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Abstract
Previous research has shown that the English article system poses a great challenge to second
language learners of English. Thus, this current study aims at understanding the difficulties
first year Libyan students have in acquiring the English article system by using the following
three steps.
First, the Contrastive Analysis Hypothesis (CAH) was adopted to compare the article system
in both English and Arabic. This procedure was employed in order to predict the difficulties
that Libyan learners might be confronted by. Therefore, based on CAH, several difficulties
were predicted. Moreover, because there are different opinions between researchers from the
Arabic world and those from the west regarding the effect of L1 in the acquisition of
grammatical items, this study tests what role L1 may play when L2 Libyan learners of English
acquire the English article system.
The second part aims to investigate the effectiveness of two kinds of article instruction: an
implicit teaching strategy (i.e. textual enhanced input) and an explicit teaching strategy
(deductive teaching) with an evaluation of the long-term effects. These teaching strategies
were compared in order to:
1. Measure the effectiveness in using the English article system appropriately,
2. Measure grammatical development using t-unit,
3. Measure lexical diversity using TTR.
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The experiment was administrated to three groups of ESL first year students at Garyounis
University in Libya. One group (TEI) received instructions based on an input enhancement
strategy. In order to direct the learners’ attention to the target features, the researcher
manipulated the learners’ input with the aim of provoking development by deliberately
engaging awareness and trying to increase the learners’ attention.
The second group (DT) was instructed based on the deductive teaching strategy. It was
instructed in accordance with two popular grammar books, specifically ‘Essential Grammar in
Use’ by Murphy (1998) and ‘Oxford Practice Grammar’ by Eastwood (1999). The third
group, the (CG) served as the control group and received exposure to language through
reading passages. The procedure of this group was similar to that of the (TEI) group, with the
only difference being that the articles in the texts for this group were not enhanced.
All three groups were given a similar article test three times as the pre- test, post- test 1 and
post-test 2. The pre-test was given prior to the treatment so that the results of the test served to
ascertain a baseline for all groups. Then, eight weeks later, after the treatment was finished,
post-test 1 was immediately given, in order to measure proficiency gains; post-test 2 was given
to the students six months later to distinguish the long term effects on the learning process.
With regards to the effectiveness of using the English article appropriately, the results showed
that group DT improved from pre-test to post-tests 1& 2. The scores that were above chance in
post-test1 & 2 were better than those in the pre-test. In the TEI group, the scores which were
above chance, slightly improved from pre-test to post-tests 1 & 2. For the CG group, the
scores in post-test 1 which were above chance, improved slightly from pre-test and that the
scores in post-test 2 reduced from those of the pre-test.
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The measurement of lexical diversity was undertaken using TTR. The results showed that both
groups TEI and CG presented better results (i.e. development in students’ writing) than the DT
group in post-test 1. In post-test 2, only the TEI group improved significantly. This result
suggests that the TEI group remained unchanged after 6 months of instruction.
The third part of this study analyzed and classified learners’ errors. It confirmed the types of
errors predicted previously in chapter 3: omission of a/an/the, unnecessary insertion of a/an /
the and confusion between a and an. The results revealed that the percentage of omission of
a/an was higher than the omission of ‘the’, and that the percentage of unnecessary insertion of
a/an/the was less than the omission of a/an/the.
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Chapter 1
1.0 Introduction

This chapter presents the background to the study, problems relating to the study, the study
objectives, research questions, the significance of the study, an outline of the study together
with its scope and limitations. Moreover, it offers an idea as to how and when English is
currently taught in Libya.

1.1Background of the Study
Several recent studies (e.g. Atay, 2010; Crompton, 2011; Kao, Chian, 2013), which examined
the nature of second language speakers' interlanguage have concentrated on the acquisition of
the English article system. There have been two major reasons for this concern. Firstly,
English articles present difficult semantic and syntactic properties that take some time to
comprehend. This permits researchers to follow the development of learners' knowledge of
these properties as proficiency rises. Secondly, languages vary in terms of whether they have
article systems or not. Such dissimilarities between languages allow researchers to assess the
impact of L1 knowledge on developing knowledge in L2.
The misuse of the English article system is a major problem for L2 learners in general and for
Libyan learners of English in particular. This study aims to examine the causes behind this
difficulty. Numerous studies have attempted to account for the particular challenges pertaining
to second languages. The first is Contrastive Analysis Hypothesis (CAH) of which there are
two versions. The first, (the strong version) compares two languages, and analyse them, with
the purpose of discovering the similarities and differences between them. It claims that the
difficulties that learners face are reflections of their native language. That is, L2 learners
1

transfer rules of their L1 and implement them into L2. Furthermore, CAH may allow
researchers to predict and identify errors made by L2 learners. In the present study, systematic
comparisons of Arabic and English articles are made in order to predict errors that Libyan
learners of English might encounter.
The second version of contrastive analysis hypothesis drew on the errors that learners make
and explained their occurrence by pointing to the similarities and differences between L1 and
L2. Although CAH was produced in the 1940s, it is now used in some studies with the aim of
figuring out whether it can help researchers in predicting some errors and understanding L2
learners’ difficulties in the process of learning. A contrastive analysis of English and Arabic,
for example, may reveal to the analyst all these dissimilarities between the two languages.
Moreover, although CAH was criticised by some researchers, most of the criticism was on the
part of predictability power and interference from L1. Some researchers claim that CAH may
play a role in the field of language description and teaching/learning materials. Consequently,
this study adopts CAH, in order to discern whether it might assist predicting errors that Libyan
learners of English may make.

As this study analyses the errors that Libyan learners may make in learning the English article
system, an overview of error analysis is required.
The emergence of Error analysis (EA) became the optimal option in preference to contrastive
analysis from the 1960s up until recently. This did not entail an absolute rejection of
contrastive analysis; this method still remains, as it provided a means of analysing errors.
Corder (1967), Gass and Selinker (1994), Wetzork (2000) and Johnson (2001) claimed that EA
is of considerable significance, as it is concerned with the learner’s developing language. They
2

suggested that when researchers classify learners` errors, they learn more about the process of
SLA by adopting learning strategies that learners use to acquire a language. Moreover, EA
shows the stage the learner has reached in the process of learning, what kind of difficulties are
being faced and consequently, how these problems can be solved. There are two key types of
errors: interlingual errors, (those which occur due to the interference of L1 into L2), and
intralingual errors, (those which occur due to the inadequate or partial learning of the target
language such as overgeneralization and oversimplification). More details are given in chapter
2.
The study of errors has had an enormous impact in the field of second language learning.
Some researchers (e.g., Corder, 1967, Johnson, 2001 and Abi Samra, 2003) present three
views for this impact. Firstly, errors that learners make should not be considered as evidence
of failure. They should be viewed as a mark of students’ learning progress. Secondly, errors
provide facts about how a language is learnt. Thirdly, errors are seen as devices by which
students are able to determine the rules of the target language. That is, learners of a second
language occasionally apply previously acquired rules to the target language without proper
knowledge of their application. Consequently, they make errors.
Although various research methods have been suggested and carried out to learn facts about
second language acquisition, both CAH (from the 1950s) and EA (from the 1960s and 1970s)
have been used in numerous recent studies. In fact, contrastive analysis and error analysis
complement each another, in the sense that the predictions made by the contrastive studies can
be verified and corrected by the results obtained in the error analysis.

3

In the literature, few studies have focused on errors made by Arab learners in the use of the
English article system. The majority of other studies of Arab learners have in general
concentrated on verbal morphology. Those which concentrated on the English article system
have led to considerable disagreement as some of these studies (e.g., El-Sayed, 1982 and
Crompton, 2011) suggested that interference is the key source of errors in the use of articles by
Arab learners of English, whereas other studies (e.g., Bataineh, 2005 and Al-maloul, 2014)
showed that overgeneralization and developmental causes were the crucial causes of errors.
Therefore, this study is carried out to ascertain what might cause errors in the uses of the
English article system by Libyan learners of English.
Moreover, teaching grammar in general in foreign language classrooms and the English article
system in particular has become the main issue of debate amongst linguists and teachers. One
side of the debate is in favour of learning grammar implicitly in a meaningful context of
natural speech with extensive exposure to the target structures. The other side of the debate
supports the use of explicit grammar instructions in a decontextualized manner, which
concentrates on the conscious learning of grammatical structures through formal instruction.
Several researchers (Ellis, 1994, 2001; Nassaji & Swain, 2000) supported explicit grammar
instruction, for the reason that there are some grammatical forms which are difficult to learn
even in context and therefore, are better acquired if they are taught using explicit instruction.
Word order and determiners (this, that, these, those, a, an, the) can be instances of such
challenging grammatical forms (Lynch, 2009).
On account of the debate regarding whether to teach difficult grammatical items to L2 learners
or not, the present study adopts two teaching strategies to examine which is preferable for

4

teaching the English article system to Libyan learners of English in particular and to L2
learners in general.

1.2 Objective of the Study
The present study aims to examine the following:
1. As the English article system has been proven to be difficult to acquire by some second

language learners, the present study is an attempt to establish why the acquisition of the
English article system is a difficult process for Libyan learners of English. In order to
achieve this aim, the Contrastive Analysis Hypothesis was adopted. The researcher
believes that it may assist her to predict learning difficulties, analyse errors and
ascertain what role transfer may play in acquiring the English article system by first
year Libyan learners of English. This hypothesis assumes that the similarities between
two languages may facilitate the process of learning and the differences between them
may hinder it. Based on this theory, the differences between English and Arabic with
regard to the article system may be problematic and lead Libyan learners to negatively
transfer the rules of their mother tongue and apply them into the target language. A
collection of texts has been used in order to systematically compare similarities and
differences in article uses in both languages. (More details are presented in due course).
2. Some researchers (e.g. Liu et al. 1998, Silva, 2008 and Heydari, 2012) claimed that
mother tongue interference might primarily be a main cause of difficulty in learning a
second language. The present research is seeking to examine whether interference (i.e.
negative transfer) has a role to play in the acquisition of the English article system by

5

Libyan learners and whether the difficulties encountered in learning the English article
system can be attributed to mother tongue interference?
3. The present study examines what errors in the English article uses might be the most
frequent and why.
4. A further objective of the present study is to analyse the errors that Libyan learners
may make whilst learning the English article system. The errors of Libyan learners are
analysed based on Error Analysis (EA), as it shows that, when errors are analysed and
classified, additional facts about the process of SLA emerge through implementing
learning strategies used by learners to acquire a language. Moreover, it is hoped that
this study will assist EFL instructors to become familiar with the most repeated errors
made by EFL learners leading them to make more objective choices in adopting
appropriate teaching strategies, with the purpose of assisting learners to obtain better
learning.
5. One of the reasons that might affect the process of mastering the English article is the

teaching strategy that instructors follow in their teaching. With regard to the endless
debate in the literature about teaching strategies that assist L2 learners of English to
master grammatical rules, the present study may well add a contribution to the
literature by showing which teaching strategy should be implemented in Libya to teach
the English article system to first year Libyan students at Garyounis University in
Benghazi, Libya. In the literature, various opinions are expressed regarding grammar
instruction to second language learners. Some advocate formal and systematic attention
to isolated linguistic forms through rules, drills and error correction; whilst others
reject such techniques and support unconscious natural language exposure similar to
6

that of children acquiring their mother tongue language. Other opinions state that in
order for acquisition to take place, learners should pay attention to linguistic forms and
meaning whilst, at the same time, they should be provided with enhanced input
techniques in context to assist them to notice the target forms. The researcher adopted
two teaching strategies, namely, deductive teaching, (an explicit teaching strategy) and
textual enhanced input, (an implicit teaching strategy) with an evaluation of the long
term effects. (More details about these teaching strategies, how they are performed and
the participants are presented in chapter four).
6. This study seeks to recognize what aspects other than the English article system the

students made progress in during and after the instruction. That is, what benefit each
group had from the teaching strategy it was taught with? In order to comprehend such
benefits, two measurements were used:


T-unit in order to measure grammatical development and



Type-Token Ratio (TTR) to measure lexical development.

1.3 Research Questions
The study seeks to answer the following questions:
1. What role learners’ L1 may play in the process of learning L2?
2. What are the types of errors Libyan EFL students may encounter when they use
these articles? Why?
3. What article use might be problematic (overused/underused) to acquire and
why?
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4. Which teaching strategy (explicit deductive teaching or implicit textual
enhanced input) can improve Libyan learners’ ability regarding article use?
5. What benefits does each group obtain from the teaching strategy that it was
taught with? In other words, which teaching strategy assists Libyan learners to
gain grammatical and lexical development? This question assists the researcher
to gain a wider perspective in relation to linguistic development.

1.4 Significance of the Study
Employing Contrastive Analysis Hypothesis, Error Analysis, and two reaching strategies, this
study is seeking to identify the following:
1. Use of CAH, as the researcher thought that it would assist her to predict some
learning difficulties and determine what role transfer may play in acquiring the
English article system by L2 Libyan learners of English.
2. Use of EA, in order to establish and analyse the errors that Libyan university
learners may make when learning the English article system.
3. It is hoped that the research will be beneficial to teachers in that it may help
them choose the most appropriate teaching strategy (explicit or implicit) and
accordingly, enable them to plan their lessons in such a way as to motivate their
students, increase their attention to articles positively and meet their needs.
Additionally, it is hoped that the present study will investigate the advantages
and disadvantages of the teaching strategies involved for learners in order that
the ESL instructors are more receptive towards the kinds of learning that their
learners favour.
8

4. It is also hoped that the results drawn from this study will assist future research
in the field of methodology.
As previously mentioned, the present study has two levels in respect of its objectives. On the
one hand it seeks to understand more facts about the difficulties encountered by intermediate
Libyan learners in a classroom setting, in particular in learning the English article system and
the challenges experienced, likewise, by L2 learners in general. Conversely, it tests two
teaching strategies, (implicit and explicit teaching strategies) to ascertain which is better for
teaching the English article system. The second objective, (i.e. testing teaching strategies)
refers to some information concerning how English is taught in Libya and offers additional
facts about English language teachers in Libya. The following section presents further details.

1.5 Teaching English Language in Libya
In Libya, English is not used as a daily language or in official locations such as schools and
universities. Consequently, it is treated as a foreign language. English is taught for three years
at preparatory schools where students are aged around twelve. It is an obligatory subject with
approximately four classes per week and each lesson lasts forty-five minutes.

In the secondary stages, English is taught in a variety of time scales in accordance with the
students’ major. At this stage, which takes three years, students are streamed into Sciences,
Arts or Economics, according to the discipline in which they want to major. All groups are
taught the same subjects on the curriculum, each with a different emphasis and orientations,
dependent on their field of specialization. Class sizes are relatively large and vary between
approximately thirty to forty students per class. This stage prepares students who intend to join
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English departments at university. At university, students are selected following a placement
test and as a rule 200 to 300 students are chosen each year.

1.5.1 Teachers of English in Libya


Teaching English in the preparatory and secondary stages is performed mainly by
Libyan teachers who gained their academic qualification (four years) in Libya. At
university, some teachers come from Arab countries such as Iraq and Egypt whilst
others are Libyan teachers who obtained their PhD degrees from countries such as
United States and the United Kingdom.

1.5.2 Some Obstructions and Contextual Issues


The students’ exposure to English and the chance to use it for communication purposes
is very limited due to the fact that their training took place away from an English
environment. Moreover, they learn English only in the classroom and have no access to
films or the internet.



The communicative approach and focus on form teaching strategies have recently been
introduced in Libya and many teachers have little information on how to use them.



A number of schools suffer from a lack of teaching equipment such as laboratories and
tape-recorders.



Students lack the opportunity to interact inside the classroom due to two factors: lack
of time and overcrowded classes.



Students have limited opportunities to use English outside the classroom and when
they join together in conversation, they speak Arabic (their first language).
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1.6 The Organization of the Study
The present study is organized as follows.
Chapter one is an introduction to the study which includes the background, a statement of the
problem, research questions, and the objectives, significance and an outline of the study .
Chapter two presents a review of the literature in three parts: The Contrastive Analysis
Hypothesis, Error Analysis and two teaching strategies, specifically, deductive teaching and
textual enhanced input. In accordance with the comparisons being made in the present study
between the English and Arabic article systems to predict learning difficulties, this chapter
commences with a discussion on the subject of the Contrastive Analysis Hypothesis. The
literature viewpoint about this hypothesis and the criticisms that it encountered are presented.
The criticism of CAH led to the emersion of Error Analysis. As Libyan learners may make
errors whilst learning the English article system, analysis is required, thus, the second part
presents details on the subject of Error Analysis offering definitions of errors, the role that
errors play in learning, classification of errors, interlingual vs. intralingual errors, and
procedures of errors.
As both CAH and EA were criticised and abandoned, the present study attempts to establish
the reasons behind such criticisms.
Two teaching strategies DT and TEI were adopted to teach the English article system to first
year Libyan students at Garyounis University in Benghazi, Libya. Hence, various opinions
with regard to these teaching strategies are provided in the third part of this chapter.
Chapter three consists of three sections. The first section presents definitions in the literature
regarding definiteness, uniqueness and existentiality, familiarity, identifiability and
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locatability, specificity and genericity. They are provided in order to give readers more
information about the English article system and to show them the different opinions in terms
of how they are viewed. Most of the above definitions are mentioned in this study, thus,
making it easier for readers to recognize what such terms mean. The second section is a
comparison between English and Arabic with regard to the article systems in both languages.
The aim of the comparison is to discover what these languages have and do not have in
common. The difference in the use of English and Arabic may cause difficulties and result in
errors. Consequently, by adopting CAH, a variety of potential learning problems may be
predicted. Moreover, this part attempts to predict which article use might be problematic
(misused frequently) for Libyan students to acquire by using a parallel corpus.
Chapter four presents the methodology of the study, (description of the experimental design
of this study, the subjects of the study, the setting in which the study was conducted and the
instrument). It shows the general design of the study which involved three tests, (a pre-test,
post-test 1 and post-test 2), three teaching strategies: (deductive teaching DT, textual
enhanced input TEI and a control group CG), and three groups: two experimental groups ( DT
and TEI) and a control group ( CG).

The purpose was to determine how much the three groups improved in their use of the
targeted grammatical items (the article system) and also to recognize what each group has
learnt other than the article system acquired through the teaching strategy taught to it. It is
necessary to consider the bigger picture concerning the effectiveness of teaching strategies in
other aspects than the English article system. In order to do this, two forms of measurements
were used to determine grammatical development and the lexical diversity of the students’
12

writings. The T-unit was used to measure the grammatical development and type-token ratio
(TTR) was used to measure how many different words are used in a text. (More details about
these two measurements are presented in chapter 6).
Chapter five reports the findings of data analysis from different sides. The findings of two
types of tasks used in the present study are given: a multiple choice task and a composition
task. A comparison between both tasks is likewise presented, in order to establish which task
the students perform better at.
The analyses of the multiple choice task are organized as follows: descriptive statistics,
analyses of pre-test performances, analyses of post-test 1 and post-test 2 using repeated
measures ANOVA and a follow up t-test. Similar procedures were performed for the
composition task. This task allows for the analysis and classification of article errors made by
Libyan learners.
Moreover, this chapter reveals the benefits each group obtained from the teaching strategy that
it was taught with. This procedure was used in order to identify the role of explicit/implicit
instruction on improving learner’s grammar and writing.
Chapter six sheds light on the following: a comparison of the results of chapter five with what
was predicted to take place in chapter three through Contrastive Analysis Hypothesis (CAH).
Additional facts are presented about the causes of errors, the students’ scores, the effectiveness
of explicit and implicit instruction strategies in using the English article appropriately and
gaining grammatical and lexical development, pedagogical implications and suggestions for
further research and conclusion.
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Chapter 2
Literature Review
2.0 Introduction
This chapter provides an overview of three areas: Contrastive Analysis Hypothesis (CAH);
error analysis (EA); and two methodologies regarding second language teaching, namely
deductive teaching and textual enhanced input. The first section discusses the Contrastive
Analysis Hypothesis (CAH) in terms of its strong and weak versions. This study is seeking to
undertake a contrastive analysis of the article system in English and Arabic, in terms of their
forms and uses. The analysis is undertaken in order to discover the similarities and differences
between them. Based on the differences between the two languages, the study will determine if
the difficulties and errors that L2 learners may make can be predicted. A comparative L1/L2
approach is potentially useful in the present study, as it could show the difficulties that Libyan
learners may face when learning the English article system.
The second section discusses EA, presenting a theoretical framework of the definition of
errors, the role of errors in language learning, classifications and procedures of errors. This
hypothesis is implemented in this study, as errors that Libyan learners of English may make
when learning the English article system could assist the researcher and future studies to reveal
what kinds of errors L2 learners may make and why, as well as to help learners overcome their
learning problems.
Finally, two teaching approaches (DT, TEI) are addressed in this chapter as they were used to
teach the English article system to Libyan learners of English who were studied in this
research. The researcher taught a course regarding the English article system at Garyounis
University in Libya for two and a half months. Three groups of participants were taught using
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different teaching strategies. A deductive teaching strategy was utilized for the DT group, the
TEI group was taught by means of an input enhancement teaching strategy, and CG was the
control group, which was exposed to language during conversations. The study considered if
the deductive or textual enhanced input teaching strategy is the most effective strategy in
teaching the article system to Libyan learners of English. The outcome may assist Libyan
teachers to understand how to teach definite and indefinite articles appropriately, with the
result that learners use the English article as well as L1 speakers.
The literature regarding CAH, EA, deductive and input enhancement teaching strategies has
been reviewed to determine the foundational knowledge for the research.
2.1 Contrastive Analysis Hypothesis
Contrastive Analysis Hypothesis is one of the pioneering efforts into second language
acquisition (SLA) research. It was first produced by Charles Fries (1945, cited in Brown,
2000) and then developed by Lado (1957) and has been defined by a number of linguists. For
example, Lado defined CA as:
A comparison between two languages, namely, the learner’s first language L1 and the second
language L2 in terms of ease and difficulty where similarities and differences between L1 and L2
affect the nature of acquisition. That is, learning is easy when there are similarities in the structures
of languages. Conversely, when the structures differ, difficulties arise in learning and result in
errors (1957, p.9)

Another definition was provided by Brown (2000, p. 207) who defined CA as “studies of
contrast between the native language and the target language which specifically examines the
effect of native on target language.”
Lado claimed that the difficulty with L2 acquisition could be predicted through the differences
between L1 and L2. Moreover, CA is related to behaviourism which theorizes that language
development is habit formation and supposes that second language learners commence second
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language learning with habits formed in L1 and which interfere with L2 (Lightbown and
Spada, 2006, p. 34). In addition, Skinner (1957) supported this view. He claimed that language
learning entails habit formation. Habits are developed when learners react to stimuli in the
environment and their replies are reinforced so that they are remembered. All behaviour (such
as the behaviour found in the process of language acquisition) could be described in terms of
habits. According to this thesis, learning takes place when learners have a chance to practise
and make the correct response to a given stimuli. Students imitate representations of correct
language (stimuli). The reinforcement they receive is positive when the representations are
correct and negative when the representations are incorrect.
Moreover, with regards to CAH, it is claimed that difficulties which arise whilst learning L2
can be mainly due to mother tongue interference. This assumption relates to transfer of native
habits into the target language. Two types of transfer referred to by CAH are presented below.

2.2 Transfer (L1 Interference) in Second Language Acquisition
Although behaviourism and CAH define transfer in terms of habit formation, transfer is
presented differently by a number of linguists. For example, Universal Grammar (UG), which
was developed by Chomsky (1965), posited innate constraints on transfer. Learners use
appropriate L2 because they are guided by UG and they use appropriate L2 parameter values
through the input. However, learners’ use of inappropriate parameter values is due to the L2
parameter values which are already fixed in the learners’ first language. Thus, when the target
parameter values are similar to those of L1, the input confirms them easily. Likewise; when
the target parameter values differ from those in L1, the learners reset them and incorrectly
transfer their L1 parameters.
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Odlin (1989, p.27) defined transfer as “the influence resulting from the similarities and
differences between the TL [target language] and any other language that has been previously
acquired.” The transfer may facilitate the process of learning through similarities between
languages; and these similarities may assist the easy mastering of another language, whereas
differences between two languages may cause complications resulting in errors. Brown (2007,
p. 117), in the same way as Odlin, defined transfer as “the interaction of previously acquired
linguistic and/or conceptual knowledge with the present learning event to facilitate a new
language learning.”
For example, Arab learners of English may produce a sentence such as (My father doctor)
without the production of the auxiliary verb be and the indefinite article a. This could be due
to the influence of their mother tongue as the linguistic system in Arabic has neither the
auxiliary verbs To Be nor an indefinite article. Such an influence may lead learners to transfer
the rules of their first language negatively and employ them in L2.
Moreover, transfer can be divided into two poles: negative transfer and positive transfer.
Negative transfer refers to the use of previous linguistic knowledge in producing a second
language which results in undesirable forms. It occurs when the L1 form used in L2
production is not part of the L2 norm, and the resultant utterance is erroneous. This kind of
transfer (interference) hinders learning and performing appropriate target language forms.
Positive transfer, by contrast, takes place when a native form is used in the production of a
second language. It is part of the L2 norm and hence, facilitates learning process.
According to a number of researchers (e.g. Corder, 1981; Diab, 1997; James, 1998; Lakkis &
Malak, 2000 and Krashen, 2002), negative transfer of learners’ first language can be one of the
major causes of errors. For instance, Corder stated that:
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One explanation of second of second language errors is that the learner is carrying over the habits
of his mother tongue into the second language. This is called interference and the implication of
this term can only be that his mother tongue habits prevent him in some way from acquiring the
habits of the second language (Corder, 1981, p.24).

Additionally, the results of a number of studies (e.g. Corder 1981; Rintell, 1984; Kellerman
1983; Odlin, 1989; Hall, 1990; Noor, 1996; Scott, 1997; Lakkis & Malak, 2000; Cook, 2001;
Upton, 2001; Sarko, 2009; Ionin & Montrul, 2010) reveal that transfer has a role in L2
acquisition. These studies show that L1 has an impact (either positive or negative) on L2 in the
fields of phonology, morphology and semantics. When L2 learners transfer L1 properties
which are different from L2, learning problems may arise. For instance, the result of Sarko’s
study (2009), which was conducted on Arabic and French learners of English, reveals that both
Arabic and French learners use the definite article in a similar manner to English native
speakers. Their transfer of L1 patterns to L2 was positive, the reason being that both Arabic
and French languages have similarities with English in the use of article systems. Therefore,
they may transfer grammatical patterns from their L1 to L2 and this transfer result is positive
when there are similarities between the two languages and negative when there are differences.
Hence, such studies claim that transfer plays a significant role in the process of acquisition.
There are, however, controversial views on the subject of the role of transfer in L2 acquisition.
Theories such as Full Access (without transfer) Hypothesis argue that L1 grammar is not the
basis for the acquisition of L2, thus, there is not an L1 transfer in L2 acquisition. The results of
a number of studies (e.g. Dulay & Burt, 1972; Kasper, 1992; Ellis, 1994; Cao, 2001; Sabourin,
2003) support this view. For example, Dulay and Burt claimed that L1 has no impact on L2
acquisition as the latter is facilitated by UG principles. They argue that the errors made by L2
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learners are developmental errors, (within the target language) rather than interlingual errors,
(interference from learners’ native language).
Thus, it can be summarised that empirical research has presented different opinions regarding
the role of L1 on L2 learners. Some studies claim that L1 has an impact (positive or negative)
on L2 and the differences between the two languages may lead to learning difficulties. Other
studies claim that differences between two languages do not necessarily result in learning
problems and that difficulties which arise are not always predicted by CAH. On account of
these varied opinions, the significance of CAH has been intensely debated recently, and from
that two differentiated versions of CA, (the strong and weak versions) emerged. The following
section presents more details.

2.3 Strong and Weak Versions of Contrastive Analysis
2.3.1 The Strong Version (Priori/Predictive)
This version claims that: (a) interference from the learner’s native language is the key obstacle
to second language learning, (b) the greater the difference between the first language and the
target language, the greater the difficulties, (c) these difficulties can be predicted with the aid
of a systematic analysis, (d) the result of contrastive analysis can be used as a reliable basis for
the preparation of teaching materials, course planning and the development of classroom
techniques. It claims that the difficulties that learners face are reflections of their native
language and that L2 learners transfer their L1 rules and implement them into L2. Hence, CA
may allow researchers to predict and identify some errors made by L2 learners. Lado (1957,
p.9) claimed that “we can predict and describe the patterns that will cause difficulty in learning
a language.”
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Odlin, (1989) declared that, the strength of the strong version of CAH is that, it has validity as
a device for predicting some of the errors a second language learner may bring out.
Consequently, it may present a promising source for the investigation of common properties of
the mind and seems to be a uniquely suitable methodology for further study of the
fundamental processes of transfer and interference in learning tasks.

2.3.2 The Weak Version (Posteriori/Explanatory)
Due to the drawbacks of the ‘strong version’ of CAH, a ‘weak version’ that is known today as
cross-linguistic influence (CLI) emerged. The distinction between the strong and the weak
versions of CAH is the move from the predictive power of learning difficulty (strong version)
to the explanatory power of the observed errors (weak version). With the strong version, the
prediction of errors is based upon a priori CA of L1 and L2; that is, predicting errors before
they occur. By contrast, the weak version of CAH uses the errors that learners make and
explains their occurrence by drawing attention to the similarities and differences between L1
and L2. The weak version suggests that the linguistic difficulties can be explained as a
posteriori by instructors and linguists. When language and errors appear, teachers can utilize
their knowledge of the target language and native language to understand the sources of error.
Moreover, the weak version, (cross-linguistic influence) suggests that, since the role of the
learner’s L1 in acquiring the L2 cannot be denied, it has to be taken into account. More recent
research, especially from the Arabic world, regarding CAH and the role of L1 in acquiring L2
was conducted. A look at some recent views about the influence of L1 on L2 learners should
be considered. The following section provides more details.
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2.4. Recent Literature Review from Arabic World Regarding L1 Influence
on L2 Acquisition
A considerable amount of research has been conducted on L2 acquisition of grammar in
general and on the English article system in particular. A number of studies, (e.g. Al-aswad,
2002; Abisamra, 2003; Karim 2003; Al-zahrani, 2008; Al-sulmi, 2010; Diab, 2010; Crompton,
2011; Al-haysony, 2012; Al-ridha, 2012; Baloch, 2013; Mourssi, 2013, 2014; Sawalmeh,
2013; and Abu-Rabia and Sammour, 2013) have provided evidence of first language influence
on L2 Arab learners of English. For instance, Crompton (2011) conducted a study on advanced
L1 Arabic learners of English, in order to identify and classify the types of errors and to
determine the role of transfer in the students’ writings.
The study analysed a large corpus of argumentative essays written by first and second year
Arab students (aged 18-20) at the American University of Sharjah. The findings revealed that
the most common error involved in his study was the misuse of the definite article for generic
reference. Crompton stated that such an error is caused mainly by L1 transfer (an interlingual
error), rather than an intralingual developmental error (within L2). His findings showed that
the misuse of the definite article occurred most frequently in Ø contexts, especially in the use
with (generic non count nouns) such as * some of us consider the money as the force which
controls our lives. According to Crompton such an error could be generally due to L1
influence because the use of such a sentence would be impossible in Arabic without the use of
the definite article. In line with Crompton, the study of Ridha (2012) examined English writing
samples of 80 L2 Arab learners of English. The results showed that most of the students' errors
were due to L1 transfer.
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Ridha stated that errors such as the omission or addition of the articles is used in a way that
proves the direct transfer of L1 rules to L2 specifically in the cases where names of countries
or cities were mentioned. The data show that learners select the improper grammatical items if
equivalents are not used in their mother tongue; delete grammatical items if equivalents are not
required in their mother tongue, add them if equivalents are required in their mother tongue
and use the proper grammatical items providing equivalents are used in their mother tongue.
Al-haysony (2012) conducted a case study on 100 Saudi female undergraduates who studied
English as a major. The study was on the types of errors made by the students when using the
English articles and was based on the surface structure taxonomies that are used in classifying
the errors. She collected data by asking her students to write life-related descriptive topics.
Based on (SST) analysis, the results showed that the subjects make many omission errors and
few substitutions errors, in terms of omission error type, the omission of ‘a’ is the most
frequent error type, while the omission of ‘an’ is the least frequent one. Additionally, her
study concludes that the native language interference that is Arabic plays a significant role in
the occurrence of these errors in addition to the strategies of instruction when teaching the
English errors. Consequently, she stresses that teachers should be aware of the differences
between L1 and L2 while teaching the English articles.
In addition, Mourssi’s study (2014) which lasted four months was conducted on 74 Arab
Learners of English. It investigated the cross linguistic influence of L1 in learning L2
linguistic items including the English article system and 222 written texts produced by
students from an Omani High School were analysed. The subjects were divided into two
groups. Each group consisted of 37 Arab Learners of English. Their language level ranged
from pre-intermediate to intermediate. The subjects were all Arabic speakers and had been
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learning English as a foreign language for eight years. The results showed that the subjects had
problems with the use of articles in English and attributed that to their L1 which has different
rules of article use than that of English. Mourssi believed that learners apply some rules from
L1 on their performance in L2. According to him, the evidence that the majority of errors
produced by learners in his study were caused by the native language is that there are a lot of
errors concerning the verb to be, tenses, prepositions and the article system, which are
incorrect in English, and hence, a translation in Arabic would be correct. Moreover, to ensure
that the L1 has a strong role in acquiring L2, he argued that even in the students’ writings, they
preferred to translate their thought in English having in mind that it might be an accepted form
and can be a target-like form. In line with Mourssi, Sawalmeh (2013, p. 14) stated that:
Most of the students' errors can be due to L1 transfer. The overt influences of Arabic on the students' writing of
English indicate that language teachers need to take careful stock of the transfer and interference of the students'
mother tongue in their spoken or written production. Therefore, one way to highlight the influences of the mother
tongues on the students' learning of English is to collect these errors and ask the students to analyse them and if
they could to correct them.

In addition, the study of Al-zahrani (2011) was conducted on adult Arab learners of English.
The study contained three levels of participants (beginners, low intermediate and upper
intermediate) to test the role of L1 transfer in the acquisition of the English article system by
using a forced-choice elicitation task. In terms of positive transfer, the results revealed that L1
has a strong influence on upper intermediate and low intermediate levels but not on beginners.
Both intermediate groups produced correct L2 uses that were similar to their equivalent in the
learners’ L1. He argued that upper intermediate and low intermediate levels transferred rules
of L1 and applied them into L2. With regard to the beginner-level group, many errors were
made. He attributed the errors of beginners as being that they do not have sufficient knowledge
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of vocabulary that led them to misuse the article and consequently errors were made.
According to him, although the beginner-level group did not make article choices as accurate
as the intermediate groups, their errors may be due to their inability to handle the experiment
task. Generally, the results indicated that the similarities between the article systems in Arabic
and English do aid the acquisition of L2 articles and that the differences may impede
acquisition, as they prevent the learner from noticing relevant properties of L2 input. He
provided evidence of L1 influence by arguing that the participants produced some errors that
were almost limited to items where the target NPs were followed by an of-phrase and used
English articles appropriately in other contexts. According to him, this is further evidence that
Arabic-speaking learners of English are aided in L2 acquisition of English articles by the
presence of articles in their L1.
Another study was undertaken by Tahaineh (2010). The findings of his study supported
previous research studies which confirmed that the majority of errors made by the EFL Arab
learners are because of the impact of the learners’ first language, which was found to play an
outstanding role. The results of his study showed that 58% were interlingual errors and 42%
were intralingual errors.
It is worth mentioning that although the above studies attributed learners’ errors mainly to L1
influence, they pointed out that there might be other factors, such as wrong learning strategies
and inadequate teaching methods, which may account for students’ acquisition problems with
the English articles. For instance, Al-haysony (2012, p. 55) stated that:
Further, results showed that Arabic interference was not the only source of errors, but that English was a source
of many errors as well. Findings showed that 57% of the errors were interlingual ones, indicating the influence of
the native language. Thus, interlingual errors are the most commonly occurring types. On the other hand,
intralingual errors represented 42.56% of article errors. This result also indicates that L1 interference strongly
influences the process of second language acquisition of the articles, having a negative effect on the learning
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process. Teachers and instructors should therefore point out more clearly the differences between L1 and L2 in
the use of articles.

Moreover, Al-haysony (2012, p. 64) attributed the difficulty in acquiring the English article
system to both Arabic and English and considered them sources of errors for Arab learners of
English. He stated that:
The results revealed that interference is not the only source of errors made by Saudi female EFL students. In fact,
English was the source of many errors as well. Specifically, the results show that L1 interference strongly
influences the process of second language acquisition of articles. The students relied heavily on transfer to judge
the appropriate usage of articles.

Likewise, Al-maloul (2014) claimed that interference from the mother tongue is not the only
source of errors adult L2 learners make. Several errors made by L2 learners can be explained
due to interference from the target language. In addition to these two major sources of errors,
other factors such as teaching and testing techniques should also be evaluated as the causes of
errors in L2 learning.
Generally, it can be noticed that the above mentioned studies were in favour of CAH. They
stated that the similarities between English and Arabic article systems may facilitate acquiring
the rules and differences between the two languages may confuse the learners and cause errors
in most uses. In addition, these studies argue that L1 has a strong effect in acquiring L2.
It is worth mentioning that the role of the L1 in foreign language learning has received
significant attention from numerous researchers not only from the Arabic world but also from
the West. The views of some western scholars differ from those from the Arabic world. Some
studies (e.g. Ellis, 1994; Izumi and Isahara, 2004; Mitchell and Myles, 2004; Luk and Shirai,
2009; Hinarejos, 2010; Morales, 2011, Yu, 2011) state that L1 may have a role in acquiring L2
and this role is very minimal. For example, Yu (2011, p. 444) stated that “now it is clear that
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the learner’s L1 is an important determinant of SLA, but it is not the only determinant, and
may not be the most important”. In line with Yu, Scheidnes et.al (2009) stated that “our results
suggest that L2 learners react like other atypical L1 learners when faced with complex
structures. If L1 transfer played a role, it was so minimal that it remained undetected by our
task.”
What makes the views of western scholars differ from those from Arabic world? In fact, such a
discrepancy can be due to a number of reasons. First, Arabic learners of English make a lot of
interference errors because of the teaching methods they are taught. That is, some L2
instructors use the learners’ native language to compare L2 rules with L1 rules in classes and
use teaching methods such as the translation method to teach grammatical items. Such
methods may affect learners and result in them being influenced by their L1. Second, the
researchers of the above mentioned studies looked only at data from Arabic speakers of
English. That is, their studies contained only learners from the same L1 background (i.e.
Arabic) and did not include learners from other L1 backgrounds such as Spanish or German.
Actually, researchers who looked at data from different L1 backgrounds found that sometimes
learners make errors in identical structures (they make the same errors). The above mentioned
studies, which were conducted on Arab learners of English, make it difficult to determine
whether Arab learners’ errors are due to interference or not.
In general, it can be concluded that in the literature, the role of L1 influence is a matter of
degree between the West and Arabic world. In the West, there is a belief that L1 has a
negligible influence in learning L2, whereas in the Arabic world researchers think that L1 has
a larger influence, although it is not as large as previously thought.
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2.5 Criticism of Contrastive Analysis Hypothesis
The CAH has been criticized by a number of researchers such as James (1985), Klein (1986),
McLaughlin (1987), Abbas (1995), Johnson (2001), Ellis and Barkhuzien (2005) and Khansir
(2012). The main weakness of the strong version of CAH is that of accuracy of prediction:
firstly, over-prediction in which the prediction of L2 learning problems does not always occur;
secondly, under-prediction in which learning problems are not predicted.
In addition, one of the criticisms levelled at CAH is that its assumption that whatever is similar
to the learners’ first language is easy, or whatever is different is difficult, has proved to be
erroneous. Whitman and Jackson’s (1972) study highlighted the unpredictability. They tested
the prediction of relative difficulty in a study involving 2,500 L2 learners of English. Their
study showed that what was expected to be easy to learn was difficult and what was difficult
was easy. Hence, the power of predictability of CAH is not always accurate. The errors that
may be predicted to occur by L2 learners do not always happen. Moreover, CAH claims that
difficulties in language learning are due to the differences between two languages and that
similarities facilitate learning and the production of correct performance. However, Corder
(1973) believed that there is not necessarily a relationship between difference and difficulty.
He argued that the challenges in learning a second language did not essentially result from the
linguistic differences between the learner’s first language and second language. For example,
learners might concentrate on aspects they perceive as complicated to learn, in order to avoid
making mistakes, but may make mistakes in areas where they do not perceive much difficulty
will arise.
Another criticism of CAH is that errors are not only made through interference from
L1(Rabab’ah, 2005 and Brown, 2000), and that transferring first language habits is not the
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only reason for all errors an L2 learner may make in L2. CAH’s flaws and its supposed ability
to predict errors have been challenged by a number of studies (e.g. Whitman and Jackson,
1972; Dulay and Burt, 1974; and Abbas, 1995). These studies demonstrated that many errors
predicted to cause learning problems for students did not take place. Moreover, these studies
revealed that the influence of L1 on learners was much less than that of CAH.
A further criticism of CAH is indicated by the results of studies which show that the difficulty
in learning an L2 does not always result in errors; however, it may result in avoidance.
Schachter’s study (1974, cited in Liao & Fukuya, 2004), demonstrated that instead of making
errors, Japanese learners of English avoid producing grammatical elements.

2.6 Use of Contrastive Analysis in Present Research
Despite the criticism of CAH and the debate with regards to the role it may play in SLA,
linguists such as Norrish (1983), James (1998), Abbas (1995), and Johnson (2008) argued that
CAH may be useful in teaching and can be utilised to discover facts about learning a second
language. Moreover, although it was produced in the 1940s, it is now used in some studies in
order to discover whether it can help researchers in predicting some errors, understanding L2
learners’ difficulties when learning target language forms and with recognizing the role of L1
in acquiring L2 grammatical items. A contrastive analysis of English and Arabic may reveal to
the analyst all the dissimilarities between the two languages. Furthermore, most of the
criticism of CAH was on the part of predictability power and interference from L1.
For these reasons, this study has adopted CAH, in order to (1) determine whether it can assist
the researcher in predicting learning difficulties, (2) analyse errors and (3) because there are
different opinions between researchers from the Arabic world and those from the West
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regarding the effect of L1 in the acquisition of grammatical items, thus, this study tests what
role L1 may play when L2 Libyan learners of English acquire the English article system.
The researcher used a collection of English and Arabic authentic texts containing the article
system in order to compare similarities and differences between these two languages where the
differences could assist in predicting learning difficulties. More details about the corpus are
provided later.
Since this study analyses the errors that Libyan learners make in learning the English article
system, an overview of error analysis, definition and classifications of errors is required.

2.7 Error Analysis
When the CAH failed to account for some of the learner’s errors, EA emerged as an
alternative. Corder (1967), Gass and Selinker (1994) and Johnson (2001) believed that EA is
of great significance since it concerns the learner’s developing language. They suggested that
when researchers classify learners’ errors, they learn more about the process of SLA by
inferring learning strategies which learners use to acquire a language. EA is a technique used
to identify, classify and systematically interpret the learners’ deviant forms of the target
language (TL). The essential task of error analysis is to explain how learning takes place by
investigating the learner’s output and this includes learners’ correct and incorrect utterances.
In addition, Corder (1974, p.27) stated that EA has two branches: the theoretical and the
applied. The former investigates the process of language learning, as well as the strategies in
terms of similarities with first language acquisition. The latter aims at organizing remedial
courses with suitable materials and teaching methods based on the results of the theoretical
approach.
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As error analysis studies and analyses learners’ errors, a look at what an error means and its
role in SLA is required.

2.7.1 Definitions of an Error
The term error has been defined by various linguists and researchers. For example, a classic
definition comes from Corder (1973, p.295) who regarded errors as ‘breaches of code’. This
means that they are the marks of an imperfect knowledge of the code because learners have not
yet mastered the formation of the TL rules. Brown (1994, p.205) considers an error to be “a
noticeable deviation from the adult grammar of a native speaker, reflecting the interlanguage
competence of the learner.” In addition, Richards and Schmidt (2002, p.184), stated that an
error is “the use of a linguistic item in a way which a fluent or native speaker of the language
regards as showing faulty or incomplete learning.”
It can be concluded from the above definitions that, in traditional second language teaching
situation errors are seen as an incorrect or inappropriate use of language patterns which are
deviant from the norms produced by a native speaker. In accordance with this belief, many
second language teachers basically correct individual errors as they take place, with little
attempt to seek the reasons for the errors. At present, however, with the development of
linguistics and applied linguistics, second language teachers’ attitudes toward errors have
changed to a very great extent. Instead of viewing errors as problems to be solved or
eradicated, most of today’s second language teachers tend to consider errors as proof of the
learners’ levels in their target language (TL) development, which can present information that
can be used to order items for teaching or to plan remedial lessons (Ellis, 1997).
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2.7.2 The Role of Errors in Second Language Acquisition
As previously mentioned, in the 1960s the behaviourist theory and CAH maintained that errors
were undesirable and should be avoided, however, this opinion changed when errors were
considered to be normal and unavoidable. Corder (1967); Dulay et al. (1982); Lightbown and
Pienemann (1993); Gass and Selinker (1994); Ellis (1997) and James (1998) believed that
errors are considered to be an unavoidable part of language learning, which can reveal
learners’ underlying knowledge of the TL and provide evidence of how a learner uses a
language.
Ellis (1997, p.15) suggested that errors are significant for several reasons. “First, they are a
conspicuous feature of learner language, raising the important question of ‘Why do learners
make errors?’. Second, it is useful for teachers to know what errors learners make. Third paradoxically,
it is possible that making errors may actually help learners to learn when they self-correct the
errors they make.”
As errors that L2 learners make may be useful and indicate facts about second language
learners, many researchers consider analysing errors to be a vital activity that assists in
showing the reasons for learning difficulties as it reveals sources and causes of errors. EA is a
crucial factor for understanding how second language learners use TL. Thus, many researchers
confirm the importance of EA in the literature. Schachter (1974), for example, outlined two
EA goals: presenting the difficulties which learners face which may cause errors in learners’
production, and repeating specific kinds of errors which are evidence of their relative difficulty
in learning. In other words, the frequency (or repetition) of errors in learning grammatical
elements is a sign of the challenges of these elements for learners. Dulay et al. (1982, p.138)
stated that EA highlights the multiple origins of errors, in providing evidence that not all
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second language learners’ errors are due to their first language. On the contrary, there are other
kinds of errors such as developmental errors (which are explained later); also, EA indicates
which particular difficulties learners may face in producing TL, thereby affecting the ability of
learners to communicate effectively.
According to Ringbom, the importance of error analysis is that: “errors analysis is not
sufficient on its own, but it may yield a better understanding of what is going on in the
learner’s mind, especially if it is combined with other types of investigation, such as frequency
counts, contrastive analysis” (1987, p.71).

2.7.3 Errors and Mistakes
Chomsky (1965) distinguished between two types of errors: competence errors, and
performance errors. Competence errors are systematic and result from a lack of knowledge of
the language rules. Performance errors are not systematic and result from factors such as
fatigue. According to Corder (1967), Ellis (1997), and Brown (2000) mistakes are performance
errors which result from slips of the tongue when learners know the grammatical rules but fail
to use them correctly. Norrish (1987, p.7) referred to errors as “systematic deviation that
learners make while developing knowledge of the second language rule system”. He
emphasized that errors are more crucial than mistakes as they show evidence of the learners’
knowledge and are relevant and vital in language acquisition. He further argued that native
speakers make mistakes not errors, whereas L2 learners make both errors and mistakes.
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2.7.4 Classification of Errors
Errors are classified by some researchers in the literature. For instance, Corder (1973, p.277)
classified errors into four categories: omission, addition, misformation, and misordering errors.
Omission errors refer to non-occurrence of necessary structures; that is, the absence of an item
that should appear in a well-formed sentence.
1) He in the kitchen.
2) She lives in big house.
The above examples illustrate that learners omitted the auxiliary verb is from sentence 1 and
the indefinite article a from sentence 2. Thus, they are ill-formed sentences.
Thomas (1989) conducted a study on the use of the English article system. He tested
participants with different L1 backgrounds. They were divided into two groups. The native
language of the participants in group 1 contained articles (e.g. German and Spanish), whilst the
language of the group 2 participants lacked articles (Korean and Japanese). The results
revealed that learners whose L1 lack articles tended to omit the English articles. Thomas
argued that the reason for this behaviour can be attributed to the influence of their L1.
Addition errors refer to the appearance of grammatical elements that should not appear. One
kind of addition error is that of double marking errors which refer to “using the same feature of
two elements” (Dulay et al., 1982, p. 156).
3) This the car is old.
Most Arab learners of English tend to make the type of error highlighted in sentence 3 because
of the influence of their L1; for example, when an Arabic sentence contains a demonstrative
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pronoun such as this, that, these, those the noun that follows may start with the definite article.
For this reason, some learners may transfer this rule and implement it into an English sentence.
Misformation errors refer to the supplement of the wrong morpheme; that is, the use of the
wrong form of grammatical element. An example comes from the wrong use of the singular
form of the demonstrative before a plural noun (see sentence 4).
4) That books are mine.
Misordering errors refer to the wrong position of morphemes in a sentence (see sentence 5).
5) Bought Mary a book.
Moreover, Brown (2000) classified errors in terms of memory as either global, (these which
cannot be understood) or local (those which can be understood). Global errors lead to the
disintegration of the structures of a sentence, which, therefore, become difficult to understand
and process.
6) The policeman was in this corner whistle
Thus, sentence 6 is not understood as its structure is wrong. By contrast, local errors can be
made in a small part of a sentence such as the wrong use of a verb, but the error does not affect
the meaning of the sentence (see sentence 7).
7) I hungry very much
In another approach as regards the classification of errors, Dulay et al. (1982, p.165), Richards
(1974) and Kaweera (2013) divided errors in terms of intralingual errors, (they are also called
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developmental errors) and interlingual errors, (which result from transferring L1 rules into L2).
These two types of errors belong to the category known as interlanguage.
Selinker (1972, p.106) defined interlanguage as “a systematic knowledge of an L2 which is
independent of the learner’s first language and the TL.” It is a system which is neither of the
native language nor of the TL, but falls between them and is based upon the learner’s attempt
to produce TL structures. Similarly, Brown (1994, p.215) defined interlanguage as “the
separateness of a second language learners’ system, a system that has a structurally
intermediate status between the native and the target languages.” Errors may occur; the causes
of which are either that of transferring patterns of L1, (also known as interlingual transfer or
interference) or extending patterns within the TL such as over-generalization of one rule over
another, (also known as intralingual errors).
According to Richards, intralingual errors are:
Items produced by the learner which reflect not the structures of the mother tongue, but
generalizations based on partial exposure to the target language. The learner in this case, tries to
derive the rules behind the data to which he/she has been exposed, and may develop hypotheses
that correspond neither to the mother tongue nor to the target language (1974, p. 6).

To clarify, Richards means that the errors result as an outcome of the development of
interlanguage by the learners; thus, all L2 learners may make such errors regardless of their
L1. He believed that these types of errors should be called developmental errors due to
similarities discovered in errors produced by children when they are acquiring TL as their first
language.
In addition, Lo Coco (1975, p.99) stated that “intralingual errors occur when L1 does not have
a rule which L2 has, and the learner applies an L2 rule (i.e. over-generalize), resulting in an
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error.” In Lo Coco’s opinion, the absence of an equivalent L1 rule may lead to errors being
made in learning. An example comes from learners whose L1 lacks, or does not have, certain
grammatical rules, (e.g. Chinese and Japanese languages have no article system) where
learners may over-generalize a rule in L2 as they have not yet mastered the grammatical rule.
Moreover, Krashen (1982, p.171) believed that intralingual errors “reflect the mental
mechanisms underlying the learner’s general language development which usually coincides
with the type of strategies employed by children learning the target language as their first
language”. Thus, he argued that intralingual errors may result from applying the wrong
hypotheses to L2 because of insufficient exposure to it. Over-generalization errors are
examples of intralingual errors. They refer to the deviation of structures on the basis of the
learner’s experience of certain TL structures. An example of this can be seen in the addition of
the plural sign (s) to nouns such as *childs and *informations.

Taylor (1975) suggests that over-generalization errors can be placed in a transfer errors
category. Both errors arise due to the same underlying process, (transfer of previous
knowledge into a new learning situation); the only difference between these two kinds of
errors being of an over-generalization error, the transfer taking place from the same language
(TL), whilst in the transfer error condition, the transfer occurs from the learner’s first language
L1 into the TL.

What is more, Dulay et al. (1982) emphasized that some errors made by L2 learners are
developmental errors. The studies carried out by Huebner (1985), Thomas (1989) and
Humphrey (2007) supported this view. Their studies concerned the use of the English article
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system by L2 learners of English. The results show that the subjects may over-generalize and
over-use one article in preference to another. This can be attributed to the fact that L2 learners
may fluctuate between definiteness and specificity in the use of the English article and that
learners associate ‘the’ with specificity. The following examples illustrate this point:
1- [+ specific, + definite] as in:
I would like to meet the author of the novel someday. I watched an interview with her on TV, I
really like her.
2- [- specific, + definite] as in:
I would like to meet the artist of that painting. Unfortunately, I do not know who it is because
there is no signature on it.
3- [+ specific, - definite] as in:
I am here for two weeks. I am visiting a friend. Her name is Monica David, and she lives in
Newcastle now.
4- [-specific, - definite] as in:
She is staying with a friend, but she did not tell me who that friend is.
The above examples show that the English article system has a generic as well as a specific
reference. [+specific] can be used with the/a (i.e. definite and indefinite articles), and
[- specific] can also be used with the/a. Sentences like 2 and 3 may confuse a second language
learner of English: with sentence 2, a learner may think that this sentence requires an indefinite
article or the zero article because the person who wants to meet the author of the painting does
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not know who the artist is, whereas in sentence 3, a learner could think that this sentence
requires the definite article because of the name of the person in the sentence. Some studies
(e.g. Ionin, 2003; Ionin et al., 2004) concurred with this opinion, believing that the use of
specificity and definiteness may cause variations in the use of the article system. It can be
noted that a learner may overuse the and a in the situation [+specific, -definite] such as in
sentence 3 and overuse a with a non-specific definite such as demonstrated in sentence 2.
In addition, the other type of error is that of the interlingual errors. They are defined by a
number of researchers, such as Norrish (1983), James (1998) and Lightbown and Spada (1999)
as being errors which can be traced back to the learners’ native language. Interlingual errors
result from a negative transfer of linguistic patterns of learners’ first language and the use of
them in TL. Additionally, Brown (1994) stated that, some errors made by L2 learners result
primarily from the assumption that some L2 learners believe that the linguistic patterns of L2
are similar to their native language. Such a belief may result in the negative transfer of rules
when L1 rules differ from those in L2. The results of studies such as Al-Abed Al-Haq and
Smadi (1978); Al-Naimi (1989); Diab (1997); Noor (1996); Aljarf (2000); Abisamra (2003);
Mohammed (2004) and Qaid (2011) support Brown’s view. These studies show that the
majority of errors that L2 learners in general and Arab learners in particular, tend to make are
interlingual as they can be traced back to their L1.
The transfer of rules from learners’ L1 to L2 can lead to errors occurring and, as a result,
learning problems arise. For example, an Arab learner may write a sentence such as, water is
necessary for life in a generic sense. In English, this sentence requires no article in this context
as words like water cannot be pre-modified by the article the when referring to a generic
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reference. The reason why Arab learners may make such an error can be due to the influence
of their L1, whereby Arabic requires the addition of the definite article the in such sentences.
Generally, EA distinguishes between interlingual errors and intralingual ones. As discussed
above, interlingual errors result from a negative transfer of the learners’ native language;
namely from the differences between L1 and L2. Intralingual errors result from incorrect
learning (incomplete development) of TL not only from a language transfer; but also from
within the language itself (TL).

2.8 Process of Error Analysis
Different error analysis procedures are used by various researchers such as Corder (1987),
Gass and Selinker (1994), Hubbard (1996), Ellis (1997) and Brown (2000).

2.8.1 The Data for Error Analysis
According to Corder (1974), EA data can consist of three kinds: spoken data; written data; and
both spoken and written data. Written materials can be either spontaneous production (free
composition) or controlled production (such as translations).

2.8.2 Recognition and Identification of Errors
In order to identify L2 errors, it is necessary to distinguish between errors and mistakes
(Brown, 2000 and Ellis, 2008). As discussed previously, mistakes are slips of the tongue
which can be attributed to reasons such as tiredness or carelessness and which can be
corrected, whereas errors reflect gaps in the learners’ knowledge. Errors occur because
learners have not yet mastered the language and cannot detect and correct them.
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Ellis (1997) believed that errors and mistakes can be distinguished in two ways: first, the
consistency of learners’ performance indicates the type of deviation a learner may make. Thus,
if deviant linguistic items are produced regularly, it is an indication of a lack of the learner’s
linguistic competence, and they can be classified as errors. If learners sometimes use the
correct form and sometimes apply the wrong one, this is a mistake. The second method is to
ask learners to attempt to correct their incorrect statements. If they are unable to correct them,
this is an indication of errors; however, if they are able to correct them, this indicates mistakes
have been made.

2.8.3 Descriptions of Errors
When errors are identified, they can be described and classified. Ellis (1997) presented two
different ways of describing errors. First, errors can be described by classifying them into
grammatical categories. Thus, one may gather all the errors which relate to a particular
linguistic element (such as the article system) and then identify the kinds of errors which apply
to the linguistic element. The second method is to classify errors according to their
occurrences. For example, when L2 learners omit a necessary linguistic element in a sentence,
such an error can be called an ‘omission error.’

2.8.4 Explanation for Errors
This section explains how and why errors occur. One method is to determine the sources and
causes of errors. The sources of errors have been discussed above; include interlingual errors
or L1 interference and intralingual errors.
It is clear that EA plays a central role in understanding the process of language acquisition; it
indicates the kinds of errors L2 learners may make and provides researchers and teachers with
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facts regarding how learners use and think about TL. However, researchers such as Ellis
(1994) criticized EA for a variety of reasons. First, it does not provide sufficient evidence as to
how learners acquire a language. Second, it is an imperfect research tool as it may fail to offer
a complete picture of learner language as it only focuses on the learners’ errors. Third, it can
examine only what learners’ produce and cannot detect what they avoid. This criticism has led
researchers to investigate the way in which learners acquire language and the environment of
learning. They believe that the way that L2 learners learn and use their L2 knowledge differs
from one learner to another.
In spite of such criticism of EA, its role in language learning cannot be denied. When errors
are analysed, they can allow researchers to recognize a learners’ level of linguistic knowledge.
Additionally, EA can assist researchers and teachers to determine why their learners make
errors and then plan appropriate remedial lessons. For this reason, the present study adopted
EA, as the aim of the researcher was to discover the reasons for such errors and the kinds of
errors Libyan learners may make in the process of learning the English article system. The
intention has been to find solutions to help learners overcome their learning problems in the
acquisition of the English article system and also to assist instructors to understand the
linguistic difficulties that their students may encounter.
Moreover, responding to the criticism that EA is concerned only with learners’ output has
resulted in many researchers shedding light on learners’ input and how adopting a certain
teaching strategy may assist in mastering linguistic elements. It is believed that insufficient
exposure to certain grammatical elements is one of the learning problems. For example, a
teaching strategy which L2 teachers may adopt for teaching a particular linguistic feature may
either facilitate or obstruct the student’s learning. Some strategies support explicit teaching
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(e.g. deductive teaching) whereas others support implicit teaching (such as textual enhanced
input teaching strategy) through exposure to language whereby learners focus on both meaning
and form. Hence, an examination of the literature concerning the treatment of grammar over
time and the effects of teaching strategies follows below. 1

2.9Theoretical Grounds of Grammar Instruction
The role that grammar may play in SLA has been a matter of debate along the history of
language teaching. Generally, some opinions have been raised; some believe that grammar
should play a central attention in language teaching and others believe that grammar should
not be taught at all. The first opinion is applied in Grammar Translation Method and Cognitive
Code Learning (also known as cognitive approach), whereas the other opinion is reflected in
Natural Approach and strong version of Communicative Language Teaching. The other
methods (e.g. Direct Method and Audio lingual Method) take place somewhere in between.
However, according to Richards and Renandya (2002), grammar teaching has recently
returned to its correct place in language teaching.

More recently, grammar instruction has been considered necessary for a variety of reasons. For
instance, the hypothesis which states that language can be learned by a degree of
unconsciousness was found to be very problematic. According to Schmidt (1992; 2001),
conscious attention to form (he also calls it noticing) is necessary for language learning. Many
researchers, including Bialystok (1994); Dekeyser (1998); Robinson (1995, 2001); Nassaji and

1

Explicit teaching strategies mean that learners are given conscious attention to form whereas implicit teaching
strategies mean that learners are given unconscious attention to form

42

Swain (2000); and Swain and Lapkin (2001), have supported Schmidt’s opinion that noticing
the grammatical forms has a crucial role in L2 learning.
The question how grammar should be taught in an effective way has been a central issue in
discussions and research in the second language field (Ellis, 2006). The controversy
concerning the effectiveness of explicit and implicit teaching of grammar has been questioned
for decades. Basically, instruction can be direct (explicit) or indirect (implicit). Some
researchers (e.g. Omaggio, 1984; McLaughlin, 1978; Larsen-Freeman & Long, 1991; Ellis,
1994, 2001; Swain, 2000; Swain & Lapkin, 2001) agree that explicit teaching methods are
more beneficial for learners, some others (e.g. Krashen, 1982) agree that implicit teaching
methods are more helpful for learners, and yet another group of researchers (e.g. Ellis, 1997,
Mitchell, 2000, Simard and Wong, 2004) believe that a combination of the two methods is
beneficial for optimal learning.
According to Norris and Ortega (2000), explicit instruction is (1) explanation of rules
(deductive/ metalinguistic), or (2) it is a direct attention to forms; whilst implicit instruction (1)
is not rule explanation, and (2) it is not a direct attention to forms. Moreover, Doughty (2003,
p. 265) stated that “explicit instruction includes all types in which rules are explained to
learners, or when learners are directed to find rules by attending to forms. Conversely, implicit
instruction makes no overt reference to rules”.
Moreover, explicit grammar teaching strategies could be presented deductively, whereby
grammatical rules are first presented and then examples and practice are followed whilst in
implicit teaching strategies; learners are expected to infer the rules on their own from the
provided data. The following section presents more details about deductive teaching (an
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explicit teaching strategy) and textual enhanced input (an implicit teaching strategy) as they
are adopted in this study.

2.9.1 Deductive Teaching
A deductive teaching strategy aims to provide learners with grammatical rules, describe how
new structures are formed, what their components are, and in which type of context they can
be used. The information in this strategy is given by the teacher (teacher-centred) and requires
a teacher to present grammatical patterns followed by examples and then the learners practice
them. It is based on the idea that the presentation of grammatical rules achieves optimal
learning. Instructors present a rule, define it and then provide instances, which are followed by
practice sessions on the subject of the rule. Opportunities for practice and feedback may be
provided in order to master a concept. This type of instruction provides a clear clarification of
grammatical rules; it is a direct method and may result in making the learning task easier and
less intimidating.
DeKeyser (1998) states that in this type of instruction the explicit knowledge (e.g. knowledge
about grammar rules) may turn into implicit knowledge (knowledge underlying the use of
language) with enough practice.

A considerable number of studies, such as Dekeyser (1998); Galotti et al. (1997); Norris and
Ortega (2000); Erlam (2003) and Finestack and Fey (2009), have examined the effects of
inductive and deductive teaching approaches. The findings revealed that the participants who
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received deductive teaching outperformed those who received inductive teaching. These
studies demonstrate that deductive teaching is more appropriate and effective in teaching
grammar as it aids the speedy mastering of the linguistic elements. For example, the results of
the study by Galotti et al. (1997) revealed that the group which received deductive teaching
accurately answered questions faster than the group which received inductive teaching.
Furthermore, Cross (1991) and Hedge (2000) favoured deductive teaching due to the fact that,
not only does it lead learners to master grammatical rules, but also because it does not take a
lot of time (time-saving) for the instructor to explain in class. Hence, learners have more class
time for work and to practice communicative activities. In addition, Cross (1991) claimed that
adult learners may prefer learning grammatical rules explicitly as this enables them to
understand how language works and, as a result, can apply the rules appropriately. Moreover, a
variety of rule aspects such as form can be more simply and clearly explained than when
elicited from examples (Chalipa, 2013).
The deductive teaching approach has, however, been criticised by a number of researchers
such as Richards (1992) on the basis that it provides fewer opportunities for learners to think
and infer a concept for themselves. Shaffer (1989) believed that there may be a gap between
teaching and learning. Students could deduce grammatical rules and practice them, but in real
time communication may not disclose what they have learnt. Another criticism was produced
by Sato (1990) who claimed that such instruction might lead to non-target-like use of target
forms. Chalipa (2013) likewise criticised deductive teaching, stating that deductive teaching
lacks learners’ immediate involvement and interaction, which could result in the class being
teacher-centred and not demanding in terms of creativity. According to Chalipa, in this type of
instruction language is divided into small parts and students are taught grammatical features in
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a linear manner. Such classes are often described: (1) as ignoring student needs; using artificial
classroom language and thus, boring; and (2) as being limited in terms of exposure to the
target language, meaningful communication and interaction which are essential for language
acquisition (Long, 2000; Lyster, 2004).
Nassaji and Fotos (2004, p.127) pointed out that the inadequacies of deductive teaching
approaches have resulted in other approaches with regards to grammar instruction. One of
these is textual enhanced input.
Textual enhanced input is a technique aimed at “making learners aware of the new target
language features and rules by highlighting them in the input more or less concisely or
elaborately, and with greater or lesser explicitness and intensity” (Sharwood-Smith 1994,
p.179). It is one of implicit focus on form teaching techniques2. Some researchers, such as
Long and Robinson (1998); Doughty and Williams (1998); Poole (2005) Berent et al. (2007)
and Afitska (2012) advocated such techniques by stating that when both the meaning and use
are provided to learners, it is possible to draw their attention to the form. Learners develop
communicative competence through this type of teaching.
When applying implicit focus on form techniques such as textual enhanced input, a teacher is
attempting to draw learners’ attention to a linguistic form implicitly without a direct grammar
explanation. Izumi (2012, p. 228) provided some of the techniques that are used to achieve
implicit focus on form, which include input flood, input enhancement, task-essential language
and recast.

2

Fof is a mixture between attention to meaning and attention to specific grammatical features through the input
enhancement techniques.
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Izumi (2012) stated that in an implicit focus on form class, natural communication is generally
not interrupted, and the learners are less likely to notice the targeted form.
Generally, implicit instruction strategies are thought of as effective for a variety of reasons.
For example, when implicit instruction strategies are applied, learners can take time out from a
focus on meaning to noticing targeted linguistic forms in the input. By doing so, learners avoid
a complete focus on meaning during which linguistic forms may not be noticed (Loewen, 2003
and Izumi, 2013). Schmidt (1990, 2001) indicated that such noticing reveals the important
features in the input and also the targeted forms are made salient in the input, which aid
learners to comprehend semantic and syntactic features. A number of studies (Long, 1983;
Harley, 1998; Scott, 1989; Master, 1990; Doughty, 1991; Ellis, 1994; Leow, 1997; VanPatten
& Cadierno, 1993; Cadierno, 1995; Rosa & O’Neill, 1999; Gass et al., 2002; Yu, 2013) show
that noticing is more efficient in teaching, as it facilitates the mastering of linguistic elements.
What is more, implicit instruction techniques can provide learners with opportunities for
‘pushed output’ which improves the competence of learners as they need to use accurate and
appropriate language in order to be understood (Swain & Lapkin, 1995; Swain, 2000; Ellis,
2003).
Sharwood-Smith (1981) believed that teaching strategies which draw learners’ attention to
particular grammatical features are more appropriate and effective. He declared that:
Instructional strategies which draw the attention of the learners to specifically structured
regularities of the language, as distinct from the message content, will under certain specified
conditions significantly increase the rate of acquisition over and above the rate expected from
learners acquiring that language under natural circumstances where attention to form may be
minimal and sporadic (cited in Rutherford and Sharwood-Smith 1985, p.275).
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Long and Robinson (1998) pointed out that implicit teaching techniques include typographical
textual enhancement. The following section presents more details about this technique as it is
of significance to this study.

2.9.2 Textual (typographical) Input Enhancement
Input enhancement can be defined as any technique which is designed to draw learners’
attention to target features by making these features salient in context (Sharwood Smith, 1991
1993; Takahashi, 2001; Wong, 2003). Leow defined input enhancement as:
Attempts to draw learners’ attention to targeted forms in the input by highlighting or making salient
these forms through the use of typographic manipulation (e.g. large type sizes and different
typefaces) and typographic cues, (e.g. bolding, colour shading and coding, underlining and
uppercasing etc. (1997, p.167)

Drawing learners’ attention to a particular target structure can be achieved through the
manipulation of typography such as different type faces and large font sizes, and by using
typographic cues such as underlining, italicizing, capitalizing, highlighting, colour coding or
bolding (Schmidt, 1990; Jourdenais et al., 1995; Nunan, 2004 ; Yu, 2013). Such manipulations
make the target structures prominent, thereby aiding learners to recognize their property in
context.
A number of studies have been carried out to investigate the effectiveness of input
enhancement techniques. For instance, the studies of White (1998) and Lee (2007) were
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conducted to examine the role of different techniques of input enhancement. The results show
that the group which received the visual input enhancement technique outperformed the group
that received the input flood technique3. Moreover, the studies of Shook (1994) and Jourdenais
et al. (1995) indicated that input enhancement techniques are helpful in turning input into
intake. For example, the study of Jourdenais et al. (1995) examined the effect of typographic
manipulation and typographic cues (e.g. the use of bold and italics) on learners who notice
grammatical elements in the written input. The participants were ten college-level students
who were divided into two groups: the first group received a text-enhanced input and the
second group received non-enhanced teaching input. The findings show that students who
received the text enhancement strategy outperformed the other group because input
enhancement might make grammatical forms easier to notice and consequently, to be acquired.
However, studies by Alanen (1995) and Leow (1997) demonstrated that input enhancement
techniques alone may not lead to the ability to master the target form. For example, Alanen’s
study (1995) examined the effect of italic enhanced texts. Four groups took place in this study:
group 1 received enhanced input; group 2 received explicit rule presentation; group 3 received
explicit rule presentation and enhanced input (i.e. targeted forms are made salient with italics);
and group 4 was the control group. The results revealed that although the subjects who
received input enhancement techniques outperformed the control group, the group which
received explicit rule presentation exhibited higher scores than the others.
The different findings of studies on the role of input enhancement can be attributed to a variety
of reasons. First, the researchers’ choices of different methodologies (such as comprehension

3

Wong (2005, p. 37) defines input flood as “The input learners received is saturated with the form that we hope
learners will notice and possibly acquire. We do not usually highlight the form in any way to drawn attention to it
nor do we tell learners to pay attention to the form. We merely saturate the input with the form”.
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and production) may lead to contradictory findings. Second, the length of the selected text and
time provided to finish it affects the findings. Third, the duration of the study affects its results
and therefore, according to Long (1996), the longer the study is, the more accurate the results
are.
Nevertheless, although research has provided valuable insights on implicit instruction
techniques, they have been criticised for various reasons. VanPatten (1990, 1996) claimed that
in implicit instruction techniques, learners, especially beginners, may face difficulties in
paying attention to form and meaning simultaneously, in which case they often prioritize
meaning over form when communicative activities are performed. Moreover, Poole (2003)
claimed that class size can be another problematic area for implicit instruction. He, in line with
Long and Robinson (1998), pointed out that implicit instruction seems optimally suitable for
small classrooms in which learners can orally address their problematic forms through
classroom discussion. Yu (2001) and Butler (2004) argued that some English teachers may
lack a high level of oral skill which can be awkward when employing implicit instruction, as it
requires teachers to have native-like fluency.
Poole (2003) highlighted a further problem associated with the learners’ and teachers’ spoken
language in the classroom. When learners face communicative difficulties, both teachers and
learners may use their native language (i.e. they code switch) to overcome such difficulties.
Celghorn and Rollnick (2002) claimed that code-switching is a familiar phenomenon in many
places including Africa. When learners’ native language is used frequently to overcome
communicative issues in classrooms, it can result in making implicit instruction impractical to
utilise.
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Another shortcoming of this type of instruction can apply culturally, as the instruction may be
considered to be individualistic rather than collectivist. Learners in individualistic instruction
tend to wish to ask questions, provide responses and engage in debate in which they are seen
as competitive, whereas students in collectivist instruction tend to be less likely to engage in
question and debate. Learners in collectivist instruction settings are motivated to maintain
formal and distant relationships with their teachers. As a result, since implicit instruction is
very individualistic, in that errors are often addressed on an individual base, societies which
employ collectivist instruction, such as Arabic societies may find this form of teaching to be at
odds with their cultural values. Implicit teaching instruction can be successful when it takes
place in a cultural atmosphere which allows learners to actively contribute to daily activities.
Consequently, teachers and learners feel some discomfort in allowing learners to be active
members- and occasionally leaders- in the content and way in which they learn (McCargar
1993, p.195).
According to Poole (2005, p.52) research on implicit instruction techniques is conducted more
in developed countries with few (if any) having taken place in developing countries, where
classes are overcrowded, up-to-date sources may not be available and teachers may not have
received sufficient preparation in language skills and pedagogy.
Finally, it is important to note that in the literature, various views are provided in accordance
with the effectiveness of explicit and implicit instruction. For instance, Alanen (1995); Erlam
(2003) and Nagaratam (2013) emphasized the significance of explicit instruction because it
can assist learners to master grammatical elements amongst other aspects. By contrast, Scott
(1989), Andrew (2007) and Lee (2007) favoured implicit instruction as it can assist learners to
achieve fluency in L2.
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In addition, some studies were conducted to determine the effects of explicit/implicit teaching
strategies on the development of syntactic complexity, improving students’ writings and
vocabulary size. The following section presents more details.

2.9.3 The Effects of Instruction on the Development of Syntactic Complexity
and Vocabulary
There are numerous studies (e.g. Wolfe-Quintero et al., 1998; Ortega, 2003; Macaro and
Masterman, 2006; Nadarajan, 2009; Amirian and Sadeghi, 2012; and Nazari, 2013) that have
investigated the effects of explicit and implicit instructional strategies on the development of
syntactic complexity, lexical diversity and fluency. Wolfe-Quintero et al. (1998, p. 69) define
syntactic complexity as ‘a manifest in writing primarily in terms of grammatical variation and
sophistication’. According to Ortega (2003), ‘Syntactic complexity is manifest in second
language writing in terms of how varied and sophisticated the production units or grammatical
structures are’. In other words, grammatical complexity means that a learner writes longer
production units, uses a wide variety of syntactic patterns, including basic and advanced
structures, and is able to use forms considered sophisticated in the speech community, whereas
a lack of complexity means that a learner regularly writes shorter production units and only
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uses a narrow range of basic structures. The purpose of testing syntactic complexity is

for

comparing pre-test and post-test results in experimental studies to study the effect of a
particular treatment such as the teaching methods, classroom practices or grammar instruction.
In one study, Fearn and Farnan (2007, p. 2) set out to answer the research question, ‘is there a
way to teach grammatical structures that will, positively affect writing performance?’ They
adopted an experimental design and worked with L2 students in a high school. There were
three groups: two experimental groups and the control group. With the experimental groups,
the researchers taught grammar in the context of writing for 10-12 minutes twice a week for
five weeks; the class teacher followed up in other lessons with review and practice. A similar
amount of time was given to traditional grammar instruction in the control group. The two
treatment classes and one control class all focused on a similar grammar unit, looking at the
noun, verb, adjective, dependent and independent clause. The post-test analysis showed that
students in the treatment groups improved their writing performance and used longer T-units
than the control group.
In another study, Nadarjan (2009) compared the performance of 129 first year undergraduate
students, who were divided into 6 groups. 3 groups received implicit instruction, (meaningbased implicit instructional input) and the other 3 were subject to explicit instruction (rulebased explicit instructional input). The results stated that the groups that received implicit
instruction gained more vocabulary and wrote more complex expressions, such as
subordinating conjunctions than the ones which received explicit instruction. Moreover, the
findings showed that though both groups increased their vocabulary level, the performance of
the rule-based explicit instruction groups was lower than that of the meaning-based implicit
instructional group. In addition, the study of (Macaro and Masterman 2006) investigated the
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effect of explicit grammar instruction on grammatical knowledge and writing proﬁciency in
ﬁrst-year L2 learners at a UK university. 12 students received a course in grammar in order to
determine whether a short but intensive explicit instruction was sufﬁciently powerful to bring
about an improvement in their grammatical knowledge and performance in production tasks.
Students were tested at three points over ﬁve months, and the results were compared with a
group which did not receive the intervention. The findings proved that explicit instruction
leads to gains in some grammatical aspects although not gains in accuracy in the learners’
composition.
A study by Ghapanchi and Sabouri (2013) conducted on 66 L2 Iranian learners of English,
included two groups: the experimental group which received an implicit teaching strategy, (i.e.
the employment and the use of special pictures) and the control group which was taught
through traditional instruction by explanation of the grammatical rules and doing the exercises
in the textbook. The results revealed that the experimental subjects attained significantly
higher mean scores in both their speaking and writing achievement tests. This result concluded
that the implicit instructional techniques may have a positive impact on the writing ability of
the students. They stated that the possible explanation for this difference in performance
between the two groups could very well be the impact of implicit instruction of grammar via
pictures on improvement of the experimental group's writing skills and spoken ability.
A study conducted by Doughty (1991) examined the effect of focus on meaning, rule-based
instruction, and exposure regarding relative clauses. In this study, there were three groups: the
meaning-orientated group received lexical and semantic rephrasing of relative clauses in
reading comprehension tasks, the rule-orientated group received rule statement, and the control
group only received exposure to relative clauses in the texts. The results show that the rule
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orientated and meaning orientated groups both outperformed the control group. Moreover, the
meaning orientated group achieved more than the other two groups on comprehension tests
and used more complex expressions in writing.
Moreover, the study of Siyyari (2005) examined the effects of explicit/implicit instruction on
the development of accuracy and production. This analysis involved 60 L2 learners of English
at a language centre in Iran who were taught four grammatical structures. The treatment of this
study required the teachers to provide the learners with the type of task that pushed the learners
to use the meant structures in a way that the completion of the task was not possible without
using them. There were two groups: the experimental group received focus on form through
corrective recast, and the comparison group received focus on form through delayed, explicit
focus on form. That is, the experimental group received focus on form during the tasks through
corrective recast, whereas the comparison group received delayed, explicit correction after
finishing the tasks. The results revealed that the experimental group outperformed the
comparison group in terms of the average accuracy gains. That is, they were able to be free
from errors while using language to communicate in writing. The study revealed that implicit
focus on form can lead to higher linguistic accuracy in comparison to delayed, explicit focus
on form.
In addition, the study of Mak (2009) examined the role and effect of explicit form-focused
instruction on the syntactic complexity development of L2 learners of English in Hong Kong.
The explicit focus-form instruction (FFI) treatment involved was a 13 week long course
offered to a group of students in a college in Hong Kong. With this group, target structures
were introduced, and their meaning and forms were explained. Exercises such as questions and
discussions were presented after each lesson. Data collection was done in three phases: pre55

test1, pre-test 2 and post-test. The ANOVA results indicate that explicit FFI has a substantial
and evident effect on metalinguistic knowledge development but no significant effects on most
of the syntactic complexity measures. This study did not provide empirical support for the
effect of explicit FFI on most of the syntactic complexity measures including sentence types
and the acquisition of target structures. Data show that in Pretest 2, learners used shorter
sentences, more simple sentences, less subordination and fewer clauses per T-unit. Mak
interpreted this result to two reasons. First, students tend to stick to the secondary students’
rules of using simple and short sentences or avoiding using forms with which they are not so
confident. Second, processing capability is limited and when students devote most of their
attention to contents, they tend to use simpler structures which require less cognitive attention.
Generally, the above mentioned studies examined the effects of different strategies of explicit/
implicit instruction on aspects such as accuracy and fluency. Thus, it can be concluded that
implicit teaching strategies may assist learners in developing syntactic complexity. Even
though learners who were exposed to explicit instruction strategies as a whole did significantly
better on the grammar tests than the ones who received implicit instruction strategies. It can be
argued that perhaps the explicit treatment only influenced the groups' explicit knowledge and
had no effect on their implicit knowledge. It is possible that the groups which received implicit
teaching strategies could not explain what they have learned by counts on a grammar test,
however, they would have been able to establish long-term, implicit knowledge gains in their
writing and oral communication.
Concerning explicit teaching, it can be concluded that explicit teaching of grammar was of
benefit, although to be effective grammar had to be taught in a way that was compatible with
the natural processes of acquisition. Martinsen (2000, p. 123) stated that “the grammar must be
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taught in the context of students’ writings”. To make teaching effective, grammar instruction
classrooms need to connect rules with usage in authentic tasks. Such a technique may lead to
improved results in learners’ accuracy as well as fluency as opposed to teaching grammar as a
formal system.
Moreover, some studies (e.g. Andrews, 2007 and Senoussi, 2012) showed that learners who
receive explicit teaching strategies may know the grammatical rule but were unable to apply it
in real communication. In other words, such learners are still unable to use their knowledge of
grammatical rules to attain some communicative purposes. For instance, Senoussi (2012, p. 2)
stated that
Our learners are taught grammar, but even if they can apply the rules to their daily tasks successfully, they don’t
seem to be able to activate that knowledge while communicating. Many teachers are thus, familiar with the
phenomenon of learners who get full marks on tests as well as on most of the grammar tasks of a particular
grammatical structure, but unfortunately, fail to use the same structure appropriately during another part of the
lesson or in another context.

Generally, in the literature, research on the role of grammar has focused on explicit/implicit
instruction on grammar acquisition. There are a few studies, however, that have examined the
role of explicit/implicit instruction strategies on the developments of other measures such as
syntactic complexity, grammatical developments, learners’ writings and fluency (Wang 2014).
This study adds to the literature in that it examines the role of explicit/implicit instruction in
improving the use of the English article system, the learners’ writings and vocabulary size.
(More details on how such improvements are measured are presented later).

2.9.4 The Use of Deductive Teaching and Textual Enhanced Input in This
Study
Both deductive teaching and textual enhanced input teaching strategies have been praised by
some researchers and criticised by others. Despite the criticism of these two kinds of teaching,
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the current study has adopted them. The objective of using these two strategies is to establish
which is the most effective and therefore, would be more appropriate as regards the teaching of
the English article system to Libyan students.
In other words, these teaching strategies were used in order to determine which one assists
Libyan first year university students to use the English article system appropriately. It is
necessary, however, to consider the bigger picture with regards to the effectiveness of teaching
strategies in aspects other than the English article system. In addition, a look at other aspects,
which Libyan learners have gained, is also essential. In order to achieve this, two measurement
methods were utilized to measure the grammatical development and lexical diversity of the
students’ writings. The T-unit was used to measure the grammatical development and typetoken ratio (TTR), in order to determine how many different words are used in a text.

2.10 Summary of the Chapter
This chapter has provided an overview of Contrastive Analysis Hypothesis (CAH), error
analysis (EA), deductive teaching and textual enhanced input teaching techniques. The CAH
has been defined from a variety of perspectives. Likewise, strong/weak versions of CAH, the
role of transfer and the criticism it has faced have been discussed. The second part of the
chapter reviewed EA in terms of definition, its role in SLA, and the classification and
processes of errors. Finally, the distinction between implicit and explicit instruction techniques
and the strengths and weaknesses of each approach have been highlighted.
To conclude, it is noted that a number of theories of L2 have sought to establish how learning
is processed and how learners master a language. CA theory claims that L2 learning can be
achieved by comparing L1 and L2 and finding similarities and differences between them.
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Being aware of the differences between the languages may assist learners to overcome their
learning problems and may assist researchers in the design of appropriate teaching materials
for use in teaching L2. Nevertheless, this theory has been criticized by a variety of researchers.
Criticism of CAH resulted in the emergence of EA, which posits that by analysing learners’
errors, researchers can find areas of learning difficulties and help learners overcome these
problems. The debate on how learners acquire a language has resulted in researchers
examining teaching strategies and investigating their impact on learners. Certain teaching
strategies—deductive teaching approach, (an explicit instruction strategy) and typographical
input enhancement, (an implicit instruction strategy) —are used in this study to ascertain their
impact on first year Libyan learners of English at Garyounis University.
As the English article system is used in teaching the chosen teaching strategies in this study,
and the CAH method has been adopted to compare the English and Arabic article systems, the
next chapter provides details on the English and Arabic article systems in terms of their forms
and uses in both languages.
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Chapter 3
The Article System in English and Arabic
3.0. Introduction
As mentioned in the previous chapter, the English article system has been chosen because
Arab learners of English in general (Kharma, 1981, Al-Buainain, 2007, Crompton, 2011 and
Grami, 2012) and Libyan learners in particular (Hewaydi, 2007 and Al-Khasawneh, 2010)
experience difficulties in mastering the English article system. This chapter is divided into
three parts. The first part provides definitions of the terms definiteness, specificity and
genericity in English and Arabic from different perspectives. This is in order to offer readers
more information about the article systems in both languages and show them various options
regarding how they are viewed. Most are mentioned in this study, making it easier for readers
to understand what such terms mean.
The second part is a comparative analysis of the English and Arabic article systems from the
Contrastive Analysis Hypothesis (CAH) point of view. It is claimed that similarities between
the two languages may facilitate learning and that differences between them obstruct learning,
making it problematic and resulting in errors. In order to compare the English/ Arabic article
systems, the researcher used examples from authentic texts (see appendix E). This comparison
is of vital importance to this study as it may assist the researcher to achieve the following: (1)
Understand Libyan students’ difficulties in learning the English article system, (2) Recognize
the reasons for these problems especially the role that L1 may play in the process of
acquisition, (3) Observe what kinds of errors Libyan learners of English may commit in this
study, and (4) Recognize which English article may be misused frequently by Libyan students
and why. Most examples used in this chapter are from the authentic texts in appendix E and
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are coded as [text ..] followed by the number of the example in the texts. Further details about
the authentic texts are provided at the end of this chapter.
The third part discusses the literature point of view with regard to teaching the English article
system for second language learners. As the results of some studies (e.g. Pica, 1985 and
Master, 1997, 2002) confirm that grammatical complex systems such as the article system can
be taught via choosing an appropriate grammar design, this part examines the SLA research
viewpoint.

