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ABSTRACT 

 

This study investigated the writing difficulties that Libyan graduate students encounter 

while attending universities in the United States. Libyan graduate students have difficulties in 

writing effective paragraphs and essays. Most of their academic writing tasks have numerous 

grammatical errors and their writing style appears elementary-like. The main purpose of this 

study was to diagnose writing issues such as grammar, unity, style, diction, and language 

interference that the students encounter and find solutions for existing problems. A mixed-

methods approach was employed in this study. One hundred Libyan graduate students studying 

at U.S. universities were sought as participants. Data were collected by using an online 

questionnaire that consisted of 14 multiple-choice questions, four open-ended questions, and two 

writing tasks. In the writing part, the participants were asked to write two different topics. Error 

analysis was used to analyze the participants’ mistakes. The analysis of the writing samples 

focused on thesis, unity, style, and diction and grammatical mistakes. 

The findings have revealed that the most common difficulty encountered by Libyan 

graduate students in writing is grammar. The common grammatical errors from the participants 

involved articles, especially over-use of the definite article “the” in many sentences. The study 

also showed that the majority of participants did not use writing techniques such as 

brainstorming, outlining, and clustering to complete their writing assignments in English. It was 

also revealed that there was little emphasis in teaching English writing on other elements, such as 

techniques and style, communicating the content (idea and information), and learning vocabulary 
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and diction (knowing the correct use of the word). Therefore, teaching methods that Libyan 

teachers frequently use in teaching writing were not adequate in terms of preparing the Libyan 

students for appropriate levels of academic writing and did not help them to be more creative in 

writing since writing is not just grammatical rules. This study has also indicated that the majority 

of the participants, 84.5%, did not do any collaborative work activities, such as peer editing, 

proofreading, and so forth in writing classes in Libya. 

It has been observed that some participants relied on both the first-language thinking and 

translation, while composing in English to complete their writing tasks. Some participants 

employed some similar rhetorical strategies of their first language when composing in English. 

The rhetorical impact of the first language, Arabic, has been shown in some cases, for example, 

repetition. It appeared from their writing samples that the participants were not acquainted with 

various writing styles and purposes of writing in English. Lack of variation and misapplication of 

some cohesive devices in the writing samples were also revealed. Some of the participants found 

difficulty in staying on topic in the paragraph. In other words, supporting sentences may not be 

related to the main idea of the paragraph. This may be due to different reasons, such as language 

interference. This study suggested many recommendations that will improve teaching writing in 

Libya.  
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CHAPTER 1  

 

INTRODUCTION 

Research has emphasized the writing process of native English speakers and nonnative 

speakers of other languages. Some of this research determined solutions for those learners who 

want to learn and improve their academic English writing. This research highlights these studies 

in the second chapter. These studies suggest many successful tools and methods in implementing 

new approaches that help ESL students write effective paragraphs and essays. However, few 

types of research have specifically emphasized Libyan students and teaching methods used in 

Libyan schools for teaching English writing. I have seen several Libyan students who have been 

granted full scholarships to work toward their master's and doctoral studies in various fields. 

Unfortunately, they do not get high scores in their English writing and have difficulties in writing 

effectively. Libyan graduate students studying in the United States also encounter problems in 

their writing. Some did not get academic acceptances from the universities in the United States 

due to their poor writing, and others may have gotten academic acceptances but, later on, were 

dismissed from the academic institution because of various writing issues. 

In this study, the primary goal was to investigate the writing problems that Libyan 

graduate students encounter when they write in English. Moreover, the study examined language 

interference between English and Arabic and how the “mother tongue” affects the students’ 

academic writing. The research also investigated how these difficulties occur when students 
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write in English. It highlighted the effects of the writing process. It focused on Libyan graduate 

students who are studying in universities in the United States. 

Statement of the Problem 

Libyan graduate students historically have encountered many academic writing problems 

while attending universities in the United States. They have had difficulties in writing effective 

paragraphs and essays and most of their academic writing tasks have had many grammatical 

errors, even though they had already taken English courses in Libya. Furthermore, they have 

complained that their academic writing style looks elementary when they express their ideas. 

Suwaed (2011) stated that many Libyan students have encountered English writing difficulties. 

Therefore, many Libyan students have not received acceptable scores in the writing section when 

they have taken TOEFL (Test of English as a Foreign Language), IELTS (International English 

Language Testing System), or any other English reading or comprehension test. Moreover, some 

students have been admitted to universities, but they continue having difficulties in their 

academic writing, which have caused them to get low scores. Therefore, their low scores in their 

writing have gotten them dismissed from these schools. 

Purpose of the Study 

The study focused on problems that Libyan graduate students encountered in their writing 

in English. The main purposes of this study were to diagnose the problems that Libyan students 

encountered in their academic writing and find solutions for existing or potential problems. This 

research aimed to identify various solutions to current difficulties that Libyan students have 

faced in their writing, with a focus on the most common methods used for teaching writing in 

Libyan institutions. Furthermore, it has provided English teachers in Libya with strategies that 
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they might use while teaching writing to Libyan students, so that these teachers can effectively 

teach and correct issues that students may have in their writing.  

The study investigated learning strategies that Libyan students frequently have used 

while writing. The study also aimed to look for the common errors that Libyan students 

frequently have made and it has proposed guidelines of teaching writing that will help Libyan 

students write more effectively in the future. This study has provided ESL instructors with tools 

to help them in teaching writing and enhance curriculum planners’ understanding in setting up 

new curricula that fit modern teaching methods for writing. Furthermore, this study has given 

some insights about the writing process, teaching methods, and information about the field of 

rhetoric and composition in both English and Arabic. 

Finally, the research has attempted to investigate the problems and to provide findings 

and conclusions. Based on the information gathered, recommendations were addressed to all 

Libyan teachers who teach in Libya and students who will study English writing in the future. 

The aim was to provide the prospective students and English teachers in Libya with guidance 

and tips that will assist them in teaching and learning English writing, especially focusing on 

grammar and the writing process. This research also has provided the Libyan Ministry of 

Education with recommendations and suggestions that will help curriculum planners to 

implement appropriate curricula for teaching English writing. 

The Significance of the Research 

This research aimed to explore new teaching methods for teaching writing and 

investigated the most common teaching approaches for writing that work best for ESL students, 

generally, and Libyan students, specifically. It also has provided pedagogical implications to 



4 

 

 

 

English instructors, ESL learners, and curriculum planners. The study has reflected upon whether 

the teaching methods used in Libya for writing are well-suited for the students or not. This 

research has aimed to help students find a methodology that improves their English writing and 

to aid teachers by suggesting how to implement effective methods for teaching writing. The 

research has also discussed interfering language relationships between Arabic and English. 

Justifications of the Study 

Many Libyan students encountered academic writing problems while studying in U.S. 

universities during their academic enrollment. Some Libyan graduate students have been 

dismissed from their U.S. universities due to poor academic performances, especially in writing 

tasks and the inability to write acceptable academic essays. Some of these students have used 

certain vocabulary in the correct places in the sentences; however, they have not expressed their 

thoughts effectively. Grammar-based methodology also has affected their writing by focusing 

only on grammar and not on the writing process. This is problematic because students have not 

had a complete understanding of the writing process. By learning only the grammar, students 

have learned writing out of context, thus lacking the ability to apply what they have learned to 

other types of writing. Therefore, the study investigated these problems and offered solutions. 

Furthermore, there has been a great demand by language teachers and educational officials to 

investigate the obstacles and find solutions for Libyan students who have faced difficulties in 

their writing. All of this study should result in more successful learning experiences for both 

students and teachers. 

Limitations of the Study 

Participants may not represent all Libyan graduate students because some of these 
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participants may have had opportunities to take extra English courses in other English-speaking 

countries. Furthermore, this current study may not represent all Arab students because it focuses 

only on Libyan graduate students in the United States. In addition, the majority of the 

participants may have been male students because many female students may not have been 

allowed by their families to travel alone due to Libyan culture. Moreover, the time required to 

take the online questionnaire for this study may have been time-consuming for the participants, 

especially the writing samples. Therefore, some of the participants did not complete the whole 

questionnaire. 

Research Questions 

This research aimed to investigate the difficulties that Libyan students encounter in their 

writing while attending universities in the United States. The research questions of this study 

were 

1. What are common difficulties that graduate Libyan students encounter in their 

writing?  

2. How do Libyan students approach or complete their writing assignments in English? 

3. What teaching methods do Libyan teachers frequently use in teaching writing? 

4. Do Libyan students report that grammar-based methodology in teaching writing used 

by ESL instructors in Libya is adequate in terms of preparing Libyan students for 

appropriate levels of writing? 

5. What are the common mistakes that Libyan students usually make?  

The five research questions were answered by using a questionnaire containing multiple-

choice questions, open-ended questions, and writing tasks. The 14 multiple-choice and four 
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open-ended questions provided me with information about participants’ educational backgrounds 

and their learning experiences. These questions contributed assessments and comparisons of 

participants’ writing samples and the manner in which they have been taught before. These open-

ended questions and multiple-choice questions also provided hints about writing strategies while 

analyzing participants’ writing samples. The questions were selected based on these 

considerations in order to answer the research questions: writing techniques, teaching strategies 

used by Libyan instructors, collaborative work activities in Libyan writing classes; participants’ 

perceptions of the weaknesses and the strengths of the writing methods being taught in Libya, 

attitudes of comparison between writing in English and in Arabic, and the most commonly 

committed grammatical errors. The type of multiple-choice questions was selected because it 

limited participants’ answers, was easy in terms of statistical analysis, and it made the process 

simple and uncomplicated for the participants. This type was more specific. The open-ended 

questions section produced many possible answers, and the participants clarified answers in 

detail. The participants were sent a link of an online questionnaire that had several different 

questions. The multiple-choice questions were about the way that the participants were taught 

English writing in Libya, as well as questions about the writing process and organization. Based 

on the questionnaire (multiple-choice questions and open-ended questions), reasons that hinder 

participants in learning the writing process can be determined. Furthermore, the research tools in 

the study can identify the students’ perceptions of the weaknesses and strengths of the writing 

methods used in Libya. These tools can also help to determine the writing process that the 

participants most frequently use while writing. 

The participants were also asked to write two paragraphs about two different topics: 
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“College Life in the U.S.” and “Marriage Life.” The mistakes that the participants made while 

writing in English were analyzed. These mistakes were classified according to their types: thesis, 

unity, style, diction, and grammar. Grammatical errors were analyzed by error analysis, whereas 

thesis, unity, style, and diction were evaluated based on specific rubrics. 

Hypotheses 

Hypotheses of the study are as follows: 

1. There are common difficulties that the participants encounter in their writing. 

2. Libyan students use invention strategies (brainstorming, word mapping, and 

outlining) to approach or to complete their writing assignments. 

3. Grammar-based methodology is the most frequently used strategy in teaching writing 

by Libyan teachers.  

4. Grammar-based methodology used in Libya is sufficient in preparing students to meet 

the expectations of writing. 

5. Libyan students encounter obstacles although they had already taken writing classes 

in their home country due to the differences between English and Arabic in teaching 

writing. 

Methodology 

A mixed-methods approach was employed in this study. One hundred Libyan graduate 

students studying at U.S. universities were sought as participants in this study. Data were 

collected by using an online questionnaire form that asked Libyan graduate students questions 

about the way they were taught English writing and general questions about the writing process 

and organization. The participants clicked on the link of the online questionnaire. Based on the 
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online questionnaire, the reasons that hinder participants in improving the writing processes were 

revealed. Participants were also asked to write two paragraphs about two specific topics: 

“College Life in the U.S” and “Marriage Life”. The writing samples that the participants 

completed while writing in English were analyzed and evaluated. The mistakes that occurred in 

their writing performances were classified according to their types: thesis, unity, style, diction, 

and grammar. Using both the quantitative and qualitative methodology provided a breadth of 

information to validate the findings of this study. A mixed-method approach of qualitative and 

quantitative methodology was used to investigate the research problems. This method was 

sufficient in investigating the problems and finding solutions for the writing obstacles. 

Furthermore, implementing both approaches validated the hypotheses and answered the research 

questions of this study. 

Error Analysis and Contrastive Analysis 

Error analysis can give some insights not only for the process of teaching and pedagogy, 

but it also reveals the psychological aspects of the learners. Ageli (1989) stated,  

beside its pedagogical implementation, error analysis has also a psychological aim which 

is the description of how languages are learnt and how the process of the first language 

acquisition and the foreign language learning are related. Furthermore, error analysis is 

believed to provide some explanation of the learners' competence in foreign languages 

and against which errors and difficulties are thought to be made. (p. 27) 

This indicates that the main source of the errors can be traced back to the first language. Error 

analysis may aim not only to reveal the error but also to investigate the mental process behind 

these errors. Error analysis may reveal the complex process of acquiring the first and second 
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languages and the established relationship between the two languages. Furthermore, it may show 

the unique relationship of acquiring the second language among the learners who have different 

linguistic backgrounds. For example, Chinese students may not make the same errors that Arab 

students make because of differences in the relationship between students’ first and second 

languages.  

Understanding the different deviations of the learners can reveal the implications of the 

committed errors. Ageli (1989) stated that “error analysis is interested in the deviations of the 

learners, not in their normal behavior in the target language. We believe that error analysis, when 

used in conjunction with contrastive analysis, will give us a complete picture of 

learners’deviations” (p. 38). Connecting error analysis with contrastive analysis can provide 

linguists with a comprehensive picture of the mental process involved with language learning 

and facilitate teachers in forming the proper pedagogical setting that accounts for the unique 

difficulties that language learners encounter in the classroom. Gressang (2010) pointed out that 

there are some advantages and disadvantages of error analysis: “Error analysis allows 

individuals’ differences to be viewed, but it is not easy to use such information to make 

conclusions. This is partly because language learners rarely are consistent in the forms that they 

choose in particular situations” (p. 320). Therefore, error analysis may not be generalized to all 

language learners due to the differences among these learners. 

Despite the similarities between contrastive analysis and error analysis, the two methods 

differ in their goals. Ageli (1989) stated, 

Contrastive analysis’ main concern is the comparison of the systems or parts of systems 

of the native language and those of the target language with the aim of revealing the 
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differences between them, so as to warn the learner of the potential areas for errors. Error 

analysis, on the other hand, searches for deviations in the learners’ performance from the 

target language. It considers errors as unwanted forms and therefore, they have to be 

eradicated. (p. 44) 

Contrastive analysis looks for the differences between two languages as a proactive step to avoid 

the errors that occur in the second language, whereas error analysis is a reactive method with the 

aim to fix the errors after they are committed.  

Contrastive analysis and transfer are important fields within the discipline of linguistics. 

Ageli (1989) explained that contrastive analysis and transfer may aim “to discover the points of 

transfer. The idea of transfer itself is not new. It is based on the assumption that native language 

(L1) habits are transferred into the target language (L2)” (p. 6).This shows the first language 

habits may restrict second language learners in acquiring their second language. Lado (1957), as 

cited in Ageli (1989), clarified transfer as “individuals tend to transfer the forms and meanings 

and the distribution of forms and meanings of their native language and culture to the foreign 

language and culture” (p. 6). This indicates that language and culture are very connected to each 

other, and when people acquire their second language, they are apt to transfer not only their first 

language but also the attached culture. Contrastive analysis attempts not only to understand 

transfer but also to reveal how it manifests in the languages. Ageli (1989) stated that  

contrastive analysis has more than one purpose: the theoretical one where it gives a 

detailed description of systems or subsystems of two languages with a view to showing 

the similarities and dissimilarities and language universals. The practical or applied 

purpose is its relevance to language teaching (p. 14).  
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Therefore, contrastive analysis deals with both theory and pragmatics. This can be useful for 

teachers and students because they may understand the reasons behind students’ difficulties in 

acquiring language. It is significant for the language learners and teachers to understand not only 

the errors but also the triggers of those errors. This allows researchers, teachers, and curriculum 

planners to design pedagogical practices that account for hindrances that are a result of transfer.   

Having a linguistic background of students’ native languages can help language teachers 

to predict students’ linguistic errors. Lado (1957) explained that “the teacher who has made a 

comparison of the foreign language with the native language of the students will know better 

what the real learning problems are and can better provide for teaching them” (p. 2). This quote 

indicates that understanding a student’s native language enriches the learning process of 

language studies. In addition, contrastive analysis may help instructors comprehend some 

language issues that arise in classrooms and find solutions for these issues. 
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CHAPTER 2  

 

LITERATURE REVIEW  

Second language writing is a very important field of study; several researchers have 

investigated different components of second-language studies and are continuing to study the 

fields today. However, few types of research have specifically emphasized Libyan students and 

teaching methods used in Libyan schools for teaching writing. Libyan graduate students face 

writing problems when they compose in English. These issues could be caused by inappropriate 

methods of teaching writing, language interference, and lack of use of writing-process 

techniques, such as brainstorming and proofreading. Those factors were factored in this research. 

The writing processes have several steps that students should plan before producing the 

final product. These steps, such as brainstorming, invention, and planning, are very important as 

emphasized by several scholars such as Murray (1972), Lindemann (1995), Nunan (2003), and 

Flower and Hayes (1981). The aforementioned steps, in addition to others, will be discussed in 

further detail in later sections.  

Many studies have explored various problems that second-language learners encounter 

while they learn a second language, such as English. These studies will be elaborated further in 

later sections. These issues are related to language skills: listening, speaking, reading, and 

writing. Nunan (2003) clarified that there are productive and receptive skills generated by 

language learners. Speaking and writing are classified as productive skills, whereas listening and 
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reading are receptive skills. There is also a big difference between speaking and writing. Rahilly 

(2004) stated that  

writing differs from speaking because of the absence of immediate interlocutor. In a 

speech act, the speaker utters a verbal message that the receiver immediately interprets 

and clarifies for meaning and context. Conversely, writing is a more remote and 

complicated task than speaking because it requires the writer to create and explain an 

intended message in written form to an absent audience. (p. 12) 

In writing, the audience is absent and writers need to clarify their intended meanings, whereas in 

speaking, the speech act may have clearer messages. 

Focusing on specific language skills, over other skills, may have negative impacts on 

students. When language teachers focus mainly on listening and speaking skills, this may have 

effects on other language skills such as writing and reading. In Libya, there may be some 

difficulties in writing comprehension. El-Aswad (2002) stated that 

teachers must be aware of the difficulties encountered by their students while learning 

writing. Traditionally, primary importance has been given to listening and speaking skills 

rather than to reading and writing. This emphasis has had a negative influence on 

learners' attitudes towards writing. That is, writing is perceived to be a secondary skill 

requiring neither talent nor care because its communicative role has been devalued. (p. 

62)  

It is important in teaching to focus on all four language skills, not only on specific ones. El-

Aswad (2002) pointed out that “writing must be seen as a crucial means of communication, but 

also as a distant form of communication, in which the writer lacks the feedback that might be 
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available in spoken, oral communication” (p. 62). The distant form of communication can be 

hard for language learners since they do not have immediate feedback from the audience. This 

may not make the process of learning to write easy. 

It is important to recognize that second language writing is an interdisciplinary field. 

Matsuda and Silva (2005) stated that “second language writing today is arguably one of the most 

viable fields of inquiry in both second-language studies and composition studies” (p. xi). This is 

because second-language writing is interdisciplinary and encompasses both the act of acquiring a 

language and composing a language. Furthermore, many ESL students encounter second-

language writing difficulties. As researchers study the difficulties that ESL students face with 

second-language writing, light is shed on the origin of these difficulties. Thus, it will open doors 

to finding solutions for these hindrances. Second-language writing is considered an 

interdisciplinary field in many schools. Matsuda, Cox, Jordan, and Hooper (2011) stated that 

“second-language writing emerged as an interdisciplinary field situated at the crossroads between 

second-language acquisition and composition studies. These two disciplines often present very 

different perspectives on good writing, pedagogy, and research” (p. 7). Consequently, many 

programs are involved with second-language writing research. 

Structural levels are one very important issue in the writing process. El-Aswad (2002) 

stressed that second-language writers must consider the following structural levels before 

expressing their ideas: “overall text structure, paragraph structure, sentence structure, and word 

structure” (p. 9). The consensus is that writers should focus on the structural levels before 

expressing their ideas in order to produce an effective piece of writing because writers need to 

meet the expectations of the readers due to the certain conventions of a language, such as 



15 

 

 

 

structure of a paragraph and sentence structure. Writing is considered to be a collection of skills 

that “must be practiced and learned through experience” (Grabe & Kaplan, 1996, p. 6). From this 

point of view, writing is a complicated process and requires many different skills. El-Aswad 

(2002) indicates that, as opposed to speech, “writing requires more thematic unity, logical 

progression, and grammatical linkage between sentences ‘cohesive ties’” (p.11). The writing 

process is more complicated than speech, and this is something of which teachers and students 

should be aware. 

Each language has its own development and devices in approaching the text. Labidi 

(1992) stated English and Arabic “approach text development differently and employ different 

devices that contribute to textual well-formedness, particularly the relationship that must obtain 

among text components so that a text functions as a meaningful unit. Consequently, textual 

organization differs across the two languages” (p. 218). This may indicate that the writing system 

differs among languages because each language uses its own rhetorical devices and linguistic 

elements. 

Each language has its own features. Language learners may also use the same format of 

their native language. Ostler (1987) conducted research on writing samples of Arabic writers. 

The study demonstrates that there are some Arabic writers composing ideas that are irrelevant to 

the topic sentence. This means that using irrelevant ideas in the paragraph is one of the issues 

that hinder Arab writers when they write in English. They do not stick to the topic sentence, so 

they write irrelevant ideas in the paragraph. This may be because of native-language interference. 

Composing in a second language may not be an easy task for adult ESL learners. Rahilly 

(2004) stated, 
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learning academic English composition skills can be especially challenging and stressful 

for adult ESL students. In addition to mastering the linguistic and grammatical features of 

written English, second language students must learn to think, create and compose in 

ways that may be quite unfamiliar and different from those in their native language. (p. 2) 

This shows that students need to change the way that they compose in their first language in 

order to produce an effective piece of writing in their second language. 

There are some misconceptions that if two languages have the same grammatical 

structures, it does not mean that second-language learners can apply these rules correctly. 

Gressang (2010) stated that “second language (L2) learners notoriously have trouble using 

articles in their target languages, even if their native language also has articles” (p. 5). 

Similarities in grammatical structures between two languages may not be very helpful for 

second-language learners. 

There is also another linguistic factor that hinders Arab writers. Many Arab writers do not 

understand the differences between tenses and active and passive voice. Furthermore, there may 

not be equivalence of the tense in ESL learners’ native language. For example, in Arabic, there is 

not an exact equivalent of present perfect tense. El-Shimy (1982) stated that the use of tenses and 

passive voice is sometimes confusing to Arab writers. Furthermore, El Hassan, as cited in 

Aljamhoor (1996), pointed out that graphological interference may also hinder Arab writers 

because their writing starts from right to left. 

Language learners may resort to using some expressions from their native language to 

express their thoughts in the target language. When the errors occur, it may result from linguistic 

and psychological factors. Ageli (1989) clarified, 
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The explanation of errors is considered to be a psycholinguistic one, since it attempts to 

account for why and how those deviations occurred. The theory of transfer is based on 

the fact that a number of errors in the target language bear resemblance to word-for-word 

translation of the native language. (p. 30) 

This leads researchers to investigate the mental reasons that trigger these errors and the way they 

manifest in the target language. 

As previously stated, this research project focuses on Libyan graduate students 

encountering English writing difficulties despite having already taken classes in Libya. This 

problem needs to be discussed among second-language writing specialists who need to consider 

different disciplinary, theoretical, and methodological viewpoints of second-language writing 

because it highlights second-language writing instructions and teaching problems in Libya. 

Matsuda et al. (2011) stressed the importance of conducting research about second-language 

writing because there are increasing numbers of international students who study English as a 

second language (ESL). They recommended that English instructors, at the college level, 

reconsider their educational strategies when they teach ESL students who have diverse linguistic 

backgrounds. Matsuda et al. (2011) provided writing teachers and programs with guidelines that 

consider the presence of second-language writers. They urged instructors to understand who their 

students are: “Recognize and take responsibility for the regular presence of second-language 

writers in writing classes, to understand their characteristics and to develop instructional and 

administrative practices that are sensitive to their linguistic and cultural needs” (Matsuda et al., 

2011, p. 11). It can be inferred from Matsuda et al. that there are many English instructors who 

do not consider the linguistic diversity of their students while teaching writing. For this reason, 
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some ESL students do not receive appropriate instruction for their educational needs. 

Teacher preparation is very important for both students and teachers. Matsuda et al. 

