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Abstract: This article presents a panoramic review of Error Analysis and Interlanguage
studies, with the aim of reflecting on the need to include a new taxonomic category in said
research. If formal second language teaching is an important factor in learning, there is
no doubt that research on students'interlanguage should reflect this importance. This can
be formulated through an operational category in formal learning contexts that allows
the student’s data to be classified, depending on whether the element of analysis has been
previous{y instructed or not. This category gives great importance to the entire production
and opens new paths in the dialogue with the influence of non-formal learning and with
the positive impact of related languages, regardless of whether it is the mother tongue.
It also highlights the importance of observing, quantifying and describing linguistic
phenomena that are not necessarily produced in large absolute numbers, but that might
still be relevant to explain the evolution of second language acquisition.
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1. Introduction

The process of second language acquisition (SLA) is a phenomenon marked by
a series of characteristics that clearly differentiate it from learning a mother tongue
(L1). For this reason, the approach to understanding and researching this subject
can and should be carried out from a holistic and interdisciplinary perspective. Thus,

numerous factors operate and have an important impact on SLA, many of these of a
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linguistic nature, such as perceived linguistic proximity (Kellerman, 1983). However,
there are many other extralinguistic factors of a cognitive or affective nature such as
motivation or anxiety that play a prominent role in SLA (Arnold, 2021).

In relation to language instruction, it has become clear that formal learning is a
determining factor in SLA (Norris & Ortega, 2001), although greater benefits are
detected at initial levels or in poor second language (L2) environments, i.c., where
quality input is not abundant (Han, 2004). Likewise, this type of learning has a very
different impact from that produced by incidental or informal learning, as well as that
detected in language immersion contexts. Moreover, formal L2 learning involves a
series of prior choices by the various actors given that there is a wide range of variables
that condition or impact the development and success of L2 learning. Among these
are: age of initiation in formal L2 instruction, teaching methodology, input provided
and its quality, attention to form or content, type of corrective feedback, evaluation,
attitudes of the learners towards the target language and cultures among others, that
due to lack of space will not be dealt with, within this paper.

In this work we start from the premise that learning is a social construction,
that is, from the assumptions formulated by Vygotsky (1978). Therefore, we
understand that learning is a process based on interaction and collaboration with
other individuals. In this interaction, the teacher must adopt a position of orienting,
guiding, facilitating and creating scaffolding. According to Antén (2010:p.11) it
is the tutor or expert who offers the disciple or pupil, during the interaction, an
elaborate support structure that leads to the successful completion of the task.
Furthermore, we understand that SLA approaches teaching as an activity in which
the learner does not need to be prepared to learn something before it can be taught,
but rather instruction is precisely the preparation for learning, in what has been
called the Zone of Proximal Development (ZPD) (Lantolf, 2002:p.86).

Numerous linguistic research, especially applied to teaching, was based on the
methodological assumptions of Error Analysis (EA), formulated by Corder (1967,
1971) and on the Interlanguage (IL) theory proposed by Selinker (1972) and still
in practice (Han & Tarone, 2014). Nonetheless, the EA has been reformulated
in several aspects and extended by various authors over the following decades.
This linguistic research methodology can be applied to different contexts (Godin
et al., 2018) other than SLA. However, it was in this field of study where it has
obtained a great scope historically and where our article is inscribed. In that sense,
we understand that EA is a technique of observation, identification, analysis,
classification and interpretation of idiosyncratic productions of non-native speakers,

in any spontaneous or controlled situation of linguistic response (Baralo, 2009).
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This paper proposes a new operational or functional category for the taxonomy

of learners' oral and/or written output in the context of formal L2 learning: Elements
Without Prior Instruction (EWPI). This taxonomic category may encompass a
whole range of structures, verb tenses, vocabulary or any other linguistic element
depending on the specific objectives of the research, as long as it takes place in
contexts where formal, deeply structured and sequenced instruction plays an
important role. In short, the category we propose is not limited to the observation
of error, but can also be operative for an analysis of the IL oral/written output of

second language learners in formal learning contexts.

2. Methodological Considerations

Firstly, this paper presents an overview (Guirao Goris, 2015) of EA as a research
methodology in second language learning and IL analysis. The aim of this review is
to present the basic concepts of EA, the different proposals and works that followed
this methodology and the most important limitations that, to date, were evident
in this type of research.

This panoramic review is set out to answer our research question (RQ):

RQ: Do EA studies evaluate instruction and take it into account when
examining the study findings?

With this objective in mind, we prepared, on the one hand, a panoramic review
of the foundations, characteristics and limitations of EA based on a search for
studies indexed in WoS, Scopus or appearing in Google Scholar. In view of the
considerable number of published works, we have chosen to base ourselves not
only on classic authors, but we also chose to refer to a wide diversity of empirical
studies, highlighting the most recent ones. However, we included works not indexed
in WoS or Scopus because we are aware that this type of research is very prolific
in theses or other types of work, as can be seen in one of the few meta-analyses in
this area carried out by Santos Gargallo and Alexopoulou (2021).

Similarly, it is possible that there is an overabundance of examples or references
from the Spanish-speaking world, given that we only have the meta-analysis referred
to and circumscribed to the Spanish setting and the research languages used by
the author. However, this possible bias in the review was alleviated by selecting
empirical articles that take into consideration very diverse language pairs that cover
different regions of the planet and that were carried out in different circumstances

(linguistic abilities, mother tongues, different ages, etc.).
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Our panoramic review provides a mapping of key concepts in an analytical,
synthetic and as diverse and current manner as possible with a double objective:
1) To identify a possible gap, in clear correspondence with the initial question of
our research and; 2) To develop a methodological or conceptual approach that
can fill this possible gap in future works, which will be developed in the section
on discussions and conclusions.

3. A Panoramical Review: Error Analysis

Although the proposal of EA as a methodology was put forward by Corder
decadesago (1967,1971, 1981), it s still completely valid today and has undergone
asignificant development towards different postulates, taxonomies and approaches
(Mufioz-Bassols & Bailini, 2018; Santos Gargallo & Alexopoulou, 2021), as well
as the incorporation of a wide range of mother tongues and/or learning languages
from different parts of the world (Luste-Cha4, 2010; Al-Khresheh, 2015; Yang,
2019; Anatolievna Lebedeva, 2023).

In relation to EA, Corder (1971) established only three steps in the EA
methodology: i) error identification; ii) error description, and; iii) error explanation.
However, there is currently a certain consensus in pointing out the following
steps: data collection, error identification, error cataloging or classification, error
description, error explanation and proposed error therapies to solve the errors if

the EA has a didactic or pedagogical perspective.

