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Of late, focus on form (FonF) has regained a number of researchers’ interest.
Recent studies suggest that FonF has a positive effect on the ESL learners’ language
proficiency. However, few have investigated how FonF is integrated into mstruction
and what effect it has on the young EFL learners’ oral performance. This study
investigated the effects of focus on meaning and form (FonMF) on grammatical
knowledge and the use of the copula be. The participants of the study were 60
Chinese primary-schoo! students, It employed both a quantitative and a qualitative
method. It compared two treatments: FonMF and FonM. The FonMF treatment
consisted of meaning-oriented plus focus-on-form activities, while the FonM
treatinent consisted of meaning-oriented activities. The treatments covered three one-
and-a-half hour periods in each of two consecutive weekends. The effects of the two
treatments were measured through a pretest, a posttest and a delayed posttest. The test
consisted of a grammatical knowledge test tc exarnine the participants’ explicit
knowledge about the copula be and an oral production test to examine the
participants’ abitity to use the copuia be. Questionnaires and interviews were
conducted on each participant immediately after the posttest to supplement the

findings of the tests. A delayed posttest was conducted three weeks later,
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Three major findings were evident. First, the FonMF freatment group
demonstrated a comparatively strong, positive effect. The FonM group also
experienced a gain in the copula be; however this increase was significantly smaller
than gains observed for the FonMF group. Second, the FonMF group retained these
gains while the FonM group did not retain significant gains. The third finding was
that: the participants held positive attitudes and comments on the experience of the
FonMF treatment. The findings identified the effectiveness of the design of FonMF ir:
this'study in a laboratory setting. Further research is needed to examine the effects of

‘this' design in a wider range of EFL settings.
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CHAPTER 1
INTRODUCTION

1.1 Background to the research

During the last three decades, Chinese teachers of English and researchers have
found a serious problem using the traditional grammar {ranslation method (GTM) for
instructional purposes, They found it fails <o improve Chinese EFL students’
competence in using English for real communication (Qin, 1999; Wu, 2001}, In
‘response to this problem, the Chinese government has called on a thorough reform of
Eﬁglish language teaching (ELT) in China. The new syllabi for English in. the primary
and the secondary schools requires the use of communicative language teaching
methodology and stress the learners’ ability to use language for the purpose of
-communication. It states that ELT should aim to develop the students’ four basic skills
'.with particular emphasis on reading and cultivation of their basic ability to use English
both in speech and writing for communication. It is the first time in the history of ELT
in China that the actual use of the language for communication has been placed in such
a prominent position. The ELT in the schools of China is undertaking an overall reform
in curriculum and syllabus design, textbook deveiopment, teaching methodology
research, teacher training and the assessment systems. 1t is generally acknowledged that

the reform is going in a positive direction. However the refonn is not going to be an



gasy joumney, because there are difficulties, contradictions and even conflicts in both
teachers® concepts and the practice of the ELT.

The most difficult job in the reform lies in the practice of the communicative
language teaching (CLT) in China. Since the CLT was introduced into China in the
1990s, it has been meeting considerable resistance, based on practical reasons that favor
the use of GTM in China. First of all, the English teaching in China is test-driven,
which focuses on examining whether the students master specific vocabulary items and
grammar structures. The students’ English proficiency is measurcd by the
pen-and-paper test. Furtherrnore, the English test scores is one of the scores that are
recorded as the students’ achievement as well as the teachers’, which means both the
students and the teachers have to strive for high test scores. Therefore, the
communicative language teaching is hiard to fit into this situation. Secondly, English is a
foreign language in Ching, which means it is used very little outside the classroom.
With limited chances to use English, it seems that the ELT appears to be an intensive
instruction of grammar ruies so that it can meet the demands of the test. Thirdly, the
large class size (usually 50 or 60 students in a class) makes the conumunicative
language teaching methods very difficult to carry out effectively. Despite these
unfavorable circumstances, the Chinese educational administration and English teachers
are still optimistic about the reform of English language teaching. At the same time,
more and more English researchers and teachers are probing the approaches that can

integrate the grammar translation methed into the communicative language teaching.



1.2 Statement of the problem

Form-focused instruction” by Ellis (2001), has played a cructal role in English
languagé teaching in the EFL classrooms. There has been a growing agreement on the
importance of the form-focused instruction in English language teaching in the EFL
situation: Without abundant exposure to English and without an environment for
communicating the language, form-focused instruction not only promotes more rapid
.2 -acquisition, but also assists EFL leamers in gaining higher proficiency {Long,
1988; Ellis, 2002). As Long (2001) points out, during the past 30 years more and more
researchers have found that there is a need for a communicative use of the foreign
language in the classroom and the need for a linguistic focus on foreign language
:learning, It has become the concem of “how best to achieve such a focus, not whether
or not to have one” (p.181).

Over the lust ten years, a growing number of research studies have addressed the
1ssues of form-focused instruction. These studies have been cenducted to identify the
conditions in which form-focused instruction facilitates or promotes L2 learning and
acquisition, The findings suggest strong evidence that form-focused instruction is
significant to L2 jcaming or acquisition. To acquire a second language, form-focused
instruction is necessary and unavoidable (Fotos, 1998, Ellis, 2002; Hinkel and Fotos,
2002; Richards, 2002). But it does not mean we should revert to the entire traditional
grammar teaching methods. The integration of form-focused instruction and

communicative language teaching has attracted the growing interest of researchers.



Currently, L2 research indicates that a combination of form-focused instruction and
communicative language teaching can achieve better effects for L2 acquisition, but
there are few rescarch studies to show how to combine them, or what is the best way
to combine them (Long, 2001). Long (1991) coins a term “focus on form’ (FonF) to
represent the concept of integration of form-focused instruction into communicative
language teaching. However, so far FonF has evolved from Long’s criginal definition
which mainly refers to the incidentzl FonF (see the details in Section 2.1) into planned
FonF (sce the details in Section 2.2) in which many tasks and techniques (e.g. input
flood, input enhancement) are designed to present the preselected target grammatical
structures.

A brief glance through the literature concermed with Fonl’ (see the definition on
page 10) research studies since the 1990s shows three trends on this issue. The first
trend 1s mainly investigating whether explicit instruction or imnplicit instruction shows
more effectiveness on the leaming of a single linguistic item. The rescarch studies of
second trend are input-based, which investigates the effects of ditferent
operationalization of input on L2 learners’ learning of the linguistic form. The
research studies of the third trend are output-based, which examines the effects of
output on the learning of the linguistic item.

For the first trend, some studics (e.g. Reber, 1993; N, Ellis, 1993; Dekeyser, 1998;
de Graaff, 1997; efc) are concerned with the effects of L2 learners learning a

grammatica] form by being taught explicitly or implicitly. Explicit and implicit



teaching refers to whether explicit rule explanation is used or not. The measurement
ugually uses a grammar test, or error correction or judgment of weli-formed sentences.
The results show that explicit learning outperformed implicit learning. One of the
reasons for the heavy use of explicit teaching/learning is that it is easy to measure the
outcome of learners’ explicit knowledge (Ellis, 1998, 2001). Although, these studies
suggest that explicit instruction is successful in helping L2 learners gain grammatical
knowledge, they fail to offer insights that can help L2 leamers deveiop their ability in
using grammatical knowledge in a real communication,

The second trend, part of recent research studies, focus on the effects of input
enhancement (e.g. Shook, 1994; Joudenais et al., 1995; Williams, 1999; Alanen, 1995;
Robinson, 1997; White, 1998; Leow, 2001, etc). The rationale of these studies is the
‘noticing hypotheses’ that learners acquire language that they noticed (Schimidt, 1990,
1994, 1995). It has been found that input enhancement is effective in drawing
learners’ attention on the linguistic form (White, 1998), but it is not effective in
helping learners process input into intake.

The third trend, part of the research studies (c.g. VanPatten & Sanz, 1995;
VaPatten, 1996; VaPatten & Oikennon, 1996; Muranoi, 2000; Izumi, 2002; Radwan,
2005) compared the effects of input-processing instruction and production-based
practice on comprehension and production, finding that the input-processing
instruction gains better effects in comprehension and both conditions gain equal

effects in production. Some studies adopted the input-processing instruction and



output-based practice (e.g. Izomi & et al, 1999, Izumi, 2002) to investigate whether
input or output is betier to encourage L2 learners to notice the form. The rationaie of
‘input processing instruction is that output-based group leads Jearners more effectively
to notice the form than input-based group. However, the input-processing mode has
been considered as FonFs by some researchers (Doughty and Williams, 1998a;
Doughty and Williams, 1998b), because input-processing involves explicit rule
explanation, which is against the notions of FonF.

In the three trends mentioned above, there are four gaps in the previous research:
{1) Studies of the first trend are more likely the FonFs, because these studies involve
the explicit rule explanation.
(2) Studies of the second trend pose the weak point of input enhancement that is not
efficient to help L2 learners acquire the target grammatical structurc, though it does
induce L2 leaners to notice the target grammatical structure, which is necessary for
L2 acquisition to occur. But these studies did not provide insights on how to help L2
lcarners process the input to intake.
(3) Studies of the third trend are also more likely the FonFs, because these FonF
techniques involve the explicit rule explanation. Likewise, mere input-processing or
output-based practice is not enough to bring about successful lcarning of the target
grammatical structure. Further, these studies also did not shed light on how to help L2
learners process the input to intake.

{(4) The mecasures used in these studies are somewhat constrained, usually as



grammaticality judgments or fill-in-the biank tests that are used to test learners’
explicit knowledge about the grammatical structure rather than measurements to test
Jearner’ implicit knowledge about the grammatical structure. To date, there is no clear
gvidence that FonF results in the ability to apply the targeted structure in
communication (Ellis, 2003). In addition, the result in favor of explicit teaching is
regarded as being biased because few studies investigated the long-term effects of

explicit teaching.

1.3 Rationale of the study

The rationale for the study was two-fold. One originates from: the gaps in
previous studies. The other rationale is to test the efficacy of the theoretical
framework that is necessary for successful integration of focus on form with CLT. In
light of the combination of empirical and theoretical aspects, the present research
study addressed these inadequacies in the following ways:
First, the present study did rot adopt the explicit rule explanation, since the noticn of
it extends out of the framework of FonF adopted in the present study. Casting a focus
on fonm does not mean a movement back to the explicit rule exptanation. In addition,
explicit rule explanation is not suitable for the Grade Five level of primary school
students, for the young learncrs at this age still found it difficult to understand and
reluctant to accept the abstract of grammatical rules.

Second, a comparably explicit FonF teclinique (input enhancement) was adopted in



the present study, based on the positive effects of input enhancement in drawing
fearners’ attention to the target form reported in most previous studies. Hence, the
effects of input ¢nhancement would be examined in drawing up voung learners’
attention to the target grammatica] structures.

Third, given the inadequacy of input ¢nhancement in failing to help L2 learners
process the input, a phase is needed for leamers to understand the input after their
attention is drawn to the target structures. Based on the SLA model by Gass (1997),
making L2 learners perceive the target grammatical structures is only the first stage of
acquisition. The second stage is to make L2 learners comprehend the target
grammatical structures both semantically and syntactically, so that input can become
intake. Hence, in the present study, another FonF technique (consciousness-raising
activities) (C-R) was adopted to assist L2 Jeamers in understanding of semantic
meaning of content and syntactic meaning of the target grammatical structure.
Provided that there are few empirical studies investigating the effects of C-R activities,
it is worthy of investigating whether this kind of FonF technique takes effect as some
researchers (i.e. Rutherford, 1987; Tanaka, 1998; Ellis, 2003) argued that C-R
activities promote understanding of target grammatical structures.

Fourth, it is indicated that output is necessary for L2 learners to acquire the target
prammatical structures successtully, According to the SLLA model advocated by Gass
(1997), output is the last stage of the acquisition process, which may trigger L2

learners’ apperception of the gap between what they produced and the target structure.



Therefore, providing chances for L2 learners to produce target structures was
employed in the FonF activities to ensure the effectiveness of FonF.

Fifth, with respect to the measurement of the participants’ L2 Jearning, the present
study adopted not only thc grammatical knowledge test to test their explicit
knowledge about the target structure, but also the oral production test to test their
ability to use the target grammatical structure. This was done because most of
previous studies only used a measurement to test the leamers’ explicit knowledge
about the grammatical target structure, while few studies examine the learners’ ability
to use the target structure. Furthermore, the study involved a delayed postiest to
examine the retention effects of FonF on L2 acqusition, for some previous studies
(e.g. DeKeyser, 1995; Robinson, 1996, 1997) have only useé an immediate posttest in
which they found the short-term advantage for students receiving form-focused

mstruction.

1.4 Research Questions

The present study addressed two research questions:
(1} What are the effects of the two treatments (FonMF and FonM) on Chinese EFL
learners’ gains of the grammatical knowledge about the copular be (is, am, are) and
their ability to use the copula be in the oral performance?
(2) What are Chinese EFL learners’ perceptions towards the effectiveness of the two
tvpes of ireatment on the grammatical knowledge gains about the copular be (is, am,

are} and their ability to use the copula be in the oral performance™?
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Research Question | contributes to the identification of issues such as whether
the target grammatical structures (copula be ~ noun; be + adjective) are worthy of
form=-focused; whether the types of FonF (input enhancement, C-R activities) used in
the present study were feasible and beneficial to Chinese learners’ acquisition of the
copular be structure,

Research Question 2 helps to provide more information to confirm the results
obtained in Research Question 1, and it clarifies the role of the participants’
perceptions about the treatments based on the information elicited from what the

participants were thinking.

1.5 Definition of terms
Focus on Form (Fonk)

Fonl in the present study refers to the instructional approaches that draw L2
leaers’ attention to linguistic form and encourage them search functions of the
linguistic form,

Focus on meaning and form (FonMF)

FonMF in the present study refers to a meaning-based instructional approach in
which the learners’ attention is drawn to the linguistic form and how the linguistic
form tfunctioned through two types of explicit focus-on-form techniques (i.e. textual

enhancement, C-R activities).
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Focus on meaning (FonM)

FonM in the present study refers to an implicit treatment in which the learers’
attention is focused on meaning. There is not any effort to draw their attention to the
linguistic form.

Target form

The target grammatical structures used in the present study are copular be {am, is,
are)“+ noun and be + adjective,
Textural enhancement (TE)

TE in the present study refers to the typographically highlight (bolding and
coloring) the target form (am, is, are) in the reading passage, aimed at drawing
learmers’ attention to it.

Consciousness-raising activities (C-R activities)

Consciousness-raising activities in the present study refer to the six steps

{activities) designed to induce learners find the features of the target structures (i.e.,

the agreement of subject and the copula be; be + noun and be + adjcctive).



CHAPTER 2
LITERATURE REVIEW

Introduction

This chapter contains three main parts. First, it starts with the review of
definitions and conceptions on focus on form (FonF) and focus on forms (FonFs).
Second, it presents the theories underpinning FonF and the theoretical framewaork for
conducting FonE. Third, it provides a critical lilerature review on research studies

related to FonF,

2.1 Definitions and Conceptions of FonF and FonFs
2.1.1 FonF

The term FonF was first put forward by Long (1991) and evolved into many terms
that arc related to form-focused instruction. It originally referred to overtly drawing
‘students’ attention to linguistic elements as they arise incidentally in lessons whose
bvcrriding focus is on meaning or communication’ (Long, 1991, p.45-6). The
definition was later advanced by Long and Robinson (1998) that FonF “consists of an
occasional shift of attention to linguistic code features—by the teacher and/or one or
more students—triggered by perceived problems with comprehension or production”
(Longé& Robinson, 1998, p.23). This definition suggests that shift of attention from

meaning to form should be brief and arise out of the communication. Poole (2005, p.2)
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explains FonF as “an intermittent, temporary, and explicit oral concentration by
teachers and students on problematic grammatical-as well as lextcal-items during
-@:‘_ornmumc'ativc interaction”,

Doughty (2001, p.211) defines FonF based on Long’s definition as “FonF entails
a focus on formal elements of language and focus on meaning simultaneously. The
key.cognitive construct in FonF is focus and selective attention. It involves learners’
briefly and perhaps simultaneously attending to form, meaning and use during the
language processing”.

Ellis et al. (2002} note that the primary focus of attention is on meaning. The
attention to form arises out of meaning-centered activity in a communicative task. For
example, students might be asked to perform an information-gap task while their attention
i$'drawn to one or morc linguistic forms which are needed to perform the activity.

Williams (2005) reviewed the literature on form-focused instruction and analyzes
it into two parts: the focus and the form. The focus points to cognitive engagement
and learning processes in which the learner’s attention is briefly tumed toward some
features of language during an act of communication, for instance, when they are
reading, conversing, listening, and so forth. These features might be pronunciation,
inflectional morphology, word form, word definition, and the like. However, the
critical point of such brief turning focus is on the processing of meaning as part of an
act of communication, and furthermore, the diversion to form is in service of

communication of mearing.
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The present study adepts the definition of Ellis et al. (2002) about Fon since the
present:study aims al investigating the type of planned FonF. The types of FonF are
discussed in the following section,

2.1.1.1 Types of form-focused instruction
According to Elilis (2001; [Cllis et al, 2002, p.420). form-fotused

instruction can be categorized as follows:

Table 2.1 Types of form-focused instruction (Ellis, et al., 2002)

Type Sylabus Primary focus Distribution
L -Edéﬁs-on-tbﬂns " Structural Form Intensive
-2:Planned focus-on-torm | “..Task—based | Meaning Intensive
: 3 Iﬁcidﬂntal tocus-on-form Task-based Meaning thxtensive

Table 2.1 presents three types of {urm-focuset instruction, Type 2 (planned
focus-on-tomm) is investigated in the present study, whkich meang that the researcher
preselects linguistic forms and specifie techniques for learners, hoping them oe about
‘to use the preseleted form while performing some meaning-centered task, Due to the
aim of investigating meaning and form, the planned focus-on-forin is termed focus on
meaning and form (FonMF) in the present study,
2.1.1.2 Focus on meaning and form (FonMF)
Focus on MF in the present gtudy refbrs to a meuaning-based

instructionul approach in which the leamérs’ attention is drawn to the linguistic form
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and:liow the linguistic form functioned through two types of explicit focus-on-form
techniques.

‘There are mainly three types of techniques used in previous studies for
promoting  planned  focus-on-form:  input-based,  production-based  and
process-oriented FonF. Techniques for input-based FonF are enriched input, input
flood and input enhancement (see more details in Section 2.5.2). Techniques for
-output-based FonF are usually manifested as focused communicative tasks (see more
details'in Section 2.5.3). Techniques for process-oriented FenF are usually C-R. tasks
(séemore details in Section 2.5.4).

2.1.2 Focus on meaning (FonM)

Focus on meaning is an approach that runs against the traditional grammar
teaching approach {e.g. focus on forms). This approach usually refers that L2 learners
learn L2 incidentally (i.e., without intention to linguistic form) or implicitly (ie.,
without awareness of linguistic form) from exposure to the target L2 language
samples. This approach is strongly supported by some researchers (e.g. Krashen, 1985;
Witkins, 1976) who claim that L2 learning works in the same manner as LI
acquisition, because the best way that people learn 2 language is from communication
nstead of treating the language as an object of study. Thus, these rescarchers believe
that the adult L2 learners, like L1 young children, are capable of subconsciously
analyzing linguistic form and inducing grammar rules, given that sufficient elements
for ‘positive evidence’ (e.g. comprehensive input, authentic and simplified input,

negotiation of meaning) for the L2 acquisition are provided.
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According to Doughty and Williams (1999), FonM excludes attention to the formal
elements of the language. Thus, the FonM approach is concerned with getting L2 learners

‘to-concentrate solely on understanding the meaning of the language conveyed.

