a
\fired. So [ must climb over the tree to come huge tree was on fire. So [ must
back my home. climb over the tree 10 go back my

home.

(Bd) Before I saw my house, | saw a huge tree was |Lexical: verb Before | saw my house, [ saw a
fired. So | must climb over the tree to come huge tree was on fire. So [ have 10
back my home. climb over the tree to go back my

: home,

(Bo) As our voice spoke louder and louder, ... Lexical: verb As our voice was louder and

louder, ...

(Bo6) We all felt that water fell unto our head and  [Lexical: We all felt that water was falling
clothes. preposition on our head and clothes.

(B6) We located about 2 kilo apart to where with |Lexical; We were located about 2 kilo
roof, so we continuausly ran forward and preposition apart from where with roof, so we
much faster. continuously ran forward and

much faster.

(B6) Gradually, the rainwater went into my T-shirt[Lexical: verb Gradually, the rainwater went into
and then my short, it even laid inside the my T-shirt and then my short. ht
shoes. even got into the shoes.

(B6) We jumped into a bus in hurry in order to Lexical: verb We jumped intg a bus in a hurry in
hasten home for a rest and laid in the bed, order to hasten home for arest

and lying on the bed.

(B&) Sitting on the seat. I felt sleepy with a cloudy |Lexical: ad) Sitting on the seat, 1 felt sleepy
sight. with a blurred sight.

{B7) The weather was so quickly 1o change from  |Lexical: The weather quickly changed
bad to good, [ thought the god may play a preposition from bad to good. [ thought that
trick with me. God might have played a trick on

me.

(B3) Ny and | were wandering along the park, Lexical: vy and | were wandering along
hand-by-hand. prepasition the park, hand-in-hand.

(B8) Some grey, gloomy clouds were gradually  |Lexical: Some grey, gloomy clouds were
gathering together with a quick speed, preposition gradually gathering togcther at a

quick speed.

{BB) The drops that fell onto my face were Lexical: adv The drops that fell onto my face
becoming lesser and lesser. were becoming less and less.

(B9} [waited the suitable bus came, Lexical: ad) | waited for the right bus,

(B10) But the sky suddenly became fulf of black Lexical: verb But the sky suddenly became full
clonds, lighiing in the sky and storm blown of black clouds. Lightning Rashed
out. in the sky and storms broke/

o raged.

(BIE) 1 got a bad cold, and absent for school for  {Lexical; I got a bad cold, and was absent
school for a week! preposition from school for a week.

(B12) Every mothers should have most of the power.|Lexical: noun Every mother should have most of
no need to do anything in the flai. the power, having no need to do

T anything at home.

(B13) (R} That deay was a shiny day. Lexical: adj That day was a sunny day,

(B13) { me: a friend to swim at a beach. Lexical: verb I went to swim at a beach with a

friend.

(Bl3) We wore the swim-iranks and went 1o swim,  |Lexical: noun We wore the swimming suits and

Tt went (o swim.

(B13) My friend said that the sky would be good Lexical: noun My friend said that the weather
again. would be good again.

{B16) I increased my walking speed, Lexicat; verb 1 walked more quickly.

(B16) it was such a heavy shower of rain that wet  |Lexical: verb It was such a heavy shower of rain
through my whole body and suffered me a that my whole body was all wet
bad cold. and [ got a bad cold.

(BI7 Some people laid under the coloured tents |Lexical: verb Some people lay inside the

T colourful tents.

(B24) The rain pretended to become smaller. Lexical: verb The rain seemed to become

smaller.

(B24) I need io go in the several minutes walk 1o |Lexical: verb I need to take the several minutes’

walk to the bus stop.




(1326} The drains and puddies were covered hy Lexical: The drains and puddles were
water and a lot of trash and things flew preposition covered with water and a fot of
everywhere. trash and things Noating

cverywhere,

{B26) The drains and puddies were covered by Lexical: verb The drains and puddies were
water and a lot of trash and things flew covered with water and a [ot of
everywhere. trash and things floating

everywhere.

(B29) fdressed on a beautiful new skirt and did not | Lexical: verb I put on a beautiful new skirt and
take any care about the weather. did not care about the weather.

(B30) I fels happy about ihe sioppage of rainfull. | Lexical: verb t feluhappy about the stopping of

rainfall.

(B30) ! was iroubled by my moisiened clothes. Lexical: ad) [ was troubled by my soaked

clothes,

(B31) { had 1o have a journey surrounded by rain |Lexical: | had to have a journey under the

preposition rain.

(B11) When I was walking along the road, a bike  |Lexical: When | was walking along the
ran forwards me. preposition road, a bike ran towards me.

(B34) There wvas no raxi everywhere. Lexical: adv There was no taxi anywhere.

(B33) (R) It was sunny at the time I had no way out. Lexical: verb It was sunny when | did not go

out.

2 - INTRA-SENTENTIAL ACCURACY

(B2) Summer, which is a season that | hate most.  |Structural: Summer is a season that | hate
That day which was a summer day. so [ did  |relativization most.
not bring my umbreifa. That day was a summer day, 50 |

: did not bring my umbrella,

{B2) On the street, I saw that the sky was turning  |Structural: Walking on the street, [ saw that
to black. Participle Phrase  [the sky was tuming to black.

(B2) My body was very wet, ~ I felr very Comma splice My body was very wet, and [ felt
uncomfortable. very uncomforable,

(B2) A moment later, it really rained and very Structural A moment later, it really rained
heavy. just like some dogs and cars dropped very heavily, just like some cats
[from the sky. and dogs dropping from the sky.

(B2) I got to hospital, with an extremely wet body  |Structural: I got to hospital, with an
fike fust had had a shower. Participle Phrase  |extremely wet body like just

having had a shower.

(B3) The hospital told me that she was ina very  [Comma splice The hospital told me that she was
dangerous situation, f must went (o the in a very dangerous situation. [
hospital immediately must go o the hospital

immediately,

(B6) Moment later, the sun reappeared, the warm iComma splice Some moment later. the sun
sunlight shined onto my face. © 1 felt warm reappeared. The warm sunlight
and calm. shone onto my face and 1 felt

warm and calm.

(B6) Gradually. the rainwaler went into my T-shirt [Comma splice Gradually, the rainwaler went into
and then my shert, it even laid inside the my T-shirt and then my short. it
shoes. even got into the shoes.

(B6) The heavy rain come suddenly, so no one had |Structural: The heavy rain come suddenly, so
|orepared anything before set ou. Participle Phrase  |no one had prepared anything

T before setting out,

(B9) f turned of fthe T¥set. Since I have already |Period splice I tumed oft the TV set, since |
to make an appointment with myfiiend, Tom. have already made an appointment

with my friend, Tom.

(B10) [ ran as fast as I could, ™ everyone on the Comma splice I ran as fast as | could and
sireet ran away 1oo. everyone on the street was running

t00.

{B10} But the sky suddenly became filll of black Comma splice But the sky suddenly became fuil
clowds, lightning in the sky and storm blown of black clouds. Lightning flashed
out. in the sky and storms broke/

raged.

(B11) After waiting for the bus for half an hour. I |Period splice ARer waiting for the bus for half
everiually got on it an hour, [ eventually got on it

(BI1} The most unlucky thing was _my brand-new [Structural: 'The most unlucky thing was that

camera was out of order, and failed to repair,

Subordinate phrasc

my brand-new camera was out of
order, and coutdn’t be repaired.
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Every mother should have most of

([312) Every morirers should have most of the power. [Structural;

no need 1o do anything in the flul. Participle Phrase  |the power, having no need to do
T anything at home.

(B13) Although I changed my clothes immediately.  [Period splice Although i changed my clothes
But I still had o bad cold immediately, | still had a bad cold.

(B135) There was becoming cold and the wind blew  |Structural: zero [t was becoming cold and the wind
rowards us strongly. subject blcw towards us strongly.

(B13) The clouds was too white that like the mitk. [Structural: sentence | The clouds were as white as milk.

pattemns {L.§)

(B15) The sun wus shine enough for us to wear Structural: sentence | The sun was so bright that we had
sunglasses, pattems to wear sunglasses,

(B18}) I still ran to my friend's home quickly, after  |Comma splice | was still running to my friend's
ten mirutes. | ran to my friend’s home, but my home quickly. After ten minutes, 1
clothes were very wet. arrived at her home, but my

clothes were very wet.

(B18) Before [ went 1o her home, | opened the Structural: Before [ went to her home, 1
window and saw it was a sunny day so f subordinate phrase [opened the window and saw that it
didn’t bring my umbrellu. was a sunny day so | didn’t bring

my umbrella,

(B21) We quickly went into the shop in order o Structural; We quickly went into the shop in
avoid the raining water made our clothes wet (Participle phrase  |order to avoid the raining water

(L1} from making our clothes wet,

(B21) We were very worried aboud it would rain Structural We were very worried that it
again. would rain again,

(B25) Our whole bodies were very wel, liked just  |Structural: Our whole bodies were very wet,
came back from the swimming pool. Participle Phrase  like just coming back from the

swimming pool.

(B23) (R) Orur shirts, trousers. socks. all were wet seems|Structural: Our shirts, trousers, socks, all
could squeeze water from them. Subordinate clause |were wet that it seemed that water

(L) could be squeezed from them.

(B32) { saw a woman brought a fan, Structural; I saw a woman bringing a fan,

Pantciple Phrase

(B32) However, everyone thought thas there would  |Structural: zero However, everyone thought that it
be sunny again, subject would be sunny again.

(832) I did not go 10 visit my uncle since I caught a [Comma splice I did not go to visit my uncle since
cold during escaped. I had to go home 10 take I caught a cold during escape. 1
a bath. had to go home (0 take a bath.

(B32) They carried on to wander the street incitded |Structural: They carried on to wander the

me. Participle Phrase

street including me,

3A - TEXTUAL COHERENCE AND REFERENCE

(B3}

But I felt * interesting of running in the rain. ["1t" omission

But | felu it interesting of running
in the rain.

{B3)

At this time, the doctors came aut of the
aperation room, with my mother lay on the
bed.

Wrong reference

At that time, the doctors came out
of the operation room, with my
maother lying on the bed.

(B3}

wel,

Although they were staying under the tree, Anaphoric
but our clothes and the belongings still gor  |confusion

Although we were staying under
the tree, but our clothes and the
belongings stilf got wet.

(B26)

The weather became very bad and * rained | Anaphoric
heavily with thunder and lightning, confusion

The weather became very bad and
it was raining heavily with
thunder and lightning,

(B30)

FHove the sunshine bt hate the rain very
much, it gften makes me wet ...

Undefined referent

I love the sunshine but hate the
rain very much, The rain often

makes me wet. ..

3B - TENSE, ASPECT & MOOQD

8n

very good,

Before [ staried the journey, the weather is  [Tense Error

Before [ started the journcey, the
weather was very good.

(B2)

{ turned off the radio after listened 1he
weather report.

Aspect Error

I turned of¥f the radio afler
listening to the weather report.

(83)

A moment later. it really rained and very
heavy, just like some dogs and cats dropped
| from the sky.

Aspect Error

A moment later, it really rained
and very heavy, just like some
dogs and cats dropping from the
sky.

At this time, the doctors came out of the
operation room. with my mother lay on the
bed.

Aspect Ermor

At this time, the doctors came out
of the operation room, with my
mother lying on the bed.
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‘Tense Error

The doctor me, “the operation was

celebration.

{115) The doctor told me. "the operation have been
very successful, bus your mother had to rest very successful, but your mother
\for two week in there " has to rest for two weeks there,”

{B6) The heavy rain come suddenly. so no one had | Tense Error The heavy rain came suddenly, so
prepared anything befare sel out. no one had prepared anything

before setting out.

{B6) Al the very beginning. since the sun shined  |Aspect Error At the very beginning, since the
brightly as well as the weather report said sun was shining brightly and the
that the weather will be very well... weather repont said that the

weather would be very well. ..

(B6) We all felt that water fell unto our head and | Aspect Error We all Telt that water was falling
clothes. unto our head and clothes.

{(B7) But Sam was refused, He said that he haven 't | Tense Error But Sam was refused. He said that
\finished his homework. he hadn't finished his homework,

(BT) The weather was so quickly to change from  |Tense Error The weather quickly changed
had to good, | thought that the god may play from bad to good. | though that
a trick with me. God might have played a trick on

me.

(B8) Since Ivy hates cloud sky. she was quite Tense Error Since lvy hated cloud sky, she
annoyed. was quite annoyed.

(B9) So ! ran along the bridge very fast. And | Tense Error So | ran aleng the bridge very fast.
\found that there are a bus stop luckily. Luckily, I found that there was a

bus stop.

(B9} However. | get ill. And | take a rest for 2 Tense Error However, [ gotill. And [ took a
days. rest for 2 days.

(B10) The sky was clean and the sun shone brightly. | Aspect Error The sky was clear and the sun was

shining brightly.

(B10) I ran as fast as I could, everyone on the streei{Aspect Error 1 ran as fast as ] could and
ran away (0. everyone on the street was

running too.

(B14) { would like to bring an umbrella the Tense Error I would like to bring an umbrella
Observarory said it will rain today. because the Observatory said it

would rain today.

(B13) There was becoming cold and the wind blew |Aspect Error [t was becoming cold and the
towards us strongly, wind was blowing towards us

strongly.

(B13) I am very regreted that why [ don't refuse my |Tense Error T am very regretied that why |
[friend s request. didn’t refuse my friend’s request.

(BL7) Some people ran. even the dog. Tense Error Some people were running, so did

the dog.

(B18) The rain fell like a big waterfall, Aspect Error The rain was falling like a big

waterfall.

(B19) Plenty of raindrops fall on my head Tense Error Plenty ot raindrops were falling

on my head.

(B19) Everything was good again. just like nothing |Tense Error Everything was good again, as if
happened. nothing had happened.

(B19) A car passed and splash water anto my Tense Error A car passed and splashed water
clothes. onto my clothes.

(B21) We went dovwnstairs of the mall and we came |Tense Error We went downstairs of the mall
fo a bus stop because { wani to take her and came to a bus stop because |
home. But we waited it for a fong time. wanied to take her home. But we

had waited it for a long time.

{B21) Then we get into a taxi and went home. Tense Error Then we got into a taxi and went

home.

(B24) My mother wonder what happened to me. Tense Error My mother was wondering what

had happened to me.

(B24) It's such a heavy rain that { haven't seen Tense Error It's such a heavy rain that | hadn't
before. seen before.

(B23) The rain fell liked waterfall - Aspect Ertor The rain was falling like a

B waterfall.

{B23) The thing we only could do is ‘enjoyed ' the  |Tense Error The thing we only could do was to
heavy rain, took a shower o]’ “rain and drank ‘enjoy” the heavy rain, take a
rain, shower of rain and drink rain.

(B23) Yesterday. the weather seems fine. Tense Error Yesterday. the weather seemed

fine.

(B26) The weather became very bad and rained Tense Ervor The weather became very bad and
heavily. R it was raining heavily.