3.1. Definiteness in English
The literature contains opinions which are used to define the term definiteness. A number of
linguists, philosophers and logicians (e.g. Chafe, 1976; Hawkins, 1978; 1991 Givon, 1978;
Bickerton, 1981; Heim, 1982; Quirk et al., 1985; Lambrecht, 1994; Egli and Heusinger, 1995;
Lyons, 1999 and Ionin, 2003) have defined definiteness as a semantic property from different
points of views. For instance, according to Russell (1905), cited in Hawkins 1978, definiteness
is based on uniqueness vs. existentiality. Other linguists (e.g. Kamp, 1981 and Heim, 1982)
have defined definiteness in terms of anaphoric properties, familiarity identifiability vs.
locatability. Moreover, linguists such as Egli and Heusinger (1995) defined definiteness in
terms of the situational use of the definite determiner phrases. Some of these opinions are
discussed below.

3.1.1 Uniqueness and Existentiality
A number of philosophers and theorists have made attempts to examine the concept of
definiteness. One attempt was made by Russell in the early part of the 20th century (1905). He
offered definiteness in terms of uniqueness vs. existentiality. His decisions were based on
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countable-nouns. In order to show the difference between the definite and indefinite articles,
he provided the following example:
(1) The king of France is wise.
According to Russell, this sentence represents a conjunction of three proposals.
1.a- There is a king of France. (An existential claim)
1.b- There is not more than one king of France. (A uniqueness claim)
1.c- This king is wise. (A prediction claim)

The three proposals follow a logical entailment; if one sentence is false, the other proposals are
false. The assertion of (1) is the assertion of the other three, that is, a, b, c. To Russell, (1a)
refers to an existential phrase which claims the existence of a king by using a definite
description. (1b) has a uniqueness reference about the object, i.e. the existence of only one
person stated. (1c) claims that the prediction is related to this existing and unique person.
Russell believed that whether (1) is true or false depends on all three proposals; if one of the
three proposals is false, (1) will be false as well.
According to Russell, an entity is unique when it is indicated by a singular noun with the
article the; and an entity which is marked by a does not refer to uniqueness but may still exist.
Russell’s contribution to express definiteness is through the propositions: existentiality and
uniqueness. Existentiality may be used with definite as well as indefinite descriptions. Since
existentiality can be established in both definite and indefinite articles, Uniqueness is usually
accepted as describing definiteness (Roberts, 2003). Uniqueness, from a pragmatic point of
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view, can provide an explanation of the use of the definite article the with Nouns both in
linguistic and non-linguistic settings. The following examples demonstrate this as follows.
(2) A little boy loved to come and play around it every day. The little boy had grown up. [Text 1.3]
(3) She went to the merchant’s home and knocked at the door. [Text 23.8]
(4) Do you mind cleaning the shelf before I put the computer on it? (Lyons, 1999, p. 3)
(5) Put these dirty dishes in the kitchen please. (Lyons, 1999, p. 3)
Linguistic contexts are presented in examples (2) and (3). In example (2), the noun phrase the
little boy bears a unique referent as it is mentioned previously in the discourse. In (3), there is a
unique relationship between the merchant’ house and the door i.e. a house has a door. Hence,
the was used with the noun door. Non-linguistic contexts are illustrated in examples (4) and
(5). In (4, 5), the nouns the shelf and the kitchen bear unique referents in the immediate
situation.
Moreover, Lyons (1999, p. 8) believed that the definite article the can “involve the idea of
uniqueness: the definite article signals that there is just one entity which satisfies the
description used”. To Lyons, uniqueness can be explained through the use of the definite
article the in logical expressions such as superlatives adjectives or in hypothetical situations. In
such cases, the use of the indefinite article is incompatible. The following examples (from
Lyons, 1999, p. 9) demonstrate this.
(6). She is *a/ the best actress I have ever met. (Semantically unique expression)
(7). She is *a/ the last student in the class.
(8). The winner will get a trip to Italy.
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(9) The person who joins me will not regret it.
Examples (6, 7) show uniqueness and hence, an indefinite article cannot be used. Likewise, in
(8) and (9) there is a unique winner who will win a trip to Italy and a unique person who will
join the speaker even though the situation is hypothetical because the race has not yet finished
and the person who will join the speaker is not yet identifiable.

However, Russell’s account has been criticized by a number of researchers. For example,
Strawson (1971) criticized Russell point of producing the three propositions on an equal basis.
According to Strawson, in his example, The king of France is wise, the existential sentence
there is a king of France and the uniqueness sentence there is not more than one king of
France are not asserted by (1), i.e. The king of France is wise. In Strawson’s opinion, only
(1c), which bears the predication of wisdom, can be asserted by (1). Moreover, according to
Lucas (2010), for example, if one were to assert (1) in year 2010, this would be a false
sentence, because the existential claim in (1a) is (at present) false.
Such a criticism has led some linguists such as Christophersen (1939) and Strawson (1952) to
claim that familiarity and identifiability, (which will be discussed later) should be more
appropriately used to describe definiteness rather than uniqueness.

3.1.2 Familiarity
According to Christophersen (1939, p.72), familiarity refers to “an association between the
potential meaning of a word and previously acquired knowledge, by which it can be inferred
that only one definite individual is meant”. Moreover, Christophersen (1939, pp. 69-70)
described the use of the definite article the as:
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The use of a the-form it is necessary that the thing meant should occupy so prominent a place in the listener’s
mind that by the mention of the form the right idea is called up. There must be a basis of understanding and the
purpose of the article the is to refer to this basis, to indicate ‘’the thing you know.’’ This function may be
described as ‘’familiarization’’, if this is taken to mean ‘the indication (not the creation) of familiarity.

He believed that the NP with the definite article the reveals that both the speaker and the
hearer are familiar with what was mentioned with the. When the referent is not in the hearer’s
mind, a question arises as to what is expected, as in:
(10) A: I was at the park yesterday and I saw the accident.
B: (surprise) What accident?
A: Didn’t I tell you about.
The question (i.e. what accident?) was asked because the hearer is not familiar with what the
speaker referring to, that is, the accident. Christophersen (1939, p. 28) believed that in order
for a speaker to be understood, “it is important that he should not use words and phrases which
the hearer is likely to misinterpret even if the hearer knows the class of objects in general that
are under consideration (i.e. knows the word itself)”. Familiarity may reveal the distinction
between the definite article the and the indefinite article a in terms of definiteness.
In line with Christophersen, Lyons (1999, p. 3) stated that “in familiarity hypothesis The
signals that the entity denoted by the noun phrase is familiar to both speaker and hearer, and a
is used where the speaker does not want to signal such shared familiarity”.
However, Christophersen’s account of familiarity was criticized by a number of researchers.
Perridon (1989), for instance, believed that weaknesses in the familiarity theory can be
revealed through the use of the indefinite article with noun phrases. Here is an example:
(11) You have a handsome husband.
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The hearer should be familiar with the NP marked with a (i.e. a handsome husband) because
he is her husband. This means that familiarity may be referred to by the indefinite article a.
Such criticism led to the emersion of the notions identifiability and locatability being defined
as features of definiteness.

3.1.3 Identifiability and Locatability
Some linguists (e.g. Searle, 1969) have also defined identifiability as a redefinition of
uniqueness and familiarity. Searle (1969, p. 85-86) drew up a principle of identification and
according to him:
Identification entails that the hearer be able to identify the object from the speaker’s utterance of
the expression. By identify here I mean that there should no longer be any doubt or ambiguity about
what exactly is being talked about. … after something has been identified one may still ask ‘what?’
in the sense of ‘tell me more about it’, but one cannot ask ‘what?’ in the sense of ‘I do not know
what you are talking about’.

Lyons (1999) believed that identification requires the readiness of the hearer to identify the NP
preceded by the. To him, in order for a hearer to identify which object is being referred to, a
hearer needs to make some effort to achieve this. The following examples illustrate his point.
(12) Do you mind cleaning the shelf before I put the television on it please?
Now, for instance, somebody needs to hang a picture on the wall while he/ she is on a ladder,
and during that time, his/her father enters the room and without looking at him, he/she says to
him:
(13) Pass me the picture, please?
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The comparison between examples (12) and (13) reveals that in (12) the hearer is familiar with
the shelf being talked about as he/she is in the room and knows that there is a shelf in the
room, whereas in (13) the hearer (i.e. father) is not familiar with the picture as he has just
entered the room. At the time when the speaker utters the sentence, the hearer does not know
that there is a picture in the room and he has to look for it. The use of the definite article the
with the noun picture informs the father that he is able to identify which picture is being
referred to. Hence, it can be concluded that in such a case familiarity is tenuous but
identifiability is not.
There are some cases (e.g. associative uses) in which identifiability rather than familiarity
occurs. Lyons (1999, p. 3) offered the following example to illustrate this point:
(14) Our relatives have just got in from Cairo. The plane was three hours late.
Lyons believes that since there is a journey, the involvement of a plane is possible and the use
of the definite article with the noun plane assists the hearer to associate the referent with the
journey from Cairo. According to Lyons (1999, p. 6)
The definite noun phrase the plane authorizes the hearer to associate its referent with this
journey, confirming the possible association. It does this by indicating that its referent can
be identified by the hearer, and the most straightforward identification is with a plane the
travellers probably came on… .

Lyons (1999), however, stated that there are other cases in which uniqueness takes place rather
than identifiability. He claimed that some associative uses can be problematic in terms of
identifiability and presented the following example:
(15) I just have been to a wedding. The bride wore white.
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To Lyons, the use of the definite article with the noun bride is successful as the hearer knows
that a wedding involves a bride. However, the hearer may not be able to identify the bride as
he/she does not know who she is. Moreover, if the hearer was asked the next day who got
married, he/she might not offer a response similar to the one mentioned above.
Furthermore, Hawkins (1978, p. 167) introduced his location theory as a challenge to
identifiability. His theory states that the speaker’s uses of the definite article the acts as
follows:
According to my location theory, the speaker performs the following acts when using a definite
article. He (a) introduces a referent (or referents) to the hearer; and (b) instructs the hearer to
locate the referent in some shared set of objects; and he (c) refers to the totality of the objects or
mass within this set which satisfy the referring expression.

Both the speaker and hearer share knowledge of a referent that may exist in sets of different
kinds. In order for the speech act to be successful, there are four conditions that should be
fulfilled.
Condition (1) set existence which requires both the speaker and hearer to share knowledge of
the set of objects by which the definite referent is located. Condition (2) set identifiability
requires the hearer to be able to infer what the referent means either by previously mentioned
discourse or the situation of utterance. Condition (3) set membership which refers to the
existence of the referent in the shared knowledge. Condition (4) set composition which
consists of three steps: (i) There should be only one object in the shared set “satisfying the
descriptive predicate in addition to those referred to by the definite description”; (ii) the
number of objects referred to by the definite article should not exceed the number of objects
in the shared set. If the number is exceeded, it will be difficult to locate the referent; and (iii)
the hearer should be able to infer that the object being referred to as the property that is used to
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refer to it. Hawkins (1978, p. 168) illustrated how the violation of the four conditions can
cause a communication breakdown.
(16) I have just seen the professor again.
I do not think we have met before, have we?

(17) I have just seen the professor again.
Which professor?
Oh, didn’t I tell you?

(18) I have just spoken to the professor.
What?
That one over there?
No, the one I was just talking to you about.

(19) The two teachers.
In (16) the breakdown of communication has occurred because both the speaker and hearer did
not share a previous talk-exchange. Hence, as the speaker and hearer have no shared set of
objects, conditions (1) and (2), i.e. location and identification are left out. Sentences (17) and
(18) reveal the relationship between condition (2) and condition (3). They should work
together in agreement; as when one of them is not fulfilled, a breakdown of communication
may occur. In example (17), identifiability (i.e. condition 2) is met whereas membership (i.e.
condition 3) is not. The breakdown occurs because the hearer does not know which professor
the speaker is referring to. In example (18), membership (condition 3) is met whereas
identifiability (condition 2) is not. The breakdown has occurred because the hearer failed to
identify which professor is being referred to by the speaker. The hearer has no knowledge of
the speaker’s intention whether it is, the one I was just talking to you about (a previous
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discourse set) or, that one over there (immediate situation set). Example (19) is linked to
condition 4. The two teachers may meet condition 4 in that both the speaker and hearer are
referring to the number mentioned.
Hawkins’ theory contained concepts as mentioned above such as identifiability and
existentiality. The concepts existentiality and uniqueness, for example, are evident in relation
to the speech act and the four conditions, as well as the shared set and the concept
inclusiveness.
As inclusiveness is a concept that can be included in the meaning of definiteness, further
discussion of it is required.

3.1.4 Inclusiveness
Hawkins (1978, p. 159) provided the following examples in order to explain what the notion of
inclusiveness means.
Bring the wickets in after the game of cricket.
In this example, if one considers uniqueness as a “property of set rather than an individual” the
hearer is expected to bring a set of four, three or five wickets rather than six. As a result, when
the hearer does not bring six wickets (cricket requires six wickets), the speaker may not be
satisfied. A further example is presented here:
(20) I must ask you to move the sand from this gate.
If the hearer only moves some sand, the speaker may not be satisfied, the reason being that the
speaker is concerned with “the totality of the objects, or to the whole mass, in the relevant
shared set, i.e. to all the wickets and all the sand”. According to Hawkins (1978), inclusiveness
should be complemented and incorporated with uniqueness. The use of the definite article with
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plural nouns or mass nouns has a similar sense to the use of the universal quantifier all. The
use of the noun phrase the wickets in the above example may be understood as a unique set of
objects (i.e. wickets).
However, inclusiveness can be equal to uniqueness when the totality of objects which satisfy a
definite description amounts to only one. Hawkins (1978) stated that:
…plural and mass nouns with the definite article refer to the totality of the objects or mass in
the relevant shared set. But similarly, when a singular count noun is used this simply because
the totality in question amounts to no more than one object in this case. (p, 159)

To explain what he means, he provided an example as follows:
(21) The prime minister is going to resign next month.
To Hawkins, in sentences such as the one above, the use of the definite article with a singular
noun refers to the totality of the object in the relevant shared set because the totality refers to
one object, i.e. the prime minister.
Hawkins’ notion of inclusiveness has, however, been criticized by a number of linguists.
Chesterman (1991, p. 66), for instance, declined the presentation of inclusiveness with the
term all. He presented the following example.
(22) The Americans have reached the moon.
According to Chesterman, not all Americans reached the moon. The Americans in the above
example refer to representatives of a whole set. He believed that the use of the with the
meaning of all, means “all with respect to the relevant intents and purposes, more or less”.
Huddleston (2002) believed that the use of the definite article the with plural nouns does not
necessarily refer to the whole entity of an object. The following examples demonstrate this
point (p. 370).
(23) a. The bathroom tiles are cracked. b. All the bathroom tiles are cracked.
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In (23a) the sentence does not mean that every tile is cracked (i.e. the crack is not necessarily
present in every individual tile, however, in (23 b), every tile is cracked (i.e. the crack is
applied to every individual tile).

In summary, some elements of definiteness such as existentiality, uniqueness, familiarity,
identification, locatability and inclusiveness have been explored, now other aspects of the
meaning of the English articles such as specificity and genericity should be considered.

3.2 Specificity in English
According to Brinton (2000, p. 292), “information is specific if it denotes a particular entity in
the real world, whereas it is nonspecific if it denotes no particular entity in the real world.” To
Brinton, specific refers to particular members of the set. Both definite and indefinite articles
can be used in specific and generic phrases. According to Bickerton (1981), the difference
between the article the and a/ zero can be realized in terms of two features: [± Specific
Reference] and [± Hearer Knowledge]. The former means that the article and the noun phrase
which arises jointly with it may or may not have a specific reference. The latter refers to
whether what is mentioned in a sentence is known to the speaker and hearer from a context or
previous discourse.
From a different perspective, Brinton (2000), Ionin (2003) and Ionin et al. (2004) believe that
article-based languages such as English and Arabic have two different settings: [± definite]
distinction and [± specific] distinction. [+definite] can be expressed by the. It means that the
speaker and hearer assume the existence of a unique individual in the sentence, whereas [definite] can be expressed by a/an and zero where no unique individual reference is
mentioned. Moreover, Specificity [+ specific] means that the speaker intends a reference to a
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unique individual in a sentence. According to Brinton (2000) and Ionin et al. (2004), English
articles do not encode specificity. This claim can be supported by the fact that both definite
and indefinite articles can be used to refer to specific and non-specific references, but a
definite article cannot be used to refer to an indefinite reference, and an indefinite article
cannot have a definite reference. Taking this analysis as a basis, some researchers such as
Lyons (1999) and Brinton (2000) divided NP into four major semantic types. Lyons (1999, p.
172) provided the following examples to illustrate the theory.
1-[+ Definite, + Specific]
(24) We cannot start the lesson, because the student who is giving the presentation is absenttypical of John, he is so unreliable.
2-[+ Definite, - Specific]
(25) We cannot start the lesson, because the student who is giving the presentation is absentI’d go and find whoever it is, but no-one can remember, and half the class is absent.
3- [ - Definite, + Specific]
(26) A cat was in here last week- it is called Sulu and Adam always lets it sit by the fire on
cold nights.
4-[- Definite, - Specific]
(27) A cat was in here last week- there is no other explanation for these scratch marks on the
wall.
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It can be seen from the underlined expressions above in (24) that the speaker refers to a
particular student. In (25) the speaker does not refer to a particular student and the hearer
cannot identify this. The NP, a cat in (26) refers to a particular cat in the speaker’s mind (i.e. a
cat which is familiar to the speaker). In (27) a cat does not refer to a particular cat and neither
the speaker nor the hearer can identify it.
The examples mentioned above show that both the definite and indefinite articles with singular
nouns can bear specific references. However, a definite article cannot refer to an indefinite
reference and vice versa. As a result, what is significant about the article usage is whether the
noun is definite or indefinite because when the speaker and hearer are able to identify the
object being talked about, the definite article can be used, when not, the indefinite article is
used.
Another notion that has been linked to the article system is genericity. The relationship
genericity has with definiteness can be described below.

3.3 Genericity in English
Genericity has more than one form. The three forms of the articles, the, a (n), and zero can be
used to express genericity. Some researchers (e.g. Lyons, 1999, Longobardi, 2001) believed
that genericity refers to an entire class as a whole. Class refers to all objects which satisfy the
description of the noun. Additionally, Quirk et al. (1985, p. 265) stated that “the reference is
generic, since we are thinking of the class without specific reference”.
Each article, and how it has a generic reference, is analysed below.
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3.3.1 Generic Reference of a
The indefinite article a/an can be used to express a generic sense like A cat has a tail.
According to some researchers (e.g. Quirk et al., 1985, Brinton, 2000) a is equivalent to any,
i.e. Any cat has a tail, however, there are some cases in which a cannot be substituted by any
and there are some doubts with regard to the status of genericity of a.
First, the predicate (i.e. the verb) plays a role in interpreting whether a sentence expresses a
generic reference or not. For example, a sentence such as A lion is becoming extinct cannot
bear a generic reference as the predicate be extinct requires a class expression (that refers to
the class as a whole). Burton-Roberts (1976) claimed that a predicate like becoming extinct is
not an essential characteristic of the lion. Hence, a+N can be generic when it obtains
predicates that express inherent characteristics like A horse is a mammal where A horse is a
mammal indicates either being a horse or horse-hood.
Additionally, those who believe that the indefinite article a can be substituted by any do not
make the generic reference of a+N equivalent to other generic references (i.e. the and zero).
However, a number of researchers do not agree that the use of a+N to refer to generic
reference can be replaced by any. Examples are provided by Burton- Roberts (1976, p. 436).
Below are alternate results arising from the substitution of a with any where the use of any is
not acceptable to replace a.
(28) a- A kitchen is a cooking room.
b- ?*Any kitchen is a cooking room.
(29) a- A whale suckles its young.
b- ?*Any whale suckles its young.
(30) a- A beaver lives in Canada.
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b- ?* Any beaver lives in Canada.

The b-examples mentioned above reveal the unacceptability of substituting any with generic a.

3.3.2 Generic the
The definite article the can be used with singular and plural nouns to express genericity.
However, with regard to The + Plural nouns, definiteness theorists (e.g. Hawkins, 1978, Quirk
et al., 1985, Chesterman, 1991, Huddleston, 2002) have different views regarding what
constitutes a generic noun phrase. For example, according to Chesterman (1991) The+ Plural
N can express genericity when reference is made to a set of categories. The following cases
(from Burton Roberts, 1981) are examples of this:
(31). Among the lizards, Iguanas are the most popular as a focal food.
Quirk et al. (1972) provide the following example:
(32). He likes the wines of this shop.
In (31) the lizards refer to all types of lizards, i.e. the whole class, likewise, in (32) the wines
refer to kinds or brands of wine in the afore-mentioned shop.
Hawkins (1978) claimed that when inclusiveness is taken into account, the question under
consideration is whether The+ Plural nouns can be used to refer to a generic reference.
Hawkins believed that when The+ Plural Nouns is compared with plural nouns with the zero
article (bare plurals), it results in that all the descriptions of plural definite i.e. the + Plural
Nouns are distinguished where they might be located in a pragmatic set. By contrast, bare
plural NPs are not contingent on such limitations. The examples (from Christophersen, 1939)
below demonstrate this:
(33) a- The weather of northern California is ideal for Americans.
76

b- The weather of northern California is ideal for the Americans.
In example (a), the use of Americans (bare plural) refers to all Americans without exception
even those who inhabit other parts beyond northern California. Conversely, in (b) the noun the
Americans is confined to people who live in northern California.
Hawkins (1978, p. 217) also, provided other examples as follows:
(34) a- Indians are clever.
b- The Indians are clever.
Example (a) shows that every Indian is clever, i.e. the predicate be clever is applicable to all
Indians. In (b), however, the use of the+ plural noun (i.e. the Indians) refers to people of Indian
parentage who presently live in Italy. In other words, the NP the Indians refers to fewer
individuals not all individuals.

3.3.3 Generic Zero
A number of linguists (e.g. Burton-Roberts, 1976) have questioned whether a generic
reference exists in an article-marked noun itself or in other aspects in a clause, like the
predicate.
For that reason a number of uncertainties have arisen with regards to the use of all which is
found in generic sentences, in which the occurrence of the zero article is either with a mass
noun or a plural noun. There are different points of views as regards the use of nouns with the
zero article referring to a generic sense. The examples below demonstrate them:
(35). Oil floats on water.
(36). Rabbits like carrots.
In example (35), the sentence can be rewritten as all oil floats on water, whereas in (36) the
use of all (i.e. all rabbits like carrots) is not appropriate as nobody can be certain that all
77

rabbits like carrots. Some researchers (e.g. Lawler, 1973, Chesterman, 1991) have claimed that
there are relevant quantifiers (e.g. in general, most, at least) which can be used to rewrite
sentence (36).
Carlson (1977) claimed that from a semantic point of view, bare plurals whether their uses are
generic or not are the same. He maintained that bare plurals can be interpreted as: the generic
interpretation, (it has a reference to almost all members of a denoted kind) and the
partitive/existential interpretation. Carlson (1977, p. 53) believed that the choice between these
two interpretations is based on the contents of a sentence. Some predicates cause ambiguity
because they may be interpreted as inherent or eventful. In order to explain what is meant by
this he provides the following examples:
(37). Cats are clever.
(38). Cats are awake.
(39). Dinosaurs ate kelp.
Examples (37) and (38) bear no ambiguity as the predicates in both sentences bear one
interpretation. In (37) it is stated that, cats are clever, therefore, the reference is generic. In
(38), the predicate is reporting an event; thus, its reference is non-generic. However, in (39)
the sentence is ambiguous because the verb ate can have two meanings: eating kelp can be
inherent for dinosaurs or can refer to an event in the past.
According to Lyons (1999, p. 190), not only has the predicate resulted in different
interpretations: generic and non-generic, but also there are other factors like locative
expression and information structure which are worth consideration. Lyons (1999, p. 190)
offered this example.
(40) a- Tigers live in Africa- so if you want to see tigers, that is the place you have to visit.

78

b- Tigers live in Africa- actually there are more tigers in Africa than any other
continent.
Example (a) has a generic reference whereas (b) has a non-generic reference. Lyons believed
that the possibility of a difference in intonation may cause a difference in structuring
information. In other words, tigers in (a) is the topic of the sentence, however, in (b) Africa is
the likely discussion. Thus, the bare plural tigers in (b) is the explanation of the sentence.
To summarise, from the above discussion with regards to genericity, it can be concluded that it
is a difficult notion to capture. However, by comparing the uses of the articles the, a/an, and
zero in expressing genericity, it can be concluded that each has its prototypical points. A
accepts one case to signify all other cases, as in A whale is a mammal. However, it is only one
instance, thus, it may not be used to refer to a full generic sense as in A whale is becoming
extinct. The singles out a class as a whole when it refers to a generic use, as in the whale is a
mammal, and as it includes all classes, it may be used to express a generic use, as in the whale
is becoming extinct. Finally, the zero article in its generic use, is rather ambiguous and whether
it has a generic reference or not depends on the predication of a sentence. For instance a
sentence like tigers may be dangerous can be ambiguous whereas tigers are becoming extinct
bears a generic reference.

3.4 Specificity in Arabic
When a noun phrase is specific, it means that there is “a particular object which the speaker is
thinking of as motivating the choice of description” (Lyons, 1999, p.166). According to Ionin
(2003), Arabic is an article-based language and its articles encode the distinction [± definite].
The examples below demonstrate this concept.
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[+ Definite, + Specific]
(41)

Abi
maada
taf9el fi
hatha al-mustashfa.
Daddy what
do
in this
the hospital.
‘What are you doing in this hospital, daddy?’

Father:

Son:

kontu
?zoru
al-modeer en?hu
Sadeqii.
I was
visit
the manager he’s
friend my
‘I was visiting the manager. He’s my friend.’

[+ Definite, - Specific]
(42). fi sebaq as- sayarat
at race the cars
‘At a race.’
A:

kaan
?as-sebaaq momte9.
Was
the race
interesting
‘The race was interesting.’

hel

yomkonani
?n
May I
in
‘May I meet the winner?’

oqabel
meet

B: na9am yomkoniki thaleka.
Yes
you may
this
‘Yes, you may.’

[- Definite + Specific]
(43). fi al-maktaba
In the library
‘In a library ’
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[Text 24.2]

al-faiz?
the winner?

[Text 23.1]

Librarian: hel
Do

tabHatu
9en
šayin
ya Taleb?
you look
for
something
student
‘Are you looking for something, student?’

Student: na9am ?bHatu
9en
kitaban ?Sfer taraktahu
Yes
I look
for
book
yellow I left
‘Yes, I am looking for a yellow book I left here.’

[Text 25.1]

huna. [Text 25.2]
here

[-Definite, - Specific]
(44).

A : ?oredu ?n
?thhabu ila al-maktaba? [Text 26.1]
I want in
go
to the library
‘I want to go to the library.’

B:

lematha ? [Text 26.2]
Why?
‘Why?’

A: ana musafer wa ?oredu ?n ?sta9eer kitab li ?qra?hu fi aT- Tareeq. [Text 26.3]
I

travel and

I want in borrow a book to read

on the

way.

‘I am travelling and I want to borrow a book to read on the way.’

3.5 Genericity in Arabic
According to Krifka et al. (1995), Lyons (1999) and Ivanov (2009), a generic use refers to an
entire class of an entity and contains the general properties of that class as a whole. Arabic
differs from English in the way it expresses a generic reference. There is not an indefinite
article in Arabic. Arabic uses the definite article al-and its absence marks indefiniteness.
Unlike English which allows generic reference through the definite article the , the indefinite
article a/an or the zero article, Arabic allows a generic use only through the definite article al81

with both singular and plural noun phrases. This generic al- is called al- al-jinseyah. When a
noun is attached to this al-, it refers to the whole class, i.e. it represents (all) the class.

2.5.1 Singular Generic Use
(45) monafasah

tadoor
beyan America wa australlia ella tasdeer
al- qamaH.
Competition takes place between America and Australia over exporting the wheat.
‘A competition is taken place between America and Australia over exporting wheat.’

(46)

al- fen
huwa
Soora
Seheyah
lei- ta9beer. [Text 4.1]
The art
is
form
healthy to the expression
‘Art is a healthy form to expression.’

(47) Al- tadkheen ghaar bi
SeHateka [Text 26.1]
The smoking
bad
for
your health
‘Smoking is bad for your health.’

(48) kul al- masha9er: al- sa9ada

wa

al-Hozen

wa

al-me9refa [Text 10.2]

All the feelings: the happiness and the sadness and the knowledge
‘All the feelings : Happiness, Sadness, Knowledge’

(49) al- asbestos ma9den Tabe9i. [Text 15.2]
The asbestos mineral
natural
‘Asbestos is a naturally occurring mineral.’
The examples above illustrate how to express genericity; Arabic uses only the definite article
al- with singular and plural nouns. Al- can be used to refer to the whole class of concrete nouns
such as lion, abstract nouns such as art and mass nouns such as happiness, whereas in English,
according to Quirk et al. (1985), the definite article with singular count nouns, the indefinite
article and the zero article can all be used to refer to a generic reference.
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3.5.2 Non- Singular Generic Use
In Arabic, the zero article cannot be used to express a generic reference. In other words, bare
noun phrases cannot be used to refer to the whole class of an entity. For instance, English
allows the sentence oceans and lakes have a lot in common to express a generic use of an
entity where it refers to the whole class of members. The sentence the oceans and the lakes
have a lot in common may not express a generic use (Quirk et al., 1985). Arabic, however,
does not have such a function. Instead, only the definite article al- with singular/plural,
count/non-count nouns is used to express a generic use of an entity.
(50) Lada al- muHeTaat
Have the

oceans

wa al- buHayraat
and the

lakes

qawasen
a lot in

muṡtarekah. [Text 19.1]
common

‘Oceans and lakes have a lot in common.’

(51) Al- ?Tfaal

tho9ofa

wa ya9tamedoon koleyan

The children vulnerable and

depend

completely

9ala ?ba?ohom. [Text 48.8]
on their parents.

‘Children are vulnerable and completely depend on their parents.’

To conclude this section, the above mentioned part has presented examples of features used to
define definiteness such as uniqueness, familiarity and inclusiveness. Also, it has shown other
meanings such as genericity and specificity in both English and Arabic. The next section
illustrates how English / Arabic articles agree in some points and disagree in others as regards
form and functions.

3.6 The Form of the Article System in English and Arabic
3.6.1 The English Articles
Articles are the most common determiners in English. They are characterized as definite the
and indefinite a (n) and Ø. For some linguists (e.g. McEldowney, 1977, Celce-Murcia and
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Larsen-Freeman, 1983, Quirk et al., 1985 and Goodman, 1987) English articles are a (n), the,
Ø, and some; for others (e.g. Master, 1994) English articles are a (n), the, zero (Ø). For the
sake of simplicity, this study will utilise the work of Master (1994, p.229), who stated that
‘although many researchers include unstressed some as a member of the article system, I have
restricted the members to these four a (n), the, and no article’.
The English articles are shown in the following tree:
The English articles

Definite article

Indefinite article

The

Zero article

A /An

Ø

3.6.1.1 The Indefinite Article a/an
It is called indefinite because it is usually used to refer to something in a less specific manner.
A/ An can be used only before singular count nouns. Essentially, a and an mean one, thus they
cannot precede plural or uncountable nouns. The choice of a/an depends on phonology. The
selection of a/an can be determined by phonetic rules rather than by spelling rules. The
examples below demonstrate this.
(52) Take a pen and write. [Text 4.8]
(53) A little boy loved to come and play around it. [Text 1.3]
(54) We need a house. [Text 1.16]
(55) You become physically disabled due to an accident. [Text 3.18]
(56) An ocean is very large. [Text 19.2]
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Nevertheless, there are some exceptions regarding the use of a/an. For example,
a university

not *an university

a user

not *an user

Although the nouns university and user begin with a vowel letter u, they are preceded by a not
an; the reason being that the nouns university and user are pronounced with a consonant y
sound and hence a is required. In addition, countable nouns that begin with a silent h such as
hour are used with an because the letter h is silent and the letter which follows it is a vowel.
(57) We left them for half an hour. [Text 56.6]
3.6.1.2 The Zero Article
The zero article can be used before plural count nouns and non-count nouns. According to
Master (1997, p. 222), ‘the zero article is the most indefinite of the articles. Its general function
is to remove the boundaries that make nouns discrete’. The following examples (from
Harwood, 2005, p. 10) illustrate this point:
(58)The women ate a pizza.
(59) The women ate pizza.
In the first example, the use of a indicates that one pizza was eaten, while in the second
example, the amount of pizza eaten was not known and hence, undetermined. The zero article
can also be used with non-countable nouns and plural countable nouns which are both concrete
and abstract.
3.6.1.3 The Definite Article
The definite article is expressed through the which is a free form. It is called definite because it
usually precedes a certain or previously mentioned noun. It can be used before singular/ plural
countable nouns and non-countable nouns.
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(60) With a singular countable noun → The boy came back to the tree. [Text 1-7]
(61) With a plural countable noun →
(62) With a non-countable noun →

The son started to take out the nails. [Text 2.11]
The sun moves slowly. [Text 10-2]

3.6.2 The Arabic Articles
Arabic expresses definiteness in three forms. The following tree illustrates this:
Definiteness in Arabic

Definite markers

The definite article al-

zero article

genitive construction

Ø

Noun+ al- + noun

3.6.2.1 The Definite Markers
Unlike English, in which there is only one definite article (i.e. the), Arabic uses two forms: the
use of the article al- and use of a genitive construction (Rydin, 2005 and Al-Kulaib 2010).
Mansouri (2000, p. 22) stated that in Arabic ‘definiteness is usually achieved by
procliticisation i.e. the use of the prefix al- or any of its allophones, all of which represent the
equivalent of the English the.’ Concurring with Mansouri, Habash (2010, p. 99) stated that
“definite NPs are either marked with the definite determiner prefix al- or a phonetically
determined variant, within the construct state by agreement to the definiteness feature of the
possessor DP.”
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1) The Definite Article alThe definite article al- can be used to specify a noun or a noun phrase. It can be used with
singular/ plural countable nouns and non-countable nouns. It cliticizes nouns, that is, it is not
an independent word.
(63)

al- walad ?jaab [Text 1.9]
The boy replied
‘The boy replied.’

The difference between English and Arabic with regard to the definite articles the, al-, is that
in English, the phrase the boy contains a head noun boy and a determiner the where the forms
an independent unit and can be separated from the noun boy. In Arabic, however, the phrase
al-walad (i.e. The boy) consists of a head noun walad (boy) and a determiner al-. The definite
article and the noun cannot be separated and al- is written as a part of the word and it is
obligatorily proclitic.

The Features of the Definite Article al(1) It is a prefix. Unlike English, the Arabic definite article is not a free form. It is a prefix or a
proclitic particle and is attached to the noun and written as a part of it.
(64) aš- ša:jera [Text 1.8]
The tree
‘The tree’

(65) al- madrasah [Text 9.13]
The school
‘The school’
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(2) The assimilation of laam l-. The pronunciation of al- depends on the initial letter of the
noun it is attached to. Al- can be pronounced in two ways: the full pronunciation of al- and the
assimilation of l-. The former takes place when a noun begins with a moon letter Huruuf
Qamaryah and the latter when a noun begins with a sun letter Huruuf šamsiyah. In the case of
assimilation l- becomes silent and the first letter of the word that a is attached to is doubled.
(66) at- tufaHah
The apple
‘The apple’

[Text 1.14]

(67) As- siyaaj [Text 2.7]
The fence
‘The fence’

However, in writing, the definite article is always written in its full form (i.e. al-); regardless
of the way it is pronounced (Mace, 1998, p. 12). There is disagreement regarding English and
Arabic in terms of written vs. spoken languages. Western linguists such as Miller and Weinert
(1998) believed that some typological conclusions that have been made about language are
based on a written language which was recently considered different from the spoken language
and that such differences between spoken and written varieties have not been taken into
account. Miller and Weinert (1998, p. 382) pointed out that “writing is an optional accessory
and that the real engine of verbal communication is the spoken language we acquire as
children”.
3.6.2.2 Genitive Construction (Addition)

Bateson (1967, p. 10) stated that nouns can be definite when followed by “a determining
complement which may be the second noun in a construct phrase”. A genitive construction
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refers to two nouns in a sentence. The first noun is in a construct relationship with the second
noun. In other words, a noun phrase consists of two nouns merged together to form a
constituent. The first noun (the possessed) should be indefinite whereas the second (the
possessor) should be preceded by al-, unless it is a proper noun. When a noun phrase has this
construction, it is definite as it is modified by a following definite noun in the genitive.
In English, this construction can be made with the preposition of (i.e. cataphoric reference
which will be discussed later) or by using possessive‘s. The examples below demonstrate the
case.
(68) The price of the goods [Text 8.8]
(69) The store of the owner= the owner’s store. [Text 34.2]
In Arabic, such sentences are equivalent to:
(70) Se9er al- bagha?e9.
Price the goods.
‘The price of the goods’

(71)

MaHel al- malek
Store the owner
‘The store of the owner’

Although the words price and store are not preceded by al-, they are considered definite for
they are in a state of construction. The definite article does not precede the first nouns (i.e.
price and store) for the reason that they are set as definite by means of addition.
Moreover, when the second noun is a proper noun, the whole phrase is considered a definite
noun phrase.
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(72)

madinat macclesfield [Text 47.5]
City
Macclesfield
‘Macclesfield City’

The above example illustrates that the word Macclesfield is a proper noun and does not require
an article as it is already definite. Therefore, the definite article al- is not added to both nouns.
However, when the second noun is not a proper noun and is not preceded by al-, the first noun
is not considered to be definite.
Shakelen Sehei [Text 4-2]
Form
healthy
‘A healthy form’

Loghah
jadedah [Text 7-4]
Language
new
‘A new language’
maSder

ra?e9

[Text 7-11]

Resource
fantastic
‘A fantastic resource’

Although both English and Arabic have construction states, a point of disagreement can be
noted in the following example:
(73) English: The key of the door of the house.
(74) Arabic: muftah bab al- beit.
Key
door the house.
‘The key of the door of the house’

The above example demonstrates that English allows the use of the definite article with every
noun in such a structure whereas Arabic does not.
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3.6.2.3 Indefiniteness and Nunation (Tanwiin) in Arabic
Although the definite article al- is visible in Arabic script, the indefinite article does not have
an overt form to indicate its presence. Instead, an indefinite marker is considered a zero article
that can be pronounced with the suffix -n (Nunation), it is pronounced Nuun sound and it is not
written. Nunation is a morphological marker that can be found at the end of both nouns and
adjectives. The suffixed -n functions as an indefinite marker and can be indicated by means of
one of three case endings: the nominative case, the accusative case and the genitive case (Nasr,
1967, p.131, Qafisheh, 1977, p. 115 and Schulz, 2004, p.128). Case endings (Table 3.1) are
small marks that are attached to the ends of words to indicate their functions. These case
endings can be used with nouns that are used with the definite article and with nouns that have
no article markers. For example, the nominative case is pronounced with u ( al- kitabu) when
definite and –un (kitabun) when indefinite, the accusative case ends with -a (al-kitaba) when
definite and -an (kitaban) when indefinite and the genitive case ends with -i (al-kitabi) when
definite and –in (kitabin) when indefinite.
Table 3.1 Differences in the use of -n with nouns that are used with the definite article al- and nouns which
are not

English

Transcription

Nominative

Definite

al-rafa9

(75)

Subject

Arabic

al-

kitabu

The

book

‘the book’

Accusative

an-nasb
Object

(76) ana ?qra’a
I

Definite

Indefinite

read

‘I read the book.’

kitabun

ُاﻟﻜﺘﺎب

Indefinite

ٌﻛﺘﺎب

book
‘A book’

al- kitaba

Ana

?aqra’a

kitaban

I

read

book.

the book

‘I read a book.’
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اﻟﻜﺘﺎب
اﻧﺎ اﻗﺮأ ﻛﺘﺎﺑﺎ ً اﻧﺎ اﻗﺮأ
َ

Genitive
al-jer
Possive

(77) Ana ?9Taitoha al- kitabi
I

gave her

the book

‘I gave her the book.’

ana

?9Taitoha

kitabin

I

gave her

book.

اﻧﺎ اﻋﻄﯿﺘﮭﺎ اﻧﺎ اﻋﻄﯿﺘﮭﺎ
ب
ٍ ﻛﺘﺎ
ِ ب اﻟﻜﺘﺎ

‘I gave her a book.’

However, these case endings are not used in normal speech except when reading the Quran
and in children’s educational books. Therefore, these three cases are heard al- kitab (the book)
not al-kitabu (i.e. without the use of the suffix -n) and Ana ?a9Taituha kitab (I gave her a
book) not ana ?aTaituha kitaban. Hence, the claim that Arabic has an indefinite article is
hardly tenable. According to Badawi et al. (2004, p. 32), the Nunation was not primarily an
indefinite marker in Arabic.

Similarly to the view of Badawi et al., many grammarians (e.g. Hawas, 1986, Fehri, 1993,
Swan and Smith, 2001, White, 2003) believed that Arabic has no indefinite article as it is not
overtly written as the definite article al- and that the case endings can be used with both
definite and indefinite markers. Furthermore, Lyons (1999, p. 93) claimed that Arabic is a
language that has an overt definite article, although it does not have a real indefinite article.
It can be concluded that the case endings, which are used as indefinite markers, appear only in
formal speech and while reading the Quran. Hence, the short texts that the researcher used in
comparing the English / Arabic article systems contain no case endings. In other words, the
indefinite article is not present in the texts and based on the views of the grammarians
mentioned above, Arabic does not have an indefinite article and considered zero. The example
below demonstrates this point of view.
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(78) The wake of a violent revolt

[Text 35.3]

This sentence is the equivalent in Arabic to:
(79) 9asheyat thawra 9anefah
Wake
revolt violent
Generally, the above discussion demonstrates that English has one definite article, an
indefinite article (i.e. a(n)) and the zero article (i.e. Ø) whereas Arabic has two definite
determiners: the definite article al- and definiteness through addition. It does not have an
indefinite article like English. Since both languages have some differences in the form of their
article systems, it is necessary to consider their uses, in order to ascertain more about what
points they share and the points that they do not share.

3.7 The Uses of the Definite Article in English/ Arabic
3.7.1 Non-Generic Uses (Specific Uses)
Both languages have some similarities and differences with regard to the use of the definite
article.
3.7.1.1 Anaphoric Reference
1. Direct Anaphoric Reference
In English, when a noun is mentioned twice in a sentence, the definite article the precedes the
noun the second time it is mentioned. In other words, direct anaphoric use involves repetition
of a noun that has been mentioned for the first time earlier in a discourse with an indefinite
article.
(80) A little boy loved to come and play around it every day. The little boy had grown up.
[Text 1.3]
93

The example above indicates that the sentence begins with ‘a little boy’ (i.e. indefinite article)
then in the second part, commences with ‘the little boy’ (i.e. definite article). The reason is
because the phrase ‘the little boy’ is mentioned for the second time in the sentence, and the
occurrence of the depends on the first noun mentioned in a sentence.

2. Indirect Anaphoric Reference
This refers to a reference which becomes a part of the hearer’s knowledge indirectly. There is
an association from what was mentioned in a sentence on the basis of the hearer’s knowledge.
(81) She went to the merchant’s home and knocked at the door. [Text 23.8]
(82) Will passengers please remain seated until the aircraft has come to a complete halt?
[Text 40.8]
The above examples demonstrate that both the speaker and hearer recognize which ‘door,
aircraft’ is being talked about since the nouns ‘home, passengers’ which are mentioned in the
first parts of the sentences ( i.e. anaphora) have a door and passengers and therefore the
words ‘door and aircraft’ are preceded by the definite article the.
Similar to English, Arabic has a direct and indirect anaphoric reference called al-

Al-

9ahdeyah. There are two kinds: al- 9ahd al-thikri al-mubašer (direct anaphoric reference),
and al-9ahd ath-thikri al-gheir mubašer ( indirect anaphoric reference).

3. Al- 9ahd al-thikri al-mubašer (Direct Anaphoric Reference)
As in English, the Arabic definite article al- can be used to specify a noun which is previously
mentioned in a sentence (i.e. previous specification). The occurrence of al- can be used with

94

nouns mentioned for the second time because they are related to nouns which have been
mentioned before in a sentence.
(83) Walad şagheer yoHubo al- la9eb Hawlaha. Al- walad 9aad. [Text 1.3]
Boy little
love
the play around it. The boy came back.
‘A little boy loved to come and play around it. The boy came back.’

4. Al-9ah al-thikri al-gheir mubašer (Indirect anaphoric reference)
Arabic allows the use of the definite article with nouns that have a relationship with nouns
mentioned earlier in a discourse.
(84) Dhahabat ella beith al- tajer
wa
Taraqet ella al- bab. [Text 23.8]
Went she to home the merchant and
knocked on the door.
‘She went to the merchant’s home and knocked at the door.’
3.7.1.2 Cataphoric Reference
In English, the cataphoric reference of (the) has a forward reference to a post modifying
prepositional phrase or a relative clause. It means the definite phrase is based on what follows
the head noun.
(85) Due to the size of the Arabic markets [Text 6.24]
(86) The elderly who contribute to Medicare [Text 3.8]
(87) The copyrights of the composer [Text 12.7]
(88) The rest of the day [Text 41.3]
Unlike English, the cataphoric use of al- in Arabic functions differently. When two nouns are
mentioned in the construct state (as discussed earlier), al- is not needed with the first noun as it
extracts its definiteness from the noun that follows. Hence, the first noun is considered definite
even without the use of al-.
(89) hajim
size

al- aswaaq
al- arabeya [Text6.24]
the markets the Arabic
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‘Due to the size of the Arabic markets’

(90) Nehayat Hoqbat quat al- dolar
End
era
strong the dollar
‘The end of the strong-dollar era’

[Text 36-4]

However, when the noun which is in a state of construction is preceded by an adjective, (i, e,
the noun and adjective) require al-. The following example illustrates.
(91)

Al- logha
al- rasmeyah li al- jaz?er [Text 6.5]
The language the official
of al- Jaz?er.
‘The official language of Algeria’

Moreover, the case with relative clauses in Arabic is different from that in English. Several
grammarians (e.g. Al Daimi and Abdel-Amir, 1994; Fehri, 1993; Elghamry, 2004; Sarko,
2009) believe that relative clauses agree with their head noun in terms of definiteness. When
the head noun is modified by al-, the relative clause must contain a definite article al- , and
when the head noun is modified by a zero article, the relative clause must be zero. The
following examples (from Sarko, 2009, p. 52, 53) demonstrate this as shown below.
(92) ?oridu ?n
aštari
al-kitaaba
al- lathi
I want
in
buy
the book
the that
‘I want to buy the book that I look for some time.’
(93) I

?orihu ?n aštari kitab
abHatu 9nhu
I want
in
buy book
I look for
‘I want to buy a book I look for some time.’

abHatu 9nhu menthu moda
I look for some time

menthu moda.
sometime

(94) *?oridu ?n
aštari al-kitab abHatu 9nhu menthu moda.
I want in
buy
the book
I look for
sometime
‘I want to buy the book that she looks for some time.’

(95) * ?oridu
I want in

?n aštari
kitab
al-lathi
abHatu 9nhu menthu moda.
buy
book
the that
I look for
sometime
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‘I want to buy a book I look for some time.’
However, there is an exception to this rule, which is that of proper nouns. When a proper noun
is followed by a relative clause, al- cannot be used as shown in the following example.
(96) *al- feladelfia

al-lati jonson ya9refoha thorat men awqaat al-eHtelal. [Text 60.1]
The Philadelphia the which Johnson knows is heritage of times the colonial.

‘The Philadelphia which Johnson knows is a heritage of colonial times.’

(97) feladelfia
al- lati
ya9refoha Johnson thorat men awqaat al eHtelal.
Philadelphia the which
know Johnson heritage of times the colonial.
‘Philadelphia which Johnson knows is a heritage of colonial times.’

The above-mentioned sentence (96) is correct without the existence of al- before the head
noun phrase (i.e. Philadelphia). The use of al- with a proper noun in such a situation is not
correct in Arabic unless al- is part of a noun and not added to it.
(98) al- amrikan
al- ladeen Harabo fi fetnaam
The Americans the who
fought in Vietnam
‘Americans who had fought in Vietnam’

[Text 35.14]

The noun Americans is written with al- because it is part of it. Hence the above sentence is
considered correct in Arabic.
Another difference between English and Arabic concerning cataphoric use is that in English
one may say:
(99) The Philadelphia which Mr. Johnson knows very well is a heritage of colonial times.
[Text 60.1]
According to Quirk et al. (1972, p. 155), the deep structural analysis of the above sentence can
be divided into two structures:
1) Philadelphia is a heritage of colonial times.
2) Mr. Johnson knows Philadelphia very well.
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Such a function is not present in Arabic. The following example demonstrates this:
(100) *Al- feladelfia al lati ?a9refohah jayedan heya thorat men Libya al-gadeemah.
The Philadelphia the that I know
well
it heritage from Libya the ancient.
‘The Philadelphia that I know very well is a heritage of ancient Libya.’

In Arabic, the above sentence is correct without the use of al- with the noun feladelfia
‘Philadelphia’.
3.7.1.3 Situational Use
In both languages situational uses can be divided into: immediate situation and large situation.

Immediate Situation Uses (Situational Reference)
In English, the situational reference refers to cases where the reference of (the) is derived from
the extra linguistic situation, that is, the speaker and hearer express an idea which has an
immediate bearing and close association with what is taking place at the time of speaking.
Visible situational use. An object, which is mentioned, is visible in the situation of utterance.
For example, when two persons are having a meal at a table in a restaurant and one asks the
other to pass him/her something on the table.
(101) Could you pass the salt, please? [Text 58.5]
(102) Will you please help clear the table? [Text 58.7]
The examples show that both the speaker and hearer know what is being discussed, that of,
‘salt’ and ‘table’ which are visible to both persons.
Larger Situational Use. This refers to specific and shared knowledge of a situation between a
speaker and a hearer. In specific knowledge, the definite article the is restricted to a certain
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country, nation or other locative expressions. For example, people in the United States may
say the president spoke this morning as they know which president they are referring to.
In addition, this can also apply to general knowledge between a speaker and a hearer.
(103) The sun moves slowly.

[Text 17.3]

(104) The bird flew high into the sky.
(105) They landed on the moon

[Text 23.11]

[Text 18.3]

This function of the definite article is the same in both English and Arabic. In Arabic, there are
two kinds of situational reference al- : al-9ahd al-Hughuri, (immediate situational reference)
and al-9ahd al-dihni (larger situational reference).

Al-9ahd al-Hughuri (immediate situational reference)
This kind of al- is used when the object being referred to is in existence at the moment of
speaking.
(106) Hal
tasmaH
bi tamreer
al- melH ? [Text 58.5]
Could you please
pass
the salt?
‘Could you pass the salt, please? ’

The example implies that the noun salt is mentioned in a situation where both the speaker and
hearer recognize what is under discussion with regards to the salt.

Al- 9ahd al-thihni (larger situational use)
When a speaker mentions something which contains the definite article al-, it enters the mind
of the hearer as both know which object they refer to in the discourse. They share knowledge
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of an object that may be known worldwide or by all citizens of a nation. In such a case, almust be present in a discourse.
(107) raes al- wezarah [text 22-3]
Prime the minister
‘The prime minister’

In Libya, for instance, everyone knows who the prime minister is; therefore, the phrase must
be preceded by a definite article even when there is no a previous mention of it. The kind of
definite marker used in this phrase is a genitive construction which is explained earlier in this
chapter.
3.7.1.4 The Definite Article with Proper Nouns

In both English and Arabic, proper nouns usually arise with the zero article. However, in some
exceptional cases, the definite article can be used before proper nouns as follows:
1) English allows the use of the definite article before proper nouns to express partitive
meaning of these proper nouns. According to Quirk et al. (1972, p. 203 ), ‘When the
names have restrictive modification to give a partitive meaning to the name, proper
names take the (cataphoric) definite article. This means that when a noun is used to
refer to a specific situation, the can be prefixed to it.
Unique meaning
(108)

In Vietnam

(109)

at Christmas

partitive meaning
from the North Vietnamese

[Text 35.18]

during the Christmas of this year [Text 63.4]
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In Arabic, both the unique and partitive meanings are usually expressed by the use of the
definite article al-.
(110) Fi al- milad [Text 62.2]
At the Christmas
‘At Christmas’

(111) Khilala al milad [Text 62.4]
During the Christmas
‘During the Christmas’

2)

In English, the definite article can be used before plural proper nouns to refer to a
family name.

(112) The Smiths are having dinner. [Text 14.1]
In Arabic, when mentioning family names, al- can be used with both singular and plural
proper nouns.
(113) al- baghdadi al- maHmudi [Text 22.4]
The Baghdadi the mahmudi

The noun al- maHmudi refers to the family that al-baghdadi belongs to. Hence, it should be
preceded by al-.
3.7.1.5 The Definite Article as Part of a Name

In English, the definite article the forms an organic part of the name in some cases:
1) Some countries have the definite article as part of the country’s name.
(114) The United States

[Text 9.9]
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(115) The United Nations

[Text 6.18]

Similar to English, this is also present in Arabic. Many names of countries and cities include
the definite article al- as part of the name (Schulz, 2004).
(116) Al- omam al- motaHedah
The Nations the United
‘The United Nations’

[Text 6.18]

(117) Al welayat al- motaHedah [Text 9.9]
The States the United
‘The United States’
However, some names of cities and countries are preceded by the definite article al- in Arabic,
while in English, they are preceded by the zero article. This point of disagreement may
confuse Arab learners of English and lead them to use the when it is not required with some
names of cities/countries.
(118) al- jaz:a:?ir
The Algeria
‘Algeria’
(119) al- 9 iraq
The Iraq
‘Iraq’

[Text 6.6]

[Text 9.2]

2) The definite article with names of seas and oceans
In English, the definite article can be used with names of seas, mountains and oceans.
(120) The Mediterranean Sea [Text 50.4]
(121) The Red Sea [Text 27.10]
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This is also a frequent case in Arabic. In some cases, the definite article al- can be used in both
components of the name of the sea especially when the restrictive component is originally an
adjective.
(122) al- baHr al- aHmar
The red the sea
‘The Red Sea’

[Text 27.9]

(123) al- baHir al – mutawaseT [Text 50.4]
The sea the Mediterranean
‘The Mediterranean Sea’
(124) al- šarq al- awseT [Text 6.19]
The east the middle
‘The Middle East’

Nevertheless, when the restrictive component is a proper noun, the word baHr (sea) does not
have the definite article al-.
(125) baHr al- 9arab
Sea
the Arab
‘The Arab sea’
The reason for this is that the word baHr is treated as a component of a genitive structure.

3) With names of rivers
In English, the definite article can be used with names of rivers.
(126) The River Nile or the Nile [Text 21.1]
In contrast to English, Arabic does not allow the use of al- with the word ‘river’ naher in
construction similar to the ones mentioned above, as in this case it is in a genitive position.
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(127) Naher Al- neil
River the Nile
‘The river Nile’
3.7.1.6 The Definite Article with Superlatives
English allows the use of the definite article the with a superlative adjective such as the phrase:
(128) The biggest problem [Text 7.3]
(129) The longest river in the world [Text 21-1]
However, in Arabic, the use of the definite article al- with nouns that follow superlative
adjectives depends on number; if the noun is plural, the definite article al- is required; if it is
singular, al- is not needed.
(130) Akbar mushkelah towajeh al- nass [Text 7.3]
Biggest problem
face
the people
‘The biggest problem people face’

(131) Afdhal al- Torek li momarasat al- reyadhah [Text 4.11]
Best the ways to
get
the practice
‘The best ways to get practice’
However, abstract adjectives usually agree with nouns as regards definiteness. If the noun is
preceded by a definite article al-, the adjective has al- as well.
(132) al- aswaq al- 9arabyah
The markets the Arabic
‘The Arabic markets’

[Text 6.24]

3.7.2 The Generic Uses of the Definite Article the
The generic use of the can be used to refer to a class, race, or individuals of a nation. It is
regularly used with singular nouns to refer to a generic sense. However, some researchers (e.g.
Celce-Murcia and Larsen-Freeman, 1999) believed that the can be used with plural nouns to
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refer to a generic reference whereas according to Quirk et al. (1985) and Standwell (1997),
(the + plural nouns) cannot be used to refer to a generic use. They believed that such
sentences cannot be used to refer to a generic sense. Quirk et al. (1985, p. 283) provided the
following sentences as examples:
(133) The wolves are carnivorous ≠ wolves are carnivorous.
There are two special cases where the can be used with plural noun phrases:
1- Nationality nouns where noun phrases are used to refer to people of a specific nationality or
nationalities.
(134) A strong competition is taking place between the Australians and the Americans. [Text 8.11]
(135) Installed by the British in the wake of a violent revolt [Text 35.1]
2- When adjectives are used as nouns and refer to a group of people.
(136) The elderly who contribute to Medicare [Text3.5]

3.7.3 The Definite Article with Names of Institutions
In English, the definite article the can be used to refer to a particular use of an institution.
(137) He went to the school. (As a parent to see the headmaster)
(138) They went to the prison. (To visit somebody)
The examples show that the definite article the was used with these nouns as they were not
used for their main purposes. They were used, instead, to refer to a particular use.
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In Arabic, only the definite article al- can be used to refer to the customary use and the
particular use of an institution. For example, if a student wishes to inform his/her father about
something related to school, he/she might say:
(139) af9alu ma bewes9i fi
I do
well
in
‘I do well in school.’

al- madrasah. [Text 20.1]
the school

The definite article al- is used with the noun school which refers to a place where students
study, i.e., it is used to refer to its main purpose.
If the parent of the student wishes to meet the teacher of his/her son, he/she would say:
(140) sa?thhabu ila al- madrasah.
I will go
to the school
‘I will go to the school.’
The example above demonstrates that the definite article al- is used with the noun school to
refer to a particular use. Consequently, Arabic allows the use of al- with the names of
institutions in both uses; that is, the main use and the particular use.
Additionally, if the sentence He went to school is translated literally into Arabic huwa thahaba
ila madrasah, its indication in Arabic will be different to that in English. Such a sentence may
mean that the student went to ‘any school’ or a school that nobody has heard of. Accordingly,
the use of the zero article and the definite article in such a case is not present in Arabic.
As Arabic allows the use of al- in both cases whereas English allows it in one case, thus,
Libyan students may tend to use the definite article the in most cases of such a use.
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3.7.4 Names of the Days of the Week
In English, the zero article can be used with days of the week, unless a particular day is
referred to in a sentence. For instance, in English one may say:
(141) On Sunday, the Libyan government announced that the town has been recaptured. [222]
However, in Arabic, days of the week are usually used with the definite article al- . Therefore,
the definite article is used even when they are modified by an adjective.
(142) Yawm al-aHad
[Text 22.2]

al-Hokoma

al-liyeyah a9lanat in al-madenah a9eid eHtelalaha.

Day the Sunday the government the Libyan announced the town

is recaptured.

‘On Sunday, the Libyan government announced that the town has been recaptured.’
(143) al- jum9a
The Friday

al- maathiy [Text8.12]
the last

‘Last Friday ‘

3.7.5 The Definite Article with Demonstrative Pronouns
In Arabic, when nouns are preceded by a demonstrative pronoun (singular or plural), the
definite article al- should be used. (whether the reference is specific or generic)
(144) hathihi al- seyasah
tozawedoka
This
the policy
provide you
‘This policy provides you with money.’

(145) hathihi
al- toqoob
fi
quloob
These
the holes
in hearts
‘These holes on the hearts of others’

bin- noqood [Text 3.24]
with the money

al- ?khreen [Text 2.18]
the others
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3.7.6 The Logical Use of the
This applies to the use of the with certain words. These words are adjectives and
postdeterminers ‘whose meaning is inalienably associated with uniqueness: ordinals such as
first; general ordinals such as next and last (Quirk et al., 1985, p. 270).
(146) On the first day [Text 2.5]
(147) The sixth spoken language

[Text 6.16]

(148) The last possible moment

[Text 10.11]

3.7.7. The Use of the with Sporadic Reference
The definite article can be used with aspects of mass communication such as radio, television
and newspaper.
(149) I listened to the radio a lot. [Text 54.4]

3.8 The Uses of the Zero Article in English and Arabic
Arabic has no indefinite marker.

It has the definite article al- and its absence marks

indefiniteness. A point of conflict between Arabic and English is the word man, for example,
if it is literarily translated into Arabic, man would be rajul. From a semantic point of view
each has a different meaning from the other. In Arabic, the word rajul corresponds to a man in
English and the word man in English corresponds to the word al-ensaan (i.e. mankind). The
following example demonstrates this.
(150) Hadehi
This

khaTwah
step

Sagherah
small

li

al-ensaan.

for the mankind

‘That is one small step for man.’
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[Text 18-4]

3.8.1 The Zero Article with Plural Count Nouns
In English, the zero article can be used to refer to a whole class of an object.
(151) There is no correlation between currencies and markets. [Text 36.10]
(152) Volcanoes erupt violently. [Text 38.1]
(153) Plastic products are popular. [Text 43.18]
The above examples show that the nouns currencies, volcanoes and plastic products refer
to a class as a whole as they are referring to generic uses.
Arabic, however, differs from English in this instance as Arabic usually uses al al-jinseyah
to refer to a generic reference. The above mentioned examples are translated into Arabic
as:
al- omlaat wa al- aswaaq. [36.10]
(154) Layes honaka tanaseb bein
No there correlation between the currencies and the markets.
‘There is no correlation between currencies and markets.’

(155) Al- barakeen tathoru be onef [Text 38.1]
The volcanoes erupt
violently.
‘Volcanoes erupt violently.’
(156) Al mantojaat al- plastik sha?e9a. [Text 43.18]
The products the plastic popular.
‘Plastic products are popular.’

3.8.2 The Zero Article with Mass/ Non-Count Abstract Nouns
In English, the zero article can be used with mass and abstract nouns to indicate an interest in
a class.

(157) There is a lot of gold and silver in my boat.
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(A specific use) [Text 10.16]

(158) Happiness, Sadness, Knowledge, and Love (A generic use) [Text 10.3]

The above examples show that English allows the use of the zero article with mass nouns (e.g.
gold and silver) and abstract nouns (e.g. happiness and love) to refer to specific and generic
uses.

Moreover, regarding abstract nouns, some can alternate between count and non-count as
shown below.
(159) Plastics are taking the place of glass. [Text 43.14]
(160) Drink two glasses of water. [Text 41.3]
In example (159) the noun glass refers to the material by which glass is made, hence, it is a
non-countable noun. In example (160) the noun glass is a countable noun as it has a similar
meaning to a cup.
However, Arabic functions differently. The definite article al- is used to indicate an interest in
a class in both uses (i.e. generic and specific) together with countable and non-countable
nouns.

(161) Al- saedah
wa al- Hozen
wa
The happiness and the sadness
and
‘Happiness, sadness, knowledge, and love’

Al- ma9refah
wa
Al- Hob
the knowledge and the love

(162) Mantojaat al- belastik t?khod makaan al- zojaj.
Products the plastic take
place the glass.
‘Plastics are taking the place of glass.’
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3.8.3 The Zero Article with Names of Institutions
In English, certain count nouns in prepositional phrases arise with the zero article to refer
to the customary use of an institution.
(163) I do well in school. (I am a student and go to school to study). [Text 20.1]
(164) I would like to study something different at university.

[Text 15.1]

In the examples above, the zero article is used with school and university as they are refer
to their main purposes.

3.8.4 The Zero Article with Means of Transportation
In English, the zero article is usually used with phrases that are linked to means of
transport with by.
(165) I usually go to school by bus.

[Text 20.6]

(166) I go to town by bus and come back by train. [Text 56-1]
However, Arabic functions in a different way; in such contexts the definite article al- is
always required before the noun. For example,
(167) ?na 9adatan athdabu ila al- madrasah
I
usually
go
to
the school
‘I usually go to school by bus.’

be al- Hafelah. [Text 20.6]
by the bus.

3.8.5 The Zero Article with Names of Seasons
In English, names of seasons may occur with the zero article or the definite article.
The former is usually used when referring to seasons in general.
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(168) Summer is the warmest season. [Text 59.1]
The definite article is used with names of seasons when a particular part of a particular
year is referred to.
(169) The summer of 1971 was usually cool. [Text 59.1]
The situation in Arabic is different. Arabic always allows the use of al- with names of
seasons except for the genitive case which is marked by the absence of the definite article
al-. As presented below:
(170) Al- Seif
?dfa
faSel.
The summer warmest season
‘Summer is the warmest season.’
(171) Seif
9aam 1971 kana barid.
Summer year
1971 was
nice.
‘The summer of 1971 was usually cool.’
But
(172) *Seif
?dfa
faSel.
Summer warmest season
‘Summer is the warmest season.’
This Arabic sentence does not have a similar implication as that of its English equivalence
because it indicates that summer is the warmest season is ambiguous.

3.8.6 The Zero Article with Times of Day and Night
In English, the zero article is used with the times of day and night especially when they are
preceded by the prepositions at, by, after, before.
(173) For children troubled with incontinence of urine at night. [Text 51.1]
However, the definite article can be used with times of day, particularly when they are
preceded by the preposition in. For example,
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(174) Local time is five thirty in the afternoon. [Text 40-3]
(175) I decided to go early in the morning. [Text 55.3]
In this respect, Arabic allows the use of al- with the majority of these times, as
demonstrated below:
(176) Fi al- lail [Text 51.1]
At the night
‘At night’
(177) Fi aS-SabaH [Text 55.3]
In the morning
‘In the morning’

3.8.7 The Zero Article with Names of Meals
In English, the zero article can be used with names of meals that are served at regular times
of the day.
(178) The Smiths have invited friends for dinner [Text 14-1]
However, the zero article may not arise if the meal is served on a special or formal
occasion. Instead, the definite article or the indefinite article can be used as can be seen in
the following examples (From Quirk net al., 1985, p. 279).
(179) That day, the lunch was served on the terrace.
(180) We had a nice dinner, just the two of us.
Unlike English, Arabic permits the use of al- before the names of meals mentioned in a
general sense.
(181) Madha
toredu
li al- efTaar? [Text 58.2]
What
you like
for the breakfast?
‘What would you like for breakfast?’
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Furthermore, Arabic allows the use of the zero article before names of meals in the
following cases:
1- When the name is in the genitive case, i.e.
(182) Ghada al- malikah
Lunch the queen
‘The lunch of the queen’ or ‘the queen’s lunch’
2- When the name of the meal is followed by a restrictive prepositional phrase, i.e.
(183) Huwa Hagharat ghada 9ala sharaf al- wazeer. [Text 58.1]
He
attended lunch
on
honor the minister.
‘She attended the lunch given in honor of Minster.’

3.8.8 The Zero Article with Illnesses
In English, the zero article can be used with names of illnesses.
(184) Are you at high risk for diabetes? [Text 3.29]
(185) Nausea, vomiting, ulcers, liver damage, and hepatitis [Text 16.6]
However, the indefinite article can be used with some kinds of diseases (such as cold, fever
and temperature) and the definite article with some well-known infectious diseases e.g.
(186) I have a fever. [Text 23-4]
(187) Are you at high risk for a heart-attack? [Text 3.31]
(188) I was in bed with the flu last night. [Text 53.2]
However, in Arabic, al- should be used with all names of diseases.
(189) ?mradh methel al- taifood wa al- zaHar wa Al- kolerah
Diseases
like the typhoid and the dysentery and the cholera.
‘Diseases like typhoid, dysentery and cholera’
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[Text 50-20]

3.8.9 Times of the Day
In English, times of the day are used with zero article. For example,
(190) At ten fifty six Neil took the first step. [Text 18.4]
Unlike English, Arabic allows the use of al- when referring to times of the day.
(191) fi al 9asherh wa sit
At the
ten and
six
‘At ten fifty six.’

wa khamsoon [Text 18.4]
wa
fifty

3.8.10 The zero Article with Non- Generic Meaning
In English, the zero article is sometimes used to refer to particular situations without
implying generic reference.
(192) Students are required to pay their fees before the beginning of the term. [Text 57.2]
The above example does not refer to students in a generic sense. Instead, it refers to
students in a particular school or university to whom this notice is issued.
This does not apply in Arabic as in similar contexts the definite article al- is always
positioned before the noun.
(193) Al- Talabah molzameen be dafa9 al- rosoom qabela bedayat al- feSel.
The students
required
to pay
the fees
before beginning the faSel.
‘Students are required to pay their fees before the beginning of the term’
The noun phrase ‘the students’ in the above example refers to a specific group of students
in a certain educational institution. Moreover, the occurrence of the noun students without
the definite article al- renders it an ungrammatical sentence.
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3.8.11 The Zero Article With the Words Town/ Home
In English, the zero article can be used after a preposition when reference is made to a
town near which the speaker lives and he/she is familiar with.
(194) Last week we were at town. [Text 56.2]
In a similar manner, the word home can be used with the zero article.
(195) You can go home. [Text 23.3]
In Arabic, on the other hand, al- should be used before the words ‘town’ and ‘home’. This
al- is called /al- al-thihneyah/ which indicates something known to both speaker and
hearer. The above mentioned examples are translated into Arabic as:
(196) ?al- esboo9 al- madhei
konah
The
last
the
week were we
‘Last week we were at town.’

(197) Yomkoneka
al- dhahab
You can
the going
‘You can go home.’

ila
to

fi al- baldah. [Text 56.2]
in the town

al –beit
[Text 23.3]
the home.

3.8.12 Miscellaneous Uses of the Zero Article
In English, the zero article can be used with a variety of phrases. This kind of use can be
termed ‘terminological use’.
(198) By chance [Text 23.6]
(199) By land [Text 19.4]
(200) To bed [Text 55.1]
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In Arabic, al- should be used with such phrases. For example,
(201) Bi al- Sodfah
By the chance
‘By chance’

[Text 23.6]

3.9 Uses of the Indefinite Article in English
According to Quirk et al. (1985), the indefinite article a/an can be defined as definiteness.
A/An are used with singular count nouns to refer to specific and generic references.

3.9.1 Specific Uses
1. Non Referring Uses of the Indefinite Article
In English, the indefinite article has a descriptive role when it is associated with the
complement function in a sentence.
(202) There was a huge apple tree. [Text 1.1]
(203) Art is a healthy form of expression. [Text 4.1]
(204) It is a special occasion. [Text 5.1]
2. The Indefinite Article with Descriptive Exclamations
The indefinite article in English can be used for descriptive exclamation.
(205) What a strange incident I witnessed!

[Text 23.10]

3. The Indefinite Article and the Numeral One
Historically, the indefinite article a/an is derived from the unstressed form of one. Even in
modern English, there are some contexts in which a/an can be substituted by a numeral one
(Perlmutter, 1970 and Quirk et al., 1985).
(206) There was a boy.

[Text 2.1]

(207) There was one boy.
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(208) A packet of sugar
(209) One packet of sugar

[Text 14.4]

Perlmutter (1970, p. 234) states that “English has a rule which obligatorily converts unstressed
proclitic ‘one’ to ‘an’ with the final ‘n’ later dropping before a consonant”.
Hence, the rules that apply to the distribution of numeral one can also be implemented to the
distribution of the indefinite article. Perlmutter (1970) supported this view by providing rules
that both the numeral ‘one’ and the indefinite article share:
1) Both the indefinite article and the numeral ‘one’ cannot be used before plural nouns.
(210) *there are one books on the table.
(211) *there are a books on the table.
2) Both the indefinite article and numerals cannot be used before non-count nouns.
(212) *a blood
(213)*one blood.
The above examples are not grammatical as the indefinite article cannot be used with noncount nouns and since it is derived from the numeral one, the latter (i.e. the numeral one)
cannot be used with non-count nouns.
3) Both the indefinite article and numerals may occur with mass nouns when a speaker
Intends a particular semantic reference (e.g. a kind of).
(214) A coffee (to refer to a cup of coffee) [Text 58.4]
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(215) One coffee (to refer to one cup of coffee)
(216) Two coffees (to refer to two cups of coffee)
As a is derived from the numeral one, then the rule applies as well, thus, the phrase a coffee is
grammatical since it replaces the numeral one.
However, an exception to the assumption that the indefinite article is derived from the numeral
one arises when the indefinite article is used to refer to generic sense; in this instance, one
cannot be substituted by a/an (Quirk et al., 1985, p. 274).
(217) A tiger can be dangerous.
If a is replaced by one, the sentence will not bear any generic reference and it may refer to a
specific tiger.
4. The Indefinite Article in Measuring Phrases
The indefinite article can be used before phrases of time and measurements.
(218) We left them for half an hour. [Text 56.2]
(219) You took a month or six months ago. [Text 7.27]
(220) A hundred Ottoman liras [Text23.7]
(221) Once a year [Text 49.2]
5. Use of A/An When a Referent is Mentioned for the First Time
A/an can be used when a referent is not identified in the shared knowledge of speaker and
hearer, when the referent is not mentioned previously.
(222) Due to an accident [Text 3.7]
(223) A retailer is the person who sells goods in small quantities. [Text 42.1]
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6. The Use of A/An in Vacillation Cases
This refers to some situations in which the presence or absence of a/an does not affect the
sentence.
(224) The man worked as (a) woodcutter. [Text 32.1]
The use of the indefinite article in the above example is optional.

3.9.2 Generic Uses
The indefinite article a/an can be used to refer to a generic sense. Quirk et al. (1985, p. 281)
stated that a/an can be used to refer to “any representative member of the class”.
However, a/an cannot be used to attribute properties that have a reference to the class as a
whole (Quirk et al. 1985). Similarly, Chesterman (1991, p.34) believed that generic uses of
articles have different distributions as illustrated in the following examples:
(225) a-The bear is becoming extinct.
b-Bears are becoming extinct.
c-*A bear is becoming extinct.
Example c cannot be used to refer to a generic sense as the predicate (which is becoming
extinct) cannot be applied to one bear in such a situation).
The differences between the English and the Arabic article systems can be summarized in
terms of their uses in the following table (Table 3.2). The first part of the table shows the
situations where English allows the use of the/zero and Arabic allows only al-.The second part
reveals the situations in which English allows the zero article and Arabic allows only the
definite article al-.The third part explains the situations in which both languages allow the use
of the definite articles: the in English and its equivalent al- in Arabic.
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Table 3.2 Summary of differences between English and Arabic article system

English the or Ø = Arabic al-

English Ø

=

Arabic al-

English the =

Arabic al-

1- Institution

1- Days of the week.

1- Anaphoric use of the

2- Meals

2- Means of transport

2- Logical use of the

3- Names of seasons

3- Parallel structure

3- Non-referring use of the

4- Illnesses

4- Certain names of cities/countries.
5- Times of the day
6- Count nouns when referring to a

indefinite
4- Some names of
seas/oceans

generic sense.
7- Mass nouns
8- Miscellaneous

To conclude, the overview of the article systems in English and Arabic makes it clear that both
languages vary in form and range of uses. Such variations may cause difficulties for Libyan
learners of English in relation to learning the English article system. This issue will be
discussed in greater depth below.

3.10 Results and Predications of the Comparison
The above comparison showed that English and Arabic share some similarities and differences
with regard to the articles in terms of their forms and uses. English, For instance, has one
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definite article (the), whereas in Arabic there are the definite article al- and appending a noun
to another noun (addition). In addition, English has the indefinite article (a/an and zero), while
the Arabic equivalent is zero. In English, the indefinite article can be used to express a class of
an entity such as a lion is an animal. In Arabic, however, the English indefinite article in such
a sentence is superseded by the definite article al- as in: al-assad Haywaan, (the lion animal),
‘A lion is an animal’.
According to the Contrastive Analysis Hypothesis, making a comparison between the two
languages may assist researchers to predict the process of learning learners’ errors before they
are made and as a result, prepare successful teaching materials. In addition, the differences
between the two languages may cause problems and result in errors, which can be attributed to
mother tongue interference. Consequently, depending on the CAH, a variety of potential
difficulties for Libyan learners of English can be predicted. A comparison between English
and Arabic in terms of the Article system was conducted and resulted in the prediction of some
difficulties which can be summarized as follows:
1- The absence of the indefinite article in Arabic may be problematic for Libyan learners
of English. A Libyan learner of English is likely to omit the indefinite article. For example,
a Libyan student may write sentences such as* this is book, *she is teacher. (See section
3.6.2.3).
Moreover, a Libyan learner of English may confuse a and an, and is more likely to omit
the indefinite article than the definite article (See section 3.6.1.1). One would expect
Libyan students to write the following sentences:
*This is a orange.
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*I saw him a hour ago.
2- As Arabic differs from English in that Arabic does not have a phonologically overt
exponent of indefiniteness, Libyan learners of English, may tend to use the indefinite
article whenever the definite article is not used (See section 3.6.1.1).
* I want a rice.
* There are a bags.
3- Another complexity that Libyan learners may experience as regards the definite article
is the interference from the Arabic genitive construction (See section 3.6.2.1). For
example, a Libyan student may write sentences such as:
*Car the teacher
‘The car of the teacher’
*Rest the day
‘The rest of the day’
Such errors may be very common amongst many Libyan students who tend to transfer this
rule from their native language (i.e. Arabic) to refer to a genitive construction.
4- In certain situations in English (i.e. idiomatic expressions) no article is needed as in the
phrases in bed and by chance (See section 3.8.12). However, the definite article al- is
usually required in Arabic in similar situations. For example, a Libyan student may write
phrases such as:
* By the chance
* Go to the bed at 9:30

5- The definite article al- is required in Arabic with names of the week, names of meals,
certain names of towns/cities and countries (See sections 3.7.4, 3.8.7 and 3.8.11). For that
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reason, when writing an English sentence, a Libyan student may add the to such names.
For instance, a Libyan student may write the following sentences:
* I visited the India the last the year.
*The breakfast, the lunch, and the supper are basic meals in the Kuwait.
* I was in the Cairo the last the Saturday.
6- As Arabic allows the use of al- with a post modifying relative clause and does not
allow it with a post modifying prepositional phrase, a Libyan student may omit the when
referring to prepositional phrases in English (See section 3.7.1.2). A Libyan student may
thus write phrases such as:
* Size of the Arabic markets
* Price of the goods
7- Libyan students are likely to use the with names of institutions when referring to their
main purposes (See section 3.8.3). For instance, a Libyan student may write:
* I do well in the school.
*Doctor John goes to the hospital every day.
8- Libyan learners of English may also tend to use the definite article with mass/abstract
nouns and plural countable nouns which are used to refer to a generic sense (See section
3.8.2). They may well write the following sentences:
*the life is beautiful
*the happiness, the love, and the knowledge are all feelings
*I like the bananas.
*the Dogs are useful to the man.
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9- In English, when writing words preceded by the preposition by and that they indicate a
means of transportation, the zero article is required, whereas in Arabic, such words are
confined to the definite article al- (See section 3.8.4). For this reason, a Libyan student
may insert the definite article into a sentence and write
*I go to the school by the bus.
10- As abstract adjectives agree with nouns in definiteness in Arabic, a Libyan learner of
English is likely to insert the definite article the to both adjectives and nouns in English
(See 3.7.1.6). For example, a Libyan learner may write phrases like
* The respective the mother
* The Libyan the government
The following tree demonstrates the structure of the noun phrase the respective mother in
Arabic
NP

N

DEF

Al-

oum

The

mother

AP

N

DEF

al-moHtaremah
the respective

‘The respective mother’
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11- The use of the definite article with superlative adjectives is obligatory in English, but
the situation is different in Arabic (See section 3.7.1.6). The use of al- with the superlative
adjectives is allowed only with plural nouns. Singular nouns that are preceded by a
superlative adjective can be used only with the zero article, therefore, no use of al- is
required. Such a difference between English and Arabic may lead a Libyan learner to write
sentences like
* John is best student in my class.
* Tipesti Hotel is oldest building in Benghazi.
12- A number of nouns (e.g. information, advice) are classified as non-countable in
English and countable in Arabic (See section 3.8.2). This mismatch may be problematic
and makes a Libyan learner’s task more complex, because she/he needs to learn both the
article system and noun distinctions. A Libyan learner is likely to write sentences such as:
*I have a good news.
*I gave him an information.
Moreover, some nouns in English can be countable and non-countable. This depends on
the meaning and context in which they are mentioned. Such a function may confuse a
Libyan learner for he/she may not identify what the mentioned noun refers to. For instance,
a Libyan learner may be expected to write a sentence as follows:
*the windows are made of the / a glass.
Additionally, by comparing the use of the article systems in both languages, it can be
concluded that Libyan learners of English are liable to use the instead of Ø, and overuse the
definite article the when no article is required. This result was based on the frequency check
that was used to compare the article systems in both languages using a collection of authentic
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texts. The comparison revealed that there are 265 uses of the zero article in English used with
the definite article al- in Arabic. As a result, it can be predicted that such a frequency may
hinder Libyan learners to effortlessly master the use of the zero article. The following table,
(Table 3.3) illustrates the results of the comparison (i.e. the collection of authentic texts) of
English and Arabic uses of the article systems in both languages. For further details about the
collection of texts, see appendix E.

Table 3.3The Results of Comparing the Uses of the Definite Article in English and Arabic

English

Definite
The

Indefinite
a/an

Zero
Ø

114
36
10

10
5
69

265
33
49

Arabic
Definite article alDefinite through addition
Zero
Ø

Moreover, the comparison indicates that 114 uses of the definite article in English
corresponded to the definite article al- in Arabic. Therefore, the use of the English definite
article may not be overused or underused as it shares some similarities with the use of the
Arabic definite article al-.
To conclude, the aforementioned potential difficulties were predicted by comparing the article
systems in English and the article system in the learners’ first language (i.e. Arabic). This
study intends to investigate whether the differences between the two languages in the use of
articles can be reliable indicators of any interference in the Arabic language. In other words,
can errors be accounted for through analysis of differences between the learners’ L1 and L2?
As mentioned earlier in this chapter, the researcher used a collection of authentic texts to
establish the similarities and differences between the two languages and predict the errors that
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Libyan learners of English may make. The following paragraph provides more information
about the texts used in this study.

3.11 Description of the Authentic Texts Used in This Study
The data were collected in 2011 and consist of sixty pieces of short texts; 32 of them are
written in English and 28 in Arabic. The total number of words in the English articles is 11,
972, whereas in Arabic, there are 9,718. The English articles are coded with the letter E and
the Arabic ones with the letter A. The examples are from different fields, (e.g. fable stories,
political texts, daily conversations, medical texts, prescriptions and instruction guides); some
were obtained from websites and others from different catalogues and books. In addition, all
metadata, (e.g. the original language of every article and description of articles) about the
authentic texts is provided in appendix E so that the reader and other future studies may benefit
from it.
On the whole, some linguists, previously mentioned in the first section of the chapter, (e.g.,
Christophersen, 1939; Hawkins, 1978; Carlson, 1977) have made attempts to describe and
classify the article system. Others, (e.g., McEldowney, 1977; Master, 1994) have proposed
pedagogical grammars to simplify the instruction of the articles. Moreover, some researchers
(e.g. Berry, 1991 and Master, 1997) have investigated various pedagogical implications for
teaching the article system to examine which one has a positive effect in assisting foreign
learners to learn it. Some of these pedagogies are dealt with below.