2.2 Advantages and disadvantages of FonF and FonM

2.2.1 Advantages and disadvantages of FonF

FonF is supposed to capture the strengths of an analytic approach (e.g. traditional
grammar translation method) and a communicative approach {e.g. immersion program)
while dealing with their limitations (Long, 1998, p.22). In other words, FonF entails a
focus on formal elements of language while primarily focus is in meaning.

FonF can be proactive in that instructors can plan in advance to ensure which
form will be focused on. This kind of FonF can be embedded in communicative
activitics. For example, Ellis (2003) proposes focused grammar tasks (e.g.
structured-based  production  tasks, input ephancement, input processing,
‘consciousness-raising tasks) for FonF occurring in the task learing.

FonF also enables pedagogical interventions to be embedded in communicative
activities. For example, instructors can provide implicit or explicit negative evidence
_(e';g, recast) to occasionally draw learners’ attention to the target form during the
communicative interaction. It can push learners beyond communicatively effective
laugnage toward target-like second language ability. It can speed up the natural

acquisition processes.
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On ﬂie other hand, some researchers (e.g. Lightbown, 1998; Long & Robinson,
1998) propose some constraints of FonF. First, what form should be focused on and
determining the degree of focus is not an easy task in regard to proactive FonF, since
ifistructors have to balance meuning and form in the design of tasks. Second, it is not
practical in most classrooms to conduct a reactive Fonl' due to the wide range of
learner abilities.

2.2.2 Advantages and disadvantages of FonM

There is a claim that “people of all ages leam language best, inside or cutside a
‘classroom, not by treating the languages as an object of study, but by experiencing
them' as a medium of communication” {Long, 1998, p.18). This claim suggests that
focus on meaning instruction is valuable in many ways. First, focus on meaning
promotes L2 leamers’ communicative abilities. With emphasis on communication,
learners learn languages spoken or written that are authentic and meaningful, in return,
‘that L2 learners can produce languages that are authentic and meaningful which is the
ultimate goal of L2 learning. Second, with the provision of sufficient quantities of L2
exposure, L2 acquisition is more likely to be possible.

On the other hand, purcly focus on meaning poses more problems to the L2
learners in the EFL context. First, an increasing amount of evidence suggests that L2
learners fail to lean the L2 simply from exposure to the meaning. Second, more and
more studies (e.g. the French immersion progrums in Canada) show that L2 learners
cannot achieve L2 as accurate as native speakers by mere exposure. Third, it may be

comparatively time-consuming for L2 leamers who are merely exposed to the
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m?:ﬂﬂi'ﬂgﬁﬂ language without any help to master the language form. Fourth, some
problematic: features of the 1.2 are hard to be learned without the additional saliency,
due to-the L1 influence, for example, the English copula be between the subject and
ithe ‘adiective is not observed by Chinese L2 learners, For example, “I happy” (I am
happy).: Siuce the interlanguage can convey the meaning of the sentence, it zlways

feaves learners unaware of the existence of error.

2.3 Principles underlying FonF

'2.3:1 Implicit and explicit learning

Itis important to understand the difference between implicit and explicit learning
and-the role they play in second language learning. However, it is very hard to define
them and has always been disputable. Hayes and Broadbent define implicit learning
as “‘the unselective and passive aggregation of information about the co-occurrence of
environmental events and features™ (1988, p.251). N. Ellis (1994, p.1) defines implicit
learning as “acquisition of knowledge about the underlying structure of a complex
stimulus environment by a process which takes place naturally, simply and without
conscious operations”. The two definitions suggest one crucial characteristic of
implicit learning is that it lacks consciousness of the structure being learned.
Furthermore, in the psychological domain, consciousness is often compared with
awarepess. Similarly, it is hard to define consciousness and awareness. According to
DeKeyser (2003), awareness is the defining feature used in the second language on

implicit and explicit learning. Therefore, implicit leamning is defined as “lcarning
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“without awareness of what is being learned” (p.314). In this view, explicit leamning is
;cammg"xvith awareness. Hulstijn (2005, p.135) defines explicit learning as “an
?_intentionali eitort to uncover the rules of the system underlying the input data”. It is
-also termed as learning explicit knowledge.
~:There is a general agreement that L1 acquisition is the process of implicit

learning, but there is less agreement on L2 acquisition that it is the process of implicit
1ean1ing “as L1 acquisition. Some theorists (e.g. Krashen, 1981) argue that 1.2
acquisition is similar to L1 acquisition. But some theorists (e.g. Carlson, 1997,
Dekeyser, 1998) acclaim that there is very littie evidence of L2 learning without
awareness (based on the previous empirical studies). The researcher of the present
study believes in the latter view that explicit learning is necessary for L2 learners.

2.3.2 Implicit knowledge and explicit knowledge

Tmplicit knowledge refers to, according to Ellis (2003, p.105), “knowledge of
language that a speaker manifests in performance but has no awareness of. For
example, native speakers of English know that the sentence ‘The teacher explained
KO}I the rule’ is ungrammatical and the sentence ‘The teacher showed Koji the rule’ is
grammatical’. But they are unable to explain how they make the correct judgments™.

Explicit knowledge refers to “knowledge about language that speakers are aware of
and, if asked, can verbalize. For example, I know that there are some verbs, like ‘explain’,
which are Latinate in origin and which do not permit dative altermation while there are

other verbs, like ‘show’, that are Anglo-Saxon in origin and do™ (Ellis, 2003, p. 105).
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Ellis-{2005) lists some characteristics of implicit knowledge and explicit

Yrowledee:

1. Characteristics of implicit knowledge:
®:ininitive awareness of linguistic norms
® Procedural knowledge of rules and fragmentis
®.Tariable but systematic knowledge
@ dcécess to kmowledge by means of automatic processing
® Access to knowledge during fluent performance

: iNonvw-balizab.’e

- @ Potentlally only within critical peviod
2. Characteristics of explicil knowledge:

. ® Conscious mwareness of linguistic norms
® Declarative knowledge of grammatical rules and fragmenis
® dnomalous and inconsistent knowledge

"_.?'Access to Imowiedge by means of controlled processing
® Access io knowledge during planning difficulty

® Verbalizable
® 4ny ages

(Ellis, 2005, p. 151)
..There 15 no dispute in distinction of two types of knowledge, but wide
_controversial in the relationship between them. There are three basic positions toward
it Trst, the non-interface position (¢.g. Krashen, 1981) holds that explicit knowledge
cannot convert into implicit knowledge. Second, the strong interface position (c.g.
Dekeyser, 1998) holds that explicit knowledge can convert into implicit knowledge.
Third, the weak interface position (e.g. Ellis, 1994, 2003) holds that explicit
knowledge can facilitate the development of implicit knowledge but will not
automatically change into it.

Among three positions concering the relationship between implicit and explicit

knowledge, I take the third position where explicit knowledge is assumed to facilitate



the development of implicit knowledge. There is another. theory (Skill-building theory)
which lends support to this position.

2.3.3 Skill-building theory

Skill-building theory explains that the initial stage of leamning is conscious, L2
‘learners-learn a second language by first consciously learing its rules (Ellis, 2003).
’Ifhe-cons_cious of the L2 knowledge is termmed as declarative knowledge by Anderson
(1993). Declarative knowledge is factual, descriptive and ‘knowing what’ (e.g. add —s
after the.verb when the subject is the third singular form in the simple present tensc).
While: procedural knowledge is automatization of declarative knowledge (usually as
‘knowing how’, e.g. learners can use the third singular —s correctly without having to
think -about it). Procedural knowledge can be developed from the declarative
‘knowledge being taught.

“"The development of declarative linguistic knowledge into proceduralized
knowledge needs communicative practice (Johnson, 1996; DevKeyser, 1998,
Anderson, 1993, 2000; Ellis, 2003). It is necessary to point out that the practice here
is not equal to the traditional view that it involves mechanical drills. It is
meaning-focused practice.

Ellis (2003) proposes that, to make the prodeduralization happen, the task can be
served as the communicaiive practice, because it provides opportunities for learners to
practice forms that have been first presented declaratively and to process the forms

during the communication.
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2.3.3.1 The interface between implicit/explicit learning theory and

élcilhbuilding theory

Based on the acclamation of the aforementioned two theories, there
‘exists~a.Key difference between them regarding to the particular role that explicit

knowledgc 'piays in L2 leamning (Ellis, 2003). Elhs states:

- Skill-building theorigs see learning as primarily a process by which
cexpliclt knowledge is comverted Into implicit knowledge via
communicative practice. In conrast theovies of implicit learning
- view the processes by which learners acquive implicit and explicit
“knowledge o5 inheremtly different and separate. Where implicit
learning is unconscious end automatic, explicit learning involves a
conscious search for structure and iy highly selective, The different
perspectives of skill-learning theories and theories of Implicit
learning are often referved to in terms of the inrerface position and
the non-inierface position,
(Ellis, 2003, p.148-49)

S'c.ame“ theorists {e.g. Krashen, 1981; Hulstijn, 2002) hold the non-interface
:'P_OS{tl;()”r_x.":a.nd propose that explicit knowledge plays no role in the conversion of
:impl..ic.:.i;t:_knowledge. Some theorists (e.g. Smith, 1981; DeKeyser, 1998) believe in the
stroﬁg ._i.nterfacc position and propose that explicit knowledge can be transformed into
implicit knowledge through communicative practice, while Ellis (1994, 2003)
prqusés a weak-interface position that cxplicit knowledge can facilitate the
=<.1.E.V§1.0pment of implicit knowledge rather than changes into it.
| ~ Based on Ellis’ weak-interface model, explicit knowledge plays two major roles
m f..facilitating development of implicit leaming in two major ways. First, it helps in

the process of noticing. Second, it helps leamers motice the gap between their
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iaterlanguage: and the target language. These two ways arc illustrated in Figure 2.1

explicit irlstructi.on

explicit knowledge

noticing noticing-the-gap _\

taskebased | | ineake ___, implicit knowledge__, monitoring |, output
“input (teedback)

‘Figure 2.1 The role of explicit knowledge in implicit learning (Ellis, 2003)

This ‘model shows the role that explicit knowledge plays in the process of
implic_it__leaming. The process contains two stages: from intake (i.e. forms are stored
in short—tcnn memory) to the acquisition of implicit knowledge (i.e. forms are taken
.into.;;l_or.i'g-tenn memory). During the process, explicit knowledge facilitates learners to
-*no.ti.c'e“the form at the intake stage and to assist in learners’ noticing the gap between
theif:_oﬁtput and target language provided consciously.

.2.3.4 Noticing Hypothesis

Ellis* weak-interface position is built upon Schinidt’s Noticing Hypothesis (1990,
1994, 2001), Schmidt strongly argues for the role of consciousness in SLA, against
'II:I_{fashen’s (1981) acclamation that acquisition 1s a subconscious process. He claims that
“noticing is necessary and sufficient condition for the conversion of input to intake for
:]eaming” (1994, p.17). It is regarded as a strong form of the “noticing hypothesis”, He

makes a further modification to a weak form of noticing hypothesis by claiming that



i??ﬂplc leaxji_'_aboui the things they pay atfention to and do not learn much about the
thmgstheydﬂ not pay attention to (Schimdt, 2001). It suggests that attention to form is
zie;éessary_' _‘_bﬁt may not be sufficient for acquisition. His hypothesis is based on an
assumptlon :lbf information-processing models of cognitive psychology that attention is
C:cmnsideréd' ..'Ias resource of consciousness. Consciousness is a Hmited capacity memory
Sﬁst‘emr Iﬁ other words, 1t is related to the short-term memory or working memory,
whicli is necessary for permanent long-term memory (Doughty, 2001).

: S'ckﬁriidt (1990, 1994) classifies consciousness into three levels: consciousness as
5wa‘reh§§s, consciousness as intention and consciousness as knowledge. At the first
Eevel,_'aﬁvéreness involves three degrees: perception, focal attention and understanding.
E'cr_'ccp"c.ion may be conscious or subconscious; focal attention refers to noticing in
term3-. of subjective experience; understanding is the higher-order awareness.
Generally, consciousness at the awareness level is necessary for input to become
‘intake, which is the core principle of the Noticing Hypothesis,

“At the second level, consciousness as intention consists of passive awareness and
active intent, That is, people often become aware of things while they do not intend to
mnotice.

At the third level, consciousness as knowledge involves conscious processes of
Selection and assembly (c.g. whether the explicit knowledge or implicit knowledge
:'_ére used in performance). Two types of knowledge are: declarative knowledge
(*knowing that’} and procedural knowledge (‘knowing how’) (e.g. Anderson, 1993) or

explicit knowledge and implicit knowledge (e.g. Bialystok, 1978).



2.4 FrameworK for conducting FonF
A\useﬁil model vf SLA summarized by Gass (1997) prescnts a yenerulized view
amorrg SLA researchers on the L2 learning process. The model consists of five stages,

asillistrated in the following figure:

INBUT: | ‘<j | APPERCEPTION | = | semantic Eoyntaste | o | INIAKE 3 | INTEORARDN | = | OUTPUT

T info the
E seatantic RAMErT fnQuwishc
: Systan

} COMPREHENS:ON

Figure 2.2 An SLA model by Gass (1997)

L Input -

As shown in the figure, the acquisition process begins with the apperception of
inpui.:'Appcrception 15 similar to Schmidt’s idea of neticing. It refers to the certain part
of Zt_h"&_ai.' input that is selected by the learner from among the input exposcd to them.
A‘cce;éing to the noticing hypothesis (Schmidt, 1990), it is hold that input which is
;app‘e'rc;ived is potential tu be acquired by learners. To achieve learners’ apperception
in th¢ .input stage, many approaches ar¢ proposed 10 draw learners’ atiention on
p#r;i'cular linguistic features of the input,
2._.Comprehenslon

The second stage, comprehended input, represents the hypothesis that a learner
-may comprehend the input &t a semantic Jevel rather than at a syntactic level, While

semantic comprenension is not expected to lead to the acquisition of the linguistic
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‘system . because learners may comprehend the input through lexis without
fgﬁiqz'}efstanding the linguistic structures.
3, Intake

--Qn_lywh'en a combmation of semantic and syntactic processing takes place, the
comprehension will pass into intake. It is just at this stage that learners analyze input
at a.syntactic level.
4 Intégration

‘Integration is “the process for using or holding the intake in short term memory
to -intluencgthe development of the linguistic system, which in turn affects the 1.2
‘output that the learner produces” (Chapclle, 1998, p.22). Skehan (1996, p. 47) states
‘that “iﬁteg:rétion involves making use of the developing system to create output. It is a
process - as ‘fluency’, which concems ‘the leamer’s capacity to mobilize an
interlanguage system to communicate meanings in real time”. As a consequence, the
process will be reflected in the process of output.
5. Output

Output is the observable result of the integration process as well as the
mani.'f.‘estation of learners’ linguistic system. Output is considered as an important
elérﬁént to the L2 acquisition, known as output hypothesis by Swain (1985), of which
'Sik?a:;n (1985} argues that producing output pushes learners to activate semantic and
Syiﬁactic system s¢ as to achieve full grammatical competence. During this process,
_iéémcrs will modify their output more target-like when they produce problematic

l.anguage. It is a process that engages learners to move from semantic to syntactic
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:b;éé_essing;_Sclmidt (1594) notes thal output may not enable leamers to intefrate
entirely-=new grammatical structures into their interlanguages, but it may help them
use partially acquired struetures more fluently and wure accurately.

Eatlier FonF studies (e.g. Harley, 1989; Spada & Lightbown, 1993; White, 1989)
inv’plvc graﬁématictal production practice as a form of output. The resulis nave shown
Icarners’ gains in grammatical structures.

Siummary

‘This model of SLA has illustrated how an L2 learning occurs and provided a

framework for pedagogical options. Within this model, Fonl” can be addressed with a

variety of appreaches.

2.5 Previous research studies on FonF

W_i_thin the framework of the SLA model, some researchers (e.g. Skehan, 1998;
Richards, 2002; Pennington, 2002; Larsen-Freeman, 2002; Ellis, 2002) have proposed
apprdﬁéhes that FonF should foliow. These approaches attempt to hypothesize ideal
Ctﬂnciiti(;ns tor each stage of the SL.A model. These approaches share some common
'cllgracteristius and address some different points, since they are directed at different
_aim's__ and emphasis concerned with the different purposes of the research. The
=foli;wing part will revicw the available relevant FonF approaches o the present study.
Thew FonF studies are categorized as implicit and explicit FonF, input-based FonF,

output-uriented Fonk and process-orignted FonF.
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2.5.1 Implicit and explicit learning and FonF

The __;_najority of studies compare the effects of the two types of instructions.

Explicit instruction refers to an instructional treatment with rule explanation plus
';amplcé;-'hnplicit instruction believes that students’ attention is drawn to the target
._f_(.')'rm_':wi'tlioﬁt explicit rule explanation.
' .Rééeg%ch on implicit and explicit leamning in SLA is developed from the studies
on psycﬁbiogy. Te date, a small number of studies directly comparc implicit and
exp‘licif learning of L2. These studies were laboratory-based. They compare the
effects resulting from different Jeamning conditions from the most explicit approach
(eg e;;ph'cit rule instruction) to the most implicit approach (e.g. rule searching
;:onditiOQg). These studies generally reported a positive role for explicit learning (e.g.
Reber; .;9'93; N. Ellis, 1993; Alanen, 1995; Dekeyser, 1995; de Graaft, 1997).

E_H;_{rlcy (1989} investigated the effects of functional-analytic teaching on L2
-ac_;:.l.u_.i:s.i.‘.d.on of French (the imparfair and the pussé compose) in a Canadian immersion
progl;éﬁ;. It invelved a pretest, a posttest and a delayed posttest. The study lasted 12
huurs.:over 8 weeks. The most significant effect was only found in a delayed posttest
thi;ge:: fnonths later,

| . .Lightb()wn and Spada (1990) investigated the influence of different FonF
acfiﬁiities on English learning by French leamers. These activities were performed by
four intact classes (grades 5 and 6, aged 10 tol2). The study use classroom

observation. FonF activities used in the four classes were mainly corrective feedback
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! ‘;x,nd__ipasiﬁve evidence. The results showed thut learners in the class who received the
:fo;:us 611 form to the greatest extent were most accurate in their using of progressive
-—mgand at a higher developmental level in their use of the possessive determiners
lm ;md fier. Individual teachers’ realtions to partivular types of emors (when
aéc_oﬁmpaniecl by teedback making the errors salient to learhers) were related to greater
f gr'(ju.}.:.g aceuracy using thosc features.
| ‘Hulstijn {1989) examined the effects of fvcus on forms and focus on meaning
:ﬁ through the comparison of three groups: forms-oriented group, meaning-oriented
group, and forms — mecaning group. The form-oriented group was asked to malch
;:_Sv.:a.nztencc fragments in order with the example illustrated on a computer screen. In
Z-__cqfitrast, the meaning-oriented group wis asked to read the sentences appearing on the
do’hputer screen first and then judge the comrectness of the sentences. The forms -+
':;:ﬁlcaning group was provided wilhh grammar explanation and meanings of sentences,
‘without any tasks to do. The author used recail of a structure to measure the subjccts’
:'acquisitic.m of the sentence structures. Results showed that the form-oriented group
‘and form + meaning groups performed better than the meaning-oriented group, with
the latter performed the best of sll. It also suggests that leaning, with respect to
complex syntax, is better for learners to be instructed in both meaning and form rather
than io be instructed in either forins or meaning alone.
VanPatten (1990) studied trade-off between attention to tmeaning and forms, He

examined learners’ listening in three conditions: listening for meaning, listening with
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jns‘r;'uctiun attending tc forms, listening with instruction atiending to grammatical
-moéllology and lexical items. He found that learners in the condition of instructions
oniy for meaning; performance was worst tor leamers instructed to attend
. sii_x_ix_iéltancous%y to grammmatical moerphology and lexical items.