{B28) It didn’t move and its eyes didn 't open. It dies| Tense Emmor It didn 't move and ils cyes didn’t
after the heavy rain. open. It died afier the heavy rain.

(B29) I woke up at 10 and having a bath in the bath | Aspect Error I'woke up at 10 am and had a bath
furb, in the bath tub.

{B29) e wem home soon and haven't any Tense Error We went homie soon and hadr’t

any celebration.
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Al the same time, | heard many

{B2v) At the same time [ heard many people Aspect Error
screamed. people screaming,

(B30) { appreciated the sky and some clouds. Tense Error | appreciated the sky and some
Suddenly the sky turns cloudy. clouds. Suddenly the sky tuneds

cloudy,

{B3i2) Vo one had umbrella, neither have | Tense Error No one had an umbrella, neither

did L.

(B33) We alf ran to the kiosk us fast as we can, Tense Error We all ran to the kiosk as fast as

we could.

{B34) Our body was wet although we run very fast. |Tense Error Qur body was wet although we

had been running very fasi.

(B34) We found that all our clothes. socks and Tense Emor We found that all our clothes,
shoes are full of waier. socks and shoes were full of

water.

(B33 [ kntew it was raining as more and more warer| Tense Error | knew it was raining as more and
dropped. more water was dropping.

4 - PRESENTATION

(B1}) i the beinging. ... Spelling At the beginning....

(Bl) No indentation

(B2)  head the thunder. .. Spelling [ heard the thunder, ..

(B2} ! also saw the lighining. It was a fresh light. |Homonymn [ also saw the lightning. It was a

flash light.

(B7) lAnd I also had o headache and sore-throat |Homonymn | also had a headache, sore-throat
and fever. This made me couldn 't go 10 school and fever. So { couldn’t go to
and stayed at the bed for a weak. school and stayed at bed fora

week.

(Bi7) I am very regreed why .., ] Spelling | am very regretted that. ..

(B19) ! quickly used the hand-drier 1o dry the Spelling 1 quickly used the hand-dryer to
cloihes. dry the clothes,

(B21) Vivian had boughi of pair of glasses... Spelling Vivian had bought one pair of

plasses.

(B24) On my way to the library. there were On my way to the library, there
sunshines. they shine on me. was sunshine shining on me.

(B25) lAfter we had finished out lunch .. Spelling After we had finished our lunch. ..

(B23) Our shirts. toursers. socks... Spelling Our shirts, trousers. socks. ..

(B27) How can we swim under such bad wheither?  {Homonymn How can we swim under such a

bad weather?
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Appendix 6 — A List of Incidences of Inaccuracy in L1
(English) Writings of M3 Subjects

1A - OMISSION

Single Incidence

Suggestions

n It would be * good experience for someone  [Omission: article |1t would be a good experience for
that can handle it, someone who can handle it.

(C3 My first friend, Marco. works » nights and ~ {Omission; My first friend, Marco, works at
week-ends * 3:30 to [0:30 pm and his overall [preposition nights and in week-ends, from
average is a 92%, 5:30 10 10:30 pm and his overall

. average is 92%.

(C5) My first friend, Marco, works ~ nights and ~ [Omission: My first friend, Marco, works at
week-ends * 5:30 to 10:30 pm and his overall |preposition nights and in week-ends, from
average is 2 92%. 5:30 to 10:30 pm and his overall

average is 92%.

(C3) My first friend. Marco, works “ nights and  [Omission: My first friend, Marco, works at
week-ends ” 5:30 10 10:30 pm and his overall [preposition nights and in weck-ends, from
average is a 92%. 5:30 to 10:30 pm and his overall

average is 92%.

[(83) It’s ~ good experience for teenagers to have a [Omission: article [It's a good experience for
part time job... teenagers to have a part time

lieb...

(CI1) Do you think you can juggfe ® school work  [Omission: Do you think you can juggle with
and a part-time job at the same time? preposition school work and a part-time job at

the same lime?

(Cl14) Somne people think that pant-time jobs and Omission: noun Some people think that part-time

school aren’t a good mix. | support this " in
some cases and not in others.

ljobs and school aren’t a good mix.
1 support this notion in some cascs

and not in others.

1B - REDUNDANCY

(C3) I have a part time job and it does not interven Redundant: I have a part time job and it does
with my school work. Preposition not intervene my school work.

(C5) My fiest friend. Marco, works nights and Redundant: article My first triend, Marco, works at
week-ends 5:30 to 10:30 pm and his overall nights and in week-ends, from
average is a 92%, 3:30 to 10:30 pn1 and his overall

average is 92%.

(Cln I work every Sunday at my local svnagogue  [Redundant: i work every Sunday at my local
and yet | am able to complete all of my Preposition synagogue and yet [ am able to
homework. complete all my homework.

(C12) +o-me my pemseasd opinion is that you job Redundant; phrase [My opinion is that you job should
should never interfere with your very never interfere with your very
impontant and essential school work. important and essential school

work.

(C1y 1 am writing on behatbef the subjectof Redundant: phrase (I am writing on the subject of
teenagers and parttime jobs, do they affect teenagers and part-time jobs that if]
our success in school. they affect our success in school.

(CI19) In my opinion, Heslthat parttime jobs only  |Redundant: phrase [In my opinion, part time jobs onfy
put stress on teenagers. add stress on teenagers.

(C20) It's very hard to concentrate because of you  [Redundant; It’s very hard to concentrate
are always disrupted with work and school at |preposition becausc you are always tomn

the same moment.

between work and school at the
sarmne moment.

1C - VERTICAL ACCURACY

(€8)

When are people going to live their life slow
and not rush into the working world?

Vertical: Adj used
as Adv

When are people going to live
their life slowly and not rush into
the working world?

(C10)

For the simple reason that they are already
too preocupied with friends, school, family
and any other curriculas activiry ...

Vertical; Plural N

For the simple reason that they are
already 100 preoccupied with
friends. school, famtly and many
other curricular activities ...

(C10)

1 find it a shame that student can throw away

their lives just for a couple of dollars.

Vertical: Plural N

[ find it a shame that students can
throw away their fives just for a

couple ot dollars.
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c

[ think that part-time jobs do not endanger
student's mark,

Vertical: Plural N

I think that pan-time jobs do not
endanger student's marks.

(C16)

I feel that kid should not work pant time while
going 1o high school because they don’t eat
properly or study propeely.

Vertical: Plural N

I feel that Kids should not work
part time while going to high
school because they don't eat
properly or study properly.

(C18)

Recent studics show that part-time jobs do
have a negative effect on student’s health.

Vertical: Plural N

recent studies show that part-time
ljobs do have a negative effect on
students” health.

(C20)

Today there are more and more parent’s that
are worried about their child's education
because of their part time jobs.

Vertical: plural N

Today there are more and more
parents who are worried about
their children’s education because
of their part time jobs.

1D ~ LINEAR ACCURACY

you're a teenager only once in our life & you
have the rest of it to make and budget it.

(€T If the teen can't oblige by a simple Linear: voice If the teen can't be obliged by 2
understanding like the one stated above than simple understanding like the one
again it’s up to the parents o take the stated above, then again it's up to
responsibility. .. the parents [ take the

responsibility. ..

(CI1) Every person has thier own personal thoughts |Linear: S-V Everyone has their own personal
on the subject; “does pan-time jobs endanger |agreement thoughts on the subject: “do part-
high school students marks™. time jobs endanger high school

students marks”,

(CI5} ttis only incomect if the students wants to  [Linear: 5-V Itis only incorrect if the students
have a good education and get a good job.  |agreement want to have a good education and

get a good job.

(C16) It also stop kids form concentrating in school [Linear: 5-V It also stops kids from
because they are remembering how hungry  |agreement concentrating in school because
they are. they are remembering how hungry

they are.

(CIT Also getone ifit's only necessary because  |Lincar: word order {Also you should get one only if

it's necessary because you're a
teenager only once in our fife and
you have the rest of your life to

make money and budget it.

1E - LEXICAL ACCURACY

(C2) It takes so much work 1o get on the Lexical: It takes so much work to get into
international team. preposition the international team.

(C4) In conclusion. if the person decides to have a [Lexicai: In conclusion, if a person decides
part time job, loose sleep and be cranky all  [determiner to have a part time job, lose sleep
day at school it’s hissher choice. and be cranky all day at schooel it's

his/her choice.

(C8) A lot of parenis and teachers think that part  [Lexical: verb A lot of parents and teachers think
time jobs are a very bad effect on their work. that pari ime jobs have a very bad

effect on the students’ work,

(CI1) Every person has thier own personat thoughts |Lexical: Everyone has their own personal
on the subject: “does part-time jobs endanger |subject thoughts on the subject: “do pan-
high schoot students marks™. time jobs endanger high schoo!

students” marks™.

(Cl6) It also stop kids form concentrating in school [Lexical: it also stops kids from
because they are remembering how hungry  |preposition concentrating at school because
they are. they are remembering how hungry

they are,

(C19) Firstly, between friends, hobbies and school, [Lexical: Firstly, among friends, hobbies
a teenager's schedule is already hectic. preposition and school, a teenager’s schedule

is already hectic.

2 - INTRA-SENTENTIAL ACCURACY

(C1) I think that students that have part time jobs  [Structural: [ think that students who have part
should be ... subordination time jobs should be...

(C1}(R) I think that having a part time job all depends |Structural: I think that having a part time job
on which Kid wants to have one. subordination or not all depends on why kids

want (o have one.

(C9) There are lots of teachers that are tired of Structural: There are lots of teachers who are
their students not doing their homework...  |subordination tired of their students not doing

their homework. ..
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| deliver papers once a week, and [

i I deliver papers once a week, but | also play  [Structural:
football 4 to § times a week. [t's the same as |coordination also play football 4 to 5 times a
if [ worked. week. [t's the same as if ] worked.

(Cl13) Many people wonder "do part-time jobs Structural: reported |Many people wonder if “part-time
affect students from passing™? speech jobs affect students from passing”.

(C16) Kid have to ask themselves is money worth  [Structural: Kids have to ask themselves if
my education. speech money worth my education,

(C1n I have very mixed thought about this subject. |Structural: [ have very mixed though about
Think teenagers should and shouldnt have  |speech this subject that whether teenagers
part lime jobs. should or shouldn't have part time

jobs.

{CID) ... he/she should think about the outcome in  [Structural: ... he/she shoutd think about the
the end Will it be positive or negative, speech outcome in the end whether it

would be positive or negative.

(Ci8) Big Macs and chips slant passing as lunch and [Structural: Big Macs and chips start passing
supper more and more frequenty, * not speech as lunch and supper more and
exactly healthy ealing. more frequently, which is not

exactly healthy eating.

(C19) [ am writing on behalf of the subject of Structural: I am writing on the subject of
teenagers and parttime jobs, do they affect  |speech teenagers and parttime jobs that if
our success in school. they affect our success in school,

(C20) i know that it gives cash but wouldn'tyou  [Structural: reported ff know that it gives cash but if you
after leave at 16 instead of 18. speech/ would rather leave (school) at 16

punctuation instead of 18§.
(C20y Today there are more and more parent’s that [Structural: ‘Today there are more and more

because of their pan time jobs,

are worried about their child's education subordination

parents who are worried about
their children's education because

of their part time jobs.

3B - TENSE, ASPECT & MOOD

(ClH) My brother use 1o work 3 nights a week and  |Tense Error My brother used to work 3 nights
was unable to keep up with all his school a week and was unable to keep up
work. with all his school work.

{C19) [ am writing on behaif of the subject of Mood Error I am writing on the subject of

teenagers and parttime jobs, do they affect
our success in school.

teenagers and part-time jobs that if]
the latter would affect our success
in school.

4 - PRESENTATION

(C2)

miltenium.

Sooner of later, we will have the game of the [Spelting

Sooner or later, we will have the
game of the millenium.

(C2)

will see who's sport it is.

When the puck is droped at center ice, we Spelling

When the puck is dropped at
center ice, we will see whose sport
iLis.

()

When the puck is droped at center ice, we Spelling:
will see who's sport it is. homophone

When the puck is dropped at
center ice, we will see whose sport
it is,

(€3)

liobs have a better chance in succeeding in life
than others who get spaled by their parents,

Personally, [ find that students with part ume [Spelling

Personally, I find that students
with part time jobs have a bener
chance in succeeding in life than
others who get spared by their
parents.

(C3)

feild .

This is very important in the educational Spethin

This is very important in the
educational field.

{C3)

out of line and mischevous.

A few adulls stereotype adolencences to be  [Spelling

A few adults slereotype
adolescents to be cut of line and
mischievous.

(c3)

out of line and mischevous.

A few adults stercotype adolencences to be  |Spelling

A few adults stereotype
adolescents to be out of line and
mischievous.

(C3}

to earn their money they would change their
point of view twards the youth of their
society.

If these adults were to see the students work  [Spelling

IF these adults were to sce the
students work to eam their money,
they would change their point of
view towards the youth of their
society.

((9%)]

situation you have 1o work for what you
want.

You want 10 suceed in life and that in any Spelling

You want to succeed in lite and
that in any sitwation you have to
work for what you want.
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proceeding topic.

(C4) I feel that it's also the responsibility of the Spelling I feel that it's also the
part time employe to check his time, responsibility of the part time

employee to check his time.

C4H I think that a part time job has it's pros and  [Spelling: I think that a part time job has its
cons. homophone pros and cons.

(C4) A con, is that you loose time (o sleep because [Spelling: A con is that you lose time o
they have to do homewaork at 10411 pm. homophone sleep because they have 1o do

homework at 10/11 pm.

(C3) I have a part time job and it does not interven |Spelling 1 have a part time job and it does
with my school work. not intervene my school work.

(C3) | mange to balance both. Spelling i manage to balance both,

(C5) I1'a student cannot balance both equaly... Spelling tf a student cannot balance both

equally. ..

(C3) They should give up their part time job and  [Spelling They should give up their pan
consintrat on their school work. time job and concentrate on their

) school work,

(C3) They are in‘a position were they should not — {Spelling They are in a position where they
have a part time job. should not have a part time job.

(Cé) I{ you’re responsible and capable to handle  [Speling: les If you're responsible and capable
school and homework and a job with all of  [congéniéras to handle school and homework
it's responabilities. .. and a job with all of their

responsibilities. ..

cn [t’s the parents responsibility fo be sure that  [Spelling It's the parents’ responsibility 10
the children ponder the fact that. .. be sure that the children ponder

the fact that...

(C7} If the teen can’t oblige by a simple Spelling: If the 1een can’t be obliged by a
understanding like the one stated above than  fhomophone simple understanding [ike the one
again it's up to the parenis (o take the siated above, then again it's up to
responsibility. .. the parents to take Lhe

responsibility...

(%)) ... both teens and parents should take partin [Spelling: ... both teens and parents should
the decision in weather or not the teen should {homophone take part in the decision in
getajob... whether or not the teen should get

ajob...