(2011) urged writing programs to “offer teacher preparation in second-language writing theory, 

research, and instruction” (p. 11). Matsuda and Silva (2005) also encouraged researchers of 

second-language writing to “study second-language writing from the perspectives of the social 

sciences, humanities, and even the physical sciences” (p. 12). Learning writing as an isolated 

process may create a gap between writing itself and the context of the writing. Writing should be 

viewed holistically. Therefore, writing tasks should be taught in reference to the various 

applications that Matsuda and Silva indicated. Porter (1986) also emphasized a very important 

issue which is the discourse community. Porter defined it as “a group of individuals bound by a 

common interest who communicate through approved channels and whose discourse is 

regulated. An individual may belong to several professional, public, or personal discourse 

communities” (p. 38). Therefore, discourse communities are essential and should be considered 

among writers and researchers because the discourse communities set the conventions for what 

style of writing is acceptable. 

Studying similarities and differences between first-language (L1) and second-language 

(L2) writing can be very beneficial in teaching and learning L2 writing because it provides 

English instructors with tools that facilitate that teaching. El-Aswad (2002) stated, 

The similarities and differences between Ll and L2 writers, the role of Ll use in L2, and 

the influence of Ll writing processes on L2 writing processes have gained in interest, as 

well as the influence of L2 writing instructions as being `bi-directional' on L1 writing 

processes. (p. 38) 
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It is essential to know that second-language writing can also affect the first-language writing, for 

example, using conjunctions in English may affect the use of conjunctions in Arabic. 

Linguistic and cultural structures of the mother language and culture can also affect 

second-language writing. Aljamhoor (1996) conducted a study that showed most Saudi learners 

encounter writing difficulties due to rhetorical and linguistic factors. Kaplan, as cited in 

Aljamhoor (1996), stated that Arab learners used the same strategies of their native language 

during writing. Therefore, this interference can affect their writing and make their writing 

ambiguous. ESL learners often use traditional sayings of their mother language in their writing, 

but these proverbs or traditional sayings do not make sense in the target language. This 

phenomenon requires ESL teachers to be familiar with all writing issues. Silva (1990) stated that, 

“to be effective teachers of writing, English as a second language (ESL) composition 

professionals need an understanding of what is involved in second language (L2) writing” (p. 

11). Therefore, researchers and teachers should understand the role that the first language plays 

in the writing process. 

Arab student writers have many difficulties due to the differences between English and 

Arabic writing conventions. El-Aswad (2002) stated, 

Arab learners are not competent to write in English because they fail to do certain things, 

such as organising the passage or discourse in terms of antecedents and references. They 

are also unable to use the devices commonly applicable in writing like punctuation, 

capitalisation, and paragraphing correctly. (p. 61) 

The bigger the differences between any languages, the second-language learners face more 

difficulties in learning and understanding the grammatical structures and writing conventions. 
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A learner’s first language is also a problem for ESL students. It interferes with an ESL 

student’s ability to produce effective writing. For this reason, many scholars or linguists focus on 

contrastive rhetoric, which compares various types of writing among languages. Kaplan, as cited 

in Nunan (2003), asserted that “each language and each culture has a paragraph order unique to 

itself, and…part of the learning of a particular language is the mastery of its logical system” (p. 

89). This can indicate that language learners may be more cautious when writing in a second 

language due to linguistic and cultural differences. El-Aswad (2002) stated, 

although Arab learners try to produce an appropriate English discourse they often make 

mistakes in the following areas: discourse organisation, in terms of antecedents and 

references; writing mechanics, ranging from punctuation to paragraphing; unity, 

cohesion, order of sentences and topicalisation; composition development strategies; and 

developing the overall theme in paragraphs of expository prose. (p. 100) 

This shows that there are big gaps between English and Arabic regarding grammatical structures 

and rhetorical rules. 

First language culture may play a negative role to the second language writers. 

Almehmadi (2012) stated,  

writing in an L2 should reflect L2 culture in order to be acceptable within the standards 

of writing in the native language and to meet the expectations of native readers.  

However, the existence of a contrasting L1 cultural background which may negatively 

interfere with L2 conventions can keep L2 learners at distance from achieving a native-

like performance. (p. 74) 
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Second-language writers need to meet the expectation of the target-language readers. This can 

happen by following writing conventions of the target language and by being familiar with the 

discourse community in which they find themselves. Those conventions are dictated by the 

cultural background of the second language. Refraining from understanding the second-language 

culture may not produce an acceptable writing performance and proper writing conventions. 

There are also social and cultural factors that may affect second-language writing. 

Ahmed (2011) stated that “writing practices are not only cognitive processes in which the mind 

is engaged to produce a piece of writing, but they are shaped by social and cultural factors as 

well” (p. 91). This means that student writers may encounter some of these factors when 

composing in English. The way they think may be similar to their native language, not the target 

language. Ahmed (2011) believed that “socio-cultural factors affect the cohesion of Egyptian 

student teachers of English. This is clear in the students’ literal translation and use of formulaic 

expressions in their writing” (p. 91).When second-language writers think in their native 

language, literal translation and native language expressions may appear in their writing. 

Libyan culture plays a vital role in the teaching and learning processes. Suwaed (2011) 

conducted a study about instructors’ perceptions regarding their teaching practices in Libya. This 

study showed that a majority of participants “were hesitant to use interactive activities because 

they believe that this may reduce their control over the class” (p. 129). This shows that culture 

may negatively affect teaching. Suwaed (2011) also noticed that “most of the participants were 

hesitant about using new ideas of teaching and that indicated that the pedagogical knowledge that 

the teachers have is not always reflected in their teaching practice” (p. 130). 

As previously noted, contrastive rhetoric is a very significant field for second-language 
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writing. Connor (1996) defined contrastive rhetoric as “an area of research in second language 

acquisition that identifies problems in composition encountered by second language writers…by 

referring to the rhetorical strategies of the first language” (p. 5). Rhetorical conventions of both 

languages can play a negative role in second-language writing. When second-language writers 

use rhetorical expressions of their native language, readers may be confused. Furthermore, 

second-language writers may struggle understanding rhetorical conventions of the target 

language because there are no equivalents in their source language. 

For example, El-Aswad (2002) conducted research about L1 and L2 writing processes 

among Libyan students. The research showed that “the subjects’ writing process differences were 

manifested in planning, time and content; writing time was shorter in L1 than in L2; reviewing in 

L1 focused on organization and content, but on form, grammar and vocabulary in L2” (El-

Aswad, 2002, p. II). This makes sense because ideas and vocabularies come more naturally in the 

first language while in second language creative writing is inhibited since the focus is on 

language basics. It also indicates that the compositions of second language appeared steadily 

with “repetitions, pauses, and the use of L1, and seemed to be constrained by the subjects’ 

linguistic knowledge and imperfect mastery of L2” (p. II). This may indicate that the first 

language can influence the second language in the composing process. 

Understanding contrastive rhetoric is a helpful tool in teaching writing. Liebman (1992) 

investigated ESL learners from Japan and Arab countries to study the rhetoric instruction they 

learned in their motherland: 

[The] new approach to contrastive rhetoric considered not only contrasts in how people 

organize texts in different languages, but also other contrasts such as their approaches to 
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audience, their perception of the purposes of writing, the types of writing tasks with 

which they feel comfortable, the composing processes they have been encouraged to 

develop, and the role writing plays in their education. Understanding these contrasts will 

be helpful to teachers as understanding the textual contrasts other contrastive rhetoricians 

have noted. (p. 142)  

Evaluating contrasts among languages can help researchers and teachers understand the way that 

second-language learners compose, perceive and organize their writings. Thus, teachers and 

researchers will have a complete understanding of the complexity of writing. This also helps 

curriculum experts to design effective curricula for teaching writing. 

This study attempted to highlight the rhetorical strategies of Arabic and English 

languages because each one has its own rhetorical conventions. One example of Arabic rhetoric 

is repetition that is used as a rhetorical device for emphasis and persuasion, whereas exclamation 

points are used for emphasis in English and repetition is considered redundant. Consequently, 

Arabic may interfere with English writing as the writer using the Arabic convention of repetition 

may lead the English reader to see it as purely redundant. 

Definitions of Writing 

Writing is defined differently by many scholars. Nunan (2003) considered writing to be a 

physical and mental performance:  

Writing is the physical act of committing words or ideas to some medium, whether it is 

hieroglyphics inked onto parchment or an e-mail message typed into computer. On the 

other hand, writing is the mental work of inventing ideas, thinking about how to express  
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them, and organizing them into statements and paragraphs that will be clear to a reader. 

(p. 88) 

Therefore, writing skills are different from the other language skills, listening and reading, which 

are only mental processes. 

Writing is also defined as “a system of written symbols which represent the sounds, 

syllables or words of a language” (Richards et al., 1985 as cited in El-Aswad, 2002, p. 8). This 

definition is not comprehensive and does not include all aspects of writing. El-Aswad criticized 

the quote because it focused on “the graphical features and linguistic elements of writing at the 

expense of other aspects” (p. 8) such as goals of writing for different purposes. However, 

Lindemann (1995) pointed out that writing is “a process of communication that uses a 

conventional graphic system to convey a message to a reader” (p. 11). This definition is more 

focused on transmitting information from writer to reader. Lindemann also emphasized the 

importance of the basic components such as a writer, a reader, and subject matter. Flower and 

Hayes (1981) defined writing as a “set of distinctive thinking processes which writers orchestrate 

or organize during the act of composing” (p. 366). Their definition was employed by this study 

as it provides more precision than the former because it focuses on writing as a process, not as a 

product. 

Emig (1977) stated that “writing represents a unique mode of learning not merely 

valuable, not merely special, but unique” (p.7). Emig believed that “writing serves learning 

uniquely because writing as process-and-product possesses a cluster of attributes that correspond 

uniquely to certain powerful learning strategies” (p. 7). She used Piaget’s model of learning, 

which involves three processes: enactive, iconic and symbolic. She thouht that these processes 
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occur simultaneously while writing. Furthermore, Emig (1977) also considered that “writing 

involves the fullest possible functioning of the brain, which entails the active participation in the 

process of both the left and the right hemispheres” (p. 10). Emig’s works reveal how the brain 

functions during the writing process. 

Process of Writing 

Emphasis on the writing process instead of product will be a useful tool that opens doors 

for not only ESL writers, but also ESL researchers. The writing process is not an easy task and 

requires a writer to process many steps. EL-Aswad (2002) explained that, 

The study of writing was dominated by the linear approach during the 1970s and earlier. 

Within this approach, writing was perceived as a linear activity that consists of distinct 

stages such as: prewriting, writing, and postwriting. This period was characterized by its 

emphasis on the end product and by its neglect of how the written task was produced; the 

process of writing. (p. 20) 

Many scholars in the field of writing believe it to be a process not a product, (Emig, 1977; 

Flower & Hayes, 1981; Lunsford, 1979; Murray, 1972; Perl, 1979; Sommers, 1980). The shift 

from product to process is fundamental because it helps writers to be well-organized and more 

confident in their writing abilities. 

Many researchers and language teachers have continued to emphasize the importance of 

the writing process in recent decades. EL-Aswad (2002) stated, 

more than three decades ago, researchers and teachers of writing to native speakers of 

English were beginning to explore the processes which create the written text. They 

found that writing was generally regarded as a complex process, made up of a variety of 
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subprocesses that happened to occur not consecutively in a strict linear sequence, but 

cyclically and in varying patterns. (p. 14) 

It would appear that teachers have a role in helping their students through the myriad of methods 

involved in the writing process. Investigating the problems that ESL students encounter in their 

writing and finding solutions for these problems and in developing new teaching strategies may 

contribute to the research efforts El-Aswad has identified. Further research has been conducted 

in recent years about the complexities of the writing process, (Berlin, 1982; Bizzell, 1982; 

Breuch, 2002; Flower & Hayes, 1981; Matsuda & Silva, 2005; Porter, 1986; Rosen, 1987). 

Murray was one of the pioneer scholars who discussed and investigated the writing 

process. Murray (1972) stated that there are three phases in the writing process: prewriting, 

writing and rewriting. According to him, “prewriting usually takes about 85% of the writer’s 

time . . . Writing is the act of producing a first draft . . . rewriting is reconsideration of subject, 

form, and audience” (p. 4). These phases are the most significant components in learning and 

teaching the writing process.  

Murray (1972) also discussed teaching the writing process. Murray encouraged the 

teaching process of writing and explained it as follow:  

It is the process of discovery through language. It is the process of exploration of what 

we know and what we feel about what we know through language. It is the process of 

using language to learn about our world, to evaluate what we learn about our world, to 

communicate what we learn about our world. (p.4) 

This promotes teaching writing as a process not a product which, according to Murray, means 

that teachers should “work with language in action. We share with our students the continual 
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excitement of choosing one word instead of another, of searching for the one true word” (p. 4). 

This confirms that language should be worked in action, and learners should express their 

thoughts in the most concise words within the writing. In other words, teachers or writers should 

be very selective in deciding on their own expressed words to achieve the effectiveness of their 

meanings in writing. 

Murray (1972) emphasized “he [writer] does not test his words by a rule book, but by 

life. He uses language to reveal the truth to himself so that he can tell it to others. It is an 

exciting, eventful, evolving process” (p. 4). This means that with our experiences in life, we can 

use the words to convey the message of truth successfully to the audiences. 

The writing process is not an essay task and does not happen in a consecutive order. Emig 

(1971) conducted a study that was a think-aloud protocol to observe her eight participants by 

asking them to describe what they think and plan during writing. Her study concluded that the 

writing process is more complex since writing is recursive not linear. Emig also clarified that 

there are five phases of the writing process: prewriting, drafting, revision, editing and 

publication. Participants jumped among the first four phases showing that no single phase of the 

writing process can be isolated from the rest of these phases in the process.  

Post-process theory is one of the controversial issues among scholars. Flower and Hayes 

(1981) contended that there are phases that writers need to go through in writing. These phases 

are generating, translating, and reviewing. Breuch (2002) stated that “I disagree with those 

scholars who suggest post-process theory should remain a theoretical enterprise, and I suggest 

that post-process theory is most decidedly connected to a how-centered approach to teaching” (p. 

145). This quote urges applying theory into practice and critiques the writing process. Breuch 
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asserted that “the real pedagogical thrust of post-process theory has to do not with content or 

subject matter, but rather with what we do with content” (p.145). This evaluates how learners 

construct and describe the writing process. According to Breuch, this theory can support 

instructors in any discipline. Furthermore, she viewed that “teaching does not equal mastery of 

content but rather how teachers and students can interact with one another about content” (p. 

145). She believed that writing can be placed within different settings or contexts and formed by 

interpretation. She urged writing instructors to advance beyond instructing writing as a universal 

process. Flower’s and Hayes’s (1981) structure of the writing model is illustrated here: 

 

Figure 1. The structure of the writing model (Flower & Hayes 1981) 
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Providing enough time to students while writing may make them more creative and less 

stressed. Mitchell (1990) mentioned that “proponents of the process approach argued that writing 

instructors needed to provide adequate time to student writers for brainstorming, note taking, 

talking about the planned paper, writing and rewriting, global restructuring and finally editing 

and proof reading” (p. 9). This indicates that both students and teachers need to have sufficient 

time to apply these steps in order to produce an effective piece of writing. 

Mitchell (1990) emphasized that “the cognitive approach supports the belief that 

individuals will become better writers if they learn to think and act like good writers” (p. 10). 

Mitchell also added that “cognitivists support the notion that students will become competent, if 

not successful writers, if they make use of these imported strategies, techniques, or practices” (p. 

10). This means that implementing writing techniques can help students to be more creative and 

independent. The more the students practice these techniques, the more they improve their 

writing skills. 

Techniques for Teaching Writing in ESL Classrooms 

There are some useful techniques used by ESL teachers for teaching writing. It is 

disheartening to see many Libyan teachers focus on teaching vocabulary and grammatical rules 

and not paying attention to the significant writing techniques. This may be due to Arabic 

composition where Arab teachers do not use these techniques in teaching Arabic composition. 

Aljamhoor (1996) pointed out that: 

the Arabic composition syllabus does not require instructors to teach students how to 

plan, edit or revise. Their instruction emphasizes writing (namely, writing short stories, 
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poems, and summaries) by imitating models of writing that were produced by famous 

writers rather than writing techniques. (p. 17) 

Therefore, the students use these strategies when they write in Arabic. Kaplan, as cited in 

Aljamhoor (1996), stressed that when Arab learners write in English; they use the same strategies 

of the Arabic language. An underlining assumption for Arabic-thinking writers is to be good, one 

must imitate, whereas the English writer believes to be good is to be unique and independent. 

This may be why it is more difficult for Arabic students to speak and write more creatively.  

There are also other techniques that need to be recognized. Writers must be familiar with 

sequential steps that may apply before submitting their final product. Campbell (1998) stated that 

“one way to conceptualize writing processes generically is to think of a sequence of activities 

like the following: planning, gathering information, drafting, revising and editing” (p. 10). This 

quote means that there are sequential steps that writers should follow before submitting the final 

writing product, and the writing process is a group of connected processes that mirror each other 

in a cyclical fashion. Campbell (1998) confirmed that in academic writing, “there is no single 

writing process that everyone follows” (p. 11). It may be emphasized that it is very important to 

be aware of these multiple writing processes. 

Prewriting is very important since a writer needs to collect and relate his/her ideas about 

the subject matter. The research demonstrates that every writer should take this step in order to 

produce an effective and well-organized essay. Lindemann (1995) pointed out that prewriting 

“helps us examine what we know; we recall ideas, relate old and new information, assess the 

reader’s expectations, and generally explore the problem from many angles” (p. 25). Suwaed 

(2011) stated that the product approach is very common in teaching writing in Libya so 
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prewriting may not be dominant in most composition classes in Libya. Prewriting may be very 

beneficial because it helps writers to develop more ideas and organize them in a logical order and 

encompasses the awareness of a writer’s world. Murray (1972) emphasized the importance of 

prewriting and stated that it is the most important step in the writing process: “Prewriting usually 

takes about 85% of the writer’s time. It includes the awareness of his world from which his 

subject is born” (p. 4). He also clarified that in prewriting, “a writer focuses on that subject, spots 

an audience, chooses a form which may carry his subject to his audience” (p. 4). There are many 

researchers who discuss the significance of prewriting, (Berlin, 1982; Bizzell, 1982; Breuch, 

2002; Flower & Hayes, 1981; Lindemann, 1995). Consequently, ESL teachers need to 

understand the value and benefit of the prewriting process in order to enhance the learning 

experiences of their students. 

Free writing is a type of prewriting that is a very effective way of creating more ideas. 

Nunan (2003) pointed out that the methodology of expressivism is important because it promotes 

learners to write spontaneously and explore their individualities, and the role of the instructor is 

to facilitate and encourage learners to write freely, which he refers to as free writing. This type of 

writing promotes learners to write on a topic they choose without paying attention to the writing 

rules for a limited time. 

Brainstorming is another very helpful prewriting strategy for writers. Lindemann (1995) 

indicated that “brainstorming allows writers to venture whatever comes to mind about a subject, 

no matter how obvious or strange the ideas might be” (p. 108). ESL instructors can allow their 

students to brainstorm so that they can get more ideas about a topic, and the role of instructors is 
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to write words or phrases on the blackboard to direct thoughts. This technique is very useful for 

both teachers and students.  

Brainstorming is one of the most important steps in the writing process. It may be done in 

groups or individually. Nunan (2003) explained that “in a brainstorming session, students list all 

the ideas they can think of related to a topic, either in writing or aloud, quickly and without much 

planning” (p. 97). This technique is very useful since it helps ESL learners to produce more ideas 

about the content or topic, and then the work can be organized and edited easily. ESL learners 

think about the content and grammatical structures of the target-language simultaneously, which 

can be difficult for them. Therefore, it would be better for teachers to implement brainstorming 

ahead of time to allow students to come up with ideas freely and then let students focus on other 

elements of writing. By separating these tasks, it allows students to produce more effective 

essays. 

Using expressivism in the writing process may help students to improve and extend their 

writing because the students will be more focused on the content. Nunan (2003) defined 

expressivism as “a teaching approach that encourages self-expression through journal writing, 

personal narratives, and so forth” (p. 331). This quote indicates that personalizing the writing 

process assists students in learning to focus on the writing topic. He also clarified that in 

expressivism “students are encouraged to write freely and personally. Writers explore their 

identities and writing processes in order to take control of their writing. Teachers are seen as 

‘facilitators’ who urge students to write without thought to ‘the rules’ of writing” (p. 90). This 

shows that students should focus on their ideas before correcting their mistakes, and the role of 
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the teacher is to help them produce more ideas when writing. There are many scholars who 

support expressivism, such as Murray (1972) and Elbow (1999). 

Unlike expressivism, cognitivism focuses on teaching students to think critically. Nunan 

(2003) defined cognitivism as “a teaching approach that believes writing is part of a process of 

critical thinking and problem-solving” (p. 330). He also clarified that “in cognitivism, critical 

thinking and problem solving are of greatest importance. In the writing class, students define 

problems, investigate them thoroughly, and then after presenting their arguments, come to 

considered and logical conclusions” (p. 91). He also asserted that this method in ESL classrooms 

promotes brainstorming and drafting among learners. He thought that editing is a secondary step 

of the writing process. Cognitivism is a great tool that makes student writers creative and critical 

thinkers. This is significant since ESL students can be successful in thinking critically despite 

their lack of knowledge of grammatical rules. Both expressivism and cognitivism are useful tools 

to help students to brainstorm and start the writing process. There are many cognitivist scholars 

who discuss this approach, (Emig, 1971; Flower & Hayes, 1981; Piaget, 1972; Vygotsky, 1986). 

Wordmapping and quick writing are also techniques that would help ESL learners in 

learning and developing writing skills. Nunan (2003) clarified that presenting ideas visually can 

also assist ESL learners: 

Wordmapping is a more visual form of brainstorming. When students create wordmaps, 

they begin with an idea at the top or center of a blank piece of paper. They then think of 

related ideas or words and draw relationships with a series of boxes, circles, and arrows. 

(p. 97)  



34 

 

 

 

Wordmapping presents sentences and paragraphs visually, which can help students organize their 

thoughts and understand their conclusions. Nunan also explained that quickwriting is a process in 

which learners choose a topic and then write about it rapidly to get more ideas. A teacher may 

provide a certain period of time for the writing task. The purpose of quickwriting is for teachers 

and students to recognize remarkable thoughts and then highlight them in their first essays. 

Planning is a very essential step in the writing process. Zamel (1982) defined planning as 

a distinctive thinking process that writing learners use several times in their writing tasks. 

Planning is a progressive process that can be used at the beginning and the end of writing. 

Flower and Hayes (1981) stated that “in the planning process writers form an internal 

representation of the knowledge that will be used in writing. This internal representation is likely 

to be more abstract than the writer’s prose representation will eventually be” (p. 372). According 

to the researchers, this representation encompasses a multitude of subprocesses such as 

generating and organizing ideas. The writers retrieve ideas from long-term memory. Flower and 

Hayes (1981) also stated that “the sub-process of organizing takes on the job of helping the 

writer make meaning, that is, give a meaningful structure to his or her ideas” (p. 372). This 

means that the organization of writing plays a vital role in deciphering the meaning of written 

texts.  

Proofreading and editing are the last steps of the writing process.  Nunan (2003) 

encouraged learners to review their writing to find their mistakes. He emphasized the importance 

of independent writing for ESL learners by letting them edit their own tasks. Proofreading is a 

step that can facilitate ESL learners to become more independent writers. In addition, peer 

editing can also be beneficial for students and may make them more confident in correcting their 
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peer’s work. Furthermore, peer review provides social interaction in the classroom and the 

exchange of ideas. It also gives students the opportunity to see peer writing objectively and 

increases their confidence in correcting errors. 

Reviewing is also very significant in the writing process. According to Flower and Hayes 

(1981), “reviewing depends on two sub-processes: evaluating and revising” (p. 374). They 

considered reviewing as “a conscious process in which a writer chooses to read what they have 

written, either as a springboard to further translating or with an eye to systematically evaluating 

and/or revising the text. These periods of planned reviewing frequently lead to new cycles of 

planning and translating” (p. 374). Revising is a very significant and unique step in the writing 

process. Flower and Hayes (1981) considered revision as “a thinking process that can occur at 

any time a writer chooses to evaluate or revise his text or his plans” (p. 376). This quote indicates 

that revision is flexible since it can happen at any time in the writing process. Revising can help 

a writer create more ideas and modify his/her ideas to achieve effectiveness in the writing. 

Reviewing is a part of the revising process and is very important too because it helps writers to 

find their mistakes and is considered to be a final step in the writing process. El-Aswad (2002) 

indicated that “the reviewing process helps the writers evaluate their texts to determine whether 

they are meeting their goals or not” (p. 25). It is very significant for writers to evaluate their 

writing to make sure that the message of their writing is achieved effectively. 