Doughty (1991) investigated the effects of focus on form on the acquisition of
_relaﬁve clauses. In this study, twenty intermediate level subjects were divided into
"_th_ree groups, a meaning-oriented group, a rule-criented group and a control group.
The three groups were assigned to read a text, summarize the text in their L1, and
.a.n_'swer comprehension questions. The three groups all read the text with input
-:g;ihanc;enaent in which the target feature (relative clauses) was highlighted and
:Cg‘f)italizcd in the text. The meaning-oriented group also received help by
§éraphrzlsing the target structure. The ule-uriented group received instruction about
_the relative clauses. After the treatment, they took comprehension and predustion tests.
i?.c:sults showed that the rule-oriented group outperforined the other two, which
implied that attention to meaning accompanied with noticing of form has advantages
éver attention to meaning alone in the acquisition of the target structure.

White (1991) exumined the performance of beginner-level subjects’ noquisition
of question formation. The study was conducted in five classes. Two classes received
formal instruction, and the other three were not instructed. The instruction took “wo

weeks, during which explicit rule presentation was provided on the use of the
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Iauxi]im‘ies can, be, and do, and question words what, where, und when, followed by
corrective feedback on lenmer errors in the use of questions during class activities.
After a two-week treatment, a posttest consisting ot & written task and an oral
communication task was given tc measure the effects of the (reatments, It was found
that subjects in the instructed classes gained higher accuracy than those in the
uninstructed classes. In the delayed posttest after five weeks, a long-term ettect was
observed for participants in the instructed classes.

Spada and Lighthown (1993) ran a similar experiment with White (1991). They
used similar groups of subiscts, experitnental condition, and the procedure. Two
classes received a two-week period of expiicit instructien and corrcctive feedback.
The subjects showed significant gains in accuracy on the oral production between in
the posttest, and rnaintained the gains on the follow-up five weeks delayed posttest
and the long-term test (five-month delayed). The results provided turther evidence of
'he long-term effects of FonF instruction on the target structure, but the greater
significant differences were found between pretest and posttest than hetween the
elayed posttest and the long-term test.

Lyster (1994) investigated the effects of functiopal-analytic (caching on 106
Jrade 8 French students in five classes from different schools. All five classes were
1bserved during the treatinent. The treatment materials consisted of a cutriculum unit
:ntailing the sociolinguistic variation, context, participant roles, and speech ucts. The

echniques used in the ciass were various, such as comparisons and contrasts of
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various speech acts in formal and informal contexts, role play, structural exercises and
writing activities. The author used an oral production, a written production and a
_ipultiple-choice test 0 meusurs the subjects’ language competence. A prefest. an
i_mrncciiate posttest and a delayed posttest were administered, The results revealed that
functivonal-analytic teaching increased the subjects’ ability in an immediate positest
:and a delayed posttest, but ii was difficult to determine which aspects of the
instraction contributed to leaming

Reber (1993) cxamined the effects of implicit learning and explicit learning, In
his study, the pariicipants who leamned implicitly were asked to memorize some
artificial sentences, while the participants who learned explicitly werc presented with
rules. After the (reatment, the author asked the participants to idemtify new phrases
and sentences. The results showed that implicit leaming is superior to explicit
learning with respeot to the complex rules. Reber (1993) claims that when the
grammar tules are cotmplex, implicit leaming showed more advantage than the
explicit leaning. However, when the grammar rules are simple, explicit leaming in
rule identification and application of rules ¢an be more effective than implicit
learning.

N, Ellis (1993) examined the short-term effects of FonF instruction on subjects
learning complex rules. The participants were alranged into three groups: 4 random
group, a grammar group and a structured proup. The target forms used were rules of

Welsh merphology (initial consonants). Participants in the random group were



-_-cxpused to a randomly ordered series of consonant alternations. Participants in the

gfémmar group were taught the rules explicitly followed by the same randomized
3'é?{:§{mpies. Partivipants in the structured group received explicit explanation of rules
foll.}.owed by giving two examples after each rule, and then were given the same
_r_aﬁdom exdmples as the other two groups. Then participan(s were given a
.'v.v..t-:_ll-formedness test in which they judged the correctness of the sentences. The
.results showed that the random proup performed poorly on the well-formedness tests
and demonstrated little explicit knowledge of the rules. The granunar group showed
sohd explicit knowledge of the rules, but little abilitv to apply them Lo judge the
s_éﬁtences. The structured group outperformed the other two groups on both tests of
.jc.}::.plicit knowledge of rules and grammatical judgments.

Alanen (1Y95) examined the effects of rule presentation snd visual input
_eéhancement on the acquisition of the target structure by L2 ledrners, The target forms
--wére two structures from semi-artifical Finnish: (1) locative suffixes —{la, —ssa, and
-'fs.}a; (2) rule of consonant gradation that involved the change from double to single
:s:o:nsonams {e.g., from —ssa to —sa). The subjects were divided into four groups, with
.:mne group being a control group. Three experimental groups were provided with three
fj!pes of input respectively: visually enhanced learning targets by the use of italics,
:éxplicit rule presentation, and a vombination of both. The results revealed that
I:rule-based group leamners outperformed the meaning-based learners. Rule-based

wroups were significantly more accurate thun the meaning-based groups, Specifically,



“the test results showed that combination of explicit rule presentation plus visual input

enh:a:ihcement > gxplicit rule presentation > visual input enhancetrient > control, The
study further suggests that the noticing facilitated by the textual ephancement
contributes t¢ a preater awareness of the suifixes.

.DeKeySe-r {19935) conducted a compulerized experiment to examine the effects of
jndL;ctix'c and deductive leaming related to the rule complexity, The target form of the
‘.cxp__ériment is ¢ linguistic system consisting of five morphological rules and a lexicon
of 98 words. Sixty-one participants were divided inte implicit-inductive (I-I) and
c%p}i‘icit-deductive (E-D} group. The I-I group received neo instruction on rules of
morphology and simply viewed the sentence-picture pairs, whereas E-D group
rméeived additionally instruction about the rules for five minutes before the
‘seﬁtcnue-picture matching task. Afler the training, the author used picture-sentence
ﬁﬁ#tching t0 measure the subjects’ learning gains. The results confirmed N. Ellis's
é_:'l_ésim that explicit lcarning is better for simple rules, but did not support the claim that
imp]icit learning is better than explicit learning for complicated rules. Despite the
ﬁﬁdingﬁ, DeKeyser still urgues that implicit learning may help lcarners acquire the
E’:bmplex rules if more exposure time is given (0 learners.

Robinson (1997) obtained similar results to those of DeKeyser (1995). He
examined the claims by Reber (1993) that (1) implicit learning is more effective than
explicit when the grammar rules are complex and (2} explicit learning of simple and
complex grammar rules is effective if the underlying rules are made salient. One

Mundred and four participants were randomly ussigned into four groups under four
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: copditions: implicit, incidental, rule-searen, and instructed. The participants in all
5 conditions received 40 sentences sntniling grammatical rules, in which 20 sentences
| vere generated by simple rules, and 20 sentences were generated by comiplex rules, In
-the implicit condition, participants were required to meniorize sentences. Participants
in the incidental condition were asked to read for meaning. Participants in rule-search
condition were asked to search for rules. Participants in the instructed condition vere
; taﬁght the rules. After the training, all the participants were asked to do a
ceremmaticality judgment task on the computer. They identified the correctness of
‘each sentence. Results did not suppert the Reber’s first claims but did support the
second, that is, the participants in the implicit group did not outperform other
‘_pa'_;'ticipants in leaming complex rules, but the participants in the instructed group
oﬁtperfmmed all other groups in learning simple rulégs.

Erlam (2003) compared the effects of deductive and inductive instiuction on the
‘acquisition of direct object promouns of French by English learners. The study was
vonducted in a secondary school in New Zealand. Sixty-nine participants were divided into
thuee groups: a deductive instruction group, an inductive instruction group and a control
group. The deductive group received the rule explanation and was presented with exarnples.
The inductive group and the control group did not receive any rule explanation. The study
contained a pretest, a posttest and a delayed postiest, involving oral production, written
production, listening comprehension and reading comprehension tests, The results revealed
4 significant advantage for the deductive instrustion group. The study highlighted the

difficulty of designing Ianguage measures to assess implicit language knowledge.



36

. Radwan (2005) explored the facilitative effects of wvarious types of
_:'s'aizténtioni-_'dl.'_awing instructional conditions (explicit and implieit) on the acquisition of
..-.Englishv_'c'lzative altemation, Forty-two university participants with ow-intermediate
'ﬁng[ish'- zievel were randomly assigned to one of four conditions: a fextual
*éﬁhﬁncmﬁ;em condition (TEG). a rule-oriented condition (ROG), a content-oriented
:c::(.)nditizoh:_ (COG), and a control group (CG). The tests consisted of a grammaticality
.jl_ldgmént_téSl, an identification test (identifying 44 sentences from 60 sentences) and
a picture I_dr:scription task consisting of 26 pictures. The resnits showed that Students
whrw_':'.fefcc;:.ivcd explieit instruction outperformed those cxposed to implicit instruction,
ané_%_]ﬁi gher lovel of awurcness correlates positively with language development,
'Sﬁmmary

j_lI'i';_sum, these $tudies discussed above invelve a direct comparison of implicit and
expli:cit learning conditions and the results favor the explicit condition, based on the
res_ﬁl%c’s. that leamers in explicit learning condition outperformed those of implicit
'r!ca'rﬁ%ﬁg condition in Iearning sitnple grammatical rules (Bllis, 1993; Dekeyser, 1995;
"R’Qbi.r.zson, 1996; de Graaff, 1997). With respect to complex rules, Reber (1993) found
::fjhz_t;implicit learning facilitates complex-rule learning better than explicit learning
douy, However, other studies do not find such significant differences statistically
_Be.tween explicit learning and implicit learming (Ellis, 1993; Dekeyser, 1993;
_l_iobinson, 1097; de Graaff, 1997). Some studies suggest that the efficacy may occur if

_ihc exposure time is incressed (Robinson, 1995, 2003).



Thc limitations of these studies discussed above arc pointed out by Dekeyser
{2003)::(1) Thesc studies focused narrowly on the distinction between implicit and
‘éxpli'ciff learning. (2) The scope of the subjects and leamning target were limited, i.e.,
.s_tudics;zaﬂ dealt with a specific linguistic feature, (3)They were laboratory-based
rather than in classrooms. (4) The duration cf the study was short-termed, of which
thc. "l'o.ngcst treatment time i3 Dekeyser’s study (about 12 weeks), nc study
.inve%;tigated longitudinally in SLA. {5) The measures used in studies were constrained,
.us;a_l.ly as grammaticality judgments or fill-in-the blank tests rather than freely
cdl]éfﬁlcted discourse.

_Impiications‘

. Based on the findings and liznitations discussed above, some implications come
fo;th. First, some specific grammatical structures, especially those which are not
sahent in ineaning (e.g. Welsh consonant mutation in N. Ellis, 1993; English dative
aitif';mntiOn in Robinson, 1997), might be better leamed explicitly than implicitly. In
é&&itim, explicit learning is better than implicit learning in Robinson's study (1996).
f;S.Ecc)n_d, noticing is very important for L2 learning and acquisition, and based on the
.é.,vidence of the research findings that it is important to enhance the degree of noticing.
For example, rule presentation plus input enhancement is better than either rule
presentation alone or input enhancement alone (Alanen, 1995) and input enhancement
i5 better than input flood (White, 1998). Thirdly, drawing enough attention of learners

to the forms and encouraging them to search for rules are more inotivating and
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_gffe_é_t_ive than presenting rules to them. One of the reasons explained by Dekeyser
(2003) is that “it enables them to notice the form at some level end at least implicitly
.a'c.::qnire some conerete uses of these forms through subsequent exposure rather than
acquire the more abstract rule during instruction™ (p.332). In light of the three aspects
of findings, the present study will investigate the rules that are not salient in meening,
" fh_u‘s__the focus on form is necessary. Second, it will involve noticing in the learning
___;:c';l_;lc_iition. Third, a Fonl' task will be designed to motvate participants tc search the
rules in a meaningfil context.
| g Furthermore, there are some discrepancies existing in previous research, which
wnii guide the present study. First, the measurement in the previous studies is mostly
fgr:.ammatica]ity judgment which favors explicit learning, since the tneasurement is
:t:_ésting the explicit knowledge of grammdr. The previous studies left o question
whether Fonl' contsibutes to L2 leamers’ gains of implicit knowledge. Second, most
étudics did not involve a delayed posttest, which to some extent favored explicit
ieaming, because explicit learming appcars to be effective in L2 learners’ lezming 2
grammatical item in the short term. However, some research {indings indicated that
.thc effects of explicit learning were lost in the long térm. Therefore, the present study
would investigate the long term etfects of FonF.

2.5.2 Input-based FonF approaches

To implement input-based Fonl, the first decision to make was selecting a target

struciure, Harley (1993, ef. Williams & Evans, 1998) has suggested the likely candidates
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for é.ffectivc focus on form are those that (1) Differ in nonobvious ways fiom the
leamcrs first language, for cxample, adverb placement for L2 French nd English; (2)
Are;..ﬁot salient because lhey are imegular or infrequent in the input, for example,
cond:itionais in Frenehy; (3) Are not important for successtitl comrmmication, for example,
thirci person singular-s in Inglish;  (4) Are likely to be misinterpreted or misanalyzed by
l@éfhers, for example, dative alternation in English” (p. 140). The choice of forms in this
study was pedagogically motivated and based on the criteria above und learner-based
r:ti:feria. The formn copula be is chosen in the present study, because the form is in
éicé:ordance with the criteria above and pose difficulties for Chinese learners. The fonn is
éctively used in the L2 speech and writing but is often used incorrectly, More details can
be found in the separate section in which it is tiilly discussed.

For the second suggestion, the frequency of target forms in the language input
can be operated, but it does not z2iways make the saliency of forms work, such as
articles, third-person —s, and certain tense and auxiliary forms, since these forms have
low saliency or low communicative need. In this respect, some technigues, such as
input enhancement, are necded in the operationalization of the input.

Far the third suggestion, there are no clear criteria for how frequen: a target form
should be arranged in the input. The material used in the previous studies deal with
the frequency in each of the sentences or every other sentence.

For the fourth suggestions, learners are supposed to use the target torm o complete

the task. Inn this sense, it involves the task essentialness. For the purpose of focus on form,
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task essentialness would work, particularly when a proactive approach (e.g. preselect a
‘=Ii.n:g:|.1isti<: form w be focused) is adopted, as pointed out by Poughty and Williamns
(1998a). For example, dictogloss, used by Swain (1998), requires leatners to listen to the
text and work together with a peer to reconstruct it exactly. This activity assumes that
su;dr:nts negotiate the forms (communicatively) to achieve the accuracy.
It has been argued by many researcliers that simplified input and inereased frequency
‘of target structures facilitate comprehension. It indirectly has an effect on acquisition by
;_’.b'rOViding leurners’ developing linguistic systems with more grammatical information (e.g.,
k:ashen, 1985; Long, 1983, 1983b). The early resenrch stadies investigating the
;.'r.elationship berween the fréquency of input and the accuracy of output have reported mixed
.ﬂndings. Positive ¢orrelations between input frequency and accuracy are found in some
| studies (e.g. Shook, 1994; White, 1998), whergas Wong (2000, 2003) did not find any direct
relationship. So far, results have not been conclusive on the effects of simplification and
trequency of input. Ellis (1997) discussed the tindings und notes that it is possible that
frequency may be more imnortant st somie stages of acquisition than others, for example at
elementary levels. Therefore, the present study will be designed using simplified input and
increasing the frequency of input to mid acquisition, in order to increasc the subjects’
English proficzency at an elementary level.
2.5.2.1 Input flood/enriched input
According to Williams (2005), input flood/enriched input refers to

increasing the frequency of a preselected form in order to direct the leamer’s attention
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”to it. It is regarded as a highly implicit technique. Such a technique imtnerses lsamers
:'..in purposeful input and promotes the processing of tiese features without providing
'ény sort of explicit guidance.

Empirical research studies (e.g. White, 1998; Shook. 1999; Leow et al., 2003)
:__indicate that input flooding aione may not be particularly effective, It is suggested that
:_incrcasingly explicit devices may be needed to attract leurner attention. In this study,
.textual enhancement, as a more explicit FonF technique, is introduced.

2.5.2.2 Textual enhancemeit

Textual enhancement usually takes the form of highlighting,
color-coding, and font marcpulation of the targetl structures. It aims to attract leamers’
attention to the target siructures. It is more explicit than the input flood technique.

A number of ptevious studies on the effects of textual enhancement as
summarized in Simard (2009) (e.g. Shook, 1994; Joudenais et al., 1995; Williams,
1999, Alanen, 1995; Robinson, 1997, White, 1998 and Leow, 2001} vielded mixed
results. Of eleven studies reviewed, six of these eleven studies (Shook, 1094; Alanen,
1995; Joudenais et al., 1995; White, 1998; [zumi, 2003 and Lec, 2007) yielded
positive findings for the facilitative effect of enhancement, whereas five studies
(Leow, 1997, 2001; Overstreet, 1998; Leow, 2001, 2003 and Wong, 2000, 2003)
tound no positive effect at all,

The mixed resuits may be from (hree aspects of the treatment. First, these studies

consisted of varying length of treatment and exposure to the input. Most of the studies
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c@ntaim:d short-term treatment and limited exposure (e.g. Alanen for 30 minutes; White
fm- 10 bours in a two-week session). Second, some studies did not use a consistent single
r‘:ﬁethod of textual enhancement. Some of tiie studies combined other methods, for
e;:ample, Shook (1994) and Alunen (1995) used explicit rule explanation accompany with
textual enhancement. Second, the studies adopted different measures to assess the
different degrees of language gaing: noticing of the form, intake of the target form (e.g.
éains of the cxplicil granmumatical knowledge) or comprehension, The studies producing
;;%egativc results, such as, White (199%) used a correction test and a multiple-choice test to
measure leammers’ gains in the target formn and a reading comprehension test to test
learners’ comprehension. The findings reveal that learners have noticed the form but did
not gain the usage of the form. Leow {2001) used on-line think aloud protocels and
written production tasks to test learmers’ noticing and intake of the target form. The results
indicated that TE had no effect on learners’ noticing, intake and cotnprehension.
Although the previous studies vary in the effects of TE on the learners’ gains in
the target furm and comprehension, most of studies nevertheless confirmed that TE
has potentizl to draw leamers’ attention to the target form. The point is that this
technique is still relatively implicit, for “they simply make forms perceptually salient
without offering any explicit expectation as to what kind of processing should ensue”
Doughty & Willaims, 1998, p.236). Hence, only increasing perceptual salience is not
eflective enough to assure the success of acquisition, Based on the process of SLA,
drawing learners’ attention to the target form is just the inilial step of the zequisition

arocess. It must involve other techniques to help learners process the input,
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White (1993) carried out a classroom-based research study that investigated the
éffe_c_:tiveness of FonF instruction involving different types of input enhancement in a
"Ic.ommunicative context. The participants are primary and secondary school children
in.Quebec. The target form was the third person singular possessive determiners
'.{PDS). The study was camricd out over a five-month period. There were three
tréatme:1t conditions. G1 (G E+) received a typographically enhanced input flood in
éddition to cxtensive reading and listening; G2 (GE) received a typographically
_e_n_imnced input flood; G3 (GU) received a typographically unenhanced input flood.
After the treatment, a pretest, an immediate posttest and a delayed postiest were
ic__maducted at three different times in the study tw measure learners’ developing
“}.:nowledge and ability to use third person singular pronouns and PDs. They included a
"passage correction task, a multiple-choice test, and an individually administered oral
picture description task. Resuits show that G K+ gained the greatest increase in
grammatical forms. G E+ was censiderably more aceurate than G E and GU. The
findings showed that although drawing the learners® attention to a linguistic feature is
beneficial, learners sometimes were uncertain about the purpose of the typographical
cnhancement. It further suggests that there may need somewhat more explicit
information to help learners progress to more advanced developmental stages.