3.12 Pedagogical Implications on Teaching the English Article System
Second language learners may face problems learning the English article system because of
the considerable amount of rules the student is obliged to recognize and the exceptions which
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apply to them. Some languages such as Arabic contain article systems, but are not used in the
same manner as in English. As a result, the English article may be challenging to explain.
Therefore, a careful selection of teaching strategies is essential in order to achieve success.
A number of linguists (e.g. Beaumont and Galaway, 1994 and Master, 1994) believed that
formal instruction is required to assist L2 learners to become proficient in the article system.
Master (1994, p. 248) concluded that “language instruction is beneficial if that instruction is
based on a systematic presentation of the material, that is, when the material is presented in a
hierarchy of manageable segments with continuous building on what has been taught before.”
Multiple options have been proposed for teaching the English article system and making its
acquisition accessible to L2 learners.
A pedagogical grammar technique for teaching the English article system was produced by
McEldowney (1977) who proposed a generalized grammar method of the English article
system that contains four elements: a, the, -s and some. To simplify the grammar of the
English article, she ensured the significance of establishing “one form for one function”. The
presence or absence of the articles depends on four types of meanings:
a) Whether the NP is general or particular,
b) Whether the NP is any or special,
c) Whether the NP is countable or uncountable, and
d) Whether the NP is singular or plural.
Based on the above taxonomy, she produced four further stages (Table 3.4) to teach the
article system, beginning with singular countable nouns, followed by plurals, uncountable
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nouns and generic nouns. Every phase deals with three basic notions: any (a, some),
special (the), and general (-s, and the). The following table demonstrates this as follows:
Table 3.4 Stages of the Article Usage by McEldowney, 1977, p. 110

Stage I

Stage II

Stage III

Stage IV

A+ Noun
“anyone”
The + Noun
“the special one”
Noun + S
Some + Noun + S
“any ones”
The + Noun + S
“the special ones”
Noun
“the substance in general”
Some + Noun
“any substance”
The + Noun
“the special substance”
Numeral + Noun + S
“any numbered ones”
A+ Noun
The + Noun
The + Noun+ S
“ones in general”

McEldowney’s proposal is not perfect as some parts and the four teaching strategies may
confuse learners in some ways and furthermore, the concepts ‘particular’ and ‘special’ may
confuse learners. McEldowney’s taxonomy of the English article usage can be summarized
as follows: (McEldowney, 1977, p. 99)
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Particular

general

Special

any

countable

A+N
Countable

uncountable

countable

uncountable

N
N+S
The+ N

Singular

plural

the+ N

singular

plural

The+ N+S

“the special substance”

The+ N

The + N+ S

“the special one”

“the special ones”

“ones in general”

a+ N
“any one”

some +N +S
numeral
“any ones”
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uncountable

some+ N
“any substance”

“the substance in general”

It appears that a distinction is required in case learners confuse a particular referent with a
special reference. Moreover, the connotation of a and some with any, and the with special is
not appropriate in sentences such as:
(226) a. I met a friend in the park yesterday.
b. She has some toys in her hand.
In sentence a ‘the friend’ mentioned is not “any one”; the individual who the speaker met on
the way is a “special one”. In b, based on McEldowney’s definition, the toys are not equivalent
to ‘any toys’ but, instead, they are specific toys.
Another proposal for teaching the English article system was produced by Whitman (1974, p.
253). He assumed that the English article structure is “a sequence of quantification and
determination rather than a choice between specific and unspecific” and outlined six sequential
steps for teaching the English article system. His suggestion was based on two factors: ease of
explanation and frequency of occurrence:
1. Quantity (singular/ plural nouns) (This is a book. These are three books)
2. Generic plural (All apples are red. Apples are red).
3. Non-count nouns (count nouns vs. non-count nouns). (A lot of books/ a lot of water).
4. Determiners (which/ NP question; second mention). (The book which I bought is
good).
5. Quantity and determiner. (One of the books on that table is red).
6. Generic articles. (A mouse is smaller than a cat. The mouse is smaller than a cat. Mice
are smaller than cats).
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Whitman’s suggestion reveals that he introduces quantity first because of the ease of ‘the
concept of counting’ rather than the concept of ‘known groups’. He presents the generic plural
because of its relation to the concept of quantity. Whitman produces the generic plural in step
2 and generic articles in step 6 because generics a and the are not commonly found and are
best taught at a later stage.
Master (1990) proposed a binary system to simplify the rules (Table 3.5). This dichotomy
differs from the traditional taxonomy of article use in terms of specificity, definiteness,
countability and number. In his binary system, article use is based on a contrast between
identification, (which is marked by the) and classification, (which is marked by a, Ø).
Classification includes the features [-definite] [-specific] and identification contains [+
definite] [+specific].
Table3.5 Master’s Aspects of Classification and Identification (1990, p. 741)

Classification (a,Ø)
Count/ non-count
First mention

Defining post modification
Partitive of- phrase
Intentional vagueness
General characteristics
Existential there and it
Classifies proper nouns
Idiomatic phrases

Identification (the)
Subsequent mention
Ranking adjectives (e.g. first, second etc.)
Shared knowledge
Limiting post modification
Descriptive of- phrase

Generic the
Proper nouns (Ø and the)
Idiomatic phrases

Moreover, Frodesen and Eyring (2003, p.78) provide a table to explain what Master means by
one form/one function correspondence.
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Table 3.6 One Form/One Function Correspondence of Master’s Binary System

Classification
[-definite][-specific]
Illustrates a kind, class or group

Identification
[+definite] [+specific]
Illustrates a specific feature

A
singular noun
(227) I need a scarf.
An
singular noun
(228) John needs an apple.
Ө
non-count noun
(229) We like music

The
singular noun
Plural noun
non-count noun
(230) The scarf I bought is nice.
(231) The apple Johan ate is not washed.
(232) The music we listened to was nice.

Answers the question What?
What do you need?
A scarf

Answers the question Which?
Which scarf?
The scarf that I bought.

Master (1990, p. 466) provides the following examples to demonstrate the characteristics of
definiteness and specificity.
(233) a. [-definite] [+specific] A tick entered my ear.
b. [-definite] [-specific] A tick carries a disease.
c. [+definite][+specific] The computer is down today.
d. [+definite] [-specific] The computer is changing our lives.
Master then combined these two features into one feature, that is, identification. A noun can be
identified (+identified) or classified (-identified). In A and B ‘something that can be classified
as a tick’ is the subject. In C and D the noun computer is identified not classified. This schema
reveals that a noun (countable/uncountable, singular/plural), which is marked for identification
would automatically be used with the whilst a noun which lacks identification needs either a or
the zero article.
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Master (1994) also drew up another proposal. He maintained that the linguistic features of the
usage of the articles includes specificity, definiteness, count and number and produced a
hierarchical sequence of six questions which need to be asked before choosing a suitable
article to be used.
1- Is the NP countable or uncountable,
2- Is the NP definite or indefinite,
3- Is the NP premodified or postmodified,
4- Is the NP specific or general,
5- Is the NP common or proper, and
6- Is the NP in an idiomatic phrase or not.
Master believed that these six questions may affect article choice. He conducted a study using
this schema to teach the English article system to foreign language learners. The findings
revealed that the students who were taught from this schema used articles significantly in
contrast to students who were not taught from the schema. Master (1994, p. 274) believed that
this instruction was a means of “accelerating that acquisition by making students aware of and
increasing their conscious control of the way the article works.”
However, Master’s proposal was criticized for various reasons. First, readers might not
explicitly be aware of what definite, indefinite, zero and the notions of genericity, definiteness,
count and non-count might mean. Second, the six questions that he proposed may not help
learners determine the correct use of the appropriate article. For example, how could a student
make a decision about whether a noun phrase is part of an idiomatic phrase or not? Moreover,
although a learner may identify an idiomatic phrase, he/she might be incapable of choosing a,
the or Ø before the noun phrase. Additionally, although Master (1994) claimed that the results
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of his study showed significant findings in favour of the group instructed through the six
questions, these results were not based on the long-term effects of pre and post-tests.
All of the aforementioned suggestions offer practical ways of theorizing the article system and
the choice of a suggestion will depend on the viewpoint and purpose. There is a theoretical
description of the article use and a pedagogical framework. Each method might be valuable to
language instructors in particular contexts.

Moreover, some points can be made about the above-mentioned proposals. First, all of them
include a production of simplicity for teaching the English article system. Some (e.g.
Whitman, 1974) emphasized the sequence between form and function; others (e.g.
McEldowney, 1977 and Master, 1990) placed emphasis on the correspondence between these
two entities, i.e. one form for one function. Second, with regard to categorizing the notions
about the semantic function of the articles, some (McEldowney, 1977) focused on a specific,
generic distinction, whilst others (Master, 1990) focused on definiteness (i.e. classification vs.
identification). Moreover, all agree that the generic use of the articles should be produced after
mastering all other aspects of articles.

Generally, although some researchers (e.g. Doughty and Williams, 1998) believe that complex
rules such as the English article system should not take up class time, others such as Master
(1994) optimistically believe that systematic instruction may positively facilitate learning if it
is performed with care. The present study has adopted Master’s proposal (1994) for teaching
the article system to first year Libyan students. Despite the criticism surrounding Master’s
proposal, the researcher believes that it is pedagogically the most sound, as it provides one
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general rule, which may be easy to bear in mind and apply: ‘when a noun is definite, use the
article the, when it is not, use a, Ø’. The proposal presents clear rules and is simple to follow.
The next chapter will provide more details about the methodology that the present study
followed when teaching the English article system to first year students at Garyounis
University.

3.13 Summary of the Chapter
This chapter has consisted of three parts. The first part provided definitions of definiteness
(e.g. uniqueness, familiarity, existence and inclusiveness). It also presented specificity and
genericity in both English and Arabic. The second part was a comparison between English and
Arabic with regards to the article systems in both languages through their forms and uses. The
comparison was based on a collection of authentic texts the researcher used to ascertain
additional facts about the similarities and differences between these languages. It was
established that both languages have points that they agree with and others they do not.
Moreover, the authentic texts assisted the researcher to predict the difficulties that Libyan
learners may face in learning the English article system and may assist them to overcome this
obstacle. Finally, the third part offers various accounts regarding simplifying the teaching of
the English article system and also showed which account the present study has adopted and
why.
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Chapter 4
Methodology
4.0 Introduction
As mentioned previously, one of the objectives of the present study is to investigate the
factors that might affect the process of mastering the English article. One aim is the teaching
strategy that instructors follow in their teaching. In the literature, there are various opinions
regarding grammar instruction to second language learners. Some advocate formal and
systematic attention to isolated linguistic forms through rules, drills and error correction;
whilst others reject such techniques and support unconscious natural language exposure
similar to children acquiring their native language. A further opinion stated that in order for
acquisition to take place, learners should pay attention to linguistic forms and meaning at the
same time by providing learners with enhanced input techniques in context to help them notice
the target forms.
On account of the endless debate in the literature about teaching strategies that help L2
learners to master grammatical rules, the present study may well make a contribution to the
literature by showing which teaching strategy has been successfully adopted in Libya for the
teaching of the English article system to first year undergraduate Libyan students at Garyounis
University in Benghazi, Libya. In addition, this study may be beneficial to Libyan and foreign
teachers teaching English to Libyan students in particular and second language learners in
general, and for developers of material. With the assistance of the study, they can find out
what types of article errors Libyan students may make and hence, adapt their teaching
materials according to their students’ needs. The researcher utilises two teaching strategies,
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principally, deductive teaching and textual enhanced input with an evaluation of the long-time
effects (six months).
This chapter is planned in the following manner. The first part provides a detailed description
of the experimental design of this study. It depicts the subjects of the study and the setting in
which the study was conducted. The second section delineates the instrument under two
subheadings: a multiple choice task and a composition task. The other sections explicate the
instructional materials and procedures, data collection and analysis processes.

4.1 Subjects
The research subjects were 90 male and female first-year Libyan students who were majoring
in English as a foreign language at Garyounis University, Benghazi, Libya. Each class
included 30 students, aged 19-23, who were all native speakers of Arabic. They shared similar
linguistic and socioeconomic backgrounds, educational systems and fields of study. The
participants belonged to a Libyan Arabic speaking community and started learning English as
a foreign language before studying it as their major field at the university. They started
learning English as a second language both in the preparatory and secondary stages, with a
bare minimum of 6 years of previous English- learning experience. Based on a placement test
(TOEFL), their English level was classified as intermediate. The intermediate level was chosen
because learners are assumed to have sufficient linguistic knowledge to be able to concentrate
on this part of grammar. It was decided to choose 90 participants for the reason that it was a
large enough sample group to conduct the statistical analysis with.
Moreover, in order to know and ensure that their language level was similar before teaching
the participants and to ensure equality across groups before conducting the course, the
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researcher obtained access to their high school certificates and established that they shared a
similar language level.
The participants were assigned to 3 groups: two experimental groups, (Deductive teaching
DT), (Textual enhanced input teaching TEI) and the control group CG. The participants were
invited to take part in this study. Following VanPatten and Cadierno (1993), Master (1994)
and Tomlinson and Allen (2000), all instructions were conducted in the participants’ regular
classrooms, (i.e. the English input that they receive is explicit teaching strategies). All of them
were receiving a normal schedule in other academic classes at the same time and the present
study provided them with extra classes. The distribution of the three classes into different
courses was decided on a random basis. The (DT, TEI) groups received a course on the article
system in which they were subject to two different treatments, i.e. an explicit deductive
grammar instructional strategy was used with the DT group, whilst an implicit instructional
strategy, (textual enhanced input) was used with the TEI group for eight weeks. The control
group, CG was exposed to an intensive amount of article usage through the use of authentic
texts.

4.2 Instrument
The instruments employed in this study consisted of three tests: a pre-test, post-test1 and posttest 2. The goal of undertaking post-test 2 was to find out whether the proficiency gains from
instruction remained stable after six months or not. In order to collect data for the study, two
tasks were applied in each test: a multiple choice task and two short composition tasks, (with
100 word limit for each task).

140

4.2.1 Multiple Choice Task
The multiple choice items were in two forms: isolated sentences and a passage of integrated
items. The initial length of the multiple choice items in all tests was 90 and were divided as
follows: 30 items (pre-test); 30 (post-test1); 30 (post-test 2) (See Appendix A). Each test was
worth 30 points. One point was assigned for each correct answer and incorrect answers were
assigned zero points. The three tests were scored by the researcher and the sentences were
adapted from Murphy (1998), Master (1994) and Eastwood (1999). As for the test format, in
addition to leaving blanks for the missing uses of the relevant article, the researcher provided a
choice of three articles, and the participants were instructed to choose the most suitable article.
The full task can be seen in Appendix A and below are some examples:
1. Isolated sentences
Version 1
1. Sally goes to _________by car.
a) work

b) a work

c) the work

2. Can I have ____ from your bag? Yes, of course.
a) an apple

b) some apple

c) the apple

Version 2
1- I don't know what to do. It's ____________problem.
a) quite difficult

b) a quite difficult

c) quite a difficult

2- _____________ is my favourite sport.
a) Football

b) A football

141

c) The football

Version 3
1- My friend is________ person
a) honest

b) an honest

c) a honest

2- Let’s sing ____________ .
a) song

b) a song

c) an song

2. Passages of integrated items
Choose 'a', 'an', 'the' or no article to complete the following paragraph
I was born in Seattle, Washington. Seattle is ________city in the United States. It is near
_________border of Canada. I live in ________town called Olympia, in ________house in
________street in the countryside. ________street is called “Bear Street” and ________house
is beautiful but very old- more than 200 years old! I am _______English teacher at
__________school in the centre of ________town.

The multiple choice task was similar, (three versions with the order counterbalanced), so that
the researcher ensured that the same test format was used to retest article usage and that the
student who had version (1) in the pre-test had different versions (2 or 3) in post-test1 and
post-test 2. In other words, each student received three different versions of each test. The
following table (Table 4.1) demonstrates this:
Table 4.1The Three Different Versions of the Tests for Each Group

Group

TEI

DT

CG

Test
Pre-test
Post-test1
Post-test2

Version 1
Version 2
Version 3

Version 2
Version 3
Version 1
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Version 3
Version 1
Version 2

The items used in each test included the different possible uses of the definite, indefinite and
zero articles.

4.2.2 Composition Task
The main goal of this task was to identify and classify the students’ errors with regard to the
article system found in their essays. The secondary goal was to investigate the sources of the
misuse of the English article system made by Libyan learners in this study. In other words, it
aims to find out whether mother tongue interference causes students to make article errors or
not.
The participants were given two topics in this task, and were asked to answer them both. The
two topics were as follows: 1) What did you do last weekend? 2) Describe one of your
relatives. These questions were presented in the three tests. They were chosen so that the
students could write different answers in each test. Although the tasks included written
instructions, the researcher provided the participants with verbal instructions in English and
Arabic before each task. Moreover, an explanation of unfamiliar words was presented in
Arabic, in order to avoid the possibility of a lack of vocabulary having an effect on findings.

4.3 Procedure
In order to conduct this study, verbal permission was gained from the head of the English
Department and the Dean of the faculty of Arts at Garyounis University. Subsequently, the
learners’ instructors were informed of the intact classes, (lessons of this study) for which the
course was conducted and a brief description of the study and its aim was provided.
Furthermore, the researcher scheduled a time for the three tests.
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All groups, (DT, TEI, and CG) received the pre-test on the 13th of November 2011, (the first
week of the course). On the 15th of November, the ‘traditional lessons’ started with the DT
group.
The enhanced input lessons took place with the TEI group on the 16th of November and the
reading passages lessons with the CG took place on November 17th. All groups received a post
test1 on January 10th (week nine). The course was planned as follows:

Week 1

Pre-test ( 13th, Nov)

Weeks 1-8

Instruction ( 15th, Nov)

Week 9

Post-test (10th, Jan)

The pre-test was given prior to the course so that the results of the test served to ascertain a
baseline for all groups. Then, eight weeks later, after the course was completed, post- test1 was
given immediately in order to measure proficiency gains; post- test2 was given to the students
six months later to establish the long-term effects of the process of learning. A review of the
target features was not provided during the intervals between post-test1 and post-test 2.
In each test, the students were given a period of time, (45-50 minutes) to complete the test,
sufficient time for each participant to finish the test without rushing but not enough for him/her
to think at length about his/her answers. The course lasted for eight weeks with post-test1 in
week 9. All the groups had 10 sessions, whilst each group had one session per week.
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4.4 Instructional Materials
In order to ensure equality of instruction, the researcher herself undertook the instruction of the
three groups.

4.4.1 (DT) Group
The DT group was instructed in accordance with two popular grammar books. They were
Essential Grammar in Use by Murphy (1998) and Oxford Practice Grammar by Eastwood
(1999). (See appendix C).
Class instructions were given in English. Explanations in Arabic were given when students
faced concepts that were too difficult to understand. The use of Arabic in class was for the
sake of teaching effectiveness and to determine that each participant understood what was
being taught.
In addition, the instruction of this group was similar to the instruction used in Master’s study
(1994). The similarities between the present study and Master’s study are as follows:
1. Prior to starting the instruction, a hand-out of each lesson concerning the article
system was distributed to each student. The group received systematic article
instruction throughout the nine-week treatment (pre-test in week 1, post-test 1 in week
9). The article system course concentrated on six main aspects of the system in the
following order (from Master, 1994):


The countable - uncountable and singular - plural distinctions.



The indefinite [a (n), Ø] – definite [the] distinction.
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The premodified - postmodified distinction.



The specific - generic distinction.



The common noun - proper noun distinction.



The idiomatic phrase - nonidiomatic phrase distinction.

2. The students were taking a normal schedule of other academic classes at the same time.
3. The instrument used in this study reflected a broad range of article usage.
4. In each test, the students were provided sufficient time to finish the test but not enough
to think at length about the answers. This procedure was undertaken; with the purpose
of capture the students’ spontaneous response to the aimed grammatical items as much
as possible.
5. Any inquiries from the students about vocabulary were answered.
6. The treatment of the article system focused on six major aspects of the system. Two
weeks were devoted to each of the first 3 distinctions, 3 weeks total to the last three.
That is, the group received countable-uncountable and singular-plural distinctions in
the first three lessons. In lesson one the teacher asked her students to reflect on their
understanding of countable-uncountable nouns and when they are used. After the
warm-up, the materials were distributed to the participants so that they could read
through the rules and the examples accompanying each rule. After the deductive
presentation and the completion of the lesson, the teacher asked the students to put
away their hand-outs and asked the question ‘what are the rules we learned today?’ She
revised the lesson with her students to confirm that they fully understood the question.
Finally, the students answered the exercises in groups and the teacher went over their
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answers and provided feedback. The same procedure of instruction was followed in
approximately the same way in lesson one, as in the other lessons. (See Appendix C for
more details of the actual practice).
7. The topics of countable-uncountable nouns, abstract-concrete nouns were presented
first in lessons 1 and 2, in order that learners could distinguish between uncountable
and abstract nouns and avoid the erroneous association between them. In lesson 3, the
difference between a and an was introduced followed by the anaphoric use of the and
then its use with unique things. Lesson 4 presented the generic and specific uses of the,
zero article (Ø), a, and an. Lesson 5 focused on fixed expressions (e.g. in bed, at sea,
by bus) and in lessons 6 and 7 proper nouns were introduced. Lesson 8 was a revision
of all uses of the article system.
Moreover, when the teacher noted that some rules of grammar appeared to be unclear to the
participants, she re-taught those particular parts.

4.4.2 (TEI) Group
The TEI group was instructed with a focus on form teaching technique. It was an input
enhancement strategy. In order to direct the learners’ attention to the target features, (i.e. the
English article system), the researcher manipulated the learners’ input with the aim of
provoking development by deliberately engaging awareness and trying to increase the
learners’ attention.
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To teach this group, authentic texts, (a set of materials in which all articles a, an, the and the
zero article Ø) were adapted from English- Online website4. Familiar topics, (e.g. popular
science, social, popular medicine and fable stories) were chosen as they are used in everyday
life. They were chosen with names of people, things, events and feelings so that students could
identify and do not encounter any difficulties in comprehending them.
This set of materials was enhanced visually, including the tasks, to draw learners’ attention to
the meanings of the articles. The articles (i.e. A, An, the, and Ø) were typographically
enhanced by highlighting, enlargement and a combination of the techniques: bolding and
underlining, in order to increase their salience. There were eight texts with their tasks for eight
lessons which were handed out to the students during each lesson. In each text, the definite
article the was highlighted in green, the indefinite article a, an were highlighted in pink and the
zero article in yellow. In all versions, the entire text was printed in one font type (Verdana) and
size (9) except for the articles which were typed in font size (11). The example below
demonstrates this:
Babies are good language learners

It is hard to know what --babies want. They can't talk, walk, or even point at what they're thinking
about. Yet --newborns begin to develop --language skills long before they begin --speaking. And,
compared to --adults, they develop these skills quickly. --People have
languages as they grow older, but --infants have

a hard time learning --new

the ability to learn any language easily.

4

This website is available at http://www.english-online.at/index.htm . It was chosen because of the following: (1)
It is specially designed for foreign learners of English, (2) the articles are chosen and rewritten carefully in order
to be easily understood.
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For a long time, --scientists have tried to explain how such young children can learn --complicated
grammatical rules and --sounds of
what's happening in

a language. Now, --researchers are getting a better idea of

the brains of the tiniest language learners.

A total instructional package of six hours was provided for reading texts and activities, 45
minutes per class. (Samples of the instructional materials can be seen in Appendix B).
In lesson 1 of the course, the teacher provided an overview about the lesson and in order to
make them conscious of the target features, she informed her students that the highlighted
words were the articles which they have had trouble with and notified them that she would like
them to pay attention to how they were used. No information about the highlighted words was
provided. When a learner, for example, asked about a highlighted word, the teacher answered
the question without any lengthy explanations or rules. The students worked in groups of
seven; the teacher divided the text into paragraphs and each group was given a paragraph to
read and prepare for the main points to be followed by an explanation to the class. After ten
minutes, each member of each group participated in explaining the main points to class. Then
the students read the whole text in turn and the teacher asked the students if they needed any
help with the text, (e.g. a meaning of a word) before going to the questions. The students
worked together and answered the questions based on the text they had read and subsequently
the teacher confirmed the answers and provided feedback. The feedback included corrections
of the article system when errors were found.

4.4.3 The (CG)
This group served as the control group. The procedure of this group was similar to that of the
TEI group. There were eight authentic texts from different fields, the only difference being that
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the articles in the texts for this group were not enhanced or enlarged. The example below
demonstrates this,
Babies are good language learners
It is hard to know what babies want. They can't talk, walk, or even point at what they're thinking
about. Yet, newborns begin to develop language skills long before they begin speaking. And,
compared to adults, they develop these skills quickly. People have a hard time learning new
languages as they grow older, but infants have the ability to learn any language easily.

For

a

long

time,

scientists

have

tried

to

explain

how

such

young

children

can learn

complicated grammatical rules and sounds of a language. Now, researchers are obtaining a better
idea of what is happening in the brains of the tiniest language learners.

Moreover, to show the frequency of exposure to the English article functions (i.e. the English
article uses) in the teaching materials used in this study, the following procedures were
conducted.

1. In order to recognize the amount of the article system uses each group had during the course
of teaching, the teaching materials were classified. The overall article uses in those materials
were counted and classified by functions, (i.e. the uses of the article system in chapter 3). This
procedure was used to determine whether a group had more article uses than the other two
groups or not. The following table (Table 4.2) presents the results.

Table 4.2 The Amount of the Uses of the English Article system in each group
Article
Group

The

a/an

Ø

Total number of
articles

Total number of
words in the materials

TEI/CG
DT

401
378

247
256

793
855

1441
1489

5799
7166

150

The table shows that although the total number of words in the DT group is more than the
other two groups, the ratio of the total number of the article uses is almost similar. This fact
reveals that the density of the article uses was not much different amongst the three groups.
2. To show whether the distribution of specific uses is similar in the three groups or not, a
random sample of 200 nouns from each teaching material were chosen and compared with the
uses of the article system in chapter 3. The following table (Table 4.3) presents the results.
Table 4.3 Distribution of Specific Uses in the Three Groups

no

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.

No. of
use in
Ch.3

3.7.1.1
3.7.1.2
3.7.1.3
3.7.1.4
3.7.1.5
3.7.1.6
3.7.2
3.7.3
3.7.4
3.7.5
3.7.6
3.7.7
3.8.1
3.8.2
3.8.3
3.8.4
3.8.5
3.8.6
3.8.7
3.8.8
3.8.9
3.8.10
3.8.11
3.8.12
3.9.1.1
3.9.1.2
3.9.1.3
3.9.1.4

Name of use

Anaphoric reference
Cataphoric reference
Situational use
The with proper nouns
The as part of a name
The with superlatives
The generic uses of the
The with names of institutions
Names of the days of the week
The with demonstrative pronouns
The logical use of the
The use of the with sporadic reference
The zero article with plural count nouns
The zero article with mass/ non-count nouns
The zero article with names of institutions
The zero article with means of transportation
The zero article with names of seasons
The zero article with times of day and night
The zero article with names of meals
The zero article with illnesses
Times of the day
The zero article with non-generic meaning
The zero article with the words town/home
Miscellaneous uses of the zero article
Non-referring uses of a/an
a/an with descriptive exclamations
a/an and the numeral one
a/an in measuring phrases
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Teaching
materials
TEI/CG

Teaching
materials
DT

1
4
14
36
2
2
4
3
……..
4
3
3
19
18
5
1
3
5
6
…….
1
1
…..
…….
5
2
16
…….

2
4
33
37
2
2
4
4
4
2
2
3
19
18
6
1
3
5
5
…….
1
………
1
2
6
…..
22
…….

29. 3.9.1.5 a/an when a referent is mentioned for the first time
30. 3.9.1.6 a/an in vacillation
31. 3.9.2
Generic uses of a/an
Total
Other

9
…..
1
173
27

9
….
….
196
4

In this particular sample, the above uses were sampled. Some of these uses were not
demonstrated, but they appeared in the whole sample in comparative frequency. Therefore,
even in this partial data (i.e. 200 nouns) of the materials used in classes, the majority of uses
are attested in a similar frequency.
Overall, there were slightly more relevant examples in the materials of the DT group, but the
difference is small.

4.5 Scoring Procedure
The scoring procedures of the two tasks were as follows:

4.5.1 Multiple Choice Task
The data collected from the multiple choice task were analysed by using Statistics Package for
Social Sciences (SPSS). Before accomplishing the evaluation of the treatment outcome, an
analysis of pre-existing group differences was carried out. A one-way ANOVA was used on
the pre-test scores of the three groups. The results of the ANOVA revealed that there were no
significant differences among the three groups prior to the course. To compare post-tests
differences among the three groups, within- group analyses, (a paired- sample t-test) and
between-group analyses, (an independent- sample T-test) were conducted.
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With reference to statistical decisions, the post-tests results revealed that there were significant
differences among the three groups. The detailed findings of the statistical tests are presented
and interpreted in the next chapter.

4.5.2 Composition Task
As mentioned above, this task contained two questions in each test. The participants were
informed to write at least a one hundred word limit for each question. After each test, the
researcher collected the students’ papers and typed all their answers in order to classify the
kinds of errors that they had made. Based on the views of Gass and Selinker (1994), Bataineh
(2005), Johnson (2007) Ellis & Barkhuizen (2009) and many others who believe that error
analysis is of considerable significance, this study has adopted this type of investigation. It is a
very important tool due to the fact that when researchers classify learners` errors, additional
facts about the process of learning can be realised. Accordingly, this task was adopted as it
assisted the researcher to collect more data, in order to classify various kinds of article errors.
There were a total number of 540 paragraphs in all tests. The data obtained were analysed by
means of the following steps. First, a table containing all nouns was drawn up, so as to identify
and classify the article errors. Second, the data were identified for any deviation of use of the
English article system. Each noun phrase was placed in a row followed by each student’s
response. After that, the article errors found in the participants’ compositions were recorded
and the errors were proved by improving the correct use of the article in the target language.
The errors were then classified. The researcher randomly selected 34 papers from the three
tests, with the purpose of compute the article uses using inter-rater reliability (Kappa)5 using

5

According to Landis and Koch, 1977, a more complete list of how Kappa might be interpreted is as follows:
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SPSS. It is a measure used to examine the agreement between the two raters to find out how
often they agree on categorical variables. The researcher and a native speaker of English were
the raters of this set of papers. The researcher and the native speaker rater coded the correct
article uses independently, i.e. each coded the scripts without knowing what the other had
carried out. The codes were subsequently compared using SPSS and the findings showed that
there were no significant differences between the researcher and the native speaker of English.
The results of the inter-rater analysis kappa = 0.94 with p˂0.001.

4.6 Summary of the Chapter
The present study contained three groups of first year undergraduate Libyan ESL students at
the University of Garyounis with 90 participants in total. The three groups were selected
randomly for different methods, which included traditional instruction, enhanced input
instruction and exposure to an intensive amount of reading passages. Prior to the
commencement of the course, a pre-test was given to the participants. The course lasted for
nine weeks. At the end of the course, the students were given post-test1, and six months later,
they were given post-test 2. The results of the three tests were compared by using SPSS, with
the purpose of verify the following: (1) Whether the instruction efficiently improved the
participants’ accuracy with regard to the use of the English article system and if yes, whether
the instructional effects could remain for a period of time. (2) What each group had learned
other than the English article system. In other words, did students improve their writing and

Kappa
Interpretation
<0
Poor agreement
0.0 – 0.20
Slight agreement
0.21 – 0.40
Fair agreement
0.41 – 0.60 Moderate agreement
0.61 – 0.80 Substantial agreement
0.81 – 1.00Almost perfect agreement
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their use of grammatical items other than the article system? In order to determine this, two
measurements were used: the measurement of grammatical development using T-unit and the
measurement of lexical development using Type-taken ratio.
Moreover, the students’ scripts were collected and analysed in order to determine the kinds of
article errors made by Libyan learners of English and to ascertain whether the mother tongue
has a role in Libyan learners’ selections of the English article system.
The next chapter presents the findings of data analysis from different facets. It produces the
findings of two kinds of tasks: a multiple choice task and a composition task. In addition, it
presents a comparison between both tasks in order to recognize which task the students
perform better in.
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Chapter Five
Findings
5.0 Introduction
As previously mentioned, this study is an attempt to identify the reasons why Libyan learners
of English have difficulty in acquiring the English article system. Accordingly, this study is
seeking to achieve the following:
(1) To identify and analyse the types of errors Libyan students make in the use of articles.
(2) To find out which article use will prove to be the most overused/underused by Libyan learners
during the learning process. As explicit and implicit grammar learning has been an issue of
open ended debate and empirical examination, the researcher realised the necessity to examine
the influence of two instructional strategies, namely an explicit deductive teaching strategy and
an implicit enhanced input strategy on the use of the English article system by second language
Libyan learners of English.
(3) To establish what improvement each group has made in addition to the English article system.
This chapter reports the findings of data analysis from different sides. It presents the findings
of two kinds of tasks used in the present study: a multiple choice task and a composition task.
Regarding the analyses of the multiple choice task, they are organized as: descriptive statistics,
analyses of pre-test performances, analyses of post-test 1 and post-test 2 using repeated
measures ANOVA and a follow up t-test. With respect to the composition task part, it presents
analyses similar to those mentioned above. i.e., analyses of pre-treatment performances,
repeated measures ANOVA and a follow-up analysis. In addition, this task allows for the
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analysis and classifying of article errors made by Libyan learners. Moreover, this chapter
presents a comparison between both tasks.

5.1 Results of the Multiple Choice Task
Before presenting the results, a comparison was needed in order to compare the three versions
of the tests to make sure that they are equally difficult and no significant differences exist
amongst them. The three tests were compared as follows:
The mean of all the scores of versions 1, 2 & 3 were computed in order to determine which
version is more difficult than the other versions. The SPSS results revealed that the three
versions were equally difficult for all participants and there were no significant differences
amongst them.

Table 5.1 Descriptive Statistics of all scores of versions 1, 2, 3
Version

N

Mean

Std. Deviation

Version 1

90

17.51

4.710

Version 2

90

17.38

4.615

Version 3

90

17.59

4.811

Moreover, a paired-sample t-test was conducted to compare version 1 vs. version 2, version 1 vs.
version 3 and version 2 vs. version 3. The findings reveal that there were no significant differences
amongst the three versions.

Pair 1
Pair 2
Pair 3

Ver1 - Ver2
Ver2 - Ver3
Ver1 - Ver3

t

df

Sig.

.258
-.423
-.173

89
89
89

.797
.674
.863
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In order to show whether the three tests cover a range of uses, the three versions of the test
were compared with the uses of the article system mentioned on chapter 3. The following table
(Table 5.2) presents the comparison.

Table5.2 The Three Versions of the Test with the Functions of the Article System in Chapter 3
No. of use
Name of use
V1
V2

V3

3.7.1.1
3.7.1.2
3.7.1.3
3.7.1.4
3.7.1.6
3.7.3
3.7.6
3.7.7
3.8.1
3.8.2
3.8.3
3.8.6
3.8.7
3.8.10
3.8.11
3.9.1.1
3.9.1.3
3.9.1.5

3
3
2
1
….
….
1
1
2
2
….
1
1
1
1
4
2
6

Anaphoric reference
Cataphoric reference
Situational use
The with proper nouns
The with superlatives
The with names of institutions
The logical use of the
The use of the with sporadic reference
The zero article with plural count nouns
The zero article with mass/non-count abstract nouns
The zero article with names of institutions
The zero article with times of day and night
The zero article with names of meals
The zero article with non-generic meaning
The zero article with the words town/home
Non-referring uses of a/an
A/an with the numeral one
Uses of a/an when referent is mentioned for the first time

5
2
2
1
1
1
3
2
1
5
1
….
1
….
….
3
3
3

1
4
7
….
….
….
….
3
4
….
….
….
….
….
4
3
….

The above table indicates that the three tests contained varied uses of the article system.
Although versions 1 and 3 had uses that were not in version 2, such uses were mentioned only
once. Moreover, version 2 had some uses that were more than those of versions 1 and 3.

5.1.1 Descriptive Statistics of the Three Tests
First, descriptive statistics of the three tests, together with the number of participants in each
group, mean scores and standard deviation are presented in Table 5.3. The data revealed that
the treatment groups, (TEI and DT), regardless of various instruction methods, outperformed
the third group, the (CG) in the progress from the pre-test, post-test 1 and post-test 2.
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Table 5.3 Percentages of Correct Uses of Each Group in the Pre-test, Post-test 1 and Post-test 2

Test

Pre-test

Post-test 1

Post-test 2

Mean

SD

Mean

SD

Mean

SD

15.43

4.014

18.07

3.814

17.30

4.178

14.93

3.562

23.07

3.107

21.97

2.918

15.27

4.102

16.03

4.271

15.37

3.755

Group

TEI
(n- 30)
DT
(n=30)
CG
(n=30)

From Figure 5.1, it can be noted that the effect of teaching on the TEI and DT groups
improved from pre-test, post-test 1 and post-test 2. However, after the testing, the DT group
improved the students’ performances more than the other two groups.
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5.1.2Analyses of Pre-test Performances
As the selection of the three groups involved in this study was from intact classes, a test of preexisting differences amongst the three groups was conducted, in order to ensure equality across
the groups before conducting the treatment.
The null hypothesis (H0) means that there is no effect of the testing; hence, the means of pretest, post-test1 and post-test 2 should be similar. With regard to the alternative hypothesis (H1)
at least one of the means is different. The following analyses were based on the SPSS outputs.
To determine whether there were pre-existing differences amongst the three groups, a one-way
ANOVA was performed on the pre-test scores of all groups. The ANOVA findings show that
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no significant differences lay between the performances of the three groups before the
treatment was initiated: F (2, 87) =.128, p=.880. The p-value =.880 is greater than 0.05.
Consequently, the null hypothesis H0: µ1=µ2=µ3 can be accepted. In other words, the pre-test
revealed that the three groups did not appear to have any particular advantages over one
another at the outset.
The results of the post test scores are presented below.

5.1.3 Analyses of Post-test 1 and Post-test 2 Performances
In this part of the analysis, three kinds of analyses were carried out: (1) 3x3 repeated measures
ANOVA (3 tests x 3 groups), (2) an independent sample t-test, (a follow up analysis used to
compare groups: TEI vs. DT, DT vs.CG, TEI vs. CG in the three tests) and (3) a paired sample
t-test, (a follow up analysis was used to compare tests within the same groups. That is, for each
group: pre-test vs. post-test 1 and pre-test vs. Post-test 2). With regards to repeated measure
ANOVA, an analysis of between-group comparison, within- group comparison and
Test*Group interaction was performed to examine whether there were significant differences
among the three groups. ‘Between-group comparison’ is an experimental design, in which the
three groups are assigned to three different tests (pre-test, post-test 1 and post-test 2) in the
treatment. It examines any differences observed between the groups. ‘Within- group
comparison’ is one in which the same individuals participate in all of the experimental
conditions. Repeated measures are taken from the same persons; hence, differences are
examined within the subjects. Within- group analyses, (a paired- sample t-test) and betweengroup analyses, (an independent- sample T-test) were carried out.
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5.1.3.1 Repeated Measures ANOVA
In contrast to the pre-test results, the ANOVA results revealed that there were significant
differences amongst the three groups. Table 5.4 displays the main effects of the test, test*group
and group results. The analysis of the ‘test’ is significant with a large effect size6: F (2, 87)
=127,371, p<0.001, Partial Eta Squared= 0.594. This means that there are significant
differences among the three tests when all groups are averaged together. However, this study is
interested in establishing how the TEI, DT and CG groups improved relative to each other.
This can be observed by knowing the Test*Group analysis. As shown in Table 5.3 below, the
interaction between the test and group was significant with a large effect size: F (4,174) =
48.016, p<0.001, Partial Eta Squared = 0.525. Basically, this means that the groups had
significantly different changes from pre-test to post-test 2.
Table 5.4
Repeated measures ANOVA: Test of within, between-subject effects

Subject

df

F

Sig.

Partial Eta Squared

Test

2

127.371

.000

.594

Test*Group

4

48.016

.000

.525

Group

2

12.542

.000

.224

Moreover, the main effect of a group, (i.e. Between- Group Analysis) examines if there are
significant differences between the three groups. The results indicate that there are statistically
significant differences across the three groups with a small effect size: F (2, 87) = 12.542,
p<0.001, Partial Eta Squared = .224.

6

According to Cohen’s guideline (1988), an effect size of 0.10 signifies a small effect, an effect size of 0.25
signifies a medium effect, and an effect size of 0.40 signifies a large effect.
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According to the recommendation of Corston and Colman (2000) and Cramer (2008), the t-test
assists researchers to locate differences amongst the participants. Accordingly, to pin-point
where the differences lay across the groups, a follow up analysis, (an independent sample t-test
and paired sample t-test) was conducted and the results were as follows.
5.1.3.2 Independent Sample t-test Analysis
An independent – sample t-test was conducted to compare the pre-test scores, post-test 1 and
post-test 2 scores among the three groups.
Regarding the pre-test analysis, three levels were analysed: Group TEI vs. DT, TEI vs. CG and
DT vs. CG. The results revealed that there were not significant differences in the scores for
level 1: t (58) = .510, p= .612, level 2: t (58) =-.336, p= .738 and level 3: t (58) = .159, p=
.874. (Table 5. 5 demonstrates)
Table 5.5 The results of independent sample t-test of the pre-test

Level

t

df

Sig.

TEI vs. DT
DT vs. CG
TEI vs. CG

.510
-.336
.159

58
58
58

.612
.738
.874

With respect to post-test 1 analysis, Table 5.6 shows that there were significant differences
only between the first two levels, i.e., level 1: t (58) = -5.567, p<0.001 and level 2: t (58) =
7.294, p<0.001, although not with level 3, where a different pattern was found: t (58) = 1,945,
p= .057.
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Table 5.6The results of independent sample t-test of post-test 1

Level

t

df

Sig.

TEI vs. DT
DT vs. CG
TEI vs. CG

-5.567
7.294
1.945

58
58
58

.000
.000
.057

Similar to post-test1 analysis, the post-test 2 analysis (Table 5.7) demonstrated that there were
significant differences only between the first two levels. That is, level 1: t (58) = -5.015,
p<0.001 and level 2: t (58) = 7.601, p <0.001. As for level 3, there was no significant
difference between the TEI group and the CG: t (58) = 1.885, p= .064.
Table 5.7
The results of independent sample t-test of post-test 2

Level

t

df

Sig.

TEI vs. DT
DT vs. CG
TEI vs. CG

-5.015
7.601
1.885

58
58
58

.000
.000
.064

These results suggest that the three groups had similar scores before the initiation of the
treatment. However, in post-test 1 and post-test 2 significant differences were detected
between group pairs except for the TEI group and the CG. Put another way, the DT group
significantly outperformed the other two groups and made significant improvements in their
selection of the English article system both in post-test1 and post-test 2.
5.1.3.3 Paired Sample t-test Analysis
A paired-sample t-test was conducted to compare Pre vs. Post-test 1 and Pre vs. Post-test 2
for each group (See Table 5.8). The findings were as follows:
The results of the TEI group illustrated that the group had improved significantly in their
performance from pre to post-test 1: t (29) = -7.970, p<.001 as well as from pre to post-test 2: t
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(29) = -4.133, p<. 001. This result suggests that this group’s performance developed after 6
months of instruction.
Likewise, with the TEI group, the results of the DT group revealed that the performance of
this group had significant differences from pre to post-test 1: t (29) = -13.909, p <.001 and
from pre-test to post-test 2: t (29) = -11.105, p< .001. This result suggests that in the long term
the group’s performance was improved.
With regards to the performance of the CG, the results showed that there were significant
differences only between pre and post-test 1: t (29) = -4.173, p<.001, but not between pre and
post-test 2: t (29) = -.280, p= .781. This result suggests that the group remained unchanged
after 6 months of instruction. Although the group was taught by means of exposure to an
intensive amount of authentic articles and comprehension questions about those articles, it
improved in its use of the article system. This improvement may be because the students were
having their normal classes, (including grammar classes) when performing the treatment.
5.8 Results of paired sample t-test.

Group
TEI

DT

CG

Pair 1

Pretest – Posttest1

t
-7.970

df
29

sig
.000

Pair 2

Pretest –posttest2

-4.133

29

.000

Pair 1

Pretest – Posttest1

-13.909

29

.000

Pair 2

Pretest –posttest2

-11.105

29

.000

Pair 1

Pretest – Posttest1

-4.173

29

.000

Pair 2

Pretest –posttest2

-.280

29

.781

The results of the paired sample t-test reveal that both groups (TEI and DT) improved in article
use from pre-test to post-test 2 and the improvement retained for six months when post-test 2
was administered. However, for the CG significant progress was noticed on the immediate
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post-test1, but not on post-test 2. In other words, this group’s performance did not improve
after 6 months of instruction.
Moreover, as mentioned earlier, a composition task was presented in this study. The following
section displays more details, analyses and the results of this task. It is organized as follows:
First, it presents how the scores were obtained. Second, it displays the results and kinds of
analysis performed in each test (pre, post-test 1 and post-test 2).

5.2 Results of the Composition Task
The scores of this task were collected by counting the number of nouns in each student paper
and subsequently, the correct article uses were divided by the total number of all nouns. This
step was conducted because the students produced some compositions that were longer than
others, so this was done in order to normalize the scores. This procedure was applied to all the
participants. For instance, if a student presents 15 nouns and only 6 article uses are correct, in
this case the number 6 is divided by 15 and 40% is the student’s total number.
With respect to the results, they were given as follows: first, descriptive statistics and
pretreatment analysis, (using one way ANOVA) were conducted to find out whether or not
there were pre-existing differences amongst the three groups before conducting the treatment.
After that, in post-test 1 and post-test 2, 3x3 repeated measures ANOVA and a follow up t-test
were performed.

5.2.1 Descriptive Statistics
First, Table 5.9 displays an overall picture of the results of the three tests (pre, post-test 1 and
post-test 2) followed by Figure 5.2 displaying the improvement in the students’ performances
among the three tests.
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Table 5.9
Percentages of Correct uses of Each Group in the Pre-test, Post-test 1 and Post-test 2

Test
Group

TEI
(n- 30)
DT
(n=30)
CG
(n=30)

Pre-test

Post-test 1

Post-test 2

Mean

SD

Mean

SD

Mean

SD

48.27

8.638

54.07

8.890

50.77

9.295

48.23

10.371

63.40

11.416

62.17

10.515

48.23

10.105

50.53

10.471

46.83

11.329

Figure 5.2 Means Scores of Pre- test, Post-test 1 and Post-test 2

The above figure reveals that the effect of teaching on the TEI and DT groups improved from
pre-test to post-test 2. However, in the DT group the students’ performance improved after the
treatment and as a result was better than the other two groups.
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5.2.2 Inferential Statistics
5.2.2.1 Analyses of Pre-Treatment Performances
Before conducting the treatment, a pre-existing differences examination was carried out. A
one-way ANOVA was conducted on the pre-test scores. The ANOVA results showed that the
scores did not differ significantly: F (2, 87) = .000, p= 1.000.
Consideration of the results of post-test1 and post-test 2 is required.
5.2.2.2 Post-test 1 and Post-test 2 Results
In this part of the analysis, the following analyses were conducted: (1) 3x3 repeated measures
ANOVA (3 tests x 3 groups) and (2) a follow up analysis (independent sample t-test and
paired sample t-test). With regard to repeated measures ANOVA, it was performed to find out
the main effect of group, main effect of test and group* test interaction among the three
groups. The results are presented in the following sections.

5.2.2.2.1 The Results of Repeated Measures ANOVA
The ANOVA results revealed that there were significant differences amongst the three groups.
Table (5.10) displays the results of repeated measures ANOVA. The analysis of the ‘test’ was
significant with a large effect size: F (2,174) =59.722, p<0.001, Partial Eta Squared = 0.407.
This means that there are significant differences among the three tests. Moreover, the
interaction between test and group was significant and the effect of this significance is of great
importance: F (4,174) = 23.495, p<0.001, Partial Eta Squared = 0.351. Basically, this means
that the groups had significantly different changes from pre-test to post-test 2. As with the
main effect of group (i.e. Between- Group Analysis), the results indicate that there were
statistically significant differences across the three groups with a small effect size: F (2, 87) =
8.114, p<0.001, Partial Eta Squared = .157.
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Table 5.10
Repeated measure ANOVA: Test of within and between-Subject Effects

Subject

df

F

Sig.

Partial Eta Squared

Test

2

59.722

.000

.407

Test*Group

4

23.495

.000

.351

Group

2

8.114

.001

.157

To pin-point where the differences lay across the three groups, a follow up analysis
(independent sample t-test and paired sample t-test) was conducted. The former is used to
compare TEI vs. DT, DT vs. CG and TEI vs. CG. The latter is used to compare the three tests
within each group (for each group: pre vs. post-test 1 and pre vs. post-test 2). The results were
as follows.

5.2.2.2.2 Independent Sample t-test Analysis
An independent – sample t-test was conducted to compare the pre-test scores, post-test1 scores
and post-test 2 scores amongst the three groups.
Regarding the pre-test analysis, three levels were analysed: TEI vs. DT, TEI vs. CG and DT
vs. CG. The results revealed that there were no significant differences in the scores for level 1:
t (58) = .014, p= .989, level 2: t (58) =.000, p= 1.000 and level 3: t (58) = .014, p= .989.
(Table 5. 11 demonstrates)
Table 5.11
Results of independent Sample t-test of the Pre-test

Level

t

df

Sig.

TEIvs. DT
DTvs.CG
TEIvs.CG

.014
.000
.014

58
58
58

.989
1.000
.989
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With respect to post-test 1 analysis, Table 5.12 shows that there were significant differences
only between the first two levels. That is, level 1: t (58) = -3.533, p<0.001 and level 2: t (58) =
4.549, p<0.001. However, a different pattern was found in level 3: t (58) = 1.409, p= .164.
Table 5.12
Results of independent sample t-test of post-test 1

Level

t

df

Sig.

TEIvs. DT
DTvs.CG
TEIvs.CG

-3.533
4.549
1.409

58
58
58

.001
.000
.164

Similar to post-test 1 analysis, post-test 2 analysis (Table 5.13) shows that there were
significant differences only between the first two levels. That is, level 1: t (58) = -4.449,
p<0.001 and level 2: t (58) = 5.434, p <0.001. As for level 3, there were no significant
differences between the TEI group and the CG: t (58) = 1.470, p= .147.
Table 5.13
Results of Independent Sample t-test of Post-test 2

Level

t

df

Sig.

TEI vs. DT
DT vs. CG
TEI vs. CG

-4.449
5.434
1.470

58
58
58

.000
.000
.147

These results suggest that the DT group made significant improvements in their selection of
the English article system both in post-test 1 and post-test 2.
5.2.2.3 Paired Sample t-test Analysis
A paired-sample t-test was conducted to compare pre-test with post-test 1 and pre-test with
post-test 2 for each group. The results (Table 5.14) are presented below.
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The results of the TEI group revealed a significant improvement in their performance from
pre-test to post-test 1: t (29) = -6.178, p<.001. However, there was no a significant difference
from pre-test to post-test 2: t (29) = -1.770, p=.087. This result suggests that this group’s
performance remained unchanged after 6 months of instruction.
With respect to the DT group, the results showed that the performance of this group showed
significant differences from pre-test to post-test 1: t (29) = -8.683, p <.001 and from pre-test to
post-test 2: t (29) = -8.029, p< .001. This result suggests that this group’s performance
improved after the treatment and remained 6 months after instruction.
Regarding the performance of the CG, the results were similar to those of the TEI group, i.e.,
there were significant differences only between pre-test and post-tset1: t (29) = -5.229,
p<.001, but not between pre-test and post-test 2: t (29) = 1.944, p= .062. This result suggests
that this group remained unchanged after 6 months of instruction.
Table 5.14
Paired Sample t.test Results in Pre-test, Post-test 1 and Pre-test, Post-test 2

TEI
DT
CG

Pair 1
Pair 2
Pair 1
Pair 2
Pair 1
Pair 2

Group
comp.pre - comp.post 1
comp.pre - comp. post 2
comp.pre - comp.post 1
comp.pre - comp. post 2
comp.pre - comp.post 1
comp.pre - comp. post 2

t
-6.178
-1.770
-8.683
-8.029
-5.229
1.944

df
29
29
29
29
29
29

sig
.000
.087
.000
.000
.000
.062

5.3. Summary of Sections 1 and 2
To sum up, section one presented analyses of the Multiple Choice Task. The data gathered
were yielded to three analyses: analyses of pre-test performances using one way ANOVA,
analyses of post-test 1 and post-test 2 using 3x3 repeated measures ANOVA and follow-up
analyses. The pre-test analyses accepted the null hypothesis and did not show any significant
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differences among the three groups. Post-test 1 and post-test 2 rejected the null hypothesis and
accepted the alternative hypothesis. They showed results which were contrary to the pre-test
analyses. Repeated measures ANOVA revealed that there were significant differences amongst
the three groups. In order to locate the differences, a follow-up analysis was carried out. The
independent-sample t-test was performed on the pre-test, post-test 1 and post-test 2. The
analyses of the pre-test did not demonstrate significant differences among the groups. Posttest1 and post-test 2 showed that the DT group significantly improved in article use and this
improvement retained until 6 months later when post-test 2 was administered. However, the
paired-sample t-test clearly proved that both treatment groups (TEI and DT) made significant
improvements in their selection of the English article system in post-test 1 and post- test 2 after
receiving different kinds of instruction. Conversely, the CG remained unchanged after 6
months of instruction.
As with section 2, the same procedures were followed. The pre-test analyses revealed that
there were no significant differences amongst the three groups, whilst repeated measures
ANOVA showed that there were significant differences amongst the groups. The independentsample t-test and the paired sample t-test analyses revealed that although the TEI group and
CG improved their uses of the English article system, the improvement did not remain at this
level for 6 months unlike the DT group, which improved its performance and remained for 6
months. (Table 5.14 demonstrates).
Hence, the performances of the DT group provided a positive confirmation for explicit
teaching strategies. Students who received a deductive teaching strategy benefited more from
the article instruction than students who received enhanced input and exposure to an intensive
amount of reading passages and whose improvement diminished with time.
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In response to the third research question: To find out whether explicit deductive teaching or
implicit Input enhancement teaching will be the most effective approach in teaching the article
system to Libyan learners of English, the answer is that, although both teaching strategies
proved to be effective in teaching the English article system to Libyan students, the DT group
used the English article system appropriately. This group performed better at the end of the
course and the effect did not diminish with time. Unlike the DT group, the improvement of the
TEI group after 6 months of teaching was around the same as the control group. Put another
way, the test results positively demonstrated that Libyan learners improve and become more
accurate dependant on the choice of the English article system after being taught by the DT
method.
Moreover, when the two tasks are compared, Table 5.15 shows identical results between the
two tasks in the three groups. The only difference was detected when using paired sample ttest in which the pre-test was compared with post-test 2 in the TEI group in both tasks. The
results of the multiple choice task showed that this group improved from pre-test to post-test 2
whereas in the composition task, it did not improve from pre-test to post-test 2
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Table5.15 Summary of the Results of the Analysis of Multiple Choice Task and the Composition Task
Multiple choice task ( MCT)
Pre-test analyses
Repeated measures
ANOVA

Independent-sample ttest

TEI= DT= CG

Composition task (CT)
TEI= DT= CG

There are significant differences among the groups

There are significant differences among the groups

pre

pre

TEI= DT= CG

TEI= DT= CG

Post1

DT > TEI>CG

Post1

DT > TEI>CG

Post2

DT > TEI>CG

Post2

DT > TEI>CG

Pre vs. Post1: improved

Pre vs. Post1: improved

TEI
Pre vs. Post2: improved

Paired sample t-test

TEI

Pre vs. Post1: improved

Pre vs. Post2: not improved
Pre vs. Post1: improved

DT
Pre vs. Post2: improved

DT

Pre vs. Post1: improved

Pre vs. Post2: improved
Pre vs. Post1: improved

CG
Pre vs. Post2: not improved
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CG

Pre vs. Post2: not improved

Amongst vital issues in the research of SLA is the significance of L2 learners’ errors. What are
their sources? Are they due to the transfer of L1 grammatical structures into L2, or are they
caused by some interlanguage (IL) grammar? This study has considered the issue of L2
learners of English, in particular Libyan learners. It has attempted to understand the nature of
their errors and their probable causes which in turn may facilitate the practice of second
language teaching.
One of the problematic areas of English for L2 learners in general and Libyan learners in
particular is the acquisition of the English article system. What is specific to the English article
system, which makes it problematic to acquire? Is there any specific complexity within the
English article system or a contrastive factor in Arabic, which has a role in the acquisition of
the English article system? In order to ascertain a probable explanation for the above
questions, the following part of this study will analyze and classify errors found in English
composition by Libyan learners in relation to the English article system. This will provide
information for researchers and teachers and assist in understanding the causes of errors.
The following sections of the chapter present the following research goals: (1) To identify and
analyse the kinds of errors Libyan students make in the use of articles, (2) To find out which
article use will prove to be overused/underused by Libyan learners during the learning process,
and (3) to determine the reasons behind the difficulty in learning the English article.
In accordance with the first research question, the types of errors made by 90 first-year
students enrolled in the English department at the Faculty of Arts, Garyounis University were
classified. The results of the types of errors are presented in accordance with the two tasks
used in this study: results of the types of errors of the multiple choice task and of the
composition task. They are produced below:
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5.4. Types of Article Errors of the Multiple Choice Task
The following sections are presented as follows: description of errors and types of errors with
regard to the Surface Structure Taxonomy (SST) of errors which Libyan students made in this
study, namely, omission, unnecessary insertion and confusion.

5.4.1 Description of Errors
The superficial structure taxonomy of errors can be divided into three main categories adapted
from Tomiyana (1980), Wang (2010) and Ratchanee (2011). The categories are (1) Omission,
(2) Unnecessary insertion and (3) Confusion. The present study adds sub-categories to each
category and there were nine types of errors made by Libyan learners which are, as follows:
Omission errors:
1. Omission of the indefinite article,
2. Omission of the definite article,
Unnecessary insertion errors (Overgeneralization):
3. Using the indefinite article (a/an) with unmarked plural,
4. Using the indefinite article (a/an) with marked plural,
5. Using the indefinite article (a/an) with uncountable nouns,
6. Using the indefinite article(a/an) with adjectives,
Confusion errors:
7. Substituting the indefinite article (a/an) for the definite article,
8. Substituting the definite article (the) for the indefinite article, and
9. Substituting a for an.
The details of these types are presented below.
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5.4.1.1Omission of Articles
Omission of articles means that a certain blank is filled with Ø by participants, although the
indefinite article a/an or the definite article the is required (Alsulmi 2010). The examples
below demonstrate this:
She has long face.
I woke up late in morning.
She has extra job.
The total number of errors of omission is summed up according to their group number.
Table 5.16The Total Number of Errors Instances of Omission of Articles

Category
Omission of a/an
%
Omission of the
%

TEI

DT

CG

Pre

Post1

Post2

Pre

Post1

Post2

Pre

Post1

Post2

93
31
77
32

81
38
69
37

77
36
75
37

102
34
80
33

38
18
32
17

38
18
39
19

106
35
82
34

95
44
87
47

99
46
89
44

The above table (Table 5.16) presents the number of errors and the percentage each group
gained in the pre-test, post-test 1 and post-test 2. The percentage of errors was obtained by
dividing the number of errors in each group by the sum of all errors in each test (i.e. pre-test,
post-test 1 and post-test 2). For example, the total number of errors in the pre-test was 301, and
the TEI group made 93 errors in the pre-test. Therefore, 93 is divided by 301 x 100 and the
percentage is 31%. It can be noted that the performance of the DT group is ranked first; the
TEI group is ranked second and the CG third. The errors in the DT group decreased
considerably in post-test 1 and post-test 2.
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5.4.1.1.1 Omission of a/an
The results of the multiple choice task showed that the errors of omission of a/an were more
common than the omission of the. Regarding the TEI group, Table 5.16 shows that the
frequency of errors of this group in post-test 1 and post-test 2 decreased slightly. However, the
results of the DT group indicate that the errors in this group reduced noticeably from the pretest to post-test 1 and post-test 2. The case with the CG was entirely different from that of the
TEI and DT groups. Although this group’s errors decreased in post-test 1 and post-test 2 than
pre-test, the errors increased slightly in post-test 2 than post-test 1.
5.4.1.1.2 Omission of the

The results were as follows:
For the TEI group, the errors decreased slightly in post-test 1 and post-test 2 than the pre-test.
The errors in the DT group decreased considerably in post-test 1 and post-test 2. The
frequency of errors in the CG increased slightly in post-test 1 and post-test 2. (See Table 5.16)

5.4.1.2 Unnecessary Insertion of Articles (Overuse)
Unnecessary insertion of articles refers to cases in which a certain blank is filled with the
definite article or the indefinite article, however, the blank requires the zero article. The
examples below demonstrate this:
The last week I stayed in the home.
She is a nice.
I played a football.
She has a long hair.
I like a children.
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The following table (Table 5.17) shows the total number of unnecessary insertion of articles
each group made in the three tests.
Table 5.17 Unnecessary Insertion of Articles

TEI
Category
Unnecessary
insertion of a/an
%
Unnecessary
insertion of the
%

DT

CG

Pre

Post1

Post2

Pre

Post1

Post2

Pre

69

75

78

98

48

52

98

96

100

54
58

57
57

62
48

59
69

63
28

62
32

60
66

61
62

61
65

46

43

38

41

36

38

40

39

39

Post1 Post2

The above table (Table 5.17) presents the number of errors and the percentages each group
gained in the pre-test, post-test 1 and post-test 2. The errors of the multiple choice task show
that the errors of unnecessary insertion of a/an were greater than the errors of unnecessary
insertion of the in the three groups. More details are presented in the following sections.

5.4.1.2.1 Unnecessary Insertion of a/an (Overuse of a/an)
Most errors of this kind were due to the use of the indefinite article with uncountable nouns
which require the use of the zero article. Moreover, nouns that can be countable and
uncountable may cause such errors. The example below demonstrates this as follows:
There is a major problem with ______________nowadays.
a) a crime
b) the crime
c) crime
The word ‘crime’ could be both countable (to refer to something against the law) and
uncountable (to refer to an illegal behaviour in general). In such situations, students may
become confused and be unable to decide which reference applies to the word.
The results of the multiple choice task in Table 5.17 were different from those of the
composition task (it will be discussed later). The former revealed that the errors of the TEI
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group and CG increased slightly from pre-test to post-test 2. Nevertheless, the DT group
performed better in post-test 1 and post-test 2.

5.4.1.2.2 Unnecessary Insertion of the (Overuse of the)
This kind of error, (overuse of the) was less frequent than with a/an in all groups. Learners
tended to use the definite article in situations which require Ø. The DT group outperformed the
TEI group, which in turn did better than the CG.

5.4.1.3 Confusion
This type of error refers to the confusion between the and a/an. The examples below
demonstrate this:
After a hour , I went to bed.
It was an quiet beautiful time.
She wear the scarf.
He has the big body.
In an evening I watch TV.
It was a best weekend.
Table 5.18 shows the total number of confusion errors of each group in the three tests.
Table 5.18 Frequency of Errors of Confusion in the Three Groups

Category
A/AN instead of the
%
The instead of a/an
%
A instead of an
%

Pre
49
32
12
23
17
28

TEI
Post1
64
38
17
35
21
47

Post2
61
36
20
34
22
39
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Pre
57
37
21
40
24
40

DT
Post1 Post2
36
39
21
23
9
12
19
20
7
9
16
16

Pre
48
31
19
37
19
32

CG
Post1
69
40
22
46
17
38

Post2
70
41
27
46
25
45

5.4.1.3.1 Using a/an Instead of the
As shown in Table 5.18, the examples of misusing a/an to replace the are far more than those
for misuse of the when the gap actually requires a/an. The table shows that the DT performed
better than the TEI group, which in turn outperformed the CG. Moreover, these kinds of errors
increased in both the TEI group and the CG. It is evident that the DT group achieved a
relatively high accuracy rate as regards using a/an immediately after the instruction and 6
months afterwards. This indicates that the explicit teaching strategy, which was used with this
group, was helpful in converting their explicit knowledge to implicit knowledge.

5.4.1.3.2 Using the Instead of a/an
Group DT made the fewest errors in post-test 1 and post-test 2. However, the TEI group and
the CG increased their errors slightly in post-test 1 and post-test 2.

5.4.1.3.3 Using a Instead of an, or an instead of a
This type of error occurred in situations that require a and the students replaced it with an or
vice versa. For example, in the sentence:
My friend is ________ person.
a) honest
b) an honest

c)a honest

Most students answered it with a instead of an. This could be attributed to the fact that
students become confused due to a phonetic source. The adjective honest starts with a
consonant letter, but is silent and the letter which follows is a vowel. Such words require an
since the first letter is silent. With respect to the performance of the three groups, Table 5.18
shows that the DT group outperformed the other two. The primary cause of the incorrect
selection of a for an, or an for a is obviously of intralingual origin.
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The above sections explain the types of errors of the multiple choice task and the errors made
by students in terms of the kinds of errors and their frequency. It is interesting to compare the
types of errors of the multiple choice task with those of the composition task to determine the
differences between the kinds of errors in the two tasks, i.e., what type of article error is the
most common and hence, might be difficult to acquire. The following section presents the
results of the errors of the composition task.

5.5 Types of Article Errors of the Composition Task
5.5.1 Omission of Articles
The total number of errors of omission is summed up according to their group number.
Table 5.19The Total Number of Errors of Omission of Articles
Group

TEI

DT

CG

Test

Pre

Post1

Post2

Pre

Post1

Post2

Pre

No. of errors
%

107
32

108
41

107
39

111
34

39
15

46
17

113
34

Post1 Post2
114
44

121
44

The above table shows the number of errors and the percentages each group made in pre-test,
post-test 1 and post-test 2. It can be noted that the performance of the TEI group was virtually
the same in the three tests, and that the CG made more errors in post-test 1 and post-test 2.
However, the errors of the DT group decreased considerably in post-test 1 and post-test 2. Put
another way, compared with the TEI group and the CG, the DT group made the fewest errors
in post-test 1 (39) and post-test 2 (46), which are fewer than the errors of the other two groups.
The reason could be due to the fact that the participants from the DT group were more familiar
with the test format as they would have been completing similar exercises during the
procedure.

182

Errors of omission were of two types: omission of the indefinite article a/an and omission of
the definite article the. The following table presents more details in relation to each group’s
types, frequencies and percentage of errors. The frequency and percentage of types of errors
were obtained by looking at the number of contexts in which a particular article is required and
then computing errors and their proportions raised. The percentage of errors was achieved by
dividing the number of errors by the total number of answers x 100 i.e. Wrong answers ÷
(wrong +correct answers) x 100= percentage %
Table 5.20 The Most Frequent Article Errors in Each Test

Category
Omission of a/an
%
Omission of the
%

Pre
85
56
22
27

TEI
Post1
82
51
26
29

Post2
81
52
26
29

DT
Pre Post1 Post2 Pre
83
34
37
87
53
28
28
54
28
5
9
26
31
9
10
26

CG
Post1
84
52
30
28

Post2
93
55
28
29

5.5.1.1 Omission of a/an
Similar to the results of the multiple choice task, the results of the composition task showed
that the errors of omission of a/an were more common than the omission of the. Regarding the
TEI group, Table 5.20 shows that the students omitted the indefinite article considerably more
than the definite article. The frequency of errors of this group in post-test 1 and post-test 2 was
almost the same and from pre-test to post-test 2 the errors decreased slightly. However, the
results of the DT group showed that the errors of this group had been notably reduced from the
pre-test to post-test 1 and post-test 2. The case with the CG was entirely different from that of
the TEI and DT groups. Although this group’s errors decreased in post-test 1, they increased
slightly in post-test 2.
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5.5.1.2 Omission of the
Interestingly, the results of this kind of errors were less than those of the multiple choice task.
The results of these kinds of errors are as follows:
With regards to the TEI group, Table 5.20 showed that the frequency of errors increased
slightly in post-test 1 and post-test 2. The errors of the DT group decreased greatly in post-test
1 and post-test 2. The errors in the CG increased in post-test1 and decreased slightly in posttest 2.

5.5.2 Unnecessary Insertion of Articles (Overuse)
The following table (Table 5.21) shows the total number of unnecessary insertion of articles
each group made in the three tests.
Table 5.21 Unnecessary Insertion of Articles

Category

Unnecessary insertion
of a/an
Percentage %
Unnecessary insertion
of the
Percentage %
Total

TEI

DT

CG

Pre

Post1

Post2

Pre

Post1

Post2

Pre

Post1

Post2

76

74

72

84

51

40

77

75

73

38
123

44
117

40
109

39
127

57
17

53
21

39
119

39
115

38
117

61
199

70
167

61
180

60
211

19
89

28
75

61
196

60
193

61
192

Table 5.21 showed the number of errors each group committed in the pre-test, post-test1 and
post-test 2 and that the errors of unnecessary insertion of the were greater than the errors of
unnecessary insertion of a/an in the TEI group and CG.

184

5.5.2.1 Unnecessary Insertion of a/an (Overuse of a/an)
Errors in the use of the indefinite article with unmarked plural, (e.g. people and children),
adjectives and with uncountable nouns, (information, hair) were used with high frequency in
all groups in the pre-test. The results of the TEI group demonstrated that the errors reduced
very slightly from pre-test to post-test 2. Nevertheless, the DT group performed better in posttest 1 and post-test 2. Moreover, the case with the CG was similar to that of TEI group with
their errors slightly reduced from the pre-test to post-test 2.
5.5.2.2 Unnecessary Insertion of the (Overuse of the)
This kind of error was the most frequent in all groups. Learners tended to use the definite
article in situations which require Ø. Although the TEI group and CG reduced these kinds of
errors in post-test1 and post-test 2, the DT group outperformed them notably. Table 5.21
showed that errors in the DT group decreased remarkably in post-test 1 and post-test 2.

5.5.3 Confusion
Table 5.22 shows the total number of confusion errors of each group in the three tests.
Table 5.22 The Total Number of Confusion Errors in the Three Tests

Category

A/an instead of the
%
The instead of a/an
%
A instead of an
%

TEI
Pre
19
28
10
32
5
50

Post1
15
32
11
69
4
40

DT
Post2
18
33
9
50
4
44

Pre
28
41
12
39
3
30

Post1
7
15
4
25
1
10

CG
Post2
6
11
4
22
2
22

Pre
22
32
9
29
2
20

Post1
26
55
7
44
5
50

Post2
24
44
9
50
3
33

5.5.3.1 Using a/an Instead of the
As shown in Table 5.22 in the three groups, examples of misusing a/an to replace the are far
more than those of misuse of the when the gap actually requires a/an. The performance of the
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TEI group indicates that this group improved very slightly after 6 months of instruction.
However, the performance of the DT group improved considerably and achieved a relatively
high accuracy rate in using a/an immediately after the instruction and 6 months afterwards. As
for the CG, their errors increased slightly in post-tests 1 & 2 than in the pre-test.

5.5.3.2 Using the Instead of a/an
There were few errors of this type in the three groups. The DT group made the fewest errors in
post-test 1 and post-test 2, whilst the TEI group and CG produced almost similar results in the
three tests.

5.5.3.3 Using a Instead of an, or an instead of a
This type of error was made the least in this study. Table 5.22 showed that the performance of
the DT group outperformed the other two. The primary cause of the wrong selection of a for
an, or an for a is obviously of intralingual origin.
In addition, as mentioned earlier in this chapter, this study also aims to: determine which
article use will prove to be more problematic (overused/ underused) for Libyan learners during
the learning process. Based on the evaluation of the results of this study, the article use that
might be challenging for Libyan learners is presented in the next section.

5.6The Article that Might be Problematic for Libyan Learners
To determine which type of article error might be overused/ underused, the errors in both
tasks had been counted in the three tests of the three groups. The results are shown in Table
5.23. Errors in the following table are arranged from the most frequent source to the least.
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Table 5.23 TheFrequency of Errors Arranged from the Most Problematic to the Least
Pre-test
Post-test1
Post-test2
Total
Type of Error

Omission of a/an

556

414

425

1395

Unnecessary insertion of a/an

502

419

415

1336

Unnecessary insertion of the

562

369

392

1323

Omission of the

315

246

226

787

A instead of the

223

217

218

658

The instead of a/an

83

70

81

234

A instead of an

70

55

65
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Figure 5.3 The Frequency of Errors in the Three Groups
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As shown in Table 5.23 and figure 5.3, the omission of the indefinite article a/an was the most
frequent error category in this study (1395). This indicates that the acquisition of the indefinite
article seems to be problematic and might not be easily acquired by Libyan learners. Although
the improvement in performance was better in post-tests 1 & 2 than in the pre-test, errors of
this type were challenged in post-tests 1 & 2. This means that the instruction strategies used in
teaching the English article seem to have made little difference. Interestingly, the unnecessary
insertion of the indefinite article is ranked the second problematic (overuse) aspect to be
acquired. That is, the participants in this study either considerably added the indefinite article
in situations where it should be absent especially with uncountable nouns or omitted it
(underuse) in situations that require its presence. This fact is supported by the contrastive
analysis hypothesis (see chapter 3), which predicts that Libyan learners of English might
overuse the indefinite article in situations that require its absence or overuse it in situations that
require its presence. The next chapter will discuss the extent of matching these predictions
with the results.
A summary of the comparison between the types of errors of the three groups in the two tasks
is shown in the following table (Table 5.24).
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Frequency of Errors of CT

Table 5.24 Summary of the Comparison Between the Types of Errors of the Three Groups in the Two Tasks

Type of Error

MCT

CT

Pre

%

Post1

%

301

24

214

21

214

Omission of the

239

19

185

18

Unnecessary
insertion of a/an

265

21

219

Unnecessary
insertion of the

193

15

A/an instead of the

154

The instead of a/an
A instead of an

Omission of a/an

Note:

Pre

%

Post1

%

Post2

%

20

255

24

200

25

211

27

203

19

76

7

61

8

63

8

21

230

21

237

23

200

25

185

24

147

14

145

13

369

35

249

32

247

31

12

169

16

170

16

69

7

48

6

48

6

52

4

48

5

59

5

31

3

22

3

22

3

60

5

45

4

56

5

10

1

10

1

9

1

MCT = Multiple Choice Task

Post2 %

CT= Composition task
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Figure 5.4 Summary of the Frequency of Errors of MCT and CT
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As shown in Table 5.24 in the composition task, errors of omission of a/an decreased in posttest 1 and compared with errors of post-test1, in post-test 2, errors increased slightly. Errors of
omission of the decreased greatly in post-test 1 and compared with post-test 1, errors increased
slightly in post-test 2. Regarding the unnecessary insertion of a/an, the errors decreased in
post-test1 and post-test 2. It can be observed that errors in the unnecessary insertion of the
decreased in post-test 1 and post-test 2. Errors in the use of a/an instead of the, errors in the
use of the instead of a/an decreased in post-test 1 and post-test 2. Errors in the use of a instead
of an decreased slightly in post-test2.

However, with regards to the multiple choice task, errors of omission of a/an and omission of
the decreased in post-test 1 and post-test 2. Unnecessary insertion of a/an and the also
decreased in post-test1 and post-test 2. Unlike in the composition task the errors in the use of
a/an instead of the increased in post-test 1 and post-test 2. Errors in the use of the instead of
a/an decreased in post-test 1 and increased in post-test 2. Errors in the use of a instead of an
decreased in post-tests 1 & 2 as opposed to the pre-test.
The above mentioned sections showed the errors made by students in this study and based on
the errors, the area of the article system that might be problematic is shown. However, it is
necessary to recognize the correct uses of the article system in order to determine how many
times they used the for the, a for a and Ø for Ø. This procedure assists in relation to comparing
what was predicted previously in chapter 3 regarding the Contrastive Analysis Hypothesis.
The following tables reveal the frequency of the correct answers for each group in the three
tests.
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Table 5.25 Frequency of Correct Answers of Group TEI During the Three Tests

TEI
Pre-test: Ø >a > the
Post-test1: A >the > Ø
Post-test2: The > Ø > a

The / The

A(an)/ A(an) Ø / Ø

40
79
72

52
96
48

22%
31%
40%

28%
38%
26%

92
78
62

Total
50%
31%
34%

184
253
182

Table 5.26 Frequency of Correct Answers of Group DT During the Three Tests

DT
Pre-test: a>Ø > the
Post-test 1: a> Ø > the

Post-test 2: Ø > a >
the

The / The
44
91
89

A(an)/ A(an)

26%
29%
27%

67
120
101

40%
39%
31%

Ø/Ø
57
98
138

34%
32%
42%

Total
168
309
328

Table 5.27 Frequency of Correct Answers of Group CG During the Three Tests

CG
Pre-test: a>the > Ø
Post-test 1: The > a= Ø
Post-test 2: The>a> Ø

The / The
63
59
60

A(an)/ A(an)

37%
35%
36%

64
55
56

38%
33%
34%

Ø/Ø
42
55
49

25%
33%
30%

Total
169
169
165

As shown in table 5.25, for the TEI group, the use of the zero article attained the highest
frequency level in the pre-test, the use of the indefinite article achieved the highest frequency
level in post-test 1 and the use of the definite article attained the highest frequency level in
post-test 2.
However, for the DT group (Table 5.26), the use of the indefinite article attained the highest
frequency level in the pre-test and post-test 1, and the use of the zero article realized the
highest frequency level in post-test 2.
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For the CG (Table 5.27), the use of the indefinite article attained the highest frequency level in
the pre-test; the use of the definite article achieved the highest frequency level in post-test 1
and post-test 2.
It can be noted that the TEI and DT groups have similar findings with regards to the use of the
indefinite article. Both groups achieved the highest frequency level in post-test 1. The DT
group and the CG also obtained similar results concerning the use of the indefinite article.
Both groups attained the highest frequency level in the pre-test. Moreover, the TEI group and
the CG achieved similar results with respect to the use of the definite article in post-test 2.
Both attained the highest frequency level in the use of the definite article.
Table 5.28 Summary of the Frequency of the Correct Answers in the Three Groups

TEI+ DT+ CG
Pre-test
Post-test 1
Post-test 2
Total

The for the
147
224
221
597

A(an) for a(an)
183
271
199
659

Ø for Ø
191
231
249
671

Table 5.28 showed that the use of the definite article received the lowest frequency amount in
the pre-test and the use of the indefinite article received the lowest frequency amount in the
pre-test. These frequencies are compared with what was predicted in chapter three regarding
the CAH. In addition, both errors and the correct uses of the article system are needed, in order
to compare them with what was previously determined in the texts used in this study (See
chapter 3). Further discussion is presented in the next chapter.
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5.7 Explanation of Errors
The English article system is problematic for most L2 learners regardless of their native
language, even for advanced learners who have learned other grammatical features perfectly
(Master, 2002). In the literature, some facts are given in relation to the challenges faced in this
area of grammar.
First of all, according to Master (2002), one of the difficulties in the article system is that the
article system is multifunctional. It stacks multiple functions onto one morpheme leading to a
complexity for learners. Moreover, Master (1997, p. 332) states that amongst the frequent
occurring function words in English are the English article words, causing “continuous rule
application to be difficult over an extended stretch of discourse.”

According to Chang (1987), the violation of rules which takes place in some idiomatic phrases
and proper nouns may add to the difficulty with the English article system. In addition, a
number of linguists (e.g. Sinclair, 1991 and Al-Saidat, 2011) reported that the difficulty of the
article system for L2 learners may result from the negative transfer from the learners’ native
language.

Finally, although learners may be aware of the rules of the English article system, they may
not be able to apply the rules because of insufficient response time in actual communications.
This suggestion may be a possible cause of the inconsistency found between learners’
knowledge and act of the use of articles.
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The above-mentioned complications are general for all L2 learners regardless of their native
language. This study adds a further difficulty and explanations for the making of errors and the
details are presented below.

5.7.1 Explanation of a/an Omission Errors
Tables 5.16 and 5.20 showed that a considerable number of Libyan students made omission
errors of a/an whose use is required with singular countable nouns that entail the use of the
indefinite article in English. This means that students show indefiniteness by not using an
article at all.
For some reason, it is difficult to provide an absolute reason for learners’ errors. First, it is not
easy to read the learner’s mind to recognize the cause behind errors unless an interview or
response-comment is involved. Even in the case of an interview or response-comment a
student sometimes has tacit knowledge about some grammatical rules where he/she knows the
correct answer, but is unable to identify the reason behind it. Second, some errors can be
ascribed to multiple sources (this will be explained in the next chapter), however, omission
errors of a/an may be attributed to some sources, the most obvious of which could be first
language transfer (i.e. interlingual interference from the native language). This result is in line
with a number of results of other studies (e.g. Swan and Smith, 2001; Mourtage, 2004;
Bataineh, 2005; and Al-haysony, 2012). Moreover, the target language simplification could
also lead learners to make errors in their use of the article system. More details about the
causes of such errors will be explained in the next chapter.
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5.7.2 Explanation of Errors of Omission of the
Omission of the was less than in the omission of a/an. This result may not be attributed to the
learners’ first language because Arabic has a definite article and the learners omitted it in the
situations that require its presence in both languages. The most likely explanation for errors of
this kind is due to intralingual interference. This means that learners made errors within the
same language. This result was based on the fact that there are some nouns which require the
use of al- in Arabic and the in English, but the students use the zero article instead.

5.7.3 Explanation of Errors of Unnecessary Insertion of a/an
Although learners omitted the indefinite article in obligatory situations, they overused it in
situations that did not require its presence. Such an error cannot be attributed to learners’ first
language for Arabic does not have its equivalent. Learners’ overuse of the indefinite article is
an intralingual influence which could be attributed to the fact that they use a/an with
uncountable nouns on the grounds of structural similarity to the singular countable nouns, or
they overuse a/an in order to avoid deletion and for fear of making errors. Furthermore, they
may overuse a because of the fact that the indefinite article a is more frequent than an in
English. This overuse of a reveals that the learners were overgeneralizing and probably under
the impact of the transfer of training7.
Moreover, learners’ use of a/an with adjectives, (e.g. She is a beautiful) can be attributed to the
reason that they recognize the presence of an English structure in which the adjective is the
head of a noun phrase. Learners may use a/an in places where they are not required because
they may think that the adjective functions as the head of a noun phrase; however, it is used in
the same way as a noun.
7

Transfer of training refers to special emphasis in the input made by textbooks or instructors.
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5.7.4 Explanation of Errors of Unnecessary Insertion of the
Tables 5.17, 5.21 reveal that, for Libyan learners, the most common problem tends to be the
use of the definite article (overuse) where the zero article is required. Learners misused the
zero article and considerably overused the definite article instead. Learners overused the
definite article the with plural nouns in the target language regardless of the distinction
between generic and specific. Sentences like the people are very kind and she likes the
children were used frequently.

5.7.5 Explanation of Using a/an Instead of the
This kind of error can be explained as an intralingual error due to the fact that Arabic does not
have an indefinite article. Such errors occur because learners may keep in their minds the
grammatical suggestion that the initial word of the sentence is an indicator that the phrase must
be preceded by indefiniteness. This thought could be concluded from the use ‘Anaphoric
reference’ (See section 3.7).

5.7.6 Explanation of Using a Instead of an
This kind of error occurred in few cases in the two tasks. The use of a instead of an occurred in
phrases which require an where the first letter is silent and followed by a vowel. For instance,
the phrase an hour ago was written as *a hour ago in most cases. However, the use of an
instead of a was very rare. The reason for the use of a instead of an can be attributed to the
students’ lack of knowledge of the words in which the first letters are silent. For instance, in
this study there were some words in which the first letter was not silent, but the students used
an instead of a because they were unaware that this letter was not silent, (e.g. I went to an
hotel). Moreover, the use of a instead of an occurred in places where the use of the indefinite
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article depends on phonetic rules. For example, the phrase an MA in Italian literature was
written frequently as a MA in Italian literature.

5.8 Sources of Errors
From what has been previously reported, it can be noted that the English article poses a
problem for Libyan learners of English. The goal of this study was to investigate the causes
behind such difficulty. It was established that the sources of the errors committed in this study
were due to: interlingual interference from the native language and intralingual interference
within the same language (i.e. English). These sources seem to be the causes of the erroneous
selection of the article system. The intralingual errors may include:
 Omission of the definite article,
 Using the indefinite article (a/an) with unmarked plural,
 Using the indefinite article (a/an) with marked plural,
 Using the indefinite article (a/an) with uncountable nouns,
 Using the indefinite article (a/an) with adjectives,
 Substituting the indefinite article (a/an) for the definite article,
 Substituting a for an.
 Omission of the indefinite article (a/an), and
 Substituting the definite article (the) for the indefinite article (a/an).
Interlingual errors may include:
 Omission of the indefinite article (a/an), and
 Substituting the definite article (the) for the indefinite article (a/an).
All in all, the results revealed that the English article system is problematic for Libyan
students. Moreover, they presented the types of errors committed in this study and
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furthermore, which type of article use could be problematic in terms of overuse and underuse.
The sources of these errors are also indicated. The question that needs to be asked is why there
was an improvement in one group compared to another. Put another way, as the students’ level
of proficiency was similar before conducting the treatment, why did the results show one
group outperforming the others. Did the teaching strategy used to teach each group have an
effect on such an improvement? Can students benefit more from using a specific teaching
strategy, (explicit or implicit) that assists them to acquire a language and converts their explicit
knowledge into implicit one? The answers to these questions are presented below.

5.9 The Effect of Teaching Strategies in the Process of Learning
As mentioned earlier in the previous chapters, three different teaching strategies were used in
this study to teach the English article system to three groups of first year Libyan students at the
University of Garyounis. The TEI group received an implicit teaching strategy, (i.e. textual
enhanced input), the DT group was instructed using an explicit teaching strategy, (deductive
teaching), and the CG (the control group) received communicative teaching, (exposure to
language through reading texts). With regards to the use of the article system appropriately, the
results revealed that the DT group performed better than the TEI group, which in turn
outperformed the CG, (i.e. from a high accuracy to a low accuracy: DT > TEI>CG). It can be
concluded that the use of a certain teaching strategy may help to overcome learners’ problems.
The outstanding performances of the DT group provide practical confirmation of the
possibility of Master’s (1997) pedagogical framework, in which he suggested that more
cognitive habits of teaching can be exploited in relation to the English article system
instruction to learners at the intermediate level of proficiency. Implementing the article system
instruction is, definitely, helpful to intermediate-level learners. As a result, this study has
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yielded two crucial results. First, the two experimental groups, (TEI and DT), both were
instructed through systematic 8article instruction in two different teaching strategies, which
developed their use of the article system by the end of the teaching phase. Although the
performances of the two groups regressed in post-test 2, their performances in post-test 2 were
better than their performances in the pre-test. This means that the improvement remained until
6 months after the teaching. Nevertheless, the control group demonstrated almost consistent
growth. Second, despite the effectiveness of the instruction as shown by the three groups, the
DT group, (deductive teaching) significantly outperformed the TEI group, (the enhanced input
strategy), whose improvement was better than that of the CG. These results indicate that the
English article system should be taught to L2 learners in a systematic way. These results
concur with a number of studies which believe that formal instruction has a positive effect on
learners of L2.
The next chapter devotes a discussion of the results from this study with regards to earlier
studies and a more broad issue concerning causes of errors, grammar teaching, or formfocused instruction9, and pedagogical implications as suggested by this study.