(C8) ... You have time to eat proparly and do your [Spelling ... you have time (0 eat properly
work. and do your work,

{C8} -.. they should be abie to deal with the Spelling ... they should be able to deal
concequences. .. with the consequences. ..

(C9) The teechers could give you less homework. [Spelling The teachers could give you less

homework.

(C9) (R) They good bye themselves their own stuff Spelling They could buy themselves their
and they could save up their own money for own stuff and they could save up
what ever they want. their own money for what ever

they want.

(CLOy | do not agree to the stateinent comptely. Spelling I do not agree to the statement

completely.

(C10) For the simple reason that they are already  [Spelling For the simpie reason that they are
loo preocupied with friends, school, family already too preoccupied with
and any other curricular activity ... friends, school, family and many

other curricular activities ...

(C10) He was in air cadets but unfortanatly he had  [Spelling He was in air cadets but
10 quit t0o. unfortunately he had to quit too.

(C11) Every person has thier own personal thoughts [Spelling Everyone has their own personal
on the subject; “does part-time jobs endanger thoughis on the subject: “do pan-
high school students marks™, time jobs endanger high school

students’ marks”. :

(CLL) Every person has thier owan personal thoughts [Punctuation Everyone has their own personal
on the subject: “does part-lime jobs endanger thoughts on the subject: “do part-
high school students marks”. time jobs endanger high school

T students’ marks”.

(CIr) About 25% of high school student’s actuaily [Spelling About 25% of high school
have pari-time jobs and only 5% are suffering students actually have part-time
aczdemicaly. liobs and only 5% are suffering

academically.

<y 20% are lacking sleep and are malnurited.  [Spelling 20% are lacking slecp and are

e malnutrited.

(CH) About 23% ot high school student’s actually [Puncluation About 23% of high school
have part-time jobs and only 3% are suffering students actually have part-time
academicaly. liobs and only 5% are suffering

academically.

(C12) You shouldn’thave to worry about 1o many  [Spelling: You shouldn’t have to worry about
things. B homophone 100 many things,

{C12) So you now know how | feel about the Spelling So you now know how | fee!

about the preceding lopic.
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(Ci2) 1t would be really hard w find time for work. [Spelling it would be really hard to find
school, studying and mainiening a nice life. time for work, school, studying

and maintaining a nice life,

(C1n ... they will be tired and wont do they're Spelling: ... they will be tired and won't do
school work properly. .. homophone their school work properly...

{CI13) ... they will be tired and wont do they're Punctuation ... they will be tired and won't do
schoo! work properly... their school work properly...

(C14) I get tired, but { sill manege (o get good Spelling | get tired, but [ still manage 1o get
marks in school. good marks in school.

(cl4) I'm not totaly agreeing with them, Spelling I'm not totally agreeing with

them.

(C16) No indentation

(C16) By the time they get home it’s some where  |Spelling By the time they get home it's
bettween 9:30pm and [0pm and their is some where between 9;30pm and
bearly any time to do their homework, 10pm and there is barely any time

to do their homework.

(Cl16) By the time they get home it’s some where  [Spelling: By the time they get home it's
bettween 9:30pm and 10pm and their is homophone some where between 9:30pm and
bearly any time te do their homework. 10pm and there is barely any time

1o do their homework.

(C16) | believ they shouldn’t. Spelling | believe they shouldn’t.

(Cl8) It also stop kids form concentrating in school |Spelling It alsa stops kids from
because they are remembering how hungry concentrating at school because
they are. they are remembering how hungry

they are.

(Cl18) By the time they get home it’s some where  [Spelling By the time they get home it's
bettween 9:30pm and |0pm and their is some where between 9:30pm and
bearly any time to do their homework. 10pm and there is bearly any timg

‘ to do their homework,

(C16) Then they end up cram and end up failing Spelling ‘Then they end up cram and end up
therir classes, failing their classes.

(C20) 1f you work you could get headachs. Spelling If you work you could get

headaches.

(C20) Today there are more and more parent’s that |Punctuation Today there are more and more
are worried about their child’s education parents who are worried about
because of their part time jobs. their children’s education because

of their pant time jobs,

{C20) Their repen cards won'’t be 1o good. Spelling: Their report cards won't be too

. homophone good.

(C20)

No indentation
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Appendix 7 — A List of Incidences of Inaccuracy in L2
(French) Writings of M3 Subjects

1A - OMISSION

Single Incidence Suggestion

(DI} Si les éléves a capable du balancé son Omission: Si les éleves sont capables de

éudes, son travail, et ~ santé je pense. .. determiner faire tenir en équilibre ses
études, son travail, et son santé
je pense...

(D) Tu * seulement le temp de fatre des choises | Omission: verb Tu as seulement lg temp de faire
important. .. des choses importants. .,

D2) Par exemple, * un journée nomale pour un | QOmission: Par exemple, voici une joumnée
adolescent; il réveille & 6h30 le matin, preposition normale pour un adolescent; i se
mange son petit dejeuner et prends son réveille 4 6h30 le matin, mange
douche. son petit déjeuner et prend sa

douche.

(D2) ~ 7h le matin, il part pour école. Omission: A 7h le matin, il part pour

preposition I'école.

(D2) 7h le matin, il part pour ™ école. Omission: A 7h le matin, il part pour

‘ determiner I"école.

(D2} 5:30 il part pour " travail. Omission; A 17h30. il part pour le travail,

determiner

(D2) ~7h le mattn, il part pour école. Omission: A 7h le matin, il part pour

preposition I"école.

{D2) 7h le matin, il part pour ~ école. Omission: A Th le matin, il pan pour

determiner I'école.

(D2) 3:30 il part pour * travail. Omission: A 17h30, il part pour l¢ travail.

determiner

(D2) Ex deuxiemement, * le manque d'heure Omission: verb Deuxi¢mement, vu le manque
pour dormir qu'on perde rapidement, nous d’heures pour dommir qu’on perd
nous sommes toujours fatiguer. rapidement, nous sommes

toujours fatigués.

(D2) On manque d’informations pour des Omission: On manque des informations
examins ou “ test et il ou elle va échouer determiner pour des examines ou des tests
tout ses classses et cours. Vous échoueront et il ou elle risque d’échouer 4
i'année. tous ses classses et cours. On

gchoura it I'année.

(D4) Deuxigmement, ¢'est Ia responsabilité de Omission: noun Deuxiémement, ¢'est la
I"éléve de cheque ces heures pour qu'il fait responsabilit€ de I'éléve de
ses devoirs dans la libraire a *lunch et le planifier ses heures pour qu'il
recreation. fait ses devoirs dans la

bibliothéque pendant I"heure
lunch et la récreation.

(D4) (R} En conclusion j'exprime gue c’est le coix Omission: subject | En conclusion je crois que c’'est
du personne si ilfelle veut travailler. et * le choix de I'individu s'il ou elle
peut étre échoué ou étre une personne veut travailler, mais on risque
coléreux, peut étre d'échouer ou de

devenir une personne colére.

{D4) En conclusion j'exprime que c’est le coix Ornission: En conclusion je crois que c’est
du personne si tt/elle veut travailler, et peut [ preposition le choix de I'individu 5°il ou elle
étre ~ échoué ou étre une personne veut travailler, mais on risque
coléreux. peut étre d'échouer ou de

- devenir une personne colére,

(D8) Je pense que le travail A temps partiel * peut | Omission: verb Je pense que le travail 4 temps
étre bon... partiel est peut étre bon. ..

(D9} (R) ... par-ce que 52 préparé *  pour la vrai Omission: Object | ... par-ce que ¢a prépare des
vie. éléves 4 la vie dans la réalité.

(DI A mon avis, je suis d’accord et contre * se Omission: A mon avis, je suis en accord et
sujet. prepaosition en désaccord avec celte

affirmation,

(D14) Je ne suis pas d"accord * que tout le monde | Omussion: phrase | Je ne suis pas d’accord avec
4 du difficulter. I"idée que tout le monde a des

difficultds.

(D14) Méme si je suis fatiguer, j ai toujours des Omission: Méme si je suis fatigué,
bonnes notes en ™ école, determiner j'obtiens toujours de bonnes

noles 4 I'école.




Je pense que le travail & temps

(D14) Je pense yue le travail A temps partiel auit ~ | Omission: phrase
les ¢tudes a certains personnes et atfecte pas particl nuit awx études dans le
les autres. cas de certaines personnes ct

n'atlecte pas les autses.

(D14) Je pense que le travail & temps partiel nuit Omission; Je pense que le travail 3 tlemps
les ¢tudes a * certains personnces et allecte convention partiel nuit aux éudes dans le
pas les autres. cas de certaines personnes et

n'affecte pas les autres.

(D14) ie pense que le travail 4 temps partiel nuit Omission: ne Je pense que le travail a emps
les études a certains personnes et ™ atfecte partiel nuit aux études dans le
pas les autres. cas de cenaines personnes ¢t

n’aflecte pas les autres.

(D13) Premigrement. & mon opinion, l¢ travail nuit | Omission: Premiérement, & mon avis. le
les éléves ~ secondaires de réussir leur preposition travail nuit les éléves du
scolaire parce que le iravail quifs font secondaire de réussir leurs
prends du temps de leur temps d éudier et études parce que fe travail qu’ils
de faire-feur devoir et tous qu’ils besoin font enléve du temps a leur
faire pour I'école. temps d’¢tudier et de faire leurs

devoirs et toules ¢¢ qu’ils besoin
de faire pour I’école.

(D13) ... parce que le travail qu’ils fond prends du | Omission: ... parce que le travail qu'ils
temps de leur temps d'étudier et de faire prepositon font enléve du temps a feur
leur devoir et tous qu’ils besoin ~ faire pour temps d'étudier et de faire leurs
"école. devoirs et toutes ce qu'ils besoin

de faire pour I"école.

(D13%) $ice nest pas le cas. ce n'est pas si grave Omission; Si ce n'est pas le cas, ce n'est
parce que |I'éléves regoivent » |'arzent. preposition pas si grave parce que les éléves

regoivent de |argent quand
méme.

(D13) Les éleves du secondaire sont trop jeunes Omission: Les éleves du secondaire sont
pour d’étre fatigués 4 cause des éludes el * | preposition trop jeunes pour éire fatigués 4
leur travail. cause des éiudes et de leur

travail.

(D16} Je suis écris sur le sujet du la travail 4 temps | Omssion: Je suis écris au sujet du la travail
partiel nuit 4 la réussite * pour les éléves du | adjective 4 temps partiel quinuitala
secondaire. réussite scolaire des éléves du

secondaire.

(D16) A mon avis. je me suis completement en Omission: phrase | A mon avis, je suis
accord * que les éléves qui travail  1emps complétement en accord avec
partiel re réussent leur études. I"idée que les éléves qui

travaillent 3 temps partiel ne
réussient leur études.

(D16) L.a mal alimentation pruvent cause des Omission: Une alimentation malsaine peut
teunes d’avoir e malade comme le¢ Subject phrase engendrer chez les jeunes des
anorexie. ou ™ devenir obése. malades comme "anorexie, ou

ils risquent de devenir obéses.

(D18) Des Big Macs et des chips passent pour des | Omission: Des Big Macs et des frites
diners et des soupers de plus en pius. ® pas | Subject phrase passent de plus en plus pour des
exactement |a nutrition idéale. diners et des soupers, ce n'est

pas exactement de la nuirition
idéale.

{D18) Des Big Macs et des chips passent pour des | Omission: Des Big Macs et des frites
diners et des soupers de plus en plus, pas preposition passent de plus en plus pour des
exactemnent ™ la autrition idéale. diners ¢t des soupers, ce n'est

pas exaclement de la nutrition
idéale.

(D19) Deuxiemement. les jeunes sont si occuper Omission; "ne’ Deuxiémement. fes jeunes sont
qu’ils ne prennent pas fe temps de s'assoire st occupds qu'ils ne prennent pas
¢l manger une souper 4 bonng santé. ¢n plus le temps de 5°asseoir et de
de sa ils n'ont pas bezucoup de temps pour manger un souper autritit. En
coucher, car ils sont siressé, et * peuve pas plus de ¢a. ils n'ont pas
ouvrir leurs yeux. beaucoup de temps pour dormir,

car ils sont skresses, elne
peuvent pas ouvrir leurs yeux.

(D20) Aujourd’hui il en a * plus en plus de parents | Omission: “de” Aujourdhui il y en a de plus cn
qui sont inquict des ctedes de leurs enfants plus de parents gui sont inquiets
a cause qu'ils travail a emps partiel. au sujet des études de Jeurs

enfants i cause qu'Hs travaillent
a temps particl.

{D20) A mon avis_ je pense que si les adolescent Omission: A mon avis, si les adolescenis

Fait des cérudes A I"deole et ils veulent preposition font des études A 17école et ils

travaille, ¢’est trés dire a céussir bien en
class. Te doit te couché tard comme a 10-
11-12 ¢t méme * I"heures du matins a cause

veulent travailler, c’est trés dure
de bien réussir en classe. Hls
doivent se coucher tard. par
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du travail qu’ils font.

exemple a 22k, 23h, & minuit et
méme 4 Fhewre du matin a cause
du travail quils lont.

(D20)

Je sais que ¢a doane de [Margent, mais
seri en ¢cole secondaire jusqu'a  * 18 ans,

Omission: phrasc

Je sais que (si on a un emploi,)
¢a nous apporte de |'argent, mais
on seront a1'école secondaire
jusqu’alt'dge de 18 ans.

(D20)

Je sats que ¢a donne de Pargent, mais tu
sera cn * école sccondaire jusqu’a 18 ans.

Omission:
determiner

Je sats que (si on a un emploi,)
¢a nous apporte de Iargent, mais
on seront a Fécole secondaire
Jjusqu'a I"age de 18 ans.

IB - REDUNDANCY

(D3)

Dans-un-aee-cas si un jeune peut pas faire
ces devooir ot son travaille également, dans
cetiecas-il devra lesser tombée le traville ct
se consentrer & ses études.

Redundant:
phrase

Si un jeune ne pouvrait pas faire
ses devoirs et son travail
également. il tombera micux Je
travil ¢t se consentra 4 ses
dludes,

(D8)

... ke travatl a temps partiel est bons dans
des certains cas.

Redundant:
determiner

... le wavail 2 temps partiei est
bon dans cenains cas.

(B13)

Premiérement, 4 mon opinion. le travail nuit
les eidves secondaires de réussir leur
scolaire parce que le travail qu'tls font
prends dusemsps de leur temps d'éudier et
de faire leur devoir et tous qu’ils besoin
faire pour 'école.

Redundant:
phrase

Premi¢rement, 4 mon avis, le
travail nuit les éléves du
secondaire de réussir leurs
études parce que be travail qu'ils
font enléve du temps 4 leur
temps d"¢étudicr et de faire leurs
devoirs et toutes ce qu'ils besoin
de faire pour |'école.

(D13)

Les éléves du secondaire sont trop jeunes
pour d-&tre miguds 3 cause des <tudes el
leur travail.