Williams (1999) investigated the relationship between memory for input and
inductive learning. Filly-eighty participants who were university students, averagety

23 years of age, patticipated in three cxperiments (N1=26, N2~16, N3=16). All the
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‘experiments contained two tasks: a memory task and a translation task. The target
:form has morphological rules in a semi-artificial form of Italian, The memory task
was divided inte 5 blocks which constituted the measure of improvements in memory
performance. After the memory task was completed, there followed a translation task
in which the participants translated novel English sentences by selecting items
provided. Experiment 2 and Experiment 3 involve increasingly explicit manipulations
of attention to form when compared with Experiment 1. In experiment 2, three
modifications were made to the procedure in order to increase the salience of the
grammatical morphemes in the input sentences and to enable the participants lo
recognize the relevant grammatical morphemes without having to relv on
memory-dependent segmentation processes. First, the grammatical morphemes were
highlighted in the visual text. Second, the participants werc given recall cues. Third,
subjects were pretrained on the vocabulary used in the training sentences., In
experiment 3, modifications were made in the aspect of learners’ output. When
subjects made incorrect responses on recall trials, they were provided with the correct
answer and were required to change their response accordingly. The results showed
that there were strong relationships between individual differcnces in memory for
input. The introduction of highlighting und vocabulary pretraining had a large impact
on learning, but the incffectiveness in improving varly memory suggested that
knowledge of rules did not simply emerge out of memory but depended upon the

appropriate allocation of attention {o input.
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'I'ﬁp'lié:ations:

Tht above discussed studies conducted concerning the effects of input-based
'Fonf'_éﬂ the learning of linguistic structures show that (a) the noticing of the target
gtﬂt;ture correlates positively with language leamning, (b) only the neticing of the
'targe.t '.Structurc is not enough te make the input become intake, the output is also
nccessm‘y for to the 12arning of the target structure.

: ﬁf&»m on the confitmation of the previous studies. textual enhancement will be
r'a_dopféd in the present study, that is, italivized and colored font will be used for the
target torm

2-;5-3 Output-oriented Fon¥ approaches

The effect of the output-based practice is usually compared with the input
:pro';:es_:_S?i'ﬁg. Tnput processing (I-), a term coined by Vanlaiten (1996), is a type of
rfo_311;§n form that is “input-based and meaning-based” (as opposed to oulput-based), It
s éperationu,lized as struetured imput activities (SI) which consist of two parts:
r&e‘re;iﬁal activities and affective activities. The referential activities usually require
_'_Iéarliefé to interpret simple sentences and leamners are given feedback as to whetller or
-'ﬁot"tlie'ﬂ' interpretations ure comect. Through this phase, inpui data dare manipulated in
'pat’ti.:cular ways (i.e. forms and relovont exétbples presented to convey the meaning) so
ﬁ:ﬂ_ia{ learners “become dependent on form and structure to get meaning and owto
;-pﬁﬁlege form or structure in the input” (VanPatten, 2002, p.764-765). Following the

Teferential activities, affective activities provide lcamners with questionnaires which
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4 ,’-équi-fe-them to answer by connecting with their own meaningful situations. Below is &n
 example of I-P activitias quoted from Allen (2000, p.83), in which an initial activity
g*livz‘th French causative is presented in (1) and an affective activity is presented in (2):

Thie siructured input activities ale usually manipulated as:

(1) Select the correct inerprilation of the sentence. Cirele a or b,
Tom fait Jair les valises a Mare.
a, Tom pereks the biags. & Marc packs the bags
£2) Read edch suatgment below and pur a check in fronr of the things
that your French teacher somerimes kas vou do.
Mon professeur de francais...

A number of research studies examined the effectiveness of input processing.
;-.VariPu1'ntten, Cadierno, and Sanz (VanPatten & Cadiernc, 1993; VanPatten & Sanz,
:]:9'95-) have all argued that what they call processing instruction is the kcy to
2:&exlclufazneut of the learners’ 1L system.

2.5.3.1 Qutput-based practice vs. input-processing

Izumi et al. (1999) addressed the noticing function of output. The
researchers posed two research guestions: (1) Does output promote poticing of
linguistic form? (2) Does cutput result in umproved performance on the target form?
;T\ﬁ_fmty-nvo ESL college-level students Were assigmed to an experimental group
(N'—"i 1) and a vontred group (N=11). The target form was the English past hypothetical
3: cﬁnditional. The design uf the study was a true experiment with pretest and postiests.
':'It involved two phases, In Phase [, EG participants were asked to rcad and undetline a
:.Short passage with approximately 70% «of its sentences contasining the past

hypothetical conditional. Then after the passage was collected, the participants were
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;fﬁs}%‘t‘d to: reconstruct it. CG participants were exposed to the same input for the same
amounfoft:mc and instructed to read and underhine just as the BEG were, except that
thev .IWere:"r_t_éading and underlining to answer true/false comprehension questions. In
ii’-ha.s'e.'lI,? EG participants received a writing topic which required them to use the
;;‘t_iuf';‘;'et fo'rr'ﬁ:..f_or the writing task. CG participants wrote on a topic that did not require
thc target farrn The pretest and posttests consisted of a grammaticality judgment test
anda piétﬁfé-cued production test. Results show that, although Phase [ tasks resulted
m ;ho.ticing_:_and irmimediate incorporation of the target form, the posttest performance
:.fa'i:le_d to-reveal their effects. Phase II resulted in improvement on the subsequent
E'ﬁpsttest; Tt:::suggcsls that the eflicacy of output in promoting notiting and leaming is
féq.uircd: :fqi' acquisition,

A-ll.e'n I_ (2000} compured <he effectiveness of two types of explicit grammiar
__iﬁstniﬁti'oh;_ processing instruction and traditional instruction. She investigated 179
:fm'}rthés_emester of high school students’ acquisition of French causative. The students
:;jvcreaggign_fcd to three groups: PI group, TI group and ro instruetion (control group).
The lﬁ_céstirexllent used ia the study consisted of 4n interpretation tasks, a distracter
task, :ﬁﬁd a production task. The interpretation tusk involved 15 sefitences and 15
@orr&spbnding pairs of pictures ot overhead transparencies. As ¢ach sentence was
"reai__d?;tﬁe cotresponding pair of pictures was revealed. The distracter task required
;Stude;lts to answer three short questions that were unrelated to the causative, in order

to ‘decrease the influence of the interpretation task on the production task. The
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?m;du(:tion task was an open-ended activity in which students were asked to write five
..cbmp1 éte sentences in French saying what their parents have themn do @ home or what
t_ﬁf:if feachers have ‘hem do at scnool. The results showed that (1) PI and Ti
;ﬁg;fo_r_med better o1 both the interpretation and the production tasks than no
ii;struc:tion group. (2) No significance was found between PI und TI for the
;ihterprctation task, while TT performed significantly better than PI for the production
‘_f_ask: I_ (3) Concerning the durability of (he effect of instruction, there was no
sigxﬁﬁcance betwoen T1 and PI on posttest 2 and posticst 3 for the interpretation task.
For _?he production task, TI was significantly betier than PI on posttest 3, but no
"s"ignfﬁcunce was found between TI and PI on posttest 2, The results may suggest that
Pl.and TI are equally effective in drawing learners’ attention to the target form
(French causative) in the interpretation task. This result is different from the study of
V#n?atren and Cadieno (1993) in which PI is better than TI This study gives the
ex"r.'l_anation that tae equal effectiveness of both types of instruction may resut from
beth instructions (without the subsequent practice) were effective encugh to help
learnurs complete the interpretation task. For the result that favored TT over PI on the
Efﬂductioll task, the reason may lie in the insufficient input, thus cutput practice in TI
may have been more beneficial than input practive in cnabling leamers to produce
f:fcntences with the target form.
[zumi (2002) investigated the potentially facilitative ettects of output and visual

input enhancement on the acquisition of English relativization by ESL adult learners.
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“The Stuay was an experimental study with a pretest and a posttest. It invelved four
treatment groups and one control group. Four treatment groups are: +O-1E (the group
was tequired to produce output and was exposcd o regular, unenbanced input);
+O+IE (the group was required to produce output and received enhanced input);
-O+[E (the group received enhanced input without output); -O-IE (the group received
unenhaniced input without any output requirement). During the (relitments,
participants of all treatment groups were required to read and understand the text; to
reconstruct the text for the outpur group: to answer questions for the non-output
groups. The test consisted of a sentence combination test, a picture-cuco sentence
completion test, an interpretation tast and a grammaticality judgment test. The major
findings are: (1) those engaged in output-input activitics outperformed those exposed
to the same input fur the sole purpose of comprehension in learning gains; (b) those
who received enhancement failed to show the gains in learning, but only the impact
on-the noticing of the input; (¢} 1he effect of input enhancement was not comparable
to that of outpus.

Marsden (2006} compared IP and a type of input-based instruction, enriched
input (E1), tc examine whether lezrners ¢an attend to form while attending to meaning
during processing input. If so, the study will yield that PI will lead to better gains than
EL Twenty-seven 13/14-year-old learners, lewrning French (regular French verb
inflections in ihe perfect and pregent tenses) as L2 were involved in the study. They

were randomly divided into two groups: IP and EI Pretests, posttests and delayed
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:'?':'(-,gt'_;:est were carried out to assess the impact of [P and EI. The measurement
;;;ﬁs{i'sted of interpretation tasks and production tasks. In the interpretation tasks,
‘l;,;miers were required to listen 48 items and read 35 items, Of this 24 listening items
and 17 reading items were for learners to identify the present or past forms, and the
f;_ém:;ining 24 listening items and 38 reading items for learners to match inflected
verb‘: of person and number with subjects. In the production tasks, learners were
.L.-lr;_qu_ired to produce 56 written and 38 oral sentences provided with a clue of pictures;
foux written narrgtive short paragraphs describing what particular people normually do
and what particular peovle did during the previous days and eight oral narrative tasks
éléécﬁbizlg cight photographs of a family’s activities. The study results showed that 1P
pe;i;fomled better than EI, which suggests that IP instead of EI engage learmers in
pfbcessing the target fommns, that is the provision of grammar explanations did not
result in learning gains, The resulis also provide evidence supporting VanPatten's
(1996, 2002) claim that jearners arc mere likely to access o the lexical meaning
galher than the grammatical form when processing the semantic information.
TFemandez (2008) investigated the role of explicit information (k1) in the IP by
observing learners’ online response in the SI activities. She compared two groups:
[F-+EI group and IP-EI, aimed to find out whether the IP+EI group perferm betier shan
[P-EIl so as to prove that EI is helpful for learners’ acquisition. The target forms
nvestigated in this study are Spanish OVS sentence order and Spanish subjunctive in

:xpressions of doubt. There were 84 college students (English ags L1} with
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‘b_‘?ginr.ling~i11tennediate L2 Spanish level in the study. They were divided into 42
f--p:lﬁi,cipztnts in each group. Learncrs in [P+ EI group read the EJ first, and then did 30
1tc,rn5 of referential activities, while IP-EI group did the same pumber and type of
.._.zzc:tiv_itics as that of IP+EI group, but did not receive EL The study tracked leamers’
“trials t0 the correct answer, response time and the rate of correct answers. The
findings indicate that EI did not help learners notice the OVS senténces but did help
learners to notice subjunctive inflections. It suggests that the resulis may depend on
two reasons:  the nature of the online tasks and the naiure ot the processing problem.
::.'The nature of online tasks required participants to attend to the verb inflections while
doing the referential activities. It is assumed that EI provided in advance enhanced
f_'iearners-’ knowledge so they respond faster than the puarticipants without EI provided,
:ﬁlthus participants without El have to spend more time to find form-meaning
E?:mnnection from the input. On the other hand, the nature 0f the processing problem is
::c0nr:ern_ed with different linguistic forms. Different forms demand different
‘processing straiegies, e.g. the inflection of verbs in Spanish subjtnetive is familiar to
.English speaking learners, since English has a similar granmatical feature. Therefore,
learners do not need to build a new processing strategy. While Spanish OVS séntences
are new to English speaking lecarners, EI might not be effective in building a new
processing strategy. Learners need more exposure to input to process the form.
Toth (2006) investigated the role of output in IP by comparing processing

instruction (P1) and communicative output (CO). The target form is the Spanish
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aticaugative se. The participants were 80 English speaking university students
]c,armﬂB Sﬁanis’n at 4 beginning level, They were divided into three groups: P1 (n=27),
CO (11=23) and a control group (n=15). Both treatment groups receive 3 tv 10 minutes
0f expilcit instruction of the target form, followed by 30 to 35 minutes ot activities.
”[hg, (,‘{pllClt instruction for both treatment groups is identical. The activiies in PT are
:r.;.-::fe'ren‘:csiall and affective structured input activities. In refercntial activities, instructors
reﬂdeac‘h given sentence to the ciass while learners listened and matched them 1o
}ppropriéte pictures. In aifective activities, instructors read many sentences containing
arget foﬁn to have Jearners judge the comrectness of the sentences. In contrest, the CO
f&cti‘viﬁ::é_s mvolved teacher-initiated questions to elicit students’ answer. The questions
1.re‘opeﬁ-ended, not like the questions of PI that have provided answers for students to
.:1.1.005.'§:.from. The assessment consisted of grammatical judgment (GJ) tasks and written
Jrodd__c_t;'cm tasks. An immediate posttest and a 24 day delayved postiest were conducted.
E“h.c::.r.ésults showred that the PI group did not outperformed the CO group on the GJ and
erdﬁctien tasks, and the CO group performed better on the production tagks than PI
Foup, and similar performance on the GJ with the PI group. Furthermore, the transeript
ﬂthe CO group indicated learners reformulate their utterances. It suggests that output
ays a tacilitative roie in acquisition as well as input,

| Morgan-Short and Harrict (2006) conducted a similar experiment as Toth (2006). The
-i’a:dy also compared PI, output-based instruction (MOI)., and a contrel group., The

rarticipants were first-semester Spanish L2 students (1=45). The target form was Spanish
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fi-'lpreverbal direct object pronouns. The treatment used the computer to display the activities.
PI; and MOI consisted of identical referential and affective activities, with the dit¥erences in
;fae%dback, The PI group was provided with choices for learnes to choose and feedback
: wfneﬂ}et‘ their choices were correct, while the MOI group were only provided with the
?indications that their auswers were incorrect and the colréct answers were tmavaiable. The
Jassessment involved pretests, immediate posttests, and delayed postrests that measured
E:inteqarctatim'; and production, There were 20 items in interpretation test and production test
sespectively. The results showed botl: PL group and MOI group wuined significant
‘differences on immediate and delayed tests for the interpretation tests, while for the
‘production tests, only the MOI group outperformed the controi group. These results
-confirmed the previous studies’ claims that output has a facilitative role in acquisition.
2.5.3.2 Dictogloss task
In this task, learners are required to listen to a shorl text read o them at
normal speed, and then take notes about the original text individually. Then they
worked in small groups to rcconsiruct the text from their shared resources, The final
versions are then analyzed and compared (Swain, 1998). Different versions are then
tompared and analyzed in a whole ¢lass setting.
The process of lcamners’ comparison of different versions of texts is considered
ay the process of notiving-the gap, since it overtly directs leamers’ attemtion to
differcnces between their interlanguage and the target language. This process

cmbodies cognitive comparison, triggering learners to become constiously aware of
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:;‘their'cqrrﬁ'-nt language competence while they are reconstructing the text. Doughty &
Wﬂhamq (1998) states that this process is collaborative metatalking, which engages
Ieamers in syntactic rather than semantic processing, “which may be necessary for IL
restructuting to oceur” (3. 239).
i'::”I{owal & Swain (1994) find that learners zppear to engage in the kind of
‘syntﬁf:ﬁc processing through the collaborative interaction during the dictogless. Such
a syﬂﬂtla:cti::. processing is claimed to be necessary when learners access to the accuracy
of L2,
| Doughty and Williams (1998) and Williams (2005) raised doubts as to whether

the {I.i.c:togless could be qualified as FonF, as this kind of technigue stands at the outer
edge_ of the FonF continuum.
Ir_:_ﬁﬁij_cations

The studies reviewad above show that output is necessary to promote leamers
._E!Cquisition of the grammatical knowledge through comparison of the effects of
;;0.1_1t.put-based practice and input-processing. Therefore, to provide the participants
wﬂh chances to output will be adopted in the present study.

2.5.4 Process-oriented Fonk appreach

Most of the studies reviewed above demonstrate the effectiveness of
:input~uvricnt¢d and output-oriented approacl:. ‘The studies also indicate that both input
and output uriented activilics are necessary to aid acquisition of an I.2 and favoring

one at the expense of the other does not benefit leamers. However, so far few studies
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have investigated how to get L2 lewmers to process input into intake, which is the
process-oriented  approach for FonF instruction, In relation to this point,
consciousness-raising (C-R) appears to serve this purpose. Many researchers (z.g.
Rutherford, 1987; Eliis, 2003) have discussed and claimn that CONBLIoUSNESS-Taising i3
beneficial for the L2 leurners’ proceysing input to intake. However, few rescarch
studies have been conducted to investigate the effectivencss of C-R in helping L2
learners process the input to intake.

2.5.4.1 Consciousness-raising (C-R) tasks

The tenn ‘consciousness-raising’ used in the present study is based on
Rutherford (1987). He defines C-R as “the drawing of the learner’s attention to teatures of

the target language™ (p.189). Yip (1994) summarized Rutherford’s view of C-R:

It focuses on aspects of grammar withowt necessarily using explieit
rules or technleal fargon. Instead of tying to impart vules and
principles diveedly as in the waditional grammar lesson, if segis to
help learners discover for ihemseives by focusing on aspects of the
rrger strwenres. On the other hand. it differs from pure
compumizailve Gpproaches iy telling learners which siruciures are
ungrammatics! and providing the grammaneal counterpurts.

(Yip, 1994, p.124)

This view is shared by Eliis (2003), who states that C-R tasks ar¢ the kind of
activities that do not require leamers to produce the target structures immediately. [t is a
learner-centered process where the leamets rely on their intellectual capacities and use
their cognitive modes to learni. The most important assumption of C-R tasks is to make

L2 leamners keep noticing and lead them to an awareness of the language structure.
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:;:;r_the;zjn_nore, it docs not necessurily use explicit rule presentation to help leamers
:d_ist:ov.'e.t‘ﬁ the rules by themselves, since it teaches lcamers how to learn instcad of
:tea.;:h_in:g gramtpatical  concents. The point is distinguishadle from other FonF
.appl'{)%lch_es {e.g. input processing). Ellis also argues that C-R is useful at an initial stage
of aequisition to trigger the declarative knowledge, paving the way gradually to the
;p'rocedural knowledge when learners attend to conitent rather than (orm,

' Butler-Tanaka (1998) summarizes eight principal points that CR covers:

LW is an inductive approach which does not usuully present
leairners with vules.