5.10 Summary of the Chapter
This chapter presented the findings of the study. It showed the statistical results of two tasks
used in this study, namely, a multiple choice task and a composition task. The SPSS showed
that the DT group outperformed the TEI group, which in turn performed better than the CG.

8

Systematic article instruction means formal teaching, or form-focused instruction on the article system and
regular attention to the system during the period of teaching.
9
Doughty and Williams (1998) used the term form-focused instruction for both FoF and FofS- focused
instruction.
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Moreover, this chapter revealed the types of errors committed in this study. There were three
main categories that had sub-categories.
In the multiple choice task, the most frequent type of error was the omission of a/an followed
by the unnecessary insertion of a/an. However, in the composition task, the most frequent type
of error was that of the unnecessary insertion of a/an followed by the unnecessary insertion of
the. These results indicate that Libyan learners may face difficulties in acquiring the indefinite
article a/an and the zero article Ø. This difficulty in acquiring the zero article derives from the
fact that the students overused the definite article the in situations that require the use of the
zero article, especially where the use of the generic senses requires the use of the zero article.
Furthermore, this chapter showed the sources and reasons for such errors that can be attributed
to interlingual and intralingual origins.
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Chapter Six
Discussion
6.0 Introduction
Essentially, this chapter will elucidate the following:
1. As mentioned earlier in chapter three of this study, the CAH was adopted to compare
English and Arabic in terms of the English article systems and that the comparison
resulted in 12 predictions of errors that Libyan learners may make. Chapter five
presented the results and the types of errors Libyan students made in this study.
Consequently, this chapter compares the results of chapter five with what was
predicted in chapter three through the Contrastive Analysis Hypothesis (CAH) and
with the results of the analysis. The predictions will be evaluated.
2. It presents more facts concerning the causes of errors, scores of the students’ errors,
and the effectiveness of two teaching strategies, (explicit and implicit) regarding the
use of the English article system as it is the focus of this study.
3. The three teaching strategies applied in this study were used, in order to determine
which one assists Libyan learners to use the English article system appropriately. It is
necessary, however, to consider the bigger picture with regards to the effectiveness of
teaching strategies in other aspects than the English article system. A look at other
aspects, which students have learnt, is also crucial. In order to undertake this, two
measurement methods were used to measure the grammatical development and lexical
diversity of the students’ writings. The T-unit was used to measure the grammatical
development and type-token ratio (TTR) so as to determine how many different words
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are used in a text. Finally, the chapter ends with a summary of the chapter, pedagogical
implications, suggestions for further research and the conclusion.

The following section is a comparison of the CAH predictions with the results of
chapter five. Put another way, this study sought to establish the problems Libyan
students may experience in using the English article system. The data of all 3 groups
and all three tests in this study were then used to counteract such problems: the results
of the two types of tasks are presented to show which task the students performed
better at.

6.1 The Contrastive Analysis Hypothesis
The contrastive analysis hypothesis somewhat succeeded to some extent in predicting errors
made by Libyan learners in the use of the English article system. For example, in chapter
three, there were 12 predictions of some difficulties that Libyan students might face when
learning the English article system. The following section presents additional information
regarding this.

6.1.1 The Results of the Current Study vs. the Potential Difficulties
Predicted in Chapter 3
The Contrastive Analysis Hypothesis was adopted in chapter three in order to predict errors
Libyan learners of English might make in this study. A summary of the predictions follows
below.
1. Omission
* Omission of a/an
* Omission of the
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2. Unnecessary insertion
* Unnecessary insertion of a/an
* Unnecessary insertion of the
3. Confusion between a/an

6.1.1.1 Omission of a/an and the

6.1.1.1.1 Omission of a/an
The first problem that was predicted in chapter three is the omission of the indefinite article
a/an. The omission of a/an occurred with singular countable nouns. The examples below
demonstrate this:
1. He has shop and car.
2. I spent long time.
3. I went to restaurant.

The examples above reveal that in the multiple choice task, (in the three tests), learners
omitted the indefinite article in obligatory situations 62% of the time in the multiple choice
task and 74% of the time in the composition task. This indicates that they chose the use of
zero article Ø instead of a/an. The reason for omitting a/an in examples 2 & 5 could be due to
the fact that learners might believe that such nouns are uncountable and hence, no article is
needed. The reason for omitting a/an in the other examples may be because learners were
affected by their first language which requires no article in such situations. The CAH argued
that, because Arabic does not have an indefinite article, Libyan learners tend to omit it in
obligatory situations. The learners involved in this study made this type of error and in fact,
such an error was frequently made by the participants.
In line with the present study, the studies of Guella (2008), Stehle (2009) and Alhaysony
(2012) showed that Arab learners, (the participants involved in their studies) tended to omit the
indefinite article in obligatory situations. According to Stehle (2009, p. 48), “having only the
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definite article in a learner’s L1 may make it harder for the learner to acquire an indefinite
article in the L2”. In addition, some studies (e.g. Castillo, 2008; Ionin et al., 2008; IsabelliGarcía and Slough, 2011) were conducted on L2 learners whose native languages have article
systems (+ART), such as (Spanish, French and Italian) and have different language
backgrounds other than Arabic. Their conclusions concurred with the results of this study and
confirmed the effects of the learners’ first language on learning another language. Some of the
results showed that L2 learners tend to use the definite article more often than the indefinite
article. For instance, Isabelli-García and Slough (2011), who conducted a study on Spanish
learners of English reported that the item most similar to L1 was the least difficult to acquire
and the item which was very different was the most difficult. As with English, Spanish
language has both definite and indefinite articles, the only difference being that in Spanish
both masculine and feminine have different indefinite and definite distinctions10.11.
Additionally, Spanish and English differ in certain places where definite and indefinite articles
are used. In Spanish, indefinite articles are omitted before professions, thus, if this rule is
transferred to English, the following errors will be the result: That man is fireman, She is
teacher. As with Spanish, professions are not preceded by an article in Arabic, (e.g. She is
English teacher “Heya Moalemat logha injelezeyah’ / he is dentist ‘Huwa Tabeeb isnaan”).
Accordingly, learners might omit the indefinite article a/an when influenced by their first
language.

10

English has only plural/ singular distinctions, plus vowel and consonant beginnings, whereas Spanish has
plural/singular distinction/ masculine-feminine distinctions. For that reason, Spanish has a full set of number and
gender form which includes the neuter.
11
Although Spanish has an indefinite article, its use differs from the indefinite article in English (for more
information read: Comparative Analysis of the Articles System in English and Spanish by Angela Castillo.
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6.1.1.1.2 Omission of the
Another error of omission was the omission of the in obligatory situations. The examples
below demonstrate this:
4. She is third girl.
5. She is best friend.
6. First thing I did was sleeping.

The omission of the in obligatory situations in the three tests occurred with a percentage of
34% in the multiple choice task and 31% in the composition task. It can be noted that the
omission of a/an has a higher percentage than that of the omission of the in the two tasks, (the
multiple choice task and the composition task). This result partially supports the prediction of
the CAH, which predicted that Libyan learners of English tend to omit a/an more than the.
Moreover, in order to ensure this result, a paired sample t-test was used to compare the
percentages of the uses of the and a/an in the three tests. The results showed that there were
significant differences between the two types of omission: t (89) = 14.920, p ˂0.001.
Based on the CAH, learners omitted the in the above examples because they thought that
English was similar to Arabic regarding the use of the with ordinal numbers and with
superlative adjectives. In Arabic, a zero article is required with such structures, whereas in
English there are some words, (such as first, next, last) whose meaning is related to uniqueness
that require a definite article to precede them. (See section 3.7.1.6)
However, although the CAH partially succeeded in predicting some errors, there are some
predicted errors that occurred very rarely in this study. For instance, the CAH predicted that
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Libyan learners of English tend to omit the definite article with superlative adjectives (in
obligatory contexts). This kind of error occurred only 7 times with a percentage of 8% in the
composition task. (7÷90x100)12
7.
8.
9.
10.
11.

He is best friend. (3 times)
It was most important event
It is most beautiful cities
She is most caring mother
I got highest scores

Moreover, the CAH predicted that Libyan learners would omit the definite article with
cataphoric reference to the (i.e. of phrase). Of phrases are the English equivalent of (IDaafa) in
Arabic (Kharama, 1981). Kharama (1981) conducted a study to analyse the errors committed
by Arab University students in Kuwait. He demonstrated that using the English definite article
with nouns predicting the of-phrase was problematical for the participants in his study and he
attributed this to the interference of L1 due to the differing patterns of definiteness for the
nouns in the genitive construction (IDaafa) in Arabic. In the present study, such an error
occurred only 17 times throughout the test with a percentage of 24%. (17÷70 x 100)
12. This is tradition of Libya.
13. I went to farm of my uncle.
14. I study at faculty of Arts.

6.1.1.2 Unnecessary Insertion of a/an and the
Another kind of error that was predicted by the CAH in chapter three is the unnecessary
insertion of a/an and the. The unnecessary insertion of a/an occurred with a percentage of
19% in the multiple choice task, (in all tests) and 30% in the composition task (in all tests).
12

7refers to the number of the wrong answers and 90 refers to the total uses of the definite article (the) with
superlative adjectives.
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The unnecessary insertion of the occurred with a percentage of 15% in the multiple choice
task (in all tests) and 26% in the composition task (in all tests). The results show that the
unnecessary insertion of the articles a/an and the is less frequent than the omission of a/an and
the.
Such a disparity could be attributed to the fact that omission errors are simplification errors,
(hence more frequent) and insertion errors are complex errors. This kind of error (unnecessary
insertion of a/an and the) takes place in situations where learners use the indefinite article with
uncountable nouns, proper nouns, names of meals and cities that need no articles. The
examples below demonstrate this:
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.

I like the meat.
I stayed at the home.
I went to the shopping.
We had the dinner at 8:30.
I visited the Morocco.
I came home and I had a lunch.
She has a nice charisma.
She has a nice hair.
She has a beautiful eyes.
He has a big ears.

Such errors could occur for several reasons. First of all, learners could be affected by their first
language. They may think in Arabic and translate their thoughts into English. Second, it could
be for intralingual reasons. For example, learners might use formulaic language (chunks) that
might result in the making of errors. Formulaic language means that learners learned a group
of words, (e.g. this is a…….) and start using it in situations that require or do not require its
presence. Third, such errors can be attributed to an inaccurate application of rules due to a lack
of understanding of how to use an article, or it could be ignorance of rules resulting in failure
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to apply the rules for the use of an article. For instance, in the example “I like the Morocco”,
the article ‘the’ should not be used before Morocco, as it requires no article.
Although the CAH predicted such an error, this may be due to reasons other than the learners’
first language. For instance, the overuse of a/an with uncountable and plural nouns is
potentially an intralingual error. This suggestion arises from the following facts:
1. Libyan learners’ overuse of the indefinite article with uncountable nouns can be attributed to
their lack of knowledge of some nouns and whether they were countable or not.
2. Their overuse of a/an with plural nouns occurred with nouns that have two parts, (eyes, ears
and lips). In this instance, learners may think that as they were describing one person, they
treated them as singular nouns and used a/an. In other words, learners copy the same structures
and over generalize the use of a/an with singular and plural nouns.
6.1.1.3 Confusion between a/an
The CAH predicted that Libyan learners might confuse a and an.
25. He is a electrician.
26. We spent a interesting time in the park.
27. She has an nose.
28. After a hour I left home.
29. She is a excellent cook.

These errors occurred in few cases. Such an error cannot be attributed to only Arabic; it could
be an intralingual error. One of the causes of such an error is learners’ lack of knowledge of
phonetic rules. For example, as mentioned previously, the use of a instead of an occurred in
situations in which the first letter of a noun was silent and the second letter was a vowel, but
learners used a instead of an because they believed that the first letter was a consonant and
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hence, the noun required a. In other words, there was widespread confusion amongst students
regarding the rules and exceptions to the rules of article usage.
What is more, it might be difficult to recognize the exact causes of errors made by L2 learners.
In other words, what might cause the errors that L2 learners make in general and Libyan
learners make in particular. The following section sheds light on what might cause such errors.

6.2 The Sources of Errors
The CAH, which was adopted in this study, showed that learners’ first language (interference)
was the least repeated source of errors. Additionally, some errors that occurred within the
target language (i.e. intralingual errors) were discovered in this study. The following sections
discuss these sources.

6.2.1 Causes of the English Article Errors Committed in this Study
A part from first language interference, the target language may cause difficulties in using the
English article system correctly. Interestingly, the present study showed that Libyan learners
overused the indefinite article commonly in some situations and omitted it in obligatory
situations before and after the treatment. The following sub-sections provide more
explanations of the causes of the errors.
6.2.1.1 The Effect of English Nouns
In English, nouns can be countable, uncountable or both. These nouns require different ways
of using them. For instance, countable nouns have plural forms which require determiners,
whereas uncountable nouns do not have plural forms and usually do not need a determiner. As
the English article system is one type of determiner, choosing which type of article to use is
sometimes affected by the noun which the article is attached to.
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 The Use of a/an with Uncountable Nouns and Plural Nouns
In the three tests in this study, it was noticed that Libyan learners used a/an with uncountable
nouns and plural nouns. The reason for such errors could be attributed to the fact that Libyan
learners have difficulty in developing an insight into whether an English noun is countable or
uncountable. Learners treated uncountable nouns as countable ones and over generalised the
rule of using a/an before them, making an odd structure in some areas.
Moreover, as mentioned earlier, learners’ use of a/an with plural nouns occurred with nouns
that have two parts, (e.g. eyes, ears and hands). Learners probably used a/an with such nouns
because they thought that a/an should be used given that they were describing one singular
person.
In addition, some English nouns, (e.g. time and crime) could be both countable (bounded) and
uncountable (unbounded). A noun like glass, for instance, can be interpreted either as
bounded, (i.e. She broke a glass) or unbounded, (i.e. this window is made of glass). These
nouns could prevent learners from recognising whether the noun in a certain context is
bounded or not.

 The Use of the with Generic Nouns
What is more, in some examples (e.g. I like __________Italian food very much), learners
might understand that the existence of an adjective followed by a noun is a sign for using a
definite article. Most participants used the definite article the to complete the example. The
participants may develop a rule from this, considering that the word food is specific because it
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is preceded by the expression Italian which narrows down the meaning of food. The phrase
Italian food refers in the instance to the notion of Italian food in general. Consequently, the
definite article should be left out to avoid an unexpected structure.
From the above discussion it can be concluded that Libyan learners in some contexts might
know the rule of using a/an but be unable to apply it because they sometimes were unable to
identify which nouns to use in certain contexts.
6.2.1.2 The Effect of Definiteness and Specificity
Definiteness and indefiniteness are the features of noun phrases in contexts, and according to
Hawkins et al. (2009, p. 16) “definiteness and indefiniteness are the only discourse-related
features that underlie article choice.”
Definite noun phrases can be specific and identifiable in a given context, whereas indefinite
noun phrases are not specified and identified in context. The choice of article is affected by
whether a noun phrase, which is in a context, is specific and identifiable or not. A definite
noun phrase refers to a particular individual in a specific reference indicating that both the
speaker and hearer are familiar with what is being talked about. An indefinite noun is a noun
phrase which refers to an individual in a general reference indicating that the speaker does not
identify things or people and the hearer does not know any detail about the thing or people. In
other words, definiteness is associated with knowledge shared by the speaker and hearer (Ionin
et al., 2004, p. 2). Ionin et al. (2004, p.2) defined definiteness and specificity as:
If a determiner phrase (DP) of the form is…
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a.

[+definite], then the speaker and hearer presuppose the existence of a unique individual in the set denoted by the
NP.

b.

[+specific], then the speaker intends to refer to a unique individual in the set denoted by the NP and considers this
individual to possess some noteworthy property.

Moreover, definiteness and specificity of a noun phrase, (see sections 3.2 and 3.3) are usually
related to its semantic function in a context, thus, they are usually used to explain the semantic
effect of a context for the article choice. The feature [± definite] refers to whether both the
speaker and hearer share knowledge of what is being talked about in their discourse. The
feature [± specific] refers to whether the speaker specifies the noun being talked about or not.
Therefore, there are four kinds of contexts for the noun phrase, which require different kinds
of articles.
Wong (2007, p. 215) revealed that the definite article the [+def] could be used in singular
contexts as well as plural contexts regardless of [+spe] or [-spe] features, and a [-def] can be
used only in singular contexts regardless of [+spe] or [-spe] features. Therefore, the first type
[+def] [+spe] context only requires the definite article the. Some of the sentences from the
multiple choice task used in the present study belong to this type.
 I live in a house [-def, +spe] in a street [-def, +spe], the street [+def, +spe] is called ‘Bear
Street’ and the house [+def, +spe] is beautiful but very old- more than 200 years old!
 Could you turn off the light [+def, +spe] when you leave.
a. Light

b. a light

c. the light

The first example shows that when house and street are first mentioned, there is no assumption
of the unique house/street between the speaker and hearer, and only the speaker knows which
house/street is being referred to, thus, it is a [-def, +spe] condition, and the indefinite article a
is used in front of the singular forms of the countable nouns house/street. However, in the
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second part of the sentence, house/street is mentioned for the second time, so the hearer is
expected to know the existence of a unique house/street. In addition, the speaker identifies the
specific house/street in which he/she lives, therefore, this is a [+def, +spe] condition and the
definite article the is used.
The second example requires the definite article the because both the speaker and hearer share
mutual knowledge of the noun light which is being talked about. As regards this sentence, the
percentage of errors made by learners was 60% in the pre-test, 57% in post-test 1 and 73% in
post-test 2. Such responses reveal that all percentages before and after the treatment were not
above chance13. This means that error rates were high before and after the treatment. This
indicates that Libyan learners face difficulty in using the appropriate article when specificity is
required.
The above mentioned discussion shows that Libyan students have a problem in acquiring the
English article system. As mentioned in the previous chapter, there was a disparity in the
students' responses, whereby some students performed better than the others in being able to
use the English article system appropriately. What caused these differences? What advantage
does each group have compared to the others?
As mentioned earlier, this study included three groups of students; each group was instructed
using a different teaching strategy. Is it the teaching strategy that led to the improvement of
one group by contrast to another in using the English article system? With regards to the
performance of using the article system in each group, the results of the TEI group and the CG

13

1-49 = below chance
50-74= at chance
75-100 = above chance
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indicate that the number of errors was reduced very slightly, whereas for the DT group, the
errors were reduced considerably.
However, it should be kept in mind that the use of a certain teaching strategy depends on what
the desired goal is for using it. In other words, when a certain teaching strategy is used with a
number of students, what benefit do those students acquire by using it? Since the participants
in this study were taught using three different teaching strategies, consideration of how each
group benefited from the specific teaching strategy assigned to it is required.

6.3 The Present Study vs. the Effectiveness of form-Focused Instruction
Three teaching strategies were used in this study to test which one would be the most
appropriate method for teaching the English article system to Libyan learners of English at
Garyounis University in Benghazi, Libya. These strategies are: an explicit deductive teaching
strategy, an implicit textual enhanced input strategy and the control group which received
teaching based on exposure to an amount of reading passages. After the treatment, it was
established that the use of a certain teaching strategy may affect the performance of students
compared with the others.

6.3.1 The English article system and Systemic Form-Focused Instruction
The findings of this study provide experimental evidence of the usefulness of Master’s (1997)
pedagogical framework and demonstrate that the carrying out of article teaching is helpful to
students whose level is classified as intermediate. Moreover, the present study supports the
claim of Master (1994, p.6) in which he suggested that “the English article system is teachable
through systematic instruction.” The results of this study propose that the English article
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system could be consciously raised using formal and systematic instruction regardless of the
linguistic complexity of the grammatical items.
More notably, the present study is noteworthy in that it tested the longevity of the teaching
effects after instruction, and considered that the effect of instruction may endure. The post-test
2 was performed for the reason that it might bridge the gap between article learning and article
acquisition. It responds to the criticisms targeting previous research, (e.g. Long, Inagaki, and
Ortega, 1998) which suggested that formal instruction is useful, but is based only on shortterm effects noticed immediately after the instruction.

6.3.2 Do Students benefit more from Explicit or Implicit Teaching
Strategies?
As mentioned earlier in the previous chapter, 3 groups of first year Libyan students at
Garyounis University were included in the study. Each group was taught a course in English
using a different teaching strategy. The measurement of learning used in this study consisted
of two tasks: a multiple choice task and a composition task prior to, and after, the instruction.
The results showed various discrepancies among the three groups. The following sections
discuss the results that each teaching strategy caused in each group.

6.3.2.1 Teaching Strategies Used in this Study
Three teaching strategies were adopted in this study. They were: textual enhanced input,
deductive teaching and exposure to language through reading passages. The results of statistics
using SPSS in chapter 5 revealed that compared with the use of the English article system, the
group that was taught using the deductive teaching strategy outperformed the group that was
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taught using the enhanced input strategy, which in turn performed better than the third group,
(the control group). This outperformance was in the learners’ use of the English article system.

6.3.2.1.1 The Scores of Students
The following table (Table 6.1) presents the scores from the multiple choice task of the 30
students involved in each group. It shows the level of scores which were below chance, at
chance and above chance.14
Table 6.1 The Scores that are Below, at and Above Chance in the Three Tests of Each Group.
Chance
G

TEI

DT

CG

Below chance

At chance

2
Ø
Ø
3
Ø
Ø
Ø
Ø
Ø

24
19
24
25
5
8
25
23
26

Above chance

Test

Pre-test
Post-test1
Post-test2
Pre-test
Post-test1
Post-test2
Pre-test
Post-test1
Post-test2

4
11
6
2
25
22
5
7
4

As shown in the above table, in the TEI group, the scores of students in post-test 1 that are
above chance were better than the ones in the pre-test. Although the scores of post-test 2
reduced, they remained better than the scores from the pre-test. This result proves that this
group improved slightly when using the English article system from pre-test to post-tests 1 &
2. For the DT group, the scores of students in post-test 1 and post-test 2 that are above chance
were much better than the ones in the pre-test. This result shows that this group improved
considerably when using the English article system from pre-test to post-tests 1 & 2.
14

The multiple choice task contains 30 sentences and each point worth one score. One point was assigned for each
correct answer. The standard of chance was obtained as follows:
1-9 = below chance
10-19= at chance
20-30= above chance
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Regarding the CG, as shown in the above table, the scores of students in post-test 1 that are
above chance improved slightly compared to the ones in the pre-test as regards the use of the
article system and that the scores in post-test 2 reduced from those in the pre-test. This result
means that the progress of this group in using the English article system from pre-test to posttests 1 & 2 was very slow.
Generally, from the above discussion it can be concluded that the TEI and DT groups had
improved from pre-test to post-tests 1 & 2 in the use of the English article system. As regards
the CG, its improvement in post-test 1 did not remain 6 months after. However, since the time
that was spent in teaching the three groups was 8 weeks, it is necessary to know what aspects
other than the English article system the students made progress in. That is, what benefit each
group had from the teaching strategy it was taught with, whether the texts that were written by
the students differ and improved from pre-test to post-tests 1 & 2? In order to identify this, two
kinds of measurements were used: (1) the measurement of grammatical development using Tunit15 and (2) the measurement of lexical diversity using type-token ratio (TTR).

6.4 The Measurement of Grammatical Development Using T-unit
Chapter 5 revealed that the performance of the TEI group in using the English article system
has improved slightly frompre-testtopost-tests1, 2. And for the DT group the performance has
improved notably from pre-test to post-tests 1 & 2. The progress of the CG in using the
English article system correctly was slow from pre-test to post-tests 1 & 2,

15

Hunt (1964) defines T-unit as “a unit consisting of a main clause and any subordinating clauses”
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Nevertheless, the type of sentences, word length and how accurate the students’ writings are
(i.e. vocabulary and accuracy growth) should be traced as a key facet of measuring language
development and syntactic complexity in each group.
In previous studies, measures for syntactic complexity included the following:
1. The number of subordinate clauses per clause (Wigglesworth, 1997),
2. The number of words per T-unit (Bygate, 2001 and Daller et al., 2003),
3. The number of clauses per C-unit (Robinson, 2001), and
4. The number of subordinate clauses per T-unit (Mehnert, 1998).
5. The number of words per T-unit and the sum of subordination seem to be the most
common used to measure syntactic complexity.
A T-unit measurement is used in this study to measure syntactic complexity in each group. It
was used as it provides an intuitively satisfying and stable index of language development, and
also because it is a global measure of linguistic development. As an objective measure, several
researchers, (e.g. Larsen-Freeman and Strom, 1977; Laufer and Nation, 1995) successfully
used T-unit analysis in their studies, in order to evaluate the quality of L2 learners’ writings,
According to Gaies (1980), a T-unit is used to measure the overall syntactic complexity of
writing samples. It is defined by Hint (1964) as “consisting of a main clause plus all
subordinate clauses and non-clausal structures that are attached to or embedded in it.”
Moreover, Maminta (1969, p.7) defined it as “the shortest grammatically complete sentence
which consists of one independent clause and all the subordinate clauses attached to it.”
The procedure of using t-unit analysis in this study was as follows:
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The length of the T-unit in words was calculated as follows: each student’s paragraphs in each
test were divided into T-units, and then divided into the total number of all words, in order to
obtain the average length of the T-unit. The example below demonstrates.
Last weekend I do a lot of things. # First, all of my family go to beautiful place in Berga. # Second,
we went to see the amazing view. #It is the sea. # I love to watch the sea and the sunset. # the third
is visit my old friend and talked about the old nights. # I really miss all the things that related to
Berga and with old friends. #

There are 7 T-units and 67 words for 10 (i.e. 67÷ 7= 10) words per T-unit.

The next step was that the average length of T-unit for each student was entered into the
statistical program SPSS, in order to conduct one-way ANOVA to determine any differences
among the three groups before and after the treatment. (See table 6.2)

Table 6.2 Mean Length of T-units

Mean scores
Pre-test

Post-test 1

Post-test 2

Group
TEI
DT
CG

Mean

SD

Mean

SD

Mean

SD

9.87
10.13
10.10

1.167
1.196
1.155

13.50
11.83
13.17

1.943
1.262
1.821

11.03
10.30
11.47

1.033
1.343
1.408

The results from the ANOVA (Table 6.2) revealed that there were no differences amongst the
three groups before teaching the course. The students’ levels in the pre-test (before conducting
the treatment) were almost similar. F (2, 87) = .461, p= .632. However, in post-test 1 and posttest 2, the findings disclosed that there were significant differences amongst the three groups.
In post-test 1 F (2, 87) = 8.061, p ˂0.01 and in post-test 2 F (2, 87) = 6.450, p˂ 0.01. In order
to locate those differences, a follow-up analysis, (independent sample t-test and paired sample
t-test) was performed.
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6.4.1 Comparison of Group Performances
6.4.1.1 Independent – sample t-test
An independent sample t-test is a follow up analysis used to compare groups: TEI vs. DT ,
DT vs. CG, TEI vs.CG in the three tests, whereas a paired sample t-test is a follow up
analysis used to compare tests within the same groups, (for each group: pre-test vs. post-test1
and pre-test vs. post-test 2). The results are as follows:

An independent – sample t-test was conducted to compare the pre-test scores, post-test 1 and
post-test 2 scores amongst the three groups. Regarding the pre-test analysis, three levels were
analysed: Group TEI vs. DT, TEI vs. CG and DT vs. CG. The results show that there were no
significant differences in the scores.

 Pre-test Analysis:
Level 1 (group TEI vs. DT)

t (58) = -.874, p= .386,

Level 2 (group TEI vs. CG)

t (48) = -.778, p= .439

Level 3: (group DT vs. CG)

t (58) = .110, p= .913

The results of post-test 1 analysis show that there were significant differences only between
the first and the third levels (i.e. group TEI vs. DT and group DT vs. CG).

 Post-test 1 Analysis:
Level 1 (group TEI vs. DT)

t (58) = 3.940, p<0.001

Level 2 (group TEI vs. CG)

t (58) = .686, p= .496

Level 3 (group DT vs. CG)

t (58) = 3.30, p= <0.001

Similar to the post-test 1 analysis, the post-test 2 analysis revealed that there were significant
differences only between the first and the third levels.
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 Post-test 2 Analyses:
Level 1 (group TEI vs. DT)

t (58) = 3.128, p<0.001

Level 2 (group TEI vs. CG)

t (58) = -393, p= .696

Level 3 (group DT vs. CG)

t (58) = -3.285, p <0.001

The above mentioned results suggest that the three groups had similar scores before the
initiation of the treatment. Conversely, in post-test 1 and post-test 2, significant differences
were detected between group pairs except for the TEI group and the CG. The mean scores of
post-test 1 and post-test 2 show that both the TEI group and the CG presented better writings
compared to those of the DT group. Although the mean scores of the TEI group and the CG
were reduced in post-test 2, they remained better than those in the pre-test.

6.4.1.2 Paired Sample t-test Analysis
A paired-sample t-test was conducted to compare Pre vs. post-test 1 and Pre vs. posttest 2 for each group. The findings were as follows:
The results of the TEI group illustrated that the group had improved significantly in their
performance from pre to post-test 1: t (29) = -8.665, p<.001 as well as from pre to post-test 2:
t (29) = -4.735, p<. 001. This result suggests that this group’s grammatical development
improved after 6 months of instruction.
However, the results of the DT group revealed that the performance of this group had
significant differences only between pre-test and post-test 1: t (29) = -6.067, p <.001 but not
between pre-test and post-test 2: t (29) = -.530, p= .600. This result suggests that, in the long
term this group’s grammatical development remained unchanged.
Similarly with the TEI group the results of the CG demonstrated that the grammatical
development of this group had significant differences from pre-test to post-test 1: t (29) = 222

8.262, p <.001 and from pre-test to post-test 2: t (29) = -5.080, p< .001. This result suggests
that in the long term this group’s grammatical development improved.
The results above illustrate that both groups (TEI and CG) improved their writings from pretest to post-test 2 and the improvement remained until 6 months after post-test 2 was
administered. However, with the DT group significant progress was only noticed on the
immediate post-test 1, although not on post-test 2.

The T-unit was used to analyse the length of the students’ writings and the extent to which
they were improved. Another measurement (lexical diversity) was used to measure lexical
complexity. The following section presents more details.

6.5 The Measurement of Lexical Development Using Lexical Diversity
Johansson (2008, p. 61) defined lexical diversity as “a measure of how many different words
that are used in a text.” A text has high lexical diversity when it includes many different word
types and has low lexical diversity when it contains many similar and repeated word types.
There are various measures of lexical diversity which have been engaged in earlier studies
such as: type-token ratio TTR (Robinson, 2001), D value (Kormos and Denes, 2004), and
Guiraud index (Daller, et al., 2003). For the purpose of this study, the type-token ratio (TTR)
is employed.

The TTR is a measure of vocabulary variation within a written text. It is used in this study
because it has been demonstrated that it is a useful measure of lexical variety within a passage
and can be used to examine changes in learners’ vocabulary development. The example below
illustrates how TTR is used.
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The last weekend I was in Egypt. It very nice place to spend your holiday in. I went to
swimming and then watched action movie. There are many cinemas in Egypt. Then I
visited the mall in the shopping. It was very big where there are numerous floors. I like
the shopping very much.

If the number of words in the above text is counted, it is 55. The amount of words in a passage
is often referred to as the number of tokens. However, numerous tokens are repeated. For
instance, the token in occurs four times, whilst the token Egypt occurs twice.
In the total of 55 tokens in the above text there are 28 so-called types. The type-token ratio
(TTR) is referred to as the relation between the number of types and the number of tokens.
Thus, in the above example, the calculation is as follows:

Type-Token Ratio = (number of types ÷ number of tokens)
28÷ 55 = 51
As the paragraphs used by students in this study were not of equal length, the shortest
paragraph for each student was chosen, ensuring the other paragraphs were of equal length to
the shortest paragraphs by the same student. For example, the first student wrote 3 paragraphs
in each test. In the first paragraph, he/she wrote 99 words, in the second 130 and 200 in the
third. Since the shortest paragraph contained 99 words, the same number was chosen for the
second two paragraphs, in order to have an equal length for the three paragraphs. This
procedure was applied to the ninety students involved in this study.
After conducting the TTR, the percentage was put in SPSS and one-way ANOVA was
performed with the purpose of establishing whether there were differences amongst the three
groups. The results were as follows.
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Table 6.3 Descriptive Statistics of One-way ANOVA in the Three Tests

Mean scores
Pre-test

Post-test1

Post-test2

Group
TEI
DT
CG

Mean

SD

Mean

SD

Mean

SD

64.83
65.40
63.79

4.001
4.264
4.057

78.17
73.40
76.55

5.867
3.114
5.883

71.60
67.90
69.90

5.056
3.633
4.685

The ANOVA findings show that there were no significant differences between the three
groups before the treatment was initiated: F (2, 86) = 1. 157, p=.319. However, the ANOVA
results reveal that there were significant differences between the three groups: in post-test 1 F
(2, 86) = 6.738, p˂ 0.01 and post-test 2 F (2, 86) = 5.089, p˂ 0.01 among the groups.
In order to locate the differences, a follow up test was performed using an independent sample
t-test and a paired sample t-test. The results were as follows:

6.5.1 Comparison of Group Performances
6.5.1.1 Independent Sample t-test Analysis
With regards to this kind of analysis, three levels were analysed in the three tests: level 1
(Group TEI vs. DT) level 2 (TEI vs. CG) and level 3 (DT vs. CG). The results of the pre-test
indicate that there were no significant differences in the scores for level 1: t (58) = -.531, p=
.598, level 2: t (57) = .992, p= .326 and level 3: t (57) = 1. 482, p= .114.
With respect to post-test 1 analysis, the findings show that there were significant differences
only between the first and third levels (i.e. group TEI vs. DT and group DT vs. CG). That is,
level 1: t (58) = 3.931, p<0.001 and level 3: t (57) = -2.584, p=.012, but not with level 2 where
a different pattern was found: t (57) = 1,056, p= .296.
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By contrast to post-test1 analysis, the post-test 2 analysis demonstrated that there were
significant differences only in the first level. That is, level 1: t (58) = 3.931, p<0.001.
However, between levels 2 and 3, there were no significant differences between them (level 2:
t (57) = 1.341, p = .185 and level 3: t (57) = - 1.833, p= .072.
The above results suggest that before the experiment, the students’ levels were similar and
immediately after the treatment, only the TEI group and the CG improved and used various
vocabularies in their writings. However, after 6 months of instruction, only the TEI group
remained unchanged and the students did not repeat many words in their writings.
6.5.1.2 Paired Sample t-test Analysis
The findings of this analysis were as follows:
When comparing pre-test with post-test 1 and pre-test with post-test 2, the results illustrate that
the three groups improved significantly in using various vocabularies from pre-test to post-test
1 and from pre-test to post-test 2. The results were as follows:
1. TEI group

pre - post-test 1 t (29), -9.542, p< 0.01.
Pre- post-test 2 t (29), -7.024, p < 0.01.

2. DT group

pre-post-test 1 t (29), -8.605, p < 0.01.
pre- post-test 2 t(29), -2.972, p < 0.01.

3. The CG

pre- post-test 1 t (28), -10.463, p < 0.01.
Pre- post-test 2 t (28), -6.829, p < 0.01.

From the above discussion, it can be concluded that each teaching strategy has its own effects
in teaching. No teaching strategy has a distinct advantage over another. However, the purpose
of teaching determines which strategy is more beneficial compared to another. For example,
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TEI groups and the CG improved their writings and used varied vocabularies in the three tests,
whereas the DT group developed their use of the English article system more than the other
two groups.
Although a considerable amount of time was devoted to teach the three groups involved in this
study, Libyan learners still make errors in their use of the English article system. What causes
such difficulty? The following section presents some explanations.

6.6 Difficulty vs. Instruction
The English article system poses great difficulty for non-native learners in general and for
Libyan learners of English in particular. But does such difficulty entail that the English article
system is beyond teaching? Second language theories have different views on how the English
article system is taught for L2 learners: some views, (e.g. a deductive teaching strategy)
advocate formal and systematic attention to isolated linguistic forms through rules, drills and
error correction; some, (e.g. a purely communicative teaching strategy) reject such techniques
and support unconscious natural language exposure similar to children acquiring their mother
tongue language. Other methods, (e.g. enhanced input strategy) state that in order for
acquisition to take place, teachers should pay attention to both linguistic forms and meaning by
providing learners with enhanced input techniques in context to help them notice the target
forms.
However, the research findings concerning the deductive teaching approach has been criticised
by researchers such as Celce-Murcia et al. (1997) on the basis that it provides fewer
opportunities for learners to think and infer a concept for themselves. Moreover, Shaffer
(1989) believed that there might be a gap between teaching and learning. Thus, students could
deduce grammatical rules and practice them, but in real life communication, they may not
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reveal what they have learnt. Additionally, Sato (1990) claimed that such instruction may lead
to non-target-like use of target forms.
Communicative language teaching strategies have shown that they might not be sufficient for
learners to achieve the necessary proficiency level for effective language use, because there is
often a lack of grammatical accuracy. Some researchers (e.g. Ellis, 1998; Nassaji, 2000, 2004;
and Macaro, 2006) believed that grammatical competence is crucial for communication but it
cannot be achieved only by exposure to meaningful input. As a result, implicit approaches on
their own to grammar may not be adequate and that a degree of focus on grammatical elements
is necessary for L2 acquisition.
Form-focused instruction is considered to be necessary for a variety of reasons. For instance,
the hypothesis which states that language can be learned by a degree of unconsciousness was
found to be theoretically problematic. According to Schmidt (1993; 2001), conscious attention
to form, (he also calls it noticing) is necessary for language learning. Many researchers,
including Bialystok (1994), Dekeyser (1998), Robinson (1995, 2001), Nassaji and Swain
(2000), Swain and Lapkin (2001) Zhisheng (2008) and Al-Hejin (2009), support Schmidt’s
view that noticing target forms has a crucial role in L2 learning.
Though there are numerous studies in the literature regarding the comparative examination of
the effect of explicit teaching strategies, this study could be regarded as a further support for
implicit teaching strategies. That is, the results of this study suggest a balanced approach,
(which is Fof teaching strategies) for the reason that traditional teaching may not lead learners
to improve their writings and purely communicative teaching strategies may not lead learners
to improve their use of grammatical items appropriately. Consequently, an enhanced input
teaching strategy proved to be useful as it connects between the traditional teaching and
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communicative teaching. Put another way, the learners in the TEI group in this study improved
both the use of the English article system and their writings.
Moreover, it is worth mentioning that the results of this study support the opinions of some
researchers (Eastwood, 1999), who believe that the English article system should not be taught
in isolation. The article system should be taught in context in a manner that its functions can
be understood and naturally acquired, which is better than the present method of viewing
article usage as a group of abstract rules to be memorised. Implicit teaching strategies are
recommended as an alternative to explicit teaching strategies in that the former may assist
learners, even slightly, to improve their use of the article system as well as their writings,
whereas the latter may assist them to improve their use of the article system.
When looking at the results from another perspective, the following can be observed:
Although the three groups involved in this study made some progress in using the English
article system, this progress was modest. When the amount of time provided to teach the three
groups was considered, the results should have been much better than they were. However, the
question that should be asked is: What are the reasons behind the difficulty in acquiring the
English article system? The results of this study reveal that not only teaching strategies affect
the acquisition of the English article system, but there are other aspects that may affect such
acquisition. These aspects can be summarized as follows:


Libyan learners’ inability to distinguish between countable/uncountable and
singular/plural noun forms. Such a problem leads to misuse of the right article.
Accordingly, when learners make such errors, the problem is not in the use of the
article system itself, but in identifying the type of noun being used.

229



The amount of time devoted to teach the article system to L2 learners might not be
sufficient. The English article system is complex due to the vastness and complexity
and exceptions to its rules. Such a complication needs more time and a sufficient
teaching technique to be performed. For instance, when teaching the use of a/an with
singular countable nouns, teachers should allow more time for learners to practice such
use in a communicative way not in a traditional way. By doing so, learners can benefit
twice: learning the use of the correct article and improving their communication at the
same time.



Among the reasons underlying errors in using the article system, learners might find
certain concepts difficult to understand and they confirm their need to translate some of
the items into their native languages as a last resort, in order to respond to the items.



Teachers may feel that article errors are not problematic enough to pay attention to
because they often do not cause communication to break down. This concurs with what
Burt (1975) believed, which is that article errors are only local errors and they differ
from global errors in that they do not hinder communication. However, the correct and
incorrect use of articles does not usually affect understanding.

6.7 Summary of the Chapter
This chapter presented a discussion of the results of the study. It compared the results of
chapter 5 with what was predicted through the CAH in chapter 3. It confirmed the types of
errors predicted previously: omission of a/an /the, unnecessary insertion of a/an/ the and
confusion between a and an. The results reveal that the percentage of omission of a/an was
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higher than the omission of the. Moreover, it was recognized that the percentage of
unnecessary insertion of a/an/the was less than the omission of a/an/the.
What is more, this chapter discussed the sources of errors which could be summarized as:
1. The influence of the learners’ first language.
2. The difficulty in developing an intuition of whether a noun is countable or
uncountable.
3. The use of the definite article with generic nouns, and
4. The difficulty is using the appropriate article when specificity is concerned.
The chapter also compared the three teaching strategies used in this study in terms of
effectiveness in using the English article system, measuring grammatical development using
the T-unit and measuring lexical diversity using TTR.
Regarding the effectiveness of using the English article appropriately, the DT group showed
improvement from pre-test to post-tests 1 & 2. The scores that were above chance in post-test1
& 2 were better than those in pre-test. For the TEI group the scores that were above chance
slightly improved from pre-test to post-tests 1 & 2. The scores of the CG improved slightly in
post-test1, but the improvement reduced slightly in post-test 2.
Regarding the measurement of grammatical development, a T-unit was used to measure
grammatical development. The average length of T-unit of each student was put into the
statistical program SPSS in order to conduct one-way ANOVA. The results revealed that there
were no differences amongst the groups before performing the experiment and differences
existed after the experiment. A follow-up test was performed with the aim of locating these
differences. The independent sample-t-test demonstrated that the TEI group and the CG
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showed better development than the DT group in post-tests 1 & 2. Moreover, the paired
sample t-test results showed the TEI group and the CG showed significant improvement from
pre-test to post-tests 1 & 2.
However, the DT groups showed significant differences only from pre-test to post-test 1, but
not from pre-test to post-test 2.
The measurement of lexical diversity was undertaken using TTR. Once again, one-way
ANOVA did not reveal any differences amongst the groups before teaching and showed
differences after the groups were taught. The independent sample t-test showed that both the
TEI group and the CG presented better results than the DT group in post-test 1. In post-test 2,
only the TEI group improved significantly. This result suggests that the TEI group remained
unchanged after 6 months of instruction.
The paired sample t-test showed that the 3 groups used varied vocabularies and improved from
pre-test to post-test 1.2.
The next section presents limitations which this study encountered.

6.8 Limitations of the Study
As with any research, this study has some limitations. They are as follows:
1. The participants involved in the present study were of intermediate proficiency level. It
would be an idea to conduct additional research, which includes students of different
proficiency levels.
2. Tests of verbal production may be included in the study to measure the effect of
teaching on communicative ability.
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3. The study was conducted in three intermediate classes which lasted for eight weeks.
Eight weeks is not enough time for the researcher to provide further explanation and
more lessons. It would be better if it was undertaken over a longer period of time.
4. Neither a questionnaire nor comment-response was involved in this study. Such ways
may help to provide additional facts about the sources of errors made by students.
5. The data collection was confined only to first year students at Garyounis University in
Benghazi. The replication of the study at other Libyan cities would allow better
generalization of the research findings.
6. The sample used in this study was comprised of 90 students. This sample is only a
small proportion of the total population of 1st year students at the University of
Garyounis. Therefore, research studies with a large sample size would be required to
certify suitable generalization of the results from the study.

6.9 Pedagogical Implications
1. This study points that minimal interference from L1 (interlingual errors) and
insufficient competence of L2 (intralingual errors) are the key source of errors. This
result is very important in learning the target language, as when the causes of errors are
identified, a remedial instruction could be carefully arranged.
2. Adopting Error Analysis allows foreign language instructors and researchers to have a
superior understanding of the linguistic part where students encounter problems during
the process of learning. The facts presented by the analysis of students’ errors may
assist teachers to decide their technique of teaching.
3.

When accuracy is taken into account, second language teachers should concentrate on
the most frequent errors and attempt to help learners to overcome such errors by means
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of a variety of materials. They can conduct remedial instruction using more training
and skills associated with the challenging area of the target items.
4. Teachers should be familiar with concentrating on form techniques, particularly
implicit teaching techniques because they keep the communicative environment in the
language classes. Accordingly, it would be logical to assign some time to train teachers
in this crucial skill.

6.10 Suggestions for Further Research
1. This study was limited to only two methods of teaching; similar studies could be
performed with other teaching techniques, (implicit techniques or explicit techniques).
2. A replication of the present study is required, in order to confirm the findings either by
using the same methodology or with different populations, or by using different
methodologies with the same populations.
3. More contrastive error analysis studies involving more languages are desirable, so as to
determine more evidence of the nature of learning strategies and interlanguage.
4. Similar research could be prepared as regards written and production development of
other English structures.

6.11. Conclusion
This study has sought to determine the complexity in learning the English article system by L2
learners in general and by Libyan learners in particular. In order to understand the difficulty in
learning the English article system, the researcher adopted three strategies: the Contrastive
Analysis Hypothesis (CAH), Error analysis and applying two teaching strategies (explicit and
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implicit), namely, deductive teaching strategy (DT) and textual input enhancement teaching
strategy (TEI).
The CAH was adopted to compare the article systems in English and Arabic. The comparison
resulted in 12 predictions which were expected to be made by Libyan learners of English.
Although the CAH predicted that the acquisition of the definite article would be easy to
acquire and have very few errors, if none, could take place, errors of this use occurred more
than expected. Moreover, based on the comparison of the article systems in both languages,
the acquisition of the zero and indefinite article could be problematic for Libyan learners and
more errors would occur. The results showed that such errors occurred more frequently than
expected. This result suggests that Arabic language has a minimal effect on learners in the
process of learning.
Error analysis was utilized, in order to determine the kinds of errors made by Libyan learners.
There were three types: Omission errors, unnecessary insertion of errors (Overgeneralization),
and Confusion errors. The omission of the indefinite article a/an was the most frequent error
category in this study (See section 5.8). Moreover, based on the types of errors, in the multiple
choice task, the most frequent type of errors was the omission of a/an followed by the
unnecessary insertion of a/an, whereas in the composition task, the most frequent type of
mistakes was the unnecessary insertion of a/an followed by the unnecessary insertion of the.
In connection with the effectiveness of teaching strategies in the process of learning, three
different teaching strategies were used in this study to teach the English article system to three
groups of first year Libyan students at the University of Garyounis. Two tasks used in this
study, namely, a multiple choice task and a composition task as a measure of the process of
learning. The TEI group received textual enhanced input teaching, the DT group was
instructed by using deductive teaching, and the CG, (the control group) was exposed to
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language through reading texts. The SPSS results revealed that the DT group performed better
than the TEI group and the CG in using the English article system. With regard to the
measurement of grammatical development, the TEI group and the CG outperformed the DT
group. Moreover, when measuring lexical diversity, the TEI group showed better results than
the other two groups.
Finally, it is hoped that the interpretations of the results of this study will contribute to the
endless debate on the causes of errors, (intralingual or interlingual sources) and in using
explicit or implicit teaching strategies in teaching the English article system to L2 learners.
Understanding the underlying causes of errors in using the English article could potentially
inform research about facts on the teaching and learning of the English article system in a
more promising way.

236

References

Abbas, A. (1995). Contrastive analysis: Is it a living fossil. International Review of Applied
Linguistics in Language Teaching, 33, 195-215.
AbiSamra, N. (2003). An analysis of errors in Arabic speakers’ English writing. In Mourtaga,
K. (Ed.), Investigating writing problems among Palestinian students studying English as a
foreign language. Unpublished doctoral dissertation.
Abu-Rabia, S., & Sammour, R. (2013). Spelling errors analysis of regular and dyslexic
bilingual Arabic-English students. Open Journal of Modern Linguistics, 3(1), 58-68.
Afitska, O. (2012). Role of focus-on-form instruction, corrective feedback and uptake in
second language classrooms: some insights from recent second language acquisition research.
The Language Learning Journal, pp.1-17.
Al-Abed Al-Haq, F. & Smadi, O. (1996). The status of English in the Kingdom of Saudia
Arabia (KSA) from 1940-1990. In Fishman, J., Conrad, A. and Robal Lopez, A. (Ed.) Post
imperial English: Status change in former British and American colonies (pp. 451-484). New
York: Monton de Gruyter.
Alanen, R. (1995). Input enhancement and rule presentation in second language acquisition. In
R.Schmidt (Ed.), Attention and awareness in foreign language learning (pp. 259-302).
Honolulu: University of Hawai Press.

237

Al-Buainain, H. (2007). Researching types and causes of errors in Arabic speakers’ writings.
In S. Midraj, A. Jendli, & A. Sellami (Eds.), Research in ELT contexts (pp. 195-237). Dubai:
TESOL Arabia.
Al Daimi, K. & Abdel-Amir, M. (1994). The syntactic analysis of Arabic by machine.
Computers and the Humanities, 28, 29-37.
Alhaysony, M. (2012). An analysis of article errors among Saudi female EFL students: A case
study. Asian Social Science, 8(12), 55-66.
Al-Hejin, B. (2009). Attention and awareness: Evidence from cognitive and second language
acquisition research. Columbia University Working Papers in TESOL and Applied Lingustics,
4 (1), 1-22.
Al-Jarf, R. (2000). Grammatical agreement errors in L1/L2 translations. IRAL-International
Review of Applied Linguistics in Language Teaching, 38(1), 1-16.
Al-Khasawneh, F. (2010). Problems faced by Arab postgraduate students of the college of
business. Writing for academic purposes, 28(2), 1-23.
Al-Kulaib, E. (2010). The acquisition of English and Arabic existential constructions. PhD
thesis, University of Kansas.
Almaloul, A. (2014). Investigating interference errors made by Azzawia University 1st year
students of English in learning English prepositions. International Journal of Social, Human
Science and Engineering, 8(1), 282- 298.
Al-Naimi, F. (1989). Teaching English adjectives to Arabic-speaking learners of English as a
foreign language: A contrastive-Error Analysis study. MA thesis, Yarmouk University
238

Al-Saidat, E. (2009). English in Jordan: Attitudes and prestige. Indian Journal of Applied
Linguistics, 35 (2), 155-167.
Alshayban, A. S. (2012). Copula omission by EFL Arab learners. Unpublished MA thesis,
Colorado State University.
Al-sulmi, S. (2010). Intralingual and interlingual errors in the use of definiteness and
indefiniteness. Unpublished MA thesis, University of Qassim.
Al-Zahrani, M. (2008). Saudi secondary school male students’ attitudes towards English: An
exploratory study. Language and translation, 20, 25-39.
Amirian, M. & Sadeghi, F (2012). The effect of grammar consciousness-raising tasks on EFL
learners performance. International Journal of Linguistics, 4 (3), 708-720.
Andrew, K. (2007). The effect of explicit and implicit instruction on simple and complex
grammatical structures for adult English language learners. Teaching English as a Second or
Foreign Language, 11(2), 1727- 1740.
Atay, D. & Öztürk, Ü. (2010). Challenges of being a non-native English teacher. Educational
Research, 1(5), 135-139.
Ayoun, D. (2001). The role of negative and positive feedback in the second language
acquisition of the Passé Composé and the Imparfait. Modern Language Journal, 85, 226-243.
Badawi, E., Carter, M. G., & Gully, A. (2004). Modern written Arabic: A comprehensive
grammar. London: Routledge

239

Bahrani, T. a. S., R (2012). Language input and Second Language Acquisition. Journal of
Education and Practice, 3(3), 39- 43.
Baker, B. D. & P. L. Markham (2002). State School funding policies and limited English
proficient students. Bilingual Research Journal, 26(3), 659-680.
Baleghizadeh, S. (2010). Focus on form in an EFL communicative classroom. Research on
Youth and Language, 4, 119-128.
Baloch, S. (2013). L1 (Arabic) interference in learning L2 (English): AN analysis of English
spelling used by Arabic speakers at undergraduate - A case study. European Scientific Journal,
9(16), 226- 232
Bataineh, R. F. (2005). Jordanian undergraduate EFL students’ errors in the use of the
indefinite article. Asian EFL Journal, 7(1), 56-67.
Bateson, Mary Catherine. (1967). Arabic language handbook .Washington, DC: Centre for
Applied Linguistics.
Beaumont, M. & C. Gallaway. (1994). Articles of faith: The acquisition, learning and teaching
of a and the. In Bygate, M., A. Tonkyn, & E. Williams (eds.), Grammar and the language
teacher. New York: Prentice Hall International English Language Teaching.
Berent, G. P., Kelly, R. R., Aldersley, S., Schmitz, K. L., Khalsa, B. K., Panara, J., & Keenan,
S. (2007). Focus-on-form instructional methods promote deaf college students' improvement
in English grammar. Journal of Deaf Studies and Deaf Education, (12), 8-24.
Bialystok, E. (1979). Explicit and implicit judgements of L2 grammaticality. Language
Learning, 29(1), 81-103.
240

Bialystok, E. (1994). Analysis and control in the development of second language proficiency.
Studies in Second Language Acquisition, 16, 157-168.
Bickerton, D. (1981). Roots of language. Ann Arbor: Karoma.
Brinton, L. J. (2000). The structure of modern English: a linguistic introduction. Amsterdam:
John Benjamins Publishing Company.
Brown, H. (1994). Principles of language learning and teaching. New Jersy: Prentice Hall
Regents.
Brown, H. (2000). Principles of language learning and teaching, White Plains, NY: A Pearson
Education Company.
Brown, H. (2007). Principles of language learning and teaching (3rd Edition). White Plains,
NY: Pearson Education Company.
Burt, M. (1975). Error analysis in the adult ESL classroom. TESOL Quarterly, 9(1), 53-63.
Burton-Roberts, N. (1976). On the generic indefinite article. Language ,52, 427-448.
Burton-Roberts, N. (1981). Review of J. Hawkins, definiteness and indefiniteness. Language,
57(1), 191-6.
Butler, Y. (2004). What level of English proficiency do elementary school teachers need to
attain to teach EFL? Case studies from Korea, Taiwan, and Japan. TESOL Quarterly, 38(2),
245-278.

241

Bygate, M. (2001). Effects of task repetition on the structure and control of oral language. In
M. Bygate, P. Skehan, & M. Swain, (Eds.), Researching pedagogic tasks: Second language
learning, teaching and testing, (pp. 23-48). Harlow, UK: Longman.
Cadierno, T. (1995). Formal instruction from a processing perspective: An investigation into
the Spanish past tense. The Modern Language Journal, 79(2), 179-193.
Cao, H. (2001). A study on how Chinese EFL learners develop comparison-and contrast
essays in English. MA thesis, Nanjing University.
Carlson, Gregory N. (1977). A unified analysis of the English bare plural. Linguistics and
Philosophy, 1,413-456.
Castillo, R. (2008). Issues involved in context, comprehension and content. Latin American
Journal of Content and Language Integrated Learning, 1(1), 15-25.
Celce-Murcia. M. & D. Larsen-Freeman. (1983). The grammar book: an ESL/EFL teacher’s
course. Boston: Heinle & Heinle.
Celce-Murcia, M., Dornyei, Z., & Thurrell, S. (1997) Direct approaches in L2 instruction: A
turning point in Communicative Language Teaching? TESOL Quarterly, 31, 141-152
Chafe, W. L. (1976). Givenness, contrastiveness, definiteness, subjects, topics and points of
view. In Li, C. N. (ed.) Subject and Topic, (pp. 27–55). New York: Academic Press.
Chalipa, S. (2013). The effect of inductive vs. deductive instructional approach in grammar
learning of ESL learners. Retrieved from deccanjournal.net/Pubpaper/Vol-Iss-2013-9.pdf.

242

Chang, C. H. (1987). A practical guide to the usage of the adjective and the article. Taipei:
The Crane Plublishing Co., Ltd.
Chesterman, A. (1991). On definiteness: A study with special reference to English and
Finnish. Cambridge: Cambridge University Press.
Chomsky, N. (1965). Aspects of the theory of syntax. Cambridge: Mass: MIT Press.
Chomsky, N. (1975). The logical structure of linguistic theory. New York: Plenum.
Christophersen, P. (1939). The articles: A study of their theory and use in English.
Copenhagen: Munksgaard.
Cleghorn, A. & M. Rollnick (2002). The role of English in individual and societal
development: A view from African classrooms. TESOL Quarterly, 36(3), 347-372.
Cook, V. (2001). Second Language Learning and Second Language Teaching. London:
Arnold.
Corder, S. P. (1967). The significance of learners’ errors. International Review of Applied
Linguistics in language teaching, 5, 161-170.
Corder, S. P. (1973). Introducing Applied Linguistics. Harmondsworth: Penguin.
Corder, S.P. (1974). Error Analysis, In Allen, J.L.P. and Corder, S.P. (1974). Techniques in
Applied Linguistics. Oxford: Oxford University Press.
Corder, S. P. (1981). Error Analysis and interlanguage. Oxford: Oxford University Press.

243

Crompton, P. (2011). Article errors in the English writing of advanced L1 Arabic learners: The
role of transfer. Asian EFL Journal, 13(1), 4-34.
Cross, D. (1991). A Practical handbook of language teaching. London: Cassell.
Daller, Helmut, Roeland van Hout & Jeanine Treffers-Daller. (2003). Lexical richness in the
spontaneous speech of bilinguals. Applied Linguistics, 24 (2), 197-222.
David. J. (2006). Variation in voice onset time for Korean stops: A case for recent sound
change. Korean Linguistics, 13, 1–16
DeKeyser, R. (1998). Beyond focus on form: Cognitive perspectives on learning and
practicing second language grammar. In C. Doughty & J. Williams (Eds.), Focus on form in
classroom second language acquisition (pp. 42–63). New York: Cambridge University Press.
Diab, N. (1997). The Transfer of Arabic in the English writings of Lebanese students. The
ESpecialist, 18(1): 71-83.
Diab, N. (2010). Effects of peer-versus self-editing on students’ revision of language errors in
revised drafts. System, 38(1), 85-95.
Doughty, C. (1991). Second language instruction does make a difference: Evidence from an
empirical study of SL relativization. Studies in Second Language Acquisition, 13, 431-469.
Doughty, C. (2003). Instructed SLA: Constraints, compensation, and enhancement. In C.
Doughty & M.H. Long (Eds.), The handbook of second language acquisition (pp. 256–310).
Oxford: Blackwell.

244

Doughty, C. & J. Williams (1998). Focus on form in classroom second language acquisition.
Cambridge: Cambridge University Press
Dulay, H. C., Burt, M. K., & Krashen, S. (1982). Language two. Oxford: Oxford University
Press.
Dulay, H. C. & M. K. Burt (1972). Goofing: An indicator of children's second language
learning strategies. Language Learning, 22(2), 235-251.
Eastwood, J. (1999). Oxford practice grammar with answers. Oxford: Oxford University
Press.
Egli, U. & Von Heusinger, K. (1995). The epsilon operator and E- type pronouns. In Egli, U.
et al. (eds.), Lexical knowledge in the organization of language (pp. 121-141). Benjamins:
Amsterdam.
Ekiert, M. (2007). The acquisition of grammatical marking of indefiniteness with the indefinite
article a in L2 English. Teachers College, Columbia University Working Papers in TESOL &
Applied Linguistics, 7, 1-43.
El-dali, H. (2010). Does form –focused instruction affect L2 learners performance: focus on
grammatically judgments. The Buckingham Journal of Language and Linguistics, 3, 57-99.
Elghamry, K. (2004). Definiteness and number ambiguity in the superlative construction in
Arabic. Lingua, 114, 897–910.
El-Sayed, A. (1982). An investigation into syntactic errors of Saudi freshmen’s English
compositions. PhD thesis, Indiana University of Pennsylvania.

245

Ellis, R. (1985). Understanding second language acquisition. Oxford: Oxford University
Press.
Ellis, R. (1994). The study of second language acquisition. Oxford: Oxford University Press.
Ellis, R. (1997). Second language acquisition. Oxford: Oxford University Press.
Ellis, R. (1998). Teaching and research: Options in grammar teaching. TESOL Quarterly, 29,
39-60.
Ellis, R. (2001). Introduction: Investigating form-focused instruction. Language Learning
Supplement, 51, 1-46.
Ellis, R. (2003). Task-based language learning and teaching. Oxford: Oxford University
Press.
Ellis, R. (2006). Current Issues in the teaching of grammar: An SLA perspective. TESOL
Quarterly, 40, 83-108.
Ellis, R., Basturkmen, H. & Loewen, S. (2002). Doing focus on form. System, 30, 419-432.
Ellis, R. & G. Barkhuizen (2009). Analysing learner language. Oxford: Oxford University
Press.
Ellis, R., Loewen, S., & Erlam, R. (2009). Implicit and explicit knowledge in second language
learning, testing and teaching. Multilingual Matters: Bristol.UK
Erdogan, V. (2005). Contribution of error analysis to foreign language teaching. Mersin
University Journal of the Faculty of Education, 1(2), 261-270.

246

Erlam, R. (2003). The effects of deductive and inductive instruction on the acquisition of
direct object pronouns in French as a second language. Modern Language Journal, 87, 242260.
Farley, A. P. (2000). The relative effects of processing instruction and meaning- based output
instruction on LS acquisition of the Spanish subjunctive. PhD thesis,University of Illinois.
Fehri, A. (1993). Issues in the structure of Arabic clauses and words. Dordecht: Kluwer
Academic Publishers.
Felder, R. M. (1993). Reaching the second tier: Learning and teaching styles. College Science
Teaching, 23(5): 286-290.
Felix, S. W. (1987). Cognition and language growth. Dordrecht: Foris Publication.
Finestack, L. H. (2009). Evaluation of a deductive procedure to teach grammatical inflections
to children with language impairment. American Journal of Speech-Language Pathology, 18,
289- 302.
Fisiak, J. (1981). Contrastive linguistics and the language teacher. Oxford: Pergamon.
Fotos, S. & R. Ellis (1991). Communicating about grammar: A task-based approach. TESOL
Quarterly, 25, 605-628.
Frodesen, J. & Eyring, J. (2003). Grammar dimensions 4. Cambridge: Heinle & Hei.
Gaies, Stephen J. (1980). T-unit analysis in second language research: Applications, problems
and limitations. TESOL Quarterly, 14, 53-60.

247

Galotti, K., Komatsou, L., & Voelz, S. (1997). Children’s differential performance on
deductive and inductive syllogisms. Developmental Psychology, 33, 70-78.
Gass, S., K. Bardovi-Harlig, S. Magnan, & J. Walz, eds. (2002). Pedagogical norms for
second and foreign language teaching. Amsterdam: John Benjamins.
Gass, S. M. & L. Selinker (1994). Second language acquisition: An introductory course. New
Jersey: Lawrence Erlbaum.
Gass, S. M. & L. Selinker (2008). Second language acquisition: An introductory Course. New
York: Poutledge.
Gass, S., Svetics, I., & Lemelin, S. (2003). Differential effects of attention. Language
Learning, 53, 497–546.
Ghrib, E. M. (1987). A longitudinal study of a Tunisian adolescent's learning of English
morphemes in a classroom context. International Review of Applied Linguistics in Language
Teaching, IRAL, 25(1), 41-54.
Givón, T. (1978). Definiteness and referentiality. In: Greenberg, J., & Ferguson, C., &
Moravcsik, E., (eds.).Universals of human language. Stanford: Stanford University Press. Vol.
4, 291-330.
Goodman, K. (1987). Determiners in Reading: Miscues on a few little words. Language and
Education, 1(l), 33-58.
Grami, G. (2012). L1 transfer among Arab ESL learners: Theoretical framework and practical
implications for ESL teaching. Theory and Practice in Language Studies, 2(8), 1552-1560.

248

Green, P. S. and K. Hecht (1992). Implicit and explicit grammar: An empirical study. Applied
Linguistics, 13(2), 168 - 184.
Gregg, K. R. (1984). Krashen’s monitor and Occam’s Razar. Applied Linguistics, 5(2), 79-100.
Guella, H., Déprez, V., & Sleeman, P. (2008). Article choice parameters in L2. In Roumyana
Slabakova, Jason Rothman, Paula Kempchinsky, and Elena Gavruseva, eds. Proceeding of 9th
Generative Approaches to Second Language Acquisition. (GASLA9). 57-69. Cascadilla
Proceedings Project, Somerville, MA.USA.
Habash, N. (2010). Introduction to Arabic natural language processing. Synthesis lectures on
human language technologies. Morgan & Claypool: San Rafael
Hall, C. (1990). Managing the complexity of revising across languages. TESOL Quarterly,
24(1), 43-60.
Han, Z. (2000). Persistence of the implicit influence of NL: the case of the pseudo-passive.
Applied Linguistics, 28(2), 181-190.
Han, Z. (2005). Input enhancement: Untangling the tangles. Keynote presentation at the 27th
Winter Applied Lingustics Conference, New York State Teachers of English to Speakers of
Other Languages, New York.
Harley, B. (1998). Focus-on-form tasks in child L2 acquisition. In C. Doughty & J. Williams
(Eds.), Focus on form in classroom second language acquisition (pp. 156-174). Cambridge:
Cambridge University Press.
Harmer, J. (2007). How to teach English. Essex: Longman.

249

Hawas, H. (1986) The realization of definitness in English and Arabic: A contrastive study.
Unpublished PhD dissertation, University of Wales.
Hawkins, J. A. (1978). Definiteness and indefiniteness. Croom Helm: London.
Hawkins, J. A. (1991). On (in)definite articles: implicatures and (un)grammaticality
prediction. Journal of Linguistics 27, 405–42.
Hedge, T. (2000). Teaching and learning in the language classroom. Oxford: Oxford
University Press.
Heim, I. (1982). The Semantics of definite and indefinite noun phrases. PhD thesis, University
of Massachusetts.
Hewaydi, A.H. (2007) An examination of some students’ writing assignments with reference to
cohesion and coherence. Unpublished Master’s thesis, University of Garyounis.
Heydari, P. (2012). Error Analysis: Sources of L2 learners’ errors. Theory and Practice in
Language Studies, 2 (8), 1583-1589.
Hinarejos, S. (2010) On L2 grammar and processing: The case of oblique relative clauses and
the null-prep phenomenon. Unpublished PhD, University of Illinois.
Hubbard, P. H. Jones, B., Thornton & P. Wheeler (1996). A training course for TEFL. Oxford:
Oxford University Press.
Huddleston, R. (2002). The Cambridge grammar of the English language. Cambridge:
Cambridge University Press.
Huebner, T. (1983). A longitudinal analysis of the acquisition of English. Ann Arbor: Karoma.
250

Huebner, T. (1985). System and variability in interlanguage syntax. Language Learning 35(2),
141-163.
Humphrey, S. (2007). Acquisition of the English article system: Some preliminary findings.
Retrieved 02-10, 2011, from http: library.nakanishi.ac.jp/kiyou/gaidai (32)/ 15.pdf.
Hunt, Kellogg W. (1964). Differences in grammatical structures written at three grade levels,
the structures to be analyzed by transformational methods. Tallahassee: Florida State
University.
Ionin, T (2003). Article semantics in second language acquisition. Doctoral dissertation, MIT,
Cambridge, Mass.
Ionin, T, Heejeong, K. & Ken. W. (2004). Article semantics in L2-acquisition: the role of
specificity. Language Acquisition, 12, 3-69
Ionin, T., M. Zubizarreta, & S. Bautista Maldonado (2008). Sources of linguistic knowledge in
the second language acquisition of English articles. Lingua 118, 554–576.
Ionin, T. & S. Montrul (2010). The role of L1 transfer in the interpretation of articles with
definite plurals in L2 English. Language Learning, 60 (4), 877-925.
Isabelli-García, C. & Slough, R. (2011). Acquisition of the non-generic definite article by
Spanish learners of English as a foreign language. OnOmázein, 25 (1), 95-105.
Ivanov, I. (2009). Second language acquisition of Bulgarian object clitics: a test case for the
interface hypothesis. PhD dissertation, University of Iowa.

251

Izumi, E., & Isahara, H. (2004). Investigation into language learners’ acquisition order based
on an error analysis of a learner corpus. An Interactive Workshop on Language e-Learning,
pp. 63–71. Retrieved from http:// dspace. wul.waseda.ac.jp/ dspace/bitstream/ 2065/ 1396/
1/07.pdf.
Izumi, S. (2012). Focus on form in second language acquisition. Trans. Gang-goo Yoon
Seoul: In Noon Sa Print.
James, C. (1980). Contrastive analysis. London: Longman.
James, C. (1985). Contrastive Analysis. Singapore: Longman Singapore publishers.
James, C. (1998). Errors in language learning and use: Exploring error analysis. London:
Longman.
Jarvis, S. (1997). The role of L1-based concepts in L2 lexical reference. Unpublished PhD,
Indiana University.
Jin-kai, L. (2002). A study of L1 strategy transfer in L2 acquisition. Modern Foreign
Languages, 25(3), 250-258.
Johnson, K. (2001). An introduction to foreign language learning and teaching. Harlow:
Longman.
Johanson, S. (2007). Seeing through multilingual corpora in the use of corpora in contrastive
studies. Amsterdam: John Benjamins.
Johansson, V. (2008). A developmental study of text writing. PhD thesis, Lund University.

252

Jourdenais, R., Ota, M., Stauffer, S., B., & Doughty, C. (1995). Does textual enhancement
promote noticing? A think-aloud protocol analysis. In. R. Schmidt (Ed.), Attention and
awareness in foreign language learning (pp. 183-216). Honolulu, HI: University of Hawaii
Press
Kao, Chian (2013). Effects of focused feedback on the acquisition of two English articles. The
Electronic Journal for English as a Second Language. 17, 1-15
Karim, K. (2003). First language influence on second language reading: The role of transfer.
Working Papers of the Linguistics Circle (WPLC), University of Victoria, 17, 49-54.
Kasper, G. (1992). Pragmatic transfer. Second Language Research, 8, 203-231.
Kaweera, C. (2013). Writing error: A review of interlingual and intralingual interference in
EFL context. English Language Teaching, 6(7), 9-18
Kellerman, E. (1983). Aspects of transferability in second language acquisition. PhD
dissertation, University of Nijmegen.
Khansir, A. (2012). Error analysis and second language acquisition. Theory and Practice in
Language Studies, 2(5), 1027-1032
Kharma, N. (1981). Analysis of the errors committed by Arab university students in the use of
the English definite/indefinite articles. International Review of Applied Linguistics, 19(3), 333345.
Klein, W. (1986). Second language acquisition. Cambridge: Cambridge University Press

253

Kormos, J., & Dénes, M. (2004). Exploring measures and perceptions of fluency in the speech
of second language learners. System, 32, 145‐164
Krashen, S. D. (1981). Second language acquisition and second language learning. Oxford:
pergamon.
Krashen, S. D. (1982). Principles and practice in second language acquisition. Oxford:
Pergamon Press Inc.
Krashen, S. D. (1985). The input hypothesis: issues and implications. London: Longman.
Krashen, S. D. (1987). Principles and practice in second language acquisition. New York:
Prentice Hall.
Krashen, S. D. (2002). Principles and practice in second language acquisition. Oxford:
Pergamon Press Inc.
Krifka, Manfred, Francis J. Pelletier, Greg Carlson, Alice ter Meulen, Godehard Link &
Gennaro Chierchia. (1995). Introduction. In Carlson, Greg & Francis J. Pelletier (eds.), The
generic book, (pp. 1-124). Chicago: The University of Chicago Press.
Krzeszowski, T. P. (1990). Contrasting languages: The scope of contrastive linguistics.
Mouton: The Hague.
Lambrecht, K. (1994). Information structure and sentence form: topic, focus, and the mental
representations of discourse referents. Cambridge: Cambridge University Press.
Lado, R. (1957). Linguistics across cultures: Applied linguistics for language teacher. Ann
Arbor: University of Michigan Press.
254

Lakkis, K. and M. A. Malak (2000). Understanding the transfer of prepositions: Arabic to
English. FORUM, 38(3), 26-33.
Lapkin, S. (1991). Early and middle French immersion programs: French Language Outcomes.
Canadian Modern Language Review, 48(1), 11-40.
Larsen-Freeman, D. & M. Long (1991). An introduction to second language acquisition
research. Longman: London.
Larsen-Freeman, D., & Strom, V. (1977). The construction of a second language acquisition
index of development. Language Learning, (27), 123-134.
Laufer, B., & Nation, P. (1995). Vocabulary size and use: Lexical richness in L2 written
composition. Applied Linguistics, (16), 307-322.
Lawler, J. M. (1973). Studies in English generics. PhD thesis, University of Michigan.
Lee, J. F. & B. VanPatten (2003). Making communicative language teaching happen. New
York: McGraw-Hill.
Lee, S. K. (2007). Effects of textual enhancement and topic familiarity on Korean EFL
students. Language Learning, 57(1), 87- 118.
Lee, W. R. (1968). Thoughts of contrastive linguistics in the context of foreign language
teaching. In J.E. Alatis (1968) Contrastive linguistics and its pedagogical implications (pp.
185-194). Report of the Nineteenth Annual Round Table Meeting on Linguistics and
Language Studies, Washington D.C.: Georgetown University Press.

255

Leow, R. P. (1997). The effects of input enhancement and text length on adult L2 readers.
Applied Language Learning, 8(2), 151-182.
Leow, R. P. (2000). A study of the role of awareness in foreign language behavior. Studies in
Second Language Acquisition, 22(4), 557-584.
Liao, Y. & Y. J. Fukuya (2004). Avoidance of phrasal verbs: The case of Chinese learners of
English. Language Learning, 54(2), 193-226.
Lightbown, P. (1991). What have we here? Some observations on the influence of instruction
on L2 learning. En Phillipson, R., Kellerman, E., Selinker, L., Sharwood Smith, M. y Swain,
M. (eds.), Foreign/second Language Acquisition. Clevedon, England: Multilingual Matters,
259-278.
Lightbown, P. (1992). Getting quality inputin the second! Foreign language classroom. In C.
Kramsch & S. McConnell-Ginet (Eds.), Text and context: Cross-disciplinary perspectives on
language study. Lexington, MA: D. C. Heath, 187-197.
Lightbown, P. M. and M. Pienemann (1993). Comments on Stephen D. Krashen's" teaching
issues: Formal grammar instruction. Two readers react. TESOL Quarterly, 27(4), 717-722.
Lightbown, P. M. and N. Spada (2006). How languages are learned. Oxford: Oxford
University Press.
Lightbown, P., N. Spada & R. Wallace (1980). Some effects of instruction on child and
adolescent ESL learners. Research in second language acquisition, 162-172.

256

Littlewood, W. (1984). Foreign and second language learning: language-acquisition research
and its implications for the classroom. Cambridge: Cambridge University Press.
Liu, C. K., Sung, C. J., & Chien, S. C. (1998). The process of generating notes when the EFL
students write English. Humanity and Society Teaching Newsletter, 8(6), 132-150
LoCoco, V. G. M. (1975). An analysis of Spanish and German learners. Working Papers on
Bilingualism, 7, 96- 124.
Loewen, S. (2003). Variation in the frequency and characteristics of incidental focus on form.
Language Teaching Research, 7(3): 315-345.
Long, M. H. (1983). Native speaker/non-native speaker conversation and the negotiation of
comprehensible input. Applied linguistics, 4(2), 126-141.
Long, M. H. (1996). The role of the linguistic environment in second language acquisition. In
Ritchie, W. C., & Bahtia, T. K. (eds.), Handbook of second language acquisition (pp. 413-68).
San Diego, CA: Academic Press Inc.
Long, M. H. (2000). Focus on form in task-based language teaching. In R. L. Lambert & E.
Shohamy (Eds.), Language policy and pedagogy (pp. 179-92). Philadelphia, PA: John
Benjamins.
Long, M. H., Inagaki, S., & Ortega, L. (1998). The role of implicit negative feedback in SLA:
Models and recasts in Japanese and Spanish. Modern Language Journal, 82, 357-371.
Long, M. H., & Robinson, P. (1998). Focus on form: Theory, research and practice. In
Doughty, C. J., & Williams, J. (eds.), Focus on form in second language acquisition (pp. 1541). Cambridge: Cambridge University Press.
257

Longobardi, G. (2001). How comparative is Semantics? A unified parametric theory of bare
nouns and proper names. Natural Language Semantics, 9(4), 335-369.
Luk, Z.P. & Shirai, Y. (2009). Is the acquisition order of grammatical morphemes impervious
to L1 knowledge? Evidence from the acquisition of plural -s, articles, and possessive's.
Language Learning, 59(4), 721-754
Lynch, T. (2001). Seeing what they meant: Transcribing as a route to noticing. ELT journal,
55(2), 124-132.
Lynch, T. (2009). Responding to learners’ perceptions of feedback: The use of comparators in
second language speaking courses. International Journal of Innovation in Language Learning
and Teaching, 3(2), 191-203.
Lyons, C. (1999). Definiteness . Cambridge: Cambridge University Press.
Lyster, R. (2004) Differential effects of prompts and recasts in form-focused instruction.
Studies in Second Language Acquisition, 26, 399- 432.
Macaro, E. & L. Masterman. (2006). Does intensive explicit grammar instruction make all the
difference? Language Teaching Research, 10, 297-327.
Mace, J. (1998). Arabic grammar: a reference guide. Edinburgh: Edinburgh University Press.
Mahmoud, A. (2000). Modern standard Arabic vs. non-standard Arabic: Where do Arab
students of EFL transfer from? Language Culture and Curriculum, 13(2), 126-136.
Mansouri, F. (2000). Grammatical markedness and information processing in the acquisition
of Arabic as a second language. Munich: Lincom Europa.
258

Martinsen, A. (2000). The tower of babel and the teaching of grammar: Writing instruction for
a new century. English Journal, 122-126.
Master, P. (1990). Teaching the English articles as a binary system. TESOL Quarterly, 461478.
Master, P. (1994). The effect of systematic instruction on learning the English article system.
In T. Odlin (Ed.), Perspectives on pedagogical grammar (pp. 229-252). Cambridge:
Cambridge University Press.
Master, P. (1997). The English article system: Acquisition, function, and pedagogy. System,
25(2), 215-232.
Master, P. (2002). Information structure and English article pedagogy. System, 30(3): 331-348.
McCargar, D. F. (1993). Teacher and student role expectations: Cross‐cultural differences and
implications. The Modern Language Journal, 77(2), 192-207.
McEldowney, P.L. (1977). A teaching grammar of the English article system. International
Review of Applied Linguistics, 15(2), 95-112.
McLaughlin, B. (1978). The monitor model: Some methodological considerations. Language
Learning, 28(2), 309-332.
McLaughlin, B. (1987). Theories of second-language learning, Edward Arnold: London.
Mehnert, U. (1998). The effects of different lengths of time for planning on second language
performance. Studies in Second Language Acquisition, 20, 83‐108

259

Miller J. & Weinert R. (1998). Spontaneous spoken language: Syntax and discourse.Oxford:
Oxford University Press.
Mitchell, R. (2000). Anniversary article. Applied linguistics and evidence-based classroom
practice: the case of foreign language grammar pedagogy. Applied linguistics, 21(3), 281-303.
Mitchell, R. & F. Myles (2004). Second language learning theories. Arnold Publishers:
Oxford University Press.
Mohammed, A. M. (2004). Interlingual transfer in foreign language learning: A critical survey
of the second half of the past century. The Educational Journal, 20, 77.
Mora, M. T. (2000). English language assistance programs, English skill acquisition, and the
academic progress of high school language minority students. Policy Studies Journal, 28(4),
721-738.
Morales, A. (2011). The role of the L1 in the acquisition of English articles by Spanishspeaking children. Proceedings of the 11th Generative Approaches to Second Language
Acquisition Conference (GASLA 2011), J. Herschensohn and D. Tanner eds, (pp.83-89).
Somerville, MA: Cascadilla Proceedings Project
Mourssi, A. (2013). Cross linguistic influence of L1 (Arabic) in acquiring linguistic items of
L2 (English): An empirical study in the context of Arab learners of English as undergraduate
learners. Theory and Practice in Language Studies, 3 (3), 397- 403.
Mourtaga, K. (2004). Investigating writing problems among Palestinian students: Studying
English as a foreign language. Bloomington: Indiana, Author House.
Murphy (1998). Essential grammar in use. Cambridge: Cambridge University Press.
260

Nadarajan, S. (2009). The effect of instruction and context on L2 learners’ vocabulary
development. Electronic Journal of Foreign Language Teaching, 6(2), 177–189.
Nagaratnam, R. (2013). Attitudes towards EFL grammar instruction: Inductive or deductive?
International Journal of Instruction, 4(2), 79-105
Nasr, R. (1967). The Structure of Arabic. Beirut: Libraire du Liban.
Nassaji, H. (2000). Towards integrating form-focused instruction and communicative
interaction in the second language classroom: Some pedagogical possibilities. The Modern
Language Journal, 84(2), 241-50
Nassaji, H. & M. Swain (2000). A Vygotskian perspective on corrective feedback in L2: The
effect of random versus negotiated help on the learning of English articles. Language
Awareness, 9(1), 34-51.
Nassaji, H. & S. Fotos (2004). Current developments in research on the teaching of grammar.
Annual Review of Applied Linguistics, 24(1), 126-145.
Nazari, N. (2013). The effect of implicit and explicit grammar instruction on learners’
achievements in receptive and productive modes. Procedia - Social and Behavioral Sciences,
70, 156 – 162.
Nemser, W. (1971). Approximative systems of foreign language learners. IRAL-International
Review of Applied Linguistics in Language Teaching, 9(2), 115-124.
Noor, H. H. (1996). English syntactic errors by Arabic speaking learners: reviewed. Paper
presented in Pan-Asiatic Linguistics. Paper presented in The 4th International Symposium
261

on Language and linguistics. Bangkok.
Norrish, J. (1987). Language learning and their errors. London: Macmillan Publisher Ltd.
Norrish, J. M. & L. Ortega (2000). Effectiveness of L2 instruction: A research synthesis and
quantitative meta‐analysis. Language Learning, 50(3), 417-528.
Nunan, D. (1989). Designing tasks for the communicative classroom. Cambridge: Cambridge
University Press.
Nunan, D. (2004). Task-based language teaching. Cambridge: Cambridge University Press.
Odlin, T. (1989). Language transfer: Cross-linguistic influence in language learning.
Cambridge: Cambridge University Press.
Omaggio, A. C. (1984). The proficiency-oriented classroom, in T.V. Higgs (ED.), Teaching
for proficiency: The organizing principle (pp: 43-84). Lincolnwood: National Textbook.
Osherson, D. N. (1998). An invitation to cognitive science: Methods, models, and conceptual
issues. Cambridge: MIT Press.
Parrish, B. (1987). A new look at methodologies in the study of article acquisition for learners
of ESL. Language Learning, 37(3), 361-384.
Perlmutter, M. (1970). On the article in English. In Manfred Bierwisch and Karl E. Heidolph
(eds.). Progress in Linguistics (pp. 233-248). The Hague: Mouton
Perridon, H.C.B. (1989). References, definiteness and the noun phrase in Swedish. PhD
dissertation, University of Amsterdam.

262

Pica, T. (1985). The selective impact of classroom instruction on second-language acquisition.
Applied linguistics, 6(3), 214-222.
Pica, T. (2000). Tradition and transition in English language teaching methodology1. System,
28(1), 1-18.
Poole, A. (2005). Focus on form instruction: Foundations, applications, and criticisms. The
Reading Matrix, 5(1), 47-56. .
Poole, A. (2005). The kinds of forms learners attend to during focus on form instruction: A
description of an advanced ESL writing class. Asian EFL Journal, 7(3), 58-92.
Qafisheh, H. (1977). A short reference grammar of Gulf Arabic. Tucson: University of
Arizona Press.
Qaid, Y. A. (2011). A study of Arabic interference in the Yemeni university students’ English
writing. Retrieved July, 20, 2011, from http://Lael.Pucsp.br/specialist/181diab.ps.Pd
Quirk, R., Greenbaum, G. Leech & J. Svartvik. (1972). A grammar of contemporary English.
London: Longman Press.
Quirk, R., Greenbaum, S., Leech, G., & Svartvik, J. (1985). A comprehensive grammar of
English language. London: Longman Press.
Rabab’ah, G. (2005). Communication problems facing Arab learners of English. Journal of
Language and Learning, 3(1), 180-197.

263

Reber, A. S., Walkenfeld, F. F., & Hernstadt, R. (1991). Implicit and explicit learning:
Individual differences and IQ. Journal of Experimental Psychology: Learning, Memory, and
Cognition, 17(5), 888-896.
Richards, J. C. (1974). Error analysis: Perspectives on second language acquisition. London:
Longman.
Richards, J. C., Platt, J. and Platt, H. (1992) Longman dictionary of language teaching and
applied linguistics. Essex: Longman.
Richards, J, C. & R. Schmidt (2002). Longman dictionary of applied linguistics and language
teaching. Harlow: Longman.
Richards, J. & Renandya, W. (eds.). (2002). Methodology in language teaching. Cambridge:
Cambridge University Press.
Ridha, N. (2012). The effect of EFL learners' mother tongue on their writings in English: An
error analysis study. Journal of the College of Arts, University of Basrah, 60, 22-45
Ringbom, H. (1987). The role of the first language in foreign language learning. Clevedon:
Multilingual Matters.
Rintell, E. M. (1984). But how did you feel about that?: The learner's perception of emotion in
speech1. Applied linguistics, 5(3), 255-264.
Roberts, C. (2003). Uniqueness in definite noun phrases. Lingustics and Philosophy, 26, 287350.