Redundant:
determiner

Les éléves du secondaire sont
trop jeunes pour étre fatigués a
cause des études et de leur
travail.

(D16}

A mon avis, je B suis completement en
accord que les éléves qui travail a temps
partiel ne réussent leur études.

Redundant;
pronoun

A mon avis, je suis
complétement en accord avec
I'idée que les éléves qui
travaillent 4 temps partiel ne
réussient leur éludes.

(D19)

Les jeunes doit pas étre misent dans celle
situation, ils doivent vivre leur jeunesse
avec la joie.

Redundant:
determiner

Les jeuncs ne doivent pas &tre
mis dans cette situation. I1s
doivent vivre leur jeunesse avec
joic.

1C - VERTICAL ACCURACY

(D2)

Une des seules lemps qu'on peut doroir est
4 I'école.

Vertical: genre

Un de seul temps ol {"on peut
dormir, ¢'est 4 técole.

(D2)

Et deuxiemement, e manque d’heure pour
dormir qu'on perde raptdement, nous nous
sommes toujours fatiguer.

Vertical; Vo used
as Adjeclive

Deuxigmement, le mangue
d’heure pour dormir qu’on perd
rapidement, nous somnies
toujours fatigues.

(D2)

Par exemple, un journée normale pour un
adolescent; il ~ réveille 4 6h30 le matin,
mange son petit dejeuncr et prends son
douche.

Vertical: Verb
pronominale
should be used

Par exemple. voici une joumnée
normale pour un adolescent; tl
se réveille 3 6h30 le matin,
mange son petit déjeuner ¢l
prend sa douche.

(D2)

Par excmple. un journée normale pour un
adolescent.

Venical: Genre

Par exemple. voici ['horaire une
journée normale pour un
adolescent.

{D2)

Et deuxtemement, ke manque d heure pour
dormir qu’en perde rapidement, rous nous
sommes loujours fatiguer.

Vertical: Plural
noun

Deuxiémement, le manque

d heures pour dormir qu'on perd
rapidement, nous summes
toujours fatiguds.

(b2)

Donc s1 vous ne receveons pas assez de
dormir. il sera une grande échec,

Vertical: Genre

Denc i vous ne dormez pas
assez. cela conduira & un grand
échee,

(D)

Un etudient qui travaille n’est pas
necessairement un mauvaise chose.

Vertical: genre

Un étudient qui travaille n'est
pas nécessairement une
mauvaise chose.

(D}

Premigrement, fes étudients qui travallent
apprend a divisé leur temps de travaille
avec leur temps libre.

Vertical: V used
as N

Premiérement, les dudients qui
travaillent apprendent & diviser
leur temps de travail et leur




Siun étudient est donné un teavaik, il va
faire beaucoup d'effort ¢ faire le travaille
au meilleur possible.

temps libre,

Si un édient oblient du travail,
il va faire beaucoup d'cfforts de
faire le travail le micux
possibie,

(D3) Si un éludient est donné un travaul. d va Vertical: plural Siun ddient obtient du travail,
faire beaucoup d’eifor ¢n fairc le travaille | noun il va faire beaucoup d’efforts de
au meilleur possible. taire le travail le mieux

possible.

{D4) Deuxiémement. c’est 1a responsabalite de Vertical: genre Deuxiemement, ¢'est la
I"¢léve de cheque ces heures pour gqu'il fait responsabitité de |'¢léve de
ses devoirs dans Ja libraire a lunch et le ptanitier ses heures pour qu'il
recreation, fait ses devoirs dans la

bibligtheque pendant I heure
lunch et la récreation,

(D3) J'at un travaille 3 temp pantie! ¢t sa rentre Vertical; 4720 un travail & temp panicl que
pas dans mes a faire a I"école ou mes Plural Noua n’endommange pas mes aiTaires
devair. a1'école et mes devairs,

(D6} Ces parents sont tres désus de lut parce-ce Vertical: genre Ces parents sont trés dégu Je Jui
que il n'est pas capable de balance l¢ parce-ce que il n'est pas
devoir et la traivaille a temp partiel. ... capable de balancer ses devoirs

<t son travail a temp partiel ...

(Co) J7ai deux ami. . Vertical: plural I"ai deux amis, .,

noun
(D8) ... 1l vien au maison et fait leur devoir. .. Vertical: Genre ...l vient a la maison <t fait les
D devoirs. .

(D9) ... d"avoir une travail 4 temps pareil... Vertical: Genre ... d"avoir un travail a temps

parieil...

(D9 s doit pas avoir beaucoup des devoir. Vertical: plural [1s doit pas avoir beaucoup des

noun devoirs.

(D9} Je pense qu'ils donnent beaucoup de Vertical: plural Je pense qu’ils donnent
eeponsabilité i |'adolescent, noun’ beaucoup des responsabilités

aux adolescents.

(D) I a malheureusement pris 1 habitude de Verticai: Genre tt a malheureusement pris
souper sur {a pouce. I'habitude de souper sur le

pouce.

{D1d) Sion travail trop. an vas étre fatiguer. Vertical: V used Si on travaille rrop, on va étre

as latigue,
Adjectiveshomop
hone

(D14} Je ne suis pas d"accord que wout Je monde & | Vertical: plural Te ne suis pas d accord avec
du difficulter, noun I"idée que tout le monde a des

difficuliés.

{DI3) Premiérement. 3 mon opinion, le travail Vertical: Premiérement. 3 mon avis, le
nuit Jes €léves secondaires de réussir leur Singular noun travail nuit les éléves du
scolaire parce que le travail qu’ils font secondaire de réussir leurs
prends du temps de leur temps J étudier et <tudes parce que le travail
de faire leur devoir et tous qu’ils besoin qu’ils font enléve du emps &
faire pour I'école. teur temps d’éwdier et de faire

leurs devoirs et loutes ce gu'ils
besoin de faire pour I'école.

(D13) Les éleves peux faire ce qu'ils décides de Vertical: genre Les éléves peuvent [aire ce
faire en ce cas, mais je crois que dans 12 fin qu’ils décident de faire dans ce
c’est plus importante d”avoir un bon cas, mais je <rots que
education que un travail 4 temps partiel. {finalement ¢'est plus important
_________ d"avoir une bonne éducation

qu’un travail 3 lemps particl.

(D& lis prendent le fast tood le midi parce Vertical: genre 1Is commandont le tast food le
qu'ils n’ont pas le temps pour faire une midi parce qu'ils n'ont pas eu e
diner nutritif [e jour avant, iemps pour se préparer un diner

nutritif la veille.

{Dlo) Les jeunes ne couchent pas assez parce Verical: Les jeunes ne dorment pas
qu’il est pres-que toujours ¢ntraine du infinitive assez parce qu'ils sont presque
travaille. toujours en train de travailler.

(DI18) Peut-étre la meilleur solution, ¢'est que. si Vertical: genre Peut-étre la meilleur solution,
les dléves veut une emploi pour ey gagner <"est que, st ies éléves veulent
de |'argent, ils peut ¢u avoir une duram un emploi pour gagner de
1"éteé. e I"argent, ils peuvent ¢u avoir un

durant £'été.

{D18) Peut-dtre la meilleur solution, ¢'est que, si Ventical; genre Peut-étre [a meilleur solution,

les éléves veut une emploi pour eu gagner

de "argent. ils peut eu avoir une durant
(T

c'est que, siles ¢léves veulent
un emploi pour gagner de
l'argent. ils peuvent ¢u avoir un
durant "8,
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(D19)

Je vous Ecris au suget de la travail 3 temps
partiel: nuit-t-elle a la réussite scolaire des
cléves de secondare?

Vertical: genre

Je vous éeris au sujet du travail
3 temps particl; nuit-il 2 1a
réussitc scolaire des éléves de
secondare?

(D19

A mon avis, je crois que e travail 4 temps
partiel améne seulement la stresse au jeune
et nuil & lewr réussite dans le cas
d¢"education.

Vertical: genre

A mon avis, je crois que le
travail 4 temps panticl améne
seulement le stress aux jeunes
et nuit 3 lewr réussile dans le
domatne de I"¢ducation.

(DL9)

A mon avis. j¢ crois que le travail & temps
partiel améne seulement |2 stresse ou jeune
¢t nuit 4 leur réussite dans le cas
d’educalion.

Vertical: plurat
noun

A mon avis, je crois que le
travail 4 temps partiel améne
seulement le stress aux jeunes
et nuil & leur réussile dans le
domaine de |'éducation,

(D19)

Premiérement, entre les foisirs, les amis ¢t
les études. les jeunes ont déja une horaire
trés hectic.

Vertical: genre

Premiérement. entre les loisirs.
les amis et les tudes, les jeunes
ont déja un horaire trés chargé.

{D19)

De récentes études démontrent que la
proportions des adolescents et adolescentes
qui occupent un emplai varie entre 40 et 70
p. 100, qui montre que plus gque 30p. 100
des éléves ont une occupation et ils ont une
dépreciation dans leurs marques.

Vertical: singular
noun

De récentes études démontrent
que |a proportion des
adolescents et adolescentes qui
occupent un emploi varic entre
40 et 70 p. 100. Elles
démontrent aussi que plus que
30p. 100 des éléves ont un
emploi et que leurs notes
baissent en conséquence.

(D19)

Deuxiémement, les jeunes sont si occuper
qu’ils ne prennent pas le temps de $7assoire
et manger une souper & bonne sante, en
plus de sa ils n’ont pas beaucoup de temps
pour coucher, car tls sont stressé, et peuve

pas ouvrir leurs yeux.

Vertical: genre

Deuxiémement. les jeunes sont
si occupés qu’ils ne prennent
pas le temps de 5'asseoir el de
manger un souper nuuitif. En
plus de ¢ ils n'ont pas
beaucoup de temps pour dermir.
car ils sont stressés, et ne
peuvent pas ouvrir leurs yeux.

(D9

La seul avantage c’est la salaire, mais vaut

t'il vraiment la détriment de tes dtudes, ta
santé et |'avenir?

Vertical: genre

Le seul avantage c’est le salaire,
mais vaut-il vraiment gagner de
I"argent au détriment de tes
études. de ta santé et de
I"avenir?

1D - LINEAR ACCURACY

{D1) Le travail a temps partiel est un bon chois Linear: Number Le travail 4 temps partiel est un
pour certain jeunes. .. agrecment bon choix pour cerains jeunes. ..

(D) Si son études sutfre de a cause de cet Linear: 8-V Si ses éwudes soullrent a cause
travail, le choix ce te travail ol son études. | agreement de cet travail, il faul faire de

choix entre le travail et ses
dtudes,

(D1) Si les éléves a capable du balancé son Linear: §-V Siles ¢léves sont capablies de
études, son travail, et santé je pense... agreement faire tenir en dquilibre ses

études, son travail. et son santé
je pense...

(2) Mai quand on dors & I"école, on manque Linear: 8-V Mai quand on dort & I'école. on
d'informations pour des examins ou testel | Agreement manque des informations pour
il ou elle va échouer tout ses classses et des examines ou des tests et il ou
cours. elle risque d échouer 3 touts ses

classses ¢t cours.

(D2) Une des seules temps qu’on peut dormir est | Lincar: Number Un de seul temps ot 1on peut
Ai%cole. agreement dormir, c'est & lécole.

(D2) Je peux seulement dire que si vous etes un Lincar: §-V Je peux seulement dire yue si
¢tudiant qui travail 3 temps particl, je vous | Agreement vous étes un dtudiant gui
souhait de la chance. i travaille & 1emps particl, je vous

souhaite de la chance.

(D3) A mon avis, un etudient responsable qui Linear: number A mon avis, un ¢udient
travaille a emps particl 4 un meilleur agreement responsable qui travaille & temps
chance a réusire dans leur vie. particl a de fortes chances de

réussir dans son vie.

{D3) Premig¢rement, les éudients qui travaillent Lincar: S-V Premiérement, fes étudients gui
apprend a divisé leur temps de travaille agreement travaitlent apprendent & diviser
avec tear lemps libre. leur temps de travaib ct leur

temps libre.




Lincar: infinitive

Premiérement, les éudients qui

(D3 Premicrement, les éludients qui travaillent
apprend a divise levr temps de travaille travaillent apprendent a diviser
avec leur temps libre. leur temps de travail et leur

temps libre,

[{33))] Deuxiemement, il v a beaucoups d adulles Linear: number Deuxiemement, il y a beaucoup
qui stereotypes les jeunes adolescents. s agreement d adultes qui ont des opiniens
pensent que tout les jeunes sont méchant et pleines de stéréotypes sur les
milicicux. jeunes adolescents. Ils pensent

que tous les jeuncs sont
méchants et malicieux.

(D3) Deuxiemement, Il y a beaucoups d'adulies | Linear: §- Deuxiemement. il y a beaucoup
qui stercotypes les jeunes adolescents. [ls Adjective d’adulies qui ont des opinions
pensent que tout les jeunes sont méchant et | agreement plcines de stéréotypes sur les
milicietx, Jjeunes adolescents. lls pensent

que 1ous les jeunes sont
méchants et malicieux.

(D3) Le3 érudients qui travail ¢les une bon Linear: §-V Les étudients qui travaillent sont
example qu'on doit travailler pour ce quon | agreement exemplaires qu'on doit travailler
veul. pour ce qu on veul.

(D3} Les dudients qui travail étes une bon Linear: - Les étudients qui travaillent sont
example qu’on doit travailler pour ce qu'on | Adjective exemnplaires qu’on doit travailler
veut. agreement pour ce qu’on veut,

(D4) A mon avis, je pense que le tra Linear: §- A mon avis, je pense que
partiele a nuit a des pours el co Adjeclive i"affirmation qui dit que le

T agreement travail & temps partiel nuit & la
réussite scolaire des éléves du
secondaire a des aspects positifs
et négatils.

(D4} En conclusion | exprime gue c¢’est le coix Linear: infinitive | En conclusion je crois que ¢'est
du personne si ilfelle veut travailler, ¢t peut le choix de individu 571l ou clle
étre échoud ou étre une personne coléreux. veut travailler, mais on risque

peut étre d’échover ou de
devenir une personne colére,

(D4) En conclusion j'exprime que ¢’est le coix Linear: S- En conclusion je crois que c’est
du personae si il/elle veut travailles, et peut | Adjective le choix de Vindividu s'il ou ¢lle
étre échoué ou éire une personne coléreux. | agreement veut travailler, mais on risque

peut étre d'échouer ou de
devenir une personne colére.

(D6) Ces parents son tres tiere de Marco. .. Linear: S- Ses parents sont trés fieres de

Adjective Marco. ..
agreement

(D&) Ces parents sont tres désus de lui parce-ce Linear: intinitive | Ces parents sont trés dégu de [ui
que il n'est pas capable de balance le devoir parce-ce que il n"est pas capable
et la tratvaille a temp partiel .. . de balancer ses deveirs ¢t son

travail a temp partiet ...

(D7) Je pense que il y a certain adolescent qui. Lingar: 5-¥ Je punse quil y a certains
drevail pas... agreement adolescents qui ne devrait pas...