3.1. Data collection
In terms of data collection, these are determined by the following factors or

criteria (De Alba Quinones, 2009; Santos Gargallo, 2016):

e LI and geographical origin. EA studies can be carried out from the
observation of groups of learners with the same L1 (Arcos Pavon, 2009;
Tarigan et al,, 2023) or, on the contrary, the comparison between learners
with different L1 (Amenés Pons et al., 2019; Kazazoglu, 2020; Babi¢,
2022). Although it is also important to take into consideration other
possible languages they previously learned, as there are often transfers from
L2 to L3 (Woll, 2018; Aribas & Cele, 2021).

o Thesize of the sample or data collection. Longitudinal studies usually have
asmaller number of informants and, on the contrary, cross-sectional studies

usually have a more representative sample of the population to be studied.
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o  Linguistic ability. De Alba Quifiones (2009) points out that most studies
focus on the two production skills, especially on writing, by means of
different procedures: tests, questionnaires or different types of writing
(Halim, 2013; Catabay, 2019; Manyasa, 2021). Solis Garcia (2006:p.617)
exposes that most publications focus on written expression, leaving aside
issues such as oral interaction and, in addition, they give great prominence
to questions of a grammatical nature (Santos Gargallo & Chaparro, 2014).
However, there are already studies that combine several language skills
through tests of different kinds (Fogliani, 2016; Spisiakovd et al., 2023).

e Extension of the analysis. Initially, studies were mainly focused on specific
grammatical categories or a competence or subcompetence (De Alba
Quinones, 2009), but although most of them are still focused on these
aspects, there are also studies that deal with sociolinguistic competence or
that include discursive errors (Sinchez Iglesias, 2003) or the relationship
with corrective feedback (Tajabadi et al., 2023), just to mention a few
other topics.

e DPeriodicity of data collection. The most frequent type of study is the
synchronic, which consists of data collection at an exact point or time, as
opposed to the diachronic (De Alba Quifiones, 2009) or longitudinal study,
which analyses output at different stages or stages of learning, either with
the same subjects or with different informants, although with very similar
features in order to establish a comparison. Santos Gargallo (2016:p.398)
also includes the category of pseudo-longitudinal when periodic intervals
are established, but with different subjects in each of the stages under
observation, as done by Mohamed Abd el Salam (2002) or in the study by
Mahdun et al. (2022).

3.2. Identification of errors

The difference between error or lapse is a fundamental issue; in fact, some studies
differentiate between persistent, systematic or fossilised errors versus transient errors
(Yang, 2023). Moreover, some of the major criticism of EA focus precisely on the
difficulty in identifying when it is a systematic error and when it is not (De Alba
Quinones, 2009; Richards, 2014).

It should be taken into consideration that EA gives crucial value to errors insofar
as it provides information to the learner, the teacher and the person researching
foreign language learning (Liceras, 1992). Finally, for the learner, error identification

serves to confirm his or her hypotheses about how the target language works (Santos
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Gargallo, 2016). Moreover, the results of research based on contrastive analysis,
EA or the study of IL can contribute to the appropriate design of pedagogical
grammars that enhance cross-linguistic reflection (Fuertes Gutiérrez, 2019) and,

therefore, SLA.

3.3. Classification of errors

The wide diversity of taxonomies is probably one of the major criticism of
EA. It should be taken into consideration that, despite having some more or less
established taxonomies that generate a certain consensus, each researcher usually
modifies these taxonomies or adapts them specifically for his or her object of study.
Thus, we have some general taxonomies such as those of Taylor (1974), Ellis (1985),
Larsen-Freeman & Long (1991) or Vazquez (1999). The latter author proposes one
of the most complete and exhaustive general taxonomies, according to different
criteria: linguistic, etiological, communicative, pedagogical, pragmatic or cultural.
In turn, within the pedagogical ones, the following binomials are pointed out: a)
induced - creative; b) transitory - permanent; c) fossilised - fossilisable; d) individual
- collective; e) residual - current; f) congruent - idiosyncratic; g) oral production
- written production, and; h) global - local.

As mentioned above, it is common for a thesis or article to create its own
taxonomy, since, to a large extent, if the lexicon is studied, for example, it will
be necessary to create categories that respond to the idiosyncrasies of the errors
produced at this linguistic level and to those detected in the specific research.
In fact, this is observed in the different taxonomies for the lexical-semantic field
(Dulay & Burn, 1974; Azevedo, 1980; Bueno Gonzalez, 1992; Fernandez, 1991;
Gutiérrez Toledo, 2001; Whitley, 2004; Rodriguez Garcia, 2022).

One of the central points in most taxonomies is the difference between
interlingual errors and intralingual errors. The former are the product of transfer
from the mother tongue or other previously learned languages. Intralingual errors
are, on the contrary, a consequence of the internal conflict of rules of the L2. These
errors can occur in learning, as evolution and as universal strategies, independent
of the L1 of the learner (Alexopoulou, 2010).

The proposal made by Alexopoulou (2006:p.29) establishes a taxonomy by
etiological criterion that describes the typology of strategies that explain the causes
of interlingual and intralingual errors. The author summarises that these strategies
are compensatory and belong to the communication strategies (Faerch & Kasper,
1983), insofar as they are the result of the speaker's obstacles and limits to mitigate

the deficiencies of his communication. In her proposal she defines, on the one hand,
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as interlingual errors those produced by interference (from L1 or L2/L3), literal
translation and avoidance. On the other hand, the existence of two main categories
of intralingual errors: i) Reduction to a simplified system and ii) Generalisation.
Another more recent proposal for etiological criteria is that made by Ferreira
Cabrera and Elejalde Gdmez (2020) that delves not only into the difference between
inter- and intralingual errors, but also into the type and depth of the error, i.e., which
elements and/or categories of the linguistic system are affected by these errors (see
Table 1). In other words, the taxonomy elaborated by these researchers also offers
categories that describe the error. However, the authors themselves point out that
in the process of labeling (i.c., attributing and organising the errors found in the
categories established by the taxonomy) we can opt for two modalities. Both present
some problems, which will not be addressed in this article.

Table 1.
Taxonomy of error by etiological criteria: type and depth
(Ferreira Cabrera & Elejalde Gémez, 2020:p.130).

Clasificacién Tipo Profundidad Nivel Descripcién Lo
Categorias gramaticales Palabra
Concordancia sintactica Oraci6én
Estructura morfologica Palabra
=3
S s
= Léxico Palabra Omisi6n,
=Y Transferencia | Coherencia textual Pérrafo/texto | adici6n, falsa
= . .
= directa Cambio de codigo Palabra seleccién y
2 forma errénea
= Falsos cognados Palabra
Traduccion literal Oracién
Interferencia de otras len-
. Palabra
guas aprendidas
Neutralizacion
Sobregeneralizacion
Hipercorreccion

Aplicacion incompleta de la regla

Simplificacion | Aplicacién incorrecta de la regla

Intralingiiistico

Desconocimiento de la regla

Léxico creado por derivacion

Currently, there is a great diversity of taxonomies in studies on EA or classifying
learners' IL oral/written output. In that sense, there are studies that employ more
traditional taxonomies (Halim, 2013; Kazemi, 2014) and others that employ some
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taxonomies of their own, as already seen in the case of lexical-semantic errors, for
example, in research such as that of Rodriguez Garcia (2021) or Enesi & Trifoni
(2023).