2. It observes the principles of Universal Grammar,

3. It refects FPP In fivor of ectivities thar promote understanding of
Erammar ’

4. 1t is learnér=directed,

3, It tedehes learners Bow fo Tearn,

6. It is process and not product oriented,

7. It presemts lewmers with duta and Invites them 0 make
conclusions based on the dota.

8. It is a means to an end and not an end In iiself,

(Butler-Tunaka, 1998, p. 13)
2.5.4.2 C-R activities proposed by Willis (1996)
Willis {1996) provides several typess of C-R activities that aim &t
iﬁcreasing awareyiess and sonsitivity to language fors. They are exemplified as

Tollows:

Hdentifyfconsolidate

Students are asked to sewrch a ser of data re identifty 4 particular
pattern or usage and the language forms associated with if.

Classify (semantic; strictural)

Students are required to work with a set of data and Sort it
qecording 10 similarities and differences based on forinal or
Seiniic criteria,
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Hypothesis building/checking

Students are gtven (or askad lo muke) a generalization about
lunpuage and wsked to check this against more language data,
Cross-language exploration

Studenis are encouraged 10 find similarities and diffeiences between
paternings in their owa lghguage in English,
Reconseraction/deconstriction

Stwedents ave vequired 10 manipulate fanguage in ways witich reveal
underlving patterns.

Recall

Studenis are reguired to recall and reconstruct ¢lemenrs of o [ext,
The puwrpose of the recall s ro Rlrhiiphr significant feaiures of the
1EXL

Reference training

Stedents need to learn fo use reference  works-diciionaries,
prampars and stdy guides

(Willis, 1996, p.7)

These activities support the model of SLA acquisition process (Gass, 1997). Firstly,
the process of identification and consolidation are ways of helping students build up
?smnamic coneepts. After students are familiar with the meanings of the text, they are
i;giv_en chances to study the forms through the process of semuntic classification to a
.ésttémtural classification. Students are helped to notice target structures at the semantic
;l.ev'.el and structurs] level. In the next activity, it reinforces the analysis of the target
srmuurt,a through the discourse structure, Willis (1998) states that “analysis activities
igi\"e leamners time to systematize and build on the grammar they know already, to make
:@d test hypotheses about the gramomar and to increase their repertoire of useful lexical
it_'ems" (p.103). The reconstruction activily engages ledrners to foriulate their own
_}_Hnguage_, which may gencrate the comparison of the target language and learners’

interlangauge, This is regarded as an essential process to acquisition. Generally, the
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activities aim at raising learners’ consciousness to the language forms while engaging
Ieénlers in a meaningful context (see fully discussion of these activities related W the
‘present study in Section 2.5 and Section 3.1.6).

2.5.4.3 Rationale for C-R tasks

Schmidt (1990, 1994) notes that L2 acquisition is z conscious process
and he distinguishes different senses of consciousness concerning L2 acquisition:
consciolisness s atlention and consciousness as awarstiess. Consciousness as
-aitention refers to leamers noticing the form at an initial stage, Consciousness as
awateness 1S a continuous siage termed as noticing the gap. He proposes that intake is
what is noticed.

Schmidt documented his acquisition of Portuguese during a five-month: stay in
Brazil {Schmidt & Frota, 1986). He kept a diary of what he had noticed through
:énstmction and also recurded his interactions with native speakers, By comparing the
}wo sources of data, Schmidt found a significant association between what he noticed
in the linguistic forms in the classroom and his [ater use of these forms in real world.
He suggests that what aided his learning forms was the raised consciousness, In
contrast, Aktman (1990) analyzed in a similar fashion her acquisition of Hebrew over
a five-year period. Altiman found that half her notes of Hebrew could be associated
with diary entries of noticing, while the other half of data was hard to identify as such.
Pethaps this became intake subconsciously, These two anecdotal studies are testimony

fo the hypothesis that learners learn what they noticed.
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- A number of ¢mpirical studies have taken the issue into account when cxamining

‘the facilitative roles of “noticing™ on the L2 acquisition.

2.5.4.4 Previous studies on C-R tasks

A smal. number of studies have investigated the effectiveness of C-R
.ggsks. Fotos® (1994) mvestigated the effects of C-R tasks in comparison to the
-;'Li'éditional grammatical rule instruction on 160 Japanesc university EFL leamers. The
.".c.,_tqdy used a grammaticality judgment test and a sentence production test to measure
__th_é subjects” proficiency gains in the warget structures (adverb placement and indirect
-oﬁiect placement). The results showed that the partivipents in the C-R tasks conditions
z.ﬁerucad the same significant preficiency pains in the knowledge of target yrommar
structure as the traditional grammar rule instruction condition. Furthermore, the subjects
in the C-R tasks condition maintained the significant gaing after a two-week period.
Harley (1998) excmined the effactiveness of a seres of C-R tasks on the L2 young
learners® (seven or eight vears of old) lewning of French gender. The results showed that
the OR tasks effectively impact learners® proficiency gains in the target structure.
Naashia (2004) carried out a study to delermine leamers’ atttudes toweards learning
grammmar through the use of two types of C-R tasks. The results indicated that the learners
viewed both task types as useful for the learning of grammar, Walsh (2003) developed
two types of the C-R tasks and examined the effectiveness of them in Japanese high
school students” writing. The results indicated that the C-R tasks were effective in

drawing the lcamers’ attention and aiding the leamers i forming form-meaning
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relationships which may help the leamers build implicit knowledge. Finafly, Pica et al.
(2006) developed C-R tasks 1o examine the roles of the C-R tusks in attention-drawing
and the learners” interaction. The results revealed the effectiveness of the C-R. tagks in
promoting the leamners’ attention to the target form and the leamers” interaction.

Fotos (1994) focused on two questions. First, whether C-R task performance on
the gains of the target grammatical structures is as effective as the traditional way.
Second, whether the C-R task performance produces L2 negotiation of meanings. To
the first yuestion, the findings of the study gave a positive answer. That is, C-R tasks
as well as the traditional grummar teaching method promots lesmiers to fmin
knowledge in the target grammar structures measured by the posttests and delayed
:éosttests, ‘To the seeond question, the findings also confirm the hypothesis that
'ieamers produced amount of L2 negotiation during C-R tagks, and there is no
signiticant difference between C-R task group and the communicative task group.

Eotos (2002) presents two types of C-R tasks which she called as interactive,
structure-based tasks implemented in a task-based approach.

1. Structure-based tasks with an implicit focus on grammar

(1) using plunnad longuage and a 1ask solution

(2)  drawing activity wrgeiing locative, prepositions

{3} insiruction

(4) rewriting the incorrect Senignces fromi their prefpostiest
{grammaticality judgment iesis bayed o8 ihe tash material)

(8) doing production exercises

6) reading storics containing multiple uses of the 1t forms

(Fotos, 2002, p. 144)
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2 Structure-based tasks with an explicit focus on grammar

Leurners’ attentions are called to the target structure, rather than to produce the
grammar Structure to complete the task. Once consciousness has been raised, task
-fpe..rfon’.nance is followed by a formal lesson on the structure, production exercises, and
c§mmtlnicative activities containing the target structure 5o that continued awareness 15
fa;:ilitated.

Example of 4 grammar task on (e use of [f + conditional torms

(1) pretest the faryet siructure

(2) working in pairs 1o compare two [ypes of if~conditionals: if + will and
if + would by mearns of asking guestions and answering between
parmers. (eg, one learner asks one guestion involved possible eveitie
in the future “What will you do i you have homevork today? ' or ong
question involved events that were not likely to happen “What would
you de If you saw a spaceshin? ” The other learner will answer the
questions based on the choice of the right form and his own thoughis.
Each learner of the paiv will usk and answer (hree questions for such
Jorm, (In this way, learners are supposed to Rave the opporiunity for
meaning-focused use the rarget language and (o gencrate granunar
rules for correcing word order and verd tense use )

-
e
—

) figuring our two rules for malking correct sentences for likely and
unlikely evenis.
(4) postrest
[5) teacher-fionted lesson on the use of If + conditional, with production
exercisey and the corvection of ineorrect sentences from fhe mwo
grannaticality judgment 1esis,
{6} reading containing many communicative uses of the siructure.

(Fotos, 2002, p.146)
The possible reasons why the C-R tasks lead to affirmative findings of the
hypothesis of the study may lie in these aspects. Generally speaking, C-R tasks reveal
the process of model of SLA. Tirst, C-R tasks entail the assumption FonF posits, that

is, to draw learners’ attention to the form in a meaningful context. C-R tasks satisfy



‘the element of noticing which 1s regarded as initial and essential part of SLA by the
‘;Tnajority of researchers. Second, C-R tasks help students build up meaning and form
:%;omlections, which are termed as semantic and syntactic process of the SLA model,
":I'hirdly? C-R tasks provide opportunitics for leamers to use language
.i:mnmunicativcly.

Celce-Murcia’s (2002) research in line with Larsen-I'reeman’s (2002) discussion
of the pragmatic functions of grammar, She provides her personal teaching experience
.on how she teachies grammar structures (the past perfect tense) through discourse

rather than through abstract, context-free sentences.

1. use e quehentic Writien {exts comtaining the targel form (pasy perfect
rense)

b

wse he fext initially for reéading comprehension

3. allow studenis to ask guiestions aboil any words or siruchires rhat are
dnclear

4. requive studems ovilly swmmarice 1he stovies in el ovn words

aFk students o viork in groups 1o answer quesidons fike these ubout

the rext:

(1} where does the pasi perfect tense pceur in these texts?

(2; Whar other tenses occur?

(3 What is the function in the texts of the Sentences with the past perfact
tense?

{(4) Whar kind of vevh tasks the past perfect in suck a wwxit?

6. discuss altogether the explanations suggested by each group and
decitle which explunations ave the best. Then use the best explanations
as the grammiar explangtions for the targer fovm.

~J

<k students 1o think of same past event they are famtliar with that
involve the sume imporiani climax, resull, or tuning point that ong
might wani to mention d emphasize ar the end vf & narrative abouwt
the evear, Thex ask iftert to witfte thely o\n shors narrarives (in groups
or individually) tn the simple pusi—using the past perfect for the
somewhat dramatic climax.,

(Celes-Muscia's, 2002, p. 131)
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Murcia trisd this strulegy with a class of fairly advanced ESL students. She
reports that many students would write good narratives afler following the strategy.
“She concluded that some gramunar structures can be explained as a rule, but some can
gnnt be. She suggests that “to fully understand uny form or construction, we must also
éunderstand how it functions at the discourse level” (p.132). However, this study was
‘noi a formal experimental study, rather 4 study simiiar to action research. She
idescribes it as a personal experience. In addition, the design of the strutegy is loose
and general. It may be snitable when used as a supplementary task, but may not be
;'jj)lausibie to be used in an experimental study.

Mohamed (2004) reported a study that was carried out to determine learners’
;;'::f;ttitudes to learning grammar through the use of two types of conscipusness-raising
;_:’;ias}cs. A deductive task provided explicit explanations of a grammar structure, while
::an inductive task required learners o discover the grammar rules for themselves. The
study investigated learners’ preferences relating 10 deductive ang inductive tasks, and
gimed to provide a learner perspective of the effectiveness of cuch tasks. The results
indicated that learners viewed beth task tvpes as uscful, and there was nc obvious
preference for one task type over the other, The study confirmed the claim of Fotos’
that CR tasks do promote acquisition.

Harley (1998) used a serics of activities to examine the effectiveness of FonF on
French L2 children leaming the gender of French nouns. These activities aimed 10 draw

young leamers’ attentien to the target formns, and aided them to process the use of t+
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form. These CR activities were based on children’s games (e.g. “I Spy”,” “Simon Says,”
“Binge,” "Concentration,” and “My Aunt’s Suitcase™) that involve the young learners’
performance on identification, contrasting and other cognitive processes.

The results of the study confirmed the claim that CR activities help learners
notice more often the gender of nouns than the group of learniers who did not receive
the FonF technique. Learners in the CR group distinguished more accurately between
rﬁasnﬂine and teminine articles in producing these familiar nouns. However, they
';;tuppcd short of generalizing from the input they received to the production of
_ﬁnfamiliar noulls containing the same reliable formal clues to their gender. The study
confirmed the positive effect of input enhancement, along with opportunitics for
output and that associated feedback was needed to direct students® atiention to
grammatical gender. One of the reasons might be that “input on the target form was
simply not available in sufficiomt quantity and intensity for the majority of students (o
establish the predictive relevance of the noun endings in question.

Walsh (2005) observed the effectiveness of CR tasks in promoting learncrs’
acquisition of prepositions ‘by’, ‘in’, and ‘on’. The subjects are Jupunese high school

students. CR activity is proceeding as follows:

(1) reading the authentic written text and exumples of how rarger jorms
are used,

() listening to the instructor verbally sunmnarize the page,

(3) compuaring the ovigittal text 1o a mulfipleschuice gquiz so o5
complete the guiz activity,

(4) reading explanation of answers on class wel page.

(Walsh, 2005, p. 10)
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‘The study found that the students were intenscly engaged in the quiz. The
__,_eglﬁian_ationg following the quiz most likely served as a post-task providing the students
'Q;ri'th.' a focus on the use of target forms, Students used target forms increasingly. 1t
supjwrts the view that the CR tasks promote acquisition, but it emphasiZes that it may

not produce this effect :mmediately, and it possesses accumulative benefits. o addition,
it W.:b a destriptive study, thus whether students acquire the gratumatical forrns though
:ﬂle_:CR tagks necdy nore strong supportive evidence.

Pica et al., (2006) designed information gap tasks to examine the multiple roles
of CR tasks in drawing lcarners” attentien to L2 forms and in contribution to leamers’
interaction. The cognitive processcs are operationalized in five steps: (1) simple
poticing of form: (2) neticing the difterence; (3) noticing the gap; (4) noticing form,
ﬁihction, and meaping relationships, characteristic of awareness; (5) reconstruction.

The participants did several tasks in five steps as follows:

Step 1. reading a passage in which target foftas are
typogruphically etthanced by font color changes,
bold fonts. (simple notiving of formn)

Step 2: reading a slightly different version of the original
passage. The two versions differ in that eali
sentence is cither identical to the original passage or
has a phrase in which a fotm with low salience from
the original passage appears in a different order or
with a slightly different encoding. (nctiting the
difference)

Step 3: comparing their passage versions aloud as they
choose between the targeted phrases ur between the
sentencey that contain the phrases and then justity
their choices. For the spet-the-diffcrent task, they
choose perween neurly ideptical sentences. In the
jigsaw tagk, they fir$t reorcer the sentences to match,
the passuge and then choose between them. In the
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orammar communicition tagk, they choose among
four nearly identical phrases, one of which has been
excerpted from the original passage seNtences,
Before they can make their chuice, they pool the
two phrase options each has been given. (noticing
the gap and noticing form, function, and meaning
relationships, charncteristic of awareness).

Step 4: working togcther to write their chosen forms for the
low gaiience items in a signal cloze version of the
original pussage, without looking back at their
choices or ‘he passages they have read.
{reconstruction)

Step 5: rercading the original passage, compare it with their
cloze version, identify any diserepancies, and posit
explanations for them.

{Pica e1 al,, 2006, p. 210-11)

In these five step tasks, learners are supposed to activate their attentional
:‘_processes tor acquisition. Especially, in Steps 3-5 learners’ patticipation {3 well suited
-;w provide spoken and written data in which these processes can be identitied. Step 3
j_gntails that noticing forins with (0w salience they encode function, meaning; noticing
fﬁiﬂ’ereuces between furms as they encode funciion, meaning; become aware of form,
funﬁion, meaning relationships. Step 4 reflects that noticing the gap between forms
chosen and forms in eriginal passage with respect to accuracy, appropriateness. Step 5
Tepresents that noticing the gap between needed and unneeded forins. These
refleetions are consistent with the views on noticing described previously.

The findings of this study revealed that these three types of tasks used in the
study can offer a classroom-based methodology for the study of attention and

interaction in SLA. The figures of learners’ noticing that 85% of the pairs’ total

neticing occurred during Step 2 for the jigsaw task, 96% for the spot-the-difference
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tagk, and 92% for the grammar communication tasks. These multiple applications of
noticing suggested that noticing ranged from simple perception to more identification
“of differences and accurate use of target furms. Furthemmore, with respect to the
_second aspect that as to the study investigated that how tasks promote intermational
processes, the findings showed that participants modified their interactions through
‘negotiation signals and responses of modified output with a higher frequency (76 %)
-during the choose step and 42% during cloze step. It indicated that information gap
ctasks used in the study promoted learners’ messuge exchange and negotiattons of
‘meaning. lo the third research question concerning 4itentional and interactional
“relationships, it is found that there was a strong relativnship between them. Therefore,
‘the author concluded that information-gap tasks covld be good candidates for FonF
techniques, However, the study was also a descriptive study which provides 2 new
f"insight in the effectivencss of CR tasks, but did not examine the actual use of the
:_claims. It did not prove whether students could gain the knowletlze of target forms
~and use them communicatively. This lack of evideice also motivate the present study.
Implications:
So far, more evidence is required to confirm whether L2 leamers process input in
C-R activities. Therefore, it motivates the present study to examing the hypothesis
that C-R tasks will aid the learner’s noticing and processing of targeted features in
the input. As Folos said, “using tasks for grammar practice {8 not new” (1998, p.
306). but few studics have been conducted to investipate the coghitive procees of

FonF during the CR tasks. Therefore, the present study attempts to fill this gap.



CHAPTER 3
METHODOLOGY

Elﬂf:roduction

~This chapter describes the rescarch design and procedural details such as the
designing of two treatments, accOmpanied with the theorctical framework
ynderpinning. The process of participant selection, research procedures, the
--insi_;uments, data coliection procedure, data coding and data analysis methods are

described in detail. At last. a pilot study was presented.

3.1 Research design

This study was designed tc examine the effects of two treaunents (FonMF and
:FonM) on the Chinese EFL primary-age participants’ gains of the grammatical
ktowledge about the copula be and their ability w use the copula be in real
‘communication, and to offer pedagogical insights into integrating Fonk with
é':t'_ask-based language learning, This study employed both quantitative and qualilative
'I_meiimds into the design.

In the guantitative method, two experimental groups were developed 10 provide
this contrast, FonMF and FonM. The FonMF treatment emphasized medning and
form in the input and the process of input to intake in a meaningful context, whereas

the FonM treatment emphasized meaning, without any focus being cast on the form.
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i After the treatment, an immediate posttest and a delayed posttest were conducted to
~collect the data. The pretest, the posttest and the delayed posttest all invelved a
f':gr_ammatical knowledge test and an oral production test to measure the participants’
“explicit knowledge of the copula e and the ability to use the copula be in the oral
.performance. The data were also analyzed for the differences in etfects between the
¢ m_ro freatments.

Quantitative methods alone cannot explain the whole picture of the learning
cprocess, which is both complex and difficult to measure. Hence, there is a need for a
qualitative method to ensure credibility of the quantitative data as well as to obtain
‘detailed contextualized descriptions about the topic. Therefore, the present study
Jincluded two qualitative approaches; a questionnaire and an interview, in order 1o
‘¢closely examine the participants’ learning process on the copula be and gain & deep
understanding of the aspects of the treatments. More detailed descriptions of the
methods will be presented separately in the following sections.