264

Robinson, P. (1995). Attention, memory, and the “noticing” hypothesis. Language Learning,
45(2), 283-331.
Robinson, P. (2001). Task complexity, cognitive resources, and syllabus design: A triadic
framework for examining task influences on SLA. Em Robinson, P. (Ed.), Cognition and
second language instruction, (pp. 287-318). Cambridge: Cambridge University Press.
Rosa, E. & M. D. O'Neill (1999). Explicitness, intake, and the issue of awareness. Studies in
Second Language Acquisition, 21(4), 511-556.
Rutherford, W. E. (1987). Second language grammar: Learning and teaching. London:
Longman.
Rutherford, W. E. & M. Sharwood Smith (1985). Consciousness-raising and universal
grammar. Applied linguistics, 6(3), 274-282.
Rydin, Karin C. (2005). A reference grammar of Modern Standard Arabic, Cambridge:
Cambridge University Press.
Sabourin, L. (2003). Grammatical gender and second language processing: An ERP study,
PhD dissertation, University of Groningen.
Saeidi1, M., Zaferanieh, E & Shatery, H (2012). On the effects of focus on form, focus on
meaning, and focus on forms on learners’ vocabulary learning in ESP context. English
Language Teaching, 5(10), 72-80.
Sarko, G. (2009). L2 English article production by Arabic and French speakers. PhD
dissertation, University of Essex

265

Sato, C. J. (1990). The syntax of conversation in interlanguage development. Cambridge:
Cambridge University Press.
Sawalmeh, M. (2013). Error analysis of written English essays: The case of students of the
preparatory year program in Saudi Arabia. English for Specific Purposes World, 14, 1-17
Schachter, J. (1974). An error in error analysis. Language Learning, 24(2), 205-214.
Scheidnes, M., Tuller, L. & Delage, H. (2009). L1 transfer versus computational complexity in
adult L2 French: Evidence from a comparison with deaf L1 French learners. Proceedings of
the 3rd Conference on Generative Approaches to Language Acquisition North America
(GALANA), 241-252.
Schmidt, R. (1990). The role of consciousness in second language learning1. Applied
linguistics, 11(2), 129-158.
Schmidt, R. (1993). Awareness and second language acquisition. Annual Review of Applied
Linguistics, 13(1), 206-226.
Schmidt, R. (2001). Attention. In P. J. Robinson (Ed.). Cognition and second language
instruction (pp. 3–32) Cambridge: Cambridge University Press.
Schulz, E. (2004). A student grammar of Modern Standard Arabic. Cambridge: Cambridge
University Press.
Schwartz, B. D. (1993). On explicit and negative data effecting and affecting competence and
linguistic behavior. Studies in Second Language Acquisition, 15, 147-163.

266

Scott, V. M. (1989). An empirical study of explicit and implicit teaching strategies in French.
The Modern Language Journal, 73(1), 14-22.
Searle, J. (1969). Speech acts. Cambridge: Cambridge University Press.
Selinker, L. (1972). Interlanguage. International Review of Applied Linguistics in Language
Teaching, 10(1-4), 209-232.
Selinker, L. (1992). Rediscovering interlanguage: Applied linguistics and language study.
London: Longman.
Senoussi, N. (2012). Teaching EFL grammar in the Algerian secondary school. Unpublished
MA, University of Abou Baker Belkaid- Tlemcen.
Shaffer, C. (1989). A comparison of inductive and deductive approaches to teaching foreign
languages. The Modern Language Journal, 73(4), 395-403.
Sharwood Smith, M. (1981). Consciousness-raising and the second language learner. Applied
Linguistics, 2, 159-68
Sharwood- Smith, M. (1994). Second language learning: Theoretical foundations. London:
Longman
Shook, D. J. (1994). FL/L2 reading, grammatical information, and the input-to-intake
phenomenon. Applied Language Learning, 5(2), 57-93.
Silva, N. S. (2008). The impact of mother tongue on teaching English as a foreign language at
beginner levels. Unpublished MA thesis, Instituto Superior de Educaçao

267

Simard, D. & W. Wong (2004 ). Language awareness and its multiple possibilities for L I the
L2 classroom. Foreign Language Annals, 37, 96-109.
Sinclair, J. (1991). Corpus, concordance, collocation. Oxford: Oxford University Press.
Siyyari, M. (2005). A comparative study of the effect of implicit and delayed, explicit focus on
form on Iranian EFL learners’ accuracy of oral production. Published Master’s thesis, Iran
University
Skinner, B. F. (1957). Verbal behaviour. New York: Appleton-Century-Crofts.
Smith, M. S. (1991). Speaking to many minds: On the relevance of different types of language
information for the L2 learner. Second Language Research, 7(2), 118-132.
Smith, M. S. (1993). Input enhancement in instructed SLA. Studies in Second Language
Acquisition, 15(02), 165-179.
Spada, N. & P. M. Lightbown (1999). Instruction, first language influence, and developmental
readiness in second language acquisition. The Modern Language Journal, 83(1), 1-22.
Spolsky, B. (1989). Conditions for second language learning. Oxford: Oxford University
Press.
Standwell, G. J. (1997). The English articles: A world wide exception. International Review
of Applied Linguistics in Language Teaching, 35 (4), 269-276.
Stehle, Megan. (2009). The interlanguage development of articles in English as a second
language: A longitudinal study. Unpublished MA thesis, University of Pittsburgh.

268

Strawson, P.F. (1952). Introduction to Logical Theory. London: Methuen.
Strawson, P.F. (1971). On Referring. In P.F. Strawson, Logico-Linguistic Papers, London:
Methuen.
Swain, M. (1985). Communicative competence: Some roles of comprehensible input and
comprehensible output in its development. In Gass, S. and Madden, C. (Eds.), Input in Second
Language Acquisition, (pp. 235-256). New York: Newbury House.
Swain, M. (2000). The output hypothesis and beyond: Mediating acquisition through
collaborative dialogue. In JP Lantolf (ed.) Sociocultural theory and second language learning
(pp. 97-114). Oxford: Oxford University Press.
Swain, M. & S. Lapkin (1989). Canadian immersion and adult second language teaching:
what's the connection? The Modern Language Journal, 73(2), 150-159.
Swain, M. & S. Lapkin (1995). Problems in output and the cognitive processes they generate:
A step towards second language learning. Applied linguistics, 16(3), 371-391.
Swain, M. & S. Lapkin (2001). Focus on form through collaborative dialogue: Exploring task
effects. Researching pedagogic tasks: Second language learning, teaching, and testing, 99118.
Swan, M. & Smith, B. (2001). learner English, second edition: A teacher‘s guide to
interference and other problems. Cambridge: Cambridge University Press.
Swan, M. (2005). Practical English usage. Oxford: Oxford University Press.

269

Tahaineh, Y. (2010): Arab EFL university students' errors in the use of prepositions. Modern
Journal of Applied Linguistics, 76–112.
Takahashi, S. (2001). The role of input enhancement in developing pragmatic competence. In
Kenneth, R. & Kasper, G. Pragmatics in language teaching (pp. 171-200).
Tawalbeh, I. (2013). The effect of colloquial Jordanian Arabic on learning the English definite
article and negation. English Language Teaching, 6(8), 95-107
Taylor, B. P. (1975). Adult language learning strategies and their pedagogical implications.
TESOL Quarterly, 9, 391-399.
Thomas, M. (1989). The acquisition of English articles by first-and second-language learners.
Applied Psycholinguistics, 10(3), 335-355.
Thu, H. N. (2005). Vietnamese learners mastering English articles. Unpublished PhD
dissertation, University Groningen.
Tomlinson, C. & Allan, S. (2000). Leadership for differentiating schools and classrooms. The
School Administrator, 9(56) 6–11.
Truscott, J. (1998). Noticing in second language acquisition: A critical review. Second
Language Research, 14(2), 103-135.
Upton, T. A. & L. C. Lee-Thompson (2001). The role of the first language in second language
reading. Studies in Second Language Acquisition, 23(4), 469-496.
VanPatten, B. (1990). Attending to form and content in the input. Studies in Second Language
Acquisition, 12(3), 287-301.
VanPatten, B. (1996). Input processing and grammar instruction in second language
acquisition. Norwood: Ablex.
270

VanPatten, B. & T. Cadierno (1993). Explicit instruction and input processing. Studies in
Second Language Acquisition, 15, 225-243.
Wang, W. (2009). Interlanguage theory and emergentism: reconciliation in second language
developmental index studies. English Language Teaching, 2(1), 31-36
Wang, X. (2010). Features of input of second language acquisition. Journal of Language
Teaching and Research, 1, (3), 282-284.
Wardhaugh, R. (1970). The contrastive analysis hypothesis. TESOL Quarterly, 4,120-130
White, J. (1998). Getting the learners' attention: A typographical input enhancement study. In
C. Doughty & J. Williams (Eds.), Focus on form in classroom second language acquisition
(pp. 85-113). Cambridge: Cambridge University Press.
White, L. (1989). Universal grammar and second language acquisition. Amesterdam:
Benjamins.
White, L. (2003) Second language acquisition and universal grammar. Cambridge:
Cambridge University Press.
Whitman, R. L. (1974). Teaching the article in English. TESOL Quarterly, 8(3), 253-262.
Whitman, R. L. & K. L. Jackson (1972). The unpredictability of contrastive analysis.
Language Learning, 22(1), 29-41.
Widdowson, H. G. (1998). Communication and community: The pragmatics of ESP. English
for Specific Purposes, 17(1), 3-14.

271

Wigglesworth, G. (1997). An investigation of planning time and proficiency level on oral test
discourse. Language Testing, 14, 167‐197.
Wong, W. (2003). Processing instruction in French: The roles of explicit information and
structured input. In B. VanPatten (Ed.), Processing Instruction (pp. 187-205). Mahwah, NJ:
Erlbaum.
Yamada, J. & N. Matsuura (1982). The use of the English article among Japanese students.
RELC Journal, 13(1), 50-63.
Yu, L. (2001). Communicative language teaching in China: Progress and resistance. TESOL
Quarterly, 35(1), 194-198.
Yu, M. (2013). Teaching grammar using focus on form approach in communicative language
teaching for Korean middle school students. MA thesis, University of Wisconsin-River Falls.
Yu, W. (2011). A review of studies of the role of native language. Journal of Language
Teaching and Research, 2(2), 441-444
Zhisheng, W. (2008). Is noticing vital for L2 learners? A critical review of Schmidt's noticing
hypothesis. CELEA Journal, 31(3), 3-11.

272

Appendix A
Multiple Choice task and composition task
Version 1
Name: ……………………………………………
Group:……………………………………………

Q1: Decide which word or words are correct
1. Sally goes to _________by car.
a) work

b) a work

c) the work

2. Can I have ____ from your bag?. Yes, of course.
a) an apple

b) some apple

c) the apple

3. ______ is my favourite sport.
a) Golf

b) A golf

c) The golf

4. ______starts at eight o’clock.
a) School

b) A school

c) The school.

5. We had _______nice time at the zoo last week.
a) the therticle b) a

c) Ø

6. David opened a drawer and took out _____
a) photos

b) photo

c) some photos

7. Can you play _________?
a) violin

b) a violin

c) the violin

8. They can finish the rest of the bread for _______.
a) breakfast

b) a breakfast

c) the breakfast

9. While she was in hospital, they gave her ________.
a) X-ray

b) a X-ray

c) an X-ray

10. You can listen to ________.
a) radio

b) radios

c) the radio

11. We need to protect _______from pollution.
a) environment

b) some environment

c) the environment

12. What did Sally buy at the supermarket? She bought ______.
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a) two milk

b) two cartons of milk

c) two milks

13. He should do _____ housework.
a) a

b) many

c) some

14. This room has _______ nice sofa.
a) some

b) a

c) zero article

15. The gas explosion caused _____ to the factory.
a) some damages

b) some damage

c) a damage

Q2: Complete the story about the theft of a river barge. Put in a, an, or the.
This is ………..true story about ..........man who chose.............worst possible time for his
crime. It happened in London in ...............summer of 1972. ...............man stole a barge
on.......... River Thames (in case you don't know, ……barge is a river boat used for carrying
goods). .............owner of ................ barge soon discovered that it was missing and immediately
informed...........police so that they could look for it. Normally ………………… river
is...................busy place and it would be difficult to find what you were looking for. On this
day, however, there was ..................... dock strike, and so there was only one barge on ..........
river. ................thief was quickly found and arrested.

Q3: What did you do last weekend? (Write at least 100 words)
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………
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Q4: describe one of your relatives. Use, for example, these hints:

his/her

personality, hobbies, job, favourite food. (Write at least one hundred words)
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
…………………

Note: Please make sure that you fill in all the blanks.
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Version 2
Name: ………………………………………………………………
Group:……………………………

Q1: Decide which word or words are correct.
1- I don't know what to do. It's ____________problem.
a) quite difficult

b) a quite difficult

c) quite a difficult

2- _____________ is my favourite sport.
a) football

b) a football

c) The football

3- My flat is on ___________first floor.
a) the first

b) first

c) a first

4- She did__________ in Italian literature.
a)An MA

b) the MA

c) MA

5- We spent a lot of time swimming in _____________on holiday.
a) a sea

b) the sea

c) sea

6- ________of the United States was elected last year.
a) President

b) a president

c) the president

7- An atheist does not believe in __________.
a) a God

b) the God

c) God

8- Can I ask ________ .
a) a question

b)the question

c) question

9- Where is Ann? She is in__________.
a) kitchen

b) a kitchen

c) the kitchen

10-Tom is _______________.
a) interesting person

b) the interesting person

11- Could you turn off ___________when you leave?
276

c) an interesting person.

a) a light

b) the light

c) light

12- His birthday is on ____________of May.
a) the third

b)third

c) a third

13- ___________are my favourite flowers.
a) the roses

b) roses

c)a roses

14- There is a major problem with ______________nowadays.
a) a crime

b) the crime

c) crime

15-it is __________house and needs some work.
a) old

b) an old

c) the old

16- Could you take___________ you borrowed back to the library, please?
a) the books

b) books

c) a books

Q2: Complete the conversation. Put in the words and decide if you need a, an, zero
or the.
a) Martin: I think we ought to book…………………………..(holiday). Where shall we go?
b) Anna: What about……………………(Scotland)? I think Edinburgh
is..........................(beautiful city). I love going there.
c) Martin: ................................................(weather) might not be very good.
d) We went there at ..................................... (Easter), and it was freezing, remember.
e) Anna: We could have a walk along ............................(Princes Street) and up to the castle.
And I wanted to go to ...............................(Royal Scottish Museum), but we never found
time.
f)

Martin: Can't we go somewhere different?

g)

Anna: We could spend some time in ......................... (Highlands), I suppose.

h)

Martin: When I go on holiday, I want to do something more relaxing than climbing

i)

................................................ (mountains). And I find it pretty boring.

j)

Anna: How can you say such ................................................ (thing)?

k)

Martin: Actually, I'd prefer somewhere warmer and by ...................... (sea).

l)

I think .............................................. (Corfu) would be nice.

m)
n)

We might get .......................... (sunshine) there. I just want to lie on a beach.
Anna: Martin, you know I'm not at all keen on .................... (beach holidays).
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Q3: What did you do last weekend? (Write at least 100 words)
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
…………………………………………………………………………

Q4: describe one of your relatives. Use, for example, these hints: his/her
personality, hobbies, job, favourite food. (Write at least one hundred words)
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………

Note: Please make sure that you fill in all the blanks.
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Version 3
Name: …………………………………………………
Group:………………………
Q1: Decide which word or words are correct
1- My friend is________ person
a)honest

b) an honest

c)a honest

2-Let’s sing ____________
a) song

b) a song

c)an song

3- Please clean up ____________. You left_______ there
a) the bathroom

b) a bathroom

c) bathroom

a) a terrible mess

b) the terrible mess

c) terrible mess

4-we arrived____________ at six o’clock in_________ .
a) the home
a) a morning

b) a home
b)the morning

c) home
c) morning

5-I still keep wondering if I was doing _________when I asked my mother for __________to
leave school.
a) the right thing
a) a permission

b)right thing
b)permission

c)a right thing
c)the permission

6- I want to go to the cinema to see a film about__________
a) Morocco

b) the Morocco

c )a Morocco

7-Everyone who works in this department uses______
a) a computer

b) the computer

c) computer
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8- Be careful. Radiation form ________can cause skin cancer.
a) a sun

b) the sun

c) sun

9- Please do not stand in front of me. I can’t see__________
a) the television

b)a television

c) television

10- Helen has eggs and bacon for___________
a) breakfast

b) the breakfast

c) a breakfast

11- When Sam was promoted at work she moved to a bigger office at ____of the corridor.
a) an end

b) end

c) the end

12- The train to Liverpool will depart from __________in ten minutes. Will passengers board
the train now?
a) a platform 7

b) the platform 7

c) platform 7

13- Sarah went to _______with some friends to see the Shakespeare’s ‘Hamlet’.
a) theatre

b) the theatre

c) a theatre

Write 'a', 'an', 'the' or no article to complete the following sentences in the
paragraph
I was born in Seattle, Washington. Seattle is ________city in the United States. It is near
_________border of Canada. I live in ________town called Olympia, in ________house in
________street in the countryside. ________street is called “Bear Street” and ________house
is beautiful but very old- more than 200 years old! I am _______English teacher at
__________school in the center of ________town. I like books and taking photographs. I
usually have __________lunch at 1pm and go home by car. We have all kinds of food in
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Olympia. I like __________Italian food very much. Sometimes, I go to _________Italian
restaurant in Seattle. _________restaurant is called “Luigi’s”. Italian food is great!

Q3: What did you do last weekend? (Write at least 100 words)
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
……………………
Q4: describe one of your relatives. Use, for example, these hints: his/her personality,
hobbies, job, favourite food. (Write at least one hundred words)
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
……………………………………………………………………….......................................

Note: Please make sure that you fill in all the blanks.
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Appendix B
A Sample Lesson Plan for group TEI
Material
Objectives

Unit
Student
Time

English online

Money
30
45 minutes

1-Students will be able to communicate in class
2- Learners will be provided the target structures through authentic context so
that they will use them naturally in context not in isolation.

Procedure
Introduction to the lesson

Time

1-The teacher will tell her students about the lesson and provides an
overview about the text.
2- The students will be divided into groups of seven.
3- The teacher will divide the text into paragraphs and each group is
going to be given a paragraph in order to read it and prepare the main
points of it and then explain to the class.

10 minutes

After ten minutes, each member of each group will take part in telling
the main points to class. Then the students will read the whole text by
turns and the teacher asks the students if they need any help about the
text (e.g. meaning of a word) before going to the questions.

20 minutes

Doing exercises

15 minutes

The teacher gives her student time to work together and do the
exercises and then she will answer them with her students and provides
feedback.
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Sample lesson

Babies are good language learners
It is hard to know what --babies want. They can't talk, walk, or even point at what they're thinking
about.
Yet --newborns begin to develop --language skills long before they begin --speaking. And,
compared to --adults, they develop these skills quickly. --People have
languages as they grow older, but --infants have
For

a hard time learning --new

the ability to learn any language easily.

a long time, --scientists have tried to explain how such young children can learn --complicated

grammatical rules and --sounds of
what's happening in

a language. Now, --researchers are getting a better idea of

the brains of the tiniest language learners.

This new information might eventually help --kids with --learning problems as well as --adults who
want to learn-- new languages. It might even help --scientists who are trying to design ---computers that can communicate like --people do.
Most babies go "goo goo" and "ma ma," by 6 months of age, and most children speak in --full
sentences by --age 3. For decades, --scientists have wondered how

the brains of --young children

figure out how to communicate using --language. With help from --new technologies and --research
strategies, --scientists are now finding that --babies begin --life with

the ability to learn any

language.
They get into --contact with other people, listen to what they say and watch their movements very
closely. That is why they quickly master

the languages they hear most often.

--Studies show that, up to about 6 months of --age, --babies can recognize all
make up all

the sounds that

the languages in the world.

There are about 6,000 sounds that are spoken in --languages around
language uses every sound. For example, while

the globe, but not every

the Swedish language has 16 vowel sounds,

--English uses 8 vowel sounds, and --Japanese uses just 5.
--Adults can hear only

the sounds used in the languages they speak fluently. To a native

Japanese speaker, for instance,

the letters R and L sound the same. So a Japanese speaker

cannot tell "row" from "low," or "rake" from "lake."
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Starting at around 6 months old

a baby's brain focuses on the most common sounds it

hears. Then, --children begin responding only to

the sounds of the language they hear

the most.
In

a similar way --older babies start recognizing the patterns that make up the rules

of their native language. In --English, for example, --children who are about 18 months
old start to figure out that --words ending in "-ing" or "-ed" are usually --verbs, and that
--verbs are --action words.
--Scientists are particularly interested in

the brains of --people who speak more than one language

fluently because that is hard to do after about --age 7.
In one experiment, for example, --native Chinese speakers spoke --Chinese to 9-month-old
American babies for 12 sessions over 4 weeks. Each session lasted about 25 minutes. In

the end,

the American babies reacted to --Mandarin sounds just as well as did --Chinese babies who had
been hearing
At about

the language their whole lives.

the age of seven these skills slow down. It gets harder to memorize --new sounds. So, if

you don't start studying --Spanish or --Russian until middle school, you must fight against --years
of --brain development, and --progress can be frustrating.
A 12-year-old's brain has to work much harder to build --language connections than an infant's
brain does. Yet in

the United States, --learning foreign languages usually begins as late as --high

school.
Understanding a baby's brain may also help --scientists design --computers that learn
--languages as easily as-- babies do. Useful as --computers are, they cannot
understand a wide range of --voices and communicate like --people do.
For --teenagers and --adults who want to learn --new languages, --baby studies may
offer some useful tips too. For one thing, --researchers have found that it is far better
for

a language learner to talk with --people who speak the language than to use --

educational CDs and DVDs with --recorded conversations.
When --infants watch someone speaking

a foreign language on --TV they have a completely

different experience than they do if they watch
speakers,

the same speaker in --real life. With --real

the babies' brains become more active when they hear the sounds they have learned.
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1 ) Complete the following sentences in a meaningful way.
1-When --people grow older, it is harder for them………………………………………………………………..
………………………………………………………………………………………………………………………………………….
2- --Scientists have been trying to find out what happens……………………………………………..
…………………………………………………………………………………………………………………………………………
By

the age of three…………………………………………………………………………………………………………………

3- When --babies get into contact with other people…………………………………………………….
………………………………………………………………………………………………………………………………………….
4- There are about six thousand sounds…………………………………………………………………………………….
……………………………………………………………………………………………………………………………………………..
5- We can only hear those sounds…………………………………………………………………………………..
…………………………………………………………………………………………………………………………………………..
6- At

the age of six months a baby starts concentrating…………………………………………………..

…………………………………………………………………………………………………………………………………………..
2) True or false
1- When --babies are born, they can learn any language.
2- --Babies can speak --full sentences when they are three.

………………………………..
……………………………….

3- There are six thousand sounds spoken in --languages around
4- --English has more vowel sounds than --Swedish.
5- For

the Japanese all vowels sound the same.

the world. ……………..

…………………………….
………………………………..

6- --Scientists think that it is easier to speak two languages at

the same time.

……………..

3) Explain in English

An infant…………………………………………………………………………………………………………………………….
A native language……………………………………………………………………………………………………………………
An ability………………………………………………………………………………………………………………………………..
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A Globe………………………………………………………………………………………………………………………………….
A Brain…………………………………………………………………………………………………………………………………..
3) How important is it to learn other languages? What are the advantages of being
able to speak more than one language?
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
……………………………………………………………………………………………………
………………………………………………………………………………………………………………
……………………………………………………
………………………………………………………………………………………………………………
……………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……
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The Frog Prince
There was once

a handsome young prince who had the misfortune to offend a wicked fairy. To

avenge herself she turned him into

Now it happened that

an ugly frog and put him into a well.

the well was in the courtyard of a king's palace and on --fine days, when

the sun shone warmly, the king's youngest daughter sometimes came there to amuse herself by
tossing

a golden ball high into the air and catching it as it fell. The poor frog watched her

running to and from in

One day,

the sunshine. He thought she was the prettiest princess he had ever seen.

the princess threw the ball up so high that when she stretched out her hand to catch it

the ball bounced on the stones and fell with a splash into the water. She ran to the edge of
the well and gazed down. But the golden ball had sunk far, far out of
-- sight. Only
bitterly.

a little ring of bubbles showed her where it had disappeared. She began to cry

The frog popped his head out of the water. "Don't cry, --- Princess!" he said.
"What will you give me if I bring your ball from

the bottom of the well?"

"Oh, I will give you anything I have," replied the princess. "My pretty pearls, my diamonds—even
my crown. Only please bring my ball back to me!"
"I do not want your pearls or your diamonds or your crown," said the frog. "But if you will promise
to love me, and let me eat from your plate, and drink out of your cup, and sleep on your bed, I will
bring your ball safely back to you."
And the princess promised. For she said to herself, "What a silly frog! As if he could ever get out
of the well and walk all the way to the palace! He will never find me."

The frog dove to the bottom of the well and presently came up with the golden ball in his
mouth.

The princess had no sooner snatched it from him than she forgot all about her promise and ran
back to the palace laughing with --- joy.
The next day, as she sat at --- dinner with the king
and his courtiers, something came flopping up the
great staircase—flip flap, flip flap!
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And a voice said:
"From the deep and --mossy well,
-----Little princess, where I dwell,
When you wept in ---grief and ---- pain
I brought your golden ball again."

The princess dropped her spoon with a clatter on her plate, for she knew it was the frog who had
come to claim her promise.

"What is

the matter, --daughter?" asked the king. "There is someone knocking at the door and

your rosy cheeks are quite pale."

Then

the princess had to tell her father all that had happened the day before how she had

dropped her golden ball into

the well, and how the frog had brought it up for her, and of the

promises she had given him.

The king frowned and said, "---People who make --promises must keep them. Open the door and
let

the frog come in."

The princess opened the door very unwillingly and the poor frog hopped into the room, looking
up into her face with his ugly little eyes.

"Lift me up beside you," he cried, "that I may eat from your plate and drink out of your cup."
princess did as he asked her and was obliged to finish her dinner with

the frog beside her, for the

king sat by to see that she fulfilled her promise. When they had finished,

the frog said, "I have had

enough to eat. Now I am tired. Take me up and lay me on your pillow that I may
go to --sleep."

Then

the princess began to cry. It was so dreadful to think that an ugly frog,

all cold and damp from

the well, should sleep in her pretty white bed.

But her father frowned again and said, " ---People who make promises must keep
them. He gave you back your golden ball and you must do as he asks."

So

the princess picked the frog up between her thumb and finger, not touching

him more than she could help, and carried him upstairs and put him on

the

pillow on her bed. There he slept all night long. As soon as it was light he jumped
up, hopped downstairs, and went out of

the palace.
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The

Now, thought

the princess, he is gone and I shall be troubled with him no more.

But she was mistaken, for when --night came again she heard --tapping at
bedroom. When she opened it,
morning broke.

the door of her

the frog came in and slept upon her pillow as before until the

The third night he did the same. But when the princess awoke the following

morning, she was astonished to see, instead of

the frog, a handsome prince standing at the

head of her bed. He was gazing at her with

the most beautiful eyes that ever were seen.

He told her that he had been enchanted by

a wicked fairy, who had changed him into the form of

a frog, in which he was fated to remain until a princess let him sleep upon her bed for three nights.
"You," said

the prince, "have broken this cruel spell and now I have nothing to wish for but that

you should go with me to my father's kingdom, where I will marry you and love you as long as you
live."

The princess took him to her father and he gave his consent for them to marry. As they spoke a
splendid carriage drove up with eight beautiful horses decked with --plumes of --feathers and -golden harness. Behind rode

the prince's servant, who had bewailed the misfortune of his dear

master so long and so bitterly that his heart had almost burst. Then all set out full of --joy for

the

prince's kingdom. There they arrived safely and lived happily ever after.
1) Answer the following question about the story.
1- What does the wicked fairy turn the frog into?
………………………………………………………………………………………………………
2- Where was

the well?

………………………………………………………………………………………………………
3- Does the king have a son or a daughter?
………………………………………………………………………………………………………
4- What promise did the princess give to the frog?
………………………………………………………………………………………………………..
5- Does the princess live in a villa or a palace?
………………………………………………………………………………………………………….
6-

What was the princess having with the king when the frog came flopping up
staircase?
……………………………………………………………………………………………………………………….

7- How long did

the frog stay with the princess?
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the great

………………………………………………………………………………………………………………………
8-

What happened to the frog after that?
……………………………………………………………………………………………………………………….

9- Did he marry

the princess?

……………………………………………………………………………………………………………………….

2-Match each term with its definition
1-A princess
2-

A Carriage

3- Ugly
4-

A crown

a-

A small imaginary being of-- human form that has --magical powers.

b-

an agreement that you will or will not do something.

c- Displeasing to
d-

A woman member of a royal family other than the monarch,
especially

5-

A promise

e-

the eye; unsightly

a daughter of a monarch.

A wheeled vehicle, especially a four-wheeled horse-drawn passenger
vehicle, often of

6-

A Wicked fairy

f-

an elegant design.

An ornamental circlet or --head covering, often made of --precious
metal set with --jewels and worn as

a symbol of --sovereignty.

3- Correct the following sentences
1-A wicked fairy turned

an ugly prince into a handsome monster.

…………………………………………………………………………………………………………………….
2-

The wicked fairy put the prince in a small cave.

…………………………………………………………………………………………………………………….
3-

The princess threw a doll into --water.

……………………………………………………………………………………………………………………….
4-

The frog asked the princess to give him all her pearls and crown.

………………………………………………………………………………………………………………………
5-

The king felt happy when he knew that his daughter did not keep her promise.

…………………………………………………………………………………………………………………………
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Appendix C
A Sample Lesson Plan for group DT
Lesson 1

Material

Oxford Practice Grammar.
English Grammar in Use.

Unit
Student
Time

Objectives

Countable- uncountable
nouns
30
45 minutes

1-Students will be able to understand the rules specifying countableuncountable nouns and their use with a, an, the, some, much, and many in the
books.

2- Learners will be able to apply the uses of countable- uncountable nouns
appropriately according to the rules.

Procedure

Time

Warm-up: learners’ previous knowledge about countableuncountable nouns.
5 minutes
Teacher: Good morning every body
Students: Good morning teacher
Teacher: Today we are going to talk about countable and uncountable
nouns. First, can anybody tell me what countable – uncountable nouns
are? Or, what is the Arabic for it?
Students A: ﻣﻌﺪود و ﻏﯿﺮ ﻣﻌﺪود
Teacher: Yes, very good. What English countable nouns do you
know?
Students B: Book, chair, boy, story.
Teacher: Very good. Now. Can you give me uncountable nouns in
English?
Student C: Water, juice, rice.
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Teacher: That is right. Well done. Does the word water have a plural
form in English? In other words, can we say waters?
Students D: No, because water is always singular in English.
That is right. Now we will discuss countable-uncountable nouns in
detail.

2. Introduction to the countable-uncountable nouns.
(1) Copies of the countable-uncountable section will be distributed to
the students by the teacher.
(2) The teacher leads the students to read through the rules one by one
together with the examples accompanying each rule. If necessary, the
teacher may provide more examples or ask her students to make up
sentences with countable-uncountable nouns in focus.
Teacher: Now let’s start with Singular-plural and countableuncountable nouns. Let’s read number 1 to know the difference
between countable and uncountable nouns. As you see, countable
nouns can be singular and plural whereas uncountable nouns are always
singular. The teacher then, reads the examples with the students and
asks students to give examples of their own to make sure that they
understand the rule.
Student D: We can say egg-eggs but we cannot say bread-breads.
Teacher: Well done! Very good. Now go to number 2 and see how we
use a, an, and the with countable-uncountable nouns.
The teacher explains the rule and gives examples then asks her students
to provide more examples.
Student E: I have a book.
Teacher: Yes, that right. I need another example please.
Student F: an elephant is a big animal.
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20 minutes

Teacher: That is right. Now go to number 3 to see how some, any,
much and many are used with countable-uncountable nouns.
The teacher explains the rule followed by examples and then asks her
students to give more examples of their own.
Teacher: some can be used with both plural countable-uncountable
nouns. We can say: I need some money. I need some books.
Many can be used only with plural countable nouns whereas much can
be used only with uncountable nouns. we can say:
There are many students in my class.
There is much money in my purse.
5 minutes

3- Review of the rules.
Teacher: Now please put away your handouts and look at me. What
are the rules we learned today? Let’s start with countable nouns.
Students: Countable nouns can be singular or plural.
Teacher: Yes, Give me examples, please.
Student G: We can say a teacher to refer to a singular noun and
teachers to refer to plural.
Teacher: Yes, what about a, an?
Student H: We can use a, an with singular countable nouns. We can
say: a book but not a books. An idea but not an ideas.
Teacher: Very good. What about the?
Student I: We can use the with both singular, plural countable nouns
and uncountable nouns. We can say the book, the books, and the money.

4- Doing exercises

15 minutes
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Teacher: well done everybody! That is right. Now I want you to do the
exercises and then we will answer the questions together.
The teacher gives her student time to work together and do the
exercises and then she will see their answers and provides feedback.

Lesson 2
Material

Oxford Practice Grammar.

Unit

English Grammar in Use.

Student
Time
Objectives

Countable- uncountable
nouns ( abstract/concrete)
and (dual nouns)
30
45 minutes

1-Students will be able to understand the rules specifying nouns
(abstract/concrete and dual nouns that can be countable and uncountable).

2- The generalization that a noun (dual noun) is usually uncountable when it is
used in a general, abstract meaning and countable when it is used in a
particular meaning.
3- Learners will be able to apply the uses of abstract, concrete and dual nouns
appropriately according to the rules.

Procedure
Warm-up: revising students’ knowledge about countable- uncountable nouns.
Teacher: Good morning every body
Students: Good morning teacher
Teacher: last week we talked about countable-uncountable nouns. then the teacher
revises the lesson of countable and uncountable nouns with students to make sure
that they still remember and understand what they have learned.
After that the teacher will talk about lesson two.
294

Time
5 minutes

5 minutes

2. Introduction to the lesson
Teacher: Today we are going to talk about abstract/concrete nouns and nouns that
can be countable and uncountable (dual nouns). First, can we change the word idea
into plural?
Student A: Yes, we can say ideas, two ideas, many ideas.
Teacher: Very good. Now, what about the word book?
Student B: Yes, we can say two books, three books, a few books.
Teacher: Yes, that is right. Ok, Can you see and touch a book?
Student C: Yes, I can see it and touch it.
Teacher: what about idea? Can you see it and touch it?
Student D: No, We can’t.
Teacher: Yes, nouns that we can’t touch or see are abstract nouns and those which
we can see and touch are concrete nouns.
Second, can anybody gives me an example with the word glass.
Students E: I drink water in a glass.
Teacher: Yes, very good. How many glasses do you drink every day?
Students B: I drink four glasses of water every day.
Teacher: Good. Now. Can you give me another example with coffee?
Student G: I like coffee.
Teacher: That is right. Well done. How much water do you drink a day?
Students D: I drink two cups of coffee.
Teacher: Good. Also, we can say this window is made of glass, but we cannot say:
this window is made of glasses. Why we said four glasses of water but not made of
glasses? That is because some nouns in English (dual nouns) can be countable (I.e.
they can be changed into plural) and uncountable (they are always singular).
Hence, glass may mean: four glasses = four cups and made of glass= the
substance of which window is made. Now let’s read more about abstract/concrete
nouns and dual nouns.
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3- The lesson
(1) Copies of the dual nouns section will be distributed to the students by the
teacher.
(2) The teacher leads the students to read through the rules one by one together
with the examples accompanying each rule. If necessary, the teacher may provide
more examples or ask her students to make up sentences with abstract, concrete
and dual nouns in focus.
Teacher: Now let’s read part (1): abstract/ concrete nouns. Then the teacher
explains the rules and the students are given exercises about abstract/concrete
nouns. After the teacher ensures that the students understand the rules, they go to
part two.
The same procedure will be followed with parts (2) and (3). For example, in part
three the teacher says:
Teacher: Now, go to part (3) sentence no.1. As you see, some nouns can be
countable and uncountable with a difference in meaning. The teacher then, reads
the examples with the students and asks her students to give examples from their
own and generate a separate sentence for each of the two forms to show that they
realize the difference. The teacher may help them and give them one or two words
to start with such as paper and cheese.
Student A: My book is made of paper.
Teacher: Good. What else?
Student B: I write a letter on a paper.
Teacher: Yes, that is right. Which one refers to the substance? The first sentence
or the second one?
Student C: The first one.
Teacher: Good.
The teacher explains the difference to the students.
Teacher: Now go to sentence number 2.
The teacher reads the sentence and gives explanation to the students and then asks
them to provide more examples of their own. After that students will answer the
exercises and the teacher provides feedback.
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30 minutes

4- Review of the rules.
Teacher: Now please put away your handouts and look at me. What are the rules

5minutes

we learned today?
Students: Dual nouns can be countable and uncountable.
Teacher: Yes, give me examples, please.
Student E: We can say a coffee to mean a cup of coffee.
Teacher: Very good.

Lesson 1
Singular-plural and countable-uncountable nouns
1) What is the difference?
Nouns

Countable

Singular

uncountable

plural

singular (there is no plural)

-A count noun can be singular or plural. We can count the noun student (students). We can say one student, two
students, etc.
-I have got only one sister.
- There is a form of Arabic called Modern Standard.
- He hammered in 30 nails.
- Look at these holes.

-An uncountable noun is always singular (e.g. water). There is no plural of uncountable nouns. They
cannot be counted. We cannot say *(a water, two waters)
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Here are some examples of uncountable nouns.
-Weather always changes.
- Can I have some money?
- I love music.
- Would you like some butter?
- Tea is one of the most popular drinks in the world.
- Pollution is caused by many things.

2) Nouns after the, a/an.
There are some words that can be used with countable and uncountable nouns. One of these is the. We
can say the student (singular), the students (plural) or the water (uncountable), but a/an go with one
kind of noun not with the other. That is, a/an can be used only with singular countable nouns, whereas
with uncountable nouns, neither a nor an can be used.
You can give me an idea. (an with singular count noun an idea)
Giving presents is a special part of Christmas. (a with a singular countable noun a part)
Water is necessary for life. (water is not used with a or an)

3) Nouns after some, any, many, much.
a) Some and any can be used with plural -countable nouns and uncountable nouns.
Plural countable nouns
We wrote some letters.
Do you have any books?

uncountable nouns
He listened to some music.
Did you buy any orange juice?

Jane took some flowers. (= a number of)

Can you lend me some money?

Some people even put up trees outdoors in their garden.

b) Many and few can be used only with plural nouns:
There were many students in my class.
I gave him few examples, he needs more.
There weren't many bottles. I made a few sandwiches.

In many countries, magical figures like Santa Claus bring children their gifts.
A few weeks later the customer pays the money back to the bank.
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c) Much and little can be used with uncountable nouns:
He does not drink much water.
They have little work to do.
I don't drink much wine.
There was only a little bread left.

Exercise 1
Look at the underlined nouns. Are they countable or uncountable?
1-Decorating the house is an old custom.
2- Temperature is one of the most important elements in our weather.
3- David was listening to music when I arrived.
4- I do not like violence.
5- I am taking a photo.
6- We went to a nice restaurant last week.
7- I saw a photograph of the flat.
8- I have hurt my leg.
9- Could I have some more milk, please?
10- May she have another slice of bread, please?
11- Strong winds damaged the roof.

Exercise 2
Put a/an or the in the following sentences.
1- I wonder if you can help me. I have ………….problem.
2- I like volleyball. It is …………good game.
3- His father taught gave him…………umbrella.
4- …………juice you drink few minutes ago is not healthy.
5- ……books I gave you are useful.

299

Exercise 3
Jana has been to the supermarket. What has she bought? Use a or some with
these words: orange, cheese, eggs, mineral water, pencil, ruler, book, butter,
sugar, rice.
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………

Exercise 4
Complete the following conversation. Choose the correct answer.
David: what are you doing Jana?
Jana: I am writing a paragraph/ paragraph.
David: Oh, you have got a computer/computer. Do you always write paragraph/paragraphs on your
computer?
Jana: yes, but today I am not doing very well. I have been working on my plan for about hour/ two
hours now.
David: you have got lots of books to help you, though. I have not got as many/mush books as you.
That is because I have not got much/many money. Quite often I can’t even afford to buy food/a food.
Jana: really? That can’t be many/much fun.
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Lesson 2
part 1
Countable-uncountable nouns
Abstract-Concrete Nouns
1)Abstract nouns
An abstract noun can be either a countable noun or uncountable noun. An abstract noun
refers to states, events, concepts, feelings, qualities that have no physical existence. They can
be countable nouns or uncountable nouns, and singular or plural nouns.
Abstract countable nouns
singular
plural
An Idea
A Problem
A Dream
A Belief
A Skill
A fact

Abstract uncountable nouns

Ideas
Problems
Dreams
Beliefs
Skills
facts

Love
Anger
Bravery
Knowledge
Trust
Success
Honesty
truth

2) Concrete Nouns
A concrete noun refers to objects and substances, including people and animals, physical
items that we can perceive through our senses. Concrete nouns can be touched, felt, held,
something visible, smelt, taste, or be heard. They can be countable nouns or uncountable
nouns, and singular nouns or plural nouns.
Concrete countable nouns
Singular
A cat
A girl
An apple
An umbrella
A house

plural
cats
girls
apples
umbrellas
houses

Concrete uncountable nouns
singular
Water
Sugar
Rice
Salt
cheese

Exercise 1
In each sentence below, underline the concrete nouns and circle the abstract nouns.
1.The principal asked all the students to think about the importance of friendship.
2.When I looked at the new mother, her love for her newborn baby was obvious.
3. He looked at the pile of money with greed in his eyes, and then he tried to grab it.
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4. He patted his full stomach with satisfaction after he finished eating his dinner.
5. Her eyes were full of hope as she asked her mom to let her keep the puppy.

Exercise 2
Write abstract or concrete noun in the following spaces
1. My teacher admired your honesty. Honesty is………………………………
2.An artist must have a good imagination. Artist is……………………………
3. The election was held in April. Election is…………………………………….
4. Poor health kept the frail girl indoors. Girl is…………………………………
5. Wild animals in captivity often seem pathetic. Captivity is …………………..
6. The actress thought about her plan. Plan is……………………………………
7. The young man wanted to know about his future. Man is………………………
8- Her memories of Africa were fading. Africa is……………………………

Exercise 3
Think of three concrete nouns, and three abstract nouns. Write them below.
Concrete Nouns
Abstract Nouns
1._______________________________ 1.______________________________
2._______________________________ 2.______________________________
3._______________________________ 3.______________________________
Write a sentence using at least one of your concrete nouns and one of your abstract nouns.
……………………………………………………………………………………..

Lesson 3
A/An and The
*A/an
1 ) a/an = one
A/an can be used with nouns which are mentioned for the first time and represent no particular person
or thing.
I bought a book.
Can I ask a question?
This is an interesting film.
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2) A is used with before nouns that start with a consonant sound
a bank
a car
a man
a day a holiday a uniform
3) An is used before nouns that start with a vowel sound (a, e, i, o, u).
An idea
an orange
an airport an uncle
an hour
4) A/an can be used before job titles.
She is a nurse.
He is an engineer.
I am a student.
5) A/an can be used with some expressions of quantity, amounts and frequency.
I bought a pair of jeans yesterday.
He visits his parents twice a year.
I finished my homework a few minutes ago.
6) A/an can be used in exclamations before singular countable nouns.
What a nice day!
What a good meal!
What an interesting story!
7) A/an can be used with a phrase that describes something.
It was a good story.
Benghazi is a nice old city.
It's a big house.
This is a better photo.

* The
1). The can be used when mentioning something for the second time.
I saw a cat. The cat was sitting on a fence. The fence was painting green.
2). The can be used when we expect the reader or listener to know which person or thing we
are talking about.
Did you lock the door? (The listener knows which door is meant.)
What happened to the book that I gave you?
The woman dressed in black is my teacher.
Who is the girl sitting next to Peter?
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3). The can be used with unique objects. That is, when there is only one kind of an object.
The moon is beautiful tonight.
the rays of the sun hit us more directly.
Weather always changes all around the world.

4) The is also used with a number of expressions that refer to our physical environment. The use
of the in such a situation implies that everybody is familiar with what we are talking about.
Places near the sea usually have more moderate climates.
It gets colder when you are higher up in the mountains.
5) The can be used with superlative adjectives and ordinal numbers such as first, second etc.
Arabic is one of the oldest languages.
Arabic is considered the sixth most spoken language in the world.
Temperature is one of the most important elements in our weather.

6) The is also used with cinema, theatre and (news) paper.
How often do you go to the cinema?
I read about the war in the paper.
7) We say a/the police officer but only the police.
A police officer was seen in the bank this morning. NOT A police was seen in the bank this morning.
The police were seen in the bank this morning. (= one or more police officers)

Exercise 1
Complete the story. Put in a/an or the.
There was ------ boy who was always losing his temper. His father gave him-----bag full of---------- nails and said to him, “My son, I want you to hammer------nail
into our garden fence every time you need to direct your anger against something
and you lose your temper.” So ------son started to follow his father’s advice. On-------first day he hammered in 37 nails, but getting--------nails into-------fence was
not easy, so he started trying to control himself when he got angry. As ----days
went by, he was hammering in less nails, and within weeks he was able to control
himself and was able to refrain from getting angry and from hammering------ nails.
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He came to his father and told him what he had achieved. His father was happy
with his efforts and said to his son “But now, my son, you have to take out------nail for every day that you do not get angry.”

Exercise 2
Replace the sentences which contain an underlined word. Use a/an or the with the word in
brackets.
We didn't have much time for lunch. David made something for us. (omelette)
David made-----------------------------------------------1 They ran the race before they held the long jump. Matthew won it easily, (race)
Matthew won--------------------------------easily.
2 The driver turned left. Suddenly someone ran into the road, (child)
Suddenly---------------ran into the road.
3 Vicky was lying on the sofa. She was watching something on television, (film)
She was watching---------------on television.

Exercise 3
Complete these sentences about pollution and the environment. Put in a/an or the.
1 There was also ................. article about pollution in ............... paper.
2. …………………ozone layer will continue to disappear if we don't find way to stop it.
3 ………………..world's weather is changing. Pollution is having ........... effect on our climate.
4 Last week .................. oil tanker spilled oil into ................... sea, damaging wildlife.
5 If.................. earth was ................... human being, it would be in hospital.

Lesson 4
The, zero article and a/an: ‘things in general’

GENERAL

(General and Specific Meanings)

SPECIFIC

The + plural noun or uncountable noun has a
1-A plural noun or an uncountable noun on
its own (with no the) can have a general meaning. specific meaning. (specific people or things)
Cars are cheap these days.

The cars had both been stolen.

lions are strong animals.

We saw the lions at the zoo.

I don't understand computers.(= all computers)

The computers crashed at work today.( specific
computers at my workplace)

Natasha is studying music.

The music was too loud. (= the music at a
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(= all music, music in general)

specific time, at a party for example)

Do you take vitamins?

Did you take the vitamins I left you on the table?

2- The can be used with a singular countable noun to refer to general statements or
characteristics of a class of things or people rather than one specific person or thing.
Who invited the radio?
The crocodile can swim.
3- The can be used with musical instruments.
Jane can play the piano and the violin.
4- a/an can be used to refer to a generic sense. Compare:
A lion is a strong animal. = (every lion is strong).
A lion was killed by John= (a specific lion (one lion) was killed)
An elephant is a big animal. = (every elephant is big).
An elephant was seen this morning in the street. = ( a specific elephant; one of many)

Exercise 1
Complete the conversations. Put in the nouns and decide if you need the.
1. Rachel: Did your family have a dog when you were younger?
Vicky: No, thank goodness. I'm afraid of…………… (dogs). I didn't like……
(dogs) that were running around in the park yesterday. I was afraid they were
going to attack me.
2. Melanie: You shouldn't drive so much, Mark. You know that……
(cars)cause……………………(pollution), don't you?
Mark: Yes, but ............……………… (cars) these days are cleaner than they used to be. Isn't
it............................... (aeroplanes) that are mainly responsible for…………...........
(pollution) of the atmosphere?
3. Melanie: I've put some bread out in the garden for ………… (birds).
Tom: You like ...........................................(birds), don't you?
Melanie: Yes, I do. I love ……… (wildlife), in fact. I'd much rather live in the
country if I could.
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4. Laura: You're always reading books about……….. (history), aren't you?
Harriet: It was always my favourite subject. Do you know anything about…..... (history)
of this area?
Laura: No, but if you like looking round .....................................(museums)
and……………………(old buildings), we could find out about it together.

Exercise 2
Put in the correct noun and decide if you need the.
Use these nouns: atom, football, guitar, radio, telescope, television
1 I was listening to a phone-in on ………………………...
2 Rutherford split ............................................................. in 1911.
3 Tom and his friends played ............................................................. in the park.
4 Mike is quite musical. He can play................................................................

Exercise 3
Look at the pictures and say what people like. Use these objects: art, chemistry, chips, dogs, golf

1-………………………………………………………………………………
2-………………………………………………………………………………
3-………………………………………………………………………………
4-………………………………………………………………………………
5-…………………………………………………….…………………………
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Lesson 5
Zero Article and The
Compare these situations.

This man is in prison. He went to prison two
years ago.

The young woman is in the prison. She has gone to the
prison to visit her father.

We do not use the when we are talking about
being in prison as a prisoner.

We use the when we mean the prison as a specific
building. The young woman is in the prison as a
visitor.

1) Certain count nouns in prepositional phrases occur with the zero article to refer to the
customary use of an institution.
He went to school. (He is a student and went to school to study).
She goes to hospital every day. (She is a doctor and works in it).

In the examples above, the zero article was used with school and hospital as they are used to refer to
their main purposes, i.e. the school is a place to study in and the hospital is a place where doctors
examine patients in).
However, the definite article the can be used to refer to a particular use of an institution.
He went to the school. ( as a parent to see the headmaster).
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They went to the prison. ( to visit somebody).

The examples show that the definite article the was used with these nouns because they were not used
for their main purposes. Instead, they were used to refer to a particular use.
More examples can include:
Phrases without the
(Nouns function as their main purpose).
in bed, go to bed (to rest or sleep)
home: at home, go home
sea: at sea (= sailing)
go to sea (as a sailor)

Phrases with the
sit on the bed, make the bed
in the house, to the house, in the home
on the sea, by the sea, on/to the coast

Exercise 1
Complete the sentences with the word given . Use the where necessary.
1.Every term parents are invited to---------------------(school) to meet the teachers.
2. Why is not your son at-------------------------(school) today. Is he ill?
3. my father has always been very healthy. He has never been in-----------(hospital).
4. a few days ago the fire brigade were called to----------------------------(prison) to put out a fire.
5. Shall we meet after----------------------(work) tomorrow evening?

Exercise 2
Fill the gaps with the correct answer in brackets.
1-I am tired. I am going to…………………………. . (the bed/ bed)
2- Blast! I forgot to go to…………………………….. . ( the bank/ bank)
3- You hate going to…………………………….., don’t you? ( the church/ church)
4-I love being at………………………………….. . ( the university/ university)
5- We need to be at………………………………in an hour. ( the airport/ airport)

Exercise 3
Choose the correct form, with or without the.
1. Look at the apples/ apples in this tree.
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2. I do not drink coffee/ the coffee. I do not like it.
3. Life/ the life is strange sometimes.
4. I like skiing/ the skiing, but I am not very good at it.
5. What makes people/ the people violent?

Exercise 4
Complete this paragraph from a magazine article about Melissa Livingstone. Put
in the words with or without the.
Today Melissa Livingstone is a popular actress and star of the TV soap
opera 'Round the Corner'.
But as a child she was very unhappy. She didn't do well at …….. (school)
, and she never went to (1)..............(college). Her greatest pleasure was
going to (2) ........................(cinema).
Her family lived in an unattractive town and their home was next to (3)
......................(station). Melissa's father, Tom, was a sailor, and he spent
months at (4) .............(sea). He was hardly ever at (5) ..............(home)
and when he was, he didn't do very much.
Sometimes he spent all day in (6) .............. (bed). Melissa's mother,
Susan, had to get up at five o'clock every day to go to (7)..............
(work). When Tom lost his job he stole a gold cup from (8).............
(church) Susan used to go to. He had to go to (9) ............(prison) for a
year. Melissa's mother was horrified at the shame he had brought on the
family.
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Appendix D
A Sample Lesson for the CG

Tea
Tea is one of the most popular drinks in the world. You
make it by pouring hot water over the dried leaves of a
tea plant. For centuries people believed that teas could
cure illnesses, they used it as medicine. Today
scientists know that tea contains chemicals that
prevent cells from dying. Most teas have

caffeine in

them, a substance that makes you feel more active.
Some people have problems drinking tea because it
can cause sleeplessness.

Tea plant
The tea plant grows best in tropical and temperate places where rain falls throughout the year. Tea
can be grown from sea level to about 2,000 metres, but the best quality grows in higher regions.
Tea comes from the leaves and buds of tea plants. Wild plants can be up to 9 metres high but on
tea plantations they are cut back to a bush of about a metre in height so that workers can pluck the
leaves easily. The plant produces pointed, leathery dark leaves, small white flowers and seeds that
look like hazelnuts. It takes a plant three to five years before is ready for plucking.
A plucker can harvest about 20 kg of tea a day. On large tea plantations the leaves are harvested
by machines, but the quality of tea is higher when the leaves are hand-plucked.

Types of tea
The most common types of tea are black and green tea. They come from the same plant but are
processed differently.
Workers take the leaves and spread them out on shelves where they can dry. Next, they are rolled
and broken into pieces and put into a room where they absorb oxygen. Chemical reactions change
the taste and character of the tea. Finally , the leaves are dried with hot air until they turn
brownish-black. Most black tea comes from Sri Lanka, Indonesia and eastern Africa.
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To make green tea, workers put the freshly picked leaves into a steamer, which keeps them green.
Then they are crushed and dried in ovens. Japan is the biggest producers of green tea .
Tea can be bought in many forms – leaves, powder or tea bags. Some of them are added with
flavours, like vanilla, orange or lemon. Although most people drink their tea hot, many enjoy iced
tea, especially during the summer months.
Black tea is brewed by pouring water over a teaspoon of tea. The tea should soak for three to five
minutes before you drink it. Green tea should be left in water longer. Instead of putting tea leaves
into a pot people often put tea bags into a cup.

History
People first drank tea in China about 5000 years ago. Originally it was
used as a medicine, then as a daily drink. It spread to Japan in the 3rd
century A.D. Dutch and Portuguese traders brought tea from eastern Asia
to Europe in the 1600s.
In 1657 the beverage was sold for the first time in coffee houses in Great
Britain. When the English started a tradition of tea drinking in the
afternoon it became England’s national drink. In the 17th and 18th
centuries tea spread to British colonies overseas.
In 1767 Great Britain placed a tax on tea imported by American colonists.
During the Boston Tea Party of 1773 they were so angry that they threw a
ship full of British tea into the harbour to protest British rule. Two years
later the American Revolutionary War started.
Today about 3.3 million tons of tea are produced. India, with its famous
tea growing regions like Darjeeling and Assam, and China produce about half of the world’s tea. It
also grows in many other parts of Asia, especially in Sri Lanka and Indonesia. In the course of time
growing tea has spread to countries in Eastern Europe, Africa and South America .
1)Answer the following questions
1- What substances does tea have in it?
………………………………………………………………………………………………………………………………………….
2- How has tea been used for centuries?
……………………………………………………………………………………………………………………………………
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3- In which regions do tea plants grow best?
……………………………………………………………………………………………………………………………………
4- What kinds of leaves do tea plants have?
………………………………………………………………………………………………………………………………..
5- What is the difference between black and green tea?
………………………………………………………………………………………………………………………………….
2) True or false
1- People first drank tea in Japan about a thousand years ago. …………………………
2- Black tea should be left longer in water than green tea. ……………………………….
3- During the Boston Tea Party colonists dumped shiploads for tea into the harbor. ……………
4- About 33 million tons of tea are produced every year. …………………………….
5- Assam is a tea growing area in northern India. ………………………….
6- All tea leaves are put into a steamer to dry. ……………………………………
3) Match the words on the left to the definitions on the right
1- Flavor

a- take in

2- Beverage

b- a tightly rolled up flower or leaf before it opens

3- Absorb

c- a person from the Netherlands

4- Century

d- to bring in products from the field or from trees

5- Dutch

e- a hot or cold drink

6- Bud

f- a hundred years

7- Harbor

g- the special taste of something

8- Harvest

h- place where ships stay to load and unload their goods
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Money
Money is something that is very difficult to explain. People in various cultures think of money in
different ways. A London banker and an African tribesman have different ideas of what money is.
Many people think of money as a currency –metal coins and paper bills. We need it to buy the
things in life that we need. We also get money for the work that we do. So, money is a way of

exchanging goods and services .

The History of Money
In early civilizations people did not have money. They traded objects. Maybe
a hunter had more animal furs than he could use and his neighbour might
have caught more fish than he could eat himself. They soon saw that they
needed each other. The fisherman needed furs to protect himself from the
cold and the hunter needed something to eat, so they exchanged their
goods. This is called barter. Barter also had disadvantages. If there weren’t
any more people who needed the hunter’s furs he couldn’t trade them for the things he needed.

Coins
In the course of time people searched for better ways of trading goods.
They found out that metal, especially gold and silver, was very valuable.
Some historians believe that the first coins were made at around 700
B.C. by the Lydians. The Greeks and Romans also had silver and gold
coins. Their value was guaranteed by the government.
But it was not until the late Middle Ages that coins became common
throughout Europe. Metals were stamped and coins had to have a certain weight . People knew how
many coins they needed to buy something because they had a fixed value.

Credit cards
Today, more and more people use credit cards to buy things. You don’t have to take real money
with you. With a credit card the bank lends its customer money to buy something. The customer
signs a small slip of paper and the shop assistant sends it to the bank and gets his money at once.
A few weeks later the customer pays the money back to the bank.
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The Euro
In 1991 the leaders of the European Union got together in Maastricht, the Netherlands and agreed
on creating a single currency for all of Europe.
On January 1,2002, the Euro became the official money in twelve of the fifteen EU nations. Only
Great Britain, Sweden and Denmark wanted to stay with their old currency.
In 2004, ten central and eastern European nations joined the EU. They will decide later on if they
want to join the Euro zone.
When banks and stock exchanges began using the Euro in 1999 it was worth 1.17 US dollars.
Shortly afterwards it became weaker and fell to 0.80 US dollars, but since 2002 its value has risen
constantly , almost up to 1.30 US dollars.
The colourful euro banknotes were designed by the Austrian Robert Kalina. They range from € 5 to
€ 500 and have a map, the EU flag, as well as arches, bridges and windows on them.
There are eight coins — ranging from 1 cent to 2 Euros. One side of the coins all look the same but
on the other side each country has its own national design.
People in favour of introducing the Euro argue that the European currency will increase trade among
European countries. It could also unify the union and make it stronger. Many economic experts also
predict that the Euro can compete with the US dollar as an important international currency.

1-Correct the following sentences
1- Some historians believe that the first coins came from China.
……………………………………………………………………………………………………………………………….
2- People did not know how many coins they needed to buy something because they did not
have a fixed value.

……………………………………………………………………………………………………………………………..
3- If a customer pays by credit card the shop assistant lends him money.
…………………………………………………………………………………………………………………………
4- Today, only few people use credit cards to buy things.
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………………………………………………………………………………………………………………………………….
2) Answer the following questions about the passage.
1- What did early civilization use as money?
………………………………………………………………………………………………………………………………….
2- What disadvantages did the system of barter have?
……………………………………………………………………………………………………………………………………
3- Which metals became valuable during the middle ages?
…………………………………………………………………………………………………………………………………..
4-Why do many people buy goods with credit cards?
……………………………………………………………………………………………………………………………………….
3) Put the sentences about the Euro into their correct order. The first one is done for you.
Their own currencies, the Euro banknotes were designed by the
Say that the Euro will become a strong currency and it will help
Other side countries have their own national designs. Many experts
On January 1,2002, the Euro became the official money in twelve of the fifteen EU
1
Austrian Robert Kalina. They have a map, the EU flags, windows, arches
States, only Sweden , Denmark and Great Britain decided to stay with
unify the union and make it stronger

Euros, one side of the coin look the same in each country, but on the
4) What happens when you pay with a credit card? Write some information in the boxes.

………………………………
………………………………
………………………………
………………………………
……………………………….

………………………………………
………………………………………
………………………………………
………………………………………

…………………………………………………………
…………………………………………………………
…………………………………………………………
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Appendix E
Authentic texts: Comparison between English and Arabic in terms of the English article system

Text 1 E
1-1
1-2
1-3
1-4
1-5
1-6
1-7
1-8
1-9
1-10
1-11
1-12
1-13
1-14

English sentence
A long time ago, there was a huge apple tree.
A long time ago, there was a huge apple tree.
A little boy loved to come and play around it every
day.
He climbed to the treetop, ate the apples.
-- Time went by..the little boy had grown up.
Time went by. the little boy had grown up.
One day, the boy came back to the tree and he
looked sad.
One day, the boy came back to the tree and he
looked sad.
"I am no longer a kid; I do not play around trees
anymore". The boy replied.
"I am no longer a kid; I do not play around trees
anymore". The boy replied.
"I am no longer a kid; I do not play around trees
anymore". The boy replied.
I want toys. I need money to buy them.
I want toys. I need --money to buy them.
But you can pick all the apples and sell them. So,
you will have money.

Arabic sentence
ﻛﺎن ھﻧﺎك ﺷﺟرة ﺗﻔﺎح ﻛﺑﯾرة...ﻣﻧذ زﻣن ﺑﻌﯾد وﻟﻰ
ﻛﺎن ھﻧﺎك ﺷﺟرة ﺗﻔﺎح ﻛﺑﯾرة..ﻣﻧذ زﻣن ﺑﻌﯾد وﻟﻰ
ﻛﺎن ھﻧﺎك طﻔل ﺻﻐﯾر ﯾﻠﻌب ﺣول ھذه اﻟﺷﺟرة ﯾوﻣﯾﺎ

English
Indef
Indef
Indef

Arabic
zero
zero
zero

def
zero
def
def

alalalal-

3.7.1.1

al-

3.7.1.1

 ﻟم أﻋد ﺻﻐﯾر ﻷﻟﻌب ﺣول اﻟﺷﺟر: ﻓﺄﺟﺎﺑﮭﺎ اﻟوﻟدindef

zero

3.9.1.6

 ﻟم أﻋد ﺻﻐﯾرا ﻷﻟﻌب ﺣول اﻟﺷﺟر: ﻓﺄﺟﺎﺑﮭﺎ اﻟوﻟدzero

al-

3.8.1

 ﻟم أﻋد ﺻﻐﯾرا ﻷﻟﻌب ﺣول اﻟﺷﺟر: ﻓﺄﺟﺎﺑﮭﺎ اﻟوﻟدdef

al-

3.7.1.1

alalal-

3.8.1
3.8.2
3.7.1.1

وﻛﺎن ﯾﺗﺳﻠﻖ أﻏﺻﺎن ھذه اﻟﺷﺟرة وﯾﺄﻛل ﻣن ﺛﻣﺎرھﺎ
 وﻛﺑر ھذا اﻟطﻔل.ﻣر اﻟزﻣن
 وﻛﺑر ھذا اﻟطﻔل.ﻣر اﻟزﻣن
رﺟﻊ ھذا اﻟﺻﺑﻲ اﻟﻰ اﻟﺷﺟرة وﻛﺎن ﺣزﯾﻧﺎ...ﻓﻲ ﯾوم ﻣن اﻷﯾﺎم

رﺟﻊ ھذا اﻟﺻﺑﻲ اﻟﻰ اﻟﺷﺟرة وﻛﺎن ﺣزﯾﻧﺎ... ﻓﻲ ﯾوم ﻣن اﻷﯾﺎمdef

 أﻧﺎ أرﯾد ﺑﻌض اﻟﻠﻌب واﺣﺗﺎج ﺑﻌض اﻟﻧﻘود ﻟﺷراﺋﮭﺎzero
 أﻧﺎ أرﯾد ﺑﻌض اﻟﻠﻌب واﺣﺗﺎج ﺑﻌض اﻟﻧﻘود ﻟﺷراﺋﮭﺎzero
 وﻟﻛن ﯾﻣﻛﻧك ان ﺗﺄﺧذ ﻛل اﻟﺗﻔﺎح إﻟﻰ ﻟدي ﻟﺗﺑﯾﻌﮫ ﺛم ﯾﻣﻛﻧك ان ﺗﺣﺻلdef
ﻋﻠﻰ اﻟﻧﻘود اﻟﺗﻲ ﺗرﯾدھﺎ
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No. of use
3.9.1.2
3.9.1.2

3.7.1.1
3.7.1.1

1-15

So, you will have --money.

2-1 E

There was a boy who was always losing his
temper.
I want you to hammer a nail into our garden fence.
His father gave him a bag full of nails.
His father gave him a bag full of --nails.
On the first day he hammered in 37 nails.
On the first day he hammered in 37-- nails.
But getting the nails into the fence was not easy.
But getting the nails into the fence was not easy.
As the days went by.
He was able to control himself and was able to
refrain from getting angry and from hammering -nails.
The son started to take out the nails.
The son started to take out the nails.
There were no --nails left in the fence.
There were no nails left in the fence.
but look at these --holes in the fence.
When you say things in a state of anger, they leave
marks like these holes on the hearts of others.
They leave --marks like these holes on the hearts
of others.
They leave marks like these --holes on the hearts
of others.
When you say --things in a state of anger, they
leave marks like these holes on the hearts of
others.

2-2
2-3
2-4
2-5
2-6
2-7
2-8
2-9
2-10

2-11
2-12
2-13
2-14
2-15
2-16
2-17
2-18
2-19

3-1E

ﺛم ﯾﻣﻛﻧك ان ﺗﺣﺻل ﻋﻠﻰ اﻟﻧﻘود اﻟﺗﻲ ﺗرﯾدھﺎ

zero

 ﻛﺎن ھﻧﺎك وﻟد ﻋﺻﺑﻲ وﻛﺎن ﯾﻔﻘد ﺻواﺑﮫ ﺑﺷﻛل ﻣﺳﺗﻣرindef

al-

3.8.2

zero

3.9.1.2

ﺑﻧﻲ أرﯾدك أن ﺗدق ﻣﺳﻣﺎر ﻓﻲ ﺳﯾﺎج ﺣدﯾﻘﺗﻧﺎ اﻟﺧﺷﺑﻲ
ﻓﺄﺣﺿر ﻟﮫ واﻟده ﻛﯾس ﻣﻣﻠوءا ً ﺑﺎﻟﻣﺳﺎﻣﯾر
ﻓﺄﺣﺿر ﻟﮫ واﻟده ﻛﯾﺳﺎ ً ﻣﻣﻠوءا ً ﺑﺎﻟﻣﺳﺎﻣﯾر
 ﻣﺳﻣﺎر37 ﻓدق ﻓﻲ اﻟﯾوم اﻷول
 ﻣﺳﻣﺎر37 ﻓدق ﻓﻲ اﻟﯾوم اﻷول
ًوﻟﻛن إدﺧﺎل اﻟﻣﺳﻣﺎر ﻓﻲ اﻟﺳﯾﺎج ﻟم ﯾﻛن ﺳﮭﻼ
ًوﻟﻛن إدﺧﺎل اﻟﻣﺳﻣﺎر ﻓﻲ اﻟﺳﯾﺎج ﻟم ﯾﻛن ﺳﮭﻼ
وﺑﻌدھﺎ وﺑﻌد ﻣرور اﻻﯾﺎم
 وﺗوﻗف ﻋن اﻟﻐﺿب وﻋن دق،وﻓﻲ أﺳﺎﺑﯾﻊ ﺗﻣﻛن ﻣن ﺿﺑط ﻧﻔﺳﮫ
اﻟﻣﺳﺎﻣﯾر

indef
indef
zero
def
zero
def
def
def
zero

zero
zero
Def. alDef. alZero
Def. alDef. alDef. alDef. al-

3.9.1.6
3.9.1.6
3.9.8
3.7.7
3.9.8
3.7.1.1
3.7.1.1

وﺑدأ اﻟوﻟد ﻣن ﺟدﯾد ﺑﺧﻠﻊ اﻟﻣﺳﺎﻣﯾر
وﺑدأ اﻟوﻟد ﻣن ﺟدﯾد ﺑﺧﻠﻊ اﻟﻣﺳﺎﻣﯾر
ﺣﺗﻰ اﻧﺗﮭﻰ ﻣن اﻟﻣﺳﺎﻣﯾر ﻓﻲ اﻟﺳﯾﺎج
ﺣﺗﻰ اﻧﺗﮭﻰ ﻣن اﻟﻣﺳﺎﻣﯾر ﻓﻲ اﻟﺳﯾﺎج
.اﻧظر اﻵن إﻟﻰ ﺗﻠك اﻟﺛﻘوب ﻓﻲ اﻟﺳﯾﺎج
ﻋﻧدﻣﺎ ﺗﻘول أﺷﯾﺎء ﻓﻲ ﺣﺎﻟﺔ ﻏﺿب ﻓﺈﻧﮭﺎ ﺗﺗرك آﺛﺎرا ً ﻣﺛل ھذه
. اﻟﺛﻘوب ﻓﻲ ﻧﻔوس اﻵﺧرﯾن
.إﻧﮭﺎ ﺗﺗرك آﺛﺎر ﻣﺛل ھذه اﻟﺛﻘوب ﻓﻲ ﻧﻔوس اﻵﺧرﯾن

def
def
zero
def
zero
indef

Def.
Def.
Def.
Def.
Def.
zero

3.7.1.1
3.7.1.1
3.8.1
3.7.1.1
3.7.6
3.9.1.2

zero

zero

3.8.1

Def. al-

3.7.6

Zero

3.8.1

Def. al-

3.8.2

. إﻧﮭﺎ ﺗﺗرك آﺛﺎرا ً ﻣﺛل ھذه اﻟﺛﻘوب ﻓﻲ ﻧﻔوس اﻵﺧرﯾنzero
 ﻋﻧدﻣﺎ ﺗﻘول أﺷﯾﺎء ﻓﻲ ﺣﺎﻟﺔ اﻟﻐﺿب ﻓﺈﻧﮭﺎ ﺗﺗرك آﺛﺎرا ً ﻣﺛل ھذهzero
.اﻟﺛﻘوب ﻓﻲ ﻧﻔوس اﻵﺧرﯾن

What is health-- insurance and why do I need it

 ﻣﺎ ھو اﻟﺗﺎﻣﯾن اﻟﺻﺣﻰ وﻟﻣﺎذا أﺣﺗﺎﺟﮫzero
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alalalalal-

3.8.1

3-2

Health insurance protects you and your family
from a financial hardship due to medical expenses
in the untimely event that you are injured or
become ill.
Health insurance protects you and your family
from a financial hardship due to --medical
expenses in the untimely event that you are
injured or become ill.
It is better to evaluate each type of insurance to
obtain an accurate account of which type will best
suit your needs.

 اﻟﺗﺄﻣﯾن اﻟﺻﺣﻲ ﯾﺣﻣﯾك وأوﻻدك ﻣن اﻟﻣﺷﻘﺎت اﻟﻣﺎدﯾﺔ اﻟﻧﺎﺗﺟﺔ ﻋنindef
اﻟﻣﺻروﻓﺎت اﻟطﺑﯾﺔ ﻓﻲ اﻷوﻗﺎت اﻟﻐﯾر ﻣﺣددة اﻟﺗﻲ ﺗﺻﺎب ﻓﯾﮭﺎ أو
ﺗﻣرض

Def. al-

3.9.1.2

 اﻟﺗﺄﻣﯾن اﻟﺻﺣﻲ ﯾﺣﻣﯾك وأوﻻدك ﻣن اﻟﻣﺷﻘﺎت اﻟﻣﺎدﯾﺔ اﻟﻧﺎﺗﺟﺔ ﻋنzero
اﻟﻣﺻروﻓﺎت اﻟطﺑﯾﺔ ﻓﻲ اﻷوﻗﺎت اﻟﻐﯾر ﻣﺣددة اﻟﺗﻲ ﺗﺻﺎب ﻓﯾﮭﺎ أو
ﺗﻣرض

Def. al-

3.8.1

Def. al-

3.9.1.2

3-5

Medical supplement insurance is designed for the
elderly who contribute to Medicare

 واﻟﺗﺄﻣﯾن اﻟطﺑﻲ ﻟﻠﻣﻛﻣﻼت ﻣﺻﻣم ﻟﻛﺑﺎر اﻟﺳن اﻟذﯾن ﯾﻧﺗﻔﻌون ﻣنdef
اﻟﻌﻧﺎﯾﺔ اﻟطﺑﯾﮫ

Def.
addition

3.7.2

3-6

Medical supplement insurance is designed for the
elderly who contribute to --Medicare

 واﻟﺗﺄﻣﯾن اﻟطﺑﻲ ﻟﻠﻣﻛﻣﻼت ﻣﺻﻣم ﻟﻛﺑﺎر اﻟﺳن اﻟذﯾن ﯾﻧﺗﻔﻌون ﻣنzero
اﻟﻌﻧﺎﯾﺔ اﻟطﺑﯾﮫ

Def. al-

3.8.2

3-7

Disability insurance protects you in the event you
become physically or mentally disabled due to an
accident or illness

ً  واﻟﺗﺄﻣﯾن ﻋﻠﻰ اﻟﻌﺟز ﯾﺣﻣﯾك ﻓﻲ ﺣﺎﻟﺔ إذا ﻣﺎ أﺻﺑﺣت ﻋﺎﺟزا ً ﺑدﻧﯾﺎindef
أو ﻋﻘﻠﯾﺎ ً ﺑﺳﺑب ﺣﺎدث أو ﻣرض

zero

3.9.1.6

3-8

This --plan is devised to keep you economically
secure during hard times by paying monthly wages
directly to you when you are unable to work

 وھذه اﻟﺧطﺔ ﺗرﻣﻲ إﻟﻰ أن ﺗﺣﻔظك ﻓﻲ ﺣﺎﻟﺔ أﻣﺎن إﻗﺗﺻﺎدي ﺧﻼلzero
اﻟﻔﺗرات اﻟﻌﺻﯾﺑﺔ وذﻟك ﻋن طرﯾﻖ دﻓﻊ اﻷﺟور اﻟﺷﮭرﯾﺔ ﻟك ﻣﺑﺎﺷرة
ﻋﻧدﻣﺎ ﺗﻔﻘد اﻟﻘدرة ﻋﻠﻰ اﻟﻌﻣل

Def. al-

3.7.6

3-9

This policy specifically provides you with --money
meet your mortgage obligation if you become
totally disabled

 وھذه اﻟﺳﯾﺎﺳﺔ ﻋﻠﻰ وﺟﮫ اﻟﺧﺻوص ﺗزودك ﺑﺎﻟﻣﺎل ﻟﻣﻘﺎﺑﻠﺔ إﻟﺗزاﻣكzero
ﺑﻣﺻﺎرﯾف اﻟرھن اﻟﻌﻘﺎري إذا أﺻﺑﺣت ﻋﺎﺟزا ً ﺑﺎﻟﻛﻠﯾﺔ

Def. al-

3.8.2

3-10

Does it cover --pre-existing conditions, genetic
conditions, chronic or life threatening conditions

، واﻟﻣزﻣﻧﺔ، واﻟﺣﺎﻻت اﻟﺟﯾﻧﯾﺔ، ھل ﯾﻐطﻲ اﻟﺣﺎﻻت اﻟﺳﺎﺑﻘﺔ اﻟوﺟودzero
أو اﻟﺣﺎﻻت اﻟﺗﻲ ﺗﮭدد اﻟﺣﯾﺎة

Def. al-

3.8.1

3-3

3-4

 وﻣن اﻷﻓﺿل أن ﺗﻘﯾم ﻛل ﻧوع ﻣن اﻟﺗﺄﻣﯾﻧﺎت ﺣﺗﻰ ﺗﺣﺻل ﻋﻠﻰindef
اﻟﻘﯾﻣﺔ اﻟدﻗﯾﻘﺔ ﻷﻓﺿل ﻧوع ﯾﻔﻲ ﺑﺈﺣﺗﯾﺎﺟﺎﺗك
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3-11

How much --money will it shell out before it is
considered at its limit?

 ﻛم ﺳﺗﻌطﯾك ﻣن اﻟﻣﺎل ﻛﺣد أﻗﺻﻰ ﻟﮭذا اﻟﺗﺄﻣﯾن؟zero

Def. al-

3.8.2

3-12

Will it cover the cost of --transplants or long-term
care?

 ھل ﺳﯾﻐطﻲ ﺗﻛﻠﻔﺔ زراﻋﺔ اﻷﻋﺿﺎء أو اﻟﻌﻧﺎﯾﺔ طوﯾﻠﺔ اﻷﺟل؟zero

Def.
addition

3.8.1

3-13

Will it cover the cost of transplants or --long-term
care?

 ھل ﺳﯾﻐطﻲ ﺗﻛﻠﻔﺔ زراﻋﺔ اﻷﻋﺿﺎء أو اﻟﻌﻧﺎﯾﺔ طوﯾﻠﺔ اﻷﺟل؟zero

Def. al-

3.8.2

3-14

Are you at high-risk for --diabetes, a heart attack
or stroke?

 أو اﻟﻧوﺑﺔ أو اﻟﺳﻛﺗﺔ اﻟﻘﻠﺑﯾﺔ؟، ھل ﺗﺟﺎﺑﮫ ﻣرض اﻟﺳﻛرzero

Def.
addition

3-15

Are you at high-risk for diabetes, a heart attack or
stroke?

3-16

Are you at high-risk for diabetes, a heart attack or
--stroke?

3-17

Are you the primary breadwinner and if so how
will the bills be paid if you are out of work due to
an unforeseen disability caused by an accident?

4-1 E
4-2
4-3
4-4

--Art is a healthy form of expression
Art is a healthy form of expression
Art is a healthy form of --expression
This does not mean, though, that you have to
create the art yourself
Discover --solutions in the same way!
At the end of a hard day
At the end of a hard day
take a pen and write
take a paintbrush and paint
Even at --home, you can find that it helps relieve

4-5
4-6
4-7
4-8
4-9
4-10

 أو اﻟﻧوﺑﺔ أو اﻟﺳﻛﺗﺔ اﻟﻘﻠﺑﯾﺔ؟،ھل ﺗﺟﺎﺑﮫ ﻣرض اﻟﺳﻛر

indef

 أو اﻟﻧوﺑﺔ أو اﻟﺳﻛﺗﺔ اﻟﻘﻠﺑﯾﺔ؟، ھل ﺗﺟﺎﺑﮫ ﻣرض اﻟﺳﻛرzero

 وإذا ﻛﺎن ھذا ھو اﻟﺣﺎل ﻓﻛﯾف ﺳﯾﺗم دﻓﻊ، ھل أﻧت اﻟﻌﺎﺋل اﻟرﺋﯾﺳﻲdef
اﻟﻔواﺗﯾر إذا ﺧرﺟت ﻋن اﻟﻌﻣل ﺑﺳﺑب إﻋﺎﻗﺔ ﻏﯾر ﻣﺗوﻗﻌﺔ ﺑﺳﺑب
ﺣﺎدث ﻣﺎ؟

Def. al-

3.9.1.6

Def. al-

3.8.2

Def. al-

3.7.1.2

اﻟﻔﻦ ھﻮ ﺻﻮرة ﺻﺤﯿﺔ ﻟﻠﺘﻌﺒﯿﺮ
اﻟﻔﻦ ھﻮ ﺻﻮرة ﺻﺤﯿﺔ ﻟﻠﺘﻌﺒﯿﺮ
اﻟﻔﻦ ھﻮ ﺻﻮرة ﺻﺤﯿﺔ ﻟﻠﺘﻌﺒﯿﺮ
ھﺬا ﻻ ﯾﻌﻨﻲ أﻧﮫ ﯾﺠﺐ ﻋﻠﯿﻚ أن ﺗﺨﻠﻖ اﻟﻔﻦ ﺑﻨﻔﺴﻚ

zero
indef
zero
def-

Def. alzero
Def. alDef al-

3.8.2

!وﺗﺴﺘﻜﺸﻒ اﻟﺤﻠﻮل ﺑﻨﻔﺲ اﻟﻄﺮﯾﻘﺔ
ﻓﻲ ﻧﮭﺎﯾﺔ ﯾﻮم ﻣﺘﻌﺐ
ﻓﻲ ﻧﮭﺎﯾﺔ ﯾﻮم ﻣﺘﻌﺐ
ﺗﺄﺧﺬ ﻗﻠﻢ وﺗﻜﺘﺐ
أو ﺗﻤﺴﻚ ﻓﺮﺷﺎة اﻟﺮﺳﻢ وﺗﺮﺳﻢ
 ﺳﺘﺠﺪ أﻧﮭﺎ ﺳﺘﺴﺎﻋﺪ ﻋﻠﻰ اﻟﺮاﺣﺔ ﻣﻦ،أو ﺣﺘﻰ ﻓﻲ اﻟﻤﻨﺰل ﻧﻔﺴﮫ

zero
def
indef
indef
indef
zero

Def. alzero
zero
zero
zero
Def. al-

3.8.1
3.7.1.2
3.9.1.1
3.9.1.6
3.9.1.6
3.8.10
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3.8.2
3.7.1.1

4-11
4-12
4-13
5-1E

5-2

5-3

5-4
5-5
5-6
5-7
5-8
5-9

5-10

5-11

stress daily!
One of the best ways to get exercise is through
walking
One of the best ways to get exercise is through -walking.
Which is highly recommended by --doctors
because it is low impact
It is a special occasion not only for the respective
mother and father, but also for the entire family
and their friends
It is a special occasion not only for the respective
mother and father, but also for the entire family
and their friends
It is a special occasion not only for the respective
mother and father, but also for the entire family
and their friends
Celebrate this --joyous occasion with style
--Baby beds with a number of tiny pillows in
different shapes
Baby beds with a number of tiny pillows in
different shapes
Baby beds with a number of --tiny pillows in
different shapes
Baby beds with a number of tiny pillows in -different shapes
A baby bed is very useful because babies soil the
bed frequently and to have a spare one always
helps
A baby bed is very useful because --babies soil the
bed frequently and to have a spare one always
helps
A baby bed is very useful because babies soil the
bed frequently and to have a spare one always

..اﻟﻀﻐﻮط اﻟﯿﻮﻣﯿﺔ
 ﻣن أﻓﺿﻞ اﻟطرق ﻟﻣﻣﺎرﺳﺔ اﻟرﺎﺿﺔ ﻫو اﻟﻣﺷﻲdef

Def. al-

3.7.1.6

 ﻣن أﻓﺿﻞ طرق ﻣﻣﺎرﺳﺔ اﻟرﺎﺿﺔ ﻫو اﻟﻣﺷﻲzero

Def. al-

 واﻟذ ﯾﻧﺻﺢ ﻪ اﻷط ﺎء ﺳﺑب وﻧﻪ ذو ﺗﺄﺛﯾر ﺳzero

Def. al-

3.8.1

 وﻟﻛن ﻟﻛﻞ أﻓراد اﻷﺳرة، ﻟ س ﻓﻘ ﻟﻸب واﻷم، إﻧﻬﺎ ﻣﻧﺎﺳ ﺔ ﺧﺎﺻﺔindef

zero

3.9.1.2

 وﻟﻛن ﻟﻛﻞ أﻓراد اﻷﺳرة، ﻟ س ﻓﻘ ﻟﻸب واﻷم، إﻧﻬﺎ ﻣﻧﺎﺳ ﺔ ﺧﺎﺻﺔdef

Def. al-

3.7.1.1

 وﻟﻛن ﻟﻛﻞ أﻓراد اﻷﺳرة، ﻟ س ﻓﻘ ﻟﻸب واﻷم، إﻧﻬﺎ ﻣﻧﺎﺳ ﺔ ﺧﺎﺻﺔdef

Def. al-

3.7.1.1

zero

Def. al-

3.7.6

zero

Def. al-

3.8.1

indef

zero

3.9.1.7

zero

Def. al-

zero

Def. al-

3.8.1

indef

Def.
addition

3.9.1.2

، إن ﺳﺮﯾﺮ اﻟﻄﻔﻞ ﻧﺎﻓﻊ ﺟﺪا ً ﻷن اﻷطﻔﺎل ﯾﻠﻄﺨﻮن اﻷﺳﺮة ﺑﺼﻔﺔ داﺋﻤﺔzero
ووﺟﻮد ﺳﺮﯾﺮ إﺿﺎﻓﻲ ﯾﺴﺎﻋﺪ ﺑﺎﻟﺘﺄﻛﻲ

Def. al-

3.8.1

، إن ﺳﺮﯾﺮ اﻟﻄﻔﻞ ﻧﺎﻓﻊ ﺟﺪا ً ﻷن اﻷطﻔﺎل ﯾﻠﻄﺨﻮن اﻷﺳﺮة ﺑﺼﻔﺔ داﺋﻤﺔindef
ووﺟﻮد ﺳﺮﯾﺮ إﺿﺎﻓﻲ ﯾﺴﺎﻋﺪ ﺑﺎﻟﺘﺄﻛﻲ

zero

واﻷﺻدﻗﺎء
واﻷﺻدﻗﺎء
واﻷﺻدﻗﺎء

اﻟﻣﺑ ِﻬﺟﺔ ﺄﻧﺎﻗﺔ
ٌ اﺣﺗﻔﻞ ﺑﻬذﻩ اﻟﻣﻧﺎﺳ ﺔ
أﺳﺮة أﻻطﻔﺎل ﻣﻊ ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻟﻮﺳﺎﺋﺪ اﻟﺼﻐﯿﺮة ذات اﻷﺷﻜﺎل
اﻟﻤﺨﺘﻠﻔﺔ
أﺳﺮة أﻻطﻔﺎل ﻣﻊ ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻟﻮﺳﺎﺋﺪ اﻟﺼﻐﯿﺮة ذات اﻷﺷﻜﺎل
اﻟﻤﺨﺘﻠﻔﺔ
أﺳﺮة أﻻطﻔﺎل ﻣﻊ ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻟﻮﺳﺎﺋﺪ اﻟﺼﻐﯿﺮة ذات اﻷﺷﻜﺎل
اﻟﻤﺨﺘﻠﻔﺔ
أﺳﺮة أﻻطﻔﺎل ﻣﻊ ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻟﻮﺳﺎﺋﺪ اﻟﺼﻐﯿﺮة ذات اﻷﺷﻜﺎل
اﻟﻤﺨﺘﻠﻔﺔ
،إن ﺳﺮﯾﺮ اﻟﻄﻔﻞ ﻧﺎﻓﻊ ﺟﺪا ً ﻷن اﻷطﻔﺎل ﯾﻠﻄﺨﻮن اﻷﺳﺮة ﺑﺼﻔﺔ داﺋﻤﺔ
ووﺟﻮد ﺳﺮﯾﺮ إﺿﺎﻓﻲ ﯾﺴﺎﻋﺪ ﺑﺎﻟﺘﺄﻛﯿﺪ
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5-12

helps
--Baby wraps and blankets

 ﻟﻔﺎﻓﺎت اﻟﻄﻔﻞ و اﻟﺒﻄﺎﻧﯿﺎتzero

5-13
5-14

Baby wraps and --blankets
Baby skin is very soft

 ﻟﻔﺎﻓﺎت اﻟﻄﻔﻞ و اﻟﺒﻄﺎﻧﯿﺎتzero
ً  إن ﺟﻠﺪ اﻟﻄﻔﻞ رﻗﯿﻖ ﺟﺪاzero

5-15
5-16
5-17

buy --soft wraparounds for the baby
buy soft wraparounds for the baby
--Baby clothes

5-18

Loose and soft clothes are always the best.