3.4. Description and explanation of errors

Frequently, these two steps are often confused and united in a single point in the
investigations, where the features that characterise the error, i.e., in which aspects
adeviation from the norm has occurred, are explained under the same heading as
the causes of said error. This confusion is, therefore, one of the major criticisms of
EA (Dulay, Burt & Krashen, 1982; Solis Garcia, 2006; De Alba Quiriones, 2009;
Alexopoulou, 2010).

Given that we set criteria and a taxonomy of errors in the previous step, there
is a predisposition to attribute a single cause to a specific error. However, it is not
so casy to demonstrate that each error is due to a single cause, since an error can
be produced by a set of sources or factors (Durdo, 2007:p.21; Santos Gargallo,
2016:p.405), especially if we focus on the etiological criterion (Alexopoulou, 2010).

3.5. Limitations of EA

In addition to the problems already mentioned, especially those related to the
confusion between description and explanation of the error, Schachter & Celce-
Murcia (1977) examine some problematic aspects they detected in the frequent
EA of the seventies and that continued to manifest themselves to some extent
in the following decades. Firstly, EA cannot be limited to cataloging a corpus of
errors, isolated from the rest of the production, i.e., that which is communicated
correctly, in relation to the L2. Consequently, not only should this output not be
ignored, but also everything that the learner decides to avoid precisely because it
involves a certain difficulty or an excessive difficulty in which scaffolding/ZDP can
no longer operate. Ringbom (2011:p.151) is of the same opinion when he points
out that EA "it cannot cope very well with the problem of avoidance: how and why
learners avoid particular words, phrases and constructions”. Thus, Alexopoulou
(2010) also reasons in a similar way when she points out that not only errors can be
taken into consideration, but also avoidance or even the phenomenon of frequency
(Echeverria Arriagada, 2016).

Secondly, Schachter and Celce-Murcia (1977) show that the data from the EA
should preferably be relative, i.c., the absolute number of an error in a given corpus
is not relevant information if it is not related to the number of times the word,

structure or rule appeared, and also, the corpus extension needs to be taken into
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account. For this reason, it is important to always have a relative reference, such as

the number of words in a written text or the seconds in an oral discourse. Bustos

Gisbert (1998:p.16) goes into this question in greater depth, as he points out that

it is necessary to check and compare incorrect usage in relation to the number of
correct usages and the number of evasions that can be detected, for example.

Finally, these authors emphasise on aspects already highlighted, such as the

frequent biases in the performance of EA, as well as the difficulty of determining

the cause of a specific error because of a "large numbers of learner errors that are

ambiguous as to whether they are interlingual or developmental” (Schachter &

Celce-Murcia, 1977:p.447).

4. Discussion

The panoramic review of EA methodology yields a clear answer: instruction,
despite beinga fundamental element in SLA, is invisible in the different taxonomies
of error or learner output. This variable is not contemplated in a transcendental
way in EA, but rather other requirements or perspectives prevail. Nevertheless, we
note the enormous flexibility of this methodology to include new taxonomies that
adapt to objectives, contexts or samples with their own characteristics. Therefore,
despite this gap in theoretical research (and in empirical studies as we will see
below), we believe it is possible to provide a new methodological approach by
means of the proposal we formulate below. In this sense, firstly, we intend to explain
the taxonomic category and, secondly, to identify and verify its viability through
dialogue with empirical studies of different kinds.

4.1. Proposal: Elements Without Prior Instruction (EWPI)

The taxonomic category we propose in this paper encompasses linguistic
elements of any type or even, if desired, the uses or values of certain linguistic
structures as long as they have not been the object of formal instruction and
have not been part of the input provided in the context of formal learning. This
proposal is, thus, closely related to instruction, insofar as the researcher can focus
on a grammatical category or a linguistic competence (lexical, semantical, etc.) over
which s/he exercises absolute control of his/her instruction and its sequencing in
formal learning. We consider that the ideal settings to apply this taxonomic category
are, on one hand, when linguistic contact with the L2 is limited to the formal
language learning in the classroom (in which case the influence of the L1 plays a
larger role) or, on the other hand, when despite formal learning there is/has been
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external linguistic contact with the L2 (eg. short or prolonged stay/residence in a
country of the L2 (Garau, 2008; Herndndez, 2010), regular contact with L2 outside
the classroom (Peters et al., 2019) or non formal learning like Mobile Learning
(Shafirova & Cassany, 2017)). Each of these cases would provide data with different
interpretations (and hypothesis formulations) which we will outline below.

By including this category in a taxonomy, we can quantify the oral/written
output of certain linguistic elements that are often overlooked because they have not
been the object of instruction. In fact, one of the limitations of EA and, in general, of
IL studies is that they focus too much on analysing errors or productions of elements
that were previously instructed. Similarly, certain errors acquire great relevance in
several studies because they take as the object of analysis several frequent linguistic
elements (the article, the placement of pronouns, etc.), but without referring to
relative numbers. On the contrary, the EWPI category would give greater visibility
to phenomena that are not necessarily very frequent or numerous, but which, in
any case, are noteworthy in qualitative terms.

This category can be applied to EA or to IL analysis, with different extensions
of data collection, i.e., it can be used in cross-sectional, pseudo-longitudinal or even
longitudinal studies, insofar as formal language learning is strongly regulated and
takes several years to reach a C1-C2 level, according to the CEFR.

4.2. Feasibility of including EWPI as a taxonomic category

We consider that there are numerous recent studies on SLA in which, for
different methodological reasons, it would be difficult to apply our taxonomic
category. Thus, in the work of Mavrou & Chao (2023) the sample is composed
of learners in a linguistic immersion context, but not all of them have had formal
learning. In addition, there is no strict and rigorous knowledge of what content
was taught or what the sequencing followed in this instruction was. In other cases,
it is due to a sample belonging to different levels of instruction (Ali et al., 2023) or
with very different sample characteristics in relation to the L1 or L3 each learner
has (Hermas, 2023). In these cases, our category may offer data of little relevance
or of difficult interpretation due to the characteristics of the informants themselves.

Other studies on IL or of EA start their research from elements as elementary as
the article. Consequently, it is practically unfeasible to speak of a moment prior to
instruction (Cerda Ofiate et al., 2017; Leén Gonzalez et al., 2017). In other cases,
the research does not make explicit whether it is an instructed structure or item and,
consequently, the data was collected later, as inferred in numerous works (Gong,
2019; Jiangetal., 2019; Mahdun et. al., 2022). There is another profile of studies in
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which the linguistic distance between the L1 and L2 is very large (Li & Kankakee,

2022). For that reason, there may be enormous difficulty in producing in writing

or orally a given item prior to instruction. However, it would not be unreasonable

for our category to be able to quantify or gauge the impact of incidental learning.