3.1.1 Site

The research site was a classroom at the participants’ primaty scheool in
Southwest China. It was an usual classtoom setting, identical to the ones that the
participants sit in at school for school courses. Hence, it was convenient for the
paflicipants to participate in the research study. Fortunately, the teacher of the study
agreed to help call on his pupils to participate in the study. Prior contact in the earlier

study estabiished significant rapport between the researcher and the partieipants.
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The experiments were carried out over a five-weekend period from May to June,
. 201 0. Among the five weekends, the first three weekends were for the treattnen:, the
fourth weekend was for the posttest, the questionnaire and the interview, and the
-scventh weekend was for the delayed posttest. Each participant came to the classroom
“for one Lour and thirty minutes for the treatment on the first three weekends. Each
- participant took fifteen minutes [br the posttest, followed by a questionnaire and an
_interview for twenty minutes. They took the delayed posttests on the fifth week, The
-detailed grouping of the participants and sequence of participation are presented in
“Table 3.1.

3.1.2 Participants

Sixty participants cf the study were sclected from 237 primary school pupils in a
schoal iz Southwest China, accordiig to the following three triteria:

First, the participants were sround 10 or 11 years old #nd tiley were in Grade
Five, They have learned English as a foreign language in schools for at least 2 years
being from Grade 3. Based on the English curriculum. Chinese EFL pupils of this age
in China have lcamed about 1000 English words during their pagt three vears of
learning Enghish, Furthermore, they began to learn the copula be intensively in Grade
Six in reference to their curriculum. Therefore, it is appropriate to select participants
at such an age level.

Second, the participants had not been to an English-speaking comtry and they hud

little opportunity te use English for communicative purposes outside the classroum.
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Third, the participants took three tests which were designed specifically for this
skidy to, examine the participants’ grammatical knowledge of the copula be and their
'abi-lityfﬁt_o use the copula be in a real communication. The tests consisted of a
vocabulary test (see full details in Section 3.3.5.1), a grammatical knowledge test (see
full-details in Section 3.3.5.2) and an oral production test (see [ull details in Section
3.3.5:3). The vocabulary test was to make sure that the participants had no problem at
't_'eading the passage in the research study. The grammatical knowledge test and the
pral- production test were to ensure that the participants had little prier knowledge
about the copula be (any, is, are).

Sixty out of the 257 participants who satisfied all levels of the three tests were
invitgd to participate in the study, First, the participants that scored higher than 80 out
0100 in the vacabulary test. Second, the participants scored lower than 12 out of 20
_in_ _th_e. grammatical knowlcdge test. Third, the particivants wha could not produce
‘more than 5 sentepces containing the copula be.

*Once sixty participants in the study werc recruited, they were randomly assigned
mto. two groups reflecting the two (reatment conditions: the FonMF group, and the
FonM group. Thirty participants were randomly assigned to each group, each of
which was exposed to the copula be through the FonMF or the FonM treatment.

Thirty participants of each group were rﬁndomly divided into five small groups,
‘with six participants in each small group receiving the treatment. The treatment was

-administered ¢ach weekend over the study period. The FonMF group was arranged
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:-i_e{;erj.fssatuféab’ and the FonM group every Sunday, During this time, each participunt
1@cexvedon«? and a half hours of treatment each week. Altogether, they received
a}fggcther ? treatments for three weekends,

£ 4_'_1”[113_ five groups were first randomly arranged to receive the treatment one after
:mnthcr téeé the grouping and time schedule in Table 2.1). Each participant way told
th“éi:r'tifﬂ.c.:'tc receive the treatment. Each small group received the trcatment for ove
and i halﬁ} hours.

TﬁblecS‘.i;'The grouping and time schedule for the treatment

- Tresument group | Small group Time (Saturday/Sunday)
PR o No.1-6 £:30 -10:00
- t Ne. 7-12 10:00-11:30
FonMF/FonM No. 13-18 13:00~ 14:30
o No, 14-74 14:30 - 16:00
No. 25-30 16:00 - 17:30

“The six participants of each small group were seated in two columns of three,
The distance between each participant was not so ¢lose that they could not interact
‘ﬂnd"_:?nterfere with cach other, because the study did not investigale participants’
inlefﬁcticm. Thersfore, the participants received the treatment and did the task
in&ividuaiiy. The desks and the chairs were moveable and when they took the oral
prgductiml test, they moved a little bit far away from each other so as not to interrupt
_ea;;:h other. Each of them was provided with a digital recorder to 1ecord their oral

performance.
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3.1.3 Experiment procedures

The whole experiment commenced from May 1 to June 20", 2010, covering a
period of 7 weeks, inclduing one pre-test, thiee (reatment sessions, one post-test and
55::15 ':éleiayed posttest administered to the participants. The working schedule of the

whole experiment was schematized as seen below:

Pre-tests (1 weeks before)
Attaininent and oral production
Final pool of 60 pauizipuits (Chinese)

i 1" week in
May

Randomization procedure

3 r
TenMF FonM
treatent treatmet!
group roup

Sih’ glh L’Iﬂ)’
15", 16% May
22", 23% May

Treament period H—
3 weekends 3-and-a-half hours treatment

h 4

Immediat eyt
medlipie posties . 9“', 300 May

(immediately after the end of the (reatment)

b, 4

Immediale questionnaire and interview AN30M May

h 4
Delayed posttest » 197 20% June

Figure 3.1 Overview of the time schedule of the experiment
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3.1.4 The target form (copula be)

:’]‘hr, English copula be has been observed to pose difficulties for Chinese ESL
;ﬁeginners whose use of be seems t¢ be erratic and vanable (Lee, 2004; Chan, 2004).
‘Thece are a few studies that have been conducted with a specific focus on the
niterlanguage be of L2 learnerz (e.g. Lee, 2004; Chan, 2004), but so far there have
‘been no studies inveStigating the copula be from the aspect of task-based language
‘learning. Due to differences in the system of the Chinese copula and the English be,
f_there_have been difficulties in introducing English be to Chinese ESL beginners. Even
‘university students with years of learning experience in English still sometirnes moke
‘mistakes with be and produce variations of be forins with inappropriate inflections.

English copula be and Chinese shi (similar to English copula be) are used
différently inl their respective be systems. Be is the rnost common verd in nglish and
used in a variety of ways. Cellins Cobuild Dictionary (1987) lists 28 uses of the verh
be. In general, the English be has two main forms a copula form and an auxiliary
form. It terms of funetion and according to Halliday (1994), the process of being as a
copula is a retational process being set up between the subject and its complement. A
complement could be an adjective phrase, 4 noun phrase, or a preposilional phrase.
This type of relational process has two distincl modes-—attributive and identifying,
that is a complement being an attribute of its subject, or the identity of its subject

(Halliday, 1994). For example,

(1; The book is old, {aurthute)
(2} Heis a studenr, (fdenliry)
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As an auxiliary, e is vsed o form the passive veice, tenses and dspects, such as
+he continuous aspect, perfect uspect, and a planned event in {font of an infinitive as

shown in (3)

(3} She is doing homework,
The work has been finished..
The chairman is to come,

As illustrated by Lee (2004), the corresponding form of b¢ in Chinese is shi. The
Chinese shi differs from English be in two important ways. First, sAf can only be used
as:copula and 2 focus marker in an emphatic sentence, but not involved at all with the
voice or the tense-aspect system, Second, as a copula, shi can only link a noun phrase
as.an attribute to indicate someone’s profession (4), or as an identty (5). Shi is
usually not used between a subject and an adjective (6) except for being an emphatic

marker (7).

(4) wo  shi $1JL
I am  driver
I am  adriver,
(3w shi wode  peng you
He is my friend,
{¢) ta piag llung.
She  ix beaurifil.
(7} a shi piao liang.
She  dsreally  beautifid.

Since there exist a very different be system between Chinese and English from a
contrastive viewpoint, there is a need to guide the participants’ special attention to this

form.
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3.1.4.1 Studies on English be in L1 and L2 acquisition

A number of studies on the acquisition of the sequence of English
_E_grmatical morphemes (e.g. —ing, -8, -be, -¢d, ete) indicate that ESL learners of various
jii_-’;;gc:..leuiguage backgrounds appear to exbibit a commeon acquisition sequence of
morphemas (Berk, 2000; Bialystok, 1997; Chalmers, 1996; Flege, 2001; Hawkins, 2001;
I‘msslca, 2009). In terms of be. leamers tend to acquire the copula be earlier than the
aulemy be, to the exient that the sequence order would not be alfected by varying
=.Ebﬁdi§iuns of leamning. L2 learners in a classroom learning environment show a similarity
:i_x_xgithe:‘development of morpheme sequences to L2 learners outside of classrooms in
Eﬂghsh speaking communities. Another common feature of interlanguage be rom these
;tndiés is the omission of De either as a copula (8) or as an auxiliary as indicated in (9).

/8) W good friends..

(9) Idoing the housework,

The acquisition sequence of the copula be before the auxiliary be and the
’jtrnjission of ke have also been tound in L1 acquisition and in simultaneous bilingual
acquisition studies. Brown’s (1972) well-known study of the tiree children who
.:.1e-afned Ensgish as their first language shows that the children used the copula be
¢arlier, mere frequently and correcily than the auxiliary be. Ellis (1988) tound in his
-'}Dngitudinal study of three classroom English leamners that the omission of the copula
be is copstrained by linguistic context, that is, the copula be is omitied more

frequently witen its preceding subject is a nour, rather than a pronoun.
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“From previous studies of L1 and L2 acquisition of be, twe peneral observations
“concerning be in L1 and L2 acquisition can be made. The copula be is acquired before
.:3t:h§?9;;1xi]iﬂry‘ be and fe is often omitted in the learning process. Due to the lack of
.;;co_;nj;rehcnsive datz on interlanguage be, we are still unclear about the variation and
f_-ilsag;}, of be in L2.

T:In this study, the focus was on the copula be instead of auxiliary be. One reason
f(‘)i’thls is that it is the foundation for Chinese L2 [carners to acquire the copula be at
_:ﬂ;every beglnning before they access to the auxiliary be. Based on the acquisition
_'sééﬁenm, auxiliary be 1y related to the linguistic forms that is later acquired by L2
_:'It*;_amers. Another reason is that an early start to such instruction was also indicated as
ks greventivc measure against potential long-term exposure 0 misleading input from
'c_lé.:a:‘,snmtes and fossilization or ambiguous forms (Hartey, 1998).

The target form {am, is, are) is treated intensively and respectively in separate
treatment session. Triggered by the most frequent problems of Chinese learners
:ii'EHming English be and the previous relevant studies (¢.g. Lee, 2004; Chan, 2004), the
'i)resent study will focus on the two copula be $tructures: ‘be + noun’ and ‘be +
?éﬁijectivc:’ .

3.1.5 FonMF and FonM treatment

FonMF was a treatmenl in which participants first read a textual enhanced
passage (TE) (for full details see Section 3.3.1), then they worked on the following

activities: 4 reading comprehension activity (for full details see Section 3.3.2), a serles
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of consciousness-raising activities (C-R) (for full details see Section 3.3.3), and a
;é_cnns:tﬁnction activity (1or full details se¢ Section 3.3.4). Of the three activities, the
';éa'ding comprehension activity and the reconstruction activity were meaning-otriented
andtbe C-R activity was form-oriented.

‘FpnM was a treatment in which parlicipants first read the same reading text as
'particii:ants do in the FonMF group, but the passage had not any textual enhathcement.
.’Ifhen','_. as in the Fon@' treatment they did the same meaning-oriented activity (the
},'e_:'ading compreliension activity). Atter ihat, they memorized the content of the
-ﬁgtssqge. At last, they did tli same reconstruction activity a8 the FonMF group. The
tsm ::treatments are iHusirated schematically in Table 3.

.Tal')_'.le 3.2 The FouMF and the FonM treatiment

Treatment FonMF FonM
. reading a TE passage 1. reading # plain passage
{no TE)
Activities |
2. doing reading 2. doing reading
comprehension activity comprehension activity
3. doing C-R activities 3. memorizing content
4. doing reconstruction 4. doing reconstruction
activity activity
Focus Meuaning Mesuning
Rule-searching




3.1.6 The development of the FonMF task design

The framework to implement FonMF treatment in this study follows Gass™ SLA
madel (1997) presented in Chapelle’s study (1998, p.22) (see Figure 2.2}, The model
éﬁmmax‘izes a consensus view among SLA revearchers.  This framework congists of
ﬁ\fe émgcs:

Ef( 1) input (apperception)
(2) comprehiension

(3) intake

-: (4) integration

(%) output (see detailed discussion in Section 2.5).

With the framework, the FonMF task design is correspondingly
sperationalized as follows:

Stage 1 Input and apperception. It is hypothesized that input which is
f_p:perceived has the potential to be acquired by leamers (Schimidt, 1990). 1 revponse
0 -:étage I, the first step of the FonMF task was operationalized as:

Step 1 (perceptual noticing of form): Each participant in the FonMF treatment
rexd a TE passage. Meanwhile the regearcher played a MP3 with the recording of the
Passage. The purpose of playing the audio-tape of the passage wds to ehgage panicipants
in the reading passages, offer help in orel performance and avoid of skipping details in
Abeir leawrning, Bach participant was provided witli 4 MP3 (o listen to the tecording of the

Pussage While they were doing the reading, They had § minutes to read the passage.
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‘Stage 2 Comprehension. The hypothesis for this stage presents that 4 leurner
g _-.:u_e:{'-;ds'to comprehend the input st a semantic level and at & syntactic level. According
: t'cl,:.;h;:s, the second step of the FonMF task was operationalized as:
étep 2 (semantic comprehension): After the participants read the passage, they
o did a reading cotriprehension activity to check their comprehension, Participants did
i”.:t_he---fictivil.y individually. Each participant received the activity’s answer key when
hef‘;he finished, allowing them to check their answere. In addition, the answer key was
éﬁaCth with a translation in Chinese for cach sentence. They had 10 minutes to do
th1s reading comprehension activity.
Stage 3 Intake, It is hypothesized that it is a ctdge at which leamers analyze
5 inp_*’ut at a syntactic level. Only after the combination of semantic and syntactic
- prrﬁiccssing, comprehension will pass into intake. According to this, the third step of
thr.‘; FonMF task was operationalized as:

Step 3 (Syntactic comprehension): During this step, the participants in FonMF
- group did a series of consciousness-raising activitics (C-R activities) to understand the
' :a‘:".mcti_un and meaning of the copula be Ag before, each participant received an answer
i;:ey 1© check their snswer after they finished each part of the activity, They had,
:_é:lltogcth_t:r, 30 minutes to do these activities.

Stage 4 Integration. Skehan (1996} points our that it is & process that intake is
developed to create output. The process will be reflected in the process of output.

Stage 5 Output, According to the output hypothesis (Swain, 1985), producing
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"'6'utp'ltz;t‘pushes learners to activate semanti¢ and syntactic syst=m 50 as to achieve full
| ;é—gm;ﬁ%tical competence. Based on Stage 4 and Stage 5, the fourth siep is
; T;gper.a..t'ionalized as:

;Stg:p 4 (Iintegration of form, function, and meaning relationships): In this step,
i _&éit:h;panicipant of both groups did a reconstroction activity. Afterwards, each of them
:S_r-r':;.gctj.'an answer key 10 ¢heck their unswers.

317 The development of the FonM task design

[‘ he development of the FonM design is based oif the claims made by Krashen
" (1985) that learning an L2 incidentally or implicitly from exposure to comprehensible
. target language samplcs is able to result in successful acquisition of the L2. This claim
fI__:is largely built on tie L1 acquisition model and successful experictices of ESL
iéamers. Drawing trom the FonM designs in the previous studies {(e.g. Rosa end
.f:):’:Nceill, 1999; Williams, 1999), the FonM tredithent is operationalized as follows:

Step 1. Reading snd listening plain passage

Step 2. Semantie comprehension

Step 3. Memorizing task

Step 4. Integration of form, function, and meaning relativnships and output

The procedure of the FonM treatment was mostly th¢ same as the FoaMF
- reatment except that they did a plain passage instead of TE passage and there was no
::ibcus—on-ﬁ}rm procedure involved. The participants in FonM group did not do the
- C-R activities, They were provided with a translation of the passage and tried to

memeorize the content of the passage. They also had 30 minutes to do this activity.
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£ 1 _g jivo Pilot studies for research tools
= :':_.3_:-TW0 pilot studies were conducted a month before the main study, with the
pnmary aim to exumine and evaluite the usability and feasibility of the research tools
(|e fii“e—tests. FonMF and FonM treatments, questionnaires, interviews). so as tc
:_ .:%__d_sﬁﬁf}y the weakness in the designs and suggest further revisions to be made so that
5_3;“;h"e' p1,i:erSes of the research study would be echieved. Thus, the tryout criteria cf each
:----réséafclx tool came from three sets of data: ¢ expert review, the implementation and
the interview.

f;.The pilot studies involved two tryouts. The tryouts cohsisted of three rounds of
_f.-ﬁ-é','éipation to each research tool: {1} expért revisw, (2) the implementation. (3)
mtervwm- First, each of the research tools were tried: pretests, trediments on ‘am’,
;trau.tmems on ‘is’, treatments on ‘are’, and positests, queslionnaires and imierviews.
“Based on the evaluation from three aspects, revisions were made to the gach research
tool. Then a second round of revisions were made to wentify anymore weaknesses.

3.2.1 Chogsing participants for the first (ryout

Four participants were selected for the first tryout, They were not rectuited for
“the main study again, The advantage of choosinig a small number of participants is
‘.'that, like a case study, the researcher can wetk witl (he participants more closely and
.'obsﬁ'r‘,fe mere details about what the parti¢ipants actually did and how they performed
witlt the research tools (i.e, Williams, 2002; Olsafsky, 2006; Cress, 2009). The

students were allowed to work at their own paces and on any part of the activities,
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Eﬂisﬂ degp'-understanding of & particular phenomeneu in the pilet stage could be
-,.”:-..._
paerved.

In order to select four approptiate participants for the first tryout, students with

gﬂmaus average English course scores ranging from 80-85 (full score = 100) were

Fg-jeme'd',.becaus‘e the score range indicaied that these students had a mastefy of the

;‘gamed;iyocabulary necessary for participants receiving the treatments in the prescnt
mearch study. The scores were provided by their Engiish teachers. Then they took a
vocabulary test (sce Appendix VI to double check whether they couid be qualified as
partio}pan‘rs The vocabulary test ook around 5 minwtes. The pacticipants who got
vwahularv test scores higher than 80 were invited to purticipate in the wyout. The results
%f__‘l:ﬂ.ﬂ?vo:.:.dbuiary showed the four partivipants who received scores higher than 80.
322 First tryout of research tools
3.2.2.1 First tryout of pre-tests
3.2.2.1.1 Expertrevigw
The grunmatical knowledge pre-test was given to two English
;:R_:_?Zﬁhe.fs in the Guiyang Jiaxiu Primary School. They thought the test was appropriate,
';'f?:lﬂt---t.oé difficult and not too easy for the participants, since the target struciure "to be +
--#éﬁn/adjective' had not becn taught vet, and most of the vocabulary used in the
Pleteﬂ had been taught, The English teachers commented that Item 7 and Item 8

;W'Efe nearly the same (see Appendix V). Based on this comment, Ttem 7 and Ttem 8

were checked and validated and adjusted (see Appendix IV).
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3.2.2.1.2 Implementation

Four participants took the grammatical knowledge test 5 minutes
‘.ééﬁgr the vocabulary test. The rescarcher kept track of the time that each participant
gibjok_- After that, the test paper was scored by the researcher. The results of the test
werepresented in Table 3.3.