5-19

Remember to avoid --buttoned or buckled
apparel.
This also applies to --caps, hoods and socks.
--Body suits are considered ideal as they cover the
baby from head to toe without the help of
drawstrings and buttons.
Body suits are considered ideal as they cover the
baby from head to toe without the help of
drawstrings and buttons.
Body suits are considered ideal as they cover the
baby from --head to toe without the help of
drawstrings and buttons.
Pacifiers, rattlers, and chimes are among other
items that are appropriate for the occasion.

5-20
5-21

5-22

5-23

5-24
5-25
5-26
5-27
5-28

Def.
addition
Def. alDef.
addition
zero
Def. alDef.
addition
Def. al-

3.8.1

Def. al-

3.8.2

 وﻧﻔﺲ اﻟﺤﺎل ﻓﻲ اﻟﻘﺒﻌﺎت و اﻟﻘﻼﻧﺲ )ﺟﻤﻊ ﻗﻠﻨﺴﻮة( واﻟﺠﻮاربzero
 وﺗﻌﺘﺒﺮ ﺑﺪل اﻷطﻔﺎل ﻣﺜﺎﻟﯿﺔ ﻷﻧﮭﺎ ﺗﻐﻄﻲ اﻟﻄﻔﻞ ﻣﻦ اﻟﺮأس ﺣﺘﻰ اﻟﻘﺪمzero
. ﺑﺪون رواﺑﻂ أو أزرار،

Def. alDef.
addition

3.8.1
3.8.1

 وﺗﻌﺘﺒﺮ ﺑﺪل اﻷطﻔﺎل ﻣﺜﺎﻟﯿﺔ ﻷﻧﮭﺎ ﺗﻐﻄﻲ اﻟﻄﻔﻞ ﻣﻦ اﻟﺮأس ﺣﺘﻰ اﻟﻘﺪمdef
. ﺑﺪون رواﺑﻂ أو أزرار،

Def. al-

3.7.1.1

 وﺗﻌﺘﺒﺮ ﺑﺪل اﻷطﻔﺎل ﻣﺜﺎﻟﯿﺔ ﻷﻧﮭﺎ ﺗﻐﻄﻲ اﻟﻄﻔﻞ ﻣﻦ اﻟﺮأس ﺣﺘﻰ اﻟﻘﺪمzero
. ﺑﺪون رواﺑﻂ أو أزرار،

Def. al-

3.8.11

Def. al-

3.7.1.1

Def.
addition
zero

3.8.1

Def. alDef. al-

3.8.1
3.8.1

 أن ﺗﺸﺘﺮي ﻟﻔﺎﻓﺎت ﻧﺎﻋﻤﺔ ﻟﻠﺒﯿﺒﻲzero
 أن ﺗﺸﺘﺮي ﻟﻔﺎﻓﺎت ﻧﺎﻋﻤﺔ ﻟﻠﺒﯿﺒﻲdef
 ﻣﻼ س اﻟطﻔﻞzero
.ً ﻓﺎﻟﻣﻼ س اﻟواﺳﻌﺔ و اﻟﻧﺎﻋﻣﻪ ﻫﻲ اﻷﻓﺿﻞ داﺋﻣﺎdef
. ﺗذ ر أن ﺗﺗﺟﻧب اﻟﻣﻼ س اﻟﻣ ﺳوة ﺎﻷ ﺎزم أو اﻷزرارzero

ﻞ ﻫذا ﻣن

--Shower items form a very important part of baby
gifts
Shower items form a very important part of baby
gifts
--Moms can be gifted shower aprons.
Ideal gifts include --rocking chairs and horses.

.. و اﻷﺟراس، و اﻟﺷﺧﺷﯾﺧﺔ،( اﻟﻣﺻﺎﺻﺔ )اﻟﺑ اززةdef

اﻷﺷ ﺎء اﻟﻣﻧﺎﺳ ﺔ ﻟﺗﻠك اﻟﻣﻧﺎﺳ ﻪ
 وﻣﻮاد اﻻﺳﺘﺤﻤﺎم ﺗﻤﺜﻞ أﺣﺪ ھﺪاﯾﺎ اﻷطﻔﺎل اﻟﮭﺎﻣﺔzero
 وﻣﻮاد اﻻﺳﺘﺤﻤﺎم ﺗﻤﺜﻞ أﺣﺪ ھﺪاﯾﺎ اﻷطﻔﺎل اﻟﮭﺎﻣﺔindef

. وﻣﻦ اﻟﻤﻤﻜﻦ إھﺪاء اﻷﻣﮭﺎت ﻓﻮط اﻷﺳﺘﺤﻤﺎم ﻛﺬﻟﻚzero
 ﻓﺈن اﻟﻜﺮاﺳﻲ اﻟﮭﺰازة و اﻷﺣﺼﻨﺔ ﻣﻦ اﻟﮭﺪاﯾﺎ اﻟﻤﺜﺎﻟﯿﺔzero
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3.8.1
3.9.1.6
3.8.1
3.7.1.1
3.8.1
3.7.1.6

3.9.1.2

5-29
6-1E
6-2
6-3
6-4
6-5
6-6
6-7
6-8

6-9
6-10
6-11
6-12
6-13
6-14
6-15

It is better if --chocolates and other goodies
accompany gifts.
--Arabic is one of the oldest languages in the world
today
Arabic is one of the oldest languages in the world
today
Arabic is one of the oldest languages in the world
today
Arabic is one of the oldest languages in the world
--today
It is the official language of Algeria, Bahrain,
Comoros, Egypt and Libya
It is the official language of --Algeria, Bahrain,
Comoros, Egypt and Libya
It is the official language of Algeria, --Bahrain,
Comoros, Egypt and Libya
It is the official language of Algeria, Bahrain, -Comoros, Egypt and Libya
It is the official language of Algeria, Bahrain,
Comoros, --Egypt and Libya
It is the official language of Algeria, Bahrain,
Comoros, Egypt and --Libya
There is a form of Arabic called Modern Standard
Arabic
There is a form of --Arabic called Modern Standard
Arabic
There is a form of Arabic called --Modern Standard
Arabic
It is understood by --Arabic speakers and is often
used in international organizations.
It is understood by most Arabic speakers and is
often used in --international organizations

 ﻣن اﻷﻓﺿﻞ إذا ﺻﺣب اﻟﻬدا ﺎ اﻟﺷ وﻻﺗﺔ و ﻌض اﻟﺣﻠوzero

Def. al-

3.8.1

zero

De. al-

3.8.2

def

Def. al-

3.7.1.6

def

Def. al-

3.7.1.3

zero

Def. al-

3.7.4

def

Def. al-

3.7.1.2

 وﻣﺼﺮ وﻟﯿﺒﯿﺎ، وﺟﺰر اﻟﻘﻤﺮ، واﻟﺒﺤﺮﯾﻦ، أﻧﮭﺎ اﻟﻠﻐﺔ اﻟﺮﺳﻤﯿﺔ ﻟﻠﺠﺰاﺋﺮzero

Def. al-

3.7.1.4

 وﻣﺼﺮ وﻟﯿﺒﯿﺎ، وﺟﺰر اﻟﻘﻤﺮ، واﻟﺒﺤﺮﯾﻦ، أﻧﮭﺎ اﻟﻠﻐﺔ اﻟﺮﺳﻤﯿﺔ ﻟﻠﺠﺰاﺋﺮzero

Def. al-

3.7.1.4

 وﻣﺼﺮ وﻟﯿﺒﯿﺎ، وﺟﺰر اﻟﻘﻤﺮ، واﻟﺒﺤﺮﯾﻦ، أﻧﮭﺎ اﻟﻠﻐﺔ اﻟﺮﺳﻤﯿﺔ ﻟﻠﺠﺰاﺋﺮzero

3.7.1.4

 وﻣﺼﺮ وﻟﯿﺒﯿﺎ، وﺟﺰر اﻟﻘﻤﺮ، واﻟﺒﺤﺮﯾﻦ، أﻧﮭﺎ اﻟﻠﻐﺔ اﻟﺮﺳﻤﯿﺔ ﻟﻠﺠﺰاﺋﺮzero

Definite
through
addition
zero

 وﻣﺼﺮ وﻟﯿﺒﯿﺎ، وﺟﺰر اﻟﻘﻤﺮ، واﻟﺒﺤﺮﯾﻦ، أﻧﮭﺎ اﻟﻠﻐﺔ اﻟﺮﺳﻤﯿﺔ ﻟﻠﺠﺰاﺋﺮzero

zero

3.7.1.4

 وﺛﻤﺔ ﺷﻜﻞ ﻣﻦ أﺷﻜﺎل اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ ﯾﺪﻋﻰ "اﻟﻌﺮﺑﯿﺔ اﻟﺤﺪﯾﺜﺔ اﻟﻌﺎﻣﺔindef

zero

3.9.1.2

 وﺛﻤﺔ ﺷﻜﻞ ﻣﻦ أﺷﻜﺎل اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ ﯾﺪﻋﻰ "اﻟﻌﺮﺑﯿﺔ اﻟﺤﺪﯾﺜﺔ اﻟﻌﺎﻣﺔzero

Def. al-

3.8.2

 وﺛﻤﺔ ﺷﻜﻞ ﻣﻦ أﺷﻜﺎل اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ ﯾﺪﻋﻰ "اﻟﻌﺮﺑﯿﺔ اﻟﺤﺪﯾﺜﺔ اﻟﻌﺎﻣﺔzero

Def. al-

3.8.2

 وﯾﻔﮭﻤﮫ ﻣﻌﻈﻢ اﻟﻨﺎطﻘﯿﻦ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ ﻛﻤﺎ أﻧﮫ ﯾﺴﺘﻌﻤﻞ ﻓﻲ اﻟﻤﻨﻈﻤﺎتzero
اﻟﺪوﻟﯿﺔ
 وﯾﻔﮭﻤﮭﺎ ﻣﻌﻈﻢ اﻟﻨﺎطﻘﯿﻦ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ ﻛﻤﺎ أﻧﮫ ﯾﺴﺘﻌﻤﻞ ﻓﻲ اﻟﻤﻨﻈﻤﺎتzero
اﻟﺪوﻟﯿﺔ

Def. al-

3.8.1

Def. al-

3.8.1

ﺗﻌﺘﺒﺮ اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ واﺣﺪة ﻣﻦ اﻟﻠﻐﺎت اﻷﻗﺪم ﻓﻲ اﻟﻌﺎﻟﻢ واﻟﺘﻲ ﯾﺘﻘﻨﮭﺎ
اﻟﯿﻮم
ﺗﻌﺘﺒﺮ اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ واﺣﺪة ﻣﻦ اﻟﻠﻐﺎت اﻷﻗﺪم ﻓﻲ اﻟﻌﺎﻟﻢ واﻟﺘﻲ ﯾﺘﻘﻨﮭﺎ
اﻟﯿﻮم
ﺗﻌﺘﺒﺮ اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ واﺣﺪة ﻣﻦ اﻟﻠﻐﺎت اﻷﻗﺪم ﻓﻲ اﻟﻌﺎﻟﻢ واﻟﺘﻲ ﯾﺘﻘﻨﮭﺎ
اﻟﯿﻮم
ﺗﻌﺘﺒﺮ اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ واﺣﺪة ﻣﻦ اﻟﻠﻐﺎت اﻷﻗﺪم ﻓﻲ اﻟﻌﺎﻟﻢ واﻟﺘﻲ ﯾﺘﻘﻨﮭﺎ
اﻟﯿﻮم
 وﻣﺼﺮ وﻟﯿﺒﯿﺎ، وﺟﺰر اﻟﻘﻤﺮ، واﻟﺒﺤﺮﯾﻦ،أﻧﮭﺎ اﻟﻠﻐﺔ اﻟﺮﺳﻤﯿﺔ ﻟﻠﺠﺰاﺋﺮ
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3.7.1.4

6-16

6-17

6-18

6-19

6-20
6-21
6-22
6-23
6-24
6-25
7-1E
7-2
7-3
7-4
7-5
7-6
7-7

Arabic is considered the sixth most spoken
language in the world even though the Arabic
language is spread into many varying forms
In --fact, Arabic is one of the official languages of
the United Nations and is mostly spoken in the
Middle East and Northern Africa
In fact, Arabic is one of the official languages of
the United Nations and is mostly spoken in the
Middle East and Northern Africa
In fact, Arabic is one of the official languages of
the United Nations and is mostly spoken in the
Middle East and Northern Africa
--Arabic nations enjoy great wealth due to the
huge oil reserves found in those regions
Arabic nations enjoy great wealth due to the huge
oil reserves found in those regions
Arabic nations enjoy great wealth due to the huge
oil reserves found in those --regions
Due to the size of the Arabic

 ﻓﮭﻲ ﺗﺤﺘﻞ اﻟﻤﺮﺗﺒﺔ اﻟﺴﺎدﺳﺔ ﻓﻰ اﻟﻌﺎﻟﻢ ﺑﺎﻟﺮﻏﻢ ﻣﻦ أﻧﮭﺎ ﺗﺘﺸﻌﺐ إﻟﻰdef
.اﻟﻌﺪﯾﺪ ﻣﻦ اﻷﺷﻜﺎل اﻟﻤﺨﺘﻠﻔﺔ
 ﺗﻌﺪ اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ واﺣﺪة ﻣﻦ اﻟﻠﻐﺎت اﻟﺮﺳﻤﯿﺔ ﻟﻸﻣﻢ،ﻓﻔﻲ اﻟﻮاﻗﻊ
اﻟﻤﺘﺤﺪة وﯾﻨﻄﻖ ﺑﮭﺎ ﺑﺸﻜﻞ أﺳﺎﺳﻲ ﻓﻲ اﻟﺸﺮق اﻷوﺳﻂ وأﻓﺮﯾﻘﯿﺎ
اﻟﺸﻤﺎﻟﯿﺔ
 ﺗﻌﺪ اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ واﺣﺪة ﻣﻦ اﻟﻠﻐﺎت اﻟﺮﺳﻤﯿﺔ ﻟﻸﻣﻢ،ﻓﻔﻲ اﻟﻮاﻗﻊ
اﻟﻤﺘﺤﺪة وﯾﻨﻄﻖ ﺑﮭﺎ ﺑﺸﻜﻞ أﺳﺎﺳﻲ ﻓﻲ اﻟﺸﺮق اﻷوﺳﻂ وأﻓﺮﯾﻘﯿﺎ
اﻟﺸﻤﺎﻟﯿﺔ
 ﺗﻌﺪ اﻟﻠﻐﺔ اﻟﻌﺮﺑﯿﺔ واﺣﺪة ﻣﻦ اﻟﻠﻐﺎت اﻟﺮﺳﻤﯿﺔ ﻟﻸﻣﻢ،ﻓﻔﻲ اﻟﻮاﻗﻊ
اﻟﻤﺘﺤﺪة وﯾﻨﻄﻖ ﺑﮭﺎ ﺑﺸﻜﻞ أﺳﺎﺳﻲ ﻓﻲ اﻟﺸﺮق اﻷوﺳﻂ وأﻓﺮﯾﻘﯿﺎ
اﻟﺸﻤﺎﻟﯿﺔ
اﻟﻌﺪﯾﺪ ﻣﻦ اﻷﻣﻢ اﻟﻌﺮﺑﯿﺔ ﺗﺘﻤﺘﻊ ﺑﺜﺮوات طﺎﺋﻠﺔ ﺑﻔﻀﻞ ﻣﺨﺰون اﻟﻨﻔﻂ
اﻟﮭﺎﺋﻞ ﻓﻲ ﺗﻠﻚ اﻟﻤﻨﺎطﻖ
اﻟﻌﺪﯾﺪ ﻣﻦ اﻷﻣﻢ اﻟﻌﺮﺑﯿﺔ ﺗﺘﻤﺘﻊ ﺑﺜﺮوات طﺎﺋﻠﺔ ﺑﻔﻀﻞ ﻣﺨﺰون اﻟﻨﻔﻂ
اﻟﮭﺎﺋﻞ ﻓﻲ ﺗﻠﻚ اﻟﻤﻨﺎطﻖ
اﻟﻌﺪﯾﺪ ﻣﻦ اﻷﻣﻢ اﻟﻌﺮﺑﯿﺔ ﺗﺘﻤﺘﻊ ﺑﺜﺮوات طﺎﺋﻠﺔ ﺑﻔﻀﻞ ﻣﺨﺰون اﻟﻨﻔﻂ
اﻟﮭﺎﺋﻞ ﻓﻲ ﺗﻠﻚ اﻟﻤﻨﺎطﻖ
وﺑﻔﻀﻞ ﺣﺠﻢ اﻷﺳﻮاق اﻟﻌﺮﺑﯿﺔ

Due to the size of the Arabic markets
the Arabic speaking population has great potential
for --business online.
How to learn --English
Speak without --Fear
The biggest problem most people face in learning
a new language is their own fear
The biggest problem most people face in learning
a new language is their own fear
The fastest way to learn anything is to do it
learning --English requires practice
learning English requires --practice

وﺑﻔﻀﻞ ﺣﺠﻢ اﻷﺳﻮاق اﻟﻌﺮﺑﯿﺔ
أن اﻟﺴﻜﺎن اﻟﻨﺎطﻘﯿﻦ ﺑﺎﻟﻌﺮﺑﯿﺔ ﯾﺸﻜﻠﻮن ﻣﺎدة دﺳﻤﺔ ﻟﻸﻋﻤﺎل
اﻹﻟﻜﺘﺮوﻧﯿﺔ
ﻛﯾف ﺗﺗﻌﻠم اﻻﻧﺟﻠﯾزﯾﺔ
ﺗﺤﺪث دون ﺧﻮف
أﻛﺒﺮ ﻣﺸﻜﻠﺔ ﺗﻮاﺟﮫ اﻟﻨﺎس ﻓﻲ ﺗﻌﻠﻢ ﻟﻐﺔ ﺟﺪﯾﺪة ھﻲ اﻟﺨﻮف ﻣﻦ اﻟﻮﻗﻮع
ﻓﻲ اﻟﺨﻄﺄ
أﻛﺒﺮ ﻣﺸﻜﻠﺔ ﺗﻮاﺟﮫ اﻟﻨﺎس ﻓﻲ ﺗﻌﻠﻢ ﻟﻐﺔ ﺟﺪﯾﺪة ھﻲ اﻟﺨﻮف ﻣﻦ اﻟﻮﻗﻮع
ﻓﻲ اﻟﺨﻄﺄ
أﺳﺮع وﺳﯿﻠﺔ ﻟﺘﻌﻠﻢ اﻟﺸﻲء ھﻮ اﻟﻘﯿﺎم ﺑﻤﺤﺎوﻟﺔ ﻟﺘﻌﻠﻤﮫ
ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﯾﺘﻄﻠﺐ اﻟﺘﻄﺒﯿﻖ
ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﯾﺘﻄﻠﺐ اﻟﺘﻄﺒﯿﻖ
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3.7.7

zero

Def. al-

3.8.12

def
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3.7.1.5

def

Def. al-
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zero

Def. al-

3.8.1

def

Def.
addition
Def. al-

3.7.1.2

3.7.1.2

def
zero

Def.
addition
Def. alDef. al-

zero
zero
def

Def. alzero
zero

3.8.2
3.8.2
3.7.1.6

indef

zero

3.9.1.6

def
zero
zero

zero
Def. alDef. al-

3.7.1.6
3.8.2
3.8.2

zero
def

3.7.6

3.7.1.2
3.8.2

7-8

7-12

Even if you study English at a language school it
doesn’t mean you can’t learn outside of class
--different sources, methods and tools as
possible, will allow you to learn faster
The internet is a fantastic resource for virtually
anything, but for the language learner it's perfect.
The internet is a fantastic resource for virtually
anything, but for the language learner it's perfect.
Watch --English news, movies and television

7-13

Watch English news, --movies and television

7-14

Watch English news, movies and --television

7-15
7-16

Listen to --English music
--Music can be a very effective method of learning
English
In fact, it is often used as a way of improving
comprehension
In fact, it is often used as a way of improving –
comprehension.
The best way to learn is to get the lyrics (words)
to the songs you are listening to and try to read
them as the artist sings.
There are several good internet sites where one
can find the words for --songs.
Only by studying things like --Grammar and
Vocabulary and doing exercises

7-9
7-10
7-11

7-17
7-18
7-19

7-20
7-21

7-22
7-23

 ﻓﺈن ھﺬا ﻻ, ﺣﺘﻰ ﻟﻮ ﻛﻨﺖ طﺎﻟﺒﺎ ً ﻓﻲ ﻣﺪرﺳﺔ ﻟﺘﻌﻠﯿﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ
ﯾﻌﻨﻲ أﻧﻚ ﻻ ﺗﺴﺘﻄﯿﻊ ﺗﻌﻠﻢ اﻟﻠﻐﺔ ﻣﻦ وﺳﺎﺋﻞ و أﻣﺎﻛﻦ أﺧﺮى
اﺳﺘﻌﻤﺎل اﻟﻌﺪﯾﺪ ﻣﻦ اﻟﻤﺼﺎدر واﻟﻄﺮق واﻟﻮﺳﺎﺋﻞ ﺑﻘﺪر اﻟﻤﺴﺘﻄﺎع
ﺳﯿﺠﻌﻞ ﺗﻌﻠﻢ اﻟﻠﻐﺔ ﯾﻜﻮن ﺑﺸﻜﻞ أﺳﺮع
وﺑﺎﻟﺒﻨﺴﺒﺔ ﻟﺪراس.ًاﻹﻧﺘﺮﻧﺖ ﻋﻠﻰ ﺳﺒﯿﻞ اﻟﻤﺜﺎل ﻣﺼﺪر راﺋﻊ ﻋﻤﻠﯿﺎ
اﻟﻠﻐﺔ ﯾﻌﺘﺒﺮ ﻣﺼﺪر
وﺑﺎﻟﺒﻨﺴﺒﺔ ﻟﺪراس.ًاﻹﻧﺘﺮﻧﺖ ﻋﻠﻰ ﺳﺒﯿﻞ اﻟﻤﺜﺎل ﻣﺼﺪر راﺋﻊ ﻋﻤﻠﯿﺎ
اﻟﻠﻐﺔ ﯾﻌﺘﺒﺮ ﻣﺼﺪر
 اﻷﻓﻼم واﻟﻘﻨﻮات اﻟﺘﻠﻔﺰﯾﻮﻧﯿﺔ ﺑﺎﻟﻠﻐﺔ, ﺷﺎھﺪ اﻹﺧﺒﺎر ﺑﺎﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ
اﻹﻧﺠﻠﯿﺰﯾﺔ
 اﻷﻓﻼم واﻟﻘﻨﻮات اﻟﺘﻠﻔﺰﯾﻮﻧﯿﺔ ﺑﺎﻟﻠﻐﺔ, ﺷﺎھﺪ اﻹﺧﺒﺎر ﺑﺎﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ
اﻹﻧﺠﻠﯿﺰي
 اﻷﻓﻼم واﻟﻘﻨﻮات اﻟﺘﻠﻔﺰﯾﻮﻧﯿﺔ ﺑﺎﻟﻠﻐﺔ, ﺷﺎھﺪ اﻹﺧﺒﺎر ﺑﺎﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ
اﻹﻧﺠﻠﯿﺰي
اﺳﺘﻤﻊ اﻟﻰ اﻟﻤﻮﺳﯿﻘﻰ اﻻﻧﺠﻠﯿﺰﯾﺔ
اﻟﻤﻮﺳﯿﻘﻰ ﻣﻤﻜﻦ أن ﺗﻜﻮن وﺳﯿﻠﺔ ﻣﺆﺛﺮة ﺟﺪا ً ﻓﻲ ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ

Indef

zero

3.9.1.6

zero

Def. al-

3.8.1

def

Def. al-

3.7.9

indef

zero

3.9.1.9

zero

Def. al-

3.8.2

zero

Def. al-

3.8.1

zero

Def. al-

3.8.12

zero
zero

Def. alDef. al-

3.8.2
3.8.2

 ﻓﻰ اﻟﻮاﻗﻊ أن اﻟﻤﻮﺳﯿﻘﻰ ﻣﺴﺘﺨﺪﻣﺔ ﻓﻲ ﺗﻄﻮﯾﺮ اﻹﺳﺘﯿﻌﺎبzero

Def. al-

3.8.12

 ﻓﻰ اﻟﻮاﻗﻊ أن اﻟﻤﻮﺳﯿﻘﻰ ﻣﺴﺘﺨﺪﻣﺔ ﻓﻲ ﺗﻄﻮﯾﺮ اﻹﺳﺘﯿﻌﺎبzero

Def. al-

3.8.2

 وأﻓﻀﻞ وﺳﯿﻠﺔ ﻟﻠﺘﻌﻠﻢ ﻋﺒﺮ ﺳﻤﺎع اﻷﻏﺎﻧﻲ ھﻲ اﻟﺤﺼﻮل ﻋﻠﻰ ﻛﻠﻤﺎتdef
 وﻗﺮاءﺗﮭﺎ ﻗﺒﻞ ﺳﻤﺎع اﻷﻏﻨﯿﺔ و أﺛﻨﺎء ذﻟﻚ ﻛﻤﺎ وﻟﻮ, اﻷﻏﻨﯿﺔ ﻣﻜﺘﻮﺑﺔ
ﻛﻨﺖ اﻟﻤﻐﻨﻲ
 ھﻨﺎك اﻟﻌﺪﯾﺪ ﻣﻦ اﻟﻤﻮاﻗﻊ ﻋﻠﻰ اﻻﻧﺘﺮﻧﺖ ﯾﻤﻜﻨﻚ أن ﺗﺤﺼﻞ ﻣﻦ ﺧﻼﻟﮭﺎzero
ﻋﻠﻰ ﻛﻠﻤﺎت أﻏﻠﺐ اﻷﻏﺎﻧﻲ
 ﺑﺪراﺳﺔ ﻗﻮاﻋﺪ اﻟﻠﻐﺔ واﻟﻜﻠﻤﺎت وﺗﻄﺒﯿﻖ اﻟﺘﻤﺎرﯾﻦ ﻓﻘﻂzero

Def. al-

3.7.1.1

Def. al-

3.8.1
3.8.2

 ﺑﺪراﺳﺔ ﻗﻮاﻋﺪ اﻟﻠﻐﺔ واﻟﻜﻠﻤﺎت وﺗﻄﺒﯿﻖ اﻟﺘﻤﺎرﯾﻦ ﻓﻘﻂzero

Definite
through
addition
Def. al-

 ﺑﺪراﺳﺔ ﻗﻮاﻋﺪ اﻟﻠﻐﺔ واﻟﻜﻠﻤﺎت وﺗﻄﺒﯿﻖ اﻟﺘﻤﺎرﯾﻦ ﻓﻘﻂzero

Def. al-

3.8.1

Only by studying things like grammar and
vocabulary and doing exercises
Only by studying things like grammar and
vocabulary and doing --exercises
325

3.8.2

7-24

7-25

7-26

7-27

8-1A

8-2

8-3

8-4

8-5
8-6

8-7

One of the best reasons for doing exercises and
tests is that they give you a benchmark to
compare your future results with
One of the best reasons for doing --exercises and
tests is that they give you a benchmark to
compare your future results with
One of the best reasons for doing exercises and
tests is that they give you a benchmark to
compare your future results
It is by comparing your score on a test you took
yesterday with one you took a month or six
months ago
--Australia threatened to contest or (protest)
against proposed American Agricultural law at the
International Trade Organization

 أﺣﺪ أھﻢ أﺳﺒﺎب اﻟﻘﯿﺎم ﺑﺎﻟﺘﻤﺎرﯾﻦ واﻷﺧﺘﺒﺎرات ھﻮ أﻧﮭﺎ ﺗﻌﻄﯿﻚ ﻓﺮﺻﺔdef
اﻟﻤﻘﺎرﻧﺔ ﺑﯿﻦ ﻋﻼﻣﺎﺗﻚ اﻟﻤﺴﺘﻘﺒﻠﯿﺔ ﻣﻊ اﻟﻌﻼﻣﺎت اﻟﺴﺎﺑﻘﺔ

zero

3.7.1.6

 أﺣﺪ أھﻢ أﺳﺒﺎب اﻟﻘﯿﺎم ﺑﺎﻟﺘﻤﺎرﯾﻦ واﻷﺧﺘﺒﺎرات ھﻮ أﻧﮭﺎ ﺗﻌﻄﯿﻚ ﻓﺮﺻﺔzero
اﻟﻤﻘﺎرﻧﺔ ﺑﯿﻦ ﻋﻼﻣﺎﺗﻚ اﻟﻤﺴﺘﻘﺒﻠﯿﺔ ﻣﻊ اﻟﻌﻼﻣﺎت اﻟﺴﺎﺑﻘﺔ

Def. al-

3.8.1

 أﺣﺪ أھﻢ أﺳﺒﺎب اﻟﻘﯿﺎم ﺑﺎﻟﺘﻤﺎرﯾﻦ واﻷﺧﺘﺒﺎرات ھﻮ أﻧﮭﺎ ﺗﻌﻄﯿﻚ ﻓﺮﺻﺔindef
اﻟﻤﻘﺎرﻧﺔ ﺑﯿﻦ ﻋﻼﻣﺎﺗﻚ اﻟﻤﺴﺘﻘﺒﻠﯿﺔ ﻣﻊ اﻟﻌﻼﻣﺎت اﻟﺴﺎﺑﻘﺔ

zero

3.9.1.9

 ﻣﻘﺎرﻧﺔ ﻣﺎ أﺧﺬﺗﮫ اﻣﺲ ﻣﻊ ﻣﺎ أﺧﺬﺗﮫ ﻗﺒﻞ ﺷﮭﺮ او ﺳﺘﺔ أﺷﮭﺮIndef

zero

3.9.1.5

 ھﺪدت اﺳﺘﺮاﻟﯿﺎ ﺑﺎﻟﻄﻌﻦ ﻓﻲ ﻣﺸﺮوع ﻗﺎﻧﻮن زراﻋﻲ أﻣﺮﯾﻜﻲ أﻣﺎمzero
ﻣﻨﻈﻤﺔ اﻟﺘﺠﺎرة اﻟﻌﺎﻟﻤﯿﺔ

zero

3.7.1.4

Australia threatened to contest or (protest)
against proposed --American Agricultural law at
the International Trade Organization
Australia threatened to contest or (protest)
against proposed American Agricultural law at the
International Trade Organization

 ھﺪدت اﺳﺘﺮاﻟﯿﺎ ﺑﺎﻟﻄﻌﻦ ﻓﻲ ﻣﺸﺮوع ﻗﺎﻧﻮن زراﻋﻲ أﻣﺮﯾﻜﻲ أﻣﺎمzero
ﻣﻨﻈﻤﺔ اﻟﺘﺠﺎرة اﻟﻌﺎﻟﻤﯿﺔ

zero

3.8.2

 ھﺪدت اﺳﺘﺮاﻟﯿﺎ ﺑﺎﻟﻄﻌﻦ ﻓﻲ ﻣﺸﺮوع ﻗﺎﻧﻮن زراﻋﻲ أﻣﺮﯾﻜﻲ أﻣﺎمdef
ﻣﻨﻈﻤﺔ اﻟﺘﺠﺎرة اﻟﻌﺎﻟﻤﯿﺔ

Definite
through
addition

3.7.1.5

The Asians seemed willing to give support for the
American Law as it means a reduction of the price
of the goods they import.
The Asians seemed willing to give --support for
the American Law
The Asians seemed willing to give support for the
American Law as it means a reduction of the price
of the goods they import.
The Asians seemed willing to give some support
for the American Law as it means a reduction of

 اﻟﻤﺴﺘﻮردﯾﻦ اﻵﺳﯿﻮﯾﯿﻦ ﺑﺪوا ﻣﺴﺘﻌﺪﯾﻦ ﻟﺘﻘﺪﯾﻢ ﺑﻌﺾ اﻟﺪﻋﻢ ﻟﻠﻘﺎﻧﻮنdef
اﻻﻣﺮﯾﻜﻰ اﻟﺠﺪﯾﺪ ﻧﻈﺮا ﻷﻧﮫ ﯾﻌﻨﻲ اﻧﺨﻔﺎض أﺳﻌﺎر اﻟﻤﻨﺘﺠﺎت

Def. al-

3.7.1.4

 اﻟﻤﺴﺘﻮردﯾﻦ اﻵﺳﯿﻮﯾﯿﻦ ﺑﺪوا ﻣﺴﺘﻌﺪﯾﻦ ﻟﺘﻘﺪﯾﻢ ﺑﻌﺾ اﻟﺪﻋﻢ ﻟﻠﻘﺎﻧﻮنzero
اﻻﻣﺮﯾﻜﻰ
 اﻟﻤﺴﺘﻮردﯾﻦ اﻵﺳﯿﻮﯾﯿﻦ ﺑﺪوا ﻣﺴﺘﻌﺪﯾﻦ ﻟﺘﻘﺪﯾﻢ ﺑﻌﺾ اﻟﺪﻋﻢ ﻟﻠﻘﺎﻧﻮنdef
اﻻﻣﺮﯾﻜﻰ اﻟﺠﺪﯾﺪ ﻧﻈﺮا ﻷﻧﮫ ﯾﻌﻨﻲ اﻧﺨﻔﺎض أﺳﻌﺎر اﻟﻤﻨﺘﺠﺎت

Def. al-

3.8.2

Def. al-

3.7.1.1

zero

3.9.1.6

 اﻟﻤﺴﺘﻮردﯾﻦ اﻵﺳﯿﻮﯾﯿﻦ ﺑﺪوا ﻣﺴﺘﻌﺪﯾﻦ ﻟﺘﻘﺪﯾﻢ ﺑﻌﺾ اﻟﺪﻋﻢindef
ﻟﻠﻘﺎﻧﻮن اﻷﻣﺮﯾﻜﻲ اﻟﺠﺪﯾﺪ ﻧﻈﺮا ﻷﻧﮫ ﯾﻌﻨﻲ اﻧﺨﻔﺎض أﺳﻌﺎر اﻟﻤﻨﺘﺠﺎت
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the price of the goods they import.
A reduction of the price of the goods they import.
A strong competition
A strong competition is taken place between the
Australians and the Americans over exporting -wheat and cotton.
A strong competition is taken place between the
Australians and the Americans over exporting
wheat and -- cotton.
The Australian government criticized the law
approved by the Congress last Friday and will last
for six years
The Australian government criticized the law
approved by the Congress last Friday and will last
for six years.
The Australian government criticized the law
approved by the Congress-- last Friday and will last
for six years
The U.S. military in Iraq discovered two computer
disks containing photographs, evacuation plans
and academic information
The U.S. military in -- Iraq discovered two
computer disks containing photographs,
evacuation plans and academic information
The U.S. military in Iraq discovered two computer
disks containing photographs, evacuation plans
and --academic information
The U.S. military in Iraq discovered two computer
disks containing photographs, --evacuation plans
and academic information
Government officials said the FBI has not found

 ﻷﻧﮫ ﯾﻌﻨﻲ اﻧﺨﻔﺎض أﺳﻌﺎر اﻟﻤﻨﺘﺠﺎتdef

Definite
through
addition
zero
Def. al-

3.7.1.2

 وﺗﺪور ﻣﻨﺎﻓﺴﮫ ﺿﺎرﯾﮫ ﺑﯿﻦ اﺳﺘﺮاﻟﯿﺎ واﻟﻮﻻﯾﺎت اﻟﻤﺘﺤﺪه ﻋﻠﻰ ﺗﺼﺪﯾﺮzero
اﻟﻘﻤﺢ واﻟﻘﻄﻦ

Def. al-

3.8.2

 واﻧﺘﻘﺪت اﻟﺤﻜﻮﻣﮫ اﻷﺳﺘﺮاﻟﯿﮫ ﻣﺸﺮوع اﻟﻘﺎﻧﻮن اﻟﺬى اﻗﺮه اﻟﻜﻮﻧﻐﺮسdef
ﯾﻮم اﻟﺠﻤﻌﮫ اﻟﻤﺎﺿﻲ ﻟﻤﺪة ﺳﺘﺔ أﻋﻮام

Def. al-

3.7.1.3

 واﻧﺘﻘﺪت اﻟﺤﻜﻮﻣﮫ اﻷﺳﺘﺮاﻟﯿﮫ ﻣﺸﺮوع اﻟﻘﺎﻧﻮن اﻟﺬى اﻗﺮه اﻟﻜﻮﻧﻐﺮسdef
ﯾﻮم اﻟﺠﻤﻌﮫ ﻟﻤﺪة ﺳﺘﺔ أﻋﻮام

Def. al-

3.7.1.3

 واﻧﺘﻘﺪت اﻟﺤﻜﻮﻣﮫ اﻷﺳﺘﺮاﻟﯿﮫ ﻣﺸﺮوع اﻟﻘﺎﻧﻮن اﻟﺬى اﻗﺮه اﻟﻜﻮﻧﻐﺮسzero
ﯾﻮم اﻟﺠﻤﻌﮫ ﻟﻤﺪة ﺳﺘﺔ أﻋﻮام

Def. al-

3.7.4

 ﻋﺛرت اﻟﻘوات اﻷﻣرﯾﻛﯾﺔ ﺑﺎﻟﻌراق ﻋﻠﻰ ﻗرﺻﻲ ﺣﺎﺳب آﻟﻲ ﯾﺣﺗوﯾﺎنdef
ﻋﻠﻰ ﻣﻌﻠوﻣﺎت اﻛﺎدﯾﻣﯾﮫ وﺧطط إﺧﻼء

Def. al-

3.7.1.3

 ﻋﺛرت اﻟﻘوات اﻷﻣرﯾﻛﯾﺔ ﺑﺎﻟﻌراق ﻋﻠﻰ ﻗرﺻﻲ ﺣﺎﺳب آﻟﻲ ﯾﺣﺗوﯾﺎنzero
ﻋﻠﻰ ﻣﻌﻠوﻣﺎت اﻛﺎدﯾﻣﯾﮫ وﺧطط إﺧﻼء

Def. al-

3.7.1.4

 ﻋﺛرت اﻟﻘوات اﻷﻣرﯾﻛﯾﺔ ﺑﺎﻟﻌراق ﻋﻠﻰ ﻗرﺻﻲ ﺣﺎﺳب آﻟﻲ ﯾﺣﺗوﯾﺎنzero
ﻋﻠﻰ ﻣﻌﻠوﻣﺎت اﻛﺎدﯾﻣﯾﮫ وﺧطط إﺧﻼء

zero

3.8.2

 ﻋﺛرت اﻟﻘوات اﻷﻣرﯾﻛﯾﺔ ﺑﺎﻟﻌراق ﻋﻠﻰ ﻗرﺻﻲ ﺣﺎﺳب آﻟﻲ ﯾﺣﺗوﯾﺎنzero
ﻋﻠﻰ ﻣﻌﻠوﻣﺎت اﻛﺎدﯾﻣﯾﮫ وﺧطط إﺧﻼء

zero

3.8.1

Def.al-

3.7.1.3

 ﻣﻨﺎﻓﺴﮫ ﺿﺎرﯾﮫindef
 وﺗﺪور ﻣﻨﺎﻓﺴﮫ ﺿﺎرﯾﮫ ﺑﯿﻦ اﺳﺘﺮاﻟﯿﺎ واﻟﻮﻻﯾﺎت اﻟﻤﺘﺤﺪه ﻋﻠﻰ ﺗﺼﺪﯾﺮzero
اﻟﻘﻤﺢ واﻟﻘﻄﻦ

 ﻟم ﺗﺟد اﻟﻣﺑﺎﺣث اﻟﻔﯾدراﻟﯾﮫ أي ﺻﻠﮫ ﻟذﻟك ﺑﺎﻷرھﺎب ﻛﻣﺎ ﻧﻔت أيdef
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any link to terrorism, and said there is no
information including a plot against any school in
the United States.
Government officials said the FBI has not found
any link to --terrorism, and said there is no
information including a plot against any school in
the United States.
Government officials said the FBI has not found
any link to terrorism, and said there is no -information including a plot against any school in
the United States.
Government officials said the FBI has not found
any link to terrorism, and said there is no
information including a plot against any school in
the United States.
Government officials said the FBI has not found
any link to terrorism, and said there is no
information including a plot against any school in
the United States.
--Government officials said the FBI has not found
any link to terrorism, and said there is no
information including a plot against any school in
the United States.
The material included --exit strategies, school
codes of conduct, and information on creating a
fearing environment, officials said.
The material included exit strategies, school codes
of conduct, and information on creating a fearing
environment, officials said.
The school districts mentioned in the material
were notified in the past few weeks.
The school districts mentioned in the material
were notified in the past few weeks

ﻣﻌﻠوﻣﺎت ﺗﺷﯾر اﻟﻰ وﺟود ﻣؤاﻣره ﺗﺳﺗﮭدف ﻣدارس ﺑﺎﻟوﻻﯾﺎت
ﻛﻣﺎ ﻗد ﺻرﺣت اﻟﻣﺻﺎدر اﻟﺣﻛوﻣﯾﮫ اﻟﻣﺗﺣده
 ﻟم ﺗﺟد اﻟﻣﺑﺎﺣث اﻟﻔﯾدراﻟﯾﮫ أي ﺻﻠﮫ ﻟذﻟك ﺑﺎﻷرھﺎب ﻛﻣﺎ ﻧﻔت أيzero
ﻣﻌﻠوﻣﺎت ﺗﺷﯾر اﻟﻰ وﺟود ﻣؤاﻣره ﺗﺳﺗﮭدف ﻣدارس ﺑﺎﻟوﻻﯾﺎت
ﻛﻣﺎ ﻗد ﺻرﺣت اﻟﻣﺻﺎدر اﻟﺣﻛوﻣﯾﮫ اﻟﻣﺗﺣده

Def. al-

3.8.2

 ﻟم ﺗﺟد اﻟﻣﺑﺎﺣث اﻟﻔﯾدراﻟﯾﮫ أي ﺻﻠﮫ ﻟذﻟك ﺑﺎﻷرھﺎب ﻛﻣﺎ ﻧﻔت أيzero
ﻣﻌﻠوﻣﺎت ﺗﺷﯾر اﻟﻰ وﺟود ﻣؤاﻣره ﺗﺳﺗﮭدف ﻣدارس ﺑﺎﻟوﻻﯾﺎت
ﻛﻣﺎ ﻗد ﺻرﺣت اﻟﻣﺻﺎدر اﻟﺣﻛوﻣﻲ اﻟﻣﺗﺣده

zero

3.8.2

 ﻟم ﺗﺟد اﻟﻣﺑﺎﺣث اﻟﻔﯾدراﻟﯾﮫ أي ﺻﻠﮫ ﻟذﻟك ﺑﺎﻷرھﺎب ﻛﻣﺎ ﻧﻔت أيindef
ﻣﻌﻠوﻣﺎت ﺗﺷﯾر اﻟﻰ وﺟود ﻣؤاﻣره ﺗﺳﺗﮭدف ﻣدارس ﺑﺎﻟوﻻﯾﺎت
ﻛﻣﺎ ﻗد ﺻرﺣت اﻟﻣﺻﺎدر اﻟﺣﻛوﻣﯾﮫ اﻟﻣﺗﺣده

zero

3.9.1.6

 ﻟم ﺗﺟد اﻟﻣﺑﺎﺣث اﻟﻔﯾدراﻟﯾﮫ أي ﺻﻠﮫ ﻟذﻟك ﺑﺎﻷرھﺎب ﻛﻣﺎ ﻧﻔت أيdef
ﻣﻌﻠوﻣﺎت ﺗﺷﯾر اﻟﻰ وﺟود ﻣؤاﻣره ﺗﺳﺗﮭدف ﻣدارس ﺑﺎﻟوﻻﯾﺎت
ﻛﻣﺎ ﻗد ﺻرﺣت اﻟﻣﺻﺎدر اﻟﺣﻛوﻣﯾﮫ اﻟﻣﺗﺣده

Def. al-

3.7.1.5

 ﻟم ﺗﺟد اﻟﻣﺑﺎﺣث اﻟﻔﯾدراﻟﯾﮫ أي ﺻﻠﮫ ﻟذﻟك ﺑﺎﻷرھﺎب ﻛﻣﺎ ﻧﻔت أيzero
ﻣﻌﻠوﻣﺎت ﺗﺷﯾر اﻟﻰ وﺟود ﻣؤاﻣره ﺗﺳﺗﮭدف ﻣدارس ﺑﺎﻟوﻻﯾﺎت
ﻛﻣﺎ ﻗد ﺻرﺣت اﻟﻣﺻﺎدر اﻟﺣﻛوﻣﯾﮫ اﻟﻣﺗﺣده

Def. al-

3.8.1

zero

3.8.1

zero

3.9.1.2

Def. al-

3.7.1.2

Def. al-

3.7.1

 ﻛﻣﺎ ﺻرح ﻣﺳؤول ان اﻟﻘرﺻﺎن ﯾﺣﺗوﯾﺎن ﻋﻠﻰ اﺳﺗراﺗﯾﺟﯾﺎتzero
ﻟﻠﺧروج ﻣن اﻟﻣﺑﺎﻧﻲ وﻗواﻧﯾن ﻣﻧظﻣﮫ ﻟﻠﺳﻠوك وﻣﻌﻠوﻣﺎت ﻋن إﯾﺟﺎد
أو إﻧﺷﺎء ﺑﯾﺋﺔ ﺗﻌﻠﯾﻣﯾﺔ
 ﻛﻣﺎ ﺻرح ﻣﺳؤول ان اﻟﻘرﺻﺎن ﯾﺣﺗوﯾﺎن ﻋﻠﻰ اﺳﺗراﺗﯾﺟﯾﺎتindef
ﻟﻠﺧروج ﻣن اﻟﻣﺑﺎﻧﻲ وﻗواﻧﯾن ﻣﻧظﻣﮫ ﻟﻠﺳﻠوك وﻣﻌﻠوﻣﺎت ﻋن إﯾﺟﺎد
أو إﻧﺷﺎء ﺑﯾﺋﺔ ﺗﻌﻠﯾﻣﯾﺔ
 وﺗم اﺧطﺎر اﻟﻣدارس اﻟﻣﻌﯾﻧﮫ ﻓﻲ اﻷﺳﺎﺑﯾﻊ اﻟﻣﺎﺿﯾﮫdef
 وﺗم اﺧطﺎر اﻟﻣدارس اﻟﻣﻌﯾﻧﮫ ﻓﻲ اﻷﺳﺎﺑﯾﻊ اﻟﻣﺎﺿﯾﮫdef
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There was an island where all the feelings lived:
Happiness, Sadness, Knowledge, and all of the
others, including Love
There was an island where all the feelings lived:
Happiness, Sadness, Knowledge, and all of the
others, including Love.
there was an island where all the feelings lived: -Happiness, Sadness, Knowledge, and all of the
others, including Love
there was an island where all the feelings lived:
Happiness, --Sadness, Knowledge, and all of the
others, including Love
there was an island where all the feelings lived:
Happiness, Sadness, --Knowledge, and all of the
others, including Love
there was an island where all the feelings lived:
Happiness, Sadness, Knowledge, and all of the
others, including --Love
One day it was announced to the feelings that the
island would sink. So all constructed boats left,
except for Love.
One day it was announced to the feelings that the
island would sink .So all --constructed boats left,
except for Love.
One day it was announced to the feelings that the
island would sink so all constructed boats left,
except for --Love.
--Love wanted to hold out until the last possible
moment
Love wanted to hold out until the last possible
moment
When the island had almost sunk, Love decided to
ask for help

indef

zero

3.9.1.2

def

Def. al-

3.7.1.3

zero

Def. al-

3.8.2

zero

Def. al-

3.8.2

zero

Def. al-

3.8.2

zero

Def. al-

3.8.2

 وﻛﻞ اﻟﻘﻮارب اﻟﻤﺸﯿﺪة, اﻋﻠﻦ ﺑﺎن اﻟﺠﺰﻳﺮة ﺳﺘﻐﺮقdef
.ﻣﺎ ﻋﺪا اﻟﺤﺐ,ﻏﺎدرت

Def. al-

3.7.1.1

 وﻛﻞ اﻟﻘﻮارب اﻟﻤﺸﯿﺪة, اﻋﻠﻦ ﺑﺎن اﻟﺠﺰﻳﺮة ﺳﺘﻐﺮقzero
.ﻣﺎ ﻋﺪا اﻟﺤﺐ,ﻏﺎدرت

Def. al-

3.8.1

 وﻛﻞ اﻟﻘﻮارب اﻟﻤﺸﯿﺪة, اﻋﻠﻦ ﺑﺎن اﻟﺠﺰﻳﺮة ﺳﺘﻐﺮقzero
.ﻣﺎ ﻋﺪا اﻟﺤﺐ,ﻏﺎدرت

Def. al-

3.8.2

. اﻟﺤﺐ اراد اﻟﺼﻤﻮد ﺣﺘﻰ اﻟﻠﺤﻈﺔ اﻟﻤﺤﺘﻤﻠﺔ اﻻﺧﯿﺮةzero

Def. al-

3.8.2

. اﻟﺤﺐ اراد اﻟﺼﻤﻮد ﺣﺘﻰ اﻟﻠﺤﻈﺔ اﻟﻤﺤﺘﻤﻠﺔ اﻻﺧﯿﺮةdef

Def.al-

3.7.1.6

 ﻋﻨﺪﻣﺎ اوﺷﻜﺖ اﻟﺠﺰﻳﺮة ﻋﻠﻰ اﻟﻐﺮق ﻗﺮر اﻟﺤﺐ طﻠﺐdef
.اﻟﻤﺴﺎﻋﺪة

Def. al-

3.7.1.1

ﻛﺎن ھﻨﺎك ﺟﺰﻳﺮة ﺣﯿﺚ ﻛﻞ اﻟﻤﺸﺎﻋﺮ
اﻟﺴﻌﺎدة واﻟﺤﺰن واﻟﻤﻌﺮﻓﺔ وﻛﻞ اﻵﺧﺮﻳﻦ وﻣﻦ:ﻋﺎﺷﺖ
.ﺿﻤﻨﮫﻢ اﻟﺤﺐ
ﻛﺎن ھﻨﺎك ﺟﺰﻳﺮة ﺣﯿﺚ ﻛﻞ اﻟﻤﺸﺎﻋﺮ
اﻟﺴﻌﺎدة واﻟﺤﺰن واﻟﻤﻌﺮﻓﺔ وﻛﻞ اﻵﺧﺮﻳﻦ وﻣﻦ:ﻋﺎﺷﺖ
.ﺿﻤﻨﮫﻢ اﻟﺤﺐ
ﻛﺎن ھﻨﺎك ﺟﺰﻳﺮة ﺣﯿﺚ ﻛﻞ اﻟﻤﺸﺎﻋﺮ
اﻟﺴﻌﺎدة واﻟﺤﺰن واﻟﻤﻌﺮﻓﺔ وﻛﻞ اﻵﺧﺮﻳﻦ وﻣﻦ:ﻋﺎﺷﺖ
.ﺿﻤﻨﮫﻢ اﻟﺤﺐ
ﻛﺎن ھﻨﺎك ﺟﺰﻳﺮة ﺣﯿﺚ ﻛﻞ اﻟﻤﺸﺎﻋﺮ
اﻟﺴﻌﺎدة واﻟﺤﺰن واﻟﻤﻌﺮﻓﺔ وﻛﻞ اﻵﺧﺮﻳﻦ وﻣﻦ:ﻋﺎﺷﺖ
.ﺿﻤﻨﮫﻢ اﻟﺤﺐ
اﻟﻤﺸﺎﻋﺮﻋﺎﺷﺖ ﻛﺎن ھﻨﺎك ﺟﺰﻳﺮة ﺣﯿﺚ ﻛﻞ
اﻟﺴﻌﺎدة واﻟﺤﺰن واﻟﻤﻌﺮﻓﺔ وﻛﻞ اﻵﺧﺮﻳﻦ وﻣﻦ:
.ﺿﻤﻨﮫﻢ اﻟﺤﺐ
اﻟﺴﻌﺎدة واﻟﺤﺰن واﻟﻤﻌﺮﻓﺔ وﻛﻞ: اﻟﻤﺸﺎﻋﺮﻋﺎﺷﺖ
.اﻵﺧﺮﻳﻦ وﻣﻦ ﺿﻤﻨﮫﻢ اﻟﺤﺐ
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10-13
10-14
10-15
10-16
10-17
10-18

When the island had almost sunk, Love decided to
ask for --help
--Richness was passing by Love in a grand boat
Richness was passing by Love in a grand boat
There is a lot of --gold and silver in my boat.
There is a lot of gold and --silver in my boat
--Vanity, please help me.

ﻋﻨﺪﻣﺎ اوﺷﻜﺖ اﻟﺠﺰﻳﺮة ﻋﻠﻰ اﻟﻐﺮق ﻗﺮر اﻟﺤﺐ طﻠﺐ
.اﻟﻤﺴﺎﻋﺪة
.ﻣﺮ اﻟﻐﻨﻲ ﻣﻦ اﻣﺎم اﻟﺤﺐ ﻣﻦ ﻣﺮﻛﺐ ﻛﺒﯿﺮ
.ﻣﺮ اﻟﻐﻨﻲ ﻣﻦ اﻣﺎم اﻟﺤﺐ ﻣﻦ ﻣﺮﻛﺐ ﻛﺒﯿﺮ
.ھﻨﺎك اﻟﻜﺜﯿﺮ ﻣﻦ اﻟﺬھﺐ واﻟﻔﻀﻪ ﻓﻲ ﻣﺮﻛﺒﻲ
.ھﻨﺎك اﻟﻜﺜﯿﺮ ﻣﻦ اﻟﺬھﺐ واﻟﻔﻀﻪ ﻓﻲ ﻣﺮﻛﺒﻲ
.ﻣﻦ ﻓﻀﻠﻚ ﺳﺎﻋﺪﻧﻰ اﻳﮫﺎ اﻟﻐﺮور

zero

Def. al-

zero
indef
zero
Zero
zero

Def alzero
Def. alDef. alDef. al-

3.8.8
3.9.1.6
3.8.2
3.8.2
3.8.2

Def. alDef. al-

3.8.2
3.8.8

10-19
11-1E

But why did --Time help me?
--Mesothelioma is a severe disease that is thinning
out its roots everywhere in the world especially in
the United States of America.

 ﻟﻜﻦ ﻟﻤﺎذا اﻟﻮﻗﺖ ﺳﺎﻋﺪﻧﻲ؟zero
 ﺑدأ ﻓﻲ ﻣد ﺟذوره ﻓﻲ ﻛل،ﻣرض اﻟﻣﯾزوﺛﯾﻠﯾوﻣﺎ ھو ﻣرض ﺧطﯾر
zero
 وﺧﺎﺻﺔ ﻓﻲ اﻟوﻻﯾﺎت اﻟﻣﺗﺣدة اﻷﻣرﯾﻛﺔ،أﻧﺣﺎء اﻟﻌﺎﻟم

11-2

Mesothelioma is a severe disease that is thinning
out its roots everywhere in the world especially in
the United States of America.
Mesothelioma is a severe disease that is thinning
out its roots everywhere in the world especially in
the United States of America.
--Asbestos is a naturally occurring mineral that is
used in insulation, clothing and fire-resistant
materials.
Asbestos is a naturally occurring mineral that is
used in insulation, clothing and fire-resistant
materials.
Asbestos is a naturally occurring mineral that is
used in -- insulation, clothing and fire-resistant
materials.
Its usage is often less significant than the disasters
caused by it.

 ﺑدأ ﻓﻲ ﻣد ﺟذوره ﻓﻲ ﻛل،ﻣرض اﻟﻣﯾزوﺛﯾﻠﯾوﻣﺎ ھو ﻣرض ﺧطﯾر
 وﺧﺎﺻﺔ ﻓﻲ اﻟوﻻﯾﺎت اﻟﻣﺗﺣدة اﻷﻣرﯾﻛﺔ،أﻧﺣﺎء اﻟﻌﺎﻟم

indef

Zero

3.9.1.2

 ﺑدأ ﻓﻲ ﻣد ﺟذوره ﻓﻲ ﻛل،ﻣرض اﻟﻣﯾزوﺛﯾﻠﯾوﻣﺎ ھو ﻣرض ﺧطﯾر
 وﺧﺎﺻﺔ ﻓﻲ اﻟوﻻﯾﺎت اﻟﻣﺗﺣدة اﻷﻣرﯾﻛﺔ،أﻧﺣﺎء اﻟﻌﺎﻟم

def

Def. al-

3.7.1.3

، واﻟﻣﻼﺑس، ﯾُﺳﺗﺧدم ﻓﻲ اﻟﻌزل، واﻻﺳﺑﺳﺗوس ھو ﻣﻌدن طﺑﯾﻌﻲzero
واﻟﻣواد اﻟﻣﻘﺎوﻣﺔ ﻟﻠﺣرﯾﻖ

Def. al-

3.8.2

، واﻟﻣﻼﺑس، ﯾُﺳﺗﺧدم ﻓﻲ اﻟﻌزل، واﻻﺳﺑﺳﺗوس ھو ﻣﻌدن طﺑﯾﻌﻲindef
واﻟﻣواد اﻟﻣﻘﺎوﻣﺔ ﻟﻠﺣرﯾﻖ

Zero

3.9.1.2

، واﻟﻣﻼﺑس، ﯾُﺳﺗﺧدم ﻓﻲ اﻟﻌزل، واﻻﺳﺑﺳﺗوس ھو ﻣﻌدن طﺑﯾﻌﻲzero
واﻟﻣواد اﻟﻣﻘﺎوﻣﺔ ﻟﻠﺣرﯾﻖ

Def. al-

3.8.2

Def. al-

3.7.1.2

Def. al-

3.8.1

11-3

11-4

11-5

11-6

11-7

11-8

It was discovered only lately through various tests

 إﺳﺗﺧداﻣﺎﺗﮫ أﻗل ﻗﯾﻣﺔ ﺑﻣﻘﺎرﻧﺗﮭﺎ ﺑﺎﻟﻣﺻﺎﺋب اﻟﺗﻲ ﯾﺳﺑﺑﮫdef
، وﺗم إﻛﺗﺷﺎﻓﮫ ﺑﻌد ذﻟك ﻣن ﺧﻼل ﻓﺣوﺻﺎت ﻋدة ﻣﺛل اﻵﺷﻌﺔ اﻟﺳﯾﻧﯾﺔzero
وﻓﺣوﺻﺎت اﻟﺗﺻوﯾر؛ أي اﻟﺗﻲ ﺗﺗم ﻣن ﺧﻼل ﺻور اﻟرﻧﯾن
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such as --X-Rays, MRI tests i.e. Magnetic
Resonance Imagery and CAT scans or Computed
Axial Tomography scans.

اﻟﻣﻐﻧﺎطﯾﺳﻲ واﻵﺷﻌﺔ اﻟﻣﻘطﻌﯾﺔ أو اﻟﻣﺳﺢ اﻟﻣﺣوري اﻟﻣﺣﺳوب

، وﺗم إﻛﺗﺷﺎﻓﮫ ﺑﻌد ذﻟك ﻣن ﺧﻼل ﻓﺣوﺻﺎت ﻋدة ﻣﺛل اﻵﺷﻌﺔ اﻟﺳﯾﻧﯾﺔzero
وﻓﺣوﺻﺎت اﻟﺗﺻوﯾر؛ أي اﻟﺗﻲ ﺗﺗم ﻣن ﺧﻼل ﺻور اﻟرﻧﯾن
اﻟﻣﻐﻧﺎطﯾﺳﻲ واﻵﺷﻌﺔ اﻟﻣﻘطﻌﯾﺔ أو اﻟﻣﺳﺢ اﻟﻣﺣوري اﻟﻣﺣﺳوب

Def. al-

3.8.1

Although --companies try to prohibit or simply
prevent people from downloading, MP3 download
is a reality: MP3 is there, at anyone's disposal.

 ﻓﻌﻠﻰ اﻟﺮﻏﻢ ﻣﻦ أن ﺑﻌﺾ اﻟﺸﺮﻛﺎت ﺗﺤﺎول ﺗﺤﺮﯾﻢ أو ﻣﻨﻊ اﻷﻓﺮاد ﻣﻦzero
 ﻓﻤﻠﻔﺎت ا ﻻم ﺑﻼ: ﻓﺘﺤﻤﯿﻞ ﻣﻠﻔﺎت اﻹم ﺑﻲ ﺛﺮي ھﻮ ﺣﻘﯿﻘﺔ،اﻟﺘﺤﻤﯿﻞ
 ﺛﺮى.ﻣﻮﺟﻮدة ﺗﺤﺖ ﺗﺼﺮف أي أﺣﺪ

Def. al-

3.8.1

12-2

Although companies try to prohibit or simply
prevent --people from downloading, MP3
download is a reality: MP3 is there, at anyone's
disposal

 ﻓﻌﻠﻰ اﻟﺮﻏﻢ ﻣﻦ أن ﺑﻌﺾ اﻟﺸﺮﻛﺎت ﺗﺤﺎول ﺗﺤﺮﯾﻢ أو ﻣﻨﻊ اﻷﻓﺮاد ﻣﻦzero
 ﻓﻤﻠﻔﺎت ا ﻻم ﺑﻼ: ﻓﺘﺤﻤﯿﻞ ﻣﻠﻔﺎت اﻹم ﺑﻲ ﺛﺮي ھﻮ ﺣﻘﯿﻘﺔ،اﻟﺘﺤﻤﯿﻞ
 ﺛﺮى.ﻣﻮﺟﻮدة ﺗﺤﺖ ﺗﺼﺮف أي أﺣﺪ

Def. al-

3.8.1

12-3

Although companies try to prohibit or simply
prevent people from downloading, MP3 download
is a reality: --MP3 is there, at anyone's disposal

 ﻓﻌﻠﻰ اﻟﺮﻏﻢ ﻣﻦ أن ﺑﻌﺾ اﻟﺸﺮﻛﺎت ﺗﺤﺎول ﺗﺤﺮﯾﻢ أو ﻣﻨﻊ اﻷﻓﺮاد ﻣﻦzero
 ﻓﻤﻠﻔﺎت ا ﻻم ﺑﻰ: ﻓﺘﺤﻤﯿﻞ ﻣﻠﻔﺎت اﻹم ﺑﻲ ﺛﺮي ھﻮ ﺣﻘﯿﻘﺔ،اﻟﺘﺤﻤﯿﻞ
ﻣﻮﺟﻮدة ﺗﺤﺖ ﺗﺼﺮف أي أﺣﺪ ﺛﺮى

Def. al-

12-4

All that --people need is a computer and a
connection.

 ﻓﻜﻞ ﻣﺎ ﯾﺤﺘﺎﺟﮫ اﻷﺷﺨﺎص ھﻮ ﺟﮭﺎز ﺣﺎﺳﺐ آﻟﻲ و طﺮﯾﻘﺔ إﺗﺼﺎلzero
.ﺑﺎﻹﻧﺘﺮﻧﺖ

Def. al-

3.8.1

12-5

All that people need is a computer and a
connection.

 ﻓﻜﻞ ﻣﺎ ﯾﺤﺘﺎﺟﮫ اﻷﺷﺨﺎص ھﻮ ﺟﮭﺎز ﺣﺎﺳﺐ آﻟﻲ و طﺮﯾﻘﺔ إﺗﺼﺎلindef
.ﺑﺎﻹﻧﺘﺮﻧﺖ

Zero

3.9.1.2

12-6

There are already --laws that protect the
copyrights of the composer's or music band's

ﻫﻧﺎك ﺎﻟﻔﻌﻞ ﻌض اﻟﻘواﻧﯾن اﻟﺗﻲ ﺗﺣﻣﻲ ﺣﻘوق اﻟﻧﺷر ﻟﻠﻣﻠﺣﻧﯾن

zero

Def. al-

3.8.1

There are already laws that protect the copyrights
of the composer's or music band's

ﻫﻧﺎك ﺎﻟﻔﻌﻞ ﻌض اﻟﻘواﻧﯾن اﻟﺗﻲ ﺗﺣﻣﻲ ﺣﻘوق اﻟﻧﺷر ﻟﻠﻣﻠﺣﻧﯾن

def

Def.
addition

3.7.1.2

11-9

It was discovered only lately through various tests
such as X-Rays, MRI tests i.e. Magnetic Resonance
Imagery and --CAT scans or Computed Axial
Tomography scans.

12-1E

12-7

واﻟﻔرق اﻟﻣوﺳ ﻘ ﺔ

.واﻟﻔرق اﻟﻣوﺳ ﻘ ﺔ
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12-8
13-1A

13-2

13-3

13-4
13-5

These laws usually keep their eyes on --websites
and software that guarantee free MP3 download
Vodafone Qatar is a joint venture between Qatar
Foundation, Vodafone International
Communications Group and local investors.
Vodafone Qatar’s focus is on revolutionizing user
experience, providing a wide product selection
that offers value for money, and international and
local calling promotions.
Vodafone Qatar also promotes a number of -social responsibility initiatives including: the World
of Difference program.
Vodafone Qatar also promotes a number of social
responsibility initiatives including: the World of
Difference program.
It helps --Qatar residents implement ideas for
charitable projects in Qatar.

14-1E

The Smiths have invited friends for dinner.

14-2

Mrs Smith wants to make --strawberry cheesecake
for dessert.

14-3

She asks Mr. Smith to visit the supermarket to buy
a packet of sugar, butter, eggs and strawberries.

14-4
14-5
14-6

She asks Mr. Smith to visit the supermarket to buy
a packet of --sugar, butter, eggs and strawberries.
She asks Mr. Smith to visit the supermarket to buy
a packet of sugar, --butter, eggs and strawberries.
She asks Mr. Smith to visit the supermarket to buy
a packet of sugar, butter, --eggs and strawberries.

وﻫذﻩ اﻟﻘواﻧﯾن ﺗﺿﻊ أﻋﯾﻧﻬﺎ داﺋﻣﺎً ﻋﻠﻰ اﻟﻣواﻗﻊ و اﻟﺑراﻣﺞ اﻟﺗﻲ ﺗﺗ ﺢ

zero

Def. al-

3.8.1

 ﻓوداﻓون ﻗطر ﻣﺷروع ﻣﺷﺗرك ﺑﯾن ﻣؤﺳﺳﺔ ﻗطر وﻣﺟﻣوﻋﺔ ﻓوداﻓونindef

Zero

3.9.1.2

 ﺗرّ ز ﻓوداﻓون ﻗطر ﻋﻠﻰ ﺧدﻣﺔ اﻟﻌﻣﻼء وﺗﻘد م ﻧطﺎق واﺳﻊ ﻣنindef

Zero

3.9.1.2

 ﺗﻘوم ﻓوداﻓون ﻗطر ﺎﻟﺗرو ﺞ ﻟﻌدد ﻣن اﻟﻣ ﺎدرات ﻣن ﻣﻧطﻠzero

Def. al-

3.8.1

 ﺗﻘوم ﻓوداﻓون ﻗطر ﺎﻟﺗرو ﺞ ﻟﻌدد ﻣن اﻟﻣ ﺎدرات ﻣن ﻣﻧطﻠdef

Definite
through
addition
Def. al-

3.7.1.2

Def.
through
addition
Definite
through
addition
Def. al-

3.7.1.4

Def. al-

3.8.2

Def. al-

3.8.2

Def. al-

3.8.1

ﺗﺣﻣﯾﻞ ﻣﺟﺎﻧﻲ ﻟﻸﻏﺎﻧﻲ

.اﻟدوﻟ ﺔ ﻟﻼﺗﺻﺎﻻت وﻣﺳﺗﺛﻣرن ﻣﺣﻠﯾﯾن

،اﻟﻣﻧﺗﺟﺎت اﻟﺗﻲ ﺗوﻓر ﺧدﻣﺎت ﻣﺗﻣﯾزة ﻣﻘﺎﺑﻞ ﻗ ﻣﺔ ﻣﺎد ﺔ ﻣﻘﺑوﻟﺔ
.ﺎﻹﺿﺎﻓﺔ إﻟﻰ ﻋروض ﻋﻠﻰ اﻟﻣ ﺎﻟﻣﺎت اﻟدوﻟ ﺔ واﻟﻣﺣﻠ ﺔ

" ﺑرﻧﺎﻣﺞ "ﻋﺎﻟم ﻣن اﻻﺧﺗﻼف: وﺗﺗﺿﻣن،اﻟﻣﺳؤوﻟ ﺔ اﻻﺟﺗﻣﺎﻋ ﺔ

" ﺑرﻧﺎﻣﺞ "ﻋﺎﻟم اﻻﺧﺗﻼف: وﺗﺗﺿﻣن،اﻟﻣﺳؤوﻟ ﺔ اﻻﺟﺗﻣﺎﻋ ﺔ

 واﻟذ ﺳﺎﻋد اﻟﺳ ّ ﺎن ﻓﻲ دوﻟﺔ ﻗطر ﻋﻠﻰ ﺗﻧﻔﯾذ ﻣﺷﺎرﻌﻬم اﻟﺧﯾرﺔzero
داﺧﻞ اﻟدوﻟﺔ
 ﻋﺎﺋﻠﺔ ﺳﻣﯾث دﻋت ﻌض اﻻﺻدﻗﺎء ﻟﺗﻧﺎول اﻟﻌﺷﺎءdef
ﺔ اﻟﻔراوﻟﺔ ﻟوﻗت اﻟﺣﻠو

 اﻟﺳﯾدة ﺳﻣﯾث ﺗرد ان ﺗﺻﻧﻊzero

 طﻠﺑت ﻣن اﻟﺳﯾد ﺳﻣﯾث ان ﯾدﻫب ﻟﻠﺳوق و ﺷﺗر ﻌض اﻟﺳ رdef

واﻟزد واﻟﺑ ض واﻟﻔراوﻟﺔ
 طﻠﺑت ﻣن اﻟﺳﯾد ﺳﻣﯾث ان ﯾدھب ﻟﻠﺳوق وﯾﺷﺗرى ﺑﻌض اﻟﺳﻛرzero
واﻟزﺑد واﻟﺑﯾض واﻟﻔراوﻟﺔ
 طﻠﺑت ﻣن اﻟﺳﯾد ﺳﻣﯾث ان ﯾدھب ﻟﻠﺳوق وﯾﺷﺗرى ﺑﻌض اﻟﺳﻛرzero
واﻟزﺑد واﻟﺑﯾض واﻟﻔراوﻟﺔ
 طﻠﺑت ﻣن اﻟﺳﯾد ﺳﻣﯾث ان ﯾدھب ﻟﻠﺳوق وﯾﺷﺗرى ﺑﻌض اﻟﺳﻛرzero
واﻟزﺑد واﻟﺑﯾض واﻟﻔراوﻟﺔ
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3.8.1

3.8.2

3.7.1.3

14-7
14-8
14-9
15-1E
15-2
15-3
16-1E
16-2
16-3
16-4

Mr. Smith rushes to Tesco's and returns carrying a
large plastic bag.
Mrs. Smith inspects the contents. 'You forgot the
strawberries, ' she says.
Mrs. Smith inspects the contents. 'You forgot the
strawberries, ' she says.
I would like to study something different at -university?
Since I like --plants, I may study Biology.
Since I like plants, I may study --Biology.
--Aspirin can be a fatal poison.
--People are used to taking aspirin whenever they
feel pain.
People are used to taking aspirin whenever they
feel --pain
It is true that aspirin is an efficacious pain-killer for
example in --headache cases.

16-5
16-6
16-7

--nausea, vomiting, ulcers, liver damage,
, --ulcers, liver damage, and hepatitis.
--hepatitis.

17-1E

--Sunset is the time of day where our sky meets the
outer space solar winds.
There are blue, pink, and purple swirls, spinning
and twisting like a cloud of balloons.
The sun moves slowly beyond the horizon.
The Apollo 11 launched from the Kennedy Space
Center in Florida on July 16. 1969.

17-2
17-3
18-1E

indef

zero

3.9.1.2

def

Def al-

3.7.1.1

def

Def. al-

3.7.1.1

zero

Def. al-

3.8.3

 ﺑﻣﺎ اﻧﻧﻰ اﺣب اﻟﻧﺑﺎﺗﺎت ﻓﻘد ادرس ﻋﻠم اﻻﺣﯾﺎءzero
 ﺑﻣﺎ اﻧﻧﻰ اﺣب اﻟﻧﺑﺎﺗﺎت ﻓﻘد ادرس ﻋﻠم اﻻﺣﯾﺎءzero
 اﻻﺳﺑرﯾن ﯾﻣﻛن ان ﯾﻛون ﺳم ﻗﺎﺗلzero

Def. alDef. alDef. al-

3.8.1
3.8.2
3.8.2

 اﻋﺗﺎد اﻟﻧﺎس ﺗﻧﺎول اﻻﺳﺑرﯾن ﻋﻧدﻣﺎ ﯾﺷﻌرون ﺑﺎﻻﻟمzero

Def. al-

3.8.1

 اﻋﺗﺎد اﻟﻧﺎس ﺗﻧﺎول اﻻﺳﺑرﯾن ﻋﻧدﻣﺎ ﯾﺷﻌرون ﺑﺎﻻﻟمzero

Def. al-

3.8.2

دھب اﻟﺳﯾد ﺳﻣﯾث ﻣﺳرﻋﺎ اﻟﻰ اﻟﺗﯾﺳﻛو ورﺟﻊ ﺣﺎﻣﻼ ﻣﻌﮫ ﻛﯾس ﻣن
اﻟﺑﻼﺳﺗك
ﺗﻔﻘدت اﻟﺳﯾدة ﺳﻣﯾث اﻟﻣﺣﺗوﯾﺎت ووﺟدت ان اﻟﺳﯾد ﺳﻣﯾث ﻧﺳﻰ ان
ﯾﺟﻠب اﻟﻔراوﻟﺔ
ﺗﻔﻘدت اﻟﺳﯾدة ﺳﻣﯾث اﻟﻣﺣﺗوﯾﺎت ووﺟدت ان اﻟﺳﯾد ﺳﻣﯾث ﻧﺳﻰ ان
ﯾﺟﻠب اﻟﻔراوﻟﺔ
اود ان ادرس ﺷﺊ ﻣﺧﺗﻠف ﻓﻰ اﻟﺟﺎﻣﻌﺔ

ﻣن اﻟﻣﻌروف ان اﻻﺳﺑﯾرﯾن ﻓﻌﺎل ﻟﻠﻘﺿﺎء ﻋﻠﻰ اﻻﻟم ﻣﺛل
.ﺣﺎﻻت اﻟﺻداع

zero

Definite
through
addition

3.8.1

اﻟﻐﺛﯾﺎن واﻟﻘرﺣﺔ وﺗﻠف اﻟﻛﺑد
واﻟﻘرﺣﺔ وﺗﻠف اﻟﻛﺑد
وﺗﻠف اﻟﻛﺑد

zero
zero
zero

Def. alDef. alDef
through
addition
.
Def. al-

3.8.8
3.8.8
3.8.8

zero

3.9.1.2

Def. alzero

3.7.1.3
3.7.1.4

 اﻟﻐﺮوب ھﻮ اﻟﻮﻗﺖ اﻟﺪى ﺗﻠﺘﻘﻰ ﻓﯿﮫ اﻟﺮﯾﺎح اﻟﺸﻤﺴﯿﺔ ﻟﻠﻔﻀﺎء اﻟﺨﺎرﺟﻰzero
 ﯾﻮﺟﺪ دواﻣﺎت زرﻗﺎء وزھﺮﯾﺔ وﺑﻨﻔﺴﺠﯿﺔ ﺗﺪور و ﻛﺄﻧﮭﺎ ﺳﺤﺎﺑﺔ ﻣﻦindef
اﻟﺒﺎﻟﻮﻧﺎت
 ﺗﺘﺤﺮك اﻟﺸﻤﺲ ﺑﺒﻂء ﺧﻠﻒ اﻻﻓﻖdef
 اﻧﻄﻠﻘﺖ ﻣﻦ ﻣﺮﻛﺰ اﻟﻔﻀﺎء ﻛﻨﯿﺪى ﻓﻰ11  اﻟﻤﺮﻛﺒﺔ اﻟﻔﻀﺎﺋﯿﺔ اﺑﻮﻟﻮdef
1969 ﻓﻠﻮرﯾﺪا ﻓﻰ اﻟﺴﺎدس ﻋﺸﺮ ﻣﻦ ﺷﮭﺮ ﯾﻮﻟﯿﻮ ﻋﺎم
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3.8.2

18-2
18-3
18-4
18-5

19-1E
19-2
19-2
19-3
19-4
19-5
20-1E
20-2
20-3
20-4
20-5
20-6
21-1A

The crew consisted of Neil Armstrong, Michael
Collins, and Buzz Aldrin.
They landed on the moon in the Sea of Tranquility
on July 20, 1969.
At 10:56 EDT Neil Armstrong took the first step

At 10:56 EDT Neil Armstrong took the first step
onto the moon’s surface and famously said, “That’s
one small step for --man, one giant leap for
mankind.”
--Oceans and lakes have a lot in common.
Oceans and-- lakes have a lot in common.
A main difference is that an ocean is very large and
is salt water, while a lake is usually much smaller
and is fresh water.
A main difference is that an ocean is very large and
is salt water, while a lake is usually much smaller
and is fresh water.
Lakes are usually surrounded by --land while
oceans are what surround continents.
Lakes are usually surrounded by land while oceans
are what surround --continents.
I do well in school.
--People think I am smart.
I decided to make --school my first priority over
friends and fun.
I decided to make school my first priority over -friends and fun.
I decided to make school my first priority over
friends and -- fun.
I usually go by --bus.
The Nile River, the longest river in the world,

 ﯾﺘﺄﻟﻒ اﻟﻄﺎﻗﻢ ﻣﻦ ﻧﯿﻞ ارﻣﺴﺘﺮوﻧﻎ وﻣﺎﯾﻜﻞ ﻛﻮﻟﯿﻨﺰ وﺑﺰ اﻟﺪرﯾﻦdef

Def. al-

3.7.1.1

def

Def. al-

3.7.1.3

zero

Def. al-

3.8.14

zero

Def. al-

3.8

zero
zero
indef

Def. alDef. alDef. al-

3.8.1
3.8.1
3.9.1.2

 اﻟﻔﺮق اﻟﺮﺋﯿﺴﻰ ﺑﯿﻨﮭﻢ ھﻮ ان اﻟﻤﺤﯿﻂ ﻛﺒﯿﺮ ﺟﺪا وﻣﯿﺎھﮫ ﻣﺎﻟﺤﺔ ﻓﻰindef
ﺣﯿﻦ ان اﻟﺒﺤﯿﺮة اﺻﻐﺮ ﺑﻜﺜﯿﺮ و ﻣﯿﺎھﮭﺎ ﻋﺬﺑﺔ

Def. al-

3.9.1.2

zero

Def. al-

3.8.11

zero

Def. al-

3.8.1

zero
zero

Def. alDef. al-

3.8.3
3.8.1

 ﻗررت ان اﺟﻌل اﻟﻣدرﺳﺔ اھم ﻣن اﻻﺻدﻗﺎء واﻟﻣﺗﻌﺔzero

Def. al-

3.8.3

 ﻗررت ان اﺟﻌل اﻟﻣدرﺳﺔ اھم ﻣن اﻻﺻدﻗﺎء واﻟﻣﺗﻌﺔZero

Def. al-

3.8.1

 ﻗررت ان اﺟﻌل اﻟﻣدرﺳﺔ اھم ﻣن اﻻﺻدﻗﺎء واﻟﻣﺗﻌﺔzero

Def. al-

3.8.2

Def alDefinite

3.8.4
3.7.1.5

ھﺒﻄﻮا ﻋﻠﻰ ﺳﻄﺢ اﻟﻘﻤﺮ ﻓﻰ ﺑﺤﺮ طﺮاﻧﻜﻮﻟﯿﺘﻰ ﻓﻰ ﺷﮭﺮ ﯾﻮﻟﯿﻮ ﻋﺎم
.1969
ﻓﻰ اﻟﺴﺎﻋﺔ اﻟﻌﺎﺷﺮة وﺳﺘﺔ وﺧﻤﺴﻮن دﻗﯿﻘﺔ ﺑﺘﻮﻗﯿﺖ اﻣﺮﯾﻜﺎ ﻓﻰ اﻟﻤﻨﻄﻘﺔ
اﻟﺸﺮﻗﯿﺔ ﺧﻄﻰ ارم ﺳﺘﺮوﻧﻎ اول ﺧﻄﻮة
.
ﻓﻰ اﻟﺴﺎﻋﺔ اﻟﻌﺎﺷﺮة وﺳﺘﺔ وﺧﻤﺴﻮن دﻗﯿﻘﺔ ﺑﺘﻮﻗﯿﺖ اﻣﺮﯾﻜﺎ ﻓﻰ اﻟﻤﻨﻄﻘﺔ
اﻟﺸﺮﻗﯿﺔ ﺧﻄﻰ ارم ﺳﺘﺮوﻧﻎ اول ﺧﻄﻮة ﻋﻠﻰ ﺳﻄﺢ اﻟﻘﻤﺮ وﻗﺎل
 ھﺬه ﺧﻄﻮة ﺻﻐﯿﺮة ﻟﻼﻧﺴﺎن وﻗﻔﺰة ﻋﻤﻼﻗﺔ: ﻣﻘﻮﻟﺘﮫ اﻟﺸﮭﯿﺮة
.ﻟﻠﺒﺸﺮﯾﺔ
اﻟﻤﺤﯿﻄﺎت واﻟﺒﺤﯿﺮات ﻟﺪﯾﮭﺎ اﻟﻜﺜﯿﺮ ﻣﻦ اﻟﻘﻮاﺳﻢ اﻟﻤﺸﺘﺮﻛﺔ
اﻟﻤﺤﯿﻄﺎت واﻟﺒﺤﯿﺮات ﻟﺪﯾﮭﺎ اﻟﻜﺜﯿﺮ ﻣﻦ اﻟﻘﻮاﺳﻢ اﻟﻤﺸﺘﺮﻛﺔ
اﻟﻔﺮق اﻟﺮﺋﯿﺴﻰ ﺑﯿﻨﮭﻢ ھﻮ ان اﻟﻤﺤﯿﻂ ﻛﺒﯿﺮ ﺟﺪا وﻣﯿﺎھﮫ ﻣﺎﻟﺤﺔ ﻓﻰ
ﺣﯿﻦ ان اﻟﺒﺤﯿﺮة اﺻﻐﺮ ﺑﻜﺜﯿﺮ و ﻣﯿﺎھﮭﺎ ﻋﺬﺑﺔ

ﻋﺎدة ﻣﺎ ﺗﻜﻮن اﻟﺒﺤﯿﺮات ﻣﺤﺎطﺔ ﺑﺎﻟﯿﺎﺑﺴﺔ
واﻟﻤﺤﯿﻄﺎت ﻣﺤﺎطﺔ ﺑﺎﻟﻘﺎرات
ﻋﺎدة ﻣﺎ ﺗﻜﻮن اﻟﺒﺤﯿﺮات ﻣﺤﺎطﺔ ﺑﺎﻟﯿﺎﺑﺴﺔ
واﻟﻤﺤﯿﻄﺎت ﻣﺤﺎطﺔ ﺑﺎﻟﻘﺎرات
ادرس ﺑﺷﻛل ﺟﯾد ﻓﻰ اﻟﻣدرﺳﺔ
ﯾﻌﺗﻘد اﻟﻧﺎس اﻧﻧﻰ طﺎﻟب ذﻛﻰ

. ﻋﺎدة ﻣﺎ اذھب اﻟﻰ اﻟﻣدرﺳﺔ ﺑﺎﻟﺣﺎﻓﻠﺔzero
 ﯾﻌﺗﺑر ﻧﮭــر اﻟﻧﯾل أطول أﻧﮭﺎر اﻟﻌﺎﻟم ﺣﯾث ﯾﻣﺗد ﻣن ﻣﻧﺎﺑﻌﮫ اﻹﺳﺗواﺋﯾﺔdef
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21-2
21-3

stretching from the tropical headwaters until its
mouth in the Mediterranean.
The River Nile springs from many --lakes
the African tropical Lake Victoria, --Lake Edward
tropical,

21-4

the territory of the Sudan.