This could occur with learners who are only able to have oral/written interaction

or comprehension after some extended time of instruction, after which learners

outside of the formal learning context learn vocabulary, structures or values through
interactions or consumption of cultural products in that target language.

There are a considerable number of studies on IL and EA based on the
description of the output (and errors) of a small sample, same L1 and having
received instruction in the L2 in a formal learning context. Examples of this type
of research are those elaborated by Aziz et al. (2020), Spisiakova et al. (2023) or
Al-Hamzi et al. (2023), just to mention a few recent ones. In this type of research,
we start from intermediate-superior levels, where it is assumed that all collected
errors have undergone instruction. In principle, our taxonomic proposal would
have no possibility of existence in this type of study. However, on the one hand,
we believe that indicating whether or not each of the errors collected has indeed
been the subject of instruction could provide scientific soundness and rigor. On the
other hand, by not including our proposal it would mean the researchers assume
there is no production of creative solutions or elements that were not part of the
instruction (including the input). This is not a minor issue, because, for example,
it is difficult to understand that in studies conducted on the acquision of English
as a foreign language there is not any kind of influence or contact with the target
language through native speakers or cultural products.

Even though in the previous studies we saw the difficulties of introducing
the category we proposed, we have different studies where it would be perfectly
feasible and could contribute with new data and hypotheses. For example, in several
investigations (Boillos Pereira, 2019; Garcta Martinez, 2021) the researchers could
have gone deeper in their analysis by distinguishing which errors were committed in
instructed elements and which in elements that had not been instructed, given that
data from different levels were analysed. Likewise, other works where the category
we propose could be useful and applied are those of cross-sectional or pseudo-
longitudinal cut where there is a comparison of the errors made by informants of
at least two different levels (Pavlovic, 2020; Babi¢, 2022). Other studies where the
EWPI category could be feasible are those where it is not made explicit whether
all the output or errors collected in the investigations were part of the instruction

or input of formal L2 learning (Campillos Llanos, 2012; Gerveni, 2014; Manyasa,
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2021; Rodriguez Garcia, 2021). Moreover, it may also be an interesting category to
include when analysing the production of learners at certain CEFR levels, since we
can observe cases in which learners at a given level already use structures or elements
of supposedly higher levels, as is the case of fodavia in Matute's (2021) study.

However, the use of the EWPI category in EA based on the learner corpus
presents some methodological problems. For example, both in the previous study
and in those carried out by Olaya Aicart (2021), Sapina (2022) or Yang (2023),
research is carried out with applicants who took tests at different levels of the
Instituto Cervantes. However, we lack related information on whether those
informants had instruction and, especially, up to which CEFR level. This is relevant
because an applicant has not necessarily had formal instruction or may even choose
to present at a higher or lower level than what s/he has done in a formal L2 course.
Thus, similar methodological problems occur in other studies that are based on
the collection of production in institutionalised tests (Cardoso & Zambra, 2022).
Consequently, it is not possible to control for the instruction variable so that our
taxonomic proposal can provide relevant information.

We consider that the EWPI category can also be very useful if we incorporate it
into studies in related languages ( Torijano Pérez, 2016), in which positive transfer
acquires special relevance, even when the very similar language is the L3 (Alvarado
Gutiérrez, 2018). In relation to related languages, we observed in the study of Sapifa
(2021) the appearance of the subjunctive before its instruction and that the use
of this verb mode, which is determinant in Romance languages, manifests itself
differently in the oral and written output of the learners, in coherence with the
study of Vasylets et al. (2019). As an example, in the longitudinal study of Sapifa
(2021:p.435), regarding the oral interactions at level B1, one out of three times the
subjunctive mode was applied in different types of sentences, when it had not been
instructed beforehand. Likewise, in said oral corpus, students use other subjunctive
verb tenses that weren’t taught previously either.

In the same study it can be verified that EWPI also appear in written essay exams
(Sapifia, 2021:p.379). Although it is not an important phenomenon in numerical
terms, students of levels B1 to C1 use conjunctions, connections and subordinate
clauses of all types without these having been the subject of prior instruction, as
can be seen in Figure 1.

For the reasons explained above, the EWPI category seems to be very useful in

large-scale studies on interlanguage in related languages, such as the one formulated

by Bailini (2016).
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Figure 1.

Written essay exams: number and percentage of uninstructed use of subjunctive in different

types of clauses. (Sapifia, 2021:p.380)

Griéfico 21.

Produccidn escrita: niimero y porcentaje de contextos sintdcticos de seleccién de
subjuntivo no instruidos

M Optativas ¥ unimembres

M Sustantivas como CIN o CA
m W Sustantivas con alternancia de modo
L Adjetivas con alternancia
M Temporales. Simultaneidad
® Temporales. Anterioridad
B Temporales. Posterioridad
; 8% M Temporales. Delimitativas

® Comparativas

® Consecutivas

M Finales

M Causales

Condicionales de condicién no
imposible

Condicionales de condicion
imposible

Concesivas. Alternancia.

M Concesivas. Subjuntivo obligatorio.

Construcciones de exclusion o
sustitucién
Nota. Los porcentajes se muestran sin decimales v redondeados.

S. Conclusion and future directions

Firstly, after presenting this panoramic review, we conclude that the EA
methodology neglected in both theory and empirical studies the possibility of
contemplating the impact of prior instruction on learners' oral/written output.
This especially occurred due to the fact that most of the analyses were carried out,
on the one hand, without paying attention to which elements were the object of
instruction in samples that had formal L2 learning. On the other hand, when
these empirical studies focus on any specific element, they only contemplate it as
a possibility of production after instruction.

These constraints confirm the limitation we highlighted in this panoramic
review. Thus, after confirming this methodological flaw, we advocate the inclusion
of the EWPI category in future works. This taxonomy can contribute to a better
understanding of SLA, especially in relation to the impact of formal learning and the

dialogue that is established in certain communities of speakers who have some kind
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of contact with the L2 of learning. This is because this category can quantify certain
positive impacts, for example, on lexical availability or other skills, before formal
instruction occurs. There is no doubt that further longitudinal studies analysing
learner output along these lines can provide interesting results in multilingual
communities, with heritage languages or in other situations of linguistic-cultural
contact between the L1 and the L2.

Likewise, this category shifts the focus of interest to the elements produced
(erroneously or not) that are picked up prior to their instruction and that,
consequently, are due to the learner's learning of certain linguistic structures or
values through non-formal contact, as mentioned above, or for other reasons.
Among these other reasons, we can highlight the positive influence of a related
language, not necessarily the L1, but another L3. Along these lines, we consider
it productive to point out that the positive transfer of non-instructed elements
can be an important and present element in the scaffolding of the tutor/learner.
This category makes it possible to measure, quantify and, especially, calibrate this
positive influence on the IL of certain learners.