Table 3.3 The results of grammatical knowledge pre-test

| Participant | "Test score No. of correct items

No {full Time Item on ‘am’ Ttem on ‘is’ Item on ‘are’
o score = (min)

; 20

11 5 10’ 1,7 12, 14 17

12, 5 13’ 2,4 10, 13 16

13, 7 itk 2,5 10,12, 13, 16, 18

{4 8 14 1,2,5 9,10, 14 16,17

The results revealed that these students scorcd very low, which indicated that
-they lacked the grammatical knowledge on the target form, which led to their random
-choice. By reviewing their test papers, it was found that, from their test papers,
‘sometimes they chose the sentence with target form, sometimes without. Sometimes
f:théy chose the subjective-verb agreement, while sometimes they did not. It coui& b'e
‘demonstrated by the correct items they chose and confirmed by the later interview. -

For instance, item 1 and item 7 test the same patiern, in which the right Sentence ter
temm 1 was ‘1 am Charlie Brown’ and for item 7 was ‘I am Linus’, It m&?ﬁg ﬂlat_ lf the
:panicipants had the knowledge about it, they would choose the right ansWe;;é; for itex.riz 1 'éu_1d
| iten 7. However, aside from participant No.4, no participants answered.bc:it.ifi“.i"se.rhé:_borreéﬂﬁr.

This was confirmed by an interview later, The following is an excerpt from the interview.



R “Hey look at the irem I and irew 7. Whar dees | am Charlie

Brown’'mean?”

P: “en, My name is Charlie Brown”.
R: "Why did you choose the right answer for Item I but not item 72"
P: “ah? Idon't know.”
R
P

: "How did you choose the vight answer for item 17
> “en...d guess, Tifink... "
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The incorrect items chosen by the participants revealed a trend that they nearly

ichose the sentence with right content word to match the picture. This suggested that

“the pictures were clear and their strategy was meaning-oriented. It was evidenced by

the interviews, The following is an excerpt from the interview.

R: “Luok at the item 2. Why did you cheese ‘T happy’?”

P: “Isn't the boy in the picture happy?”

Four participants began to take the oral test 5 minutes laier. They were given a test

sheet and asked to read the directions. After they understood the instructions, they began

to do the preparation, and they were told to come to the researcher to do the oral

‘performance when they were ready. Their preparation time and oral production time were

counted. The details of the results of the oral test were demonstrated in Table 3.4,

Table 3.4 The results of oral production pre-test

; Participant No. Time of Time of Score
preparation performance (accuracy level)
i (min) (second)
i1 2° 247 2
2, 2 327 2 }
'3, 3 29" 3
4, 3’ 37 3

Note: score 1 = 1 sentence containing correct copula be was produced.
score 2 = 2 sentences containing correct copula be were produced,
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:*'As__ _Shown in the table, all of the participants took a very short time for the oral
performance and scored very low. Many of the sentences types they produced were
“subject + content words (i.e. [ eleven years old), with one or twe correct sentences
{;Qntd]ﬂlng copula be (i.e. My name is Jack). The results confirmed the results of the
:gﬁammétical knowledge test that they had little knowledge about the target structure,
Tn the‘.ilater interview, they reported that they did not learn about the copula be
specifically, but they remembered they have picked up this sentence some time
" before.
3.2.2.1.3 Interview
An interview was conducted immediately after each participant
had. finished the pre-tests. I asked details about their opinions on the pre-tesis, for
1instance, pictures,  test items and everything related.
In. regard to the grammatical knowledge test, the interview questions were concerned
- with (1) whether the test was difficult and (2} whether the pictures were clear, As for the
' ﬁr;,t aspect, all the four participants did not think it was difficult or easy. They reported
that they did the test based on the words they knew and match the picture and the
";_::lorrespundent word, which confirmed the test results. For the second aspect, most of the
ﬁartic:ipants reporied they were not very clear about Pictuwre 11 and 12.
3.2.2.1.4 Revision of the pre-tests
Based on the three sets of data, several revisions made to the

pre-tests were made. (1) Item 8 was changed, because it was nearly the same as Item 7.
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@y Ttem11 and 12 were improved, because the pictures were not very clear to (see
_Appendix IV),
3.2.2.2 First tryout of the treatment on ‘am’
Four participants {two boys and two girls) were randomly assigned into
‘_i'the‘:FOnMF and FonM group, with a boy and a girl in each group. The FonMF and the
FonM group were administered separately, with the FonMF group first (from 8 a.um. to
10-a:m.) and the FonM group second (from 10:30 am. to 12:30 am.). All the
‘participants in each group completed the tasks individually. They sat at desks
'(s‘gpdr_ated by a distance of one meter) in a classroom so that they had to complete the
.tasi%zby themselves and had no chance to discuss with ¢ach other.
3.2.2.2.1 Expert review
The task sheets were given to the two teachers to review
b‘eﬂ_jrchand. They thought the whole task was interesting and that the participants
: wd;;xld like it. They also thought it was practical, since the participants had no problem
with the vocabulary in the reading passage and the sequential activities were provided
_with assistance for the participants to know how ‘am’ was used.
3.2.2.2.2 Implementation
The implementation of the first task was conducted the next
day of'the pretest. Some problems were identified during the process by observation.
First, all the four participants in the two groups were not very clcar about the
“written instruction for the activity. In the reading comprehension activity, the

~participants read the English and Chinese instruction as below:
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:Choose a sentence from the text to match each picture.

Eg.ﬁ%)’t@i&ﬁ%*"'ﬁ“lﬁi{ AR R RAE .

__'_ffwo of the four participants (one was in FonMF group and the other was in
FonM group) chose words instead of sentences to match the picture. After they
finished this part of activity, the researcher told them to reread the instruction and
gmph‘asizad that they need to choose a sentence instead of a word, and asked them to
“chieck their answers. The participants corrected them as required.

Second, the third step of the task in the FonMF group (the consciousness-raising
aétivifj;)_, both participants in the FonMF group failed to distinguish the nouns and the
adjectives. The primary reason for this is that it is still early for them to accept and
understand the concept of the parts of speech. They have not been told about the
‘concept of the parts of speech before. However, after receiving immediate feedback
from the researcher on the explanations of nouns and adjectives, the participants
' began to understand the concept. The participants could distinguish some nouns and
. adjectives easily afier reading the explanations of nouns and adjectives, such as the
' name, the career, the appearance and the characteristics. But it was a little hard for
- them to understand the phrase ‘fond of’ as an adjective.

The results of the four participants’ completion of the activities were presented in
the following table. In the activities, one blank is worth one point. Thus, the scores

"meant how many correct blanks the participants filled in.
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Table 3.5 The results of participants’ completion of the treatment activities on ‘am’
._’Ta P P P

I Treatment | Step 1 Step 2 L Step 3 Step 4
‘."group/ reading Reading i Consciousness- Reconstruction
. participants comprehension | Raising(FonF)/

1 . Remembering(FonM)

; Time |Time |Scorc | Time Score Time | Score

! (min) | (min) {Pull=8 | (min) | Full=28 | (min) | Full=g

‘rFonF Nod| & 3 g 1 32 | 13 T E

No2| & 9 6 1 3% 12 8 6
FonM | No.3 3 g 6 | ¥ / 127 3
No4| 4 5 7 7 | 10 3

As presented in the table, in regard to the first step (reading), the maximum time
used was 5 minutes.

For the second step (reading comprehension), the maximum time used was 9
miniutes and the maximum score was 8, The high frequency of incorrect items made
in this activity was Item 1 ané Item 2, which required the participants to find two
sentences: “I live in America” and “] am American”. [t was demaonstrated in the later
interview that they were not clear about the differences of America and American,
_which led them to make mistakes. Hence, it was considered necessary to make a
change in the content (the details was presented in the next section),

For the third step (the Consciousness-raising activity), two participants scored
very low, which showed that they had difficulty in the process of recognizing the
features of the verb be (i.e. be ~noun; be + adjective), which was confirmed in the
later interview.

For the fourth step (the Reconstruction activity), the two participants of FonMF

treatment scored higher than those of FonM treaiment. The most common mistakes
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made by the four participants were the omission of the ‘am’ between the subject and
the adjective. But the participants of FonM treatment made more mistakes than those
‘of FonMF treatment, which indicated that the focus-on-form brought about some
positive effects.
3.2.2.2.3 Interview
Concerning the first problem that participants chose words
’i_hstead of sentences for some items in the Reading Comprehension activity, I asked
+them why they did this. They said that they did not pay attention to the details of the
~instructions. This indicated that these students were careless in this activity. Therefore,
- the instructions should be improved to make the participants more aware.
With regard to the second problem that participants failed to distinguish some of
the nouns and the adjectives (i.e., American, fond of) after the researcher’s
e%planations in the Consciousness-raising activities, 1 asked them ‘“Why didn’t you
thmk ‘American” and ‘fond of’ is an adjective?” They translated ‘ American’ and ‘fond
of’ inte Chinese and couldn’t understand why they were adjectives, since ‘American’
_- séunds like a noun in Chinese and ‘fond of” sounds like a verb. It indicated that the
influence of the L1 made it hard to lead the participants to detine them as adjectives.
3.2.2,2.4 Revision of the treatment on ‘am’
{1} In order to fix the first weakness in the Reading Comprehension activity, 1
decided to add more explanation in the instructions to emphasize the sentences by

bolding and underling the key wording and provide an example to show how to do the
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The ariginal version:

_ 7 Chaosea sentence fom the text to match each picture

G ARSI ME S A RS RE SR FANER, -

Tt

* The revised version:+

- Choose a sentence, not a word, to match each picture. The cxample is givenw
o R PR M A GEE. AR SRERS EEREENRE. 6
| amEs. .

‘171, He lives in America. o

-~ America. X

?Figure 3.2  An example of revised instruction of the comprehension activity

(2} To fix the second weakness where they failed to distinguish some of the

nouns and the adjectives, 1 decided to delete some sentences (i.c., ‘1 am American.” ‘]

-am fond of playing baseball.” ‘I am fond of flying a kite.”). I added two new sentences

to make up the content (i.e., ‘I am a baseball player. ‘[ am friendly). The revision is

‘presented as follows,
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Hil I am Charlie Brown. T five in America. I am Americen. I am 8§
years old. I am a student. My hair iz blond. I am kind. T am
strong. Sometimes I ant happy. But most of time, I am sad. Tam

fond of playing baseball. I am fond of flying a kite. I have a lot

p 5

of friends, Snoop‘,;.i

Figure 3.3 The original version of the reading passage:

Hil I am Charlie Brown. I live in America. I am 8 years old. T am

a sfudent, T am a baseball player. My hair is blond. I am strong.

I am friendly. I am shy. Sometimes I am happy. But most of

Figure 3.4 The revised version of the reading passage:

In addition, the third step of the Consciousness-raising activities was changed
.and developed to help the participants know about nouns and adjectives. That is, to
‘guide them to know that a noun is something they ¢an say about a person (e.g. name,
‘age, career, skill), while an adjective is something they need to describe a person (e.g.
‘2ppearance, characteristics, feeling, facial expression). The revision is presented as

follows.
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3. Can you figure out the different part of speech
between these two groups of words?
frEk L B I B A R R B R S 2

The words

are

The words

Figure 3.5 The original version of the third step in the Consciousness-raising

activities;

. 3. Can you figure out the different part of speerh between these two gronps of words? Put
. the wordsg in the activity 2 on the suitable line, &, 2—#, ZHHEGISDLA-LET T8
1, The group of words gre used o say aboot o persens ¢

" ORHERER T AR

- Nome Sk +
Age (FFUv): _Z »
Identity (S5 4
Skill MFE): ¢
The part of speech of the greup ef words isiv
ZHEEENES -

Figure 3.6 The revised version of the third step in the Consciousness-raising
activities:
3.2.2.3 First tryout of the treatment on ‘is’
Before the treatment session on ‘is” was conducted, two revisions made
';'in the first task design were correspondently made to the second task design. First, the

original reading passage of second session on ‘is’ was changed a little bit to keep
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mnswtencﬂ’ with the first reading passage based on the adjustment of the reading
:%Zggagetonl‘a'm’. Second, the third step in the Consciousness-activity in the second
sk session:was also changed to matcn the first session.
3.2.2.3.1 Implementation
The implementation of the second task scssion was conducted two
;iiays"_fiiﬁer the first task session. The four participants who joined in the first session
<gontinued to ém’ticipatc in the second session, At this phase, the problems occurred in the
. first task seééion would not peeur again, For cne thing, they were familiar with the
[:‘f}::_ifoc_:ess%hx(jugh the practicing of the first task session; another was that the revision had
been done to the second task based on the insights from the first tryout. However, by
dbservattonof the process, some additional minor problems occurred.
:fi“rsl,=i_n regard to the C-R activities, some more specific directions needed to be
- added. i.j.irst, as concerns the first activity to ask the participants to write down every
:un'ﬂgrlinéd word that follows ‘is’, the participants wrotc the repetitive words, since
izt}_.x_g.a..sa:ﬁfm:ds repetitively cccurred in the reading passage. By observation, it was
.d:iis_éovere.d that it was vnnecessary for them to write the same word repeatedly, and
f_h:é:itask-:was_ gble to draw their attcntion to each word instead of writing dowr
-;=Ii1€Chani_caIly the underlining words without thinking about them. Thus, I added 1
more specific requirement to avoid writing the repetitive ward.
: Sécond_. it was found that they spent comparably more time in classifying these
Words in two categories than they did in the first task session. One reason was that the

Wwords in this reading passage were more than those of first reading passage due to the
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iature of content and the grammatical structure. Another was that the format was not
so chear as to help them do the task easily.
Thnd there was 4 missing step between the fourth and the fifth step of C-R activities.
The fomh step required the participants (0 write down the words before ‘is’, with the
pﬁrpose:té make thern conscious of a feature of ‘is”, and the fifth activity required them to
make the difference between the word before ‘am’ and the words before ‘is’. During the
ﬁﬂll_ activity, the participants wrote down the words before “is’ the same as in the fourth
activity. Therefore, the {ifih activity failed to help the participants understand the feature
Df ‘i5” (Le. the single third party or pronouns before “is”).
The results (the time they spent in each activity and the scores they got for each
activ.ity) of four participams™ completion of the activitics are presented in the
following table.

Table 3.6 The results of participants’ completion of the treatment activities on ‘is’

I Treatment Step 1 Step 2 Step 3 Step 4
|- group/ Reading Reading Consciousness- Reconstruetion
| ! participants comprehension raiging(FonF)/
Remembering(FonM)
Time Time | Score | Time Score Time | Score

_ | (min) (min) | Full=12 | (min) Full=69 (oriny | Full=16
FonF | No.l| & 13’ 12 55° 44 1 | 13
T No.2 7 19° 11 57 45 16° 12
FonM | No.3 7 17 12 7 / 20 5
o INo4| ® 15" 11 18" / 18 4

As presented in the table. the participants in the FonMF group achieved
-higher accuracy in tie reading comprehension than they did with the ‘am’ item, which

~Wwas also found in the consciousness-raising activity and the reconstruction activity. As
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for ._the FouM group, two participants obtained high scores in the reading
i;émé;ehension, but stili low scores in the reconstruction activity.

3.2.2.3.2 Interview

At this phase, the same questions as the prior task session on
<whether the directions and pictures that they did not understand and what they thought
:‘iébo'ut the activities were zlso addressed to the participants. Concerned with the
“directions of the activities, the participants reported that they were clear about the
'-%_iifections of the activities, because these activities were similar to those at the last
“session that they still remembered. Concerned with the pictures, they reported that
-they were not surc about the meaning of the picture of item 4 in the step. Concemed
with their opinions about the activities, they commented that they had some
“difficulties in summarizing the common features of the words before ‘is’, which was
:_éqﬁesponding to their answer sheet on this activities from observation.

3.2.2.3.3 Revision of the treatment on ‘is’

First, I would add a special claim that requires the participants
to-avoid writing the repetitive word to the direction in respondent to the first problem
discussed above.

As for the second probiem that the format of the second step of C-R activities
should be timproved to be easier and clearer for the participants to do, 1 would modify
“_the format of the second activity so s to help the participants do il more casily and

“clearly (see Appendix 2).
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‘As for the third problem that there was a missing step between the fourth and the
ﬁﬁh:_step of C-R activities, I would add a question to ask the participants to think
;ab-.oﬁst_'the common feature of words before ‘is’, and provide the answer in the answer
key T he purpose of this revision was to build up the missing link betwcen the fourth
-éhd_ t.h.e fifih step (i.e. to search the common feature of words before ‘is’). In so doing,
the: ﬁ.articipemts could reflect the concept inte the next activity (to compare the
_&_iﬁ'é_%ences of words before ‘am’ and ‘is’).

3.2.2.4 First tryout of the treatment on “are’

Based on the problems occurred in the first and second task session,
correspondent revisions were made to the third task design before it was
implemented.

At this phase, one new problem occurred in the fourth step of C-R activities. The
participants did not do it well, since the direction of the step was not specific. The
fop_'r_th step was to ask the participants to find the words before ‘are’, the purpose was
to' make the participants aware of the subjects before ‘are’. However, since the
‘.xvﬁfds’ was too vague, the participants found the words before are as such: from the
sentence ‘Linus and I are best friends’, they found the words before ‘are’ as ‘I’, which
should have been as ‘Linus and I, Therefore, a specific direction should be added.

The second problem occurred in the reconstruction activity. It was found that the
omission of the verb ‘are’ occurred more than the verb ‘am’ and ‘is’, which were

féa.lncl in the results of the reconstruction activity (see the following table). It indicated
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thiat the increase of the subject raised the complexity of the activity, which led to the
‘decrease of the accuracy on the verb ‘are’ activity.

Another problem occwrred in this activity was that the participants had some
difficulties in converting the person noun to the persenal pronoun (i.e., they could not
cor_ivert ‘Linus and I" as ‘we’, ‘Lucy and Linus as ‘they’). The written output showed
the participants were confused at the description of the person and personal noun,
which aroused the misuse of the verb ‘is’ and ‘are’ (they wrote semtences as “ti.is are
‘best friends” which should be “we are best friends” or “Linus and I are best friends”).

The results of the activity of completion done by the four participants were
presented in the following table. In the activities, one blank is worth one point. Thus,
-%:h’e_ scores meant how many correct blanks the participants filled in.

“Table 3.7 The results of participants’ completion of the treatment activities on ‘are’

| Treatment Step 1 Step 2 Step 3 Step 4

group/ Reading Reading Consciousness- Reconstruction

" participants comprehension raising(FonF)/
e Remembering(FonM)
Time Time | Score | Time ‘ Score Time | Score

(min) (min) | Full=8 | (min) Fuli=44 (min) . Full=8
‘FonMF | No.1 5 19° 3 30° 36 15 4
| No2| & 20’ 8 29’ 34 13 5
.FonM | No.3 5 15° 7 12° / g’ !
- No4 | & 12’ 8 4 | 9 | 1

As presented in the table, the participants in the two treatment groups showed not
many differences in the reading comprehension activities, but they showed great
differences in the reconstruction activity, with average score above 5 obtained by the

FouMF group versus average score 1 obtained by the FonM group. However,
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igpmparﬂd with the last session, the scores obtained in the reconstruction activity of
“g}ﬁheaFc}nMF group were low, From their answers in the written sheet, it was found the
.mosffrequent mistakes they made was still the omission of the target form ‘are’,
'jé_ihd- the less frequent mistakes was the misuse of ‘is” and ‘are’. Regarding to this point,
the participants were interviewed why they omitted the verb ‘are’, One participant in
F"onMF group reported that he neglected due to the carclessness, the other reported
iﬁat ;I_s.he mainly focused on the meaning of the picture and forgot the verb ‘are’. Two
'%js_lrticipants in the FonM group reported that they forgot the verb ‘are’ and their
atteritions were primarily on the interpreting the meaning of the picture,

3.2.2.4.1 Revision of the treatment on ‘are’

In cope with the problem that occurred in the implementation
bhas_g, several revisions were made to the task design. First, the directions of the
fourth step of C-R activities were improved 1o be more specific as ‘pay attention to
how many people are mentioned before ‘are”, followed with an example.