22-1 A
22-2

On Sunday, the Libyan government
On --Sunday,

22-3

The prime minister told reporters that Bir-alGhanam , 80 km south of Tripoli, was under the
full control of the government.

22-4

The prime minister al-Baghdadi told --reporters
that Bir-al-Ghanam , 80 km south of Tripoli, was
under the full control of the government.

23-1 A

The man worked as a woodcutter

23-2
23-3

While he was working in the forest, one of his
daughters rushed up to him
You can go --home

23-4

You will barter me for a pound of gold

23-5

“I’ve become an old man and I want to perform
the duty of pilgrimage.
By --chance, her neighbor was on his balcony as
well.
I will pay you a hundred Ottoman liras if you help
me
She went to the merchant’s home and knocked at
the door.

23-6
23-7
23-8

through
addition
Def. alDefinite
through
addition
Def. al-

3.7.1.4

Def. alDef. al-

3.7.1.3
3.7.4
3.7.1.3

 ﯾﻠوﻣﺗر ﺟﻧوب80 اﻟﺣ وﻣ ﺔ ﻋﻠﻰ اﻟﺑﻠدة اﻟواﻗﻌﺔ ﻋﻠﻰ ﻌد

Definite
through
addition

 ﺧﻼل ﻣؤﺗﻣر وأﻛد رﺋ س اﻟوزراء اﻟﻠﯾﺑﻲ ﻣﺣﻣود اﻟ ﻐداد ﻟﻠﻣراﺳﻠﯾنzero

Def. al-

3.8.1

indef

zero

3.9.1.8

def

Def. al-

3.7.1.3

zero

Def. al-

3.8.10

zero

3.9.1.5

zero

3.9.1.2

ً و ﺎﻟﺻدﻓﺔ ﺎن ﺟﺎرﻫﺎ ﻓﻲ ﻣﺷرﻗﺗﻪ أ ﺿﺎzero

Def. al-

3.8.11

ﺳﺄﻋط ك ﻣﺋﺔ ﻟﯾرة ﻋﺛﻣﺎﻧ ﺔ ﻟو ﺳﺎﻋدﺗﻧﻰ

zero

3.9.1.5

Def. al-

3.7.1.1

ﺣﺗﻰ ﻣﺻﺑﮫ ﻓﻲ اﻟﺑﺣـــــــر اﻟﻣﺗوﺳط
 ﯾﻧﺑﻊ ﻧﮭر اﻟﻧﯾل ﻣن اﻟﻌدﯾد ﻣن اﻟﺑﺣﯾراتzero
 ﺑﺣﯾرة إدوارد، واﻟﻧﮭﯾرات اﻹﻓرﯾﻘﯾﺔ ﻣﺛل ﺑﺣﯾرة ﻓﯾﻛﺗورﯾﺎ اﻹﺳﺗواﺋﯾﺔzero
 ﺑﺣﯾرة أﻟﺑرت،اﻹﺳﺗواﺋﯾﺔ
 أراﺿﻰ اﻟﺳودانdef
 اﻋﻠﻧت اﻟﺣﻛوﻣﺔ اﻟﻠﯾﺑﯾﺔ اﻷﺣدdef
 اﻷﺣدzero
 وأﻛد رﺋ س اﻟوزراء اﻟﻠﯾﺑﻲ ﺧﻼل ﻣؤﺗﻣر ﺻﺣﻔﻲ ﺳ طرة اﻟﻘواتdef
.اﻟﻌﺎﺻﻣﺔ

3.7.1.5

ﺻﺣﻔﻲ ﻟﻠﻣراﺳﻠﯾن ﺳ طرة اﻟﻘوات اﻟﺣ وﻣ ﺔ ﻋﻠﻰ اﻟﺑﻠدة اﻟواﻗﻌﺔ ﻋﻠﻰ
. ﯾﻠوﻣﺗر ﺟﻧوب اﻟﻌﺎﺻﻣﺔ80 ﻌد
ﺎن ﻌﻣﻞ ﺣطﺎب ﻓﻲ اﻟﻐﺎ ﺔ
 و إذ ﺎﺣد ﺑﻧﺎﺗﻪ ﺗﺄﺗﻲ راﻛﺿﺔ.ﻫو ﺣﺗطب ﻓﻲ اﻟﻐﺎ ﺔ
ﻣ ﻧ ﻰ اﻟﻌودة ﻟﻠﺑﯾت

 ﺗﻘول ﻟﻪ اﻧك ﺗﻘﺎ ﺿﻪ ﺑرطﻞ ﻣن اﻟذﻫبindef
 اﻟﺣﺞ أﺻ ﺣت رﺟﻼً ﻣﺳن و أرد ﺗﺄد ﺔ ﻓرﺿﺔindef

indef

 ذﻫﺑت إﻟﻰ دار اﻟﺗﺎﺟر و طرﻗت اﻟ ﺎبdef
335

23-9

He was on a hunting trip

23-10

What a strange incident I witnessed!

23-11

The bird flew high into the sky.

24-1 E

The foundations of --calculus, extended the
understanding of color and light.

24-2

The foundations of calculus extended the
understanding of --color and light.

24-3

He laid the foundations of calculus, extended the
understanding of color and --light.

24-4

He studied the mechanics of planetary motion,
and discovered the law of --gravitation.

24-5

Every particle of --matter in the universe, he
wrote, attracts every other article.

25-1 A
--Women have been calling for equality with men
ownership and voting with regards to wages and
right.

25-4
25-5

zero

3.9.1.2

ﺎ ﻟﻐ ار ﺔ ﻣﺎ رأﯾت أﯾﻬﺎ اﻟطﺎﺋر

indef

zero

3.9.1.3

Def. al-

3.7.1.3

Definite
through
addition
Def. al-

3.8.2

Def. al-

3.8.2

Definite
through
addition
Def. al-

3.8.2

Definite
through
the
article
alDef. al-

3.8.1

Def. al-

3.8.2

 وﻫو اﻟذ َو ّﺳ َﻊ ﻣن، ﻫو ﻣن أرﺳﻰ ﻗواﻋد ﻋﻠم اﻟﺗﻔﺎﺿﻞ واﻟﺗﻛﺎﻣﻞzero
ِ ﻣدار ﻧﺎ ﻋن اﻟِﱠﻠ
ون واﻟﺿوء
 وﻫو اﻟذ َو ّﺳ َﻊ ﻣن، ﻫو ﻣن أرﺳﻰ ﻗواﻋد ﻋﻠم اﻟﺗﻔﺎﺿﻞ واﻟﺗﻛﺎﻣﻞzero
ِ ﻣدار ﻧﺎ ﻋن اﻟِﱠﻠ
ون واﻟﺿوء
 واﻛﺗﺷﻒ ﻗﺎﻧون اﻟﺟﺎذﺑ ﺔ، درس آﻟ ﺎت ﺣر ﺔ اﻟﻛواﻛبzero
 أ ُﺟ ِﺳ ٍم ﻣن اﻟﻣﺎدة ﻓﻲ ﻫذا اﻟﻛون ﯾﺟذب أ ُﺟ َﺳ ٍم ﻣﺎد ٍّ آﺧرzero
 طﺎﻟﺑت اﻟﻧﺳﺎء ﻓ ﻪ ﺎﻟﺧﯾر اﻟﻌﺎم واﻟﻣﺳﺎواة ﺑﯾﻧﻬن و ﯾن اﻟرﺟﺎل ﻣنzero
ﺣﯾث اﻷﺟور وﺣ اﻟﺗﻣﻠك واﻟﺗﺻو ت

ﻔﻞ اﻹﺳﻼم ﻓﯾﻬﺎ ﺗﻠك اﻟﺣﻘوق اﻟﻧﺳﺎء

--Islam had indeed safeguarded the rights of
women.
Our glorious Islam has ever underlined the
principle of --equality between man and woman
Many --studies therefore arrived at logical findings
.
It is claimed in the Western hemisphere that
societies women are oppressed in the Arab

indef

 طﺎر اﻟطﺎﺋر ﻋﺎﻟ ﺎ ﻓﻰ اﻟﺳﻣﺎءdef
 وﻫو اﻟذ َو ّﺳ َﻊ ﻣن، ﻫو ﻣن أرﺳﻰ ﻗواﻋد ﻋﻠم اﻟﺗﻔﺎﺿﻞ واﻟﺗﻛﺎﻣﻞzero
ِ ﻣدار ﻧﺎ ﻋن اﻟِﱠﻠ
ون واﻟﺿوء

25-2

25-3

ﺎن ﻓﻰ رﺣﻠﺔ ﺻﯾد

zero

 دﯾﻧﻧﺎ اﻹﺳﻼﻣﻲ اﻟﻌظ م أﻛد ﻋﻠﻰ اﻟﻣﺳﺎواة ﺑﯾن اﻟرﺟﻞ واﻟﻣرأةzero
ﺎﻧت ﻧﺗﺎﺋﺞ اﻟﻌدﯾد ﻣن اﻟدراﺳﺎت اﻟﻣﻧطﻘ ﺔ

zero

 اﻟﻐرب ﯾدﻋﻲ ظﻠم اﻟﻣرأة واﺿطﻬﺎدﻫﺎ ﻓﻲ اﻟﻣﺟﺗﻣﻌﺎت اﻟﻌر ﺔdef
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3.8.2

3.8.2

3.8.2

Def. alDef. al-

3.7.1.3

26-1 A

--Smoking is bad for your health.

26-2

Smoking causes 87 percent of lung --cancer deaths

26-3

--Quitting smoking can reduce your risk of these
problems.
--Cooking is the application of heat to food

27-1 A

. اﻟﺗدﺧﯾن ﺿﺎر ﺻﺣﺗكzero
. ﺎﻟﻣﺋﺔ ﻣن ﺣﺎﻻت اﻟﻣوت ﺳرطﺎن اﻟرﺋﺔ87  ﺳﺑب اﻟﺗدﺧﯾنzero

Def. al-

3.8.2

Definite
through
addition
Def. al-

3.8.1

Definite
through
addition
Def. al-

3.8.2

Def. al-

3.8.12

 ﺑدء اﻹﻧﺳﺎن طﻬﻲ طﻌﺎﻣﻪ ﻣن ﺧﻼل إﺷﻌﺎل اﻟﻧﺎر ﻓﻲ اﻟﻬواء اﻟطﻠzero

Def. al-

3.8.2

 ﻓ ﻣ ن أن ﻧﻘوم ﺣرق ﻣﺎدة ﻗﺎﺑﻠﺔ ﻟﻼﺷﺗﻌﺎل ﻟﻠﺣﺻول ﻋﻠﻰ اﻟﺣ اررةZero

Def. al-

3.8.2

 ﻓ ﻣ ن أن ﻧﻘوم ﺣرق ﻣﺎدة ﻗﺎﺑﻠﺔ ﻟﻼﺷﺗﻌﺎل ﻟﻠﺣﺻول ﻋﻠﻰ اﻟﺣ اررةZero

Def. al-

3.8.2

 ﻓ ﻣ ن أن ﻧﻘوم ﺣرق ﻣﺎدة ﻗﺎﺑﻠﺔ ﻟﻼﺷﺗﻌﺎل ﻟﻠﺣﺻول ﻋﻠﻰ اﻟﺣ اررةzero

Def. al-

3.8.2

. ﺗﺄﻛد ﻣن اﺣ ﺎم ﺗوﺻﯾﻞ اﻟﻛواﺑﻞdef

Def. al-

3.7.1.1

. ﺗﺄﻛد ﻣن ﺗﺷﻐﯾﻞ اﻟطﺎ ﻌﺔdef

Def. al-

3.7.1.1

. ﺗﺄﻛد ﻣن ظﻬور ﻋﻼﻣﺔ ﺗﺣدﯾد ﻓﻰ اﻟداﺋرة اﻟﻣﺟﺎورة ﻟطﺎ ﻌﺗكindef

zero

3.9.1.6

. اﻋد ﺗﺷﻐﯾﻞ اﻟﻛﻣﺑﯾوﺗرdef
. اﺗ ﻊ اﻻرﺷﺎدات اﻟظﺎﻫرة ﻋﻠﻰ اﻟﺷﺎﺷﺔ ﻟﺗﺛﺑﯾت ﺑراﻣﺞ اﻟطﺎ ﻌﺔdef

Def.al-

3.7.1.1

Definite
through

3.7.1.1

. اﻹﻗﻼع ﻋن اﻟﺗدﺧﯾن ﻘﻠﻞ ﻣن ﺧطورة ﺗﻌرﺿك ﻟﻬذﻩ اﻟﻣﺷﺎﻛﻞzero
 طﻬﻲ اﻟطﻌﺎم ﻫﻲ ﻋﻠﻣ ﺔ ﻣ ن اﻟﺗﻔ ﯾر ﺑﻬﺎ ﻋﻠﻰ إﻧﻬﺎ ﺗطﺑﯾ اﻟﺣ اررةzero
ﻋﻠﻰ اﻟطﻌﺎم

27-2

Cooking is the application of-- heat to food

27-3

In-- reality, there are several very different
methods of "electric" heating
Starting from the open fire, --mankind has evolved
many ways to generate such heat.

27-4
27-5

one either burns some combustible substance--such
as --wood, coal, or gas
27-6
one either burns some combustible substance--such
as wood,-- coal, or gas
27-7
one either burns some combustible substance--such
as wood, coal, or --gas

 طﻬﻲ اﻟطﻌﺎم ﻫﻲ ﺗطﺑﯾ اﻟﺣ اررة ﻋﻠﻰ اﻟطﻌﺎمzero
 ﻓﻲ اﻟواﻗﻊ ﻫﻧﺎك اﻟﻛﺛﯾر ﻣن أﻧواع اﻟﺗﺳﺧﯾنzero

ﻣﺛﻞ اﻟﻔﺣم واﻟﺧﺷب واﻟﻐﺎز

ﻣﺛﻞ اﻟﻔﺣم واﻟﺧﺷب واﻟﻐﺎز

Make sure the cable connections are secure
28-2
Make sure the printer is powered on.

28-4
28-5

Make sure that your printer has a check mark in the
circle next to it.
Restart the computer.
Follow the onscreen instructions to install the
printer software.

3.8.2

ﻣﺛﻞ اﻟﻔﺣم واﻟﺧﺷب واﻟﻐﺎز

28-1 A

28-3

3.8.2
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28-6

On the desktop, open the CD.

29-1 A

If you break your journey for more than 72 hours at
any point, please reconfirm your intention of using
your continuing or return-- reservation.
Inform the airline office at the point where you
intend to resume your journey at least 72 hours
before --departure.
Inform the airline office at the point where you
intend to resume your journey at least 72 hours
before departure.
--Libyan Airlines will try to comply as much as
possible with special requests in regard to the
service on board, provide d such requests are made
in time.
--Passengers should report at the town office or at
the airport.
For safety reasons, --dangerous goods as defined in
the IATA Dangerous Goods Regulations, such as
those listed above, shall not be carried in as
passenger checked or carry-on baggage.
dangerous goods as defined in the IATA
Dangerous Goods Regulations, such as those listed
above, shall not be carried in as passenger checked
or --carry-on baggage.
Not to carry --corrosives such as mercury, acids,
alkalis and wet cell batteries.

29-2
29-3
29-4

29-5
29-6

29-7

29-8
29-9
29-10

. و4 اﻓﺗﺢ اﻟﻘرص اﻟﻣﺿﻎ, ﻓﻰ ﺳطﺢ اﻟﻣ ﺗبdef
 ﺳﺎﻋﺔ ﻓﺎﻟرﺟﺎء72  اذا ﻟم ﺗﺗﻣ ن ﻣن ﻣواﺻﻠﺔ رﺣﻠﺗك ﻟﻣدة اﻛﺛر ﻣنzero
.اﻋﺎدة اﻟﺣﺟز ﻻﺗﻣﺎﻣﻬﺎ او اﻟﻌودة

. ﺳﺎﻋﺔ ﻣن اﻟﻣﻐﺎدرة72  اﺧطﺎر اﻟﻣ ﺗب ﻗﺑﻞzero

addition
Definite
through
addition

3.7.1.1

Def. al- 3.8.2
Def. al-

3.8.2

Def. al-

3.7.1.1

 اﻟﺧطو اﻟﺟو ﺔ اﻟﻠﯾﺑ ﺔ ﺗﺣﺎول داﺋﻣﺎ و ﻘدر اﻻﻣ ﺎن ﻣراﻋﺎة ظروفzero

Def. al-

3.8.1

. ﻋﻠﻰ اﻟﻣﺳﺎﻓرن ان ﻌﻠﻣوا اﻟﺷر ﺔ اﻟﻧﺎﻗﻠﺔ او اﻟﺣﺿور اﻟﻰ اﻟﻣطﺎرzero

Def. al-

3.8.1

 ﻻﺳ ﺎب ﺗﺗﻌﻠzero

Def. al-

3.8.1

 وط ﻘﺎ ﻟﻠﺗﻌرﻒ اﻟوارد ﻓﻰ ﻟواﺋﺢ اﻻ ﺎﺗﺎ ﻟﻼﻣﺗﻌﺔ اﻟﺧطرة ﻣﻧﻊ ﻣﻧﻌﺎ ﺎﺗﺎzero

Def. al-

3.8.2

 ﻻ ﯾﺟوز ﺣﻣﻞ اﻟﻣواد اﻟﻣﺳﺑ ﺔ ﻟﻠﺗﺄﻛﻞ ﻣﺛﻞ اﻟزﺋﺑ واﻻﺣﻣﺎض اﻟﻘﻠو ﺔzero

Def. al-

3.8.1

Not to carry corrosives such as --mercury, acids,
alkalis and wet cell batteries.

 ﻻ ﯾﺟوز ﺣﻣﻞ اﻟﻣواد اﻟﻣﺳﺑ ﺔ ﻟﻠﺗﺄﻛﻞ ﻣﺛﻞ اﻟزﺋﺑ واﻻﺣﻣﺎض اﻟﻘﻠو ﺔzero

Def. al-

3.8.2

Not to carry corrosives such as mercury, acids, -alkalis and wet cell batteries.

 ﻻ ﯾﺟوز ﺣﻣﻞ اﻟﻣواد اﻟﻣﺳﺑ ﺔ ﻟﻠﺗﺄﻛﻞ ﻣﺛﻞ اﻟزﺋﺑ واﻻﺣﻣﺎض اﻟﻘﻠو ﺔzero

Definite
through

3.8.2

. ﺳﺎﻋﺔ ﻣن اﻗﻼع اﻟطﺎﺋرة72  اﺧطﺎر اﻟﻣ ﺗب ﻗﺑﻞdef

.اﻟﻣﺳﺎﻓرن اﻟﺧﺎﺻﺔ داﺧﻞ اﻟطﺎﺋرة

ﺎﻟﺳﻼﻣﺔ وط ﻘﺎ ﻟﻠﺗﻌرﻒ اﻟوارد ﻓﻰ ﻟواﺋﺢ اﻻ ﺎﺗﺎ

.ﻟﻼﻣﺗﻌﺔ اﻟﺧطرة ﻣﻧﻊ ﻣﻧﻌﺎ ﺎﺗﺎ ﺣﻣﻞ اﻻﻣﺗﻌﺔ اﻟﻣدرﺟﺔ

.ﺣﻣﻞ اﻻﻣﺗﻌﺔ اﻟﻣدرﺟﺔ

.واﻟ طﺎرﺎت اﻟﺳﺎﺋﻠﺔ
.واﻟ طﺎرﺎت اﻟﺳﺎﺋﻠﺔ
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.واﻟ طﺎرﺎت اﻟﺳﺎﺋﻠﺔ
29-11
29-12
30-1 A
30-2
30-3
30-4

Not to carry corrosives such as mercury, acids,
alkalis and --wet cell batteries.

 ﻻ ﯾﺟوز ﺣﻣﻞ اﻟﻣواد اﻟﻣﺳﺑ ﺔ ﻟﻠﺗﺄﻛﻞ ﻣﺛﻞ اﻟزﺋﺑ واﻻﺣﻣﺎض اﻟﻘﻠو ﺔzero

the
article
alDef. al-

Passengers should report at the town office or at
the airport.
To provide --students with the fundamental
knowledge of Islamic banking.
To provide students with the fundamental
knowledge of Islamic banking.
To introduce students to -- instruments and
techniques used in the Islamic banking.

. ﻋﻠﻰ اﻟﻣﺳﺎﻓرن ان ﻌﻠﻣوا اﻟﺷر ﺔ اﻟﻧﺎﻗﻠﺔ او اﻟﺣﺿور اﻟﻰ اﻟﻣطﺎرDef

Def. al-

3.7.1.3

 ﻟﺗزو د اﻟطﻠ ﺔ ﺎﻟﻣﻌﻠوﻣﺎت اﻻﺳﺎﺳ ﻪ ﺣول اﻟﻣﺻﺎرف اﻻﺳﻼﻣ ﻪzero

Def. al-

3.8.9

 ﻟﺗزو د اﻟطﻠ ﺔ ﺎﻟﻣﻌﻠوﻣﺎت اﻻﺳﺎﺳ ﻪ ﺣول اﻟﻣﺻﺎرف اﻻﺳﻼﻣ ﻪdef

Def. al-

3.7.1.2

 ﺗﻌرﻒ اﻟطﻼب ﻋﻠﻰ اﻷﺳﺎﻟﯾب و اﻷدوات اﻟﻣﺳﺗﺧدﻣﺔ ﻓﻲ اﻟﻣﺻﺎرفzero

Def. al-

3.8.1

 ﺗﻌرﻒ اﻟطﻼب ﻋﻠﻰ اﻷﺳﺎﻟﯾب و اﻷدوات اﻟﻣﺳﺗﺧدﻣﺔ ﻓﻲ اﻟﻣﺻﺎرفzero

Def. al-

3.8.1

 ﺗدرب اﻟطﻠ ﺔ ﻋﻠﻰ اﻟﻘﺎﻧون اﻟﻣﺻرﻓﻲ اﻹﺳﻼﻣﻲzero
. اﺧﻠطﻰ اﻟدﺟﺎج ﻣﻊ ﻞ ﻣن اﻟﺛوم واﻟﻣﺎﯾوﻧﯾز واﻟﺧﻞ واﻟﻣﻠﺢ واﻟﻔﻠﻔﻞzero

Def. al-

3.8.2

Def. al-

3.8.1

. اﺧﻠطﻰ اﻟدﺟﺎج ﻣﻊ ﻞ ﻣن اﻟﺛوم واﻟﻣﺎﯾوﻧﯾز واﻟﺧﻞ واﻟﻣﻠﺢ واﻟﻔﻠﻔﻞzero

Def. al-

3.8.2

. اﺧﻠطﻰ اﻟدﺟﺎج ﻣﻊ ﻞ ﻣن اﻟﺛوم واﻟﻣﺎﯾوﻧﯾز واﻟﺧﻞ واﻟﻣﻠﺢ واﻟﻔﻠﻔﻞzero

Def. al-

3.8.2

. اﺧﻠطﻰ اﻟﺷوﻓﺎن ﻣﻊ ﻓﺗﺎت اﻟﺧﺑز وﺗﺑﻠﻰ ﺎﻟﻣﻠﺢ واﻟﻔﻠﻔﻞzero

Definite
through
addition
Def. al-

3.8.2

Def. al-

3.8.2

Def. al-

3.8.2

Def. al-

3.8.2

To introduce students to instruments and --techniques used in the Islamic banking.

30-5

To train students in -- Islamic law and finance.

31-1 A

Mix --chicken with garlic, mayonnaise, vinegar, salt
and pepper.
Mix chicken with --garlic, mayonnaise, vinegar, salt
and pepper.
Mix chicken with garlic, mayonnaise, --vinegar, salt
and pepper.
Mix ground oats, --bread crumbs and season with
salt and pepper.

31-2
31-3
31-4

31-5

Heat the oven to 180 C

32-1 A

Mix --warm water with yeast and sugar.

32-2

Mix with ¾ cup flour, oats and --salt.

32-3

Add the remaining-- flour gradually.

3.8.1

.واﻟ طﺎرﺎت اﻟﺳﺎﺋﻠﺔ

اﻻﺳﻼﻣ ﻪ
اﻻﺳﻼﻣ ﻪ

م180  ﺳﺧﻧﻰ اﻟﻔرن ﺑدرﺟﺔdef
. اﺧﻠطﻰ ﻞ ﻣن اﻟﻣﺎء واﻟﺧﻣﯾرة واﻟﺳ رzero
. اﺿ ﻔﻰ ¾ وب ﻣن اﻟدﻗﯾ واﻟﺷوﻓﺎن واﻟﻣﻠﺢzero
. اﺿ ﻔﻰ ﺎﻗﻰ اﻟدﻗﯾ ﺎﻟﺗدرﺞzero
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3.7.1.1

33-1 A
33-2

33-3

It includes --detailed explanation for all the basics
of English Grammar.
It includes detailed explanation for all the basics
of-- English Grammar.

33-8

If you want to know the meaning of a word, you
will highlight it by underlining.
If you want to know the meaning of a word, you
will highlight it by underlining.
It includes --English and Arabic explanation of the
English Grammar with examples and tests and also
linguistic common mistakes for preparing to
TOEFL.
It includes English and Arabic explanation of the
English Grammar with examples and tests and also
linguistic common mistakes for preparing to
TOEFL.
It includes English and Arabic explanation of the
English Grammar with --examples and tests and
also linguistic common mistakes for preparing to
TOEFL.
It includes English and Arabic explanation of the
English Grammar with examples and tests and also
-- linguistic common mistakes for preparing to
TOEFL.
for preparing to --TOEFL.

34-1E

Sales clerk: May I help you, --sir?

34-2

I want to talk to the owner of this store -I don't
know who he is, but I want to see him right now!

34-3

Customer: Yes! I'm very angry. I bought some

33-4
33-4

33-5

33-6

33-7

 ﺗﺣﺗو ﻋﻠﻰ ﺷرح ﻣﻔﺻﻞ ﻟﻛﺎﻓﺔ اﺳس ﻗواﻋد اﻟﻠﻐﺔ اﻻﻧﺟﻠﯾزﺔzero

zero

3.8.2

 ﺗﺣﺗو ﻋﻠﻰ ﺷرح ﻣﻔﺻﻞ ﻟﻛﺎﻓﺔ اﺳس ﻗواﻋد اﻟﻠﻐﺔ اﻻﻧﺟﻠﯾزﺔzero

3.8.2

 اذا اردت ﻣﻌرﻓﺔ ﻣﻌﻧﻰ ﻠﻣﺔ ﯾﺗم ﺎﻟﺗظﻠﯾﻞ ﺗﺣﺗﻬﺎ ﺑﺧdef

Definite
through
addition
zero

 اذا اردت ﻣﻌرﻓﺔ ﻣﻌﻧﻰ ﻠﻣﺔ ﯾﺗم ﺎﻟﺗظﻠﯾﻞ ﺗﺣﺗﻬﺎ ﺑﺧindef

zero

3.9.1.2

zero

3.8.2

Definite
through
addition

3.7.1.1

zero

3.8.1

Def. al-

3.8.1

Def. al-

3.8.2

Def. al-

3.7.1.4

Def. al-

3.7.1.2

Def. al-

3.7.6

 ﺗﺣﺗو ﻋﻠﻰ ﺷرح واﻓر ﻟﻘواﻋد اﻟﻠﻐﺔ اﻻﻧﺟﻠﯾزﺔ ﺎﻟﻠﻐﺗﯾن اﻟﻌر ﺔzero

3.7.1.2

واﻻﻧﺟﻠﯾزﺔ ﻣﻊ ﻣﺟود اﻣﺛﻠﺔ واﺧﺗ ﺎرات واﻻﺧطﺎء اﻟﻠﻐو ﺔ اﻟﺷﺎﺋﻌﺔ
.ﻟﻼﻋداد ﻟﻣرﺣﻠﺔ اﻣﺗﺣﺎن اﻟﺗوﻓﻞ

 ﺗﺣﺗو ﻋﻠﻰ ﺷرح واﻓر ﻟﻘواﻋد اﻟﻠﻐﺔ اﻻﻧﺟﻠﯾزﺔ ﺎﻟﻠﻐﺗﯾن اﻟﻌر ﺔdef

واﻻﻧﺟﻠﯾزﺔ ﻣﻊ ﻣﺟود اﻣﺛﻠﺔ واﺧﺗ ﺎرات واﻻﺧطﺎء اﻟﻠﻐو ﺔ اﻟﺷﺎﺋﻌﺔ
.ﻟﻼﻋداد ﻟﻣرﺣﻠﺔ اﻣﺗﺣﺎن اﻟﺗوﻓﻞ

 ﺗﺣﺗو ﻋﻠﻰ ﺷرح واﻓر ﻟﻘواﻋد اﻟﻠﻐﺔ اﻻﻧﺟﻠﯾزﺔ ﺎﻟﻠﻐﺗﯾن اﻟﻌر ﺔzero

واﻻﻧﺟﻠﯾزﺔ ﻣﻊ ﻣﺟود اﻣﺛﻠﺔ واﺧﺗ ﺎرات واﻻﺧطﺎء اﻟﻠﻐو ﺔ اﻟﺷﺎﺋﻌﺔ
.ﻟﻼﻋداد ﻟﻣرﺣﻠﺔ اﻣﺗﺣﺎن اﻟﺗوﻓﻞ

 ﺗﺣﺗو ﻋﻠﻰ ﺷرح واﻓر ﻟﻘواﻋد اﻟﻠﻐﺔ اﻻﻧﺟﻠﯾزﺔ ﺎﻟﻠﻐﺗﯾن اﻟﻌر ﺔzero

واﻻﻧﺟﻠﯾزﺔ ﻣﻊ ﻣﺟود اﻣﺛﻠﺔ واﺧﺗ ﺎرات واﻻﺧطﺎء اﻟﻠﻐو ﺔ اﻟﺷﺎﺋﻌﺔ
.ﻟﻼﻋداد ﻟﻣرﺣﻠﺔ اﻣﺗﺣﺎن اﻟﺗوﻓﻞ

. ﻟﻼﻋداد ﻟﻣرﺣﻠﺔ اﻣﺗﺣﺎن اﻟﺗوﻓﻞzero
 ﻫﻞ اﺳﺗط ﻊ ﻣﺳﺎﻋدﺗك اﯾﻬﺎ اﻟﺳﯾد؟: ﻣوظﻒ اﻟﻣﺑ ﻌﺎتzero
. ارد ﻣﻘﺎﺑﻠﺔ اﻟﻣدﯾر ﻓﺎﻧﺎ ﻻ اﻋرﻓﻪ وﻟﻛﻧﻧﻰ ارد ﻣﻘﺎﺑﻠﺗﻪ ﻓﻰ اﻟﺣﺎلdef
 ﻧﻌم ﻓﺎﻧﺎ ﻏﺎﺿب ﺟدا ﻓﻘد اﺷﺗرت ﻟﺣم ﻣن ﻫذا اﻟﻣﺣﻞ: اﻟزونzero
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meat from this store,
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35-14

, ﻧﺻ ﻪ اﻟﺑرطﺎﻧﯾون ﻋﺷ ﺔ ﺛورة ﻋﻧ ﻔﺔdef

Def. al-

3.7.2

, ﻧﺻ ﻪ اﻟﺑرطﺎﻧﯾون ﻋﺷ ﺔ ﺛورة ﻋﻧ ﻔﺔdef

zero

3.7.1.2

 ﺛورة ﻋﻧ ﻔﺔindef
 واﺣدا ﻣن ﺣﻔﻧﺔ ﻣﻌدودة ﻣن اﻟﻌراﻗﯾﯾن اﻟذﯾن ﻣﺎﺗوا ﻣﯾﺗﺔ طﺑ ﻌ ﺔ ﻋﺎمindef

zero

3.9.1.2

zero

3.9.1.2

he ruled for 10 years and was one of a handful of
Iraqi leaders to die of --natural causes, in 1933.

 ﺳﻧوات و ﺎن واﺣدا ﻣن ﺣﻔﻧﺔ ﻣﻌدودة ﻣن10  اﻣﺿﻰ ﻓﻰ اﻟﺣ مzero

zero

3.8.1

The young king, his regent and almost the entire
royal family and entourage were killed in a bloody
coup in 1958.
The young king, his regent and almost the entire
royal family and entourage were killed in a bloody
coup in 1958.
The young king, his regent and almost the entire
royal family and entourage were killed in a bloody
coup in 1958.
To make --matters worse, Iraqis have proved to be
strong nationalists.
To make matters worse, --Iraqis have proved to be
strong nationalists
In every war in which --Iraq has participated over
the last half century,
over the last half century,

 اﻟﻣﻠك اﻟﺷﺎب واﻟوﺻﻰ ﻋﻠﻰ اﻟﻌرش وﺟﻣ ﻊ اﺑﻧﺎء اﻟﻌﺎﺋﻠﺔ اﻟﻣﺎﻟﻛﺔdef

def

3.7.1.3

 اﻟﻣﻠك اﻟﺷﺎب واﻟوﺻﻰ ﻋﻠﻰ اﻟﻌرش وﺟﻣ ﻊ اﺑﻧﺎء اﻟﻌﺎﺋﻠﺔ اﻟﻣﺎﻟﻛﺔdef

Definite
through
addition
zero

3.7.1.3

ﻓﺎن اﻟﻌراﻗﯾﯾن اﺛﺑﺗوا اﻧﻬم وطﻧﯾون اﺷداء, ﻟزﺎدة اﻟطﯾن ﺑﻠﺔzero

Def al-

3.8.1

ﻓﺎن اﻟﻌراﻗﯾﯾن اﺛﺑﺗوا اﻧﻬم وطﻧﯾون اﺷداء, ﻟزﺎدة اﻟطﯾن ﺑﻠﺔzero

def

3.8.1

zero

def

3.7.1.4

, ﻓﻰ ﻧﺻﻒ اﻟﻘرن اﻟﻣﺎﺿﻰdef
 ﺣﺗﻰ ﺣﯾن ﺎﻧوا ﯾدر ون اﻧﻬم, ﺎن اﻟﻌراﻗﯾون ﺣﺎرون ﺑﺛ ﺎتzero

def

3.7.1.3

def

3.8.1

 وﻣن ﺛم ﻓﻰ ﺣرب اﻟﺧﻠﯾﺞ, اﻻﻣر ﯾون اﻟذﯾن ﺣﺎر وا ﻓﻰ ﻓﯾﺗﻧﺎمzero

def

3.8.1

Installed by the British in the wake of a violent
revolt,
Installed by the British in the wake of a violent
revolt
a violent revolt
one of a handful of Iraqi leaders to die of natural
causes, in 1933.

--Iraqis have fought tenaciously- even when they
knew they were going to lose.
--Americans who had fought in Vietnam, and then

.1933

.1933 اﻟﻌراﻗﯾﯾن اﻟذﯾن ﻣﺎﺗوا ﻣﯾﺗﺔ طﺑ ﻌ ﺔ ﻋﺎم

.1958 ﺗﻘر ﺎ وﺣﺎﺷﯾﺗﻬم ﻗﺗﻠوا ﻓﻰ اﻧﻘﻼب ﻋﺎم
.1958 ﺗﻘر ﺎ وﺣﺎﺷﯾﺗﻬم ﻗﺗﻠوا ﻓﻰ اﻧﻘﻼب ﻋﺎم

 اﻟﻣﻠك اﻟﺷﺎب واﻟوﺻﻰ ﻋﻠﻰ اﻟﻌرش وﺟﻣ ﻊ اﺑﻧﺎء اﻟﻌﺎﺋﻠﺔ اﻟﻣﺎﻟﻛﺔindef

3.9.1.2

.1958 ﺗﻘر ﺎ وﺣﺎﺷﯾﺗﻬم ﻗﺗﻠوا ﻓﻰ اﻧﻘﻼب ﻋﺎم

ﻓﻔﻰ ﻞ ﺣرب ﺷﺎرك ﻓﯾﻬﺎ اﻟﻌراق ﻓﻰ ﻧﺻﻒ اﻟﻘرن اﻟﻣﺎﺿﻰ

.ﺳﯾﺧﺳروﻧﻬﺎ
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again in the first golf war, recalled that their fire
fights with Iraqis were more intense than anything
they had experience from the North Vietnamese.
35-15

Americans who had fought in --Vietnam,

35-16

Americans who had fought in Vietnam, and then
again in the first golf war,.

35-17

Americans who had fought in Vietnam, and then
again in the first golf war, recalled that their fire
fights with --Iraqis were more intense than
anything they had experience from the North
Vietnamese.

35-18

they had experience from the North Vietnamese.

35-19

The only question now is, will the administration
finally recognize its errors? It might already be too
late to achieve
The only question now is, will the administration
finally recognize its errors? It might already be too
late to achieve
Last spring the U.S. dollar looked as if it was
heading for a meltdown.
Last spring the U.S. dollar looked as if it was
heading for a meltdown.
The bears warned that it marked the end of the
strong-dollar era

35-20
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36-2
36-3
36-4

36-5

the end of the strong-dollar era, a time when New
Economy hype overinflated the price of the dollar
as well.
the end of the strong-dollar era, a time when New
Economy hype overinflated the price of the dollar

 ﯾﺗذ رون ان اﻟﺣروب اﻟﻧﺎرﺔ اﻟﺗﻰ ﺧﺎﺿوﻫﺎ ﻣﻊ اﻟﻌراﻗﯾﯾن,اﻻوﻟﻰ
ﺎﻧت اﻛﺛر ﺷدة ﻣن ﺗﻠك اﻟﺗﻰ ﺧﺑروﻫﺎ ﻓﻰ ﻗﺗﺎﻟﻬم ﺿد اﻟﻔﯾﺗﻧﺎﻣﯾﯾن

.اﻟﺷﻣﺎﻟﯾﯾن

, اﻻﻣر ﯾون اﻟذﯾن ﺣﺎوﻟوا ﻓﻰ ﻓﯾﺗﻧﺎمzero
 وﻣن ﺛم ﻓﻰ ﺣرب اﻟﺧﻠﯾﺞ اﻻوﻟﻰ, اﻻﻣر ﯾون اﻟذﯾن ﺣﺎوﻟوا ﻓﻰ ﻓﯾﺗﻧﺎمdef

zero

3.7.1.4

Definite
through
addition
Def al-

3.7.1.3

. ﺧﺑروﻫﺎ ﻓﻰ ﻗﺗﺎﻟﻬم ﺿد اﻟﻔﯾﺗﻧﺎﻣﯾﯾن اﻟﺷﻣﺎﻟﯾﯾنdef
 ﻫﻞ ﺳﺗدرك اﻻدارة اﺧطﺎءﻫﺎ ام اﻧﻪ ﻓﺎت اﻻوان, اﻟﺳؤال اﻟوﺣﯾد ﻫﻧﺎdef

Def al-

3.7.1.3

Def al-

3.7.7

 ﻫﻞ ﺳﺗدرك اﻻدارة اﺧطﺎءﻫﺎ ام اﻧﻪ ﻓﺎت اﻻوان, اﻟﺳؤال اﻟوﺣﯾد ﻫﻧﺎdef

Def al-

3.7.1.3

. اﻟر ﻊ اﻟﻣﺎﺿﻰ ﺑدا اﻟدوﻻر اﻻﻣر ﻰ و ﺎﻧﻪ ﻣﺗﺟﻪ ﻧﺣو اﻻﻧﻬ ﺎرdef

def

3.7.1.3

. اﻟر ﻊ اﻟﻣﺎﺿﻰ ﺑدا اﻟدوﻻر اﻻﻣر ﻰ و ﺎﻧﻪ ﻣﺗﺟﻪ ﻧﺣو اﻻﻧﻬ ﺎرindef

Def al-

3.9.1.2

 وﺣذر اﻟﻣﺗﺷﺎﺋﻣون ﻓﻰ اﻻﺳواق ﻣن ان ﻫذا ﻣﺛﻞ ﻧﻬﺎ ﺔ ﺣﻘ ﺔ ﻗوةdef

Def al-

3.8.10

Def.
through
addition
Def al-

3.7.1.2

 وﻣن ﺛم ﻓﻰ ﺣرب اﻟﺧﻠﯾﺞ, اﻻﻣر ﯾون اﻟذﯾن ﺣﺎوﻟوا ﻓﻰ ﻓﯾﺗﻧﺎمzero

3.8.1

 ﯾﺗذ رون ان اﻟﺣروب اﻟﻧﺎرﺔ اﻟﺗﻰ ﺧﺎﺿوﻫﺎ ﻣﻊ اﻟﻌراﻗﯾﯾن,اﻻوﻟﻰ
ﺎﻧت اﻛﺛر ﺷدة ﻣن ﺗﻠك اﻟﺗﻰ ﺧﺑروﻫﺎ ﻓﻰ ﻗﺗﺎﻟﻬم ﺿد اﻟﻔﯾﺗﻧﺎﻣﯾﯾن

.اﻟﺷﻣﺎﻟﯾﯾن

.ﻟﺗﺣﻘﯾ ذﻟك
.ﻟﺗﺣﻘﯾ ذﻟك

.اﻟدوﻻر

 وﻫﻰ اﻟﻔﺗرة اﻟﺗﻰ اد ﻓﯾﻬﺎ اﻟﺻﻌود اﻟﻣ ﺎﻟﻎ, ﻧﻬﺎ ﺔ ﺣﻘ ﺔ ﻗوة اﻟدوﻻرdef

.ﻓ ﻪ ﻟﻼﺳواق ﻓﻰ اﻻﻗﺗﺻﺎد اﻟﺟدﯾد اﻟﻰ ﺗﺿﺧم اﺳﻌﺎر اﻟدوﻻر ذﻟك

 وﻫﻰ اﻟﻔﺗرة اﻟﺗﻰ اد ﻓﯾﻬﺎ اﻟﺻﻌود اﻟﻣ ﺎﻟﻎ, ﻧﻬﺎ ﺔ ﺣﻘ ﺔ ﻗوة اﻟدوﻻرdef
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3.7.1.2

as well.
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36-10

36-11

36-12

the end of the strong-dollar era, a time when New
Economy hype overinflated the price of the dollar
as well.
Last spring the U.S. dollar looked as if it was
heading for a meltdown. The bears warned that it
marked the end of the strong-dollar era, a time
when --New Economy hype overinflated the price
of the dollar as well.
Last spring the U.S. dollar looked as if it was
heading for a meltdown. The bears warned that it
marked the end of the strong-dollar era, a time
when New Economy hype overinflated the price
of the dollar as well.

.ﻓ ﻪ ﻟﻼﺳواق ﻓﻰ اﻻﻗﺗﺻﺎد اﻟﺟدﯾد اﻟﻰ ﺗﺿﺧم اﺳﻌﺎر اﻟدوﻻر ذﻟك
 وﻫﻰ اﻟﻔﺗرة اﻟﺗﻰ اد ﻓﯾﻬﺎ اﻟﺻﻌود اﻟﻣ ﺎﻟﻎ, ﻧﻬﺎ ﺔ ﺣﻘ ﺔ ﻗوة اﻟدوﻻرindef

Def al-

3.9.1.5

. اﻟر ﻊ اﻟﻣﺎﺿﻰ ﺑدا اﻟدوﻻر اﻻﻣر ﻰ و ﺎﻧﻪ ﻣﺗﺟﻪ ﻧﺣو اﻻﻧﻬ ﺎرzero

Def al--

3.8.2

Definite
through
addition

3.7.1.2

Def al-

3.7.1.3

Def al-

3.8.1

Def al-

3.8.1

Definite
through

3.8.1

.ﻓ ﻪ ﻟﻼﺳواق ﻓﻰ اﻻﻗﺗﺻﺎد اﻟﺟدﯾد اﻟﻰ ﺗﺿﺧم اﺳﻌﺎر اﻟدوﻻر ذﻟك
وﺣذر اﻟﻣﺗﺷﺎﺋﻣون ﻓﻰ اﻻﺳواق ﻣن ان ﻫذا ﻣﺛﻞ ﻧﻬﺎ ﺔ ﺣﻘ ﺔ ﻗوة

 وﻫﻰ اﻟﻔﺗرة اﻟﺗﻰ اد ﻓﯾﻬﺎ اﻟﺻﻌود اﻟﻣ ﺎﻟﻎ ﻓ ﻪ ﻟﻼﺳواق ﻓﻰ,اﻟدوﻻر
.اﻻﻗﺗﺻﺎد اﻟﺟدﯾد اﻟﻰ ﺗﺿﺧم اﺳﻌﺎر اﻟدوﻻر ذﻟك

. اﻟر ﻊ اﻟﻣﺎﺿﻰ ﺑدا اﻟدوﻻر اﻻﻣر ﻰ و ﺎﻧﻪ ﻣﺗﺟﻪ ﻧﺣو اﻻﻧﻬ ﺎرdef
وﺣذر اﻟﻣﺗﺷﺎﺋﻣون ﻓﻰ اﻻﺳواق ﻣن ان ﻫذا ﻣﺛﻞ ﻧﻬﺎ ﺔ ﺣﻘ ﺔ ﻗوة

 وﻫﻰ اﻟﻔﺗرة اﻟﺗﻰ اد ﻓﯾﻬﺎ اﻟﺻﻌود اﻟﻣ ﺎﻟﻎ ﻓ ﻪ ﻟﻼﺳواق ﻓﻰ,اﻟدوﻻر
.اﻻﻗﺗﺻﺎد اﻟﺟدﯾد اﻟﻰ ﺗﺿﺧم اﺳﻌﺎر اﻟدوﻻر ذﻟك

The dollar won’t necessarily rise in line with
soaring U.S. stocks, either. There is no correlation
between currencies and markets, says Alex Patelis
of Merrill Lynch. “ Currency markets are fickle;
they don’t move in a straight line,” he says.

 ان اﺳﻌﺎر اﻟدوﻻر ﻟن ﯾرﺗﻔﻊ ﻣواﻛ ﺔ اﺳﻌﺎر اﻻﺳﻬم اﻻﻣر ﺔ اﻟﺗﻰdef

The dollar won’t necessarily rise in line with
soaring U.S. stocks, either. There is no correlation
between --currencies and markets, says Alex
Patelis of Merrill Lynch. “Currency markets are
fickle; they don’t move in a straight line,” he says.

 ان اﺳﻌﺎر اﻟدوﻻر ﻟن ﯾرﺗﻔﻊ ﻣواﻛ ﺔ اﺳﻌﺎر اﻻﺳﻬم اﻻﻣر ﺔ اﻟﺗﻰzero

The dollar won’t necessarily rise in line with
soaring U.S. stocks, either. There is no correlation
between currencies and --markets, says Alex
Patelis of Merrill Lynch. “ Currency markets are
fickle; they don’t move in a straight line,” he says.

 ان اﺳﻌﺎر اﻟدوﻻر ﻟن ﯾرﺗﻔﻊ ﻣواﻛ ﺔ اﺳﻌﺎر اﻻﺳﻬم اﻻﻣر ﺔ اﻟﺗﻰzero

The dollar won’t necessarily rise in line with
soaring U.S. stocks, either. There is no correlation

 ان اﺳﻌﺎر اﻟدوﻻر ﻟن ﯾرﺗﻔﻊ ﻣواﻛ ﺔ اﺳﻌﺎر اﻻﺳﻬم اﻻﻣر ﺔ اﻟﺗﻰzero

ﻣﯾرﻞ:  و ﻘول اﻟ س ﺎﺗﯾﻠس ﻣن ﺷر ﺔ.ﺗﺷﻬد ارﺗﻔﺎﻋﺎ ﺑﯾ ار اﻻن

ﻓﺎﺳﻌﺎر اﻟﻌﻣﻠﺔ:  ﻟ س ﻫﻧﺎك ﺗﻧﺎﺳب ﺑﯾن اﻟﻌﻣﻼت واﻻﺳواق:ﻟﯾﻧش
.وﻻ ﺗﺳﯾر ﺑﺧ ﻣﺳﺗﻘ م,ﻣﺗﻘﻠ ﺔ

ﻣﯾرﻞ:  و ﻘول اﻟ س ﺎﺗﯾﻠس ﻣن ﺷر ﺔ.ﺗﺷﻬد ارﺗﻔﺎﻋﺎ ﺑﯾ ار اﻻن

ﻓﺎﺳﻌﺎر اﻟﻌﻣﻠﺔ:  ﻟ س ﻫﻧﺎك ﺗﻧﺎﺳب ﺑﯾن اﻟﻌﻣﻼت واﻻﺳواق:ﻟﯾﻧش
.وﻻ ﺗﺳﯾر ﺑﺧ ﻣﺳﺗﻘ م,ﻣﺗﻘﻠ ﺔ

ﻣﯾرﻞ:  و ﻘول اﻟ س ﺎﺗﯾﻠس ﻣن ﺷر ﺔ.ﺗﺷﻬد ارﺗﻔﺎﻋﺎ ﺑﯾ ار اﻻن

ﻓﺎﺳﻌﺎر اﻟﻌﻣﻠﺔ:  ﻟ س ﻫﻧﺎك ﺗﻧﺎﺳب ﺑﯾن اﻟﻌﻣﻼت واﻻﺳواق:ﻟﯾﻧش
.وﻻ ﺗﺳﯾر ﺑﺧ ﻣﺳﺗﻘ م,ﻣﺗﻘﻠ ﺔ
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between currencies and markets, says Alex Patelis
of Merrill Lynch. “ --Currency markets are fickle;
they don’t move in a straight line,” he says.
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ﻣﯾرﻞ:  و ﻘول اﻟ س ﺎﺗﯾﻠس ﻣن ﺷر ﺔ.ﺗﺷﻬد ارﺗﻔﺎﻋﺎ ﺑﯾ ار اﻻن

addition

ﻓﺎﺳﻌﺎر اﻟﻌﻣﻠﺔ:  ﻟ س ﻫﻧﺎك ﺗﻧﺎﺳب ﺑﯾن اﻟﻌﻣﻼت واﻻﺳواق:ﻟﯾﻧش
.وﻻ ﺗﺳﯾر ﺑﺧ ﻣﺳﺗﻘ م,ﻣﺗﻘﻠ ﺔ

The dollar won’t necessarily rise in line with
soaring U.S. stocks, either. There is no correlation
between currencies and markets, says Alex Patelis
of Merrill Lynch. “ Currency markets are fickle;
they don’t move in a straight line,” he says.

 ان اﺳﻌﺎر اﻟدوﻻر ﻟن ﯾرﺗﻔﻊ ﻣواﻛ ﺔ اﺳﻌﺎر اﻻﺳﻬم اﻻﻣر ﺔ اﻟﺗﻰindef

The dollar won’t necessarily rise in --line with
soaring U.S. stocks, either. There is no correlation
between currencies and markets, says Alex Patelis
of Merrill Lynch. “ Currency markets are fickle;
they don’t move in a straight line,” he says.

 ان اﺳﻌﺎر اﻟدوﻻر ﻟن ﯾرﺗﻔﻊ ﻣواﻛ ﺔ اﺳﻌﺎر اﻻﺳﻬم اﻻﻣر ﺔ اﻟﺗﻰzero

The dollar won’t necessarily rise in line with
soaring --U.S. stocks, either. There is no
correlation between currencies and markets, says
Alex Patelis of Merrill Lynch. “ Currency markets
are fickle; they don’t move in a straight line,” he
says.
--God (Glory be to him) loves good for his
creatures, mainly mankind. He likes man to be
healthy as he wants man to believe in him. Since
cleanliness is the key to health, so cleanliness is
next to godliness. Cleanliness is extendable to
include your school, street and town.
God (Glory be to him) loves --good for his
creatures, mainly mankind. He likes man to be
healthy as he wants man to believe in him. Since
cleanliness is the key to health, so cleanliness is
next to godliness. Cleanliness is extendable to
include your school, street and town.

 ان اﺳﻌﺎر اﻟدوﻻر ﻟن ﯾرﺗﻔﻊ ﻣواﻛ ﺔ اﺳﻌﺎر اﻻﺳﻬم اﻻﻣر ﺔ اﻟﺗﻰzero

zero

3.9.1.2

zero

3.8.13

Definite
through
addition

3.8.1

zero

3.7.1.4

Def al--

3.8.2

ﻣﯾرﻞ:  و ﻘول اﻟ س ﺎﺗﯾﻠس ﻣن ﺷر ﺔ.ﺗﺷﻬد ارﺗﻔﺎﻋﺎ ﺑﯾ ار اﻻن

ﻓﺎﺳﻌﺎر اﻟﻌﻣﻠﺔ:  ﻟ س ﻫﻧﺎك ﺗﻧﺎﺳب ﺑﯾن اﻟﻌﻣﻼت واﻻﺳواق:ﻟﯾﻧش
.وﻻ ﺗﺳﯾر ﺑﺧ ﻣﺳﺗﻘ م,ﻣﺗﻘﻠ ﺔ

ﻣﯾرﻞ:  و ﻘول اﻟ س ﺎﺗﯾﻠس ﻣن ﺷر ﺔ.ﺗﺷﻬد ارﺗﻔﺎﻋﺎ ﺑﯾ ار اﻻن

ﻓﺎﺳﻌﺎر اﻟﻌﻣﻠﺔ:  ﻟ س ﻫﻧﺎك ﺗﻧﺎﺳب ﺑﯾن اﻟﻌﻣﻼت واﻻﺳواق:ﻟﯾﻧش
.وﻻ ﺗﺳﯾر ﺑﺧ ﻣﺳﺗﻘ م,ﻣﺗﻘﻠ ﺔ

ﻣﯾرﻞ:  و ﻘول اﻟ س ﺎﺗﯾﻠس ﻣن ﺷر ﺔ.ﺗﺷﻬد ارﺗﻔﺎﻋﺎ ﺑﯾ ار اﻻن

ﻓﺎﺳﻌﺎر اﻟﻌﻣﻠﺔ:  ﻟ س ﻫﻧﺎك ﺗﻧﺎﺳب ﺑﯾن اﻟﻌﻣﻼت واﻻﺳواق:ﻟﯾﻧش
.وﻻ ﺗﺳﯾر ﺑﺧ ﻣﺳﺗﻘ م,ﻣﺗﻘﻠ ﺔ

 اﻧﻪ ﺣب ان ون, ﺧﺎﺻﺔ اﻻﻧﺳﺎن, ان ﷲ ﺣب اﻟﺧﯾر ﻟﺧﻠﻘﻪzero
 وﻟﻣﺎ ﺎﻧت.اﻻﻧﺳﺎن ﺻﺣﺔ ﻣﺛﻠﻣﺎ ﯾرد اﻻﻧﺳﺎن ان ﯾؤﻣن ﻪ

. ﻓﺎن اﻟﻧظﺎﻓﺔ اﻗرب ﺷﺊ اﻟﻰ ﺗﻘو ﷲ.اﻟﻧظﺎﻓﺔ ﻫﻰ ﻣﻔﺗﺎح اﻟﺻﺣﺔ
.واﻟﻧظﺎﻓﺔ واﺳﻌﺔ وﺗﺷﻣﻞ ﻧظﺎﻓﺔ ﻣدرﺳﺗك وﺷﺎرﻋك وﻣدﯾﻧﺗك

 اﻧﻪ ﺣب ان ون, ﺧﺎﺻﺔ اﻻﻧﺳﺎن, ان ﷲ ﺣب اﻟﺧﯾر ﻟﺧﻠﻘﻪzero
 وﻟﻣﺎ ﺎﻧت.اﻻﻧﺳﺎن ﺻﺣﺔ ﻣﺛﻠﻣﺎ ﯾرد اﻻﻧﺳﺎن ان ﯾؤﻣن ﻪ

. ﻓﺎن اﻟﻧظﺎﻓﺔ اﻗرب ﺷﺊ اﻟﻰ ﺗﻘو ﷲ.اﻟﻧظﺎﻓﺔ ﻫﻰ ﻣﻔﺗﺎح اﻟﺻﺣﺔ
.واﻟﻧظﺎﻓﺔ واﺳﻌﺔ وﺗﺷﻣﻞ ﻧظﺎﻓﺔ ﻣدرﺳﺗك وﺷﺎرﻋك وﻣدﯾﻧﺗك

344
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38-1 A

God (Glory be to him) loves good for his creatures,
mainly --mankind. He likes man to be healthy as
he wants man to believe in him. Since cleanliness
is the key to health, so cleanliness is next to
godliness. Cleanliness is extendable to include
your school, street and town.
God (Glory be to him) loves good for his creatures,
mainly mankind. He likes man to be healthy as he
wants man to believe in him. Since --cleanliness is
the key to health, so cleanliness is next to
godliness. Cleanliness is extendable to include
your school, street and town.
--Volcanoes erupt violently in some regions.

38-2

They demolish --houses and crush buildings.

38-3

They throw out --fire continually.

38-4

Then the inhabitants get frightened. You hear
nothing except women crying and children
screaming.
Then the inhabitants get frightened. You hear
nothing except --women crying and children
screaming.
Then the inhabitants get frightened. You hear
nothing except women crying and --children
screaming.
When al-Mu’izz, the Fatimid, entered Egypt and
took Cairo the capital of his Caliphate, he began to
spread (the) knowledge in the town and he judged
with justice and governed the people with
kindness and gentleness.
When al-Mu’izz, the Fatimid, entered --Egypt and
took Cairo the capital of his Caliphate, he began to
spread (the) knowledge in the town and he judged

37-4

38-5

38-6

39-1 A

39-2

 اﻧﻪ ﺣب ان ون, ﺧﺎﺻﺔ اﻻﻧﺳﺎن, ان ﷲ ﺣب اﻟﺧﯾر ﻟﺧﻠﻘﻪzero

Def al-

3.8

Def al-

3.8.2

. ﺗﺛور اﻟﺑراﻛﯾن ﻓﻰ ﻌض اﻟﺟﻬﺎت ﺛوراﻧﺎ ﺷدﯾداzero
. ﻓﺗﻬدم اﻟﻣﻧﺎزل ﻫدﻣﺎ وﺗدك اﻟﻣ ﺎﻧﻰ د ﺎzero

Def al--

3.8.1

Def al-

3.8.1

. وﺗﻘذف اﻟﻧﯾران ﻗذﻓﺎ ﻣﺳﺗﻣراzero
ﻓﻼ ﺗﺳﻣﻊ ﻏﯾر ﺎء اﻟﻧﺳﺎء وﺻراخ, ﻓﯾﺧﺎف اﻟﺳ ﺎن ﺧوﻓﺎ ﻋظ ﻣﺎdef

Def al--

3.8.2

Def al-

3.7.1.3

ﻓﻼ ﺗﺳﻣﻊ ﻏﯾر ﺎء اﻟﻧﺳﺎء وﺻراخ, ﻓﯾﺧﺎف اﻟﺳ ﺎن ﺧوﻓﺎ ﻋظ ﻣﺎzero

Def al-

3.8.1

ﻓﻼ ﺗﺳﻣﻊ ﻏﯾر ﺎء اﻟﻧﺳﺎء وﺻراخ, ﻓﯾﺧﺎف اﻟﺳ ﺎن ﺧوﻓﺎ ﻋظ ﻣﺎzero

Def al-

3.8.1

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘر اﻟﺧﻼﻓﺔ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرdef

Def al-

3.7.1.4

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘر اﻟﺧﻼﻓﺔ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرzero

zero

3.7.1.4

 وﻟﻣﺎ ﺎﻧت.اﻻﻧﺳﺎن ﺻﺣﺔ ﻣﺛﻠﻣﺎ ﯾرد اﻻﻧﺳﺎن ان ﯾؤﻣن ﻪ

. ﻓﺎن اﻟﻧظﺎﻓﺔ اﻗرب ﺷﺊ اﻟﻰ ﺗﻘو ﷲ.اﻟﻧظﺎﻓﺔ ﻫﻰ ﻣﻔﺗﺎح اﻟﺻﺣﺔ
.واﻟﻧظﺎﻓﺔ واﺳﻌﺔ وﺗﺷﻣﻞ ﻧظﺎﻓﺔ ﻣدرﺳﺗك وﺷﺎرﻋك وﻣدﯾﻧﺗك

 اﻧﻪ ﺣب ان ون, ﺧﺎﺻﺔ اﻻﻧﺳﺎن, ان ﷲ ﺣب اﻟﺧﯾر ﻟﺧﻠﻘﻪzero
 وﻟﻣﺎ ﺎﻧت.اﻻﻧﺳﺎن ﺻﺣﺔ ﻣﺛﻠﻣﺎ ﯾرد اﻻﻧﺳﺎن ان ﯾؤﻣن ﻪ

. ﻓﺎن اﻟﻧظﺎﻓﺔ اﻗرب ﺷﺊ اﻟﻰ ﺗﻘو ﷲ.اﻟﻧظﺎﻓﺔ ﻫﻰ ﻣﻔﺗﺎح اﻟﺻﺣﺔ
.واﻟﻧظﺎﻓﺔ واﺳﻌﺔ وﺗﺷﻣﻞ ﻧظﺎﻓﺔ ﻣدرﺳﺗك وﺷﺎرﻋك وﻣدﯾﻧﺗك

. اﻻطﻔﺎل

.اﻻطﻔﺎل
.اﻻطﻔﺎل

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد
345

39-3

39-4

39-5

39-6

39-7

39-8

39-9

with justice and governed the people with
kindness and gentleness.
When al-Mu’izz, the Fatimid, entered Egypt and
took Cairo the capital of his Caliphate, he began to
spread (the) knowledge in the town and he judged
with justice and governed the people with
kindness and gentleness.
When al-Mu’izz, the Fatimid, entered Egypt and
took Cairo the capital of his Caliphate, he began to
spread --knowledge in the town and he judged
with justice and governed the people with
kindness and gentleness.
When al-Mu’izz, the Fatimid, entered Egypt and
took Cairo the capital of his Caliphate, he began to
spread knowledge in the town and he judged with
justice and governed the people with kindness and
gentleness.
When al-Mu’izz, the Fatimid, entered Egypt and
took Cairo the capital of his Caliphate, he began to
spread knowledge in the town and he judged with
--justice and governed the people with kindness
and gentleness.
When al-Mu’izz, the Fatimid, entered Egypt and
took Cairo the capital of his Caliphate, he began to
spread knowledge in the town and he judged with
justice and governed the people with kindness and
gentleness.
When al-Mu’izz, the Fatimid, entered Egypt and
took Cairo the capital of his Caliphate, he began to
spread knowledge in the town and he judged with
justice and governed the people with --kindness
and gentleness.
When al-Mu’izz, the Fatimid, entered Egypt and

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘر اﻟﺧﻼﻓﺔ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرdef

Def
through
addition

3.7.1.2

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘر اﻟﺧﻼﻓﺔ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرzero

Def al-

3.8.2

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘر اﻟﺧﻼﻓﺔ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرdef

Def al--

3.7.1.3

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘ ار ﻟﺧﻼﻓﺗﻪ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرzero

Def al--

3.8.2

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘ ار ﻟﺧﻼﻓﺗﻪ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرdef

Def al-

3.7.1.2

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘ ار ﻟﺧﻼﻓﺗﻪ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرzero

Def al-

3.8.2

 ﺑدأ ﯾﻧﺷر, اﺗﺧد اﻟﻘﺎﻫرة ﻣﻘ ار ﻟﺧﻼﻓﺗﻪ, ﻟﻣﺎ دﺧﻞ اﻟﻣﻌز اﻟﻔﺎطﻣﻰ ﻣﺻرzero

Def al-

3.8.2

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد
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40-2

took Cairo the capital of his Caliphate, he began to
spread knowledge in the town and he judged with
justice and governed the people with kindness and
--gentleness.
So, the markets of knowledge arose and the
literary “goods” became plenty and wealth
increased.
So, the markets of knowledge arose and the
literary “goods” became plenty and wealth
increased.
So, the markets of knowledge arose and the
literary “goods” became plenty and --wealth
increased.
Pilot: ladies and gentlemen, we shall shortly be
landing at --New York airport.
--Local time is five thirty in the afternoon.

40-3

Local time is five thirty in the afternoon.

40-4

The outside temperature is twenty-eight degrees.

40-5

For your own safety, please make sure that --seatbelts are fastened and extinguish all cigarettes.
For your own safety, please make sure that seatbelts are fastened and extinguish all --cigarettes.
Will --passengers please remain seated until the
aircraft has come to a complete halt.

39-10

39-11

39-12

40-1 E

40-6
40-7
40-8

Will passengers please remain seated until the
aircraft has come to a complete halt?

40-9

We hope you have had a pleasant flight.

41-1 E

Start your day by drinking two glasses of --water

. و ﺳوس اﻟﻧﺎس ﺎﻟرﻓ واﻟﻠﯾن, و ﺣ م ﺎﻟﻌدل,اﻟﻣﻌﺎرف ﻓﻰ اﻟ ﻼد

. وﺗواﻓرت اﻻﻣوال, وﻧﻔﻘت ﺻﺎﺋر اﻻدب, ﻓﻘﺎﻣت اﺳواق اﻟﻌﻠمdef

Definite
through
addition
Definite
through
addition
Def al-

3.7.1.2

zero

3.7.1.4

Def al--

3.8.2

Def al-

3.8.6
3.7.1.3

. ﻣن اﺟﻞ ﺳﻼﻣﺗﻛم ﻧرﺟو اﻟﺗﺄﻛد ﻣن ر اﻻﺣزﻣﺔ واطﻔﺎء اﻟﺳﺟﺎﺋرzero

Definite
through
addition
Def al-

. ﻣن اﺟﻞ ﺳﻼﻣﺗﻛم ﻧرﺟو اﻟﺗﺄﻛد ﻣن ر اﻻﺣزﻣﺔ واطﻔﺎء اﻟﺳﺟﺎﺋرzero

Def al-

3.8.1

 وﻋﻠﻰ اﻟﺳﺎدة اﻟر ﺎب ان ﯾ ﻘوا ﻓﻰ اﻣﺎﻛﻧﻬم اﻟﻰ ان ﺗﺗوﻗﻒ اﻟطﺎﺋرةzero

Def al--

3.8.1

 وﻋﻠﻰ اﻟﺳﺎدة اﻟر ﺎب ان ﯾ ﻘوا ﻓﻰ اﻣﺎﻛﻧﻬم اﻟﻰ ان ﺗﺗوﻗﻒ اﻟطﺎﺋرةdef

Def al-

3.7.1.1

zero

3.9.1.2

Def al-

3.8.2

. وﺗواﻓرت اﻻﻣوال, وﻧﻔﻘت ﺻﺎﺋر اﻻدب, ﻓﻘﺎﻣت اﺳواق اﻟﻌﻠمdef
. وﺗواﻓرت اﻻﻣوال, وﻧﻔﻘت ﺻﺎﺋر اﻻدب, ﻓﻘﺎﻣت اﺳواق اﻟﻌﻠمzero
.ﻓﻰ ﻣطﺎر ﻧﯾو ورك

 ﻌد ﻗﻠﯾﻞ ﺳﻧﻬ, ﺳﯾداﺗﻰ ﺳﺎداﺗﻰ: ﻗﺎﺋد اﻟطﺎﺋرةzero

.  اﻟﺳﺎﻋﺔ اﻻن ﺣﺳب اﻟﺗوﻗﯾت اﻟﻣﺣﻠﻰ اﻟﺧﺎﻣﺳﺔ واﻟﻧﺻﻒ ﻓﻰ اﻟﻣﺳﺎءzero
.  اﻟﺳﺎﻋﺔاﻻن ﺣﺳب اﻟﺗوﻗﯾت اﻟﻣﺣﻠﻰ اﻟﺧﺎﻣﺳﺔ واﻟﻧﺻﻒ ﻓﻰ اﻟﻣﺳﺎءdef
. وﺗﺑﻠﻎ درﺟﺔ اﻟﺣ اررة ﺎﻟﺧﺎرج ﺛﻣﺎﻧ ﺔ وﻋﺷرن درﺟﺔ ﻣﺋو ﺔdef

3.7.1.3

3.8.2

3.8.1

.ﺗﻣﺎﻣﺎ
.ﺗﻣﺎﻣﺎ

. ﻧرﺟو ان ﺗﻛوﻧوا ﻗد اﺳﺗﻣﺗﻌﺗم ﺑرﺣﻠﺔ طﯾ ﺔindef
 اﺑدأ ﯾوﻣك ﺷرب و ﯾن ﻣن اﻟﻣﺎء واﺷرب ﻣن ﺳﺗﺔ اﻟﻰ ﺛﻣﺎﻧ ﺔzero
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42-3

and drink at least six to eight more during the rest
of the day.
Start your day by drinking two glasses of water
and drink at least six to eight more during the rest
of the day.
Start your day by drinking two glasses of water
and drink at least six to eight more during the rest
of the day.
--Water is absolutely vital for the body to function
properly.
Water is absolutely vital for the body to function
properly.
--Water also helps to clean the body, so one
should take a daily bath.

.اﻛواب ﻋﺑﻰ اﻻﻗﻞ ﻘ ﺔ اﻟﯾوم
 اﺑدأ ﯾوﻣك ﺷرب و ﯾن ﻣن اﻟﻣﺎء واﺷرب ﻣن ﺳﺗﺔ اﻟﻰ ﺛﻣﺎﻧ ﺔdef

3.7.1.2

. اﻟﻣﺎء ﺣﯾو ﺗﻣﺎﻣﺎ )ﺟدا( ﻟﻠﺟﺳد ﻰ ﯾؤد وظ ﻔﺗﻪ طرﻘﺔ ﺳﻠ ﻣﺔZero

Def
through
addition
Definite
through
addition
Def al-

. اﻟﻣﺎء ﺣﯾو ﺗﻣﺎﻣﺎ )ﺟدا( ﻟﻠﺟﺳد ﻰ ﯾؤد وظ ﻔﺗﻪ طرﻘﺔ ﺳﻠ ﻣﺔdef

Def al-

3.7.1.3

 و ﺳﺎﻋد اﻟﻣﺎء ا ﺿﺎ ﻋﻠﻰ ﺗﻧظﯾﻒ اﻟﺟﺳم ﻟذا ﻋﻠﻰ اﻟﻣرء ان ﺄﺧدzero

Def al-

3.8.2

Water also helps to clean the body, so one should
take a daily bath.

 و ﺳﺎﻋد اﻟﻣﺎء ا ﺿﺎ ﻋﻠﻰ ﺗﻧظﯾﻒ اﻟﺟﺳم ﻟذا ﻋﻠﻰ اﻟﻣرء ان ﺄﺧدdef

Def al-

3.7.1.3

Water also helps to clean the body, so one should
take a daily bath.

 و ﺳﺎﻋد اﻟﻣﺎء ا ﺿﺎ ﻋﻠﻰ ﺗﻧظﯾﻒ اﻟﺟﺳم ﻟذا ﻋﻠﻰ اﻟﻣرء ان ﺄﺧدindef

zero

3.9.1.2

A retailer is the person who sells goods in small
quantities to consumer whereas a wholesaler buys
large quantities of goods from the manufacturer
and resells them to the retailer in small quantities.
A retailer is the person who sells goods in small
quantities to consumer whereas a wholesaler buys
large quantities of goods from the manufacturer
and resells them to the retailer in small quantities.
A retailer is the person who sells --goods in small
quantities to consumer whereas a wholesaler buys
large quantities of goods from the manufacturer
and resells them to the retailer in small quantities.

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةindef

Def
through
addition

3.9.1.6

Def al-

3.7.1.2

Def al-

3.8.1

.اﻛواب ﻋﺑﻰ اﻻﻗﻞ ﻘ ﺔ اﻟﯾوم

 اﺑدأ ﯾوﻣك ﺷرب و ﯾن ﻣن اﻟﻣﺎء واﺷرب ﻣن ﺳﺗﺔ اﻟﻰ ﺛﻣﺎﻧ ﺔdef
.اﻛواب ﻋﺑﻰ اﻻﻗﻞ ﻘ ﺔ اﻟﯾوم

3.7.1.2

3.8.2

.ﺣﻣﺎم ﯾوﻣ ﺎ
.ﺣﻣﺎم ﯾوﻣ ﺎ
.ﺣﻣﺎم ﯾوﻣ ﺎ

ﻣ ﺎت ﺑﯾرة ﻣن

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةdef
ﻣ ﺎت ﺑﯾرة ﻣن

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةzero
ﻣ ﺎت ﺑﯾرة ﻣن

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر
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A retailer is the person who sells goods in --small
quantities to consumer whereas a wholesaler buys
large quantities of goods from the manufacturer
and resells them to the retailer in small quantities.
A retailer is the person who sells goods in small
quantities to consumer whereas a wholesaler buys
large quantities of goods from the manufacturer
and resells them to the retailer in small quantities.
A retailer is the person who sells goods in small
quantities to consumer whereas a wholesaler buys
--large quantities of goods from the manufacturer
and resells them to the retailer in small quantities.
A retailer is the person who sells goods in small
quantities to consumer whereas a wholesaler buys
large quantities of --goods from the manufacturer
and resells them to the retailer in small quantities.
A retailer is the person who sells goods in small
quantities to consumer whereas a wholesaler buys
large quantities of goods from the manufacturer
and resells them to the retailer in small quantities.
Many of the things we have are made of plastic.
Dishes, knives, forks, raincoats, toys, brushes,
buttons and music records; these are some of the
many ways in which plastics are used.

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةzero
ﻣ ﺎت ﺑﯾرة ﻣن

zero

3.8.1

Def
through
addition

3.9.1.6

zero

3.8.1

Def al-

3.8.1

Def
through
addition

3.7.1.1

Def al-

3.7.1.3

Def al-

3.8.2

Def al-

3.8.1

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةindef
ﻣ ﺎت ﺑﯾرة ﻣن

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةzero
ﻣ ﺎت ﺑﯾرة ﻣن

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةzero
ﻣ ﺎت ﺑﯾرة ﻣن

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر

 ﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻫو اﻟﺷﺧص اﻟذ ﯾﺑ ﻊ اﻟ ﺿﺎﻋﺔ ﻣ ﺎت ﺻﻐﯾرةdef
ﻣ ﺎت ﺑﯾرة ﻣن

ﻟﻠﻣﺳﺗﻬﻠك ﻓﻰ ﺣﯾن ان ﺗﺎﺟر اﻟﺟﻣﻠﺔ ﺷﺗر

.اﻟ ﺿﺎﺋﻊ و ﻌﯾد ﺑ ﻌﻬﺎ ﻟﺗﺎﺟر اﻟﺗﺟزﺋﺔ ﻣ ﺎت اﺻﻐر

 ﻣﺛﺎل ذﻟك اﻻط ﺎق, ﻟدﯾﻧﺎ ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗكdef

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك

43-2

Many of the things we have are made of --plastic.
Dishes, knives, forks, raincoats, toys, brushes,
buttons and music records; these are some of the
many ways in which plastics are used.

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك

 ﻟدﯾﻧﺎzero

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك

43-3

Many of the things we have are made of plastic. -Dishes, knives, forks, raincoats, toys, brushes,

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك
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 ﻟدﯾﻧﺎzero

buttons and music records; these are some of the
many ways in which plastics are used.

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك
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Many of the things we have are made of plastic.
Dishes, --knives, forks, raincoats, toys, brushes,
buttons and music records; these are some of the
many ways in which plastics are used.

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك

 ﻟدﯾﻧﺎzero

Def al-

3.8.1

Definite
through
addition

3.8.1

Definite
through
addition

3.8.1

Def al-

3.8.1

Def al-

3.8.1

Def al--

3.8.1

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك
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Many of the things we have are made of plastic.
Dishes, knives, --forks, raincoats, toys, brushes,
buttons and music records; these are some of the
many ways in which plastics are used.

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك

 ﻟدﯾﻧﺎzero

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك

43-6

Many of the things we have are made of plastic.
Dishes, knives, forks, --raincoats, toys, brushes,
buttons and music records; these are some of the
many ways in which plastics are used.

 ﻣﺛﺎل,ﺛﯾر ﻣن اﻻﺷ ﺎء اﺷ ﺎء ﺛﯾرة ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك

 ﻟدﯾﻧﺎzero

ذﻟك اﻻط ﺎق واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب
 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء,واﻟﻔرش واﻻزرار واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك

43-7

Many of the things we have are made of plastic.
Dishes, knives, forks, raincoats, --toys, brushes,
buttons and music records; these are some of the
many ways in which plastics are used.

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك

 ﻟدﯾﻧﺎzero

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك

43-8

Many of the things we have are made of plastic.
Dishes, knives, forks, raincoats, toys, --brushes,
buttons and music records; these are some of the
many ways in which plastics are used.

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك

 ﻟدﯾﻧﺎzero

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك

43-9

Many of the things we have are made of plastic.
Dishes, knives, forks, raincoats, toys, brushes, --

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك
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 ﻟدﯾﻧﺎzero

buttons and music records; these are some of the
many ways in which plastics are used.

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ

.ﻓﻰ ﺻﻧﻌﻬﺎ اﻟ ﻼﺳﺗك
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Many of the things we have are made of plastic.
Dishes, knives, forks, raincoats, toys, brushes,
buttons and ---music records; these are some of
the many ways in which plastics are used.

 ﻣﺛﺎل ذﻟك اﻻط ﺎق,ﺛﯾر ﻣن اﻻﺷ ﺎء ﻣﺻﻧوﻋﺔ ﻣن اﻟ ﻼﺳﺗك

 ﻟدﯾﻧﺎzero

واﻟﺳ ﺎﻛﯾن واﺷواك اﻻﻛﻞ وﻣﻌﺎطﻒ اﻟﻣطر واﻟﻠﻌب واﻟﻔرش واﻻزرار

 وﻫذا ﻌض ﻣن اﻻﺷ ﺎء اﻟﻌدﯾدة اﻟﺗﻰ ﺳﺗﺧدم,واﺳطواﻧﺎت اﻟﻣوﺳ ﻘﻰ
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--Plastics are now fast taking the place of wood,
leather, glass, copper and metal.

ﺣﺗﻞ اﻟ ﻼﺳﺗك اﻻن ﺳرﻋﺔ ﻣ ﺎن اﻟﺧﺷب واﻟﺟﻠد واﻟزﺟﺎج واﻟﻧﺣﺎس
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leather, glass, copper and metal.
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Plastics are now fast taking the place of wood, -leather, glass, copper and metal.

ﺣﺗﻞ اﻟ ﻼﺳﺗك اﻻن ﺳرﻋﺔ ﻣ ﺎن اﻟﺧﺷب واﻟﺟﻠد واﻟزﺟﺎج واﻟﻧﺣﺎس

zero

Definite
through
addition
Def al-

Plastics are now fast taking the place of wood,
leather, --glass, copper and metal.
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3.8.2

Plastics are now fast taking the place of wood,
leather, glass, --copper and metal.

ﺣﺗﻞ اﻟ ﻼﺳﺗك اﻻن ﺳرﻋﺔ ﻣ ﺎن اﻟﺧﺷب واﻟﺟﻠد واﻟزﺟﺎج واﻟﻧﺣﺎس
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3.8.2

Plastics are now fast taking the place of wood,
leather, glass, copper and --metal.

ﺣﺗﻞ اﻟ ﻼﺳﺗك اﻻن ﺳرﻋﺔ ﻣ ﺎن اﻟﺧﺷب واﻟﺟﻠد واﻟزﺟﺎج واﻟﻧﺣﺎس
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Plastics are now fast taking the place of --wood,
leather, glass, copper and metal.

ﺣﺗﻞ اﻟ ﻼﺳﺗك اﻻن ﺳرﻋﺔ ﻣ ﺎن اﻟﺧﺷب واﻟﺟﻠد واﻟزﺟﺎج واﻟﻧﺣﺎس
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2.8.2

--Plastic products are popular partly because they
are inexpensive and clean.

ﻌز اﻧﺗﺷﺎر ﻣﻧﺗﺟﺎت اﻟ ﻼﺳﺗك ﻌض اﻟﺷﺊ اﻟﻰ اﻧﻬﺎ رﺧ ﺻﺔ

zero
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--President George W. Bush, addressing reporters

 ﺧرج اﻟرﺋ س ﺟورج دﺑﻠﯾو ﺑوش ﻓﻰ ﺣدﯾﺛﻪ اﻟﻰ اﻟﺻﺣﺎﻓﯾﯾن ﻓﻰzero
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in Texas last week, went out of his way to praise
Germany, that second-to-last bastion of bloodyminded Old Europe.
President --George W. Bush, addressing reporters
in Texas last week, went out of his way to praise
Germany, that second-to-last bastion of bloodyminded Old Europe.
President George W. Bush, addressing reporters in
--Texas last week, went out of his way to praise
Germany, that second-to-last bastion of bloodyminded Old Europe.
President George W. Bush, addressing reporters in
Texas-- last week, went out of his way to praise
Germany, that second-to-last bastion of bloodyminded Old Europe.
President George W. Bush, addressing reporters in
Texas last week, went out of his way to praise -Germany, that second-to-last bastion of bloodyminded Old Europe.
--Germany has taken a very active role in
Afghanistan, and we are very thankful for that.
Germany has taken a very active role in
Afghanistan, and we are very thankful for that.
Germany has taken a very active role in -Afghanistan, and we are very thankful for that.
As --NATO steps forward, Germany has assumed a
big responsibility. And we really appreciate the
German participation.
As NATO steps forward, --Germany has assumed a
big responsibility. And we really appreciate the
German participation.

ﺗﻛﺳﺎس اﻻﺳﺑوع اﻟﻣﺎﺿﻰ ﻋن طورﻩ ﻓﻰ ﻣد ﺢ اﻟﻣﺎﻧ ﺎ وﻫﻰ اﻟﻣﻌﻘﻞ
.ﻗﺑﻞ اﻻﺧﯾر ﻓﻰ اورو ﺎ اﻟﻘد ﻣﺔ اﻟدﻣو ﺔ

ﺟورج دﺑﻠﯾو ﺑوش ﻓﻰ ﺣدﯾﺛﻪ اﻟﻰ اﻟﺻﺣﺎﻓﯾﯾن ﻓﻰ--  ﺧرج اﻟرﺋ سzero
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ﺗﻛﺳﺎس اﻻﺳﺑوع اﻟﻣﺎﺿﻰ ﻋن طورﻩ ﻓﻰ ﻣد ﺢ اﻟﻣﺎﻧ ﺎ وﻫﻰ اﻟﻣﻌﻘﻞ
.ﻗﺑﻞ اﻻﺧﯾر ﻓﻰ اورو ﺎ اﻟﻘد ﻣﺔ اﻟدﻣو ﺔ

--  ﺧرج اﻟرﺋ س ﺟورج دﺑﻠﯾو ﺑوش ﻓﻰ ﺣدﯾﺛﻪ اﻟﻰ اﻟﺻﺣﺎﻓﯾﯾن ﻓﻰzero
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.ﻗﺑﻞ اﻻﺧﯾر ﻓﻰ اورو ﺎ اﻟﻘد ﻣﺔ اﻟدﻣو ﺔ

 ﺧرج اﻟرﺋ س ﺟورج دﺑﻠﯾو ﺑوش ﻓﻰ ﺣدﯾﺛﻪ اﻟﻰ اﻟﺻﺣﺎﻓﯾﯾن ﻓﻰzero
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اﻟﻣﺎﻧ ﺎ وﻫﻰ-- ﺗﻛﺳﺎس اﻻﺳﺑوع اﻟﻣﺎﺿﻰ ﻋن طورﻩ ﻓﻰ ﻣد ﺢ
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 اﻟﻣﺎﻧ ﺎ ﺑدور ﻧﺷ ﺟدا ﻓﻰ اﻓﻐﺎﻧﺳﺗﺎن وﻧﺣن ﻟﻬﺎ-- ﻗد ﻗﺎﻣتzero
.ﻣﻣﺗﻧون ﺟدا ﻋﻠﻰ ﻫذا

 ﻗد ﻗﺎﻣت اﻟﻣﺎﻧ ﺎ ﺑدور ﻧﺷ ﺟدا ﻓﻰ اﻓﻐﺎﻧﺳﺗﺎن وﻧﺣن ﻟﻬﺎ ﻣﻣﺗﻧونindef
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اﻓﻐﺎﻧﺳﺗﺎن وﻧﺣن ﻟﻬﺎ--  ﻗد ﻗﺎﻣت اﻟﻣﺎﻧ ﺎ ﺑدور ﻧﺷ ﺟدا ﻓﻰzero
.ﻣﻣﺗﻧون ﺟدا ﻋﻠﻰ ﻫذا

 وﻧﺣن. ﺣﺎف اﻟﻧﺎﺗو ﺗﻘدم ﻟﻠﻣﺳﺎﻋدة ﻓﺎن اﻟﻣﺎﻧ ﺎ ﺗﺣﻣﻠت ﻣﺳؤوﻟ ﺔ ﺑﯾرةzero
.ﻧﻘدر ﻓﻌﻼ ﻻﻟﻣﺎﻧ ﺎ ﻫذﻩ اﻟﻣﺷﺎر ﺔ

.اﻟﻣﺎﻧ ﺎ ﺗﺣﻣﻠت ﻣﺳؤوﻟ ﺔ ﺑﯾرة--  ﺣﺎف اﻟﻧﺎﺗو ﺗﻘدم ﻟﻠﻣﺳﺎﻋدة ﻓﺎنzero
.وﻧﺣن ﻧﻘدر ﻓﻌﻼ ﻻﻟﻣﺎﻧ ﺎ ﻫذﻩ اﻟﻣﺷﺎر ﺔ
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As NATO steps forward, Germany has assumed a
big responsibility. And we really appreciate the
German participation.
As NATO steps forward, Germany has assumed a
big responsibility. And we really appreciate the
German participation.