Even though since the 1970s EA has been criticised for the need to provide
relative error data and raised the question of avoidance, this category aims to deepen
the need to carry out longitudinal studies on the IL of learners, paying attention
not only to the elements that are instructed, but to the output as a whole. In other
words, attention should be paid to everything that a learner comes to use orally or
in writing even though he/she was not instructed or, on the contrary, to everything
that has been instructed and that learners use very little or not at all. We also
consider these last points to be particularly relevant since there are indications that
EWPIs are used strategically by learners according to the data collection instrument
and according to the textual genre and other conditions, as we saw in the few studies
that include this perspective in some way.

Finally, we believe that this category can be of great importance for analysing the
output of digitised corpus of learners composed of a large number of informants.
In these corpora it should be possible to filter according to relevant elements, such
as, for example, the L1 or the previous stay/residence in a country of the L2 or
even other variables, especially the ones related to previous instruction. In short, a
condition size qua non for the operability of this taxonomic category is the control

of instruction, both in terms of content and sequencing.



10.

11.

12.

13.

Elements Without Prior Instruction (EWPI), a New Category for
Analysing Second Language Acquisition: A Panoramic Review of Error Analysis

References

Abd El Salam, A.M. (2002). Estudio seudo-longitudinal de errores léxicos y estrategias
de comunicacion en la interlengua oraly escrita de bablantes de espasiol de origen egipcio
[PhD Thesis, Universidad Complutense de Madrid].

Al-Khresheh, M. H. (2015) A review study of interlanguage theory. International

Journal of Applied Linguistics and English Literature, 4(3), 123-131.

Al-Hamzi, A. M. S., Nababan, M., Santosa, R., Djatmika, D., Sumarlam, S., & Yustan-
to, H. (2023) Frequent linguistic errors in the writing of Yemeni EFL Arabic-speaking
learners. Studies in English Language and Education, 10(1), 350-368.

Alexopoulou, A. (2006) Los criterios descriptivo y etiolégico en la clasificacién de
los errores del hablante no nativo. Porta Linguarum, (5), pp. 17-36. https://doi.
org/10.30827/digibug.30431

Alexopoulou, A. (2010) Errores intralinguales e interlinguales en la interlengua escrita
de aprendientes griegos de ¢/le. In Civil, P. & Crémoux, F. (Coords.), Nuevos caminos
del hispanismo. Actas del XVI Congreso de la Asociacion Internacional de Hispanistas.
Editorial Iberoamericana. http://dx.doi.org/10.31819/9783964566232

Ali, Z., Shahid, D. H., Mohd Ali, A. Z., Bakri Ahmed, A. H. & Jayapalan, E. (2023).
Error Analysis: investigating the paragraph writing of ESL Malaysian Learners. Issues
in Language Studies, 12(1), 1-15.

Alvarado Gutiérrez, I. (2018) Del analisis de las transferencias sinticticas a la definicién
de principios didacticos para la ensenanza de la gramatica en Francés L3. Lenguas
Modernas, 49, 27-52.

Amenés Pons, J., Ahern, A. & Guijarro Fuentes, P. (2019) Feature reassembly across
closely related languages: L1 French vs. L1 Portuguese learning of L2 Spanish Past
Tenses, Language Acquisition, 26(2), 183-209, https://doi.org/10.1080/10489223
.2018.1508466

Anatolievna Lebedeva, N. (2023) Cases on Error Analysis in Foreign Language Tech-
nical Writing. 1GI Global.

Antén, M. (2010). Aportaciones de la teorfa sociocultural al estudio de la adquisicién
del espaiol como segunda lengua. Revista espasiola de lingiiistica aplicada, 23, 9-30.
Arcos Pavén, MLE. (2009) Andlisis de errores, contrastivo ¢ interlengua, en estudiantes
brasilerios de espariol como segunda lengua: verbos que rigen preposicion y-o ausencia
de ella. [PhD Thesis, Universidad Complutense de Madrid]. hteps://hdlhandle.
net/20.500.14352/48796

Arnold, J. (2021) La dimensién afectiva en la ensefianza y el aprendizaje de idiomas.
En A. Centellas Rodrigo (Ed.), Lingiiistica aplicada: adquisicién del espariol como
Lengua Extranjera. Editorial enclave-ELE. pp. 177-202.

Aribag, D. §., & Cele, F. (2021) Acquisition of articles in L2 and L3 English: The
influence of L2 proficiency on positive transfer from L2 to L3. Journal of multilingual
and multicultural development, 42(1), 19-36.

OUNONOTr XV 2024 29

241



OUNONOT XV 2024 29

242

Joan R. Sapiria

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.
27.
28.
29.

Azevedo, M. (1980) The Interlanguage of Advanced Learners: an Error Analysis of
Graduate Students’ Spanish, IRAL, 18, 217-227.

Aziz, Z. A, Fitriani, S. S., & Amalina, Z. (2020) Linguistic errors made by Islamic
university EFL students. Indonesian Journal of Applied Linguistics, 9(3), 733-745.
https://doi.org/10.17509/ijal.v9i3.23224

Babi¢, B. M. (2022) The analysis of errors in gender of the congruent word in a noun
phrase in Serbian as a foreign language. PHILOLOGIST,; 13(26), 51-77. https://doi.
org/10.21618/f112226051b

Bailini, S. (2016) La interlengua de lenguas afines. El espariol de los italianos, el italiano
de los espasioles. Mildn: LED Edizioni Universitarie di Lettere Economia Diritto.
Baralo, M. (2009) A propésito del Anlisis de Errores: una encrucijada de teorfa
lingtiistica, teoria de adquisicién y diddctica de lenguas. Revista Nebrija de Lingiiistica
Aplicada a la Enserianza de las Lenguas, 3(5), 27-31.

Boillos Pereira, M. M. (2019) La comunicacién escrita en espaol por arabéfonos:
estudio de la interlengua de estudiantes libanesas. Circulo de Lingiiistica Aplicada a la
Comunicacidn, 77, pp. 139-158. https://doi.org/10.5209/CLAC.63279

Bueno Gonzélez, A. (1992) Errores en la eleccién de palabras en inglés por alumnos
de Bachillerato y C.O.U. In Bueno Gonzélez, A., Carini, J. & Linde Lépez, A. (eds.)
Andlisis de erroves en inglés: tres casos practicos. Universidad de Granada. pp. 39-105.
Bustos Gisbert, E. (1998) Anilisis de errores: problemas de categorizacién. Dicenda,
(16)11, 11-40.

Campillos Llanos, L. (2012) La expresién oral en espaziol lengua extranjera: interlengua
y andlisis de errores basado en corpus. [PhD Thesis, Universidad Auténoma de Madrid].
Cardoso, A. L., & Zambra, C. (2022). Interferencias de lengua materna en produc-
ciones escritas de adultos brasilefios aprendientes de ELE. Andlisis de la estructura-
cion léxica y ortografica. Revista Nebrija de Lingiiistica Aplicada a la Ensefianza de
Lenguas, 16(33), 84-98.