Collaborative learning is also very important in teaching writing. Campbell (1998) 

defined it as “a means of study where learners work together, sharing their knowledge and 

resources to produce better learning outcomes, for example, better written essays, than if they 

worked in isolation without the input of their peers” (p. 82). Furthermore, Slavin (1995) 
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indicated that collaborative learning can also augment ESL students’ self-esteem. Self-esteem is 

very crucial in the learning process. Bruffee stressed the importance of collaborative learning. 

Bruffee (1984) stated that “collaborative learning can help students join the established 

knowledge communities of academic studies, business, and the professions” (p. 649). Having 

established knowledge communities can be very significant for both students and teachers, 

because collaborative learning may break the idea that writing is an isolated act and facilitate 

interaction between students and their teachers. This can also provide them with opportunities to 

learn and critique each other and come up with more new ideas in their academic fields.  

Implementing writing techniques in the classroom is necessary in order to be successful 

and to make students more confident. Alhosani (2008) encouraged ESL students to apply these 

techniques “to change their words, phrases, sentences, and the whole direction of their writing 

while they are editing and revising. Having them write more than one draft is enough to take 

away their fears, pressure, and frustration toward writing” (p. 4). This can be very helpful and 

makes student writers more self-sufficient in writing. 

Practicing writing techniques can be very helpful to students in the classroom. Alshahrani 

(2011) emphasized that “students need to practice the use of various techniques and strategies in 

different situations when writing about complex topics, including defining goals, outlining the 

main points, drafting, and interpreting feedback” (p.3). Utilizing different techniques and 

strategies in writing can make student writers more protected and skillful. 

Libyan curricula may also be one of the factors that can inhibit improvements in Libyan 

students English writing abilities. Some curricula do not highlight critical-writing techniques or 

other activities such as paraphrasing and summarizing. Alhosani (2008) pointed out that some 
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techniques such as “writing in groups, peer feedback, and teacher feedback are prohibited and 

considered cheating. Writing in Arabic in the U.A.E. and most Arab schools appears to be an 

isolated act” (p. 11). Therefore, these techniques may not be implemented in all curricula.  

Utilizing adjunct programs can also be a very helpful tool for student writers. Nunan 

(2003) pointed out the use of adjunct programs: “in these programs, students took ‘content’ 

courses, such as psychology or political science and also attended adjunct courses, in which the 

specific writing and language issues related to the content course were addressed” (p. 91). This 

can help ESL learners write effectively in their specific disciplines. This can enhance the amount 

of knowledge and content that the students can pull from when writing. 

Suwaed (2011) stated that “Libyan writing teachers usually edit and modify the content 

of the book to suit the students’ culture. For example, it is not acceptable in Libya to ask students 

to write a letter to a boyfriend/ girlfriend as this kind of relationships [sic] is forbidden in Islam” 

(p. 38). It is very important to implement all activities and contents in the curricula when 

teaching writing. Campbell (1996) stressed several activities of a writing curriculum that 

improve students’ writing processes:  

In the classroom, writing teachers need to do plenty of process work guiding the students 

through various strategies for working with text and writing well. Students need to 

experience lots of strategies for thinking about topic areas, getting started on rough ideas, 

sifting through ideas and beginning to organize them for writing, clustering, mapping, 

listing, outlining, drafting, rereading, redrafting, cutting and pasting, reworking, revising, 

revisiting on end, proofreading, editing. (p. 13) 
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Unfortunately, these writing techniques may not be implemented by many English instructors in 

Libya due to the inconsistence of the curricula. Suwaed (2011) stated that “university teachers in 

Libya are usually responsible for designing their own courses” (p.50). Therefore, university 

instructors in Libya may not have experience in the field of curriculum design to be able to 

organize writing curricula that implement all of these writing techniques. They may also lack 

experience employing these tools within their curricula for successful teaching. Implementing 

these techniques or activities is important because they emphasize writing as a process rather 

than a final product. Nunan (2003) stated that “these types of activities encourage the idea that 

learning to write is more than creating a final product; it is the learning of a series of skills 

leading to that product” (p. 96). Implementing writing techniques in classrooms can develop 

students’ writing skills and enhance the idea that writing can be teachable. 

Providing workshops in teaching ESL students can be beneficial for both teachers and 

students in Libya. Suwaed (2011) stated,  

the workshops sessions showed that the participants can work together to improve their 

teaching and share knowledge and experience. In addition, their attendance in the 

workshops and their feedback about how to improve them are positive signs for 

providing opportunities for professional development. (p. 131) 

In these sessions, instructors’ teaching skills can be improved by exchanging knowledge and 

experience.  

Rhetorical Composition 

Rhetoric is very important in composition because it helps writers to convince readers of 

a specific point. Lindemann (1995) stated that some people believe that the study of rhetoric is “a 



39 

 

 

 

fraudulent practice intended to give some people an advantage over others by appealing to their 

emotions or prejudices, but not to their intelligence” (p. 39). This definition is incomplete, 

simplistic, and somewhat cynical because the use of rhetorical language has its place in teaching 

writing. Lindemann has not agreed with those people who express this view about the study of 

rhetoric either because she has considered rhetoric as “inherently suasive, in effect removing the 

onus of deception or manipulation evident in earlier discussions of the art” (p. 39). Using this 

definition, rhetoric should be based on three types of appeals: ethos, pathos and logos. 

Rhetoric is a very important aspect in writing. Bizzel and Herzberg (1992), as cited in 

Aljamhoor (1996), pointed out that “rhetoric has become in the 20
th

 century a valuable 

interdisciplinary theory of language and meaning” (p. 17). They also stressed that rhetoric should 

highlight all features of language. Purves (1988) also pointed out the importance of rhetoric, 

which is “the choice of linguistic and structural aspects of discourse chosen [sic] to produce an 

effect on the audience” (p. 9). This can demonstrate that effective writing depends on the type of 

discourse and its specific rhetoric. 

Porter (1986) discussed very important issues in writing: intertextuality and the discourse 

community. Porter highlighted the significance of the discourse community in writing. He 

emphasized “an individual may belong to several professional, public, or personal discourse 

communities” (p. 39). This reveals that the writer should have an understanding in how to 

navigate multiple-discourse communities. He also stressed that “a discourse community may 

have a well-established ethos; or it may have competing factions and indefinite boundaries” (p. 

39). This means that the writer’s task of navigating discourse communities may be difficult, 

because the writer must navigate the multiple-discourse communities that may not be clearly 
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established. Porter believes that every text relies on other texts. He also stated that “ examining 

texts ‘intertextuality’ means looking for ‘traces’ the bits and pieces of text which writers or 

speakers borrow and sew together to create new discourse” (p. 34).  This makes writing less an 

act of creation and more an act of discovery of meanings. One of these discourse communities 

may also be teachers who teach writing in different languages, sharing experiences, authors, 

ideas, and techniques from their various backgrounds. Likewise, for writing teachers to teach 

successfully in foreign languages, they may also benefit from understanding one another’s 

pedagogical conventions. 

Teaching composition from one language to another may be different because the 

discourse communities that govern teaching composition may be dependent upon the rhetorical 

situations of the particular writing act in each language. Composition is very important, not only 

in a second language, but also in a first language. As stated earlier, Arabic composition classes in 

Libya may not focus on some strategies, such as the organization of thoughts and supporting 

topic sentences for each paragraph. Aljamhoor (1996) stated that “teaching Arabic composition 

in Saudi schools does not emphasize strategies that skilled writers normally employ when they 

write, such as prewriting, planning, and supporting their ideas by examples” (p. 16). Therefore, 

Libyan students may use the same methods that they were taught in Arabic when they compose 

in English. 

Writing style in Arabic may be different from English; so many teachers in Libya may 

not focus on techniques such as thesis and unity of paragraphs in teaching writing. Therefore, 

ESL teachers may need to show their students the organization of essays in English, such as the 
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introduction, body, and conclusion. Alhosani (2008) emphasized that the writing style in Arabic 

is different from English, where  

writers write in an organized way and follow a linear pattern that prevents them from 

deviating from the main topic, writing in Arabic follows a curvilinear pattern where 

writers deviate from the main topic and focus on other ideas and then come back to the 

main ideas and so on. (p. 8) 

Many Arab writers do not usually maintain topic sentences and write irrelevant sentences in the 

same paragraph. Therefore, ESL teachers should focus on the organization of paragraphs, such as 

topic sentences, supporting sentences, and conclusions. 

Teaching students how to compose and organize paragraphs and essays is very essential. 

Learning the organization of paragraphs or essays in a native language (Arabic) may help Arab 

students develop their writing skills and enhance their writing processes. The lack of knowledge 

of paragraph organization might be one of the factors that affect Arab learners of English writing, 

specifically Libyan students, in developing their writing tasks. Furthermore, Libyan students can 

learn successfully how to organize paragraphs and use different techniques during both Arabic 

and English writing. They can understand different styles of writing and the differences and the 

similarities between English and Arabic in rhetoric and composition to avoid the interfering 

language. However, teaching composition to nonnative speakers needs to be different from 

native speakers due to cultural and rhetorical differences. 

There are several factors that influence students when composing in a second language. 

Native-language interference is one of the main factors that can hinder ESL students from 

writing effective essays because of their use of influential rhetorical devices of their native 



42 

 

 

 

language. Kobayashi (1984) compared ESL learners’ samples written in English and Japanese. 

This study demonstrated that ESL learners often use rhetorical patterns of their mother tongue 

during writing. These rhetorical patterns may not be effective in the target language or the 

patterns sometimes do not make sense for native speakers. Raimes (1985) stressed that ESL 

instructors should focus on thinking in a second language: “We are not dealing with ESL but 

rather TSL, ‘Thinking in a Second Language.’ If we can get our students to do that we have 

surely taught them something” (p. 92). 

Second language writing should reflect the second language culture. Almehmadi (2012) 

stated,  

writing in an L2 should reflect L2 culture in order to be acceptable within the standards 

of writing in the native language and to meet the expectations of native readers.  

However, the existence of a contrasting L1 cultural background which may negatively 

interfere with L2 conventions can keep L2 learners at [sic] distance from achieving a 

native-like performance. (p. 74)  

It is essential for second language writers to meet the expectations of native readers of the target 

language to achieve effective writing. 

In composition, using rhetorical devices is very important but may be different from one 

language to another. In the Arabic language, repetition is one of the rhetorical devices that can be 

used in persuasive texts. Kock (1981), as cited in Aljamhoor (1996), investigated an 

argumentative essay composed by an Arabic writer. Kock noticed that the writer used repetition 

as a rhetorical device in the persuasive essay. On the other hand, this rhetorical device is 

considered in English as something redundant. Therefore, second-language writers may need to 
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be careful when they use rhetorical devices of their native language. It is encouraged that they 

use rhetorical devices of the target language instead of using rhetorical devices of the source 

language to produce effective pieces of writing. 
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The Arabic Language and Rhetoric 

In the Arabic language, writing starts from right to left and there are 28 letters. El-Aswad 

(2002) pointed out that “most Arabic words morphologically derived from a list of roots; it can 

be tri, quad, or pent-literal. Most of these roots are three consonants. Arabic words are classified 

into three main parts of speech: nouns (adjectives and adverbs), verbs and particles” (p. 107). El-

Aswad (2002) also explained that: 

Arabic writing is an alphabet script, based on district characters, adjoined to other 

characters, which in most cases change their looks depending on where they stand in the 

word. By the early Prophet period two scripts were in use: the Naskhi, the ordinary 

cursive form used in books and correspondence, and the Kufic, an angular script used 

mainly for decorative purpose. (p. 109) 

Arabic writing is different from English writing. The more the language is incongruous, the more 

difficult it is to acquire the second language. El-Aswad (2002) pointed out that “Arabic 

composition lacks two important elements: paragraphing and punctuation. These two are 

considered very recent newcomers to Arabic writing as a result of the influence of foreign 

languages influence” (p. 122). This also reveals the differences in the writing convention 

between English and Arabic. El-Aswad (2002) stated that: 

Arabic punctuation has never been standardised, i.e., many books, even advanced 

textbooks, follow the practice of mediaeval manuscripts in having no punctuation at all, 

let alone paragraph divisions. But we could say that the punctuation system and 

paragraph division have very recently been borrowed from the Western writing system. 

(p. 113) 
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This shows that there are few similarities between the English and Arabic writing systems.  

The grammatical structures and their uses are different from one language to another. Passive 

voice in Arabic is less frequently used in English. El-Aswad (2002) stated, 

although there are active and passive forms in Arabic, they are virtually identical, 

differing in the short vowelling, which is not written. Passive forms are recognized 

mainly from the context they are used in. It is observed that the passive voice is used far 

less frequently in Arabic writing than in English, but hardly at all in everyday speech. 

This also causes major problems for Arab learners of English. (p. 115)  

The passive sentence that has agent in English is considered active in Arabic. For example,  

A letter was written by John (Agentive). This English passive sentence is considered an active 

sentence in Arabic because it has the agent by John. In English, there are two kinds of passive 

sentence, agentive and agentless. The agentless passive may be compatible with Arabic, but not 

agentive. 

There are also some differences in using definite and indefinite articles in Arabic and 

English. Articles can be confusing to Arab learners when writing in English. El-Aswad (2002) 

stated, 

Arabic lacks an indefinite article, while the definite article is used in various situations 

differing from English. The indefinite article causes serious problems for Arabic learners 

when used with or omitted from singular and plural countable nouns. The definite article 

takes the form of the prefix ‘al’ ‘the’ but is used to refer to previously mentioned 

indefinite nouns. In contrast to English, the days of the week, as well as some months of 

the Muslim calendar, are originally preceded by the definite article in Arabic. Such 
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occurrence of the definite article in this situation confuses Arab learners who are likely to 

rely on translating from Arabic into English, or to think in Arabic when they write in 

English. (p. 116) 

Different usages in articles between the two languages can hinder student writers because they 

may transfer the meaning and the usage of their first language’s articles. El-Aswad (2002) also 

addressed the difficulties involved with adjectives: 

another area of difficulty is adjectives which, in Arabic, follow their nouns and agree 

with them in gender and number, something that Arab learners try hard to reproduce in 

English in order not to get confused, e. g., `the red cars' becomes `the cars reds.' Adverbs, 

on the other hand, are less frequently used in Arabic than adjectives, though adverbs of 

time seem to be used more than adverbs of manner. Arab learners have problems with the 

use of adverbs and often confuse them with adjectives. (p. 116) 

The more language is incongruent, the more learners have difficulty in acquiring the second 

language. 

Collocation is an important aspect in the second-language writing. It is a combination of 

two or more words that often come together. Many ESL students misuse collocation in the 

writing. This is due to the lack of collocational knowledge of ESL students.  Ahmed (2011) 

pointed out, 

it was found that collocational use of ESL students might be influenced by their native 

language and their inadequacy in the lexis and grammar of the target language. Findings 

of the study recommend that collocational knowledge should be broadly viewed and a 
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pedagogical approach to the learning and teaching of collocations should be adopted. (p. 

96) 

This quote puts emphasis on the importance of teaching collocation in the class and how crucial 

it is in second language writing. Students should know that each language has its own collocation 

so they can avoid confusing their readers.  

The Quran is the main element that has many rhetorical devices in the Arabic language. 

Alghtani (2006) stated that, 

Arabic writing has been around for more than 1600 years. The Quran is the most 

important document/book that has been preserved over these years. This book prompted 

Arabs and new Muslims as Islam expanded rapidly across the world to study its 

language, rhetoric, and develop huge amounts of scientific discussion. (p. 22)  

This quote indicates that the Holy book Quran is very influential, because the verses are affective 

and metaphorical. The language is effective in that it is not merely words but manifestations of 

realities which words can only approximate. The language is metaphorical in that it causes the 

readers to form images of what it is describing. Alghtani added that “As for rhetoric, Arab 

rhetoricians were fascinated by the profoundness of the Language of the Holy Quran and thus 

started to analyze it to understand the message and to explain the inherent beauty that it imparts 

to its readers” (p. 22). The Holy book, the Quran is a miracle not only in the content but also the 

rhetoric used in the Arabic language. Therefore, many rhetoricians are investigating and 

analyzing rhetorical devices and styles that are used in the Quran. 

Arabic is spoken in many countries. El-Aswad (2002) stated that: 
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Arabic has spread far beyond its original borders, and it has supplanted almost all the 

previous languages of Iraq, Syria, Egypt, and North Africa. After further conquest in 

succeeding centuries Arabic was spoken as far east as Afghanistan and as far west as 

Spain. (p. 107) 

The Arabic writing system is different from English. El-Aswad (2002) indicated that, 

Punctuation and paragraphing were ignored in early Arabic manuscripts. In modem 

times, the Arabs have been influenced by the European punctuation but not paragraphing. 

It is noteworthy that Arabic punctuation marks are written upside down. Linguists term 

Arabic as `diglossic' by which they mean that its native speakers use various registers of 

language according to the social situations involved. (p. 110) 

This quote indicates that punctuation and paragraphing did not exist early in Arabic language. 

Other languages may influence Arabic by implementing punctuation.  

Historical Background of Language Teaching Methods 

Teaching methods are very important in the learning and teaching processes. Matsuda et 

al. (2011) suggested different methods and guidelines for teaching second-language writers. They 

provided language teachers with guidelines and techniques that they should use for teaching a 

second language. Furthermore, these methods augment professional development and enhance 

confidence for language teachers. However, many scholars have different points of view about 

language teaching. This section highlighted some language teaching methods and scholars’ 

points of view. Before elaborating on teaching language methods, the definition of methodology 

was defined with its relationship to curriculum. Nunan (2003) defined a language-teaching 

method as “a single set of procedures which teachers are to follow in the classroom. Methods are 
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also usually based on a set of beliefs about the nature of language and learning” (p. 5). Nunan 

(2003) also emphasized the importance of methodology for developing curricula:  

Curriculum has three main subcomponents: syllabus design, methodology, and 

evaluation. Syllabus design has to do with selecting, sequencing and justifying content. 

Methodology has to do with selecting, sequencing, and justifying learning tasks and 

experiences. Evaluation has to do with how well students have mastered the objectives of 

the course and how effectively the course has met their needs. (p. 4)  

According to Nunan, these subcomponents are very significant because they are related to each 

other and make the foundation of the curriculum, and instructors cannot isolate one from the 

others. Likewise, writing processes must not be isolated, but integrated into consideration.  

The writing process in the second language should be approached by using 

comprehensive educational tools instead of focusing on grammar alone. Matsuda and Silva 

(2005) indicated that teaching ESL writing is a complicated process that many writing teachers 

encounter. Nunan (2003) stated that during,  

the early twentieth century, writing instruction was based on a somewhat rigid set of 

assumptions: good writing was done from a set of rules and principles, the teacher’s duty 

was to relate these rules, and students then wrote in response to selected written texts, 

following the rules of good writing. (p. 88).  

Nunan also pointed out that “writing was used to show that students had mastered a particular 

grammatical rule, rather than had a good idea about subject matter. In fact, correct spelling, 

grammar, and overall organization were the most important evidence of second language 

proficiency” (p. 89). This explanation means that the focus was about spelling, grammar, and 
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organization for teaching ESL writing. 

Focusing too much on teaching grammar in writing classes may be controversial. 

Patterson (2001) highlighted very important issues about teaching grammar. Patterson viewed 

that 

the teaching of grammar must happen within the context of larger lessons and 

experiences with written and spoken language. This means that English teachers must 

move beyond viewing grammar as a set of rules and a code of correctness, and they need 

to rethink the idea that a comprehensive knowledge of grammar terminology and rules 

somehow translates into knowledge of linguistic structure or into an ability to write well. 

(p. 54) 

This indicates that teachers may not look solely at grammatical rules; instead they may look at 

the components of writing holistically. Patterson encouraged instructors to teach grammar within 

the context of four language skills. Patterson (2001) stated that “grammar should be a means 

through which students learn more about themselves, their texts, and the world around them” (p. 

55). Therefore, grammar may better be investigated in the view of the external world. Students 

may not need to look at grammar being confined to paper, but students are encouraged to look at 

the grammar as a tool that shapes their reality and promotes discovery.  

Correctness is very useful for developing students’ writings but may not be the main 

focus. Rosen (1987) stressed the concern of correctness and its effects in writing. Rosen (1987) 

stated that “correctness develops naturally when students are continually engaged in composition 

and revising activities that are meaningful to them” (p. 69). This quote indicates that composition 

and activities should be meaningful to the students. Therefore, grammar should be accompanied 
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by other language skills, so students learn grammar naturally as a part of larger learning process. 

Rosen emphasized that “skills can be learned in the context of writing and will; therefore, free 

students from correctness focus in composition and permit them to find themselves as writers” 

(p. 69). According to Rosen, correctness may hinder students from engaging in writing, but if 

students focus on writing, grammar may be learned naturally. 

English writing, like any other kind of writing, needs more educational tools such as 

invention and drafting to be effectively mastered. This process of writing helps ESL learners to 

organize their ideas and write an effective essay. Implementing writing techniques in second 

language writing classes is very essential. Nunan (2003) emphasized that “writing instruction 

began to include the entire process of writing—invention, drafting, feedback, and revision—not 

just the product” (p. 89). This quote indicates that the process of writing is very important and 

implementing writing techniques is helpful for ESL students. Nunan (2003) pointed out that 

“second language writing instruction generally included the principles and methods followed in 

the first language writing classes. However, additional concerns surfaced in the 1960s. ESL/ EFL 

instructors began to recognize that certain problems seemed to be related to students’ first 

language” (p. 89). Hence, second-language writers encounter many unique writing difficulties 

that relate to their first language such as language interference. 

Teaching ESL writing is not an easy task because it requires many steps and components 

that should be implemented in the classroom. Writing instructors may fail to recognize other 

components that are outside of the writing process but still affect the writing process. Alhosani 

(2008) stressed that “there are three significant components that distinguish teaching English to 

second language learners in the U.S.: building social interaction between teachers and students, 
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applying cooperative learning activities, and utilizing the writing-process approach” (p. 3). 

Language is inherently social, and creating social interaction in the class between students and 

teachers will enhance the teaching-and-learning process. This can also make the students interact 

positively and learn from each other. Thus, the focus will not remain only on the grammar but 

also on the communication of content. 

The study have stressed the role that teaching methods play in learning English and 

specifically, second-language writing. Each language-teaching method may suit a specific 

language skill better than others. Therefore, different teaching techniques may be used for 

teaching various lessons within a specific language skill. Some different language teaching 

methods were highlighted in the following paragraphs. 

Grammar-Translation Method 

According to Ageli (1989), this method is considered as a traditional method because it 

dates back to ancient Greece and was used in learning Greek and Latin. Ageli (1989) explained 

that “the method is grammar-centered with little or no interest in phonology. Its ideas are based 

upon explaining the rules of grammar to learners and making them repeat and memorize these 

rules” (p. 260). The approach may assist language learners in learning their second language 

deductively. Translation plays an important role, and verbal skills may be ignored in this method. 

Audiolingual Method 

The audiolingual method is considered by linguists to be the first approach used in 

teaching a second language. Nunan (2003) stated that the audiolingual method was “the first 

method to be based on a theory of learning—behaviorism, which viewed all learning as a process 

of forming habits, and on a theory of language” (p. 5). Nunan also clarified that “audiolingual 
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repetition drills were designed to familiarize students with sounds and structural patterns of the 

target language” (p. 49). This may lead ESL teachers to think that this method may be more 

successful in teaching speaking skills because it may focus more on auditory elements.  

The audiolingual method is still dominant, despite criticism. Nunan (2003) pointed out 

that “in the 1960s, behaviorism and structural linguistics were severely criticized as being 

inadequate representations of both the learning process and the nature of language” (p. 6). In the 

1960s, Chomsky was one of the critics of this method, and he later developed his theory 

“transformational-generative grammar” (p. 6), cited in Nunan (2003). Nunan stressed that 

Chomsky’s approach focuses on thinking, understanding, and recollection.  

The audiolingual method may be useful for speaking skills but may not work well in 

writing. Alshahrani (2011) pointed out that:  

the audiolingual method considered writing to be a secondary skill that could be acquired 

through the accurate application of grammatical rules in drill-and-practice exercises 

involving copying sentences, paragraphs or essays and correcting errors. This method 

focused on accurate linguistic features, and neglected the purpose of writing and the 

communicative components of the audience. (p.12)  

This method may mean that the concentration will be more on grammatical elements than the 

purpose of writing, which is communication. The emphasis for this study will be on all elements 

that lead to the production of effective writing. 