(D7) Ils ne sont pas capable d organiser leur Linear: S- [Is ne sont pas capables
temps dans une joumce, e.i. ctudes. someil, [ Adjective d’organiser leur temps entre les
travail,, .. agreement études, someil, travail., ..

(D8) --. le travail & temps partict est bons dans Linear: 5~ ... e travail & temps partiel est
des cenains cas, : Adjective bon dans certains cas.

agreement

(D& Iy en ale majorité de situation de situation | Linear; 5-V [.a plupart des étudiants veulent
quand les étudiants veut |"argent extra. agreement |"argent de plus.

(D9 1y a plus ¢n plus de professeurs qui sont Linear; S- Ity a plus en plus de prolesseurs
inquict des dtudes. . Adjective qui sont inquicts des études. ..

agreement

(D9 ... par-ce que ifs peu achéter des choses Linear: S-V _.. par-ce qu'ils pcuvent achéter
qu’ils veu et ils peu xecumuler leur argent agreement des choscs qu'ils veulent et ils
pour. .. peuvent meitre de I*argent

pour...

(DN Beaucoup de personnes ont de diltérentes Linear: $- Beauceup de personnes ont de
idée personnelle sur te sujet <<le travail & Adjective diftérentes idées personnelfes
termps partielle contlit 4 {a réussite scolaire | agrecment sur le sujet <<le travail 3 temps
des éleves du secondaire>>. particl nuit & 1a réussite scolaire

des éltves du secondaire>>,

(D11y Beaucoup de personnes ont de dittérentes Linear: S- Begucoup de personnes ont de
idée personnclle sur le sujet <<le travail 3 | Adjective différentes idées personnelles
temps particlle conllit 4 fa réussite scolaire | agreement sur le sujet <<l¢ travail & temps

des éleves du secondaire>>.

partiel nuit 4 la réussite scolaire
des ¢leves du secondaire>>,




(Din Je travail les dimanches chez mon Linear: S-V e travaille les dimanches dans
synagogue ¢t je peut finir tous mes devoirs, | agreement men synagogue ¢t je peux finir

tous mes devoirs.

(D12) Je crois quon duis terminé Fécole eLaprés | Linear: §-V Je crois qu'on doit terminer ses
trouve un travaille. agreement éudes el aprés on peut trouver

un travail.

(D12} Le grand probltme ¢'cst si tu travaille de Linear: 8-V Le grand probléme ¢'est si tu
6h30-11h00... agreement travailles de 6h30-11h0C. ..

(D12) Vous savis mainlenant que je suir en Linear: 8-V Vous savez maintenant gue je
désaccord avec... agreement suir en désaccord avec. ..

(D14) Je pense gue le travail 3 temps partiel nuit Linear: $- Je pense que Ic travail 4 lemps
les études a certains personnes et affecte Adjective partiel nuit aux ¢tudes dans le
pas les autres, agreement cas de centaines personnes et

n'affecte pas les autres.

(D13} Premiérement, & men opinion, le travail Linear; number Premi¢rement, 4 mon avis. le
nuit les éléves secondaires de réussir leur agreement travail nuit les éléves du
scolaire parce que Je travail qu'ils font secondaire de réussir lewrs
prends du temps de leur temps d'étudier et études parce que le ravail qu'ils
de faire leur devoir et lous qu’ils besoin tont enléve du temps a leur
faire pour I'école. temps d'étudier et de fatre leurs

devoirs et outes ce qu'ils besoin
de faire pour |"école.

(D135) Premiérement, a mon opinion. le travail Lincar:  genre Premi¢rement, A mon avis, le
nuit les éléves secondaires de réussir leur travail nuit les éléves du
scolaire parce que le travait qu’ils font secondaire de réussir leurs
prends du temps de leur temps d ¢tudier et études parce que le travail qu’ils
de faire teur devoir et tous qu’ils besoin font enléve du temps 4 leur
faire pour |'école. temps d"étudier et de faire leurs

devoirs et toutes ce qu’ils besoin
de faire pour |"école,

{D13) Le travail & lemps partiel est avussi incorrect | Linear: number Le travail 4 temps partiel est
parce que il peut rendre I'¢léves d'étre trés. | agreement aussi mal parce qu’il peut rendre
trés fatigud. les éléves trés, trés fatigués.

(D13) Les éléves peux faire ce qu'ils décides de Linear: 8-V Les éléves peuvent faire ce
faire en ce cas. mais je crois que dans la fin | agreement qu'ils décident de faire dans ce
c’est plus importanile ¢’ aveir un bon cas, mais je crois que finalement
education que un travail & temps partiel. c’est plus important d’avoir une

bonne éducation qu’un travail 4
temps pantiel,

{D16) A mon avis. je me suis completement en Linear: S-V A mon avis, Je suis
accord que les éléves qui travail & temps agreement complétement en accord avec
partiel n¢ réussient leur études. I'idée que les dléves qui

travaillent & temps partiel ne
réussient leur €tudes.

{D16) Si les jeunes travaillent aprés les cours. s | Linear: $-V Si les jeunes travaillent aprés les
se dépéchera de manger avant de se rendre | agreement cours, ils se dépécheront de
4 son ouvrage. manger avant de se rendre a leur

ouvrage.

(D16) Si les jeunes travaillent apres les cours, ils Linear; number Siles jeunes travaillent aprés les
se dépéchera de manger avant de se rendre | agreement cours, ils se dépécheront de
a son puvrage, manger avant de s¢ rendre 4 feur

ouvrage.

(DI6) ation peuvent cause des Linear: word Une altmentation malsaine pewt

¢ malade comme le order engendrer chez les jeunes des
anorexie, ou devenir obeése. malades comme |"anorexie, ou
ils risquent de devenir obéses.

(Dto) La mal alimentation peuvent cause des Linear: 5-V Une alimentation malsaine peut
jeunes d*avoir le matade comme le agreement engendrer chez les jeunes des
anorexie, ou devenir obése. matades comme |'anorexie, ou

ils risquent de devenir obdses.

(D18) Des éwudes recents montre que le travail & Linear: §- Des études récentes montrent
temps partiel & un cffet sur ta santé des Adjective que le travail 4 temps particel a
€leves.lis doivent concentrer sur les études | agreement un effet sur la santé des éléves.
assez stressants, ot leur emploi 4 temps lls doivent se concentrer sur des
partie) ne aide pas 1a situation, drudes assez stressantes, et leur

emploi 3 temps partiel n’aide
pas la situation,

(DI8) Des ¢tudes recents montre que le travail a Linear: S-V Des éludes récenles monirent
temps particl 4 un effet sur la santé des agrecment que le travail a temps panicl a

éleves, [Is doivent concentrer sur les dtudes
assez stressants, of leur emploi 4 temps
partict ne aide pas ta situation.

un cffet sur la santé des éléves.
ils doivent se concentrer sur des
dtudes assez siressanies, ¢t leur
emploi 4 temps partiel n'aide
pas la situation.
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Lingar: word

Des Brg Macs et des inites

{(Di8}) Des Big Macs et des chips passent pour des
diners et des soupers de plus en plus, pas order pussent de plus en plus pour des
exactement la nutrition idéale. diners et des soupers, cc n’est

pas exactement de la nutrition
idéale.

(D18) Peut-¢tre la meilleur solutipn, c'est que, si | Linear: $-V Peut-¢tre la meilleur solution.
les €léves veut une ¢mploi pour eu gagner agreement c'est que, si les €léves veulent
de "argeat. ils peat cu avoir une durant un emploi pour gagner de
I'été. I'argent, ils peuvent vy avoir un

durant ['été.

{D18} Peut-étre [a meilleur solution. c'est que, si - | Linear: 8-V Peut-étre la metlleur selution,
les ¢léves veut une emploi pour cu gagner agreement c'est que, si les ¢léves veulent
de I'argent, ils peut eu avoir une durant un emploi pour gagner de
I'éé. I'argent, ils peuvent eu avoir un

durant |'été.

(DY) Deuxiemement. les jeunes sont si occuper | Linear: V-form Deuxigmement, les jeunes sont
qu’ils ne prennent pas k temps de s’assoire si occupés qu'ils ne prennent
el manger une souper i bonne santé, en pas le temps de §"asseoir et de
plus de sa ils n'ont pas beaucoup de temps manger un souper nutnitif. En
pour coucher. car ils sonl stresse. et peuve plus de ga. ils n’ont pas
pas ouvrir leurs yeux. beaucoup de temps pour dormir,

car ils sont stressés, et ne
peuvent pas ouvrir leurs yeux,

(D19) Les jeunes doil pas €tre misent dans cette Linear: V-form Les jeunes ne doivent pas élre
situation, ils doivent vivre leur jeunesse mis dans cette situation. 15
avec la joie. doivent vivre leur jeunesse avec

joie.

{DI19) Deuxiémement, les jeunes sont si occuper Linear: 5- Deuxi¢mement, les jeunes sont
gu’ils ne prennent pas le iemps de s’assoire | Adjective si occupés quils ne prennent
el manger une souper & bonne santé, ¢n agreement pas le temps de s'asseoir et de
plus de sa ils n"ont pas beaucoup de lemps manger un souper nutritif. En
pour coucher. car ils sont stressé, et peuve plus de ga, ils n'ont pas
pas ouvrir leurs yeux., beaucoup de temps pour dormir,

car ils sont stressés, et ne
peuvent pas ouvrir leurs yeux.

{D20) Aujourd’hui il en a plus en plus de parents Linear: number Aujourd hui il ¥ en a de plus en
qui sont inquiet des études de leurs enfants | agreement plus de parents qui sont inquietls
a cause qu’ils travail a temps partiel. au sujet des études de leurs

enfants 4 cause qu'ils travaillent
4 temps partiel.

{D20) Augourd hui il en a plus en plus de parents | Linear: S-V Aujourdhui il y en a de pius en
qui sont inquiet des études de beurs enfants | agreement plus de parents qui sont inquicts
a cause quils travail a temps partict. au sujet des €tudes de leurs

enfants A cause qu’ils travaillent
A lemps partiel.

(D20) A mon avis, je pense que si les adolescent | Linecar: 5-V A mon avis, si les adolescents
fait des études a I"école et ils veulent agreement font des études 4 1'école et ils
travaille, ¢’est trés dire a réussir bien en veulent travailler. c’est trés dure
class. Te doit te couché tard comme & 10- de bien réussir en classe. s
I1-12 et méme 1"heures du matins a cause doivent se coucher tard, par
du travail qu'ils font. exemple 4 22h, 23h, & minuit et

méme & |'heure du matin &
cause du travail qu’ils font.

(D20) C’est trés diflicile a concentré a cause Linear: $-V Cest trés difficile 4 se
qu’ils sera toujours disrupté avec le travail | agreement concentrer 4 cause qu’ils seront
et | "école au méme moment. toujours tiraillés entre le travail

et I"école en méme temps.

(D20) Leur bulltin ne sera pas trés bien a 'école Linear: Number Leurs résultats ne seront pas (rés
parce gu’ils pensent leur travail est plus agreement bens i I'école parce qu'ils
importants. pensent gue leur travail est plus

important,

{D20) En conclusion, les entants ne devrait pas Linear: 5-V En conclusion, les cntants ne
travailé durant I"école parce que si tu agreement doivent pas travailler durant

travail guand v st en train de faire des
études sa peut te donné des mals de téte a
cause du manque de sommeil.

leurs études parce que si'ils
travaillent quand on est en train
de faire des ¢tudes, ¢a peut
cengendrer des malades 3 cause
du manque de sommeil.
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Lexical: verb

Lus ¢léves secondaire qui

particle a nuit a des pours et contres.

(D1 Les jeunes de 1'école secondaire avec un
travail & temps partied fait le choise de travaiflent 4 temps partiel
travaille seulement pour |'argent ¢t pas pour décident de travailler seulement
\n Teason important. pour I"argent et ce n'est pas pour

un aison important.

(DhH Si les éléves a capable du balancé son Lexical: verh Si les €léves sont capables de
¢rudes. son travail, ¢t santé je pense... fatre tenir en équilibre ses

¢tudes, son travail, et son santé
je pense. ..

(D1 Ce depende sur le jeunc. .. Lextcak: Ce depende de le jeune

preposition

(D2} {l lui reste que 6 heures de dormir. Lexical; I1 lui reste que & heures pour

preposition dormir.

(D2) On devrai avoir au moins 9 heurs de Lexical: verb On doit avoir au moins 9 heures
coucher. de sommeil,

(D2) Une des seules temps qu’on peut dormir est | Lexical: Un de seul temps o0 I'on peut
A 1'école. conjunction dormir, ¢’est  lécole.

(D2) Donc si vous ne recevrons pas assez de Lexical: verb Donc si vous ne dormex pas
dommir. il sera une grande échec. assez, cela conduira 4 un grand

échec.

(D2) Dong si vous ne recevrons pas assez de Lexical: verb Donc si vous ne dormez pas
dormir, il sera une grande échec. assez, cela conduira 4 un grand

échec,

{D3) A mon avis, un ctudient responsable qui Lexical: adjective | A mon avis, un étudient
travailic a temps partiel 4 un meilleur responsable qui travaille 4 temps
chance a réusire dans leur vie. partiel a de fortes chances de

] réussir dans son vie.

{D3) A mon avis. un ¢tudient responsable qui Lexical: A mon avis, un étudient
travaille a temps partiel 3 un meilleur preposition responsable qui travaille 4 temps
chance a réusice dans leur vie. partiel a de fortes chances de

réussir dans som vie.

(D3) Premiérement. les étudients qui travaillent Lexical: Premigrement. les érudients qui
apprend a divis€ leur temps de travaille conjunction travaillent apprendent A diviser
avec leur temps libre. leur temps de travail ¢t leur

temps libre.

(D3) Deuxiemement. il ¥ a beaucoups d adultes Lexical: phrase Deuxiemement, if v a beaucoup
qui stereotypes les jeunes adolescents. 1ls d’adulies qui ont des opinions
pensent que lout les jeunes sont méchant et pleines de stéréotypes sur fes
milicieux. jeunes adolescents. s pensent

que tous les jeunes sont
méchants et malicieux.

{D3) (R) Quand ces adultes voient que pas tous les Lexical: verb Quand ces adultes réalisent ce
adolescent sont ta méme, il vont n'est pas tous les adolescents qui
probablement donné les autres jeunes un agissent de méme, ils seront
temps plus facile. gentils aux autres jeunes.

(D3 Quand ces adultes voient que pas tous les Lexical: verb Quand ces adulies realisent ce
adolescent sont la méme, il vont n'est pas tous ies adolescents qui
probablement donné les autres jeunes un agissent de méme, ils seront
temps plus facile. gentils aux autres jeunes.

(D3)(R) Quand ces adultes voient que pas tous les Lexical: phrase Quand ces adultes réalisent ce
adolescent sont la méme. il vont n'est pas tous les adolescents qui
probablement donng les autres jeunes un agissent de méme. ils seront
temps plus facile. gentils aux autres jeunes.