Catabay, M. Q. (2019) Error Analysis in Sentence Writing of Second Language Learn-
ers. Asian EFL Journal Research Articles, 24(4.2), 64-79.

Cerda Onate, K., Toledo Vega, G., & Msller, N. (2017) Uso y adquisicién de pro-
nombres personales dtonos en lusohablantes y angloparlantes, aprendientes de ELE.
Calidoscdpio, 15(1), 155-169.

Corder, S. P. (1967) The Significance of Learners’ Errors. IRAL, 4, 161-170.
Corder, S. P. (1971) Idiosyncratic Dialects and Error Analysis. IRAL, 9(2), 147-160.
Corder, S. P. (1981) Error Analysis and Interlanguage. Oxford University Press.

De Alba Quifiones, V. (2009) El anlisis de errores en el campo del espanol como
lengua extranjera: Algunas cuestiones metodoldgicas. Revista Nebrija de Lingiiisti-
ca Aplicada a la Enserianza de las Lenguas, 3(5), 1-16. https://doi.org/10.26378/
rnlael35103



30.

31.

32.
33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44.

45.

Elements Without Prior Instruction (EWPI), a New Category for
Analysing Second Language Acquisition: A Panoramic Review of Error Analysis

Dulay, H. & Burt, M. (1974) You can’t learn without goofing. An analysis of children’s
second language errors. In Richards, J. C. (ed.) Error Analysis. Perspectives on Second
Language Acquisition. Routledge. pp. 95-123.

Dulay, H. C., Burt, M. K. & Krashen, S. D. (1982) Language two. Oxford University
Press.

Durio, A.B.A.B. (2007) La interlengua. Editorial Arco Libros.

Echeverria Arriagada, C. I. (2016) La interferencia lingiiistica de frecuencia. Boletin
de filologia, 51(1),93-115. http://dx.doi.org/10.4067/50718-93032016000100003
Ellis, R. (1985) Understanding Second Language Acquisition. Oxford University Press.
Enesi, M. & Trifoni, A. (2023) An Analysis of English Writing Errors of Freshmen
Students’ Essays: The Case of ‘Aleksandér Moisiu’ University, Athens Journal of
Education, 1(3), 481-506.

Faerch, C. & Kasper G. (1983) Plans and Strategies in Foreign Language
communication. In Faerch, C. & Kasper G. (Eds.), Strategies in Interlanguage
Communication. Longman. pp. 20-60.

Ferndndez, S. (1991) Interlengua y Andlisis de Errores en el aprendizaje del espariol
como lengua extranjera. [PhD Thesis, Universidad Complutense de Madrid].
Ferreira Cabrera, A. & Elejalde Gémez, J. (2020) Propuesta de una taxonomia
etioldgica para etiquetar errores de interlengua en el contexto de un corpus escrito
de aprendientes de ele. Forma y Funcion, 33(1), 115-146.

Fogliani, F. (2016) La combinatoria: Analisis de Errores en la Expresion escrita de
aprendientes ital6fonos de ELE y presentacién de tareas interactivas. Tonos digital,
31. hetp://hdlhandle.net/10201/50253

Fuertes Gutiérrez, M. (2019) El espaiol como lengua extranjera en contextos
angléfonos. Propuestas para la reflexion interlingtiistica. Textos. Diddctica de la Lengua
yde la Literatura, 84, 19-25.

Garau, J. M. (2008) Contexto y contacto en el aprendizaje de lenguas extranjeras. IN,
1(0), 47-66. http://hdl.handle.net/11162/5765

Garcia Martinez, J. C. (2021) Andlisis de la interlengua de un grupo de estudiantes de
nivel intermedio de espaiol como lengua extranjera. [Degree Thesis, Universidad de
Antioquia]. https://hdlLhandle.net/10495/19494

Gerveni, E. (2014) Italian Language as a Second Language Contrasting Analysis of
Errors. Mediterranean Journal of Social Sciences, 5(6), 423. http://dx.doi.org/10.5901/
mjss.2014.v5n6p423

Godin, M.-P., Gagné, A., & Chapleau, N. (2018) Spelling acquisition in French
children with developmental language disorder: An analysis of spelling error patterns.
Child Language Teaching and Therapy, 34(3), 221-233.

Gong, Z.(2019) Topic prominence in L2 acquisition: evidence of Chinese-to-English
typological transfer. Journal of Second Language Studies, 2(1), 140-164.

OUNONOTr XV 2024 29

243



OUNONOT XV 2024 29

244

Joan R. Sapiria

46.

47.

48.

49.
50.

51.

52.

53.

54.

55.

56.

57.

58.

59.

60.

Guirao Goris, S.]. (2015) Usefulness and types of literature review. Ene, 9(2). hteps://
dx.doi.org/10.4321/51988-348X2015000200002

Gutiérrez Toledo, F. (2001) Errores léxico-semdnticos en la produccidn escrita cometidos
durante el proceso de adquisicion del inglés como L2. [PhD Thesis, Universidad de
Salamanca].

Halim, H. A. (2013) Analisis kesilapan dan strategi pembelajaran gender gramatikal
bahasa Perancis. GEMA Online Journal of Language Studies, 13(1).

Han, Z. (2004) Fossilization in adult second language acquisition. Multilingual Matters.
Han, Z., & Tarone, E. (Eds.) (2014) Interlanguage: Forty years later (Vol. 39). John
Benjamins Publishing Company.

Hermas, A. (2023) Language acquisition at the syntax—semantics interface:
Definiteness restrictions in L2 French and L3 English. In Han, W. & Brebner, C.
(eds.) Typical and Atypical Language Development in Cultural and Linguistic Diversity.
Routledge. pp. 83-106.

Herndndez, T. A. (2010) The relationship among motivation, interaction, and
the development of second language oral proficiency in a study-abroad context.
The Modern Language Journal, 94(4), 600-617. https://doi.org/10.1111/j.1540-
4781.2010.01053.x

Jiang, J., Ouyang, J., & Liu, H. (2019) Interlanguage: A perspective of quantitative
linguistic typology. Language sciences, 74, 85-97.

Kazazoglu, S. (2020) The impact of L1 interference on foreign language writing: A
contrastive error analysis. Journal of Language and Linguistic Studies, 16(3), 1168-
1188. https://doi.org/10.17263/jlls.803621

Kazemi, F. (2014) Analysis of Grammatical Errors in Farsi Learners of Laki Speakers.
Language Related Research, 5(2), 207-235.

Kellerman, E. (1983) Now you see it, now you don’t. In Gass, S. & Selinker, L. (eds.),
Language transfer in language learning. Newbury House. 112-134.