The Direct Method 

This method focuses on the oral skills and uses the target language as a complete tool of 

language instruction. Ageli (1989) stated that “the method is based on the belief that language is 
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a spoken form and therefore, it should stress the oral approach to language” (p. 261).  This may 

be because when children acquire their first language, they acquire it orally. Thus, oral skills may 

be the first priority in this method.  Listening and speaking skills may be acquired through 

practice, and grammar is studied inductively. This approach reacted to the grammar translation 

method. Ageli (1989) explained that 

language learning became no longer a problem-solving practice for translation exercise 

with pattern drills. The texts in the foreign language were dealt with directly with its 

vocabulary explained in the target language. The native language was avoided as much as 

possible. (p. 261) 

Translation may not be very helpful because it relies on students’ native language. Solely using 

target language as a language of instruction in the classroom may help students better understand 

the target language and develop their language skills rapidly. 

Cognitive-Code Learning 

Cognitive-code learning is one of the methods that can focus more on critical thinking 

and invention. Nunan (2003) defined cognitive-code learning as “a method based on the notion 

that second language learning involves reasoning rather than habit information” (p. 330). It 

focuses more on reasoning and mental process in learning. Nunan (2003) stated that “this 

approach promoted language learning as an active-mental process rather than a process-of-habit 

formation. Grammar was back in fashion, and classroom activities were designed that 

encouraged learners to work out grammar rules for themselves through inductive reasoning” (p. 

6). This method may not be helpful enough for the purposes of this study because ESL students 

need to be taught the grammatical structure explicitly, especially for beginners. 
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Communicative Language Teaching 

Nunan (2003) stated that “during the 1970s, a major reappraisal of language occurred. 

Linguists began to look at language, not as interlocking sets of grammatical, lexical, and 

phonological rules, but as also a tool for expressing meaning” (p. 6). This means that language 

can best be learned through communication. It is one of the methods that focus on interaction 

between individuals. Nunan (2003) defined communicative-language teaching as “a language 

teaching method based on the concept that interaction is the key to language learning and that 

students must have opportunities to communicate during lessons” (p. 330). This method 

encourages and provides students with opportunities to interact positively in the classroom. It 

promotes language learning through interaction. 

Eclecticism 

Eclecticism may be considered one of the best methods in the language teaching. Ageli 

(1989) explained that language teachers may encounter different issues because they followed 

one approach:  

the teacher, as a matter of fact, is governed by the classroom situations and no one 

method can meet all the needs of the classroom. Accordingly, most of teachers are 

inclined to be eclectic in their selection of teaching methods in the sense that they are 

likely to make use of different approaches without close adherence to any one of them. 

(p. 269) 

Language learning in the classroom is situational and implementing different approaches may be 

helpful in solving various issues. As a result, teachers may not stick with one method. Students 

in the same class may have individual differences, so no single method can account for a wide 
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range of learning issues. Rivers (1981) defined the eclecticists who employ the best practices that 

fit the learning situation in the classroom: 

adapt their methods to the changing objectives of the day and to the types of students who 

pass through their classes. They gradually evolve a method which suits their personality. 

To be successful, an eclectic teacher needs to be imaginative, energetic and willing to 

experiment. (p. 55) 

The results of this approach indicate that teachers should be more flexible and adaptable to the 

classroom situations. This willingness to innovate can facilitate the different learning situations 

for students. This method may be more dynamic than other methods because it takes into 

consideration the particular classroom environment and the unique needs of each student. 

Furthermore, it does not limit instructors to only one method and exposes students to various 

approaches to learning.  

Overview about the Educational System in Libya 

Libya is located in North Africa on the Mediterranean Sea. ESL studies are foundational 

and critical throughout the entire educational system in Libya since English competency is 

necessary especially at the university level. Suwaed (2011) stated that “the educational system in 

Libya consists of three stages: basic education (primary and preparatory), intermediate education 

(secondary) and higher education (university and vocational training), including post graduate 

studies” (p. 24). It is an established fact that the structure of the educational system is similar to 

many educational systems in other countries. Currently in Libya, English is considered the 

language of instruction in several disciplines, including the sciences and the field of technology 

at the university level.  
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According to Suwaed (2011), the historical background of the English language in Libya 

was traced back to 1954, when English was introduced in primary schools. In 1973, English was 

no longer introduced in primary schools, and it was only taught in preparatory schools. Later on, 

English was prohibited from schools and at the university levels due to political reasons from 

1986 until 1992. This prohibition caused a decrease in English comprehension, not only for 

teachers but also for students. This forced many English teachers to teach other courses in which 

they were not specialized. 

Culture plays a vital role in Libyan education because it shapes students’ assumptions. 

Students are expected to be very respectful in class because of strict adherence to the tenets of 

the Islamic faith.  There are many verses in the Quran and in Mohammed’s Hadith that 

encourage learning and deference towards teachers. Suwaed (2011) stated that “the importance 

of teaching and learning in Libya is highly influenced by culture and religion. As an Arabic 

Islamic country, Islam influences the way Libyan[s] think about education and learning. This is 

because Islam is not only religion, but a comprehensive way of life” (p. 18). Therefore, it should 

be assumed that culture and religion are significantly interrelated in the teaching and learning 

process in Libya. 

In Libyan culture, students rely heavily on the instructors in classrooms. Suwaed (2011) 

indicated that the instructor’s job in the class is “to provide knowledge and explain all the needed 

information. As a consequence, students usually feel uncomfortable if they are asked to work in 

groups or to try to do a task by themselves” (p. 20). Students usually feel embarrassed when they 

are asked to perform in front of their classmates. Teachers do not encourage collaborative 

learning because as instructors, they often feel powerless and lack the confidence to initiate 
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change themselves because within the culture and educational system, they are accustomed to an 

authoritative approach and would prefer someone require them to initiate new methods. Within 

the Libyan culture, the authority lies with the bearer of knowledge. Suwaed also mentioned that 

“the less practice in writing is also related to the culture as it is not common in Libya to write 

letters or send cards as a way of communicating with other people” (p. 88).Therefore, culture 

may create several assumptions dealing with teaching practices and negatively influence the 

teaching and learning processes. 

Providing preservice or in-service training to language instructors is very important. 

Suwaed (2011) criticized that, “the courses of teacher education in Libya depend on theory rather 

than practice and the Libyan national universities do not provide pre-service or in-service 

training for university teachers” (p. 11). This quote indicates implicitly that theory without 

practice is nothing and urged teachers to practice what they have learned, so they can be well-

qualified and more confident in class. Furthermore, it recommends implementing preservice 

training for university teachers. Providing training courses for ESL teachers can be very useful. 

Suwaed (2011) also elaborated that “the Libyan culture assumptions [sic] that people have about 

teachers as ‘sources of knowledge’ perpetuates the idea that teachers do not need further training. 

As a consequence, most Libyan and non-Libyan teachers teach without receiving in-service 

training” (p. 31). These assumptions may play a negative role in the teaching and learning 

process. 

El-Aswad (2002) pointed out those EFL teachers may view themselves as judges on their 

students’ work. El-Aswad (2002) indicated that 
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the topics of written tasks are usually imposed on the students without any consideration 

for their own interests, priorities, and ambitions, which, in turn, the results in a lack of 

interaction between the students and their teachers, and, more importantly, between the 

students and the topics they are writing on. Thus, any type of motivation seems lacking 

and students appear more inhibited in creating ideas or expressing thoughts and beliefs 

they are enthusiastic about. (p. 54) 

Thus, imposing specific topics on the students limits their creativity and enthusiasm for writing.  

This clearly demonstrates that teachers should allow students to choose topics of interest to them 

to enhance creativity and influence results.  

Suwaed (2011) stated that teaching methods in Libya still rely on memorization 

extensively, because the educational system depends on traditional methods. Suwaed pointed out 

that the Libyan education system should qualify and update their teachers with all the current 

information and teaching methods to enhance their abilities. Providing teachers with workshops 

and courses will be beneficial, not only in promoting and developing their teaching skills, but 

also improving professional attitudes. Suwaed (2011) also recommended that “formal and 

informal forums of professional development to which all teachers have access should be 

provided to support teachers in their efforts to improve their teaching skills” (p. 132). It is 

significant for teachers to tackle issues in formal and informal settings. 

Mitchell (1990) stated that the traditional approach “reflects the assumption that writing 

is a linear process and that the intent behind the process is the creation of a final product modeled 

on logical essay” (p. 7) Mitchell also stressed that “in the traditional approach the role of the 

writing instructor is authoritative: he or she is responsible for providing models of good prose 
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(provided in the assigned rhetoric for the class) and for evaluating student papers” (p. 8). In other 

words, students are limited by teachers’ capabilities and resources which may result in very little 

creativity and critical thinking on the part of their students. 

Implementing English for Libya series of textbooks for teaching ESL students in Libyan 

preparatory and high schools was not very effective to develop language skills of Libyan 

students. Suwaed (2011) stated that  

English language teachers use the ‘English for Libya’ series of textbooks and mainly use 

grammar translation method with a focus on the basic rules of English grammar such as 

forming questions and using present tense. The reading passages are mainly about the 

Libyan culture and history. Teachers are usually directed by school principals and 

inspectors who usually evaluate their way of teaching to ensure adherence to the 

curriculum. (p. 25) 

According to Suwaed (2011), the series of textbooks, English for Libya, is ineffective, 

because this series did not contain curricula that implemented updated teaching methods. The 

series relied on a traditional approach of grammar translation method that may not be effective 

for teaching in contemporary times, and the passages in the series of textbooks focus on the 

Libyan culture not the target culture. Furthermore, it might not incorporate any collaborative 

learning activities in the classroom. Consequently, teachers may have resorted to employ 

traditional methods and avoided implementing new teaching methods. 

Implementing traditional methods in Libya is common in many Libyan schools .El-

Aswad (2002) also stated that 
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the procedures adopted in Libyan secondary schools are still traditionally oriented. 

Teachers are primarily concerned with presenting new items of vocabulary and 

grammatical structures in a traditional way. They also adopt techniques of repetition and 

substitution, when drilling these items. Practice takes up a very small proportion of class-

time and is restricted by the textbook instructions. Linkage between old and new items is 

not given enough time or practice, both because of time limitations and the large number 

of students per class. (p. 101) 

These traditional procedures can be one of the reasons hindering Libyan graduate students in 

their English writing. Furthermore, time limitations and the large number of students in class 

may be main factors as well. 

Misconceptions in Libyan Education 

There are many misconceptions about teachers in Libya. Suwaed (2011) emphasized 

these misconceptions about English teachers who trained in the U.K. 

it is widely believed that they are qualified enough to teach, since UK course 

requirements usually involve teaching methods and assessment. Second, the Libyan 

culture assumptions that people have about teachers as ‘sources of knowledge’ 

perpetuates the idea that teachers do not need further training. As a consequence, most 

Libyan and non-Libyan teachers teach without receiving in-service training. (p. 31) 

These misconceptions may be detrimental to both teachers and students. Although the teachers 

meet the requirements in the U.K., it would be interesting to consider if any improvements where 

needed there. The primary concern is still that teachers have much to learn and understand about 

effectively teaching ESL students in Libya. Suwaed (2011) encouraged teachers “to use a variety 
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of approaches and be open about adapting techniques to the Libyan context and culture” (p. 131). 

Teachers need to adopt new teaching techniques and be updated on the latest language teaching 

methods. 

There are also some cultural perceptions that may hinder teaching writing classes. 

Alhosani (2008) stated that “writing techniques such as writing in groups, peer feedback, and 

teacher feedback are prohibited and considered cheating. Writing in Arabic in the U.A.E. and 

most Arab schools appears to be an isolated act” (p. 11). This misunderstanding may be one of 

the main reasons that student writers encounter difficulties in first- and second-language writing. 

Curriculum in teaching English in Libya is subjective and inconsistent. Suwaed (2011) 

stated that  

university teachers in Libya are left to their own knowledge and experience to design 

their courses. In order to design their own courses, these university teachers are required 

to select the appropriate approach to teaching, and consequently the material, tasks, and 

activities for their students. (p. 11)  

This lack of educational structure can make writing instruction in Libya fluctuate and the 

effectiveness of the lesson depends on the writing teachers. Furthermore, the product-oriented 

approach in Libya is very common in teaching writing. El-Aswad (2002) stated that there are 

some misconceptions about writing as product-oriented in Libya and the Arab countries. The 

focus in teaching writing is mainly on the mechanics, like grammar.  

Teaching Methods of English Writing in Libya 

Pedagogical theories in writing classes are constructed on rhetorical theories. Berlin 

(1982) illustrated that those rhetorical theories are not the same in terms that addresser, 
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addressee, language and reality are perceived. Berlin classifies four approaches to teaching 

composition. These approaches are as classicists, positivists, expressionists, and New 

Rhetoricians. 

According to Berlin, the classicists think the communication between the symbol and 

thing is uninterrupted. Berlin (1982) stated that “the process whereby sign and thing are united is 

considered a mental act: words are not a part of the external world, but both word and thing are a 

part of thought” (p. 767). Classicists believe that rhetoric is the process by which the writer 

convinces the audience of his/her perceived truth. Classicists also believe that truth is rational but 

humans are not restricted by reason. Berlin (1982) stated that “Aristotle  provides advice on 

appealing to the emotions of the audience  and on presenting  one’s own character in the most 

favorable light, each considered with special regard for the audience and the occasion of the 

speech” (p. 768) Consequently, rhetoric is not only composed of the rational but also includes the 

ethical and the emotional.  

Positivists (current traditionalists) believe that truth arrives through inductive reasoning, 

and for them, truth is a probable not an absolute thing. Berlin (1982) stressed that “rhetoric 

becomes the study of all forms of communication: scientific, philosophical, historical political, 

legal, and even poetic” (p. 769). Communication becomes a mode of support for the truth.  They 

think that the individual is not restricted by the material world. Berlin stated that  

“when the individual is freed from the biases of language, society, or history, the senses provide 

the mental faculties with a clear and distinct image of the world. The world readily surrenders its 

meaning to anyone who observes it properly” (p. 770). This statement stands in opposition to 

classicists. Positivists believe that as long as the communication is accurate in reproducing the 
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external world or internal thoughts, truth will arrive. Thus, rhetoric becomes a choice of 

organization and style.  

Expressionists believe that truth is unique to the individual and may be an act of learning, 

but not in an act of teaching; thus, the truth is arrived through writing. Berlin (1982) stated that 

“most expressionist theories rely on classroom procedures that encourage the writer to interact in 

dialogue with the members of the class” (p. 772). Expressionists believe that dialogue plays an 

important role because it filters the truth from untruth. For expressionists, writing is not taught, 

but learned through dialogue. 

New Rhetoricians consider truth as dynamic and cannot exist without language. Berlin 

(1982) explained that New Rhetoricians believe that language controls truth and the audience is 

very important. The main aim of language is to find the truth through interaction between author, 

language, reality and readers. For new rhetoricians, rhetoric is not a device to convey meaning, 

but it creates meaning. 

These rhetorical approaches change the way writing is taught by defining writer, reader, 

reality, and language. Varying definitions of these elements result in different composing 

processes. Therefore, writing instructors do not teach a universal process; instead, they teach a 

version of the writing process. It is significant that writing instructors know how they define 

writer, reader, reality and audience. 

As Berlin’s classification system illustrates, it seems that the current traditional approach 

is common in Libya. The product approach is different from the process approach. Suwaed 

(2011) indicated that the product approach is very common in Libya where teachers emphasize 

linguistic knowledge. Suwaed further clarified that “The pure version of the product approach 
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focuses on the production of a written text without reference to the process engaged in to 

produce it” (p. 50). El-Aswad (2002) pointed out that the product approach has controlled L2 

writing classes in many Libyan educational institutions at any level. This approach can be one of 

the factors that may affect Libyan students' abilities at universities in the U.S. The product 

approach is the opposite of what expressionists and New Rhetoricians call for when teaching 

writing. Expressionists encourage teachers to teach students freewriting and then discuss their 

written products. Both expressionists and New Rhetoricians tend to employ the process 

approach. Suwaed (2011) pointed out that in the product approach  

writing instruction has four stages: familiarization; controlled writing; guided writing; 

and free writing. In the familiarization stage, students learn specific features of a text. In 

the controlled and guided writing stages, the students write about the given topic with 

increasing freedom. In the free writing stage, the students use their writing skills in an 

authentic activity such as a letter, story or essay. (p. 51) 

Students may not interact in the classroom, remaining passive. Students need to learn more about 

the process of writing techniques and implement them to develop their writing skills. Teachers 

may also need to enhance these techniques with their students in the writing class. 

Teaching writing classes in Libya may not be sufficient to make student writers creative. 

According to Berlin (1982), “expressionism” focuses on creativity. It is very important to make 

students creative in class. Freewriting is considered one of the main writing processes that can 

assist students to be more creative and focused on the content of the message. New Rhetoricians 

depend on classroom techniques that inspire students to cooperate in dialogue with their 
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classmates. New Rhetoricians also encourage employing writing processes such as workshops 

and feedback in teaching writing. Suwaed (2011) stated that during most writing classes in Libya  

teachers usually explain the information and lecturing is the dominant talk in the class. 

Students usually take notes from the board in order to get the information for taking 

exams. Teachers often depend heavily on textbooks. There is little opportunity for 

students to practice extended writing. (p. 52)  

This method seems to be similar to what classicists do. It can also be a factor that influences 

Libyan students and does not help them to practice writing. Suwaed also pointed out that  

the teaching practice is thereby characterized by the teaching of grammatical rules, 

sometimes by translating them into the students’ first language and most of the provided 

activities are on the sentence level. It values what students know about the language 

rather than what they comprehend or produce. (p. 52)  

Suwaed explained this view focuses more on “what is important is what the students are able to 

write such as correct grammatical sentences, rather than fluent writing” (p.52). Aljamhoor (1996) 

stated that teachers in many Saudi schools focus more on teaching grammar and vocabulary, but 

they ignore other important writing techniques. He also points out there are some misconceptions 

in Saudi schools. One of the misconceptions is that students who have a great mass of 

vocabulary are good writers. Taher (1990) emphasized an important point about time allowed in 

the writing class. Taher stated that there is not enough time to implement writing strategies in 

English classes in many Arab countries due to a heavy focus on grammatical structures. Teachers 

need to concentrate on all language skills.  
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Alhosani (2008) also stated that “writing instruction in Arabic that is utilized in schools in 

the U.A.E. in all grades merely focuses on grammar and vocabulary. Writing pedagogy is mostly 

neglected and limited to teaching stories and summaries” (p. 9). This instruction can affect the 

ability of student writers and does not help develop creativity because the focus is on grammar 

and vocabulary. Teaching how to compose short stories can be a helpful tool in making students 

more creative. Most of the curricula of Arabic composition may not teach students how to 

compose short stories or poems. As Alhosani (2008) stated, “writing in Arabic follows the 

principles of traditional rhetoric pedagogy and mostly focuses on the written product” (p. 9). 

Therefore, students may not be taught how to compose effectively, because they are not taught to 

think critically and may not be urged to implement creative writing processes. They are merely 

told to produce a final product. 

A composition class in Arabic is very traditional. Alhosani (2008) described the 

composition class as follows:  

the teacher starts the composition class by writing the title on the blackboard and asking 

the students to copy it into their writing notebook. She/he describes and discusses the 

topic briefly with the students and may introduce a grammar or spelling rule during the 

discussion. After ten minutes or less, students start writing. The Arabic teacher would not 

give details in how to start or finish such a topic. (p. 10)  

This kind of instruction does not encourage students to be active in the class. It is similar to what 

traditionalists do. Students just take information and figure out how to insert it.  

Although the product approach may have some advantages in teaching writing, 

Littlewood (1985) indicated that there are many disadvantages in this approach. According to 
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Littlewood, this product approach can make students passive in the class and does not help 

students to learn from their errors. It does not either concentrate on the writing process 

difficulties or provide students with the opportunities to be involved in the class interaction. 

Suwaed (2011) stated that “the use of this approach in Libya does not develop the students’ 

ability to write at length since much of this writing is at the sentence level” (p.53). Students need 

to develop their writing skills not only at the sentence level but also the communicative level. El-

Aswad (2002) stated that  

the dominating perspective among English teachers in the Arab world and other countries 

is that linguistic factors are the major problematic areas for Arab learners when they are 

involved in a writing task .This may be the primary factor that motivates teachers of 

writing to adopt product-oriented teaching methods. (p. 66) 

This viewpoint may be one of the reasons that can lead teachers to focus more on grammar 

issues and disregard writing techniques. 

On the other hand, the process approach can be very helpful because it focuses on the 

writer not the text and makes students interact positively in the learning process. Expressionists 

and New Rhetoricians encourage teachers to implement the process approach because it allows 

writers to engage in the writing process. Expressionists focus on the actual writing and what a 

writer wants to convey. Different processes such as pre-writing, writing and rewriting are 

fundamental. The process approach is very beneficial in teaching writing. Alshahrani (2011) 

stated that “the process-oriented approach views writing as an isolated process by which the 

writer works through specific cognitive phases such as pre-writing, drafting, and revising, to 

generate his/her text” (p. 2). This process approach can be very helpful for the writer and makes 
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him or her creative and independent. From another perspective, it can be social when students 

interact with each other. Suwaed (2011) pointed out that the process approach in Libya is not 

commonly used in teaching writing. However, it may be implemented by some university 

instructors for various reasons: 

some Libyan university teachers got their MA/PhD from native speaking countries where 

they studied different approaches of teaching. Second, some university teachers in Libya 

are from other countries and they try to apply different approaches rather than the 

traditional ones. Third, some teachers tend to seek opportunities of professional 

development and attend workshops and seminars about teaching writing and they try to 

implement the provided techniques in their classes. (p. 54) 

Implementing the process approach may be beneficial in teaching writing. However, there may 

be some factors that prevented using this approach. Suwaed (2011) mentioned some factors for 

why the process approach is not commonly used. There are three reasons that prevent instructors 

from implementing the process approach. First, instructors are not aware of other approaches, 

and they only use what they have been taught. Furthermore, teachers feel more secure and 

confident when using their familiar methods. Second, the ways they perceive their role as 

teachers dictate their methods. Third, teachers shy away from collaborative work due to the low 

English level of their students and the large class size. Suwaed claimed that these three reasons 

restrict the use of the process approach. El-Aswad (2002) stated that in the process approach 

L2 students are not expected to replicate grammatical rules or spelling conventions but 

instead are expected to generate ideas and connect them, in order to construct a sound 
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piece of writing. This approach focuses on content and the intervention of teaching at 

various points in the whole process: pre-writing, drafting, and reviewing. (p. 80) 

Hence, the process approach has several advantages in teaching writing. Suwaed (2011) 

summarized the advantages of this approach as following: 

first, it increases students’ awareness of the process of writing and draws their attention to 

the importance of writing skills. Second, it does not focus on the accuracy of product, 

which is the source of students’ frustration. Third, it encourages students’ interaction with 

each other in peer response activities and focuses on the audience and purpose in writing. 

(p. 55) 

The process approach has many advantages for student writers and enables students to be 

successful and creative writers by increasing their awareness of writing skills. 

Implementing various approaches in the classroom may also be successful in the teaching 

and learning process. Suwaed (2011) also pointed out that “Libyan teachers frequently use a 

mixture of more than one approach and that teachers frequently combine these approaches to suit 

their lesson plans and the goals that they try to achieve” (p. 59). Implementing an eclectic 

approach may work best because it works and outfits the purposes of each lesson.  

This chapter was about the literature review of this research. It encompasses different 

sections that discuss definitions of writing, the process of writing, some techniques for teaching 

writing, rhetorical compositions, rhetorical theories, some language teaching methods, teaching 

methods of English writing and an overview about the educational system and misconceptions in 

Libya. These sections reveal that there are many issues that ESL students, Libyan students 

specifically, encounter while writing. It also addresses different points of view about issues in 
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second language writing and rhetoric composition. It reveals shifts in the way scholars think 

about the writing process and composition in different languages.  Furthermore, it highlights 

different teaching language methods and analyzes weaknesses and strengths of those methods. 

Finally, it is hoped that this research may provide something in the field of second language 

writing. 
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CHAPTER 3  

 

METHODOLOGY 

This study explores the difficulties that Libyan graduate students encounter in academic 

writing. There are many Libyan graduate students who have been granted full scholarships to 

work on their master’s and doctoral studies. Suwaed (2011) indicated that several Libyan 

students face English writing difficulties though they have already taken English classes in 

Libya. Therefore, many Libyan students have not received acceptable scores in the writing 

section when they take TOEFL, IELTS or any other English reading or comprehension test. This 

study focuses on Libyan students in the U.S.  Some of those students have received academic 

acceptances, but they still encounter obstacles in effectively accomplishing written essays. Their 

last resort is to go to the writing centers in their universities. Some of them have not been granted 

admission to universities in the U.S. due to the inability to write coherently. 