It seems only yesterday that --Washington and
Berlin were at each other’s throats over Iraq. But
apparently the United States is tired of being
hammered as a unilateralist, and has even realized
it needs Old Europe at least Germany.

 وﻧﺣن. ﺣﺎف اﻟﻧﺎﺗو ﺗﻘدم ﻟﻠﻣﺳﺎﻋدة ﻓﺎن اﻟﻣﺎﻧ ﺎ ﺗﺣﻣﻠت ﻣﺳؤوﻟ ﺔ ﺑﯾرةindef
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واﺷﻧطن--  ﯾﺑدو و ﺄن اﻻﻣر ﺣدث ﺎﻻﻣس ﺣﯾن ﺎﻧت ﻋﻼﻗﺎتzero

3.7.1.4

و رﻟﯾن ﺗﻣر ﻔﺗرة ﺗوﺗر ﺷدﯾد ﺳﺑب اﻟﻌراق وﻟﻛﻧﻪ ﯾﺑدو ان اﻟوﻻ ﺎت

اﻟﻣﺗﺣدة ﻗد ﺗﻌﺑت ﻣن ﻣواﺻﻠﺔ اﻧﺗﻘﺎدﻫﺎ ﺎﻧﻬﺎ دوﻟﺔ اﺣﺎد ﺔ اﻟﺳ ﺎﺳﺎت
ﺑﻞ و ﻣ ن ان ﺗﻛون ادر ت اﻧﻬﺎ ﺣﺎﺟﺔ اﻟﻰ ﻣﺎ اﺳﻣﺗﻪ ﺎورو ﺎ

.اﻟﻘد ﻣﺔ او ﻻﻟﻣﺎﻧ ﺎ ﻋﻠﻰ اﻻﻗﻞ
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It seems only yesterday that Washington and -Berlin were at each other’s throats over Iraq. But
apparently the United States is tired of being
hammered as a unilateralist, and has even realized
it needs Old Europe at least Germany.

-- ﯾﺑدو و ﺄن اﻻﻣر ﺣدث ﺎﻻﻣس ﺣﯾن ﺎﻧت ﻋﻼﻗﺎت واﺷﻧطن وzero
ﺑرﻟﯾن ﺗﻣر ﻔﺗرة ﺗوﺗر ﺷدﯾد ﺳﺑب اﻟﻌراق وﻟﻛﻧﻪ ﯾﺑدو ان اﻟوﻻ ﺎت

اﻟﻣﺗﺣدة ﻗد ﺗﻌﺑت ﻣن ﻣواﺻﻠﺔ اﻧﺗﻘﺎدﻫﺎ ﺎﻧﻬﺎ دوﻟﺔ اﺣﺎد ﺔ اﻟﺳ ﺎﺳﺎت
ﺑﻞ و ﻣ ن ان ﺗﻛون ادر ت اﻧﻬﺎ ﺣﺎﺟﺔ اﻟﻰ ﻣﺎ اﺳﻣﺗﻪ ﺎورو ﺎ

.اﻟﻘد ﻣﺔ او ﻻﻟﻣﺎﻧ ﺎ ﻋﻠﻰ اﻻﻗﻞ
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It seems only yesterday that Washington and
Berlin were at each other’s throats over --Iraq. But
apparently the United States is tired of being
hammered as a unilateralist, and has even realized
it needs Old Europe at least Germany.

 ﯾﺑدو و ﺄن اﻻﻣر ﺣدث ﺎﻻﻣس ﺣﯾن ﺎﻧت ﻋﻼﻗﺎت واﺷﻧطن و رﻟﯾنzero
ﺗﻣر ﻔﺗرة ﺗوﺗر ﺷدﯾد ﺳﺑب اﻟﻌراق وﻟﻛﻧﻪ ﯾﺑدو ان اﻟوﻻ ﺎت اﻟﻣﺗﺣدة

ﻗد ﺗﻌﺑت ﻣن ﻣواﺻﻠﺔ اﻧﺗﻘﺎدﻫﺎ ﺎﻧﻬﺎ دوﻟﺔ اﺣﺎد ﺔ اﻟﺳ ﺎﺳﺎت ﺑﻞ

و ﻣ ن ان ﺗﻛون ادر ت اﻧﻬﺎ ﺣﺎﺟﺔ اﻟﻰ ﻣﺎ اﺳﻣﺗﻪ ﺎورو ﺎ اﻟﻘد ﻣﺔ
.او ﻻﻟﻣﺎﻧ ﺎ ﻋﻠﻰ اﻻﻗﻞ
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It seems only yesterday that Washington and
Berlin were at each other’s throats over Iraq. But
apparently the United States is tired of being
hammered as a unilateralist, and has even realized

 ﯾﺑدو و ﺄن اﻻﻣر ﺣدث ﺎﻻﻣس ﺣﯾن ﺎﻧت ﻋﻼﻗﺎت واﺷﻧطن و رﻟﯾنdef
ﺗﻣر ﻔﺗرة ﺗوﺗر ﺷدﯾد ﺳﺑب اﻟﻌراق وﻟﻛﻧﻪ ﯾﺑدو ان اﻟوﻻ ﺎت اﻟﻣﺗﺣدة

ﻗد ﺗﻌﺑت ﻣن ﻣواﺻﻠﺔ اﻧﺗﻘﺎدﻫﺎ ﺎﻧﻬﺎ دوﻟﺔ اﺣﺎد ﺔ اﻟﺳ ﺎﺳﺎت ﺑﻞ
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it needs Old Europe at least Germany.

و ﻣ ن ان ﺗﻛون ادر ت اﻧﻬﺎ ﺣﺎﺟﺔ اﻟﻰ ﻣﺎ اﺳﻣﺗﻪ ﺎورو ﺎ اﻟﻘد ﻣﺔ
.او ﻻﻟﻣﺎﻧ ﺎ ﻋﻠﻰ اﻻﻗﻞ
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It seems only yesterday that Washington and
Berlin were at each other’s throats over Iraq. But
apparently the United States is tired of being
hammered as a unilateralist, and has even realized
it needs Old Europe at least Germany.

 ﯾﺑدو و ﺄن اﻻﻣر ﺣدث ﺎﻻﻣس ﺣﯾن ﺎﻧت ﻋﻼﻗﺎت واﺷﻧطن و رﻟﯾنindef
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ﺗﻣر ﻔﺗرة ﺗوﺗر ﺷدﯾد ﺳﺑب اﻟﻌراق وﻟﻛﻧﻪ ﯾﺑدو ان اﻟوﻻ ﺎت اﻟﻣﺗﺣدة

ﻗد ﺗﻌﺑت ﻣن ﻣواﺻﻠﺔ اﻧﺗﻘﺎدﻫﺎ ﺎﻧﻬﺎ دوﻟﺔ اﺣﺎد ﺔ اﻟﺳ ﺎﺳﺎت ﺑﻞ

و ﻣ ن ان ﺗﻛون ادر ت اﻧﻬﺎ ﺣﺎﺟﺔ اﻟﻰ ﻣﺎ اﺳﻣﺗﻪ ﺎورو ﺎ اﻟﻘد ﻣﺔ
.او ﻻﻟﻣﺎﻧ ﺎ ﻋﻠﻰ اﻻﻗﻞ
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It seems only yesterday that Washington and
Berlin were at each other’s throats over Iraq. But
apparently the United States is tired of being
hammered as a unilateralist, and has even realized
it needs --Old Europe at least Germany.

 ﯾﺑدو و ﺄن اﻻﻣر ﺣدث ﺎﻻﻣس ﺣﯾن ﺎﻧت ﻋﻼﻗﺎت واﺷﻧطن و رﻟﯾنzero
ﺗﻣر ﻔﺗرة ﺗوﺗر ﺷدﯾد ﺳﺑب اﻟﻌراق وﻟﻛﻧﻪ ﯾﺑدو ان اﻟوﻻ ﺎت اﻟﻣﺗﺣدة

ﻗد ﺗﻌﺑت ﻣن ﻣواﺻﻠﺔ اﻧﺗﻘﺎدﻫﺎ ﺎﻧﻬﺎ دوﻟﺔ اﺣﺎد ﺔ اﻟﺳ ﺎﺳﺎت ﺑﻞ

و ﻣ ن ان ﺗﻛون ادر ت اﻧﻬﺎ ﺣﺎﺟﺔ اﻟﻰ ﻣﺎ اﺳﻣﺗﻪ ﺎورو ﺎ اﻟﻘد ﻣﺔ
.او ﻻﻟﻣﺎﻧ ﺎ ﻋﻠﻰ اﻻﻗﻞ
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The stages of --education in the Arab world are:
primary, preparatory, secondary stages, and
university.
The stages of education in the Arab world are:
primary, preparatory, secondary, and university.

 ﻣراﺣﻞ اﻟﺗﻌﻠ م ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ ﻫﻰ اﻻﺑﺗداﺋ ﺔ واﻻﻋداد ﺔ واﻟﺛﺎﻧو ﺔzero

Def al-

3.7.1.2

 ﻣراﺣﻞ اﻟﺗﻌﻠ م ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ ﻫﻰ اﻻﺑﺗداﺋ ﺔ واﻻﻋداد ﺔ واﻟﺛﺎﻧو ﺔdef

Def al-

3.7.1.5

The stages of education in the Arab world are: -primary, preparatory, secondary stages, and
university.
The stages of education in the Arab world are:
primary, preparatory, secondary stages, and
university.

 ﻣراﺣﻞ اﻟﺗﻌﻠ م ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ ﻫﻰ اﻻﺑﺗداﺋ ﺔ واﻻﻋداد ﺔ واﻟﺛﺎﻧو ﺔzero

Def al-

3.8.1

 ﻣراﺣﻞ اﻟﺗﻌﻠ م ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ ﻫﻰ اﻻﺑﺗداﺋ ﺔ واﻻﻋداد ﺔ واﻟﺛﺎﻧو ﺔzero

Definite 3.8.3
through
the
definite
article al
Definite 3.7.1.2
through
addition

The ministries of education determine the
programs of instruction, set the examination
times, and appoint the teachers in the public

.واﻟﺟﺎﻣﻌ ﺔ
.واﻟﺟﺎﻣﻌ ﺔ
.واﻟﺟﺎﻣﻌ ﺔ

.واﻟﺟﺎﻣﻌ ﺔ

 ﺗﻘرر و ازرات اﻟﺗر ﺔ واﻟﺗﻌﻠ م ﻣﻧﺎﻫﺞ اﻟﺗﻌﻠ م وﺗﺣدد ﻣواﻋﯾد اﻻﻣﺗﺣﺎﻧﺎتdef
.وﺗﻌﯾن اﻟﻣﻌﻠﻣﯾن واﻟﻣﻌﻠﻣﺎت ﻓﻰ اﻟﻣدارس اﻟﺣ وﻣ ﺔ
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45-7

45-8

45-9

45-10
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schools.
The ministries of education determine the
programs of instruction, set the examination
times, and appoint the teachers in the public
schools.
The ministries of education determine the
programs of instruction, set the examination
times, and appoint the teachers in the public
schools.
The ministries of education determine the
programs of instruction, set the examination
times, and appoint the teachers in the public
schools.
The ministries of education determine the
programs of instruction, set the examination
times, and appoint the teachers in the public
schools.
--Schools and universities in the Arab world teach
French, English, Arabic, along with other subjects.

 ﺗﻘرر و ازرات اﻟﺗر ﺔ واﻟﺗﻌﻠ م ﻣﻧﺎﻫﺞ اﻟﺗﻌﻠ م وﺗﺣدد ﻣواﻋﯾد اﻻﻣﺗﺣﺎﻧﺎتdef

Definite
through
addition

3.7.1.2

 ﺗﻘرر و ازرات اﻟﺗر ﺔ واﻟﺗﻌﻠ م ﻣﻧﺎﻫﺞ اﻟﺗﻌﻠ م وﺗﺣدد ﻣواﻋﯾد اﻻﻣﺗﺣﺎﻧﺎتdef

Definite
through
addition

3.7.1.3

 ﺗﻘرر و ازرات اﻟﺗر ﺔ واﻟﺗﻌﻠ م ﻣﻧﺎﻫﺞ اﻟﺗﻌﻠ م وﺗﺣدد ﻣواﻋﯾد اﻻﻣﺗﺣﺎﻧﺎتdef

Def al-

3.7.1.3

 ﺗﻘرر و ازرات اﻟﺗر ﺔ واﻟﺗﻌﻠ م ﻣﻧﺎﻫﺞ اﻟﺗﻌﻠ م وﺗﺣدد ﻣواﻋﯾد اﻻﻣﺗﺣﺎﻧﺎتdef

Def al-

3.7.1.3

 ﺗدرس اﻟﻣدارس واﻟﺟﺎﻣﻌﺎت ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ اﻟﻔرﻧﺳ ﺔ واﻻﻧﺟﻠﯾزﺔzero

Def al-

3.8.1

Schools and --universities in the Arab world teach
French, English, Arabic, along with other subjects.

 ﺗدرس اﻟﻣدارس واﻟﺟﺎﻣﻌﺎت ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ اﻟﻔرﻧﺳ ﺔ واﻻﻧﺟﻠﯾزﺔzero

Def.al-

3.8.1

Schools and universities in the arab world teach -French, English, Arabic, along with other subjects.

 ﺗدرس اﻟﻣدارس واﻟﺟﺎﻣﻌﺎت ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ اﻟﻔرﻧﺳ ﺔ واﻻﻧﺟﻠﯾزﺔzero

Def.al-

3.8.2

Schools and universities in the Arab world teach
French,-- English, Arabic, along with other
subjects.
There are a number of private schools and
universities, some foreign and some Arab.

 ﺗدرس اﻟﻣدارس واﻟﺟﺎﻣﻌﺎت ﻓﻰ اﻟﻌﺎﻟم اﻟﻌرﻰ اﻟﻔرﻧﺳ ﺔ واﻻﻧﺟﻠﯾزﺔzero

Def.al-

3.8.2

 ﻌﺿﻬﺎ اﺟﻧﺑ ﺔ, ﻫﻧﺎك ﻋدد ﻣن اﻟﻣدارس واﻟﺟﺎﻣﻌﺎت اﻟﺧﺎﺻﺔindef

zero

3.9.1.7

 ﻌﺿﻬﺎ اﺟﻧﺑ ﺔ, ﻫﻧﺎك ﻋدد ﻣن اﻟﻣدارس واﻟﺟﺎﻣﻌﺎت اﻟﺧﺎﺻﺔzero

Def. al-

3.8.1

--private schools and universities

.وﺗﻌﯾن اﻟﻣﻌﻠﻣﯾن واﻟﻣﻌﻠﻣﺎت ﻓﻰ اﻟﻣدارس اﻟﺣ وﻣ ﺔ

.وﺗﻌﯾن اﻟﻣﻌﻠﻣﯾن واﻟﻣﻌﻠﻣﺎت ﻓﻰ اﻟﻣدارس اﻟﺣ وﻣ ﺔ

.وﺗﻌﯾن اﻟﻣﻌﻠﻣﯾن واﻟﻣﻌﻠﻣﺎت ﻓﻰ اﻟﻣدارس اﻟﺣ وﻣ ﺔ

.وﺗﻌﯾن اﻟﻣﻌﻠﻣﯾن واﻟﻣﻌﻠﻣﺎت ﻓﻰ اﻟﻣدارس اﻟﺣ وﻣ ﺔ

. واﻟﻌر ﺔ اﻟﻰ ﺟﺎﻧب اﻟﻣواﺿ ﻊ اﻻﺧر
. واﻟﻌر ﺔ اﻟﻰ ﺟﺎﻧب اﻟﻣواﺿ ﻊ اﻻﺧر
. واﻟﻌر ﺔ اﻟﻰ ﺟﺎﻧب اﻟﻣواﺿ ﻊ اﻻﺧر
. واﻟﻌر ﺔ اﻟﻰ ﺟﺎﻧب اﻟﻣواﺿ ﻊ اﻻﺧر

.و ﻌﺿﻬﺎ ﻋر ﺔ
.و ﻌﺿﻬﺎ ﻋر ﺔ
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On-- behalf of the people and the council of State
of Guinea-Bissau, and on my own behalf, I have
the honour to send cordial greetings to your
Excellency.
On behalf of the people and the council of State of
Guinea-Bissau, and on my own behalf, I have the
honour to send cordial greetings to your
Excellency.
On behalf of the people and the council of State of
Guinea-Bissau, and on my own behalf, I have the
honour to send cordial greetings to your
Excellency.
On behalf of the people and the council of State of
--Guinea-Bissau, and on my own behalf, I have the
honour to send cordial greetings to your
Excellency.
On behalf of the people and the council of State of
Guinea-Bissau, and on my own behalf, I have the
honour to send cordial greetings to your
Excellency.
On behalf of the people and the council of State of
Guinea-Bissau, and on my own behalf, I have the
honour to send --cordial greetings to your
Excellency.
In reaffirming our total support for the objectives
of the Conference, which constitute a common
goal for the developing countries, we hope that
irreversible progress will be made towards new
forms of cooperation, while recognizing the
importance of the continuation of an effective
North-South dialogue with a view to the
acceleration of independent national economic
development of our countries for the benefit of

ﺎﻟﻧ ﺎ ﺔ ﻋن اﻟﺷﻌب وﻣﺟﻠس اﻟدوﻟﺔ ﻐﯾﻧ ﺎ ﺑ ﺳﺎ و ﺎﻻﺻﺎﻟﺔ ﻋن ﻧﻔﺳﻰ

zero

Def. al-

3.8.13

ﺎﻟﻧ ﺎ ﺔ ﻋن اﻟﺷﻌب وﻣﺟﻠس اﻟدوﻟﺔ ﻐﯾﻧ ﺎ ﺑ ﺳﺎ و ﺎﻻﺻﺎﻟﺔ ﻋن ﻧﻔﺳﻰ

def

Def.al-

3.7.1.3

ﺎﻟﻧ ﺎ ﺔ ﻋن اﻟﺷﻌب وﻣﺟﻠس اﻟدوﻟﺔ ﻐﯾﻧ ﺎ ﺑ ﺳﺎ و ﺎﻻﺻﺎﻟﺔ ﻋن ﻧﻔﺳﻰ

def

Def.
addition

3.7.1.2

zero

zero

3.7.1.4

ﺎﻟﻧ ﺎ ﺔ ﻋن اﻟﺷﻌب وﻣﺟﻠس اﻟدوﻟﺔ ﻐﯾﻧ ﺎ ﺑ ﺳﺎ و ﺎﻻﺻﺎﻟﺔ ﻋن ﻧﻔﺳﻰ

def

Def. al-

3.7.1.3

ﺎﻟﻧ ﺎ ﺔ ﻋن اﻟﺷﻌب وﻣﺟﻠس اﻟدوﻟﺔ ﻐﯾﻧ ﺎ ﺑ ﺳﺎ و ﺎﻻﺻﺎﻟﺔ ﻋن ﻧﻔﺳﻰ

zero

Def.
addition

3.8.1

Def.
addition

3.7.1.2

. ﻓﺄﻧﻪ ﺷرﻓﻧﻰ ان ارﺳﻞ ﺗﺣ ﺎﺗﻰ اﻟﺻﺎدﻗﺔ ﻟﺳﻌﺎدﺗﻛم

. ﻓﺄﻧﻪ ﺷرﻓﻧﻰ ان ارﺳﻞ ﺗﺣ ﺎﺗﻰ اﻟﺻﺎدﻗﺔ ﻟﺳﻌﺎدﺗﻛم

. ﻓﺄﻧﻪ ﻟﻰ اﻟﺷرف ان ارﺳﻞ ﺗﺣ ﺎﺗﻰ اﻟﺻﺎدﻗﺔ ﻟﺳﻌﺎدﺗﻛم

 ﻐﯾﻧ ﺎ ﺑ ﺳﺎ و ﺎﻻﺻﺎﻟﺔ ﻋن-- ﺎﻟﻧ ﺎ ﺔ ﻋن اﻟﺷﻌب وﻣﺟﻠس اﻟدوﻟﺔ

. ﻧﻔﺳﻰ ﻓﺄﻧﻪ ﻟﻰ اﻟﺷرف ان ارﺳﻞ ﺗﺣ ﺎﺗﻰ اﻟﺻﺎدﻗﺔ ﻟﺳﻌﺎدﺗﻛم

. ﻓﺄﻧﻪ ﻟﻰ اﻟﺷرف ان ارﺳﻞ ﺗﺣ ﺎﺗﻰ اﻟﺻﺎدﻗﺔ ﻟﺳﻌﺎدﺗﻛم

. ﻓﺄﻧﻪ ﻟﻰ اﻟﺷرف ان ارﺳﻞ ﺗﺣ ﺎﺗﻰ اﻟﺻﺎدﻗﺔ ﻟﺳﻌﺎدﺗﻛم

 اﻧﻧﺎ واذ ﻧؤ د ﻣن ﺟدﯾد دﻋﻣﻧﺎ اﻟﻛﺎﻣﻞ ﻻﻫداف اﻟﻣؤﺗﻣر اﻟﺗﻰ ﺗﺷ ﻞdef

ﻫدﻓﺎ ﻣﺷﺗر ﺎ ﻟﻠدول اﻟﻧﺎﻣ ﺔ وﻧﺣن ﻧﺄﻣﻞ ان ﯾﺗم اﺣراز ﺗﻘدﻣﺎ ﻣﺿطردا

ﻓﻰ اﻟﻘرب اﻟﻌﺎﺟﻞ ﺄﺷ ﺎل ﺟدﯾدة ﻣن اﻟﺗﻌﺎون ﻓﻰ ﺣﯾن اﻧﻧﺎ ﻧدرك

اﻫﻣ ﺔ ﻣواﺻﻠﺔ ﺣوار ﺑﻧﺎء ﺑﯾن دول اﻟﺷﻣﺎل واﻟﺟﻧوب وذﻟك ﻟﻬدف

دﻓﻊ ﻋﺟﻠﺔ اﻟﺗﻧﻣ ﺔ ﻟﻼﻗﺗﺻﺎد اﻟوطﻧﻰ اﻟﻣﺳﺗﻘﻞ ﻟﻣﺎ ﻓ ﻪ ﻣﻧﻔﻌﺔ ﺷﻌو ﻧﺎ
.واﻻﻧﺳﺎﻧ ﺔ ﺟﻣﻌﺎء
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our peoples and humanity as a whole.
In reaffirming our total support for the objectives
of the Conference, which constitute a common
goal for the developing countries, we hope that
irreversible progress will be made towards new
forms of cooperation, while recognizing the
importance of the continuation of an effective
North-South dialogue with a view to the
acceleration of independent national economic
development of our countries for the benefit of
our peoples and humanity as a whole.
In reaffirming our total support for the objectives
of the Conference, which constitute a common
goal for the developing countries, we hope that
irreversible progress will be made towards new
forms of cooperation, while recognizing the
importance of the continuation of an effective
North-South dialogue with a view to the
acceleration of independent national economic
development of our countries for the benefit of
our peoples and humanity as a whole.
In reaffirming our total support for the objectives
of the Conference, which constitute a common
goal for the developing countries, we hope that -irreversible progress will be made towards new
forms of cooperation,
In reaffirming our total support for the objectives
of the Conference, which constitute a common
goal for the developing countries, we hope that
irreversible progress will be made towards new
forms of --cooperation,
In reaffirming our total support for the objectives
of the Conference, which constitute a common

 اﻧﻧﺎ واذ ﻧؤ د ﻣن ﺟدﯾد دﻋﻣﻧﺎ اﻟﻛﺎﻣﻞ ﻻﻫداف اﻟﻣؤﺗﻣر اﻟﺗﻰ ﺗﺷ ﻞindef

zero

3.9.1.2

Def. al-

3.7.1.5

zero

3.8.2

Def. al-

3.8.2

zero

3.7.1.2

ﻫدف ﻣﺷﺗر ﺎ ﻟﻠدول اﻟﻧﺎﻣ ﺔ وﻧﺣن ﻧﺄﻣﻞ ان ﯾﺗم اﺣراز ﺗﻘدﻣﺎ

ﻣﺿطردا ﻓﻰ اﻟﻘرب اﻟﻌﺎﺟﻞ ﺄﺷ ﺎل ﺟدﯾدة ﻣن اﻟﺗﻌﺎون ﻓﻰ ﺣﯾن

اﻧﻧﺎ ﻧدرك اﻫﻣ ﺔ ﻣواﺻﻠﺔ ﺣوار ﺑﻧﺎء ﺑﯾن دول اﻟﺷﻣﺎل واﻟﺟﻧوب وذﻟك
ﻟﻬدف دﻓﻊ ﻋﺟﻠﺔ اﻟﺗﻧﻣ ﺔ ﻟﻼﻗﺗﺻﺎد اﻟوطﻧﻰ اﻟﻣﺳﺗﻘﻞ ﻟﻣﺎ ﻓ ﻪ ﻣﻧﻔﻌﺔ
.ﺷﻌو ﻧﺎ واﻻﻧﺳﺎﻧ ﺔ ﺟﻣﻌﺎء

 اﻧﻧﺎ واذ ﻧؤ د ﻣن ﺟدﯾد دﻋﻣﻧﺎ اﻟﻛﺎﻣﻞ ﻻﻫداف اﻟﻣؤﺗﻣر اﻟﺗﻰ ﺗﺷ ﻞdef

ﻫدﻓﺎ ﻣﺷﺗر ﺎ ﻟﻠدول اﻟﻧﺎﻣ ﺔ وﻧﺣن ﻧﺄﻣﻞ ان ﯾﺗم اﺣراز ﺗﻘدﻣﺎ ﻣﺿطردا

ﻓﻰ اﻟﻘرب اﻟﻌﺎﺟﻞ ﺄﺷ ﺎل ﺟدﯾدة ﻣن اﻟﺗﻌﺎون ﻓﻰ ﺣﯾن اﻧﻧﺎ ﻧدرك

اﻫﻣ ﺔ ﻣواﺻﻠﺔ ﺣوار ﺑﻧﺎء ﺑﯾن دول اﻟﺷﻣﺎل واﻟﺟﻧوب وذﻟك ﻟﻬدف

دﻓﻊ ﻋﺟﻠﺔ اﻟﺗﻧﻣ ﺔ ﻟﻼﻗﺗﺻﺎد اﻟوطﻧﻰ اﻟﻣﺳﺗﻘﻞ ﻟﻣﺎ ﻓ ﻪ ﻣﻧﻔﻌﺔ ﺷﻌو ﻧﺎ
.واﻻﻧﺳﺎﻧ ﺔ ﺟﻣﻌﺎء

 اﻧﻧﺎ واذ ﻧؤ د ﻣن ﺟدﯾد دﻋﻣﻧﺎ اﻟﻛﺎﻣﻞ ﻻﻫداف اﻟﻣؤﺗﻣر اﻟﺗﻰ ﺗﺷ ﻞzero
ﺗﻘدﻣﺎ-- ﻫدﻓﺎ ﻣﺷﺗر ﺎ ﻟﻠدول اﻟﻧﺎﻣ ﺔ وﻧﺣن ﻧﺄﻣﻞ ان ﯾﺗم اﺣراز

ﻣﺿطردا ﻓﻰ اﻟﻘرب اﻟﻌﺎﺟﻞ ﺄﺷ ﺎل ﺟدﯾدة ﻣن

 اﻧﻧﺎ واذ ﻧؤ د ﻣن ﺟدﯾد دﻋﻣﻧﺎ اﻟﻛﺎﻣﻞ ﻻﻫداف اﻟﻣؤﺗﻣر اﻟﺗﻰ ﺗﺷ ﻞzero

ﻫدﻓﺎ ﻣﺷﺗر ﺎ ﻟﻠدول اﻟﻧﺎﻣ ﺔ وﻧﺣن ﻧﺄﻣﻞ ان ﯾﺗم اﺣراز ﺗﻘدﻣﺎ ﻣﺿطردا

.ﻓﻰ اﻟﻘرب اﻟﻌﺎﺟﻞ ﺄﺷ ﺎل ﺟدﯾدة ﻣن اﻟﺗﻌﺎون واﻻﻧﺳﺎﻧ ﺔ ﺟﻣﻌﺎء

 اﻧﻧﺎ واذ ﻧؤ د ﻣن ﺟدﯾد دﻋﻣﻧﺎ اﻟﻛﺎﻣﻞ ﻻﻫداف اﻟﻣؤﺗﻣر اﻟﺗﻰ ﺗﺷ ﻞdef

ﻫدﻓﺎ ﻣﺷﺗر ﺎ ﻟﻠدول اﻟﻧﺎﻣ ﺔ وﻧﺣن ﻧﺄﻣﻞ ان ﯾﺗم اﺣراز ﺗﻘدﻣﺎ ﻣﺿطردا
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In reaffirming our total support for the objectives
of the Conference, which constitute a common
goal for the developing countries, we hope that
irreversible progress will be made towards new
forms of cooperation, while recognizing the
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of the Conference, which constitute a common
goal for the developing countries, we hope that
irreversible progress will be made towards new
forms of cooperation, while recognizing the
importance of the continuation of an effective
North-South dialogue with a view to the
acceleration of independent national economic
development of our countries for the benefit of
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continuation of an effective North-South dialogue
with a view to the acceleration of independent
national economic development of our countries
for the benefit of our peoples and humanity as a
whole.
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solo for the first time the day before the accident,
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A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. Fiona McWilliam, 33,
from Macclesfield, who was an air traffic
controller at Ringway, also dreamed of becoming
an airline pilot and had spent hundreds of pounds
on flying lessons.
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from Macclesfield, who was an air traffic
controller at Ringway, also dreamed of becoming
an airline pilot and had spent hundreds of pounds
on flying lessons.

ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة ﻣﻔردﻫﺎ

و

ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن ﻓﯾوﻧﺎ

ﺎﻧت ﺗﺣﻠم ﺄن ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت ﻋﻠﻰ

.دروس اﻟطﯾران

47-4

47-5

47-6

47-7

A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. --Fiona McWilliams, 33,
from Macclesfield, who was an air traffic
controller at Ringway
A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. Fiona McWilliams, 33,
from --Macclesfield, who was an air traffic
controller at Ringway, also dreamed of becoming
an airline pilot and had spent hundreds of pounds
on flying lessons.
A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. Fiona McWilliam, 33,
from Macclesfield, who was an air traffic
controller at Ringway, also dreamed of becoming
an airline pilot and had spent hundreds of pounds
on flying lessons.
A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. Fiona McWilliam, 33,
from Macclesfield, who was an air traffic
controller at --Ringway, also dreamed of becoming
an airline pilot and had spent hundreds of pounds

ﻓﯾوﻧﺎ ﻣﺎك و ﻠ ﺎم طﺎﻟ ﺔ اﻟطﯾران واﻟ ﺎﻟﻐﺔ ﻣن اﻟﻌﻣر-- ﺷﻔت ﻋﺎﺋﻠﺔ

zero

zero

3.7.1.4

zero

zero

3.7.1.4

indef

zero

3.9.1.2

zero

zero

3.7.1.4

 ﻋﺎﻣﺎ ﻣن ﻣدﯾﻧﺔ ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر33
ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة

رﻧﺞ و

ﻣﻔردﻫﺎ ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم

33 ﺷﻔت ﻋﺎﺋﻠﺔ ﻓﯾوﻧﺎ ﻣﺎك و ﻠ ﺎم طﺎﻟ ﺔ اﻟطﯾران واﻟ ﺎﻟﻐﺔ ﻣن اﻟﻌﻣر

ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر-- ﻋﺎﻣﺎ ﻣن ﻣدﯾﻧﺔ
ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة

رﻧﺞ و

ﻣﻔردﻫﺎ ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن

ﻓﯾوﻧﺎ ﺎﻧت ﺗﺣﻠم ﺄن ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت
.ﻋﻠﻰ دروس اﻟطﯾران

33 ﺷﻔت ﻋﺎﺋﻠﺔ ﻓﯾوﻧﺎ ﻣﺎك و ﻠ ﺎم طﺎﻟ ﺔ اﻟطﯾران واﻟ ﺎﻟﻐﺔ ﻣن اﻟﻌﻣر

ﻋﺎﻣﺎ ﻣن ﻣدﯾﻧﺔ ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر رﻧﺞ
ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة ﻣﻔردﻫﺎ

و

ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن ﻓﯾوﻧﺎ ﺎﻧت
ﺗﺣﻠم ﺄن ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت ﻋﻠﻰ

.دروس اﻟطﯾران

33 ﺷﻔت ﻋﺎﺋﻠﺔ ﻓﯾوﻧﺎ ﻣﺎك و ﻠ ﺎم طﺎﻟ ﺔ اﻟطﯾران واﻟ ﺎﻟﻐﺔ ﻣن اﻟﻌﻣر

-- ﻋﺎﻣﺎ ﻣن ﻣدﯾﻧﺔ ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر
ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة

رﻧﺞ و

ﻣﻔردﻫﺎ ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن
360

on flying lessons.

ﻓﯾوﻧﺎ ﺎﻧت ﺗﺣﻠم ﺄن ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت
.ﻋﻠﻰ دروس اﻟطﯾران

47-8

Fiona McWilliam, 33, from Macclesfield, who was
an air traffic controller at Ringway, also dreamed
of becoming an airline pilot and had spent
hundreds of pounds on flying lessons.
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through
addition

3.8.1

ﻣدﯾﻧﺔ ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر رﻧﺞ و

اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة ﻣﻔردﻫﺎ ﻟﻠﻣرة اﻻوﻟﻰ
ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن ﻓﯾوﻧﺎ ﺎﻧت ﺗﺣﻠم ﺄن
ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت ﻋﻠﻰ دروس

.اﻟطﯾران

47-9

47-10

47-11

A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. Fiona McWilliam, 33,
from Macclesfield, who was an air traffic
controller at Ringway, also dreamed of becoming
an airline pilot and had spent --hundreds of
pounds on flying lessons.
A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. Fiona McWilliam, 33,
from Macclesfield, who was an air traffic
controller at Ringway, also dreamed of becoming
an airline pilot and had spent hundreds of -pounds on flying lessons.
A student pilot killed in a plane crash had flown
solo for the first time the day before the accident,
her family has revealed. Fiona McWilliam, 33,
from Macclesfield, who was an air traffic
controller at Ringway, also dreamed of becoming
an airline pilot and had spent hundreds of pounds

33 ﺷﻔت ﻋﺎﺋﻠﺔ ﻓﯾوﻧﺎ ﻣﺎك و ﻠ ﺎم طﺎﻟ ﺔ اﻟطﯾران واﻟ ﺎﻟﻐﺔ ﻣن اﻟﻌﻣر

ﻋﺎﻣﺎ ﻣن ﻣدﯾﻧﺔ ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر رﻧﺞ
ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة ﻣﻔردﻫﺎ

و

ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن ﻓﯾوﻧﺎ ﺎﻧت
ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت ﻋﻠﻰ-- ﺗﺣﻠم ﺄن ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت

.دروس اﻟطﯾران

33 ﺷﻔت ﻋﺎﺋﻠﺔ ﻓﯾوﻧﺎ ﻣﺎك و ﻠ ﺎم طﺎﻟ ﺔ اﻟطﯾران واﻟ ﺎﻟﻐﺔ ﻣن اﻟﻌﻣر

ﻋﺎﻣﺎ ﻣن ﻣدﯾﻧﺔ ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر رﻧﺞ
ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة ﻣﻔردﻫﺎ

و

ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن ﻓﯾوﻧﺎ ﺎﻧت
ﺗﺣﻠم ﺄن ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت ﻋﻠﻰ

.دروس اﻟطﯾران

33 ﺷﻔت ﻋﺎﺋﻠﺔ ﻓﯾوﻧﺎ ﻣﺎك و ﻠ ﺎم طﺎﻟ ﺔ اﻟطﯾران واﻟ ﺎﻟﻐﺔ ﻣن اﻟﻌﻣر

ﻋﺎﻣﺎ ﻣن ﻣدﯾﻧﺔ ﻣﺎﻛس ﻓﯾﻠد واﻟﺗﻰ ﺎﻧت ﻣراﻗ ﺔ ﺟو ﺔ ﻓﻰ ﻣطﺎر رﻧﺞ
ﺄن اﺑﻧﺗﻬم ﻗد ﻟﻘت ﺣﺗﻔﻬﺎ ﻓﻰ ﺣﺎدث ﺗﺣطم اﻟطﺎﺋررة ﻣﻔردﻫﺎ

و

ﻟﻠﻣرة اﻻوﻟﻰ ﻗﺑﻞ وﻗوع اﻟﺣﺎدث ﺑﯾوم واﺿﺎﻓت اﻟﻌﺎﺋﻠﺔ ﺄن ﻓﯾوﻧﺎ ﺎﻧت
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on --flying lessons.

ﺗﺣﻠم ﺄن ﺗﺻ ﺢ ﻗﺎﺋدة طﺎﺋرة وﻗد ﺻرﻓت ﻣﺋﺎت اﻟﺟﻧﯾﻬﺎت ﻋﻠﻰ

.دروس اﻟطﯾران

47-12

She was a passenger in a Cessna 172 which
crashed in Wales. Pilot Gareth Newton and
Falklands War veteran Steve Mole, who were at
the controls, were also killed.

 واﻟﺟدﯾر ﺎﻟذ ر ان ﻓﯾوﻧﺎ ﺎﻧت راﻛب ﻋﻠﻰ ﻣﺗن طﺎﺋرة ﻣن طرازindef

zero

3.9.1.2

zero

3.9.1.5

zero

3.7.1.4

Def al-

3.7.1.4

zero

3.7.1.4

Definite
through
addition

3.7.1.4

 واﻟﺗﻰ ﺗﺣطﻣت ﻓﻰ ﻣﻘﺎطﻌﺔ و ﻠز و ﻣﺎ ﻟﻘﻰ اﻟط ﺎر172 ﺳ ﺳﻧﺎ

ﺟﺎرث ﻧﯾوﺗن وﺳﺗﯾﻒ ﻣول واﻟذ ﺷﺎرك ﻓﻰ ﺣرب اﻟﻔوﻟك ﻻﻧد
.ﺣﺗﻔﻬﻣﺎ ﻓﻰ اﻟﺣﺎدث ا ﺿﺎ

47-13

She was a passenger in a Cessna 172 which
crashed in Wales. Pilot Gareth Newton and
Falklands War veteran Steve Mole, who were at
the controls, were also killed.

 واﻟﺟدﯾر ﺎﻟذ ر ان ﻓﯾوﻧﺎ ﺎﻧت راﻛب ﻋﻠﻰ ﻣﺗن طﺎﺋرة ﻣن طرازindef
 واﻟﺗﻰ ﺗﺣطﻣت ﻓﻰ ﻣﻘﺎطﻌﺔ و ﻠز و ﻣﺎ ﻟﻘﻰ اﻟط ﺎر172 ﺳ ﺳﻧﺎ

ﺟﺎرث ﻧﯾوﺗن وﺳﺗﯾﻒ ﻣول واﻟذ ﺷﺎرك ﻓﻰ ﺣرب اﻟﻔوﻟك ﻻﻧد
.ﺣﺗﻔﻬﻣﺎ ﻓﻰ اﻟﺣﺎدث ا ﺿﺎ

47-14

She was a passenger in a Cessna 172 which
crashed in --Wales. Pilot Gareth Newton and
Falklands War veteran Steve Mole, who were at
the controls, were also killed.

 واﻟﺟدﯾر ﺎﻟذ ر ان ﻓﯾوﻧﺎ ﺎﻧت راﻛب ﻋﻠﻰ ﻣﺗن طﺎﺋرة ﻣن طرازzero

و ﻠز و ﻣﺎ ﻟﻘﻰ اﻟط ﺎر--  واﻟﺗﻰ ﺗﺣطﻣت ﻓﻰ ﻣﻘﺎطﻌﺔ172 ﺳ ﺳﻧﺎ

ﺟﺎرث ﻧﯾوﺗن وﺳﺗﯾﻒ ﻣول واﻟذ ﺷﺎرك ﻓﻰ ﺣرب اﻟﻔوﻟك ﻻﻧد
.ﺣﺗﻔﻬﻣﺎ ﻓﻰ اﻟﺣﺎدث ا ﺿﺎ

47-15

She was a passenger in a Cessna 172 which
crashed in Wales. --Pilot Gareth Newton and
Falklands War veteran Steve Mole, who were at
the controls, were also killed.

 واﻟﺟدﯾر ﺎﻟذ ر ان ﻓﯾوﻧﺎ ﺎﻧت راﻛب ﻋﻠﻰ ﻣﺗن طﺎﺋرة ﻣن طرازzero
 واﻟﺗﻰ ﺗﺣطﻣت ﻓﻰ ﻣﻘﺎطﻌﺔ و ﻠز و ﻣﺎ ﻟﻘﻰ اﻟط ﺎر172 ﺳ ﺳﻧﺎ

ﺟﺎرث ﻧﯾوﺗن وﺳﺗﯾﻒ ﻣول واﻟذ ﺷﺎرك ﻓﻰ ﺣرب اﻟﻔوﻟك ﻻﻧد
.ﺣﺗﻔﻬﻣﺎ ﻓﻰ اﻟﺣﺎدث ا ﺿﺎ

47-16

She was a passenger in a Cessna 172 which
crashed in Wales. Pilot --Gareth Newton and
Falklands War veteran Steve Mole, who were at
the controls, were also killed.

 واﻟﺟدﯾر ﺎﻟذ ر ان ﻓﯾوﻧﺎ ﺎﻧت راﻛب ﻋﻠﻰ ﻣﺗن طﺎﺋرة ﻣن طرازzero

--  واﻟﺗﻰ ﺗﺣطﻣت ﻓﻰ ﻣﻘﺎطﻌﺔ و ﻠز و ﻣﺎ ﻟﻘﻰ اﻟط ﺎر172 ﺳ ﺳﻧﺎ

ﺟﺎرث ﻧﯾوﺗن وﺳﺗﯾﻒ ﻣول واﻟذ ﺷﺎرك ﻓﻰ ﺣرب اﻟﻔوﻟك ﻻﻧد
.ﺣﺗﻔﻬﻣﺎ ﻓﻰ اﻟﺣﺎدث ا ﺿﺎ

47-17

She was a passenger in a Cessna 172 which
crashed in Wales. Pilot Gareth Newton and -Falklands War veteran Steve Mole, who were at

 واﻟﺟدﯾر ﺎﻟذ ر ان ﻓﯾوﻧﺎ ﺎﻧت راﻛب ﻋﻠﻰ ﻣﺗن طﺎﺋرة ﻣن طرازzero
 واﻟﺗﻰ ﺗﺣطﻣت ﻓﻰ ﻣﻘﺎطﻌﺔ و ﻠز و ﻣﺎ ﻟﻘﻰ اﻟط ﺎر172 ﺳ ﺳﻧﺎ
362

the controls, were also killed.

ﺟﺎرث ﻧﯾوﺗن وﺳﺗﯾﻒ ﻣول واﻟذ ﺷﺎرك ﻓﻰ ﺣرب اﻟﻔوﻟك ﻻﻧد
.ﺣﺗﻔﻬﻣﺎ ﻓﻰ اﻟﺣﺎدث ا ﺿﺎ

48-1 A

48-2

48-3

48-4

48-5

48-6

48-7

48-8
48-9

48-10

If --children are to develop and grow into healthy
and happy people they need food, warmth, shelter
and love.
If children are to develop and grow into healthy
and --happy people they need food, warmth,
shelter and love.
If children are to develop and grow into healthy
and happy people they need --food, warmth,
shelter and love.
If children are to develop and grow into healthy
and happy people they need food, --warmth,
shelter and love.
If children are to develop and grow into healthy
and happy people they need food, warmth, -shelter and love.
These basic needs are normally happily met by -parents, or other adult caregivers who take on the
parental role.
These basic needs are normally happily met by
parents, or other adult caregivers who take on the
parental role.
--Children are vulnerable and completely
dependent on their parents to meet their needs.
Children can be neglected because their parents
put their own interests first or because their
parents have to cope with --difficult experiences
such as divorce or bereavement.
Children can be neglected because their parents
put their own interests first or because their
parents have to cope with difficult experiences

ﺣﺗﺎج اﻻطﻔﺎل ﻟﻠﻐذاء واﻟﺣﻧﺎن واﻟﻣﺄو واﻟﺣب ﻟﻛﻰ ﯾﻧﻣو و ﺻ ﺣوا

zero

Def al-

3.8.1

ﺣﺗﺎج اﻻطﻔﺎل ﻟﻠﻐذاء واﻟﺣﻧﺎن واﻟﻣﺄو واﻟﺣب ﻟﻛﻰ ﯾﻧﻣو و ﺻ ﺣوا

zero

zero

3.8.1

ﺣﺗﺎج اﻻطﻔﺎل ﻟﻠﻐذاء واﻟﺣﻧﺎن واﻟﻣﺄو واﻟﺣب ﻟﻛﻰ ﯾﻧﻣو و ﺻ ﺣوا

zero

Def al-

3.8.2

ﺣﺗﺎج اﻻطﻔﺎل ﻟﻠﻐذاء واﻟﺣﻧﺎن واﻟﻣﺄو واﻟﺣب ﻟﻛﻰ ﯾﻧﻣو و ﺻ ﺣوا

Zero

Def al-

3.8.2

ﺣﺗﺎج اﻻطﻔﺎل ﻟﻠﻐذاء واﻟﺣﻧﺎن واﻟﻣﺄو واﻟﺣب ﻟﻛﻰ ﯾﻧﻣو و ﺻ ﺣوا

zero

Def al-

3.8.2

 ﻓﻬذﻩ اﻻﺣﺗ ﺎﺟﺎت اﻻﺳﺎﺳ ﺔ ﯾؤﻣﻧﻬﺎ ﻋﺎدة اﻟواﻟدﯾن او وﻻة اﻻﻣورzero

Def al-

3.8.1

 ﻓﻬذﻩ اﻻﺣﺗ ﺎﺟﺎت اﻻﺳﺎﺳ ﺔ ﯾؤﻣﻧﻬﺎ ﻋﺎدة اﻟواﻟدﯾن او وﻻة اﻻﻣورdef

Def al-

3.7.1.3

Def al-

3.8.1

zero

3.8.1

Def al-

3.8.2

.اﻧﺎس ﺳﻌداء واﺻﺣﺎء

.–اﻧﺎس ﺳﻌداء واﺻﺣﺎء
.اﻧﺎس ﺳﻌداء واﺻﺣﺎء

.اﻧﺎس ﺳﻌداء واﺻﺣﺎء
.اﻧﺎﺳﺎ ﺳﻌداء واﺻﺣﺎء

اﻟذﯾن ﻘوﻣون ﺑدور اﻻ ﺎء ﻞ رﺣﺎ ﺔ ﺻدر

اﻟذﯾن ﻘوﻣون ﺑدور اﻻ ﺎء ﻞ رﺣﺎ ﺔ ﺻدر

 اﻻطﻔﺎل ﻋﻔﺎء و ﻌﺗﻣدون ﻠ ﺎ ﻋﻠﻰ اﺑﺋﻬم ﻓﻰ ﺗﻠﺑ ﺔ اﺣﺗ ﺎﺟﺎﺗﻬمzero
 ﻣن اﻟﻣﻣ ن ان ﯾﺗم اﻫﻣﺎل اﻻطﻔﺎل ﺳﺑب ان ا ﺎﺋﻬم ﻘدﻣونzero

اﻫﺗﻣﺎﻣﺎﺗﻬم اﻟﺧﺎﺻﺔ اوﻻ او اﻧﻬم ﯾﺗﻌرﺿون ﻟﺻﻌو ﺎت ﺟﻣﺔ ﻣﺛﻞ
.اﻟطﻼق او اﻟوﻓﺎة ﻻﺣدﻫﻣﺎ

 ﻣن اﻟﻣﻣ ن ان ﯾﺗم اﻫﻣﺎل اﻻطﻔﺎل ﺳﺑب ان ا ﺎﺋﻬم ﻘدﻣونzero

اﻫﺗﻣﺎﻣﺎﺗﻬم اﻟﺧﺎﺻﺔ اوﻻ او اﻧﻬم ﯾﺗﻌرﺿون ﻟﺻﻌو ﺎت ﺟﻣﺔ ﻣﺛﻞ
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.اﻟطﻼق او اﻟوﻓﺎة ﻻﺣدﻫﻣﺎ

such as --divorce or bereavement.
48-11

49-1 E
49-2
49-3
49-4

49-5

49-6

49-7

Children can be neglected because their parents
put their own interests first or because their
parents have to cope with difficult experiences
such as divorce or-- bereavement.
Most people tend to take a holiday at least once a
year; for some people it is almost a duty.

 ﻣن اﻟﻣﻣ ن ان ﯾﺗم اﻫﻣﺎل اﻻطﻔﺎل ﺳﺑب ان ا ﺎﺋﻬم ﻘدﻣونzero

Def al-

3.8.2

اﻫﺗﻣﺎﻣﺎﺗﻬم اﻟﺧﺎﺻﺔ اوﻻ او اﻧﻬم ﯾﺗﻌرﺿون ﻟﺻﻌو ﺎت ﺟﻣﺔ ﻣﺛﻞ

.اﻟطﻼق او اﻟوﻓﺎة ﻻﺣدﻫﻣﺎ

ﻣﯾﻞ ﻌض اﻟﻧﺎس اﻟﻰ اﻻﺳﺗﻣﺗﺎع ﺎﺟﺎزة ﻣرة واﺣدة ﻋﻠﻰ اﻻﻗﻞ ﻓﻰ

indef

zero

3.9.1.2

Most people tend to take a holiday at least once a
year; for some people it is almost a duty.

ﻣﯾﻞ ﻌض اﻟﻧﺎس اﻟﻰ اﻻﺳﺗﻣﺗﺎع ﺎﺟﺎزة ﻣرة واﺣدة ﻋﻠﻰ اﻻﻗﻞ ﻓﻰ

indef

Def al-

3.9.1.5

Most people tend to take a holiday at least once a
year; for some people it is almost a duty.

ﻣﯾﻞ ﻌض اﻟﻧﺎس اﻟﻰ اﻻﺳﺗﻣﺗﺎع ﺎﺟﺎزة ﻣرة واﺣدة ﻋﻠﻰ اﻻﻗﻞ ﻓﻰ

indef

zero

3.9.1.5

Definite
through
addition

3.7.1.2

Def al-

3.8.1

Def al-

3.7.1.5

zero

3.8.1

Due to the highest standard of living, people
especially from the developed countries, do not
hesitate to spend large amounts of money on the
pleasure of having a break far from their
permanent residence.
Due to the highest standard of living, --people
especially from the developed countries, do not
hesitate to spend large amounts of money on the
pleasure of having a break far from their
permanent residence.
Due to the highest standard of living, people
especially from the developed countries, do not
hesitate to spend large amounts of money on the
pleasure of having a break far from their
permanent residence.
Due to the highest standard of living, people
especially from the developed countries, do not
hesitate to spend --large amounts of money on the
pleasure of having a break far from their
permanent residence.

. اﻟﺳﻧﺔ و ﺎﻟﻧﺳ ﺔ ﻟﻠ ﻌض اﻻﺧر ﻓﻬو اﻣر ﺿرور
. اﻟﺳﻧﺔ و ﺎﻟﻧﺳ ﺔ ﻟﻠ ﻌض اﻻﺧر ﻓﻬو اﻣر ﺿرور
. اﻟﺳﻧﺔ و ﺎﻟﻧﺳ ﺔ ﻟﻠ ﻌض اﻻﺧر ﻓﻬو اﻣر ﺿرور

 وﻧﺗﯾﺟﺔ ﻟﻣﺳﺗو اﻟﻣﻌ ﺷﺔ اﻟﻣرﺗﻔﻊ ﻓﺎن اﻟﻧﺎس ﺧﺎﺻﺔ ﻣن اﻟدولdef

اﻟﻣﺗطورة ﻻ ﯾﺗرددون ﻓﻰ اﻧﻔﺎق اﻣوال طﺎﺋﻠﺔ ﻐ ﺔ اﻟﺣﺻول ﻋﻠﻰ
.اﻟﻣﺗﻌﺔ ﻌﯾدا ﻋن اﻣﺎﻛن ﻣﺳﺎﻛﻧﻬم اﻟﻣﻌﺗﻣدة

 وﻧﺗﯾﺟﺔ ﻟﻣﺳﺗو اﻟﻣﻌ ﺷﺔ اﻟﻣرﺗﻔﻊ ﻓﺎن اﻟﻧﺎس ﺧﺎﺻﺔ ﻣن اﻟدولzero

اﻟﻣﺗطورة ﻻ ﯾﺗرددون ﻓﻰ اﻧﻔﺎق اﻣوال طﺎﺋﻠﺔ ﻐ ﺔ اﻟﺣﺻول ﻋﻠﻰ
.اﻟﻣﺗﻌﺔ ﻌﯾدا ﻋن اﻣﺎﻛن ﻣﺳﺎﻛﻧﻬم اﻟﻣﻌﺗﻣدة

 وﻧﺗﯾﺟﺔ ﻟﻣﺳﺗو اﻟﻣﻌ ﺷﺔ اﻟﻣرﺗﻔﻊ ﻓﺎن اﻟﻧﺎس ﺧﺎﺻﺔ ﻣن اﻟدولdef

اﻟﻣﺗطورة ﻻ ﯾﺗرددون ﻓﻰ اﻧﻔﺎق اﻣوال طﺎﺋﻠﺔ ﻐ ﺔ اﻟﺣﺻول ﻋﻠﻰ

.اﻟﻣﺗﻌﺔ ﻌﯾدا ﻋن اﻣﺎﻛن ﻣﺳﺎﻛﻧﻬم اﻟﻣﻌﺗﻣدة

 وﻧﺗﯾﺟﺔ ﻟﻣﺳﺗو اﻟﻣﻌ ﺷﺔ اﻟﻣرﺗﻔﻊ ﻓﺎن اﻟﻧﺎس ﺧﺎﺻﺔ ﻣن اﻟدولzero

اﻟﻣﺗطورة ﻻ ﯾﺗرددون ﻓﻰ اﻧﻔﺎق اﻣوال طﺎﺋﻠﺔ ﻐ ﺔ اﻟﺣﺻول ﻋﻠﻰ
.اﻟﻣﺗﻌﺔ ﻌﯾدا ﻋن اﻣﺎﻛن ﻣﺳﺎﻛﻧﻬم اﻟﻣﻌﺗﻣدة
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Due to the highest standard of living, people
especially from the developed countries, do not
hesitate to spend large amounts of money on the
pleasure of having a break far from their
permanent residence.
Due to the highest standard of living, people
especially from the developed countries, do not
hesitate to spend large amounts of money on the
pleasure of having a break far from their
permanent residence.
--Travel agencies and tourism companies have
capitalized on this trend; they display
advertisements and attractive pictures, and offer
affordable prices with the aim of enticing more
people to travel the world on holiday.
Travel agencies and -- tourism companies have
capitalized on this trend; they display
advertisements and attractive pictures, and offer
affordable prices with the aim of enticing more
people to travel the world on holiday.
Travel agencies and tourism companies have
capitalized on this trend; they display -advertisements and attractive pictures, and offer
affordable prices with the aim of enticing more
people to travel the world on holiday.
Travel agencies and tourism companies have
capitalized on this trend; they display
advertisements and --attractive pictures, and offer
affordable prices with the aim of enticing more
people to travel the world on holiday.
Travel agencies and tourism companies have
capitalized on this trend; they display

 وﻧﺗﯾﺟﺔ ﻟﻣﺳﺗو اﻟﻣﻌ ﺷﺔ اﻟﻣرﺗﻔﻊ ﻓﺎن اﻟﻧﺎس ﺧﺎﺻﺔ ﻣن اﻟدولdef

اﻟﻣﺗطورة ﻻ ﯾﺗرددون ﻓﻰ اﻧﻔﺎق اﻣوال طﺎﺋﻠﺔ ﻐ ﺔ اﻟﺣﺻول ﻋﻠﻰ
.اﻟﻣﺗﻌﺔ ﻌﯾدا ﻋن اﻣﺎﻛن ﻣﺳﺎﻛﻧﻬم اﻟﻣﻌﺗﻣدة

 وﻧﺗﯾﺟﺔ ﻟﻣﺳﺗو اﻟﻣﻌ ﺷﺔ اﻟﻣرﺗﻔﻊ ﻓﺎن اﻟﻧﺎس ﺧﺎﺻﺔ ﻣن اﻟدولindef

Def
through
addition

3.7.1.2

Def al--

3.7.1.2

Definite
through
addition

3.8.1

Definite
through
addition

3.8.1

Def al--

3.8.1

Def al-

3.8.1

zero

3.8.1

اﻟﻣﺗطورة ﻻ ﯾﺗرددون ﻓﻰ اﻧﻔﺎق اﻣوال طﺎﺋﻠﺔ ﻐ ﺔ اﻟﺣﺻول ﻋﻠﻰ
.اﻟﻣﺗﻌﺔ ﻌﯾدا ﻋن اﻣﺎﻛن ﻣﺳﺎﻛﻧﻬم اﻟﻣﻌﺗﻣدة

 ﻣﻣﺎ اد ﺑو ﺎﻻت اﻟﺳﻔر واﻟﺳ ﺎﺣﺔ اﻟﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻰ ﻫذاzero

ﻓﻬم ﻌرﺿون اﻻﻋﺎﻧﺎت واﻟﺻور اﻟﺟذا ﺔ و ﻘدﻣون اﺳﻌﺎر,اﻟﻣﺟﺎل

ﻣﻐرﺔ ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول

.اﻟﻌﺎﻟم

 ﻣﻣﺎ اد ﺑو ﺎﻻت اﻟﺳﻔر واﻟﺳ ﺎﺣﺔ اﻟﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻰ ﻫذاzero

ﻓﻬم ﻌرﺿون اﻻﻋﺎﻧﺎت واﻟﺻور اﻟﺟذا ﺔ و ﻘدﻣون اﺳﻌﺎر,اﻟﻣﺟﺎل

ﻣﻐرﺔ ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول

.اﻟﻌﺎﻟم

 ﻣﻣﺎ اد ﺑو ﺎﻻت اﻟﺳﻔر واﻟﺳ ﺎﺣﺔ اﻟﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻰ ﻫذاzero

ﻓﻬم ﻌرﺿون اﻻﻋﻼﻧﺎت واﻟﺻور اﻟﺟذا ﺔ و ﻘدﻣون اﺳﻌﺎر,اﻟﻣﺟﺎل

ﻣﻐرﺔ ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول

.اﻟﻌﺎﻟم

 ﻣﻣﺎ اد ﺑو ﺎﻻت اﻟﺳﻔر واﻟﺳ ﺎﺣﺔ اﻟﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻰ ﻫذاzero

ﻓﻬم ﻌرﺿون اﻻﻋﻼﻧﺎت واﻟﺻور اﻟﺟذا ﺔ و ﻘدﻣون اﺳﻌﺎر,اﻟﻣﺟﺎل

ﻣﻐرﺔ ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول

.اﻟﻌﺎﻟم

 ﻣﻣﺎ اد ﺑو ﺎﻻت اﻟﺳﻔر واﻟﺳ ﺎﺣﺔ اﻟﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻰ ﻫذاzero
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advertisements and attractive pictures, and offer -affordable prices with the aim of enticing more
people to travel the world on holiday.
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With the aim of enticing more people to travel
the world on holiday.
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Travel agencies and tourism companies have
capitalized on this trend; they display
advertisements and attractive pictures, and offer
affordable prices with the aim of enticing more
people to travel the world on holiday.
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50-1 A
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the aim of enticing more people to travel the
world on-- holiday.
--Holidaymakers tend to travel to tropical and
coastal towns
Holidaymakers tend to travel to --tropical and
coastal towns
Holidaymakers tend to travel to tropical and
coastal towns where they can enjoy --permanent
sunshine, beaches and extensive forest areas.
Holidaymakers tend to travel to tropical and
coastal towns where they can enjoy permanent
sunshine, --beaches and extensive forest areas.
Another harmful effect of --tourism is the damage
it causes to the environment.
Another harmful effect of tourism is the damage it
causes to the environment.
Another harmful effect of tourism is the damage it
causes to the environment.

ﻓﻬم ﻌرﺿون اﻻﻋﻼﻧﺎت واﻟﺻور اﻟﺟذا ﺔ و ﻘدﻣون اﺳﻌﺎر,اﻟﻣﺟﺎل

ﻣﻐرﺔ ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول

.اﻟﻌﺎﻟم

. ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول اﻟﻌﺎﻟمdef

Def
through
addition
Def al-

3.7.1.2

. ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول اﻟﻌﺎﻟمzero

Def al-

3.8.12

ﻣﯾﻞ اﻟﺳ ﺎح اﻟﻰ اﻟﺳﻔر اﻟﻰ اﻟﻣدن اﻻﺳﺗواﺋ ﺔ واﻟﺳﺎﺣﻠ ﺔ

zero

Def al-

3.8.1

ﻣﯾﻞ اﻟﺳ ﺎح اﻟﻰ اﻟﺳﻔر اﻟﻰ اﻟﻣدن اﻻﺳﺗواﺋ ﺔ واﻟﺳﺎﺣﻠ ﺔ

zero

Def al--

3.8.1

ﻣﯾﻞ اﻟﺳ ﺎح اﻟﻰ اﻟﺳﻔر اﻟﻰ اﻟﻣدن اﻻﺳﺗواﺋ ﺔ واﻟﺳﺎﺣﻠ ﺔ ﺣﯾث

zero

Definite
through
addition

3.8.2

zero

Def al-

3.8.1

. ﻣن اﻟﺗﺄﺛﯾرات اﻟﺳﯾﺋﺔ ﻟﻠﺳ ﺎﺣﺔ ﻫو اﻟﺿرر اﻟذ ﺗﺳﺑ ﻪ ﻟﻠﺑﯾﺋﺔzero

Def al-

3.8.2

. ﻣن اﻟﺗﺄﺛﯾرات اﻟﺳﯾﺋﺔ ﻟﻠﺳ ﺎﺣﺔ ﻫو اﻟﺿرر اﻟذ ﺗﺳﺑ ﻪ ﻟﻠﺑﯾﺋﺔdef

Def al-

3.7.1.2

. ﻣن اﻟﺗﺄﺛﯾرات اﻟﺳﯾﺋﺔ ﻟﻠﺳ ﺎﺣﺔ ﻫو اﻟﺿرر اﻟذ ﺗﺳﺑ ﻪ ﻟﻠﺑﯾﺋﺔdef

Def al-

3.7.1.3

 ﻣﻣﺎ اد ﺑو ﺎﻻت اﻟﺳﻔر واﻟﺳ ﺎﺣﺔ اﻟﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻰ ﻫذاdef

3.7.1.3

ﻓﻬم ﻌرﺿون اﻻﻋﻼﻧﺎت واﻟﺻور اﻟﺟذا ﺔ و ﻘدﻣون اﺳﻌﺎر,اﻟﻣﺟﺎل

ﻣﻐرﺔ ﻟﻬدف ﺟذب اﻟﻛﺛﯾر ﻣن اﻟﻧﺎس ﻟﻠﺳﻔر ﻟﻘﺿﺎء اﻻﺟﺎزات ﺣول

.اﻟﻌﺎﻟم

ﻣ ﻧﻬم اﻻﺳﺗﻣﺗﺎع ﺎﺷﻌﺔ اﻟﺷﻣس واﻟﺷواطﺊ وﻣﻧﺎط اﻟﻐﺎ ﺎت

.اﻟﻛﺛ ﻔﺔ

ﻣﯾﻞ اﻟﺳ ﺎح اﻟﻰ اﻟﺳﻔر اﻟﻰ اﻟﻣدن اﻻﺳﺗواﺋ ﺔ واﻟﺳﺎﺣﻠ ﺔ ﺣﯾث

ﻣ ﻧﻬم اﻻﺳﺗﻣﺗﺎع ﺎﺷﻌﺔ اﻟﺷﻣس واﻟﺷواطﺊ وﻣﻧﺎط اﻟﻐﺎ ﺎت

.اﻟﻛﺛ ﻔﺔ
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The Mediterranean Sea has one of the dirtiest
coastlines in the world.
The Mediterranean Sea has one of the dirtiest
coastlines in the world.
The Mediterranean Sea has one of the dirtiest
coastlines in the world.
Tens of --millions of tons of oil, industrial waste,
chemicals and sewage are pumped into the sea
every year.
Tens of millions of --tons of oil, industrial waste,
chemicals and sewage are pumped into the sea
every year.
Tens of millions of tons of --oil, industrial waste,
chemicals and sewage are pumped into the sea
every year.
Tens of millions of tons of oil, --industrial waste,
chemicals and sewage are pumped into the sea
every year.
Tens of millions of tons of oil, industrial waste,
chemicals and --sewage are pumped into the sea
every year.
Tens of millions of tons of oil, industrial waste,
chemicals and sewage are pumped into the sea
every year.
Even if --oil escapes from ships many miles out at
sea, the currents send everything in towards the
coast.
Even if oil escapes from --ships many miles out at
sea, the currents send everything in towards the
coast.
Even if oil escapes from ships many miles out at -sea, the currents send everything in towards the
coast.

. ﺗﻌﺗﺑر ﺳواﺣﻞ اﻟ ﺣر اﻟﻣﺗوﺳ اﺣد اﻛﺛر اﻟﺳواﺣﻞ ﺛﻠوﺗﺎ ﻓﻰ اﻟﻌﺎﻟمdef

Def al-

3.7.1.5

. ﺗﻌﺗﺑر ﺳواﺣﻞ اﻟ ﺣر اﻟﻣﺗوﺳ اﺣد اﻛﺛر اﻟﺳواﺣﻞ ﺛﻠوﺗﺎ ﻓﻰ اﻟﻌﺎﻟمdef

Def al-

3.7.1.6

. ﺗﻌﺗﺑر ﺳواﺣﻞ اﻟ ﺣر اﻟﻣﺗوﺳ اﺣد اﻛﺛر اﻟﺳواﺣﻞ ﺛﻠوﺗﺎ ﻓﻰ اﻟﻌﺎﻟمdef

Def al-

3.7.1.3

 ﻋﺷرات اﻟﻣﻼﯾﯾن ﻣن اﻻطﻧﺎن ﻣن اﻟزوت واﻟﻧﻔﺎ ﺎت اﻟﺻﻧﺎﻋ ﺔzero

Def al-

3.8.1

 ﻋﺷرات اﻟﻣﻼﯾﯾن ﻣن اﻻطﻧﺎن ﻣن اﻟزوت واﻟﻧﻔﺎ ﺎت اﻟﺻﻧﺎﻋ ﺔzero

Def al-

3.8.1

 ﻋﺷرات اﻟﻣﻼﯾﯾن ﻣن اﻻطﻧﺎن ﻣن اﻟزوت واﻟﻧﻔﺎ ﺎت اﻟﺻﻧﺎﻋ ﺔzero

Def al-

3.8.2

 ﻋﺷرات اﻟﻣﻼﯾﯾن ﻣن اﻻطﻧﺎن ﻣن اﻟزوت واﻟﻧﻔﺎ ﺎت اﻟﺻﻧﺎﻋ ﺔzero

Def al-

3.8.2

 ﻋﺷرات اﻟﻣﻼﯾﯾن ﻣن اﻻطﻧﺎن ﻣن اﻟزوت واﻟﻧﻔﺎ ﺎت اﻟﺻﻧﺎﻋ ﺔzero

Def al-

3.8.2

 ﻋﺷرات اﻟﻣﻼﯾﯾن ﻣن اﻻطﻧﺎن ﻣن اﻟزوت واﻟﻧﻔﺎ ﺎت اﻟﺻﻧﺎﻋ ﺔdef

Def al-

3.7.1.1

 ﺣﺗﻰ ﻋﻧدﻣﺎ ﯾﺗﺳرب اﻟزوت ﻣن اﻟﺳﻔن اﻣ ﺎل ﻋدﯾدة ﻓﻰ اﻟ ﺣر ﻓﺎنzero

Def al-

3.8.2

 ﺣﺗﻰ ﻋﻧدﻣﺎ ﯾﺗﺳرب اﻟزوت ﻣن اﻟﺳﻔن اﻣ ﺎل ﻋدﯾدة ﻓﻰ اﻟ ﺣر ﻓﺎنzero

Def al-

3.8.1

 ﺣﺗﻰ ﻋﻧدﻣﺎ ﯾﺗﺳرب اﻟزوت ﻣن اﻟﺳﻔن اﻣ ﺎل ﻋدﯾدة ﻓﻰ اﻟ ﺣر ﻓﺎنzero

Def al-

3.8.12

.واﻟﻛ ﻣ ﺎﺋ ﺔ واﻟﺻرف اﻟﺻﺣﻰ ﻓﻰ اﻟ ﺣر ﺳﻧو ﺎ
.واﻟﻛ ﻣ ﺎﺋ ﺔ واﻟﺻرف اﻟﺻﺣﻰ ﻓﻰ اﻟ ﺣر ﺳﻧو ﺎ
.واﻟﻛ ﻣ ﺎﺋ ﺔ واﻟﺻرف اﻟﺻﺣﻰ ﻓﻰ اﻟ ﺣر ﺳﻧو ﺎ
.واﻟﻛ ﻣ ﺎﺋ ﺔ واﻟﺻرف اﻟﺻﺣﻰ ﻓﻰ اﻟ ﺣر ﺳﻧو ﺎ

.واﻟﻛ ﻣ ﺎﺋ ﺔ واﻟﺻرف اﻟﺻﺣﻰ ﻓﻰ اﻟ ﺣر ﺳﻧو ﺎ

.واﻟﻛ ﻣ ﺎﺋ ﺔ واﻟﺻرف اﻟﺻﺣﻰ ﻓﻰ اﻟ ﺣر ﺳﻧو ﺎ

.اﻟﺗ ﺎرات ﺗدﻓﻊ ﻞ ﺷﻰ ﻓﻰ اﺗﺟﺎﻩ اﻟﺳﺎﺣﻞ
.اﻟﺗ ﺎرات ﺗدﻓﻊ ﻞ ﺷﻰ ﻓﻰ اﺗﺟﺎﻩ اﻟﺳﺎﺣﻞ
.اﻟﺗ ﺎرات ﺗدﻓﻊ ﻞ ﺷﻰ ﻓﻰ اﺗﺟﺎﻩ اﻟﺳﺎﺣﻞ
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 ﺣﺗﻰ ﻋﻧدﻣﺎ ﯾﺗﺳرب اﻟزوت ﻣن اﻟﺳﻔن اﻣ ﺎل ﻋدﯾدة ﻓﻰ اﻟ ﺣر ﻓﺎنdef

Def al-

3.7.1.3

 ﺣﺗﻰ ﻋﻧدﻣﺎ ﯾﺗﺳرب اﻟزوت ﻣن اﻟﺳﻔن اﻣ ﺎل ﻋدﯾدة ﻓﻰ اﻟ ﺣر ﻓﺎنdef

Def al-

3.7.1.3

 اﻧﻬﺎ ﺗﺗراﻛم ﺣول اﻟﺷؤاطﻰ وﺗﺳﺑب اﻣراض ﻣﺛﻞ اﻟﺗﻬﺎب اﻟﻛﺑد اﻟﺗ ﻔودdef

Def al-

3.7.1.3

It piles up around the shores and causes diseases
like-- typhoid, dysentery, hepatitis and cholera.

 اﻧﻬﺎ ﺗﺗراﻛم ﺣول اﻟﺷؤاطﻰ وﺗﺳﺑب اﻣراض ﻣﺛﻞ اﻟﺗﻬﺎب اﻟﻛﺑد اﻟﺗ ﻔودzero

Def al-

3.8.8

It piles up around the shores and causes diseases
like typhoid, --dysentery, hepatitis and cholera.

 اﻧﻬﺎ ﺗﺗراﻛم ﺣول اﻟﺷؤاطﻰ وﺗﺳﺑب اﻣراض ﻣﺛﻞ اﻟﺗﻬﺎب اﻟﻛﺑد اﻟﺗ ﻔودzero

Def al-

3.8.8

It piles up around the shores and causes diseases
like typhoid, dysentery, hepatitis and --cholera.

 اﻧﻬﺎ ﺗﺗراﻛم ﺣول اﻟﺷؤاطﻰ وﺗﺳﺑب اﻣراض ﻣﺛﻞ اﻟﺗﻬﺎب اﻟﻛﺑد اﻟﺗ ﻔودzero

Def al-

3.8.8

. ﻟﻼطﻔﺎل اﻟذﯾن ﻌﺎﻧون ﻣن اﻟﺗﯾول اﻻاراد ﻓﻰ اﻟﻠﯾﻞzero

Def al-

3.8.6

 ﻻ ﻣ ﻧﻧﺎ ﺗﻧﺎول ﻣﺎ ﺧططﻧﻧﺎ ﻟﻪ ﻟوﺟ ﺔ اﻻﻓطﺎر؟zero
. ﺗﺗطﻠب اﻟوﺻﻔﺔ ﻌض اﻟزدة وﻟ س ﻟدﯾﻧﺎ زدzero

Def al-

3.8.7

Def al-

3.8.2

 دﻋﻧﺎ ﻧذﻫب ﻟﺗﻧﺎول اﻟﻐذاء ﻣﻊ زوﺟﺗك ﺟﯾن؟zero
 دﻋﻧﺎ ﻧذﻫب ﻟﺗﻧﺎول اﻟﻐذاء ﻣﻊ زوﺟﺗك ﺟﯾن؟zero

Def al-

3.8.7

zero

3.7.1.4

. ﻻ ﺗﺳﺗط ﻊ اﻟذﻫﺎب ﻣﻌﻧﺎ ﻻﻧﻬﺎ ﺳﺗﺗﻧﺎول اﻟﻐذاء ﻣﻊ ﻣدﯾر ﻣ ﺗﺑﻬﺎzero

Def al-

3.8.7

. ﻻ ﺗﺳﺗط ﻊ اﻟذﻫﺎب ﻣﻌﻧﺎ ﻻﻧﻬﺎ ﺳﺗﺗﻧﺎول اﻟﻐذاء ﻣﻊ ﻣدﯾر ﻣ ﺗﺑﻬﺎdef

3.7.1.2

3.8.8

Even if oil escapes from ships many miles out at
sea, the currents send everything in towards the
coast.
Even if oil escapes from ships many miles out at
sea, the currents send everything in towards the
coast.
It piles up around the shores and causes diseases
like typhoid, dysentery, hepatitis and cholera.

51-1 E

For children troubled with incontinence of urine at
--night

52-1 E

We can’t have what I planned for --breakfast?

52-2

This recipe requires --butter and I do not have any.

52-3

Let’s go out for --lunch with your wife Jane?

52-4

Let’s go out for lunch with your wife --Jane?

52-5

No, she is busy. She is having --lunch with the
manager of her office.
No, she is busy. She is having lunch with the
manager of her office.

52-6

.اﻟﺗ ﺎرات ﺗدﻓﻊ ﻞ ﺷﻰ ﻓﻰ اﺗﺟﺎﻩ اﻟﺳﺎﺣﻞ

.اﻟﺗ ﺎرات ﺗدﻓﻊ ﻞ ﺷﻰ ﻓﻰ اﺗﺟﺎﻩ اﻟﺳﺎﺣﻞ
واﻟزﺣﺎر واﻟﻛوﻟﯾ ار
واﻟزﺣﺎر واﻟﻛوﻟﯾ ار

واﻟزﺣﺎر واﻟﻛوﻟﯾ ار
واﻟزﺣﺎر واﻟﻛوﻟﯾ ار

53-1 E

I was in --bed with the flu last night.

ﻧت ﻓﻰ اﻟﺳرر ﻣﺻﺎ ﺎ ﺎﻻﻧﻔﻠوﻧ از اﻟﻠﯾﻠﺔ اﻟﻣﺎﺿ ﺔ

zero

Def
through
addition
Def al-

53-2

I was in bed with the flu last night.

ﻧت ﻓﻰ اﻟﺳرر ﻣﺻﺎ ﺎ ﺎﻻﻧﻔﻠوﻧ از اﻟﻠﯾﻠﺔ اﻟﻣﺎﺿ ﺔ

def

Def al-
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3.8.11

53-3

How did you pass the time?

53-4

I listened to the radio a lot.

54.1 E

I went to --bed last night.

54-2

I lay awake at … night.

54-3
55-1 E

Finally I decided to go early in the morning and
buy it.
I go to town by bus and come back by --train.

55-2

Last week we were at-- town.

55-3
55-4

We performed an experiment to see how rust
forms on metal.
An experiment to see how --rust forms on metal.

55-5

An experiment to see how rust forms on --metal.

55-6

We dipped pieces of iron in water and left them
for half an hour.
An alloy is a mixture of metals.

55-7
56-1 A
56-2

--Students are asked to pay their fees before the
beginning of the term.
Students are asked to pay their fees before the
beginning of the term.

57-1 A

He attended --dinner in honor of Minister.

57-2

What would you like for --breakfast? Eggs or
cheese? A tea or a coffee?

57-3
57-4

ﯾﻒ اﻣﺿﯾت اﻟوﻗت؟

def

Def al-

3.7.1.3

Def al-

3.7.7

Def al-

3.8.11

def

3.8.6

Def

3.8.6

Def al-

3.8.4

def

3.8.10

. ﻗﻣﻧﺎ ﺑﺗﺟرﺔ ﻟﻛ ﻔ ﺔ ﺗﺷ ﻞ اﻟﺻدأ ﻋﻠﻰ اﻟﻣﻌﺎدنindef

zero

3.9.1.2

. ﻗﻣﻧﺎ ﺑﺗﺟرﺔ ﻟﻛ ﻔ ﺔ ﺗﺷ ﻞ اﻟﺻدأ ﻋﻠﻰ اﻟﻣﻌﺎدنzero
. ﻗﻣﻧﺎ ﺑﺗﺟرﺔ ﻟﻛ ﻔ ﺔ ﺗﺷ ﻞ اﻟﺻدأ ﻋﻠﻰ اﻟﻣﻌﺎدنzero

Def al-

3.8.2

Def al-

3.8.2

zero

3.9.1.5

 اﻟﺳﺑ ﺔ ﻫﻰ ﺧﻠindef
. ﻋﻠﻰ اﻟطﻠ ﺔ اﻟﻣﻌﻧﯾﯾن دﻓﻊ اﻟرﺳوم اﻟدراﺳ ﺔ ﻗﺑﻞ ﺑدا ﺔ اﻟﻔﺻﻞzero

Def al-

3.9.1.2

def

3.8.10

. ﻋﻠﻰ اﻟطﻠ ﺔ اﻟﻣﻌﻧﯾﯾن دﻓﻊ اﻟرﺳوم اﻟدراﺳ ﺔ ﻗﺑﻞ ﺑدا ﺔ اﻟﻔﺻﻞdef

Def
through
addition
zero

3.7.1.2

Def al-

3.8.7

. اﺳﺗﻣﻌت اﻟﻰ اﻟرادﯾو ﺛﯾراdef
. ذﻫﺑت اﻟﻰ اﻟﺳرر ﻻﻧﺎم اﻟﻠﯾﻠﺔ اﻟﻣﺎﺿ ﺔzero
. ﻘﯾت ﻣﺳﺗﻠﻘﻰ ﻣﻧﺗﺻﻒ اﻟﻠﯾﻞzero
 واﺧﯾ ار ﻗررت ان اذﻫب ﻓﻰ اﻟﺻ ﺎح واﺷﺗرﻪdef
. اذﻫب اﻟﻰ اﻟﺑﻠدة ﺎﻟﺣﺎﻓﻠﺔ واﻋود ﺎﻟﻘطﺎرzero
. اﻻﺳﺑوع اﻟﻣﺎﺿﻰ ﻧﺎ ﻓﻰ اﻟﺑﻠدةzero

. ﻗﻣﻧﺎ ﻐطس ﻗطﻊ ﻣن اﻟﺣدﯾد ﻓﻰ اﻟﻣﺎء وﺗر ﻧﺎﻫم ﻟﻧﺻﻒ ﺳﺎﻋﺔindef
.ﻣن اﻟﻣﻌﺎدن

. ﺣﺿر ﻋﺷﺎء ﻋﻠﻰ ﺷرف اﻟوزرzero
 ﻣﺎذا ﺗرﻏب ﻟوﺟ ﺔ اﻻﻓطﺎر؟ ﻌض اﻟﺑ ض ام ﻌض اﻟﺟﺑن؟ ﺷﺎzero
او ﻗﻬوة؟

What would you like for breakfast? Eggs or
cheese? A tea or a coffee?

 ﻣﺎذا ﺗرﻏب ﻟوﺟ ﺔ اﻻﻓطﺎر؟ ﻌض اﻟﺑ ض ام ﻌض اﻟﺟﺑن؟ ﺷﺎindef

zero

3.8.2

What would you like for breakfast? Eggs or
cheese? A tea or a coffee?

 ﻣﺎذا ﺗرﻏب ﻟوﺟ ﺔ اﻻﻓطﺎر؟ ﻌض اﻟﺑ ض ام ﻌض اﻟﺟﺑن؟ ﺷﺎindef

zero

3.8.2

او ﻗﻬوة؟

او ﻗﻬوة؟
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57-5

Could you pass the salt, please?

57-6

It was --nice breakfast.

57-7

Now will you please help clear the table?

58-1 A

--Summer is the warmest season

58-2

Summer is the warmest season, but the summer
of 1971 was usually cool.
Summer is the warmest season, but the summer
of 1971 was usually cool.

58-3
59-1 E
59-2
59-3
59-4

The Philadelphia which Mr. Johnson knows so well
is a heritage of colonial times.
The Philadelphia which Mr. --Johnson knows so
well is a heritage of colonial times.
The Philadelphia which Mr. Johnson knows so well
is a heritage of colonial times.
The Philadelphia which Mr. Johnson knows so well
is a heritage of --colonial times.

60-1 E

We will go to --Paris at Christmas.

60-2

We will go to Paris at --Christmas.

60-3

We booked the tickets three months in advance.

60-4

My relatives will be here during the Christmas.

60-5

Thirteen. I should buy --milk.

. ﻫﻞ ﺗﺳﻣﺢ ﺑﺗﻣرر اﻟﻣﻠﺢ ﻣن ﻓﺿﻠكdef
. اﻧﻪ اﻓطﺎر راﺋﻊzero

Def al-

3.7.1.3

zero

3.8.2

 ﻫﻞ ﺗﺳﺎﻋدﻧﻰ ﻓﻰ ﺗﻧظﯾﻒ اﻟطﺎوﻟﺔ؟. ﻣﺳرورة ﻟﺳﻣﺎع ذﻟكdef
 ﻓﺻﻞ اﻟﺻﯾﻒ ﻫو اﻟﻔﺻﻞ اﻻدﻓﻰzero

Def al-

3.7.1.3

Def al-

3.8.5

 ﺎن1971  ﻓﺻﻞ اﻟﺻﯾﻒ ﻫو اﻟﻔﺻﻞ اﻻدﻓﻰ اﻻ ان ﺻﯾﻒ ﻋﺎمdef

Def al-

3.7.1.6

 ﺎن1971  ﻓﺻﻞ اﻟﺻﯾﻒ ﻫو اﻟﻔﺻﻞ اﻻدﻓﻰ اﻻ ان ﺻﯾﻒ ﻋﺎمdef

zero

3.8.5

. ان ﻓ ﻼدﻟﻔ ﺎ اﻟﺗﻰ ﻌرﻓﻬﺎ اﻟﺳﯾد ﺟوﻧﺳون ﺛرات ﻣن اوﻗﺎت اﻻﺣﺗﻼلdef

zero

3.7.1.2

. ان ﻓ ﻼدﻟﻔ ﺎ اﻟﺗﻰ ﻌرﻓﻬﺎ اﻟﺳﯾد ﺟوﻧﺳون ﺛرات ﻣن اوﻗﺎت اﻻﺣﺗﻼلzero

zero

3.7.1.4

. ان ﻓ ﻼدﻟﻔ ﺎ اﻟﺗﻰ ﻌرﻓﻬﺎ اﻟﺳﯾد ﺟوﻧﺳون ﺛرات ﻣن اوﻗﺎت اﻻﺣﺗﻼلindef

zero

3.9.1.2

. ان ﻓ ﻼدﻟﻔ ﺎ اﻟﺗﻰ ﻌرﻓﻬﺎ اﻟﺳﯾد ﺟوﻧﺳون ﺛرات ﻣن اوﻗﺎت اﻻﺣﺗﻼلzero

Def
through
addition
zero

3.8.1

Def al-

3.7.14

Def al-

3.7.1.3

Def al-

3.7.1.4

Def al-

3.8.2

.ﺎرد ﻗﻠ ﻼ
.ﺎرد ﻗﻠ ﻼ

. ﺳﻧذﻫب اﻟﻰ ﺎرس ﻓﻰ اﻟﻣ ﻼدzero
. ﺳﻧذﻫب اﻟﻰ ﺎرس ﻓﻰ اﻟﻣ ﻼدzero
. ﺣﺟزﻧﺎ اﻟﺗذاﻛر ﻣﻧد ﺛﻼﺗﺔ اﺷﻬرdef
. ﺎﻧوا اﻗﺎرﻰ ﻫﻧﺎ ﻓﻰ ﻋﯾد اﻟﻣ ﻼدdef
. ﯾﺟب ان اﺷﺗر ﻌض اﻟﺣﻠﯾب. ﺛﻼﺗﺔ ﻋﺷرzero
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3.7.1.4
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