Larsen-Freeman, D. & Long, M. (1991) An introduction to second language acquisition
research (Applied linguistics and language study). Longman.

Lantolf, J. P. (2002) El aprendizaje de una segunda lengua como comunicacién: una
perspectiva sociocultural. In Salaberri Ramiro, M. S. (coord.), La lengua, vehiculo
cultural multidisciplinar. Secretarfa General Técnica. Subdireccion General de
Informacidn y Publicaciones. pp. 83-93.

Leon Gonzalez, B., Mestre Melia, M., & Rosales Fernandez, M. (2017) Analiza
pogresaka kod hrvatskih studenata pocetnika: slu¢aj odredenoga ¢lana u katalonskome,
galjeskome i kastiljskome jeziku. Croatian Journal of Education: Hrvatski casopis za
odgoj i obrazovanje, 19(1), 145-155.

Li, Y. & Kankakee, M. (2022) An error analysis of the Chinese dative structure gei
among Thai learners. Chinese as a Second Language Research, 11(1), 147-176. hteps://
doi.org/10.1515/caslar-2022-0006



61.

62.

63.

64.

65.

66.

67.

68.

69.

70.

71.

72.

Elements Without Prior Instruction (EWPI), a New Category for
Analysing Second Language Acquisition: A Panoramic Review of Error Analysis

Liceras, J M. (1992) La adquisicion de lenguas extranjeras hacia un modelo de andlisis
de la interlengua. Visor.

Luste-Cha3, O. (2010) Lerreur lexicale dans I'analyse des productions écrites en FLE.
Pratiques. Linguistique, littérature, didactique, (145-146), 197-210.

Mahdun, M., Chan, M. Y., Yap, N. T., Kasim, Z. M., & Wong, B. E. (2022) Production
Errors and Interlanguage Development Patterns of L1 Malay ESL Learners in the
Acquisition of the English Passive. Issues in Language Studies, 11(1), 74-90. hetps://
doi.org/10.33736/ils.4023.2022

Manyasa, J. (2021) When language transfer is negative: analysis of morpho-syntactic
interference errors by learners of french in tanzanian higher learning institutions.
Vestnik za tuje jezike, 13(1), 165-190. hteps://doi.org/10.4312/vestnik.13.165-190

Matute, C. (2021) Entre la oracién y el discurso: El adverbio fodavia con valor adver-
sativo y concesivo y su adquisicién por aprendices de espaiiol como segunda lengua.
Revista Espasiola de Lingiiistica Aplicada/Spanish Journal of Applied Linguistics, 34(1),
226-254. https://doi.org/10.1075/resla.19033.mat

Mavrou, L, & Chao, J. (2023) What Does Linguistic Distance Predict When It Comes
to L2 Writing of Adult Immigrant Learners of Spanish?, Written Communication,
40(3), 943-975. hteps://doi.org/10.1177/07410883231169511

Mufioz-Basols, J., & Bailini, S. (2018) Analisis y correccién de errores: (Error analysis
and error correction). In Mufoz-Basols, J., Gironzetti E. & Lacorte, M. (coord.), The
Routledge handbook of Spanish language teaching. Routledge. pp. 94-108.

Norris, J. M. & Ortega, L. (2001) Does type of instruction make a difference? Sub-
stantive findings from a meta-analytic review. Language learning, 51(1), 157-213.
https://doi.org/10.1111/}.1467-1770.2001.tb00017.x

Olaya Aicart, S. (2021) Clasificacion y explicacion de errorves relativos al sistema ver-
bal cometidos por estudiantes lusdfonos de ELE. Propuesta a partir de un corpus de
aprendices de nivel A2. [Master Thesis, Universidad de Barcelona]. http://hdlhandle.
net/2445/179737

Pavlovic, M. (2020) Grammar Errors by Slovenian Learners of Japanese: Corpus
Analysis of Writings on Beginner and Intermediate Levels. Acta Linguistica Asiatica,
10(1), 87-104. https://doi.org/10.4312/ala.10.1.87-104

Peters, E., Noreillie, A. S., Heylen, K., Bulté, B. & Desmet, P. (2019) The impact
of instruction and out-of-school exposure to foreign language input on learners’
vocabulary knowledge in two languages. Language Learning, 69(3), 747-782. hteps://
doi.org/10.1111/lang.12351

Rodriguez Garcia, C. (2021) Andlisis de errores en la interlengua de aprendices de
ELE universitarios checos y eslovacos. Masarykova univerzita nakladatelstvi. hteps://

doi.org/10.5817/CZ.MUNILM210-9799-2021

OUNONOTr XV 2024 29

245



OUNONOT XV 2024 29

246

Joan R. Sapiria

73.

74.

75.

76.

77.

78.

79.

80.

81.

82.

83.

84.

85.

86.

Rodriguez Garcfa, C. (2022) El analisis de errores léxicos como herramienta en la
formacién de profesores checos y eslovacos de ELE. Studia Romanistica, 22(2). htep://
dx.doi.org/10.15452/SR.2022.22.0009

Richards, J. C. (2014) Error Analysis: Perspectives on Second Language Acquisition.
Routledge.

Ringbom, H. (2011) Error andlisis. In: Ostman, J. O. & Verschueren, J. (eds.), Prag-
matics in practice. John Benjamins Publishing. pp. 149-152.

Santos Gargallo, I. & Chaparro, M. (2014) Analisis descriptivo de las creencias y ac-
titudes de alumnos no nativos de espanol ante los errores y las técnicas de correccion
en la expresion oral. Revista Internacional de Lenguas Extranjeras, 3, 111-135. https://
doi.org/10.17345/rile3.454

Sanchez Iglesias, . J. (2003) Errores, correccidn y fosilizacion en la diddctica de lenguas
afines: Andlisis de ervores en la expresion escrita de estudiantes italianos de E/ELE [PhD
Thesis, Universidad de Salamanca]. http://hdl.handle.net/10366/116103

Santos Gargallo, I. (2016) El anélisis de los errores en la interlengua del hablante
no nativo. In Santos Gargallo, I. & Sanchez Lobato, J. (Dirs.), Vademécum para la
formacién de profesores: ensenar espariol como segunda lengua (L2)/lengua extranjera
(LE) (Vol. 1). Editorial SGEL. pp. 391-410

Santos Gargallo, I. & Alexopoulou, A. (2021) Metaanalisis de las tesis doctorales de
Anélisis de Errores en la Interlengua espaiiola a lo largo de tres décadas (1991-2019).
marcoELE, Revista de Diddctica Espariol Lengua Extranjera, 32.