The aim of this research was to find out the writing difficulties that Libyan students 

encounter while attending universities in the U.S.  The research also aimed to diagnose these 

issues that hindered Libyan graduate students and suggested possible solutions for prospective 

Libyan students. The purpose of the research was also to provide other researchers with insights 

as to the most common-teaching practices in the field of second-language writing experienced by 

Libyan graduate students. It is hoped that the data has revealed guides and tips that curriculum 

planners might implement while designing English-writing curricula specifically for Libyan 
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students. It also attempted to provide English teachers with instruction or guides that they can 

take into consideration while teaching writing. 

A mixed-method approach of qualitative and quantitative methodology was used to 

investigate the research problems. This method was sufficient in investigating the problems and 

finding solutions for the writing obstacles. By using multiple-choice questions (quantitative) and 

open-ended questions and writing samples (qualitative), this approach is appropriate. The 

multiple-choice questions asked students various questions about writing and their learning 

experiences with writing and composition. So, this section can provide assessments and 

comparison of participants’ writing samples and the manner in which they have been taught 

before. Open-ended questions and multiple-choice questions can provide hints about writing 

strategies while analyzing participants’ writing samples. Multiple-choice and the open-ended 

questions can expose the writing strategies that have already been learned by participants. These 

questions can help me to analyze errors committed by participants and provide a clear picture of 

their needs. These research tools provide the means necessary to make overall recommendations 

for the improvement and enhancement of English writing skills particularly for Libyan students.  

Furthermore, both approaches validate the hypotheses and answer the research questions of this 

study.  

Using both qualitative and quantitative methods is very helpful and provides researchers 

with valid findings. Matsuda and Silva (2005) confirmed that designs of qualitative and 

quantitative methods have a complementary relationship and this study validates that through the 

use of multiple-choice questions, open-ended questions, and writing samples. The results are 

related and they support each other and compare well to acquire more accurate results. 
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Error analysis was used to analyze the writing samples of the participants in this study. 

These grammatical errors were classified according to their types: articles, subject-verb 

agreement, prepositions, and plurals, etc. McMartin-Miller (2012) defined error analysis as “the 

study of learner errors, attempts to identify the sources of errors and divide them by type” (p. 7). 

This quote means that error analysis is concerned with errors that second-language learners make 

while writing. Thesis, unity, style, and diction of the participants’ writing samples are evaluated 

by specific rubrics. These rubrics are shown in detail in Chapter 4. These tools were used for 

investigating the errors that were made by Libyan students. The study attempted to find out how 

Libyan students best grasp writing and how they should be instructed to produce effective 

essays. The effective essays should be free of all grammatical errors and comply with all writing 

conventions, including thesis, unity, style and diction. Following the stages of writing process 

such as planning, brainstorming, editing will be helpful in producing a high-quality piece of 

writing. This study can help to bring about solutions to the problems that hinder the participants’ 

English writing skills while attending universities in the United States. 

Research Questions 

This research aimed to investigate the difficulties that Libyan students encounter in their 

academic writing while attending universities in the United States. The research questions of this 

study were 

1. What are common difficulties that graduate Libyan students encounter in their 

writing?  

2. How do Libyan students approach or complete their writing assignments in English? 

3. What teaching methods do Libyan teachers frequently use in teaching writing? 
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4. Do Libyan students report that grammar-based methodology in teaching writing used 

by ESL instructors in Libya is adequate in terms of preparing Libyan students for 

appropriate levels of writing? 

5. What are the common mistakes that Libyan students usually make?  

The five research questions were answered by using a questionnaire containing multiple-

choice questions, open-ended questions and writing tasks. The 14 multiple-choice and four open-

ended questions provided me with information about participants’ educational backgrounds and 

their learning experiences. These questions contributed assessments and comparisons of 

participants’ writing samples and the manner in which they have been taught before. Open-ended 

questions and multiple-choice questions provided hints about writing strategies while analyzing 

participants’ writing samples. The questions were selected based on these considerations in order 

to answer the research questions: writing techniques; teaching strategies used by Libyan 

instructors; collaborative work activities in Libyan writing classes; participants’ perceptions of 

the weaknesses and the strengths of the writing methods being taught in Libya; attitudes of 

comparisons between writing in English and in Arabic; and the most commonly committed 

grammatical errors. The type of multiple-choice question was selected because it limited 

participants’ answers, was easy in terms of statistical analysis, and it made the process simple 

and uncomplicated for the participants. This type was also more specific. The open-ended 

question section produced many possible answers and the participants clarified answers in detail. 

The participants were sent a link of an online questionnaire that had several different questions. 

The multiple-choice questions were about the way that the participants were taught English 

writing in Libya as well as questions about the writing process and organization. Based on the 
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questionnaire (multiple-choice questions and open-ended questions), reasons that hindered 

participants in learning the writing process were determined. Furthermore, the research tools in 

the study identified the students’ perceptions of the weaknesses and strengths of the writing 

methods used in Libya. These tools also helped to determine the writing process that the 

participants most frequently used while writing. 

The participants were also asked to write two paragraphs about two different topics: 

“College Life in the U.S.” and “Marriage Life”. The mistakes that the participants made while 

writing in English were analyzed. These mistakes were classified according to their types: thesis, 

unity, style, diction, and grammar. Grammatical errors were analyzed by error analysis, whereas 

thesis, unity, style, and diction were evaluated based on specific rubrics. 

Participants were assessed in their writing samples based on these ranks: 

Thesis 

1. Excellent: topic sentence is clear in the paragraph and was written in a complex or 

compound sentence that was very well-formed. (Assessment is based on clear and 

organized use of sentence patterns in English) 

2. Good: topic sentence is clear in the paragraph and was written in a simple sentence.  

3. Acceptable: topic sentence is not very clear or there may be some ambiguity that does 

not indicate the main idea. 

4. Unacceptable: topic sentence is not clear, does not relate to the topic of the paragraph, 

does not relate to the topic of the question or it is not complete. 
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Unity 

1. Excellent: unity of the paragraph is very connected and well-organized.  There are 

some transitions and connectors in the paragraph. The content is related to the topic 

sentence and there is a closing sentence.  

2. Good: The paragraph is connected and well-organized, but there are some things 

missing like transitions and connectors. The paragraph may also be missing a closing 

sentence, but generally, the idea is clear.  

3. Acceptable: the paragraph is connected, but there are some ambiguities that do not 

indicate the main idea. There are also some missing transitions, connectors, etc.  

4. Unacceptable: the paragraph is not connected, there are many mistakes in content, 

connecting the ideas, etc. or the paragraph is incomplete. 

Style 

1. Excellent: the paragraph was presented in a formal register that demonstrates 

excellent writing style.  

2. Good: the paragraph shows that there is an adequate but not excellent awareness of 

formal writing style.  

3. Acceptable: the paragraph style looks acceptable but demonstrates some inconsistent 

elements in good writing style. 

4. Unacceptable: the paragraph shows inaccuracies and marginal understanding of good 

writing style or it is incomplete. 
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Diction 

1. Excellent: the participants selected the most effective and descriptive words for the 

paragraph. The words and phrases are very effective and descriptive.  

2. Good: the participant selected appropriate words that make sense to the reader but 

they are not as engaging.  

3. Acceptable: the paragraph reflects an adequate grasp of vocabulary but the writer is 

limited in his/her repertoire of words. The language is not effective (words are 

understood but unnatural) 

4. Unacceptable: several words that are selected do not make sense for the reader or the 

paragraph is incomplete. 

Hypotheses 

Hypotheses of the study are as follows: 

1. There are common difficulties that the participants encounter in their writing. 

2. Libyan students use invention strategies (brainstorming, word mapping, and 

outlining) to approach or to complete their writing assignments 

3. Grammar-based methodology is the most frequently used strategy in teaching writing 

by Libyan teachers.  

4. Grammar-based methodology used in Libya is sufficient in preparing students to meet 

the expectations of writing. 

5. Libyan students encounter obstacles although they had already taken writing classes 

in their home country due to the differences between English and Arabic in teaching 

writing. 
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Methodology 

The online questionnaire of this study consisted of multiple-choice items and open-ended 

questions. This questionnaire was designed to fit and answer all the research questions in this 

study. The questions were about teaching methods used in Libya, writing techniques, interfering 

native language, and the writing processes. The questionnaire link was sent to the participants via 

email, and there were 100 students in the research group to answer the questions. The online 

questionnaire had 14 multiple-choice questions and four open-ended questions. This research 

was conducted in the spring semester of 2014. The answers of the questions were collected and 

put in the data SPSS (Program for Statistical Analysis). Based on the data, the research questions 

were answered. 

The second part was composed of writing samples. Libyan graduate students were asked 

to write two paragraphs about two topics “College Life in the U.S.” and “Marriage Life” The 

data of this part was evaluated by me. The grammatical errors that the participants made while 

writing their samples were analyzed by using error analysis and classified according to their 

types, whereas thesis, unity, style, and diction of the participants’ writing samples were evaluated 

by specially designed rubrics. 

Participants 

The participants of this study were 100 Libyan graduate students enrolled in different 

fields at U.S. universities who studied English in the Libyan Educational Institutions in Libya 

and the United States. An attempt was made to maintain a sample of 100 students despite 

students choosing to no longer participate in the study. I used an online questionnaire (Qualtrics). 

The first 100 responses were taken. The samples were collected from Libyan graduate students 
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who study in the following states: Indiana, Missouri, Colorado, and Washington. These locations 

were selected based on the population density of Libyan students. The Canadian Bureau for 

International Education (CBIE) that sponsors all Libyan students in the United States. and 

Canada was contacted for further assistance. 

Administration of Online Questionnaire 

The online questionnaire was sent to the participants’ emails via CBIE. CBIE was 

selected because it sponsors all Libyan students in the United States. and Canada so this 

organization has all information and emails of Libyan students in the United States. It took about 

30 days until I received 100 responses from the participants. CBIE sent the questionnaire on 

April 20, 2014. I deactivated the online questionnaire when 100 responses were received on May 

21, 2014. The average time participants spent taking the online questionnaire was about 30 

minutes. Attached to this dissertation are appendices in the order in which they are cited. 

Appendix A is the initial questionnaire provided to the participants. Appendix B is the IRB 

approval form. Appendix C displays the SPSS data. Appendix D is a composite table and 

Appendix E shows some participant samples. 

Analysis 

In the quantitative portion, descriptive analysis was applied to describe the data since it 

provides a clear summary of each question. There were 14 multiple-choice questions. This kind 

of analysis aimed to summarize and report participants’ answers. The SPSS program provided 

me with statistical measures such as charts and graphs that showed the percentages and 

frequencies. In this manner, the shape of distribution was described. 
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In the qualitative portion, open-ended questions were analyzed based on participants’ 

responses. Writing samples were analyzed by using error analysis. The grammatical errors that 

the participants made while writing their samples were analyzed by using error analysis, and 

these mistakes were classified according to their types. The most grammatical errors were 

represented in charts. The analysis of the writing samples also focused on thesis, unity, style, and 

diction which were evaluated on specific rubrics. Analysis revealed the most common mistakes 

that were made by the participants. 
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CHAPTER 4  

 

DISCUSSION AND FINDINGS 

This chapter investigated the participants’ responses to my questionnaire. The first 

section of this chapter highlighted the multiple-choice section of the questionnaire that asked the 

participants of the study different questions about teaching writing in Libya, writing processes, 

the way they compose in English, and included various questions related to writing in both 

English and Arabic. SPSS was used to collect this data and provide descriptive analysis. The 

second section of this chapter addressed the questionnaire and highlighted the four open-ended 

questions.  Results of the open-ended questions were summarized by using the participants’ 

responses. The last section of this chapter presented an analysis of the participants’ writing 

samples. The purpose of the investigation was to diagnose the problems that Libyan students 

encounter in their writing and find solutions for potential problems. This study also attempted to 

identify the most common methods used for teaching writing in Libyan institutions, strategies 

that teachers might use while teaching writing to Libyan students, and strategies that Libyan 

students frequently use while writing. The study also aimed to look for common errors that 

Libyan students frequently make and to propose new methods of teaching writing that will help 

Libyan students write more effectively in the future. 
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Multiple-Choice Questions 

This chapter discusses data that were collected from the participants. The quantitative 

part will be the first. The participants were given 14 multiple-choice questions. SPSS was used 

for statistically analyzing the data. 

In the first question, there were 99 participants who answered this question: “What are 

the most common difficulties you struggle with when writing in English?” There were five 

options:  grammar, diction, unity, all the above, and others. The majority of the participants 

selected grammar as the most difficult factor with which they struggled (n = 37; 37.4%); diction 

(n = 26; 26.3%); unity (n = 14; 14.1%); all the above (n = 15; 15.2%), and others (n = 7; 7.1%). 

These options were selected because they are the most prominent elements in writing and the 

most common difficulties that Arab students encounter. The participants who selected others 

named spelling, lack of vocabulary, paragraph transition, and coherence as factors with which 

they struggled. One participant did not respond to this question. 

In the second question, there were 97 participants who answered this question: “What are 

the grammatical errors that you usually make when writing English?” There were five options: 

tenses, prepositions and articles, punctuation, word order, and others. The highest percentage was 

prepositions and articles (n = 38; 39.2%). Tenses was the second highest percentage (n = 27; 

27.8%); the next was punctuation (n = 25; 25.8%); then word order (n = 5; 5.2%); and then 

others (n = 2; 2.1%). Three participants did not answer this question. 

The third question was different in that it was divided into subquestions. “What are the 

techniques (invention strategies) that you usually use most in your writing? Circle all that apply. 

Brainstorming, word mapping (clustering), outlining, freewriting, none of them, and if others, 
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please specify.” These were the six options and the participants could choose more than one 

option. For example, participants could select brainstorming and outlining. 

Brainstorming  

There were 99 participants who answered this question: “Circle all that apply. Is it word 

brainstorming?”  There were 41 participants who selected this option; thus, brainstorming was 

identified as having the second highest percentage of responses (n = 41; 41.4%). One participant 

did not answer this question. 

Wordmapping 

There were 99 participants who answered this question: “Circle all that apply. Is it word 

mapping?” There were 13 participants who selected this option (n = 13; 13.1%). Wordmapping 

was identified as having the fourth highest percentage of responses. One participant did not 

answer this question. 

Outlining 

There were 99 participants who answered this question: Circle all that apply. Is it 

outlining? There were 46 participants who selected this option (n = 46; 46.5%); which reflects 

the highest percentage of the options. One participant did not answer this question.  

Freewriting  

There were 99 participants who answered this question: “Circle all that apply. Is it 

freewriting?” There were 22 participants who selected this option (n = 22; 22.2%). Freewriting 

was identified as having the third highest percentage of responses. One participant did not 

respond to this question. 



85 

 

 

 

None of them 

There were 99 participants who answered this question:” Circle all that apply. Is it none 

of them?” There were 10 participants who selected this option (n = 10; 10.1%). This option was 

identified as having the fifth highest percentage of responses. One participant did not respond to 

this question.  

If Others, Please Specify 

There were 99 participants who answered this question: “Circle all that apply. Is it the 

choice if others please specify?” There was one participant who selected this option (n = 1; 

1.0%). The participant stated: track down other writing. This may mean as models. One 

participant did not respond to this question. 

In the fourth question, there were 97 participants who answered this question: “What are 

the techniques that your teacher employed most in teaching you English writing in Libya?” 

There were five options: the first choice, “my teacher focused only on grammar-based method” 

(n = 65; 67.0%) had the highest response percentage; the second choice, “my teacher focused on 

writing techniques and styles” (n = 6; 6.2%), had the fourth highest response percentage; the 

third choice, “my teacher tended to work with communicating the content (idea and 

information)” (n = 5; 5.2%), had the fifth highest response percentage; the fourth choice, “my 

teacher tended to focus on learning vocabulary and diction. (Knowing the correct use of the 

word)” (n = 8; 8.2%), had the third highest response percentage, and the last choice, “my teacher 

tended to focus on all of the above” (n = 13; 13.4%). had the second highest response percentage. 

Three participants did not answer this question. 
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In the fifth question, there were 98 participants who answered this question:  “In Libya 

did your teacher focus on writing as?” Fourteen participants selected the choice “process” (n = 

14; 14.3%); thirteen participants selected the choice “product” (n = 13; 13.3%); and 71 

participants selected “I do not know”, the most often selected reply (n = 71; 72.4%). Two 

participants did not respond to this question. 

In the sixth question there were 95 participants who answered this question: “Have you 

ever been taught the writing situation (relation between writer, reader, and information)?” 

Twenty-five participants selected “yes” (n = 25; 26.3%), the greatest number of participants 

selected “no” (n = 58; 61.1%), and third choice “I do not know” was selected by the fewest 

number of participants (n = 12; 12.6%). These numbers are alarming because 61% were not 

taught about the relationship between writer, reader and information and another 12% expressed 

that they did not know. Five participants did not respond to this question.  

In the seventh question, there were 97 participants who answered this question: “Have 

you been taught to use writing techniques such as brainstorming, word mapping and outlining in 

Libya?” Twenty-four participants selected “yes” (n = 24; 24.7%) and 73 responded “no” (n = 73; 

75.3%). These statistics reveal an issue that needs to be addressed because 75% of the 

participants were not taught invention strategies in Libya. Three participants did not respond to 

this question. 

In the eighth question, there were 98 participants who answered this question: “When you 

learned Arabic writing, were you taught the organization of paragraphs: introduction, body and 

conclusion?” Thirty-one participants selected “yes” (n = 31; 31.6 %) and 67 participants selected 

“no” (n = 67; 68.4%). This result shows that the way the participants were taught Arabic differs 
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from the way English is taught. It may also provide insights into why some Libyan students do 

not adhere to organization patterns. This explanation may also apply to all Arab students. Two 

participants did not respond to this question.  

In the ninth question, there were 98 participants who answered this question: “Do you use 

Arabic rhetorical devices like repetition when you write in English?” Thirty participants selected 

“yes” (n = 30; 30.6 %) and 68 participants selected “no” (n = 68; 69.4%). Use of Arabic 

rhetorical devices may not be helpful for the participants as they seek to be creative in English 

writing.  Two participants did not respond to this question. 

There were 97 participants who answered the 10
th

 question: “Does your native language 

interfere with your English writing?” Twenty-six participants selected “yes” (n = 26; 26.8%), 45 

participants selected “no” (n = 45; 46.4%), and 26 participants selected “I do not know” (n = 26; 

26.8%). Three participants did not respond to this question. Those who selected “yes” mentioned 

some examples: three participants stated that their first language interfered with them when they 

use prepositions; these three participants stated that when they do not find the right word in 

English to communicate effectively, they resort to thinking in Arabic and then translate into 

English which may not be accurate. Thus, writing so influenced may not make complete sense 

for native speakers in the audience (readers). Two participants complained that they repeat their 

ideas several times unconsciously when writing in English. A participant stated that proverbs 

(traditional sayings) can interfere with their second language too. A participant stated that a verb 

may not be used in a sentence, for example, “I fine” instead of “I am fine”. Two participants 

mentioned word order, for example, using adjectives before nouns. Arab students sometimes 
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misplace adjectives before nouns because this rule is not in existence in Arabic language rules. 

Two participants stated that they may misuse punctuation because their rules may be different.  

There were 96 participants who answered the 11
th

 question: “Do you think there are 

differences in English and Arabic composition?” Eighty-six participants selected “yes” (n = 86; 

89.6%). Five participants selected “no” (n = 5; 5.2%), and five participants selected “I do not 

know” (n = 5; 5.2%). Four participants did not respond to this question. 

There were 96 participants who answered the 12
th

 question: “When you were taught 

English in Libya, did your teacher teach you how to do prewriting, planning, and supporting 

ideas?” Twenty-two participants selected “yes” (n = 22; 22.9 %) and 74 participants selected 

“no” (n = 74; 77.1%). The percentage of participants answering “no” is very high and indicates a 

noteworthy problem because 77.1 % of the participants were not taught how to do prewriting, 

planning, and supporting ideas. Four participants did not respond to this question.  

There were 95 participants who answered the 13
th

 question: “When you write a topic 

sentence, do you usually stick with the specific topic in the rest of the paragraph?” Sixty-five 

participants selected “yes” (n = 65; 68.4 %) and 30 participants selected “no” (n = 30; 31.6%). 

Five participants did not respond to this question. 

There were 97 participants who answered the 14
th

 question: “In Libya, did you usually do 

collaborative work activities such as peer editing, proofreading, etc. in the writing class?” Fifteen 

participants selected “yes” (n = 15; 15.5 %) and 82 participants selected “no” (n = 82; 84.5%). 

The percentage of participants answering “no” is very high and reveals a lack of collaborative 

work, activities which are very important in the writing classes. These activities can help develop 

the writing skills of the students. The majority of the participants were not given the 
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opportunities to do collaborative work activities.  Three participants did not respond to this 

question.  

Open-Ended Questions 

The first question was stated as “Do you think grammar-based methodology is the most 

common method of teaching writing in Libya? If so, is it adequate in terms of preparing you for 

appropriate levels of academic writing?”  

Sixty-four participants answered this question and the 41 participants stated that 

grammar-based methodology is the most common method of teaching writing in Libya, positing 

further that it is not adequate in terms of preparing them for appropriate levels of academic 

writing. There were only two participants who were not sure about this. In the fourth question of 

the questionnaire, 65 participants (n = 65; 67.0%), selected the choice, “my teacher focused only 

on grammar-based method”, which was the highest percentage in the question. This percentage 

showed that the method that focuses on grammar is very common in teaching writing classes.  

Responses of the participants provided further insight. For example, Participant 1 

commented that “I think grammar-based methodology is very common in Libya. Teachers in 

Libya, they focus only on grammar and disregard other writing techniques such as 

brainstorming.” It can be summarized that this method focuses mainly on the grammar while 

disregarding other writing techniques such as brainstorming, word mapping, freewriting, etc. 

Looking further into participants’ comments, it can be surmised that teachers in Libya focus 

more on grammatical structure and accuracy and sometimes punctuation. Participant 14 stated 

that teachers do not focus on coherence and cohesion within and between paragraphs: “they do 

not pay attention to cohesion and coherence of within and between the paragraphs.” 
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Furthermore, the teachers do not focus on organization of paragraphs and how to develop a 

paragraph in the correct way. Participant 25 mentioned that focusing on grammar can enhance 

academic writing, but it should not be the only aspect “I think so it could be a good step toward 

enhancing the academic writing level but not sufficiently.” The participant noted that there are 

not many professional teachers who can have good experiences in teaching writing and 

implementing techniques that develop students’ writing skills in the classroom. Participant /21/ 

thought the method is ok, and suggested that adopting CLT (communicative language teaching) 

would work better.  Participant 21 said, “Yes, I think it is ok for academic writing as the focus is 

mainly on grammar however, I would say adopting CLT would work better.” Participant 23 

thought learning English grammar is the key for learning writing but also felt that teachers need 

to focus on teaching vocabulary. As Participant 23 stated, “Yes, I think, learning English 

grammar is the key for learning writing however. Writing needs also vocabulary and punctuation, 

etc.” I think teachers in Libya may need to bridge this gap by implementing other writing 

techniques 

The second question was stated as “In Libya, what are your perceptions of the 

weaknesses and strengths of the teaching writing methods used?” Fifty-seven participants 

answered this question. The participants wrote different views about the weaknesses and 

strengths. However, all the participants stated that there are weaknesses in the teaching of writing 

methods in Libya. From participants’ responses, it can be summarized as there is a lack of 

experienced teachers who do not implement writing techniques and collaborative work activities. 

Teachers in Libya implemented traditional methods mainly focusing on grammar, but did not 

encourage students to do writing process such as prewriting, writing, and rewriting. The first part 
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of the questionnaire supports this claim, too. In the fifth question of the first section of the 

questionnaire, 14 participants selected that teachers in Libya focus only on the writing process (n 

= 14; 14.3%). This percentage is very low. Furthermore, teachers in Libya do not do 

collaborative work activities such as peer editing, proofreading, and so forth in the writing class. 

In the last question of the first section of the questionnaire, 15 participants agreed that teachers in 

Libya implement collaborative work activities in the classroom. They selected “yes” (n = 15; 

15.5%) whereas 82 participants selected “no” (n = 82; 84.5%). This high percentage discloses 

that there is a lack of collaborative work activities in Libya. 

For example, Participant 1 wrote that “Writing teachers did not focus on developing 

writing skills for their students. Most of writing teachers focus on grammar” writing instructors 

do not emphasize developing writing skills and mainly concentrate on grammar. Participant 4 

responded that teachers do not know the best method that should be used in the classroom. The 

participant wrote “teaching methods in Libya, no one knows for sure what methods are used.” 