{D3) St un €tudient est donné un travail, il va Lexical: phrase Si un tudient obtient du travail.
faire beaucoup d'ctiort ¢n faire le travaille il va faire beaucoup d'ctTorts de
au meilleur possible. taire le travail le micux possible.

(D3) Stun étudient est donné un travail, il va Lexical: 51 un étudient obticnt Ju travail,
faire beaucoup d'eifort en faire le travaille preposition il v faire beaucoup d'etlons de
au meilleur possible. ) faire te travail ie micux possible.

(D3) Siun éwdient est donné un travail, it va Lexical; Si un étudient obtient du travail,
faire beaucoup d'¢tfon ¢n faire le travaille | comparative il va faire beaucoup d'efTorts de
au meilleur possible. faire le travail le micux possible.

(D4) A mon avis, jo pense que le travail a temp Lexical: noun A mon avis, je pense que

{"aftirmation qui dit que l¢
travail & wmps partic! nuit a la
réussite scolaire des éléves du
secondaire a des aspects positifs
et négatifs.
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Lexical: verb

En conclusion fe crois gue c'est

(D) En conclusion j'exprime que ¢est le coix
du personne si iVelle veut travailler, et peut le choix de Pindividu 57i ou clle
ttre échoud ou &tre une personne coléreux. veut Lravaitter, mais on risque

peut étre d ¢chouer ou de
duevenir ure personne colére.

{(DH Premicrement tu gagne beaucoup d’argent | Lexical: adjective | Premiérement, si on travaille. on
et tu peu acheter des chosses expensives gagne beaucoup d’argent ¢t un
que les parents n"acheterail pas pour toi. peut acheter des choses

onéreuses que nos parents
n’achetesatt pas pour nous.

(DAY (R) Deuxiémement, ¢est a responsabilité de Lexical: verb Deuxiémement, ¢'est la
I'éléve de cheque ces heures pour qu'il fait responsabilisé de 1"¢léve de
ses devoirs dans la libraire a lunch et le plantfier ses heures pour qu'il
recreation. fait ses devoirs dans ta

bibliothéque pendant |'heure
lunch et |a récreation.

(D4) Deuxiémement. ¢'¢st 12 responsabilité de Lexical: noun Deuxiémement. ¢’est la
I'éléve de cheque ces heures pour gqu'il fait responsabilité de |'éléve de
ses devoirs dans fa libraire a lunch et le planifier ses heures pour qu’il
recreation. fait ses devoirs dans la

bibliothéque pendant I'heure
lunch et la récreation,

(D4} Deuxiémement, c’est 1a responsabilité de Lexical: Deuxiemement, c'est la
I'¢léve de cheque ces heures pour qu'il fait | preposition respensabilité de 1'¢léve de
ses devoirs dans [a libraire a lunch et l¢ planifier ses heures pour qu’il
recreation. fait ses devoirs dans la

bibliothéque pendant I'heure
lunch et la récreation.

(D4) En conclusion j exprime que ¢’est le coix Lexical: verb En conclusion je crois gue ¢’est
du personne si il/elle veul travailler, et peut le choix de I'individu s'il ou ¢lle
étre échoug ou étre une personne coléreux. veut travailler, mais on risque

peut étre d'échouer ou de
devenir une personne calére,

(D4) En conclusion ) exprime que c'est le coix Lexical: verb En conclusion je crois que c'est
du personne si il/elle veut travailler. et peut le choix de I'individu s'il ou elle
¢ ué ou €tre une persenne colereux. veut travailler. mais on risque

peut étre d’'échouer ou de
devenir une personne colére.

{D4) En conclusion jexprime que ¢'est le coix Lexical: En conclusion je crois que ¢’est
du personne si il/elle veut travailler, ¢t peut | conjunction le choix de Mindividu 571l ou elle
2re échoué ou dtre une personne coléreux. veut travailler, mais on risque

peut &tre d échouer vu de
devenir une personne colére.

(D3) Site 1l peut garder ces note au de sous de 75. | Lexical: verb S’il pouvra maintenir des notes
ces parents devra avoir un problem avec sa. au dessus de 73, ses parents

n’auraient pas un problem avec
ga.

(D3} Fai un travaille 4 temp partiel ¢15a rentre Lexical: verb Fai un travail 3 temp partiel que
pas dans mes 4 faire a ['école ou mes n'endommange pas mes atTaires
devoir. a I'école et mes devoirs.

(D6} Je pense que si la personne est responsable | Lexical: verb Je pense que si la personne est
et capable de aller au ecole et de iravaille 3 responsable et capable de
temp partiel ce le choix de il ouelle. s'occuper d'étudicr et de

travatller A temp particl ce le
choix de il ou elle.

(D7) des depenses comme la drug et I'alchool. Lexical: les ...des depenses comme e

h congéniéres drogue et I"alcool.

(D7) des depenses comme la drug et {alchool. Lexical: les ...des depenses comme le

congéniéres drogue et 1alcool.

(D8} (R) Le plus vielte enfant. .. Lexical: phrase L ainé des entants. ..

{D8) ... 1ls ont des bonsmarques ¢n école. Lexical: ~.. ils ont des bonsmarques &

preposition I'école.

(D9 ... par-ce que ils peu acheter des choses Lexical: verb ... par-ce qu'ils peuvent achéer
qu’ils veu et ils peu accumuler [eur argent des choses qu’ils veulent et ils
pour. .. peuvent mettre de Pargent

pour...

{DY) ... par-ce gue sa préparé pour 1a vrai vie, Lexical: adjective | ... par-ce que ¢a prépare des

' éleves 4 ta vie dans la réalité,

{D10) Son horaire consiste 4 deux chuses, son Lexical: Son horaire consiste en deux
vccupation et sa blonde, prepasition choses, son travaii el sa blonde,

(DLO)y Son horaire consiste 4 deux choses, son Lexical: noun Son horatre consiste en deux
vccupation et sa blonde. {L1) choscs, son travail et sa blonde.

(DI10) Jéspére pour ses éudes mais plus Lexical: Jéspére en ses cludes mais pas
important son santé qu'il se calme. prepositon son santé qu’il se calme.
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(D1 Par example, Lexical: les Ifar exemple.

congénicres

(D11) A mon avis. je suis d accord ct conlre se Lexical: A mon avis, je suis en accord et
sujel. preposition en désaccord avec celle

atfirmation.

(D11} Beaucoup de personnes unt de dilférentes Lexical: verb Beavcoup de personnes ont de
idée personnelte sur le sujet <<le travail & différentes idées personnelies
temps particlle conflit i 1a réussite scolaire sur le sujet <<le travail & emps
des éléves du secondaire>>, partiel nuit 4 la réussite scolaire

des ¢leves du secondaire>>.

(DI A mon avis. je suis d accord ¢t contre se Lexical: A mon avis, je suis en accord ¢t
sujel. preposition en désaccord avec cette

affirmation.

(DI A mon avis. je suis d’accord et contre se. Lexical: noun A mon avis. Je suis en accord el
sujet. en désaccord avec cenie

afftrmation.

(D11) A peu prés 23% des éléves travaillent et just | Lexical: adv A peu prés 25p. 100 des éleves
5% ont des difficultés avec leurs résultals & travaillent ¢t seulement 5p,100
I"€cole. ont des difficultés avec leurs

résultats 4 I'école,

(DM} Je travail fes dimanches chez mon Lexical; Je travattte les dimanches dans
synagogue et je peut finir lous mes devoirs. | preposition mon synagogzue ¢t je peux finir

tous mes devoirs.

{D12) Je suis en accord avec le fais que un travail | Lexical: Je suis en accord avec le fait que
4 temps partief nuit avec les études preposition un travail & temps partiel nuit &
d"écoles. les études 4 I"écoles.

(D12) Je suis en accord avec le fais que un travail | Lexical: Je suis en accord avec le fait que
4 temps partiel nuit avec les éludes preposition un travail 4 temps partiel nuit 4
d’écoles. les dwdes & |"écoles.

(D12) Dans mon opinioa.... Lexical: phrase A mon avis....

(L
(D13) Je ne suis pas sure sur le sujet. .. Lexical: Je ne suis pas sur sur fe sujet. ..
adjective(L 1}

(D14} Méme si je suis fatiguer, j ai loujours des Lexical: Méme si je suis fatigué.
bonnes notes en école. preposition j obtiens toujours de bonnes

notes 3 |"école.

(D14} Meéme si je suis fatiguer, j'ai toujours des Lexical; verb Méme si je suis fatigué,
bonnes notes en école. j'obtiens toujours de bonnes

notes 4 {'école.

(D14) Je pense que le travail & temps partiel nuit Lexical: Je pense que e travail 3 temps
les études a certains personnes et affecte pas | preposition partiel nuit aux études dans le
les autres. cas de certaines personnes et

n’affecte pas les autres.

(D13) Premiérement, 3 mon opinion, te travail nuit | Lexical: noun Premidrement, & mon avis, le
fes éléves secondaires de réussir leur {L1) travail nuit les éldves du
scolaire parce que le travail qu'ils font secondaire de réussir leurs
prends du temps de leur temps d’éudicr et études parce que le travail qu’ils
de faire leur devoir et tous gu'ils besoin font enléve du temps 4 leur
faire pour I'écale. temps d'étudicr et de faire leurs

devoirs et toutes ce qu’ils besoin
de fatre pour I*école.

(DI13) Premiérement. & mon opinton, le travail nuit | Lexical: noun Premid¢rement, & mon avis, le
les €léves secondaires de réussir leur travail nuit kes éléves du
scolaire parce que le travail qu'ils font secondaire de réussir leurs
prends du temps de leur temps d’étudier ¢t études parce que le travail qu'ils
de faire leur devoir et tous qu'ils besoin font enléve du temps a leur
faire pour 1"école. temps d'étudicer et de faire leurs

devoirs et toutes ce quils besoin
) de faire pour I'école.

(D13) Premigrement. i mon opinion, le ravail nuit | Lexical: verb Premiérement, 3 mon avis, le
les éleves sceondaires de réussir leur travail nuit les éléves du
scolatre parce que le travail qu’ils font secondaire de réussir leurs
prends du temps de lewr temps détudier et ¢tudes parce que fe travail qu'ils
de faire [eur devoir ¢t tous qu'ils besoin font enléve du temps  lear
faire pour |'école. temps d'¢tudier et de faire leurs

devoirs et toutes ce gu'ils besoin
de faire pour "école.

(D13) Premiérement, a mon opinion, le travail nuit | Lexical: Premiérement, & mon avis, le

tes éléves sccondaires de réussir leur
scolaire parce que le travail qu'ils font
prends du temps de teur temps d’éudier ct
de faire leur devoir et 1ous qu'ils besoin
taire pour |"école.

preposition

travail auit les €léves du
secondaire de réussir leurs
¢tudes parce que le travail qu'ils
font enléve du temps 4 leur
temps d’étudier et de faire leurs
devoirs ¢t toutes ce qu'ils besoin
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de taire pour "école.

Lexical: adjective

Le travail 4 temps partiel est

{D15) Le travail & temps particl est aussi incorrect
parce que il peut rendre I'éléves d 8tre trés. aussi mal parce qu'il peut rendre
trés fatigue. les ¢léves trés, trés fatiguds.

(D13) Si John est un bon éléve, puis il décide Lexical: Si John est un bon éléve, puis il
d"avois un travail 4 temps particl puis il y a | conjunction décide d’avois un travail 3 temps
un gros test le jour prochaine, i vait étre particl ¢t il y aura un gros test le
beaucoup trop fatigué pour faire bon sur son Jjour suivant, il va étre beaucoup
test, alors il vait pas passer. trop fatigué pour bien réussir son

test. alors il va | 'échouer.

(D13) Si John est un bon éléve, puis il décide Lexical: adjective | St John est un bon éiéve, puis il
d avois un travail a lemps partiel puis H v a décide d’avois un travail  temps
un gros test le jour prochaine, il vait gtre partiel ¢t i1 y aura un gros test le
beaucoup trop fatigué pour faire bon sur son jour suivant, il va étre beaucoup
test, alors il vait pas passer. trop fatigué pour bien réussir son

test, afors il va I"échouer.

(DI3) Si John est un bon éléve, puis il décide Lexical: verb Si John est un bon ¢léve, puis it
d’avois un travail a temps partiel puis il y a décide d avois un travail A temps
un gros test le jour prochaine, il vait éure partiel et il y aura un gros test le
beaucoup trop fatigué pour faire bon sur son Jour suivant, il va éue beaucoup
test, alors il vait pas passer. trop fatigué pour bien réussir son

test, alors il va I’échouer.

(D13) Les éléves peux faire ce qu'ils décides de Lexical: Les éléves peuvent faire ce
faire en ce cas, mais je crois que dans la fin | preposition qu'ils décident de faire dans ce
c’est plus importante d'avoir un bon cas, mais je crois que finalement
education que un travail 4 temps partiel. ¢'est plus important d'avoir une

bonne éducation qu'un travait &
temps partiel.

(DI13) Les éléves peux faire ce qu'tls décides de Lexical: adverb/ Les ¢léves peuvent fatre ce
faire en ce cas. mais je crois que dans la fin | convention qu'ils décident de faire dans ce
¢"est plus importante d avoir un bon ©as, mais je crois que finalement
educalion que un travail 3 temps partiel, ¢'est plus important d’avoir une

bonne éducatton qu'un travail &
temps partiel.

(D16} Je suis écris sur le sujet du la ravail 4 temps | Lexical: Je suis écris au sujet du la travail
partiel nuit a la réussite pour les éléves du preposition 3 temps partie! qui nuit 4 la
secondaire, réussite scolaire des éléves du

secondaire.

(DI16) Je suis écris sur le sujet du la travail & temps | Lexical: Je suis écris au sujet du la travail
partiel nuit 3 la réussite pour les €léves du preposition i temps partiel qui nuit &'1a
secondaire. réussite scolaire des éféves du

secondaire.

{DI16) Is prendent le fast food le midi parce qu'ils | Lexical: verb Ils commandont le fast food le
n"ont pas ke temps pour faire une diner midi parce qu’ils n’ont pas eu le
nuteiif fe jour avant, temps pour s¢ préparer un diner

nutritif la veille.

(D16) lIs prendent le rast food le midi parce qu’ils | Lexical: verb Ils commandont e fast food le
n'ont pas le temps pour faire une diner midi parce quils n"ont pas ett le
nutritif le jour avant, temps pour s¢ préparer un diner

nutritif 1a veille.

(D16) lls prendent [e fast food e midi parce qu'ils | Lexical: phrase I1s commandont le fast food le
n’ont pas le temps pour faire une diner midi parce qu'ils a'ont pas eu le
nutritif le jour avant. temps pour se préparer un diner

nutritif la veille.