Sapifia, J. R. (2021) Andlisis Contrastivo y de Errores del subjuntivo en alumnado luséfono
aprendiente de Espasiol Lengua Extranjera, [PhD Thesis, Universidad Complutense
de Madrid]. heeps://hdl.handle.net/20.500.14352/5756

Sapifia, ]. R. (2022) La oracién final con “para” en el corpus de aprendices de espaiol:
la interferencia del infinitivo flexionado en aprendientes luséfonos de ELE. Estudios
Humanisticos. Filologia, (44), pp. 67-85. https://doi.org/10.18002/¢hf.i44.7346
Shafirova, L. & Cassany, D. (2017) Aprendiendo idiomas en linea en el tiempo libre.
RESED, (5),49-62. http://dx.doi.org/10.25267/Rev_estud_socioeducativos.2017.
i5.06

Selinker, L. (1972) Interlanguage. IRAL, 10,209-231.

Schachter, J. & Celce-Murcia, M. (1977) Some Reservations concerning Error
Analysis. TESOL Quarterly, 11(4), 441-451.

Solis Garcia, I. (2006) Observaciones criticas sobre los Estudios actuales acerca
del error y la interlengua de los estudiantes de ELE. In Alvarez A. et al. (eds.), La
competencia pragmatica y la enserianza del espariol como lengua extranjera. Servicio de
Publicaciones de la Universidad de Oviedo. pp. 616-627.

Spisiakovd, M., Mockov4, N., & Shumeiko, N. (2023) Exploring language interferences:
Slovak learners of Spanish and the challenges in past tense usage. Advanced Education,
11(23), 14-28. https://doi.org/10.20535/2410-8286.278119



87.

88.

89.

90.

91.

92.
93.

94.

95.

96.

97.

Elements Without Prior Instruction (EWPI), a New Category for
Analysing Second Language Acquisition: A Panoramic Review of Error Analysis

Tajabadi, A., Ahmadian, M., Dowlatabadi, H., & Yazdani, H. (2023) EFL learners’
peer negotiated feedback, revision outcomes, and short-term writing development:
The effect of patterns of interaction. Language Teaching Research, 27(3), 689-717.
https://doi.org/10.1177/1362168820951207

Tarigan, K., Stevani, M., Ginting, F., Prayuda, M., Sari, D., & Lumbanraja, B. (2023)
Oral Corrective Feedback and Error Analysis: Indonesian Teachers’ Beliefs to Improve
Speaking Skill. World Journal of English Language, 13(6). http://dx.doi.org/10.5430/
wjel.v13n6p140

Taylor, B. P. (1974) The Use of Overgeneralization and Transfer Learning Strategies
by Elementary and Intermediate Students of English as a Second Language, Language
Learning, 24-25,73-108. https://doi.org/10.1111/}.1467-1770.1975.tb00110.x
Torijano Pérez, ]. A. (2016) El andlisis de errores de estudiantes luséfonos sobre los
verbos espafioles (I): presente y futuro. Revista Espasiola de Lingiiistica, 1(44), 145-
178. hutps://doi.org/10.31810/RSEL.44.1

Vasylets, O., Gilabert, R., & Manchén, R. M. (2019) Differential contribution of
oral and written modes to lexical, syntactic and propositional complexity in L2
performance in instructed contexts. Instructed Second Language Acquisition, 3(2).
https://doi.org/10.1558/isla.38289

Vizquez, G. (1999) ;Errores? ;Sin falta!. Edelsa.

Vygotsky, L. (1978) Mind in Society: The Development of Higher Psychological Processes.
Harvard University Press.

Whitley, S. (2004) Los errores léxicos y la adquisicién de la morfologia derivativa en
espanol, Hispania, 87,1 163-172.

Woll, N. (2018) Investigating dimensions of metalinguistic awareness: what think-
aloud protocols revealed about the cognitive processes involved in positive transfer
from L2 to L3. Language Awareness, 27(1-2), 167-185. heeps://doi.org/10.1080/0
9658416.2018.1432057

Yang, Q. (2023) El uso de conectores: andlisis de errores basado en corpus de
aprendices sinohablantes de espafiol. Lengua y Sociedad, 22(1), 276-292. https://
doi.org/10.15381/lengsoc.v22i1.23911

Yang, X. (2019) A review of negative language transfer regarding the errors in English
writing in Chinese colleges. Journal of Langnage Teaching and Research, 10(3), 603-
609. http://dx.doi.org/10.17507/jler.1003.24

OUNONOTr XV 2024 29

247



IToan Poapures Canuna
Yuusepsurer Tpacoc Montec u Aato Aoypo

LICHTap 3a KIbMOKCBHA UCTPa)KUBalha, HopTyraA

EAEMEHTU BE3 ITPETXOAHOT ITOAYYABAIbA, HOBA
KATETOPHUJA 3A AHAAN3HUPAIBE YCBAJAIBA APYTOT
JE3HNKA: OIICEJKAH ITPETAEA AHAAMW3E TPEITAKA

Pesume

YaaHak IPeACTaBAA OICEKAH IIPErACA AHAAU3E Tpelaka u Mehyjesnaxux
CTYAMja Y LAY IPOMUIIAANA O IOTPEOH A2 C¢ HOBA TAKCOHOMCKA KATEropHja
YK&Y4IH y MOMEHYTO HCTPakKuBame. AKO je GOPMAAHO MMOAYYaBAME
APYTOT je3HKa BaxKaH QakTop y yuery, HeMa CyMibe Aa O1 HCTPasKUBamke O
melyyjesuky koju cryaeHTH KOpHCTE Tpebaro A2 OApasH oBaj sHavaj. OBo
ce MO)KE U3Pa3UTH KPO3 HEKY ONEPATUBHY KATETOPHjy ¥ KOHTEKCTHMA
dopMarHOTr IoAyUaBara Koja 61 AOIIYCTHAA A2 CE CTYACHTCKH MOAALIU
KAACHHUKY]y, 3aBUCHO OA TOTA AQ A j€ EAEMEHT aHAAM3€E PAHHje IIOAYIaBaH
nau He. OBa KaTeropuja Aaje Ha BaXKHOCTH IIHj€AO]j je3UYKOj IIPOU3BOABH
M OTBapa HOBE IIyTEBE Y AUjAAOTY Ca YTUIajeM HePOPMAAHOT yderha U ca
IO3UTHBHHUM yTHIIajeM CPOAHMX je3nKa, 6e3 0631pa Ha TO Ad AM Ce Pasu
o marepmeM jesuky. [Topea Tora, oHa Haraamasa BaXHOCT TOCMATPakha,
KBaHTH(HUKOBAKA U OIMCHBAA jE3HYKUX I10jaBa KOjH HY)XHO HE HACTajy
y BeAHKOM Opojy, aau Koju 61 uItak MOTAU Aa 6yAy OMTHH PUAHKOM
o6jam1-baBal-ba €BOAYIIMj€ yCBajaa APYTOr je3HKa.

» Kwyune pujewn: oncexan nperaca, aHaausa rpemaxa, Mehyjesux, yueme

CTPAHOT j€3MKa, MOAY4aBakbe, TAKCOHOMHJa.
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