Teaching in Libya is very traditional. Teachers do not usually ask students to rewrite what they 

wrote in order to learn from their mistakes. Participant 14 stated that “Teaching writing in Libya 

is very traditional.” The participant also added, “Free-writing is not considered and students are 

not asked to rewrite many times to figure their mistakes and improve their writing. The 

correction of writing is also teacher-centered, since the teacher writes the correct form instead of 

the wrong one.” The multiple-choice questions from the first portion of the questionnaire reveal 

that for a high percentage of the participants the teachers do not implement some writing 

techniques, such as freewriting, to come up with more ideas. In the seventh question of the first 

section of the questionnaire, there were 97 participants who answered this question: “Have you 



92 

 

 

 

been taught to use writing techniques such as brainstorming, word mapping and outlining in 

Libya?” Seventy-three participants responded “no” (n = 73; 75.3%). This percentage indicates 

that there was a problem as 75% of the participants were not taught invention strategies in Libya. 

From the participants’ responses, it can be summarized that most teachers in Libya do not 

teach writing as a process; but rather, as grammatical rules. Furthermore, teachers do not usually 

provide students with feedback and there is no specific template adopted. Participant 25 stated, 

“Feedback is missing, No specific template is adopted, not sufficient practice.” Teachers do not 

encourage collaborative learning. They do not teach students to support their topic sentence with 

examples and reasons to make the paragraph solid and persuasive. They do not teach how to 

brainstorm and connect ideas. Participant 38 stated, “They have never taught me how to write in 

Libya.” Participant 46 wrote, “organization and structure are the weakest point.” Participants in 

this study consistently express these issues regarding their learning experiences in Libya. These 

claims concur with their responses in the multiple-choice questions as demonstrated in the 

preceding evidence.  

The third question was stated as “Are there differences here in the U.S. compared to 

Libyan institutions when teaching ESL writing? If so, explain”. Sixty-two participants answered 

this question; the majority of participants think there are differences in teaching writing in U.S 

and Libyan institutions. The participants mentioned that teachers in the United States may. focus 

on developing writing skills and implementing many different activities and techniques, such as 

brainstorming, freewriting, word mapping, and so forth in the classroom, whereas teachers do 

not focus on these techniques in Libya. This claim was revealed in the participants’ responses in 
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the questionnaire. This percentage (n = 82; 84.5%) indicated that there was a substantial lack of 

collaborative work activities in Libya. 

The participants’ responses can be summarized with the following statements. In most 

U.S institutions, teachers provide students with a solid background about paragraph structures 

and how to extend and support topic sentences, which enhances the creativity of ESL students by 

encouraging student practice. The teachers focus on the content and show students how to 

convey their message. In the United States, teachers provide students with opportunities to 

develop their writing by starting with paragraphs, essays, and how to conduct research papers. 

Furthermore, different types of writing styles are taught in the United States, whereas in Libya, 

these may be very limited. For example, Participant 1 stated, “yes, there are big differences in 

teaching ESL writing. In the United States, teachers focus on developing writing skills of the 

students by using some techniques such as brainstorming in the writing classes.” Furthermore, 

students in the U.S may learn multiple genres of writing. Participant 26 stated, “Students in the 

USA learn multiple genres of writing. In Libya, students know about punctuation only.”  

In Libya, teachers do not encourage students to be creative and to be critical thinkers in 

writing. Participant 14 stated that teachers “do not enhance the students to be creative critical 

thinkers in writing.” Teachers instruct how to write by using Arabic writing styles. Participant 23 

stated that teachers “teach English writing using Arabic style.” They may not have a good 

background in English since that is their second language. In the U.S., teachers focus more on 

writing as a process, not as a product. Participant 26 wrote, “Teaching writing is based on 

teaching both product and process.” In the United States, students learn writing as a complete 

process, whereas in Libya, the focus is only grammar. The first part of the questionnaire supports 
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this from participants’ responses, where the highest percentage of the participants (67.0%), 

selected “the grammar-based method”. Furthermore, teachers in the United States. utilize 

different teaching methodologies and may use technological tools in some classes. They 

encourage collaborative work and students work as one group, and benefit from correcting each 

other’s mistakes. In Libya, teachers do not support collaborative work. The questionnaire shows 

that there was a lack of collaborative work activities in Libya and 84.5% of the participants 

selected that teachers in Libya do not do collaborative work activities in the writing classes.  

Teachers use rhetorical devices when teaching writing and teach different types of texts, while 

they usually do not in Libya. I think most English teachers in the U.S. are English native 

speakers. Participant 33 stated that “in the U.S. all my teachers’ native language is English.” In 

contrast, most of the teachers in Libya are non-native English speakers; therefore, they may feel 

less confident in teaching because English is their second language.  

The fourth question was stated as “In writing, what differences do you see between 

Arabic and English?” Fifty-seven participants answered this question; the majority of 

participants saw differences between Arabic and English. The participants’ responses can be 

summarized with the following statements. The English writing system is organized as 

introduction, body, and conclusion; whereas, the Arabic writing system looks random and the 

paragraphs do not usually concentrate on one single idea. Each writing system has its rhetorical 

devices and techniques to convey the message, and grammatical structures between the two 

languages are different. This was also indicated in participants’ responses to the question: “When 

you learned Arabic writing, were you taught the organization of paragraphs: introduction, body 

and conclusion?” Sixty-seven participants selected “no” (n = 67; 68.4%). This percentage 
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revealed that the way the participants were taught Arabic is dissimilar from English. This result 

may give a hint as to why some Libyan students do not adhere to the organization patterns. For 

example, Participant 1 commented that there are huge differences in format in Arabic and 

English. English writing is organized as introduction, body and conclusion whereas it looks 

random in Arabic and the paragraph can have more than one idea, not one single idea. The 

participant wrote, “There are big differences for example the format in Arabic writing is different 

from English. In English, writing is organized as introduction, body and conclusion. In Arabic, it 

looks random and does not concentrate on one single idea in the paragraph.” Participant 4 wrote, 

“Each writing system has its rhetorical devices and techniques to get the message across.” Thus, 

every writing system has its own rhetorical tools and methods to convey the message.  

There are differences in some grammatical structures such as tense, passive voice, and 

uses of articles. There is a big difference in word order; for example in English, adjectives come 

before nouns, whereas they may not be in Arabic. English is more organized in writing. 

Sentences can start with subjects, verbs, or predicates. In English, when writing, there are 

specific elements writers should include: the introduction, body and conclusion. In Arabic there 

may not be required specific structures. I think this is a misconception for many Arab students 

about the Arabic language. In Arabic, there is an organization of writing but unfortunately they 

may not be taught by many Arabic teachers.  

For example, Participant 16 wrote in English, writers go directly to the main point while 

in Arabic they go around the topic by stating insignificant details.  Participant 14 mentioned that 

Arabic used repetitions and unrelated sentences. I noticed that there were many spelling 

mistakes. I think in Arabic there are not many misspellings because the words are spelled 
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phonetically. There is a huge variety of synonyms in Arabic and English may be poor in 

synonyms compared to the Arabic language. In Arabic there are not many specific rules that limit 

Arabic writers when they write. Arabic is from the Semitic language family so there may be 

different expressions and thinking due to the cultural differences. 

Writing Samples  

In the research conducted, there were two writing tasks that covered two different topics: 

“College Life in the U.S.” and “Marriage Life” The paragraphs that were written by participants 

indicated many mistakes. These mistakes were classified as follows: thesis, unity, style, diction, 

and grammatical errors.  

Out of 100 students who participated in the research, 40 students chose to answer the 

writing task of “College life in the U.S.” and 33 students responded to the second writing task 

“Marriage Life”. These participants were asked to write about “College Life in the U.S.” and 

“Marriage Life”. These two topics were evaluated and analyzed based on these characteristics: 

thesis, unity, style, diction and grammatical errors. Grammatical errors were analyzed by using 

error analysis of participants’ writing samples, whereas thesis, unity, style, and diction were 

evaluated based on designed rubrics. 

Thesis 

A thesis focuses on the writer’s main idea in a paragraph and point of significance. In a 

paragraph, the thesis becomes the topic sentence. Most of the participants (Libyan students) who 

performed this task focused on the thesis of the paragraph. However, some participants jumped 

around their topic within the paragraph. The following is the rubric that was used for evaluation 

of the theses of the participants.  
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Participants were assessed in their writing samples based on these ranks: 

1. Excellent: topic sentence is clear in the paragraph and was written in a complex or 

compound sentence that was very well-formed. (Assessment is based on clear and 

organized use of sentence patterns in English) 

2. Good: topic sentence is clear in the paragraph and was written in a simple sentence.  

3. Acceptable: topic sentence is not very clear or there may be some ambiguity that does 

not indicate the main idea. 

4. Unacceptable: topic sentence is not clear, does not relate to the topic of the paragraph, 

does not relate to the topic of the question or it is not complete. 

Tables 1 and 2 show the comparison of the distribution of these ranks of participants for 

their thesis statements in each of the paragraphs concerning “College Life in the U.S” and 

“Marriage Life”, respectively. “No participation” means that no response was given.  

Table 1 

 Thesis—College Life 

 Rank Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 60 60.0 60.0 60.0 

 Excellent 4 4.0 4.0 64.0 

 Good 25 25.0 25.0 89.0 

 Acceptable 1 1.0 1.0 90.0 

 Unacceptable 10 10.0 10.0 100.0 

 Total 100 100.0 100.0  
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Table 2  

Thesis—Marriage Life 

 Rank  Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 68 68.0 68.0 68.0 

 Excellent 2 2.0 2.0 70.0 

 Good 19 19.0 19.0 89.0 

 Acceptable 4 4.0 4.0 93.0 

 Unacceptable 7 7.0 7.0 100.0 

 Total 100 100.0 100.0  

 

Some of the participants found difficulty in staying on topic in the paragraph. In other words, 

supporting sentences may not be related to the main idea of the paragraph. For instance, 

Participant 39 wrote, 

The college life in the USA seems to be interesting with less [sic] boundaries. In addition, 

college students tend to have more responsibilities compared to what they had in the high 

schools. College opens the doors for students to learn how to get survive [sic] in the real 

world. For instance, a student acknowledge [sic] that he is responsible for his/her work; 

he [sic]supposed to check to see if he has homework or assignment and do it on time. 

Moreover, students learn how to do projects, which prepare them to their future career. 
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To conclude, college life teaches students how to get involved in the real word with a 

safe environment. 

The topic sentence is “the college life in the U.S.A seems to be interesting with less boundaries”. 

This topic was clear but the topic sentence was not because the supporting sentences did not 

relate to all aspects of the topic sentence. The participant did not provide the reason why there 

are “less boundaries” so the rank of this participant for thesis is good. The conclusion of this 

paragraph was very good. 

It has been noticed that several participants made mistakes because they did not start with 

a confirmed idea; therefore, readers may not find the topic sentence. Some participants had 

scattered sentences in the paragraph or did not clearly state a thesis, both of which may make the 

readers confused. Besides that, there are several grammatical errors in the topic sentences. Still, 

most of their ideas in the paragraphs are scattered and randomly placed. Participant 57 wrote a 

topic sentence “college life in the U.S.A is different from what I had have in Libya.” It looks like 

a very interesting topic; however, it needs more explanation of how and why the difference. This 

topic may attract the attention of a reader but needs a completion and to be grammatically 

correct.  

Some participants started with some phrases that are generally used in their native 

language, Arabic. For example, Participant 51 started the paragraph with “in general” which may 

be very commonly used in Arabic for non-professional writers but may not be an effective way 

to start in English indicating that the participant thinks in his/her native language by using an 

Arabic phrase and translates it to the target language, English. The participant relied on both the 

first-language thinking and translation to complete his/her writing in English. It has been noticed 
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that one Participant 86 misunderstood the question and wrote different topics: Participant (86) 

wrote how to teach sentence and paragraph writing. 

Some participants wrote significant topic sentences, for example, Participant 44 started 

with “College life in the United States is full of adventures and good and bad memories.”  The 

topic, “College life” and the point of significance, “full of adventure and good and bad 

memories” were mentioned and well-supported.  Another Participant 1 wrote, 

College life in the United States is one of   the best in the world.  Students comporate 

[sic] with each other. They get to know each other and make friendships. It helps 

students to interact with each other and makes students more cooperative and social. 

The participant started with “college life in the United States is one of the best in the world” and 

this topic was supported with examples and claims; however, there were some grammatical and 

spelling errors. Participant 14 wrote, 

College life in the US represents an essential part of the education process itself. 

American colleges attract students from all over the world to enjoy the experience of 

learning in the US, besides being a member in the college community. Students spend a 

long time in the college and keep learning inside and outs ide the classes alike. Inside 

the class, students will interact, participate and get the knowledge with very 

sophisticated and involving strategies. On the other hand, students s till learn a lot inside 

the college and outside the class by interacting with others in the library, cafeterias, 

students lounge or entertaining places on campus. Obviously, studying in the US 

colleges is a valuable experience of being involved in the leaning process both inside 

and outside the classroom. 
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The participant started with a very interesting topic sentence, “college life in the U.S represents 

an essential part of the education process itself.” This topic was supported with many examples 

and supporting sentences. The paragraph unity looks strong and the content is connected to 

thesis. Participant 9 wrote, 

In the United States of America, college life is a unique and wonderful experience in 

many ways. The available facilities and activities for both educational purposes or [sic] 

entertainment is [sic] one of the most dominant feature [sic] in colleges. The secure 

environment is another favorable feature in the college life, where lots of policies and 

rules being applied to provide the maximum level of comfort and safety for the students, 

this way, students can focus more in their tasks as student and do not pay attention to 

security issues. In addition, the interaction with students from all over the world adds 

more interests and beauty to college life. 

The participant started with an excellent topic sentence, “in the United States of America, college 

life is a unique and wonderful experience in many ways.” This topic is supported with an 

explanation and examples. 

In the second paragraph, participants were asked to write about “Marriage Life”. It has 

been noticed that some participants did a good job in writing. For example, Participant 44 wrote, 

Marriage life is very challenging. The wife and the husband face a lot of challenges 

once they get married. They have to adjust to their new life, find a living [sic] and try to 

secure m o re time to s pend with each other and with their children if they have. 

Although challenging, most couples s ay that the best moments of their life are when 
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they got married. The husband and the wife should make their life fruitful, happy and 

worth living. 

The participant started with a good topic sentence and the paragraph was well organized. 

The topic of the paragraph was “marriage life is very challenging” The participant connected the 

topic sentence with the whole paragraph and supported the topic sentence with examples. The 

participant related the ideas together and the coherence was strong. Participant 41 also wrote a 

good topic: “Marriage life can be described in multible [sic] different ways depending on the 

culture affiliation” There were some mistakes, but the topic was interesting. The participant 

supported the topic with some examples. 

Unity 

Unity indicates that all phrases, words, and sentences are related to the topic sentences or 

the focal idea. Content in the paragraphs should be in a logical order and flow well. Paragraph 

unity is important in writing because the sentences and the content should be connected to each 

other and coherent.  

Participants were assessed in their writing samples based on these ranks: 

1. Excellent: unity of the paragraph is very connected and well-organized.  There are 

some transitions and connectors in the paragraph. The content is related to the topic 

sentence and there is a closing sentence.   

2. Good: The paragraph is connected and well-organized, but there are some things 

missing like transitions and connectors. The paragraph may also be missing a closing 

sentence, but generally, the idea is clear. 
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3. Acceptable: the paragraph is connected, but there are some ambiguities that do not 

indicate the main idea. There are also some missing transitions, connectors, etc. 

4. Unacceptable: the paragraph is not connected, there are many mistakes in content, 

connecting the ideas, etc. or the paragraph is incomplete. 

Table 3 and 4 show the comparison of the distribution of these ranks of participants for 

their unity in each of the paragraphs concerning college life and marriage life, respectively. “No 

participation” means that no response was given for that question. 

Table 3 

 Unity—College Life 

 Rank  Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 60 60.0 60.0 60.0 

 Excellent 2 2.0 2.0 62.0 

 Good 11 11.0 11.0 73.0 

 Acceptable 16 16.0 16.0 89.0 

 Unacceptable 11 11.0 11.0 100.0 

 Total 100 100.0 100.0  
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Table 4  

Unity—Marriage Life  

 Rank  Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 68 68.0 68.0 68.0 

 Excellent 0 0 0 0 

 Good 14 14.0 14.0 82.0 

 Acceptable 10 10.0 10.0 92.0 

 Unacceptable 8 8.0 8.0 100.0 

 Total 100 100.0 100.0  

 

It has been observed that many participants correctly used the main topic sentences, and 

they developed their topics and their claims were supported with examples. However, there are 

some participants who used unrelated ideas in the paragraph. Using irrelevant ideas in the 

paragraph may be due to different reasons, such as language interferences, since in Arabic 

writers do not usually connect supporting sentences with main idea in the paragraphs.  Arabic 

writers sometimes use irrelevant ideas in the same paragraphs. Furthermore, the rhetorical 

strategies the participants used in the writing may be different from English. Seven participants 

used repetition as a rhetorical device. Participant 41 wrote a good topic sentence: “marriage life 

can be described in multible different ways depending on the culture affiliation.” There were 

grammatical errors in the word “culture” instead of “cultural” and spelling mistakes in the word 
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“multible” instead of “multiple”. The phrase “multiple different ways” seems to be redundant. 

The participant may have attempted to show the emphasis to the reader which may work in 

Arabic, but not in English. The participant should have used either “multiple” or “different”, but 

not both. This occurrence shows that the participant thinks and employs his/her native language’s 

rhetorical devices; the participant translates the Arabic phrase into English. This phenomenon is 

considered redundant in the target language of English. Furthermore, the participant concluded 

the paragraph with an irrelevant sentence: “marriage’s psychological benefits contribute to 

people’s health.” This sentence does not seem to fit in the paragraph because the topic talks 

about the culture, not psychology. This sentence seems to be out of context and the paragraph 

should not end with that. In addition, from the writing samples, it was noted that many 

participants did not close their paragraphs with a closing sentence that indicate the writer’s 

opinion about the topic.  

Participant 1 gave the topic sentence “college life in the United States is one of the best in 

the world” This topic is supported with examples and claims and mentioned why “college life” 

is one of the best in the world. The unity of the paragraph is very strong and the ideas are related 

to the topic. Participant 75 wrote 

College is a very nice environment for me. It was the best stage of my life. I had a lot of 

work, knowledge, and fun. My college life was very diverse and I had many pleasant 

experiences and memories. The best thing I learned from college is that I was on my own, 

and that I was independent. This responsibility made me work hard to achieve my 

personal victories. I celebrated every success, every project, every week and every 

achievement. That's why college is my best stage in my educational journey. 
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The paragraph topic was well written. It was very informative and supported with a lot of 

examples, reasons and claims. The participant also concluded with a nice closing; however, there 

are a few errors. The introduction, body and conclusion seemed to be good. Some participants 

closed their paragraphs with good closings, for example, participant 39 wrote “to conclude, 

college life teaches students how to get involved in the real world with a safe environment.” This 

statement can be a good closing to the paragraph because it draws the thoughts together. 

Participant 34 wrote 

College life is full of different activities. During your years at collage, beside studying, 

you have many things to do. For instance, you can participate with an athletic team, or 

you can get a job on campus. That is so much fun. Furthermore, you will improve your 

english [sic] skills while you get deep into different activities. 

The topic is “college life is full of different activities”. The participant somewhat supported the 

topic with examples and used conjunctions like furthermore, beside, etc. to connect the ideas. 

This makes the paragraph cohesive and related. However, the participant made mistakes in 

disjoining introducing a new topic which was improving English skills. Furthermore, the 

paragraph did not have a clincher and the participant used second person you excessively. 

For example, Participant (82) wrote: 

The collage life in the U.S is deffirent [sic] of most of other countries. First of all, the 

majority of feulity [sic] are friendlier than others. Second, a big part of study is depinding 

[sic] on doing homework. Finally, the library is making a big role. 

The topic sentence may be acceptable, but it was not sustained with supporting sentences and 

examples. The participant did not explain, for example, who the “others” are. The sentences in 
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the paragraph looked very vague and incoherent. Furthermore, besides the unity, the paragraph 

had some grammatical and spelling mistakes: e.g., “the collage life in the U.S is deffirent of most 

of other countries.” The participant used “of” instead of “from other countries”. Participant 85 

wrote 

College life in the United States can improve your life in many aspects. Academically, 

you have the opportunity to study advanced subjects which can be helpful in perusing 

your career. Also the good connection between US colleges and US industry makes the 

research environment very active. Aside from that, other skills can be improved during 

college life such as sports, social activists, volunteer work, student organization, and etc. 

The participant started with an acceptable topic sentence: “College life in the United States can 

improve your life in many aspects” However, it is informal to write “your life”. The topic was 

good and provided direction “can improve your life in many aspects”. Using second person 

“you” or “your” in this context may not be proper in English, but it may be formal in the first 

language. It would be much better if it was “one’s life or a person’s life”. There was also no 

clincher in the paragraph and the sentences in the paragraph needed more clarification. The 

participant used some formal words like “pursuing” however, the participant misspelled the 

word.  

A few participants did a good job in connecting their ideas and supporting them with 

examples. For example, participant 74 wrote: 

Marriage is one of the m o s t exciting experience [sic] for the person to go through. 

Marriage changes the person life a lot. The person became closer to his or her family m 

o re than other people. People feel safer when they marriage [sic]. Marriage life teach 
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[sic] you how to be patient. Yes marriage is not easy, it make [sic] people feel more 

responsible. Marriage give [sic] you the motivation to work hard to spend for your 

family. Finally, marriage is the best decision for the person to take however choosing 

the person to marry is another consideration need [sic] to be taken. 

The topic sentence for the second topic, “Marriage Life”, looked good and provided some 

examples to support his/her claim. However, the participant had some grammatical mistakes, 

especially in present simple tense and with using second person. Participant 39 wrote a topic 

sentence “marriage life is a period of time of people life’s that full with responsibilities”. The 

content was acceptable; however, there were several grammatical errors in the topic sentence and 

throughout the paragraph. The flow was nice and clear and the paragraph was wrapped up well 

and had some conjunctions like moreover and consequently. 

Style 

Style shows the way the writers choose to compose their ideas to their readers. 

Concerning style, the needs of the readers play a significant part in writing. In writing, the 

writers should take into account the readability, such as sentence fluency, and make choices that 

enhance the reader’s experience. 

Participants were assessed in their writing samples based on these ranks: 

1. Excellent: the paragraph was presented in a formal register that demonstrates excellent 

writing style.  

2. Good: the paragraph shows that there is an adequate but not excellent awareness of 

formal writing style.  
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3. Acceptable: the paragraph style looks acceptable but demonstrates some inconsistent 

elements in good writing style. 

4. Unacceptable: the paragraph shows inaccuracies and marginal understanding of good 

writing style or it is incomplete. 

Tables 5 and 6 show the comparison of the distribution of these ranks of participants for 

their paragraph style concerning “College Life in the U.S.” and “Marriage Life” respectively. 

“No participation” means that no response was given for that question 

 

Table 5  

Style—College Life 

 Rank  Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 60 60.0 60.0 60.0 

 Excellent 0 0 0 0 

 Good 16 16.0 16.0 76.0 

 Acceptable 13 13.0 13.0 89.0 

 Unacceptable 11 11.0 11.0 100.0 

 Total 100 100.0 100.0  
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Table 6 

 Style—Marriage Life  

 Rank  Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 68 68.0 68.0 68.0 

 Excellent  0 0 0 0 

 Good 13 13.0 13.0 81.0 

 Acceptable 11 11.0 11.0 92.0 

 Unacceptable 8 8.0 8.0 100.0 

 Total 100 100.0 100.0  

 

It has been noticed that not one participant scored a ranking of excellent that is defined as 

“the paragraph was presented in a formal register that demonstrates excellent writing style”. 

Many participants’ writing styles seem to be simple and they are similar to the participants’ 

native language. Some participants wrote many needless words and this made their ideas 

confusing. Additionally, they did not support or connect their ideas with either conjunctions or 

connectors in the correct places. Sixteen participants did a good job; for example, participant 14 

had a very interesting topic sentence, “College life in the U.S represents an essential part of the 

education process itself.” This topic is supported with many examples and sentences. The 

participant’s writing style looks very good and the paragraph unity looks strong, as well as the 

contents’ ideas are connected to each other. Furthermore, sentence fluency is good as well.  
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Some participants made several mistakes. For example, participant 10 wrote this 

paragraph, “in the US student life is a great life. There is a good schools [sic]. There is a good 

study inveronment [sic] There is [sic] very kind pepole.  Most people are respectful. Most people 

are nice”. 

The participant used repetition in this writing. It looks like the participant, by using the word 

“there”, tries to emphasize by repetition. This occurrence is because, in the native Arabic writing 

style, repetition is used as a rhetorical device for emphasizing a certain idea. Participant 10 

implemented the same writing style used in native Arabic language and wrote it in English. 