(D16) La mal alimentation peuvent cause des Lexical: verb Une alimentation malsaine peut
Jjeunes d’avoir le malade comme le engendrer chez les jeurnes des
anorexie, ou devenir obése, malades comme {'anorexie. cu

ils risquent de devenir obéses,

(D186) Les jeunes ne couchent pas asscz parce Lexical: verb Les jeunes ne dorment pas assez
qu’il &st pres-que toujours entraine du parce qu'ils sont presque
travaille. toujours en train de travailler.

(D7) Je pense que Ga dépende sur I'individu, Lexical; Je pense que ga dépende de

prepositon "individu.

(DE8) Des €ludes recents montre que le travail & Lexical: Des dtudes récentes montrent
temps pantiel 3 un effet sur la santé des determiner que lc travail & temps partiel a
¢leves. [ls doivent concentrer sur les études un cffet sur la santé des ¢léves.
assez stressants, et teur emploi 4 temps Ils doivent se concentrer sur des
partiel ne aide pas |a situation. ctudes assez stressantes, et leur

emploi 4 temps partiel n"aide pas
la situation.

(D1B) Des Big Macs et des chips passent pour des | Lexieal: noun Des Big Macs et des frites

diners ¢t des soupers de plus en plus, pas
exactement la nutrition idéale,

(L

passent de plus en plus pour des
diners et des soupers. ¢e n'est
pas exactement de [a nutrition
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idéale.

Lexical: noun

A mon avis, je crois que le

(D19) A mon avis, je crois que le travail 4 temps
partict améne sculement la stresse au jeune travail 4 temps paniel améne
et nuit i lewr réussite dans le cas stulement fe stress aux jeunes et
d’education, muit A leur réussite dans le

o o domaine de {"éducation.

(D19} Premierement, entre les loisirs. les amis et Lexical; adjective | Premiérement, entre les loisirs,
les éwdes, les jeunes ont déja une horaire (L1} les amis et les études, les jeunes
trés hectic. ont déjd un horaire trés chargé.

(D19 De récentes études démontrent que [a Lexical: noun De récentes études démontrent
proportions des adoescents et adolescentes que la proportion des
qui occupent un emploi varie entre 40 ¢t 70 adolescents et adolescentes qui
p. 100, qui montre que plus que 30p. 100 occupent un emploi varie entre
des éléves onl ung occupation el ils ont wne 40¢€t 70 p. 100. Elles
dépreciation dans leurs marques. démontrent aussi que plus que

30p. 100 des éléves ontun
emploi et que leurs notes
baissent en conséquence.

(D19) (’a tmpose seulement une stresse Lexical: Cela impose un stress
psychologique sur les adolescentes. preposition psychologique aux adolescentes.

(D19) Deuxiémement, les jeunes sont si occuper Lexical; verb Deuxigmement. les jeunes sont
qu’ils ne preanent pas le temps de s’assoire si occupés yu'ils ne prennent pas
el manger une souper 3 bonne santé, en plus le temps de s’asseoir et de
de sa ils n’ont pas beaucoup de temps pour manger un souper nutritif. En

, car ils sont stressé, et peuve pas plus de ¢a, ils n’ont pas

eurs yeux beaucoup de temps pour dormir,
car ils sont stressés. et ne
peuvent pas ouvrir leurs yeux.

(D20) Clest s ditticile a concentré a cause qu'ils | Lexical: verb Cest trés dilficile 4 se
sera toujours disrupté avec le travail et pronominale concentrer 4 cause qu'ils seront
I'école au méme moment. toujours tiraillés entre fe travail

et I"école en méme temps.

(D20) Cest trés difficile a concentré a cause qu'ils | Lexical: adjective | Cest trés difficile a se
sera toujours disrupté avec le travail et concentrer 4 cause qu'ils seront
I"école au méme moment, toujours tiraillés entre le travail

et I'école en méme temps.

{D20) C’est trés difficile a concentré a cause qu'ils | Lexical: C'est trés ditlicile & se
sera toujours disrupté avec le travail et prepesition concentrer & cause qu'ils seront
["école au méme moment. toujours tiraillés entre le travail

et I"école en méme temps.

(D20) Cesttrés difficile a concentré a cause qu'ils | Lexical: C’est trés difficile 4 se
sera touwjours disrupté avec le travail et preposition concentrer a cause quils seroat
I"école au méme moment. toujours tiraillés entre le travail

et I"école en méme temps.

{D20) Crest trés difTicile a concentré a cause qu’ils | Lexical: noun C'est tres diticile a se
sera toujours disrupté avec le travail et concenteer 4 cause qu’ils seront
I’école au méme moment. toujours liraillés entre le travail

et I'école en méme temps.

(D20) Leur bulltin ne sera pas trés bien a Fécole Lexical: adjective | Leurs résultals ne seront pas trés
parce qu’ils pensent feur travail est plus bons a I’école parce qu'ils
importants. pensent que leur travail est plus

important.

(D20) En conclusion, les enfants ne devrait pas Lexical: noun En conclusion. les enfants ne
travailé durant i"école parce que si [u travail doivent pas travailler durant
quand tu est en train de faire des études sa leurs études parce que si'ils
peut te donné des mals de téte a cause du travaillent quand on est en train
mangque de sommeil. de faire des études. ¢a peut

engendrer des malades 4 cause
du manque de sommeil.

{D20) En conclusion. les enfants ne devrait pas Lexieal: verb En conclusion, les enfants ne
travailé durant ['école parce que si tu travail doivent pas travailler durant
quand tu est en train de Taire des dludes sa leurs études parce que si'ils
peut te donnd des mals de téte a cause du travaillent quand on ¢st en train
manque de sommeil. de faire des drudes, ¢a peut

engendrer des malades 3 cause
du manque de sommeil.

{D20) Je sais que ga donne de |'argent. mais tu Lexical; verb Je sais que (si on a un emploi.)
sera en teole secondaire jusqu'a 18 ans. ca nous apparte de argent,

mais on scront & L'école
secondaire jusqu’ai"dge de 18
ans.

(D20) Je sais que ¢a donne de | 'argent, mais tu Lextcal: Je sars que (sion a un emploi.}
sera en école secondaire jusqu'a 18 ans. preposition ¢a nous apporte de | rgent.

mais on scront 3 Fécole
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secendaire jusqu'a 1'age de 18
ans.

2 — INTRA-SENTENTIAL ACCURACY

Structural:

Les €léves secondaire qui

(on Les jeunes de |"école secondaire avec un
travail & emps partiel fait le choise de subordination travaillent a temps particl
travaille seulement pour I"argent ¢t pas pour décident de travaiiler seulement
un reasen important. pour |'argent et ce n’est pas pour

un raison important,

{D1) Les jeunes de t'école secondaire avec un Structural: Les éléves secondaire qui
travail 4 temps partiel fait le choise de expletive travaillent a temps partiel
travaille seulement pour |'argent et pas pour décident de travailler seubement
un reason important. pour Fargent et ce n'est pas pour

un raison important.

(DI (R) $i son dtudes suflre de a cause de cet Structural; Si ses études soufirent a cause
travail, ® le cheix ce le travail o son expletive de cet travail, il faut faire de
études. choix entre le travail et ses

études.

{D2) 3:00 de I'apres midi il revient chez lui, ~ it | Structural: A [5h de I'aprés midi. il revient
fait ses devoirs. coordination chez lui et il fait ses devoirs.

(D3) Quand ces zdultes voient que pas tous les Structural: Quand ces adultes réalisent ce
adolescent sont la méme, il vont expletive n'est pas tous les adolescents qui
probablement donné les autres jeunes un agissent de méme, ils seront
temps plus facile, gentils aux autres jeunes.

{D4) A mon avis, je pense que le travail a temp Structural: clarity | A mon avis, je pense que
partiele a nuit a des pours et conires. of statement I*affirmation qui dit que le

travail  temps partiel nuit a la
réussile scolaire des éléves du
secondaire a des aspects positifs
et négatifs.

(D4) Un des contres est tu manque du someil, Structural: clarity | Un des aspects négatifs associé

of statement au (ravail, ¢ est qu'on mangue
de sommeil.

{D3) A mon avis site un adolesen veux avoir un Structural: clarity | A mon avis si un adolesent veut
traville 4 temp partiel. cet 4 {ui de Faire le of statement avoir un travil & temp particl, ce
désision. la décision toute seule,

{D3) J*ai ur travaille A temp partiel et sa rentre Structural: J7ai un travail & temp partiel que
pas dans mes & faire ai'école pu mes subordination n’endommange pas mes affaires
devotr. A 1"¢cole et mes devoirs.

(D3) Finalement sa reveir a une gros questions, Structural: Finatement, la question le plus
est-ce que cette individue est un individue reporied speech tmportante est si le jeunce est
responsible. oui ou non? {conciseness) responsable.

(D7) I}s ne sont pas capable d organiser leur Structural: clarity | Ils ne son pas capables
temps dans une journee, e.i. ¢ludes, someil, [ of stalement d'organiser leur temps entre les
travail,, ,, éludes, someil, travail,...

(D8) Je le sais pour un fait parce-que j'ai une Structural: L1 C’est vrai parce-que j"ai une
amie qui... structure amie qui. ..

(D8) (R} Il y en ale majorité de situation quand les Structural: L1 La plupart des étudiants veulent
éiadiants veut argent extra. structure I"argent de plus.

(D8) (R) Ces situations sont rare mais ¢a peut étre si | Strutural (unintethgible)

I"étudiant veut beaucoups.

(D12) Je suis en désaccord avec |'idée que un_ Structural: Je suis en désaccord avec |'tdée
travail A lemps partiel et tout les études expletive qu’on peut {ravail 4 temps partic)
peuvent éire fait ¢n méme lemps et passé et fait tout les érudes en méme
tout les cours. temps et passe tout les cours.

(DI3) ...ils vont linit par echouer. Structural; phrase | ... ils font echouer aux examens.

(D13) (R) Hleves Structural: clarity | Si les éléves veulent avoir une

cux avoir un bon vducation. Si ce n'est pas | of statement bonne ¢ducation, cc ne va pas de
le cas, ce n'est pas si grave parce que teavailler A temps particl. Si ce
1"éléves reqoivent "argent. n'est pas le cas. ¢¢ n'est pas si
grave parce que les éléves
regoivent de 1'argent quand
méme.

(D16) La mal alimentation peuvent cause des Structural: phrase | Une alimentation malsaine pewt
Jjeunes d’avoir le malade comme le engendrer chez les jeuncs des
anorexic, ou devenir obése, malades comme |"anorexie, ou

ils risquent de devenir obéses.

(D19 De récentes éudes démontrent que la Structural: phrase | De récentes éimdes démontrent
proportions Jes adolescents et adolescentes que la proportion des
qui occupent un emploi varie entre 40 ¢t 70 adolescents et adolesventes qui
p. 100, qui montre que plus que 50p. 100 occupent un emploi varie ¢ntre
des éldves ont une pccupation et ils ont une 40 ¢t 70 p. 100. Elles
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dépreciation dans leurs marques.

démontrent aussi que plus que
30p. 100 des ¢léves ontun
cmploi ¢t gue leurs notes
baissent en conséquence.,

(D19)

I.a seul avantage c’est la salaire, mais vaut
1'il vraiment la détriment de tes études, 1a
santé ct |'avenir?

Structural:
indelinite lopic

Le seal avantage ¢'est le salaire,
mais vaut-il vraiment gagner de
"argent au détriment de tes
¢tudes, de ta santé et de 'avenir?

(D20}

Moi. je ne travailerais pas durant | école
parce que |'école viens avant de une job.

Structural: phrase

Moi, je ne travaillerais pas
durant les éudes parce que
I"école a la priorité sur un

emploi.

3A - TEXTUAL COHERENCE AND REFERENCE

(D1) Si le jeune cst responsable c’est bon mais si | Reference Si les jeunes sont responsables.

ils trés stupid ce ne pas un bon choise. c’est bon. Mais s'ils sont trés
stupids, ce n"est pas un bon
choix.

{D3) A mon avis, un ¢ludient responsable qui Reference A mon avis, un étudient
travaille a temps partiel a un meilleur responsable qui travaille & temps
chance a réusire dans leur vie. partiel a de fortes chances de

réussir dans son vie.

(D3} Siits sont pas responsable, ils son dans le Reference S7il n'est pas responsabie, il
position ou il devra pas avoir un traville & n'aurait pas mieux un travail 4
temp partiel pace que il peut pas faire les temp partiel parce que il ne pewt
deux traveaux comme if faux! pas faire les deux lraveaux

comme if faux!

(D8) ... il vien au maisen et fait leur devoir. .. Reference ... il vient & la maison ct fait les

devoirs...

(D13) Incoherence

(DI17) Incoherence

3B - TENSE, ASPECT & MOOD

{D3) Site il peut garder ces note aw de sous de Tense S’il pouvra maintenir des notes
75, ces parents devra avoir un problem avec au dessus de 73. ses parents
sa. n‘auraient pas un probiem avec

Ga.

(D3) Dans un autre <as si un jeune peut pas fare | Tense Si un jeune ne pouvrait pas faire
ces devooir ¢l son travaille également, dans ses devoirs et son travail
cette cas il devra lesser tombée le traville et également. il tombera micux le
se consentrer a scs études. travail el se consentra 4 ses

¢tudes.

(D3) St ils sont pas responsable. ils son dans le Tense $'il nest pas responsable, il
position ou il devra pas avoir un traville 3 n’aurait pas mieux un travail a
temp partiel pace que il peut pas faire les temp partiel parce que il ne peut
deux traveaux comme it faux! pas faire les deux traveaux

comme il faux!

(D6) Situ n’est pas une adolescents responsable | Tense Si tu n'est pas une adoelescent
et capable. tu devra juste concentré sur tes responsable et capable. w
gtudes el trouvait une travaille a temp concentrais mieux sur tes etudes
partiel plus simple ou plus tard. ettt trouvais une travail i lemp

partiel ptus simple ou plus tard.

(D8) It sont toujours occupé. .. Tense 1 a été toujours occupe. ..

4 - PRESENTATION

(D) ... es5tun bon chots. .. Spelling ... estun bon choix....
(D) A mon avis Spelling: A mon avis
homephone
(D1) un reason imporant. Spelling un raison important.
(D1) des choises impornan. .. Spelling des choses impontants. ..
Ly Si le jeune est responsable ¢'est bon mais si | Contraction Si les jeunes sont responsables,
ils res stupid ce ne pas un bon choise. ¢’'est bon. Mais sils sont trés
stupids, ce n’est pas un bon
choix.
(D2) Je peux seulement dire que si vous etes un Spelling: Je peux seulement dire que si
dtudiant qui travail 4 temps partiel, je vous | homephone vous dtes un éudiant qui

soubait de ka chance.

travaille & temps partiel. je vous
souhatte de la chance,
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Spetling: accent

Par exemple, voici une joumnée

(D2} Par exemple, un journée normale pour un
adolescent: il réveille 4 6h30 fe matin, normale pour un 2dolescent; il
mange son petit dejeuner et prends son se réveille a 6h30 le matin,
douche. mange son petit déjeuncr et

prend sa douche,

(D2) Premi¢rement, les adokescents n’ont pas Punctuaticn Premiérement, les adolescents
assez de lemps pour eux memes. n’onl pas assez de emps pour

eux-mémes.

(D2) 3:00 de |"aprés midt il revient chez lui. ¢l Convention A 15h de I'aprés midi, il revieat
fait ses devoirs, chez lui et il fait ses devoirs,

(D2) 5:00 il mange son soupper. Spelling A 1'7h, il mange son souper.

(DY) Voici un jour fypicale pour un adolescent, Spelling Voici une journée Lypique pour

un adolecent.

(D7) On devrai avoir au moins 9 heurs de Spelling Cn doit aveir au moins 9 heures
coucher. de sommeil.

{D2) Et deuxiemement. le manque d'heure pour | Spetling - Deuxiémement. le mangue
dormir qu’on perde rapidement, nous nous | Spelling: accent d’heures pour dormir qu'on perd
somimes toujours fatiguer. rapidement, nous sommes

toujours fatigués.

(D2) 3:00 de I'aprés midi i revient chez [ui, il Convenlion A |5h de "aprés midi, il revient
fait ses devoirs. chez lui et il fait ses devoirs.

(D2) Mai quand on dors a1'¢cole, on manque Spelling Mai quand on dort 4 1'écale, on
d'informations pour des examins ou test et manque des informations pour
il ou elle va échouer tout ses classses et des examines ou des tests et il
cours. Yous échouerent Fanade. ou elle risque d’échouer a tous

ses classses et cours. On
échoura 3 I’année.

(D2) Je peux seulement dire que si vous etesun | Spelling: accent | Je peux seulement dire que si
étudiant qui travail 4 temps partiel. je vous vous étes un étudiant qui
souhait de la chance. travaille 4 temps partiel, je vous

souhaite de la chance.

(D3} Un etudient qui travaille n’est pas Spelling: accent Un étudient qui travaille n'est
necessairement un mauvaise chose. pas nécessairement une

mauvaise chose.

(D3) A mon avis, un etudient responsable qui Spelling: A mon avis, un édient
travaille a temps partiel & un meilleur homphone responsable qui travaille 3 temps
chance a réusire dans leur vie. partiel a de fortes chances de

réussir dans son vie,

{D3) A mon avis, un etudient responsable qui Spelling A mon avis, un étudient
travaille a temps partiel & un meilleur responsable qui travaille 4 temps
chance a réusire dans leur vie. partiel a de fortes chances de

réussir dans son vie,

(DY) Deuxiemement, il ¥ a beaucoups d adultes Spelling Deuxiemement. il ¥ a beaucoup
qui stereotypes les jeunes adolecents. ls d’adultes qui ont des opinions
pensent que tout les jeunes sont méchant et pleines de siéréotypes sur les
milicieux. Jeunes adolescents. lls pensent

que tous les jeunes sont
méchants et malicicux.

(D3) Deuxiemement. il v a beaucoups d'adulies | Spelling Deuxiemement. 1l ¥ a beaucoup
qui stereotypes les jeunes adolecents, 1ls d’adultes qui ont des opinions
pensent que tout les jeunes sont méchant et pleines de stéréotypes sur les
milicieux. jeunes adolescents. [ls pensent

que tous les jeunes sonl
méchants et maticieux.

(D4} Premierement Lu 2agne beaucoup d argent Spelling Premigrement. si on travaille, on
¢t tu peu acheter des chosses expensives gagne beaucoup d’argent ¢t on
que les parents n’acheterait pas pour toi. peut acheter des choses

onéreuses que nos parents
. n’acheterail pas pour nous.

(D4) Deuxicmement. ¢'est 1a responsabilité de Speiling: accent Deuxiémement, cest la
I'éléve de cheque ces heures pour qu'il fait responsabilité de 'éléve de
ses devoirs dans la libraire a lunch et le planifier se¢s heures pour qu’il
recreation. fait ses devoirs dans la

bibliothéque pendant I hevre
funch et la récreation.

(D4) En conclusion j"exprime que c'est le coix Speiling En conclusion je crois que ¢est
du personne si il/elle veut travailler, et peut le choix de Mindividu 571 ou elle
&tre échoud ou étre une personne coléreux, veut travailler, mais on risque

peut dtre d"échouer ou de
devenir une personne coldre.

(D4) Premierement tu gagne beaucoup d'argent Spelling: Premidrement. si on travaille, on
¢t i pew acheter des chosses expensives homophune gagne beaucoup d'argent et on

que les parents n'acheterait pas pour toi.

peut acheter des choses
Qndéreuses gue nos paents




n’acheterait pas powr nous.

(D3 A mon avis, je pense que le travail a emp Spelfing: A mon avis, je pense que

particle a nuit a des pours ¢t contres. homophone I"affirmation qui dit que fe
travail & temps partiel nuit i la
réussite scolaire des éléves du
secondaire a des aspects positifs
et négatifs.

(D4} En conclusion j exprime que < est le coix Conlrraction En conctusion je crois que ¢ est
du personne si il/elle veut travailler, et peut le choix de I'individu s7il ou elle
¢tre échoud ou éire une persoane colérewy. veut travailier, mais on risque

peut étre d échover ou de
devenir une personne colére,

(D3 (R) A mon avis site un adotesen veux avoirun | Spelling A mon avis si un adolesent veut
traville 4 temp partiel .. avoir un travil d temp paniel. ..

(D3) A mon avis site un adelesen veux avoirun | Spelling A mon avis si un adolescent
traville  temp partiel. .. veut avoir un wravil 3 temp

partief. ..

{D3) A mon avis sile un adolesen veux avoirun | Spelling A mon avis si un adolesent veut
traville & temp partiel, ., avoirun travail & temp paniel...

(D) Site il peut garder ces note au de sous de Spelling §'il pouvra mainienir des notes
73. ces parents devra avoir un problem avec au dessus de 75. ses parents
sa. a'auraient pas un problem avee

¢a.

(D3) Jai un travaille a temp partiel et sa rentre Spelling 471 en travail 3 temp parniiet que
pas dans mes i faire a U'école ou mes n’endommange pas mes affaires
devoir. a I"école et mes devairs,

(D3) Si ils sont pas responsable, ils son dans Te Contraction S7ils ne sont pas responsables. il
position gu il devea pas avoir un traville i a’aurait pas mieux un travaif a
temp partiel pace que il peut pas fire les temp partiel parce que i ne peut
deux traveaux comme if Faux! pas faire les deux traveaux

comme il faux!

{D6) Je pense que si la personne est responsable | Spelling Je pense que si la personne est-
<t capable de aller au ecole et de travaille 2 responsable <t capable de
temp partiel ce le choix de il ou elle. s'occuper d'étudier et de

travailler 3 temp partiel ce le
choix de il ouclle.

(D6) von premiere ami. Marco traivaille les Spelling: accent Mon premicre ami, Marco. qui
feines-de-semaines, ... .. travaitle les fins-de-semaines. .,

{Da) Mon premiere ami. Marco traivaitle les Spelling ¥lon premiére ami, Marco, qui
feines-de-semaines. ... .. travgille les fins-de-semaines. .

(D6) Ces parents son wres fiere de Marco. . Spelling: Ses parents sont trés tieres de

homophone Marco. ..

(Do) Ces parents son tres tiere de Marco. .. Spelling Ses parents sont (rés leres e

Murco. ..

(D6} Ces parents sont tres désus de lui parce-ce Spelling Ces parents sont trés dégu de lui
que il n'est pas capable de balance le devoir parce-ce que il n'est pas capable
et 1a traivaille a temp partiel . ., de baluncer ses devoirs et son

travail & temp particel ...

(DN ... H est ditticile pour un etediant d avoir Spelling ...k est dithicile pour un
un emploi A temps partiel, . ¢tudiant d"avoir un emploi a

lemps partiel, .,

(D7) Deuxiement, .. Spelling Deuxiemement. ..

(DN Malheureussement.. .. Spelling Malheureusement,, .,

(D8) Beaucoup de prottesseurs, ., Speliing Beaucoup de protesseurs. .

(D3) - il vien au matson et fait leur devoir. Spelling il vient 4 la maison et fait les

devoirs. ..

{D9) ...experiange. . Spelling ... expérienge. ..

(D9} ... par-ce que s peu achéter des choses Contraction ... par-ce qu’ils peuvent achéter
qu’ils veu et ils peu accumuler leur argent des choses qu'ils veulent <t ils
pour... peuvent mettre de 1'argent

pour, ..

{D9) ... par-ce que 52 préparé pour la vrai vie, Spelling: ... par-ce que ¢a prépare des

hemophone éléves 1 1a vie dans la réaligé..

(o9 Je pense qu’ils donnent beaucoup de Spelling Je pense qu'ils donnent
reponsabilité 3 1 adotescent. beaucoup des responsabilids

aux adolescents,

(DY) Je chosis... Spelling Je choists, ..

(D1 Demande vous. esque...? Spelting Demande vous, est-ce que...”

(DIOY Par example. moi. je travail seulement sur Spelling: Par exemple. mon, je travaille
les fins de semaines. .. homophone seulement sitr les fins Je

sumaines. ..

(01N Je travail les dimanches chez mon Spelling: Je travaible tes dimanches dans

SYNIBOZUE ¢t je peut 1inir tous mes devoirs.

homaphane

mon synagogue el je peux tinir




tous mes devoirs,

Convention

A peu prés 25p. 100 des ¢léves

[1s]])) A peu pres 25% des éléves travaillent et
just 5% ont des difficuliés avec leurs travaillent ct seulement 3p.100
résultats 4 I'école. ont des difficultés avee leurs

résultats 4 I'école.

(D12) Je suis ¢n accord avec le fais que un travinl | Spelling Te suis ¢n accord avec le fait que
a temps partiel nuit avee Jes études un travail & lemps partici nuit
d’écoles. avee les études d'écoles.

(D13) Siils travaillent Ia fin de semains.... Contraction 5'ils travaillent la fin de

semaine. ..

(D14) Si on travail [rop. on vas éire fatiguer. Spelling: Sion travaille trop, on va étre

homophone fatigué.

(D14} Si on travail trop. on vas étre fatiguer. Spelling: Sion travaille trop. on va étre

homophone fatigué.

(D14) Je ne suis pas d'accord que tout le monde & | Spelling: Je ne suis pas d'accord avec
du difficulter. homophone I"idée que tout le monde a des

. difficultés.

(D15) Cac’est seulement incorrect si I'éléves Contraction Si les ¢léves veulent avoir une
veux avoir un bon education, Si ce n’est pas bonne éducation. ce ne va pas de
le cas. ce n'est pas si grave parce que travailler & temps partiel. 81 ce
t'éléves regoivent "argent. n'est pas le cas, ce n'est pas si

grave parce que les éléves
regoivent de I"argent quand
méme.

(D13} Le travail 4 temps partiel est aussi incorrect | Contraction Le travaii & temps pantiel est
parce que il peut rendre I'éléves d'tre trés, aussi mal parce gu’il peut rendre
trés fatigué. les éléves trés, trés fatigués.

(D135) Les éléves peux faire ce quils décides de Contraction Les éléves peuvent faire ce
faire en ce cas. mais j¢ crois que dans ta fin qu’ils décident de faire dans ce
¢'est plus imponante ¢ aveir wn bon cas, mais je crois que finalerment
education que un travail 3 temps partiel, c’est plus important d avoir une

bonne éducation qu'un travail &
temps particl.

{Dl6) A mon avis. je me suis completement en Spelling: accent A MOR avis, je suis
accord que les éléves qui travail A temps complétement en accord avec
partiel ne réussent leur études. I'idée que les éléves qui

travaillent & temps particl ne
réussient leur études.

(Di6) Les jeunes ne couchent pas assez parce Spelling Les jeunes ne dorment pas assez
qu’il est pres-que toujours entraine du parce qu’ils sont presque
travaille. toujours en train de travailler.

{DI7) Ci ) étais. .. Spelling i jétais..

{(DI17) ...la pluspart de ma vie, Spelling ...l1a plupart de ma vie...

(D18) 1ls doivent concentrer sur les études assez Contraction Il doivent se concentrer sur des
stressants. et leur emploi  temps partiel ne études assez stressanies. et leur
aide pas la situation. emploi A temps partiel n'aide

pas la situation.

(Di8) Des études recents montre que le travail & Spelling: Des éludes récentes montrent
temps partiel & un effet sur la santé des homophone que le travail a temps particl a
éléves. un effet sur 1a santé des €léves.

(DI9) Deuxiémement, les jeunes sont si occuper Spelling Deuxiémement, les jeuncs sont
qu’ils ne prenaent pas le temps de 5 assoire si occupés qu'ils ne prennent
et manger une souper i bonne santé. en plus pas le temps de s'asseoir et de
de sa ils n’ont pas beaucoup de tlemps pour manger un souper nutritif. En
coucher, car ils sonl stressé, 1 peuve pas plus de ¢a., ils n'ont pas
ouvrir leurs veux. beaucoup de temps pour dormir.

car ils sont stressés, et ne
peuvent pas ouvrir leurs yeux.

(D20) A mon avis, je pense que si les adolescent Spelting A mon avis, si les adolescents
fait des études A |'éeele etils veulent lont des dtudes & I'école et ils
travaille, ¢'est 1rés dire a réussir bicn ¢n veudent travailler. ¢'est trés dure
class. Te doit 1¢ couché tard comme & 10- de bien réussir en classe, s
11-12 ¢t méme 1'heures du mating a cause doivent se coucher tard, par
du travail gu'ils font. exemple A 22h, 23h, 4 minuit et

meéme 3§ Hheure du matin 3
cause du travail qu'ils font.

{D20) A mon avis. je pense gue siles adolescent Convention A mon avis. si les adolescents

Fait des dtudes a 1'école et ils veulent
travaille, ¢ cst trés dire a réussir bien en
class. Te doit te couché tard comme 4 10-
11-12 et méme Iheures du mating a cause
du travail qu’ils fone,

font des études 3 L'école etils
veulent travailler, ¢ est trés dure
de bien réussir en classe. s
doivent se coucher tard, par
exemple 4 22h, 23h, & minuit et
méme & I'heure Ju matin &
cause du travail qu'ils font.
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(D20}

Aujourd hui il en a plus ¢n plus de parents
qui sont inquict des études de leurs enfants
a cause qu'ils travail a temps particl.

Spelling:
hemogphone

Aujourd’hui il'y ¢n a de plus en
plus de parents qui sont inquicts
au sujet des ¢tudes de leurs
endants A cause qu'ils travaillent
A temps partiel.

(D20)

En conclusion. les enfants ne devrait pas
travailé durant I'école parce gue si tu travail
quand tu est ¢n teain de fatre des ¢tudes sa
peut te donné des mals de téte a cause du
manque de sommeil.

Spelling:
homophene

En conclusion, les enfants ne
doivent pas travailler durant
leurs ¢tudes parce que si'ils
travaillent quand on esten train
de faire des éludes, ¢a peut
cngendrer des malades a cause
du manque de sommeil,