It was noticed that the majority of the participants did not use the passive voice indicating 

either lack of understanding or an inability to use both active and passive voice. In general, 

participants did not use different varieties of sentences and did not use the passive voice, which 

may be very important in writing. By not using passive voice, it shows a weakness in the writing 

styles. The majority of the participants used very simple sentences. For example, participant 34 

wrote very simple sentences in the paragraph:  

College life is full of different activities. During your years at collage, beside studying, 

you have many things to do .For instance, you can participate with an athletic team, or 

you can get a job on campus. That is so much fun. Furthermore, you will improve your 

english [sic] skills while you get deep into different activities. 

This whole paragraph was full of simple sentences and had a few compound sentences.  

Diction 

Diction is a vital part in writing and, since writers need to be very discerning in selecting 

the most effective words in the sentence, it may be the hardest part for second language writers. 
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In writing, it is crucial to select the most appropriate words, especially since English is not the 

first language of the participants. Because English is not their native language, it has been 

observed from the writing samples that many participants had difficulty in selecting the most 

suitable words.  Due to the lack of English vocabulary, second language writers may not use the 

most effective words while writing. Some Arabic student writers resort to thinking in their native 

language, so they choose a word that looks awkward for native English readers.  

Participants were assessed in their writing samples based on these ranks: 

1 Excellent: the participants selected the most effective and descriptive words for the 

paragraph. The words and phrases are very effective and descriptive.  

2 Good: the participant selected appropriate words that make sense to the reader but 

they are not as engaging.  

3 Acceptable: the paragraph reflects an adequate grasp of vocabulary but the writer is 

limited in his/her repertoire of words. The language is not effective (words are 

understood but unnatural) 

4 Unacceptable: several words that are selected do not make sense for the reader or the 

paragraph is incomplete. 

 

Tables 7 and 8 show the comparison of the distribution of these ranks of participants for 

their diction in each of the paragraphs concerning “College Life” and “Marriage Life”, 

respectively. “No participation” means that no response was given for that question 
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Table 7  

Diction—College Life 

 Rank  Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 60 60.0 60.0 60.0 

 Excellent 1 1.0 1.0 61.0 

 Good 21 21.0 21.0 82.0 

 Acceptable 7 7.0 7.0 89.0 

 Unacceptable 11 11.0 11.0 100.0 

 Total 100 100.0 100.0  

 

Table 8  

Diction—Marriage Life  

 Rank  Frequency Percent Valid Percent Cumulative 

Percent 

 No participation 68 68.0 68.0 68.0 

 Excellent  0 0 0 0 

 Good 17 17.0 17.0 85.0 

 Acceptable 6 6.0 6.0 91.0 

 Unacceptable 9 9.0 9.0 100.0 

 Total 100 100.0 100.0  
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Some participants did not use the correct words to express their meanings; therefore, they 

did not achieve the intended meaning in the target language. It was also observed that some 

participants used words that are not suitable in English. They may not know various meanings of 

English words and how these meanings may assist in their writing tasks.  It was noticed that 

participants’ sentence patterns and verb choices seem to be very elementary. Student writers 

should select the words that work best for their topics. It was noted that some participants used 

informal words in several instances. For example, Participant 33 wrote “kids” instead of 

“children”. I also noticed that there were many participants who used less proper diction. They 

used personal pronouns like “I” and second personal pronouns like “you.” For example, 

Participant 37 wrote a topic sentence and supported the topic sentence but did so informally. The 

participant used a personal pronoun, “you”, which sounds casual. By doing this, participant 37 

addressed readers directly which is not formal writing in English. Participant 41 excessively used 

the personal pronoun, “I” in many sentences. Participant 34 wrote very simple sentences in the 

paragraph:  

College life is full of different activities. During your years at collage, beside studying, 

you have many things to do .For instance, you can participate with an athletic team, or 

you can get a job on campus. That is so much fun. Furthermore, you will improve your 

english [sic] skills while you get deep into different activities 

The participant used more colloquial words like “while you get deep into different 

activities”. So the word choice may not be correct. It would be much better and more formal if it 

read: while you are immersing in different activities. Using “you” and “your” may be considered 

informal as well. 
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In contrast to most participants, two participants were very productive in their word 

description. Participant 14 used very effective words, such as “valuable experience”. Participant 

39 also was selective and used formal words like “acknowledge” and “adapt”. Participant 9 

started with an amazing topic sentence; “College life is a unique and wonderful experience in 

many ways”. The participant also used excellent words like “unique and wonderful experience”. 

Participant 44 used some vivid word choices. The topic sentence was “College life in the United 

States is full of adventures and good and bad memories”. This topic sentence seems to be more 

effective and has some vibrant words such as “adventures” and “memories”. The participant also 

used more academic words like “acclimate”. 

Grammatical Errors 

Learning how to employ grammatical rules correctly is very essential in writing. It has 

been noticed that there were many different grammatical errors which occurred in the 

participants’ writing samples. This part highlighted the most common grammatical errors which 

were committed by the participants. The chart below shows the actual number of the 

grammatical mistakes that occurred in the first and second paragraph. Articles, subject-verb- 

agreement, plural and preposition are the most frequently occurring. 

Table 9  

Number of Grammatical Mistakes  

Types of Mistakes Numbers of Mistakes 

Articles 58 

Subject-verb agreement 15 

Plural  14 

Prepositions 10 
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Figure 2. Number of grammatical mistakes. 
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Articles. Articles are divided into two types: definite article “the” and indefinite articles 

“a”, “an”. This study shows that the participants made many grammatical mistakes in Articles. 

There were numerous grammatical mistakes involving articles. It has been observed that the 

majority of participants did not use indefinite articles, “a”, and “an”, in many of their examples. 

However, they did use the definite article the excessively. This misuse of articles may be due to 

the different usage of articles in their native language. For example, Participant 51 wrote, “the 

college life in U.S is very helpful to make friends who are different culture.” This topic 

sentence has several grammatical errors. The definite article, “the” was used unnecessarily and 

it was missing before “U.S.” The indefinite article, a, should have been placed before the word 

“different”. The participant overused the definite article “the” before the phrases “college life” 

and “marriage life” and missed the indefinite article “a” before the word “husband”. In the 

second paragraph, “the marriage life depends on the relation between husband and wife” the 

participant did not use the right word “relationship” in place of “relation”. Participant 74 wrote 

this paragraph  

The college Life in The United States is one of the great experience [sic] for the person to 

try. The collage [sic] keeps you busy all the time. There are a lot of exciting activities in 

collage [sic] life. The student in collage [sic] has the chance to meet a lot of people from 

all over the world. In collage [sic] people learn many diffident skills such as 

communication and speech s kills .collage [sic] is the best place to make friends in 

collage you can do all different kind [sic] of sports. 

The participant misused the articles. In the phrase “the college life” the participant 

misused the definite article “the” and in this context “college” is a concept in general. The 
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misuse of the definite article “the” also occurred in the example “the person to try”. The 

participant should not have used the definite article “the” in this phrase, but the indefinite article 

“a” should be used to make it “a person to try”. So the topic sentence would be much better if it 

was: “College life in the United States is one of the greatest experiences for a person to try or 

possibly:  College life in the United States is a great experience for a person to try”. In the phrase 

“the student in collage” the definite article “the” is not in the correct place. Furthermore, the 

participant made a mistake with the word “experience”. 

The misuse of articles by the participants shows how first language transfer influences 

the second language of the learners. The participants had a tendency to overuse the definite 

article “the.” This phenomenon appeared mistakenly in several cases of their writing samples. 

The transfer of definite article rules from participants’ first language to second language 

triggered the overuse of the definite article. 

Subject-verb agreement. Subject-verb agreement was the second most difficult area 

with which the participants struggled. The participants did not add “es,” “ies”, or “s” to the end 

of the main verbs such as “go”, “study”, “play” when the subject was “third personal singular 

pronouns” (he, she or it). The participants also have problems with the verb to “be” (am, is, are, 

was, and were). It was observed that participants were confused about the subjects of sentences 

so they did not use correct forms of verbs. The following examples illustrate that the 

participants chose the wrong form of verbs: 

Participant (9) wrote: “Kids is the most gifted price for respect” 

Participant (10) wrote: “There is a good schools” 

Participant (39) wrote: “a student acknowledge”.  
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Participant (67) wrote: “my date start with beautiful morning” 

Participant (74) wrote: “marriage give the motivation to work hard” “marriage life teach 

you how to be patient” 

Beside other mistakes, the participants neglected to add “s” to the main verbs 

(acknowledge, start, teach and give.) Some participants had quite a few grammatical mistakes in 

using present simple with subjects in third person singular pronoun. For example, participant 39 

wrote, “a student acknowledge”, instead of “acknowledges”. Participant 74 also made similar 

mistakes; for example, “marriage life teach, it make people feel more responsible and marriage 

give you motivation” 

Plural. There were several mistakes committed by participants involving plural forms. 

This may be due to the linguistic differences between first language, Arabic, and second 

language, English. For example, Participant (63) wrote “there are no big difference in college 

life for a married person.”  Here, the participant failed to make the word “difference” plural. 

Here are some other examples of plural mistakes: 

A participant stated, “I consider myself one of the lucky international student.” The 

participant did not add “s” to the word “student”. Another participant wrote “Marriage is one of 

the most exciting experience for the person” The participant did not add “s” to the word 

“experience”  

Prepositions. The participants committed many mistakes in the use of propositions. For 

example, Participant 9 wrote: “students can focus more in their tasks.” The participant just used 

the preposition in instead of “on”. Using prepositions presents difficult challenges because 

their use is often more instinctive and is learned from practice and listening to native speakers. 
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Consequently, they may be difficult to teach in the classroom and hard to emulate. 

Here are some examples of prepositional mistakes 

“Being a member “in” the college community” The participant used “in” instead of using 

“of”. 

“Marriage life should be based on the faithfulness for both parties.” The participant used the 

preposition “for” instead of “of” 

Miscellaneous mistakes. From my analysis, the majority of participants in the research 

did not use present perfect tense adequately. These occurrences may be because there is no an 

exact equivalent for this tense in Arabic. There was also a lack and misuse of conjunctions and 

connectors. It was also noted that the majority of the participants did not use passive voice. A 

participant made some adjectives plural when he/she should have made them singular; for 

example, Participant 37 wrote “youngs” in place of “young”. Adjectives cannot be used in the 

plural form in English, but adjectives can be changed into plural in Arabic.  

Spelling is one of the most critical skills in writing. It is also an issue for some 

participants, especially vowels. The participants in this study were purposely not allowed to use 

the spell-check function with the online questionnaire to ensure that the spelling and grammar 

were accurately assessed. The participants at this level should have mastered spelling skills. 

There were many misspelled words in the writing samples and most errors involved vowels. 

These mistakes may be due to inconsistencies in English spelling and dissimilarities between the 

sound systems of both languages. 

Obviously, punctuation is a vital aspect to understanding a writer’s meaning. It is 

important to analyze the participants’ use of mechanical aspects like punctuation. Reviewing the 
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participants’ paragraphs reveals that the participants lack an understanding of punctuation usage. 

Punctuation is essential because it helps the readers to follow what they read. Lack or misuse of 

punctuation may lead to improper cues and interpretation. However, among the participants there 

were few cases of them focusing on punctuation at all.  

The last question in the questionnaire was “please describe the writing process you used 

in preparing the two paragraphs that you wrote above”. Thirty-one participants answered this 

question. The majority of the participants stated that they did not use writing techniques. They 

merely wrote their ideas directly without any preparation or organization. Most of the paragraphs 

were written randomly. They simply wrote what freely came to their minds. Free association 

composition is indeed a part of the writing process, but not exclusively. For example, Participant 

1 wrote “I did not use any writing techniques while writing. I just wrote my ideas directly 

without any organization” However, five participants stated that they used different techniques 

such as brainstorming and organization. For example Participant 9 stated “I brainstormed and 

organized my thoughts and ideas, just headlines, then started writing”. Brainstorming was the 

most dominant technique used by those who completed the writing tasks.  

It can be concluded in this chapter that the multiple-choice questions provided 

assessments about the educational backgrounds of the participants. The picture is clarified by 

using SPSS. Accurate percentages were presented. The 14 multiple-choice and four open-ended 

questions provided me with information about the participant’s learning experiences. These 

questions contributed assessments and comparison of participants’ writing samples and the 

manner in which they have been taught before. The majority of the participants selected 

grammar as the most difficult factor with which they struggled (n = 37; 37%) and the highest 
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percentage in grammatical errors that the participants selected was prepositions and articles (n = 

38; 39.2%). Regarding the techniques employed by their English teachers in Libya participants 

selected “my teacher focused only on grammar-based method” (n = 65; 67.0%) as the highest 

percentage. And, 75.3% of the participants stated that they had not been taught to use writing 

techniques such as brainstorming, word mapping, and outlining in Libya. These statistics reveal a 

significant issue which needs to be addressed. Another 68.4% of the participants selected that 

they were not taught the organization of paragraphs: introduction, body and conclusion in 

Arabic, which differs from the way English writing is typically taught. Finally, 77.1% of the 

participants stated that their teachers did not teach them how to do prewriting, planning, and 

supporting ideas. 

Participants’ writing samples have also shown that the participants did not support their 

topic sentences. It has also been shown that: 84.5% of participants stated that they did not usually 

do collaborative work activities such as peer editing, proofreading, etc. in the Libyan writing 

class. It is very concerning as these activities can help develop the writing skills of the students. 
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CHAPTER 5  

 

CONCLUSION 

This study has attempted to investigate the difficulties that Libyan graduate students 

encounter in English writing. It has also addressed the writing issues that ESL students 

encounter, Libyan students particularly. Furthermore, it has examined different issues that ESL 

students face in writing. It has shed additional light on the Libyan educational system in general 

and the teaching of English writing in particular. 

The findings have revealed that the common difficulties encountered by Libyan graduate 

students in writing consist of the following: 37.4% of the participants selected “grammar”. This 

percentage is considered the highest. 26.3% of the participants selected “diction”; 14.1% selected 

unity; 15.2% selected “all of the above”, while 7.1% of participants selected “others” which 

included spelling, lack of vocabulary, paragraph transition and coherence, which is considered to 

be under unity. The most common grammatical mistakes that Libyan students usually committed 

involved articles. The majority of participants who answered the question, “What are the 

grammatical errors that you usually make when writing in English?” selected the choice of 

preposition and article usage at 39.2%, tenses at 27.8%, punctuation at 25.8%, word order at 

5.2%, and others 2.1%. It has been noted from the participants’ writing samples that the article 

errors were the most common grammatical errors committed. The second most common errors 

related to subject-verb agreement.  
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Based on the percentage of participants’ responses in the questionnaire and open-ended 

questions, teaching pedagogy of ESL writing in Libya needs to be revised or revaluated. This 

concurs with Suwead (2011). Focusing on grammar may be helpful as an initial step for 

developing beginning writers, but it is not very effective for those who study at advanced levels. 

Implementation of writing strategies may help in developing students’ writing skills, but as they 

develop, they must be taught how to move beyond the basics if they are going to write and 

communicate in their professional fields. Furthermore, teachers should work on communicating 

the content. They should also teach their students how to implement writing techniques and 

differences in style between Arabic and English. This may require teachers to understand the 

significant differences between Arabic and English, so they can notify their students of 

discrepancies while teaching writing to ensure that they do not implement them in English 

writing. 

It can be summarized from my observations and analysis of writing samples that there 

were numerous grammatical errors. The common grammatical errors from the participants 

involved over-use of the definite article “the” in many sentences. The participants used the 

definite article in many examples in unnecessary places most likely due to the influence of the 

participants’ first language, Arabic, since the definite article “the” is commonly used in the 

Arabic language. There may be almost no restrictive rules that limit use of “the” in Arabic. 

However, there were a number of cases requiring “the” which some participants did not use. The 

next common errors were missing indefinite articles “a” and ‘an”.  This may be because the 

participants had imperfect semantic representation. The first language transfer can often trigger 

second language article errors. 
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From my perspective, some writing classes in Libya are taught mainly to test students’ 

grammar and vocabulary. Focusing on grammar can be supportive for students only in improving 

their grammatical structures while writing. There are also critiques of the traditional ways of 

teaching writing in Libya, and changing these traditional methods completely is recommended 

by many researchers such as El-Aswad (2002) and Suwaed (2011). I believe writing is mainly 

taught as a product and not a process with an emphasis on grammar in most writing classes. 

Many teachers in Libya are often not well-qualified in the ways of teaching writing, especially to 

ESL students. In Libya, the Ministry of Education in Libya would be well advised to establish 

more inclusive and creative plans for teaching ESL students. 

From my participants’ responses, and my own research and experience, it is fair to 

conclude that there are more activities and time to practice in writing classes in many U.S 

institutions. There is more exposure with native speakers, and students also learn writing formats 

and perform peer reviews. Editing and peer reviews are more common practices in the U.S., 

whereas they are rarely used in writing classes in Libya. In the U.S., teachers show students how 

to write and organize paragraphs. They also show students how to convey their message and 

make it convincing. They show how to do prewriting, planning and how to support their ideas. 

Conversely, there is a lack of these advanced level techniques in many Libyan institutions, with 

the exception of some private institutions.   

The study also showed that there were many participants who tended to not use writing 

techniques such as brainstorming, outlining, clustering and wordmapping to complete their 

writing assignments in English. They were merely writing randomly without any preparation. 

However, there were some participants who used these techniques, and their writing samples 
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proved acceptable. From the multiple-choice questions in the first section of the questionnaire 

used in this study, 14.3% of the participants indicated that they were taught writing as process. 

From writing samples for example, Participant 75 wrote an acceptable paragraph: 

College is a very nice environment for me. It was the best stage of my life. I had a lot of 

work, knowledge, and fun. My college life was very diverse and I had many pleasant 

experiences and memories. The best thing I learned from college is that I was on my own, 

and that I was independent. This responsibility made me work hard to achieve my 

personal victories. I celebrated every success, every project, every week and every 

achievement. That's why college is my best stage in my educational journey 

The lack of implementing writing techniques may be due to the teaching method used in 

Libya which apparently focuses more on grammatical rules without an emphasis on the other 

writing elements such as technique, unity, style and diction. This is based on current study data. 

The majority of the participants (67.0%, the highest percentage) clearly indicated that teachers in 

Libya focus on the grammar-based method. There was little emphasis in teaching English writing 

on other elements, such as techniques and style, communicating the content (idea and 

information) and learning vocabulary and diction (knowing the correct use of the word). 

Therefore, teaching methods that Libyan teachers frequently use in teaching writing for the 

participants in this study were not adequate in terms of preparing the Libyan students for 

appropriate levels of academic writing and did not help them to be more creative in writing as 

writing is not just grammatical rules.  The majority of the participants in this study reported that 

grammar-based methodology in teaching writing is used by ESL instructors in Libya. They stated 

that teachers do not focus on coherence and cohesion within and between paragraphs. Moreover, 
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they do not focus on organization of paragraphs and how to improve a paragraph in a correct 

way. Participants seem convinced that good grammar is the same as good writing not realizing 

that their thoughts must be coherent and cohesive. This lack of awareness may be due to many 

teachers not having adequate experiences in teaching writing or implementing techniques that 

develop students’ writing skills in the classroom. As Suwaed (2011) has noted most of the 

teachers in Libya do not have an opportunity to travel abroad and exchange their experiences 

with other ESL teachers in the world. Teaching ESL writing and the textbooks in Libya may need 

to be revised or reevaluated and teachers may also need more workshops and experience to 

broaden their skills. This agrees with what Suwaed recommended.  

The study has shown that despite Libyan students’ exposure to English in both Libya and 

the U.S., they still have difficulties in English writing in many respects which may be due to 

their first language interference. As a result, many issues exist in their writing, such as over-use 

of the definite article the and the absence of the indefinite articles a and an. Collaborative work 

is one of the primary keys that assists ESL students to develop their writing skills (Slavin, 1995). 

This study has indicated that the majority of the participants, 84.5%, did not do any collaborative 

work activities, such as peer editing, proofreading, and so forth in the writing class in Libya. This 

very high percentage poses a serious problem. The problem exists because of the assumption on 

the part of teachers that allowing students to work together will decrease their control in the 

classroom. This conforms to Suwaed (2011) as previously mentioned. Suwaed also pointed out 

that the instructor’s job in Libya is “to provide knowledge and explain all the needed 

information. As a consequence, students usually feel uncomfortable if they are asked to work in 

groups or to try to do a task for themselves” (p. 20). 
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The Ministry of Education in Libya did not enforce adequately specific curricula that 

contained all writing elements for developing writing skills, especially at the university levels. 

University instructors are allowed to design their own curricula or syllabi. This also agrees with 

Suwaed (2011), who stated that “university teachers in Libya are usually responsible for 

designing their own courses” (p. 50). This may not be for the best because many teachers in 

Libya might not be given specific guidelines for teaching writing with a certain syllabus. As I 

was a student in Libyan educational institutions and from my own teaching experience, Libyan 

culture has also influenced the learning and teaching processes. Suwaed (2011) also elaborated 

that “the Libyan culture assumptions [sic] that people have about teachers as ‘sources of 

knowledge’ perpetuates the idea that teachers do not need further training. As a consequence, 

most Libyan and non-Libyan teachers teach without receiving in-service training” (p. 31). The 

participants of this study stated different challenges that they encounter in writing, such as first 

language interference, article use, and a lack of collaborative work in the classroom. 

Furthermore, teaching materials are not consistent. 

From my participants’ writing samples and responses some participants relied on both the 

first language thinking and translation while composing in English to complete their writing 

tasks. This mimics what Ahmed (2011) found, particularly that first language tends to dominate 

their thinking. This may be due to several factors, such as limitations of English exposure. It has 

been noticed that some participants employed some similar rhetorical strategies of their first 

language when composing in English. The rhetorical impact of the first language, Arabic, has 

been shown in some cases: for example, repetition. This may be due to imperfect mastery of 

English composition. This has shown that Arabic composition conventions were transferred into 
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English composition. This agrees with El-Aswad’s research (2002) in which it was discussed in 

the literature review. There were also excessive uses of the first and second person pronouns I 

and you by participants in the writing samples. This is considered informal in English causing the 

style to be awkward. The majority of the participants did not use passive voice and present 

perfect tense in their writing samples, which was unexpected. Many participants failed to 

produce effective paragraphs. They may need to develop their writing skills by practicing writing 

in English. Some may be afraid of committing mistakes in writing. It can be concluded from the 

writing samples that a negative transfer from the participants’ first language triggered many 

mistakes in the participants’ writing tasks. This has been revealed in their writing style, thesis, 

unity and diction. Finally, the participants had numerous writing issues owing to the lack of 

practice in writing in both Arabic and English. It appeared from their writing samples that they 

were not acquainted with all various kinds of writing and purpose of writing. Lack of variation 

and misapplication of some cohesive devices in the writing samples were also revealed. 

Summary 

This study investigates the writing difficulties that Libyan graduate students encounter 

while attending universities in the United States. Libyan graduate students have difficulties in 

writing effective paragraphs and essays and most of their academic writing tasks have numerous 

grammatical errors and their writing style appears elementary-like. The main purpose of this 

study is to diagnose writing issues such as grammar, unity, style, diction, and language 

interference that the students encounter and find solutions for existing problems. A mixed-

methods approach was employed in this study. One hundred Libyan graduate students studying 

at U.S. universities were sought as participants. Data were collected by using an online 
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questionnaire that consisted of fourteen multiple-choice questions, four opened-end questions 

and writing tasks. In the writing part, the participants were asked to write to two different topics. 

Error analysis was used to analyze the participants’ mistakes. The assessment of the writing 

samples focused on thesis, unity, style, and diction and grammatical mistakes. 

The findings have revealed that the most common difficulty encountered by Libyan 

graduate students in writing is grammar. The common grammatical errors from the participants 

involved articles especially over-use of the definite article “the” in many sentences. The study 

also showed that the majority of participants did not use writing techniques such as 

brainstorming, outlining and clustering to complete their writing assignments in English. It was 

also revealed that there was little emphasis in teaching English writing on other elements, such as 

techniques and style, communicating the content (idea and information) and learning vocabulary 

and diction (knowing the correct use of the word). Therefore, teaching methods that Libyan 

teachers frequently use in teaching writing were not adequate in terms of preparing the Libyan 

students for appropriate levels of academic writing and did not help them to be more creative in 

writing since writing is not just grammatical rules. This study has also indicated that the majority 

of the participants, 84.5%, did not do any collaborative work activities, such as peer editing, 

proofreading, and so forth in writing classes in Libya. 

It has been observed that some participants relied on both the first-language thinking and 

translation, while composing in English to complete their writing tasks. Some participants 

employed some similar rhetorical strategies of their first language when composing in English. 

The rhetorical impact of the first language, Arabic, has been shown in some cases: for example, 

repetition. It appeared from their writing samples that the participants were not acquainted with 
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various writing styles and purposes of writing in English. Lack of variation and misapplication of 

some cohesive devices in the writing samples were also revealed. Some of the participants found 

difficulty in staying on topic in the paragraph. In other words, supporting sentences may not be 

related to the main idea of the paragraph. This may be due to different reasons, such as language 

interference. This study suggested many recommendations that will improve teaching writing in 

Libya. 

Limitations of the Study 

Participants may not have represented all Libyan graduate students because some may 

have had opportunities to take extra English courses in other English speaking countries. 

Furthermore, it may not represent all Arab students because this study focuses only on Libyan 

graduate students in the U.S. In addition, the majority of the participants might have been male 

students because many female students may not have been allowed by their families to travel 

alone due to Libyan culture. Moreover, the time required to take the online questionnaire for this 

study may have been time-consuming for the participants, especially the writing samples. 

Therefore, it has been shown that some of the participants did not complete the whole 

questionnaire.  

Some participants may not have understood some of the terms, such as rhetorical devices 

and wordmapping, that were used in the questionnaire in the way they should be understood. 

These misunderstandings are very likely the result of specialized terms which the participants 

had not encountered before or they simply guessed at word meanings based on their limited 

vocabularies. Therefore, they probably selected the wrong choice. Some participants indicated 

that first language does not interfere with their second language but it did in the writing samples. 
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One participant stated that he/she did not use rhetorical devices of his/her first language 

repetition but in the writing sample he/she did. Some participants may have selected their 

answers randomly. Some participants apparently thought that in the multiple-choice questions 

they stayed with the topic sentence in the rest of the paragraph but in fact they did not do so in 

their writing samples. Yet another participant when asked to write a paragraph about “College 

Life in the U.S” misunderstood the question and wrote instead about the structure of a paragraph. 

Recommendations 

1. In this study, it has been found that the participants have not been taught various 

techniques of writing. They were not aware at least that many different techniques exist. 

Consequently, the manner in which writing in Libya is taught should be adjusted and the 

focus on writing techniques should be implemented. 

2. From the participants’ responses and literature review of this study, it has been found 

that Libyan English classes are too crowded. In general, classes should not be 

overcrowded, especially writing classes at all levels. Writing classes should not contain 

more than 15 students. The smaller the class, the more students benefit and practice more 

on their writing. It also helps teachers to manage their classes. This is validated by the 

fact that most ESL schools have written in their guidelines that classes should contain no 

more 15 students.  

3. In this study, participants consistently indicated that they seldom work with other 

students in classroom studies. Thus, this study recommends that collaborative work be 

implemented in all writing classes and should be one of the main keys that assist ESL 
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students to develop their writing skills in Libyan writing classes. (Other issues or factors 

regarding collaboration do exist but they are not part of this study.) 

4. Based on the literature review, ESL students lack an understanding of contrastive 

analysis in writing. Therefore, teachers should place much more emphasis on contrastive 

analysis by teaching it in writing classes in order to help second language writers in 

clarifying how the new writing system of English is different from Arabic. 

5. Teachers should teach students all writing techniques and focus on the content issues 

instead of trivial mechanical issues. Furthermore, they should familiarize Libyan students 

with English Based on the study and literature review, many teachers and students view 

writing as product when in fact good writing is both process and product. Therefore, ESL 

instructors should emphasize the broader purpose of writing which includes not merely 

simple product but a more complex process. 

6. Based on the study, participants indicated that serious study of English did not begin 

early enough in their schools. Students should be trained in English writing at earlier 

stages, well before the university level. This may lessen writing issues that students 

encounter at advanced stages.   

7. Based on the literature review, Libyan English teachers lack a number of teaching 

skills that might enhance their instructing abilities. Consequently, writing teachers should 

be trained and provided with sufficient educational tools that develop both writing and 

teaching skills. They should be familiarized with all linguistic and cultural issues that 

ESL learners encounter, not only in writing but also in all other skills.  
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8. Based on students’ responses, Libyan teachers did not place adequate emphasis on the 

fact that many different writing techniques exist. Writing conventions which are different 

from their first language should be emphasized. 

9. The study showed that participants lack the ability to translate their ideas into English 

without overtly depending on their first language. Consequently, teachers should educate 

and clarify the pitfalls of translation, thinking in first language, and how to diminish these 

issues while writing. 

10. The study showed that the participants were not provided with a variety of styles of 

English writing. Providing students with reading passages may help students to develop 

their writing and assimilate more thoughts and vocabulary. The more students read, the 

more their meaningful writing improves. Several textbooks, curricula and writing books 

need to be implemented for all different writing techniques, not just grammar. 

Grammatical rules, common mistakes, misspelling, and so forth certainly need to be 

taught but as means to good writing not ends in themselves. 

11. From my teaching experience, there has been an inadequate understanding of 

linguistic and cultural differences between English and Arabic. Contrastive rhetoric 

should be implemented in the writing curricula and textbooks, which teachers should 

highlight. Students should be taught the differences between English and Arabic. This can 

be implemented in the writing curricula and syllabi.  

12. From my teaching experience, testing the writing level of Libyan students in both 

Arabic and English prior to undergraduate admittance should be compulsory to ensure 

that they are able to write effectively in both languages. Providing students who have 
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low-level writing skills with prerequisite courses in composition and composition classes 

should be implemented at the university level. These classes might include a variety of 

basic writing assignments such as sentences and short paragraphs of particular interest to 

the students allowing them to choose what they write about and encourage them to write 

in such a way that other students find their writing interesting and informative.  

13.  Based on the literature review, teachers did not offer options to choose topics upon 

which to write. Therefore, it is recommended that teachers should give their students 

more freedom to select their own topics while performing writing tasks. 

14. Given the fact that grammatical mistakes were so common throughout the 

participants’ writing samples, it is recommended that teachers should teach students to 

apply grammatical rules while composing their writing tasks in English classes. 

15. Based on the literature review and the participants’ writing samples, it is 

recommended that ESL students should be taught collocation as an important aspect of 

second language writing because vocabulary development is so critical. 

16. Based on data study, it has been observed that the participants lack sufficient 

knowledge of vocabulary. Therefore, students in Libya should build their own vocabulary 

at the primary stages. This can be by teaching more academic words and showing how to 

put them into sentences and differentiate between formal and informal words. 

Compelling the students to practice on writing new vocabulary in their sentence can 

enhance their communication skills and academic works. 

17. From my experiences in the classroom as both a student and lecturer, students are not 

required to write paragraphs and essays enough to develop their abilities to be creative 
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and increasingly familiar with good composition. Therefore, implementing creative 

writing courses in both Arabic and English at the university level is beneficial for 

developing writing skills of Libyan students. Writing teachers should put into their 

consideration the priority of creativity and innovation in writing classes.  

 18. Students should be expected to practice writing compositions on a daily basis starting 

from the elementary level.  

I would encourage all language instructors to implement a variety of methods that fit in 

based on the nature of each lesson. Instructors should also adapt all writing techniques in the 

writing classes so the students will become accustomed to writing intelligently and creatively. 

Students should also be practiced in writing different types of texts so they will be familiar with 

various purposes of writing. Finally, I hope these recommendations are implemented so Libyan 

students can improve and develop their writing skills. The writing performance of Libyan 

students will be developed. This can help us gain much more satisfactory results in the future. 

Implications for Further Research 

This study has answered the research questions. However, it also has raised some 

questions for further research. There may be further studies that should highlight different topics 

such as rhetoric between the Arabic and English languages, teacher preparations, and more 

consideration of cultural factors as they relate to the transfer of language. Another area of study 

might be more specific preparation depending on the academic discipline or the area of 

concentration for Libyan students in the U.S. 

This current study will likely precipitate further research on writing curricula in Libya. 

Future studies may examine the effectiveness of writing curricula in Libyan second language 
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writers.  They should also highlight advantages and disadvantages of the textbooks that are used 

and how teachers implement them in lesson preparation and classroom teaching. Future studies 

should also include different topics on the way Arabic writing is taught in Libya and they should 

consider differences in teaching implications between English and Arabic. 

This current study necessitates more research comparing public and private institutions in 

teaching ESL students, especially in writing. One manner to accomplish this would be to 

compare the teaching of writing in different cities and regions in Libya. This study may also 

propose comparisons between male and female students in writing. 

The study at hand proposes research on various genres such as expository and narrative 

discourse and differences between them in both Arabic and English. Future studies may provide 

some insights about the strategies and rhetorical devices that students use while composing in 

both languages in different genres. This study may recommend investigations into students’ 

perceptions of the definite article “the” and why they frequently overuse and misuse it. 

This study suggests that additional research is needed into the role that technology may 

play in second language writing. This research may also benefit from studies on the participants 

who are trilingual providing us with more information, new and different data.  This study may 

show how the first and second languages affect the third language. Another consequence of this 

study might be investigations into why many Libyan teachers have tended to teach writing as 

product rather than as process.  

This study may also suggest an examination into the differences in teaching styles and 

techniques between male and female teachers and how these differences affect their students. 

Likewise, it merits research to consider similar differences in styles and techniques between 
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native English speakers and Arabic teachers of English. One of the realizations is that a multitude 

of different topics, questions and possibilities arise in regard to Arabic speaking students as they 

learn and become more competent in their speaking and writing in English. 
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APPENDIX A: QUESTIONNAIRE 

Part one: Questionnaire  

A. Answer the following questions by selecting the appropriate answers. 

1. What are the most common difficulties you struggle with when writing in English? 

a. Grammar (rules of the language) 

b. Diction (word choice) 

c. Unity (organization of the paragraphs) 

d. All the above 

e. If others, please specify…………... 

2. What are the grammatical errors that you usually make when writing English? 

a. Tenses 

b. Prepositions and articles 

c. Punctuation 

d. Word order  

e. If others, please specify……………… 

3. What are the techniques (invention strategies) that you usually use most in your 

writing? Circle all that apply. 

a. Brainstorming 

b. Word mapping (clustering) 

c. Outlining  

d. Freewriting 
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e. None of them 

f. If others, please specify…………………. 

4. What are the techniques that your teacher employed most in teaching you English 

writing in Libya? 

a. My teacher focused only on grammar-based method. 

b. My teacher focused on writing techniques and style. 

C. My teacher tended to work with communicating the content. (The idea and 

information) 

d. My teacher tended to focus on learning vocabulary and diction. (Knowing the correct 

use of the word)  

e. My teacher tended to focus on all of the above 

5. In Libya, did your teacher focus on writing as? 

a. process 

b. product 

c. I do not know 

6. Have you ever been taught the Writing Situation (the relation between writer, reader 

and the information)? 

a. Yes 

b. No  

c. I do not know 

7. Have you been taught to use writing techniques such as brainstorming, word mapping 

and outlining in Libya? 

a. Yes 
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b. No 

8. When you learned Arabic writing, were you taught the organization of paragraphs: 

introduction, body and conclusion? 

a. Yes 

b. No 

9. Do you use Arabic rhetorical devices like repetition when you write in English? 

a. Yes 

b. No 

10. Does your native language interfere with your English writing? 

a) If yes, please give an example……. 

b) No 

c) I do not know 

11. Do you think there are differences in English and Arabic composition? 

a) Yes 

b) No 

c) I do not know 

12. When you were taught English in Libya, did your teacher teach you how to do 

prewriting, planning, and supporting ideas? 

a. Yes 

b. No 

13. When you write a topic sentence, do you usually stick with the specific topic in the 

rest of the paragraph? 

a. Yes 
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b. No 

14. In Libya, did you usually do collaborative work activities such as peer editing, 

proofreading, etc. in the writing class? 

a. Yes 

b. No  

Open-ended Questions 

a. Do you think grammar-based methodology is the most common method of 

teaching writing in Libya? If so, is it adequate in terms of preparing you for 

appropriate levels of academic writing? 

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………. 

b. In Libya, what are your perceptions of the weaknesses and strengths of the 

teaching writing methods used? 

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

………………………………………………………………………………… 
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c. .  Are there differences here in the U.S compared to Libyan institutions when   

teaching ESL writing? If so, explain 

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

………………………………………………………………………………… 

 

d.   In writing, what differences do you see between Arabic and English? 

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

……………………………………………………………………………….. 
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Part Two:  Writing Task 

A. Write a paragraph in English with five to six complete sentences describing College life 

in the U.S. 

 

 

 

 

 

 

 

 

 

B. Write a paragraph in English with five to six complete sentences describing Marriage 

Life. 
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C. Please describe the writing process you used in preparing the two paragraphs that you 

wrote above. 
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APPENDIX B: IRB APPROVAL  
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What are the grammatical errors that you usually make when writing English? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

Tenses 27 27.0 27.8 27.8 

prepositions and articles 38 38.0 39.2 67.0 

Punctuation 25 25.0 25.8 92.8 

word order 5 5.0 5.2 97.9 

If others please specify 2 2.0 2.1 100.0 

Total 97 97.0 100.0  

Missing System 3 3.0   

Total 100 100.0   

 



155 

 

 

 
 

What are the techniques (invention strategies) that you usually 

use most in your writing? Circle all that apply. Is it 

Brainstorming? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 41 41.0 41.4 41.4 

no 58 58.0 58.6 100.0 

Total 99 99.0 100.0  

Missing System 1 1.0   

Total 100 100.0   
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What are the techniques (invention strategies) that you usually 

use most in your writing? Circle all that apply. Is it word 

mapping (clustering)? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 13 13.0 13.1 13.1 

no 86 86.0 86.9 100.0 

Total 99 99.0 100.0  

Missing System 1 1.0   

Total 100 100.0   
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What are the techniques (invention strategies) that you usually 

use most in your writing? Circle all that apply. Is it Outlining? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 46 46.0 46.5 46.5 

no 53 53.0 53.5 100.0 

Total 99 99.0 100.0  

Missing System 1 1.0   

Total 100 100.0   
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What are the techniques (invention strategies) that you usually 

use most in your writing? Circle all that apply. Is it freewriting? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 22 22.0 22.2 22.2 

no 77 77.0 77.8 100.0 

Total 99 99.0 100.0  

Missing System 1 1.0   

Total 100 100.0   
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 What are the techniques (invention strategies) that you usually 

use most in your writing? Circle all that apply. Is it None of 

them? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 10 10.0 10.1 10.1 

no 89 89.0 89.9 100.0 

Total 99 99.0 100.0  

Missing System 1 1.0   

Total 100 100.0   
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What are the techniques (invention strategies) that you usually 

use most in your writing? Circle all that apply. if others, please 

specify 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 1 1.0 1.0 1.0 

no 98 98.0 99.0 100.0 

Total 99 99.0 100.0  

Missing System 1 1.0   

Total 100 100.0   
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What are the techniques that your teacher employed most in teaching you 

English writing in Libya 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

My teacher focused only on 

grammar-based method 
65 65.0 67.0 67.0 

My teacher focused on 

writing techniques and style 
6 6.0 6.2 73.2 

My teacher tended to work 

with communicating the 

content ( idea and 

information) 

5 5.0 5.2 78.4 

My teacher tended to focus 

on learning vocabulary and 

diction. ( knowing the correct 

use of the word) 

8 8.0 8.2 86.6 

My teacher tended to focus 

on all of the above 
13 13.0 13.4 100.0 

Total 97 97.0 100.0  

Missing System 3 3.0   

Total 100 100.0   
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In Libya, did your teacher focus on writing as? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

process 14 14.0 14.3 14.3 

product 13 13.0 13.3 27.6 

I do not know 71 71.0 72.4 100.0 

Total 98 98.0 100.0  

Missing System 2 2.0   

Total 100 100.0   
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Have you ever been taught the writing situation (relation between 

writer, reader, and information)? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 25 25.0 26.3 26.3 

no 58 58.0 61.1 87.4 

I do not know 12 12.0 12.6 100.0 

Total 95 95.0 100.0  

Missing System 5 5.0   

Total 100 100.0   
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Have you been taught to use writing techniques such as 

brainstorming, word mapping and outlining in Libya? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 24 24.0 24.7 24.7 

no 73 73.0 75.3 100.0 

Total 97 97.0 100.0  

Missing System 3 3.0   

Total 100 100.0   
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When you learned Arabic writing, were you taught the 

organization of paragraphs: introduction, body and conclusion? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 31 31.0 31.6 31.6 

no 67 67.0 68.4 100.0 

Total 98 98.0 100.0  

Missing System 2 2.0   

Total 100 100.0   
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Do you use Arabic rhetorical devices like repetition when you 

write in English? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 30 30.0 30.6 30.6 

no 68 68.0 69.4 100.0 

Total 98 98.0 100.0  

Missing System 2 2.0   

Total 100 100.0   
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Does your native language interfere with your English writing? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

If yes, please give an 

example 
26 26.0 26.8 26.8 

No 45 45.0 46.4 73.2 

I do not know 26 26.0 26.8 100.0 

Total 97 97.0 100.0  

Missing System 3 3.0   

Total 100 100.0   
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Do you think there are differences in English and Arabic composition? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 86 86.0 89.6 89.6 

no 5 5.0 5.2 94.8 

I do not know 5 5.0 5.2 100.0 

Total 96 96.0 100.0  

Missing System 4 4.0   

Total 100 100.0   
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When you were taught English in Libya, did your teacher teach 

you how to do prewriting, planning, and supporting ideas? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 22 22.0 22.9 22.9 

no 74 74.0 77.1 100.0 

Total 96 96.0 100.0  

Missing System 4 4.0   

Total 100 100.0   
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When you write a topic sentence, do you usually stick with the 

specific topic in the rest of the paragraph? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 65 65.0 68.4 68.4 

no 30 30.0 31.6 100.0 

Total 95 95.0 100.0  

Missing System 5 5.0   

Total 100 100.0   
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In Libya, did you usually do collaborative work activities such as 

peer editing, proofreading, etc. in the writing class? 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

yes 15 15.0 15.5 15.5 

no 82 82.0 84.5 100.0 

Total 97 97.0 100.0  

Missing System 3 3.0   

Total 100 100.0   
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Evaluation participants’ writing samples 

 

Thesis: college life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 60 60.0 60.0 60.0 

excellent 4 4.0 4.0 64.0 

good 25 25.0 25.0 89.0 

acceptable 1 1.0 1.0 90.0 

unacceptable 10 10.0 10.0 100.0 

Total 100 100.0 100.0  
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Unity: college life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 60 60.0 60.0 60.0 

excellent 2 2.0 2.0 62.0 

good 11 11.0 11.0 73.0 

acceptable 16 16.0 16.0 89.0 

unacceptable 11 11.0 11.0 100.0 

Total 100 100.0 100.0  
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Style: college life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 60 60.0 60.0 60.0 

good 16 16.0 16.0 76.0 

acceptable 13 13.0 13.0 89.0 

unacceptable 11 11.0 11.0 100.0 

Total 100 100.0 100.0  
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Diction: college life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 60 60.0 60.0 60.0 

excellent 1 1.0 1.0 61.0 

good 21 21.0 21.0 82.0 

acceptable 7 7.0 7.0 89.0 

unacceptable 11 11.0 11.0 100.0 

Total 100 100.0 100.0  
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Thesis: marriage life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 68 68.0 68.0 68.0 

excellent 2 2.0 2.0 70.0 

good 19 19.0 19.0 89.0 

acceptable 4 4.0 4.0 93.0 

unacceptable 7 7.0 7.0 100.0 

Total 100 100.0 100.0  
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Unity: marriage life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 68 68.0 68.0 68.0 

good 14 14.0 14.0 82.0 

acceptable 10 10.0 10.0 92.0 

unacceptable 8 8.0 8.0 100.0 

Total 100 100.0 100.0  

 



179 

 

 

 
Style: marriage life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 68 68.0 68.0 68.0 

good 13 13.0 13.0 81.0 

acceptable 11 11.0 11.0 92.0 

unacceptable 8 8.0 8.0 100.0 

Total 100 100.0 100.0  
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Diction: marriage life 

 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

no participation 68 68.0 68.0 68.0 

good 17 17.0 17.0 85.0 

acceptable 6 6.0 6.0 91.0 

unacceptable 9 9.0 9.0 100.0 

Total 100 100.0 100.0  
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APPENDIX D: COMPOSITE TABLE  

1.  What are the most common difficulties you struggle with 

when writing in English? 

# Answer   
 

Respon
se 

% 

1 Grammar (rules of the language)   
 

37 
37.4
% 

2 Diction (word choice)   
 

26 
26.3
% 

3 Unity (organization of the paragraphs)   
 

14 
14.1
% 

4 All the above   
 

15 
15.2
% 

5 
If others, please 
specify………….........................................................
............ 

  
 

7 7.1% 

 Total  99 
100
% 

2.  What are the grammatical errors that you usually make 

when writing English? 

# Answer   
 

Respon
se 

% 

1 Tenses   
 

27 
27.8
% 

2 Prepositions and articles   
 

38 
39.2
% 

3 punctuation   
 

25 
25.8
% 

4 Word order   
 

5 
5.2
% 

5 
If others please 
specify……………………………………………
………………… 

  
 

2 
2.1
% 

 Total  97 
100
% 
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3.  What are the techniques (invention strategies) that you 

usually use most in your writing? Circle all that apply. 
# Answer   

 

Response % 
1 Brainstorming   

 

41 41.4% 

2 
Word mapping 
(clustering) 

  
 

13 13.1% 

3 Outlining   
 

46 46.5% 
4 Freewriting   

 

22 22.2% 
5 None of them   

 

10 10.1% 

6 
If others, please 
specify…………………. 

  
 

1 1.0% 

 

4.  What are the techniques that your teacher employed most 

in teaching you English writing in Libya? 

# Answer   
 

Response % 

1 

My teacher 
focused only on 
grammar-based 
method 

  
 

65 67.0% 

2 

My teacher 
focused on 
writing 
techniques and 
style 

  
 

6 6.2% 

3 

My teacher 
tended to work 
with 
communicating 
the content. 
(The idea and 
information) 

  
 

5 5.2% 

4 

My teacher 
tended to focus 
on learning 
vocabulary and 
diction. 
(Knowing the 
correct use of 
the word) 

  
 

8 8.2% 

5 

My teacher 
tended to focus 
on all of the 
above 

  
 

13 13.4% 

 Total  97 100% 
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5.  In Libya, did your teacher focus on writing as? 

# Answer   
 

Response % 
1 process   

 

14 14.3% 
2 product   

 

13 13.3% 
3 I do not know   

 

71 72.4% 

 Total  98 100% 

 

6.  Have you ever been taught the Writing Situation (the 

relation between writer, reader and the information)? 
# Answer   

 

Response % 
1 Yes   

 

25 26.3% 
2 No   

 

58 61.1% 
3 I do not know   

 

12 12.6% 

 Total  95 100% 

 

7.  Have you been taught to use writing techniques such as 

brainstorming, word mapping and outlining in Libya? 
# Answer   

 

Response % 
1 Yes   

 

24 24.7% 
2 No   

 

73 75.3% 

 Total  97 100% 

 

8.  When you learned Arabic writing, were you taught the 

organization of paragraphs: introduction, body and 

conclusion? 
# Answer   

 

Response % 
1 Yes   

 

31 31.6% 
2 No   

 

67 68.4% 

 Total  98 100% 

 

9.  Do you use Arabic rhetorical devices like repetition when 

you write in English? 
# Answer   

 

Response % 
1 Yes   

 

30 30.6% 
2 No   

 

68 69.4% 

 Total  98 100% 
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10.  Does your native language interfere with your English 

writing? 
# Answer   

 

Response % 

1 
If yes, please 
give an 
example……. 

  
 

26 26.8% 

2 No   
 

45 46.4% 
3 I do not know   

 

26 26.8% 

 Total  97 100% 

 

11.  Do you think there are differences in English and Arabic 

composition? 
# Answer   

 

Response % 
1 Yes   

 

86 89.6% 
2 No   

 

5 5.2% 
3 I do not know   

 

5 5.2% 

 Total  96 100% 

 

12.  When you were taught English in Libya, did your teacher 

teach you how to do prewriting, planning, and supporting 

ideas? 
# Answer   

 

Response % 
1 Yes   

 

22 22.9% 
2 No   

 

74 77.1% 

 Total  96 100% 

 

13.   When you write a topic sentence, do you usually stick 

with the specific topic in the rest of the paragraph? 
# Answer   

 

Response % 
1 Yes   

 

65 68.4% 
2 No   

 

30 31.6% 

 Total  95 100% 
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14.  In Libya, did you usually do collaborative work activities 

such as peer editing, proofreading, etc. in the writing class? 
# Answer   

 

Response % 
1 Yes   

 

15 15.5% 
2 . No   

 

82 84.5% 

 Total  97 100% 
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APPENDIX E: THREE PARTICIPANT SAMPLES  

  

Sample 1 

Participant 1 
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Sample 2 

Participant 36 



193 

 

 
 



194 

 

 
 



195 

 

 
 



196 

 

 

 

 

 

 

 

 



197 

 

 

 

 



198 

 

 
 



199 

 

 

 



200 

 

 
  



201 

 

 
 