“Second, regarding to the problem that the participants had difficulties in
-.converting the person noun and the personal pronoun, an activity was developed to
~classify the person nouns 1o the personal pronouns (e.g. ask them to recognize ‘Linus

and I’ belong to ‘we’), after they found out the person nouns and personal pronouns
before the verb “are’.
Another revision to deal with the omission of the verb ‘are’ i the reconstruction

activity was to provide the definite amount of blanks for zll of the four participants to
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ﬁ[]ln place of a blank space for them to write. In so deing, it could raise their
;’;Wm."eness of using the target verb and decrease the cognitive load on output.
” 3.2.2.5 First tryout of the posttests
The: .'pGSttests were the same with the pretests excerpt for some revisions that were
| made in the posttests. The results of the posttests were presenied in Table 3.8
and Table 3.9.

Table 3.8 The results of grammatical knowledge posttest

| Participant Test No. of correct items

*| No. score Time | Item on ‘am’ | Iter on ‘is’ Item on ‘are’
(full (min)
score =

1 20) i |

FonMF | No.l |12 7 123,467 8,9,10,11,14 17

1 No.2 |15 8 12,3567 £,9,10,11,14,15 , 16,19,20

{FonM | No3 |7 6’ 2,56 10, 11, 13, 15

g No4 |8 7 1,2,3,5 %, 10, 14 16

As shown in Table 3.6, compared with the pretest, the participants in the FonMF
"ohtained higher scores than the pretest and showed a gap between the scores the
:i}articipants in the FonM group. In addition, the participants in the FonM group did
not change much in the test scores and the correct items, The test scores improved in
_iﬁhc FonMF group indicated the effects of the treatment, which were confirmed in the
.intewiew, Further, the test scores that did not change much for the FonM group shed

the light on the effects of focus-on-form.
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Participant No, Time of Time of Score
: preparation performance (accuracy level)
E (min} (second)
FonMF | No.1 4 86" 7
L No.2 5 78" 6
ForM | No.3 3’ 427 3
| No.4 3’ 56" 3

As shown in Table 3.9, compared with the pretest, the participants in the FonMF
obtained higher scores than the pretest and showed a gap between the scores the participants
m the FonM group. In addition, the participants in the FonM group did not change much in
thc test scores and the correct items. The test scores improved in the FonMF group indicated
.:t:.he effects of the treatment, which were confirmed in the interview, Further, the test scores
é':that did not change much for the FonM group shed the light on the effects of focus-on-form.

Based on the observation of the participants’ oral performance, it was found that
all of four participants only produced sentences concerned with themselves. They
barely produced sentences contained ‘is” or ‘are’. Hence, the oral test direction was
reviscd to enable learners to produce more target structures,

3.2.2.5.1 Revision of the posttests
The directions were made more specific to provide gist that
could help participants know what to say and how to organize the language (see
details in Appendix VI and VII).
Another problem occurred was that some of the participants did not have the

photos with their friends. Hence, this requirement had to be changed to make
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._‘c.;onwnient for participants. The participants were asked to draw three people (himself,
?’Qn;bf:his/l*ler girl friend, one of his/her hoy friend) briefly. The drawing time Was
hmltcd to 1 mimiste so as not to take much time.
. 323 Second tryout of the research tools

" Another four participants were selected 1o take part in the second tryout of the
;'resear;:h tools. Al this phase, the results of the each research tools gained better effects
af_than' those in. the first tryout. There were no problems on the directions and pictures.
_Gen‘e::ally speaking, the two participants in the FonMF group improved a lot in each
féctivity compared with the participants in the first tryout. The following table presents
;L_he '56mparison of each research tools that can be quantified in scores,

Table 3.10 Comparison of first tryout and second tryont of GK pretust,

{ ?iii_‘ticipam Test score No. of correct items
[ NU-_ ) (full Time | Hemon ‘am’ | ltem on ‘is’ Item on ‘are’
o score = 20) | (mnin)

I Ned 5 10° 1,7 12, 14 17
Fo | No.2 5 13° 2,4 16,13 16
“aM. | No.1 # 5 10 1,4 12,15 17
P INo2# 5 1 JIe! 10, 14 16

- | Ne.3 7 v 2,8 10, 11, 13, 16,18

Fo | No4 8 14 1,25 9,10, 14 16, 17

‘M | No.3 # 7 12’ 1,7 10, 11, 14 16, 17
No.4 # 8 13’ 14,7 9,10, 11 16

As shown in Table 3.10, it was found that there were not much differences
between two tryouts. In addition, the participants in the second tryout did not report there
were pictures they were not clear, It indicated that the pretests could be conducted in the

main study.
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Table 3.11 Comparison of first tryout and second tryout of OP pretest,

Participant No. Time of Time of Score
' preparation performance
(min) (second)

_ No.l 2 24" 2
FouMF | No.2 2 327 2
' No.1# 2’ 307 3

No.2# 3 287 3
No.3 3’ 297 3
‘FonM | No.4 | 3 37 3
| Nod | 2 29" 2
Nod# ¥ 36" 3

As shown in Table 3.11, there was not much difference between two tryouts on
the participants’ oral production.

Table 3.12 Comparison of first tryout and second tryout of the task on ‘am’

Treatment Step 1 Step 2 Step 3 Step 4
group/ Reading Reading Consciousness- Reconstruction
participants comprehension raising(FonF)/
Remembering(FonM)
Time Time | Score | Time Score Time | Score
(min) (min) | Full=8 | (min) Full=28 (min) } Full=8
: No.1 5° g’ 8 32’ 13 I
| FonMF | No.2 4 o 6 35° 2 | & | &
| No.l#| 5 7’ 8 307 16 | 7 ¢ 8
No2#i &5 8’ 8 28’ N
No3 | % g ' 6 g’ /1y 3
FonM |No4 |, & o ' 7 7 /10 3
No3#! & g 7 7 / I
Nod#! 5 7 8 7 ;e o

As shown in Table 3.12, two participants of FonMF group gained higher scores in
each activity, A greater improvement was found in Step 4 activity in the second tryout

than that in the first tryout. It indicated the task design was improved to bring effects.
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Table 3.13 Comparison of first tryout and second tryout of the task on ‘is’

[ Treatment Step 1 Step 2 Step 3 Step 4
. group/ reading Reading Consciousness- Reconstruction
-participants comprehension Raising(FonF)/
1A Remembering(FonM)
Time | Time | Score | Time Score Time | Score
1 (min) | (min) | Full=12 | (min) Full=69 (min) | Full=16
{FonMF | No.l | & 18° 12 55° 44 15’ 13
I No.2 7’ 19 11 57 45 16° 12
No.1# 7 15° 12 55° 30 15 14
No.2# g 14 12 56’ 52 14’ 15
‘FonM | No.3 7 17 12 17 / 20 5
| No.4 8’ 15° 11 18 / 18’ 4
No.3# 7’ 17 12 16’ / 17 4
No.4# g’ 16° 11 17’ / 18 3

“As shown in Table 3.13, the two participants of FonMF group obtained higher

scores in each activity, especially in the step 4 activity than they did in the first tryout.

Itsuggested that the second tryout achieved the purposes.

Table 3.14 Comparison of first tryout and second tryout of task on ‘are’

“Treatment Step 1 Step 2 Step 3 Step 4
- group/ reading Reading Coensciousness- Reconstruction
participants comprehension Raising{Fonf)/
' Remembering(FonM)
Time Time | Score | Time Score Time | Score
L (min) | (min) | Full=8 | (min) Pull=44 | (min) | Pull=8
FonMT | No.l 5’ 197 8 30 36 15 4
No.2 4’ 20 8 29 34 13° 5
No.l# 5 18 8 28 36 4 7
L No 2# 4’ 7 8 2 34 12’ g
‘FonM | No.3 5 is 7 12 / g8 1
No.4 4’ 12 8 4 / 9’ 1
No.3# 4 12 7 12’ / 8 1
Nod# K &4 14 8 13’ / 7’ 2




105

As shown in Table 3.14, likewise, the two participants of the FonMF group

“ gained higher scores than they did in each activity, especially in the step 4 activity. It

_ifﬁlg.ﬁggested that the improvements of the task design of this session took effects,

ff}Tabie 3.15 Comparison of first tryout and second tryout of task on GK posttest

ifjlggﬂicipant No. Test score No. of correct items
a5 (full Time | Itemon ‘am® | Jtem on “is’ Item or, “are’
score =20} | (min)

_‘_ No.l 12 7 1,234,6,7 8.9,20,11,14 17

['FonMF | No.2 15 g’ 123,567 | 89,10,14,15 16,19,20

' : No.1# 17 % 1,2.3,4,56,7 - 8,9,12,13,14, 16,1920
No.2 # I8 6’ 1,23, 4,567 §,9,10,11, 16,17,19,20

13,14,15
: No.3 7 6’ 2, 5,6 10, 11,13, 16

| FonM | No.4 8 7 1,2,35 9, 10, 14 16,17
No.3 # 7 5 1,6 10, 11, 14 16, 17
No4 # 7 6 14,7 | 9,101 16

As shown in Table 3.15, the two participants of the FonMF group achicved

‘higher scores in the GK posttest in the second tryout than they did in the first tryout. It

:.:i_':i‘l_dicated the improvements of the task design and the posttest had brought the

treatment into effects.

Table 3.16 Comparison of first tryout and second tryout of OP posttest

‘Participant No. Time of Time of Score
: preparation performance (accuracy level)
(min) (second)
_ No.1 4 86" 7
FonMF | No.2 5 78" 6
No.1# 6 106" 10
No.2# 5 1177 12
| No.3 3 42» 3
| FonM | No4 3’ 56" 3 B
No.3# 3 63" 4
L No 4# 4 59" 5
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As shown in Table 3,16, the two participants of the FonMF group achieved
‘higher scores in the OP posttest in the second tryout than they did in the first tryout. It

indicated the improvements of the OP posttest had brought the treatment into effects.

3.3 Research tools

All of the research tools were tried out in two pilot studies. Based on the findings
o_f_.the pilot studies, each research tool was finally established as foliows.

3.3.1 Reading material

The reading material consisted of three short passages in which the grammatical
structures of the copula be were embedded. The three passages were written by the
researcher herself, In writing the reading passages, [ considered the factors relating to
reading comprehension to develop the reading passages. The participants’ language
proficiency level and their vocabulary size were two main factors being considered. In
addition, in reference to the participants’ previous text books, I used words that they had
!t}'amed, with 12 new words. These words were glossed below the passage. The reading
content should be fun and interesting for young I.2 learners at this Jevel, thus, I used
\__ﬁff‘:]l-knowvn and favored cartoon characters by Chinese children, Snoopy. Furthermore,
to imtroduce the copula be, I drew on the suggestion that grammatical items should be
t;aug,ht separately (Skehan, 1996; Ellis, 2003). Hence, the reading passages were

developed based on the following variables (summarized in Figure 3.7),
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Factors —_— Passage creation

Language proficiency - e The language complexity:
simple sentence

Vocabulary size —— In reference of used text books
) e Fun and interesting: cartoon
Reading content ) &
images
How 1o intreduce the —— Copula be (am, is, are):
target structure introduced separately

Figure 3.7 The criteria for creating the reading passages

I introduced each of a copula be, am/is/are respectively in each reading passage,
Aot the participants could deal with one linguistic item at a time. I attached some
pictures to help the participants understand the content, as well as making the reading
;materials look attractive and metivating.

The first passage wag about a self-introduction of Charlie Brown, the leading
-actor of Peanuts Gang. 1t was to involve the usage of the target form am. The second
one is the introduction of Charlie Brown’s pet and his best friend and bis sister, the
nurposc of which is to lead in the usage of is. The third one is the introduction of
Chariie Brown's groups of friends, the purpose of which is to present the usage of are

(see sample passages in Appendix I).
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3.3.1.1 Reading passages for the FonMF and the FonM treatment
The reading passages used for the FonMF treatment were textural

hh_a_nced (TE). TE, as an approach of input enhancement (see full details in Section

:_.6.-:2'-.2)_, aims to draw learners’ perceptual attention to the copula be (am, is, are). By
thlsmeld the target form (copula be) was typographically bolded and colered (blue
fj?for am, green for is, red for are). Based on Simard’s study (2009), the combination of
..these techniques gained best effects for TE. Figure 3.8 is an example of the TE

-.passage.

I am Charlie Brown. I live in America. I am 8 years old.

i

Figure 3.8 An example of TE technique used in the passage
The reading passages used in the FonM group were not using TE. That is, the
target form was not typographically bolded and colored. Figure 3.9 is an example of

the plain passage.

I am Charlie Brown. I live in America. I am 8 years old.

Figure 3.9 An example of a plain passage used for FonM group
3.3.2 Reading comprehension activity
The activity aimed to make sure that the participants comprehend the meaning

of each passage, becanse L2 learners read for meaning first. The participants selected
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+d ‘sentence from the text for each picture. The pictures checked that whether the
. participants understood the sentence. After they finished the matching, they checked
_t}l_eir answers with the answer key. If all their answers were right, it means that they
~comprehended the text. If one of their answers was wrong, they might reread the text

and comprehend it. The activity took 10 minutes. An example of the activity was

‘presented in Figure 3,10,

Figure 3.10 An example of reading comprehension activity

3.3.3 C-R activity for the FonMF treatment

After the participants comprehend the passage, their attentions were drawn to the
form more explicitly by completing a series of consciousness-raising activities (C-R
activities). The C-R activities tock the form of problem-solving activity. The
participants found out how the copula be, am/is/are, function. The rationale under the
C-R activity is related to the noticing process that has been investigated and sustained
by a large number of studies to date (i.e. Schmidt, 1993; Tomlin & Villa, 1994: Fotos,

1994; Robinson, 1995; Leow, 1997; Gass, 1997; Pica et al, 2006). First, according to
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Pica et al, (2006), the noticing process can be operationalized in various ways: (1)
_:s'impfe noticing of form, (2) noticing the differences, (3) noticing the gap, (4) noticing
form, function, and meaning relationships. These steps reflect how L2 leamers
-process the input for further processing. Therefore, the C-R activity was designed
‘based on this rationale. It consisted of 5 parts. The noticing processcs across C-R
-activities were summarized in the Table 3.17.

Table 3.17 Noticing processes across C-R task steps

|'Step Activities | Noticing processes
1 Identifying words after the : Simple noticing of form
: copula be
2 Classifying words after the Noticing of differences
copula be
[.3 Generalizing Noticing the gap
| 4 Classifying words before | Noticing of differences
the copula be
T Cross-language exploration Noticing form, function, and meaning
relationships, characteristic of awareness

In the first part, participants wrote down the underlined words that followed the
:'target form. The words after the target form amv/is/are were underlined, because soine
:words are phrases or compound words dependent on the content. In order to reduce the
confusion, any single words, phrases, compound words were underlined to be as an
integrated part. This step exemplified the first process—simple noticing of form, by
first making leamers separate a target form in isolation or in the word or phrase in

. which it appeared in a passage. The purpose of this activity was to help learners become
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siore aware of the use of target form. See an examp.e of this part in Figure 3,11

1. Write every underlined word that follows the
verb ‘am’ in the text on page 1:
R BEEMEE ‘am’ ERHIBE TREFETFIIRLE E.

Figure 3.11 An example of the first part of the C-R activities

In the second part, the participants classified these words they had found in the
irst part into two groups. These words following am/is/are were nouns or adjectives.
i‘ha participants had to differentiate the noun and the adjective. The purpose of the
wctivity was to make the participants notice the difference. They would have to offer
heir judgment about these words. It might not be easy for them to differentiate the
éouns and the adjectives at their first try. However, they could obtain the positive
‘eedback from the answer key after finishing their answers. In this activity, the
articipants first segmented, or extracted the differences between forms. Then they
would notice the gap between what they have thought about the form and what the

‘orm should be like. See an example of this part in Figure 3.12.
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2. Put the words from Activity 1 above inte 2
different groups, Write them down:.
FHoEP AR TS R, 18, #ELAS. BEEEIsH
BEMEPRE L. -

Group1 (1) Group 2 (#H2).

|
1
t
!

it

Figure 3.12 An example of the second part of the C-R activities

In the third part, the participants needed to figure out the different part of specch
' of each group. The purpose of this activity was to encourage the participants to notice

| ‘the differences in deeper process. An example of this part is displayed in Figure 3.13.

- 8, Can you figure out the different part of
speech betweeon these two gronps of words? Put the words
in the activity 2 on the suitable line. B, 31, XWE
W\ RR 41T O T EREE MRS

1. The group of words are used to gay about a person's

IRE R AE—T NG

Figure 3,13 An example of the third pari of the C-R activities
In the fourth part, they necded find out the words before am/is/are. It also aimed:
to encourage learners to find out another characteristic of the copula be. Aﬁé'r-théji.f

search from the passage, they would find that only the word ‘I" is before ‘am’i the:
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words before ‘are’ are those representing plural forms, such as ‘we, they, etc’. The

purpose of this activity is still to encourage the participants to notice the differences of

the form. An example of this part is presented as in the Figure 3.14.

‘iéa . 4. What is the word before ‘am’?
EETan' FIEMERTA?

The only word before ‘am'’ is

Figure 3.14 An example of the fourth part in the C-R activities
In the fifth part, they needed to figure out when people use am/is/are. They used
Chinese to write down five situations when people need to use anvis/are. Figure 3.15

- 18 an example of guidance to elicit the participants to form how am/is/are functions.
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B U 5. Figure out what people use ‘am’ to tell:
FoE—F, B8 REEanTUARFEET 4. (HPRd).
1. When people say {8 A47TH)
2. When people say (2 A{1134)
3. When people say {33 A{71%)
4. When people gay (2 Af1)

L Y s T T4 iy L3 I S b e

Figure 3.15 An example of the fifth part in the C-R activities

The activity is in response to the fourth process that engages the participants to
“notice function and meaning relationships.

3.3.4 Reconstruction activity

This activity aimed to induce the participants to integrate meaning, form and
| :fﬁﬁction and by means of output. Each participant supposed he/she was Charlie Brown
:-and introduced himself/herself. That is, he/she had a self-introduction. But it was not a
free production activity. They were provided with a series of pictures and words as
prompts to produce sentences containing the copula be. They needed to write a semence
‘1o describe each picture by choosing a prompt word from the jumbled words. Each
_:_picttu'e was only provided with a prompt word. In so doing, the participanis had to
-consider matching the meaning of the pictures and the form of the words. The controlied
'.:'activity instead of a free production one would help to fix the copula be in the
‘participants’ minds, making it more likely that they would become a natural part of their

‘productive repertoire. The rationale under this activity is in line with the fourth process
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‘hat engages the participants to notice form, function, and meaning reiationships,

haracteristic of awareness. See an example of this part in the Figure 3.16.

BEGRERAY, THREEC. BT EENS—TREE
TFHA—AEE (FER: TR RENN —EED.

a student, hot, happy, a baseball player, sad,

strong, shy, Charlie Brown

e,

/'f)r-
%/ 4¥Y HL

Figure 3.16 An example of the fifth part of the C-R activities

3.3.5 Pretest, posttest and delayed posttest

This study used one test as pretest, posttest and the delayed test. The advantage
of using one version of test was that it could directly observe the process of what the
‘participants gained. The tests consisted of a vocabulary test, which was only used in
the pretest to measure the participants’ vocabulary ability (see details in Section
3:3.5.1), a grammatical knowledge test (see details in Section 3.3.5.2), and an oral
production test (see details in Section 3.3.5.3).

The pre-tests were administered to the participants two weeks before the
beginning of the treatment period, The pre-tests were also used to eliminate
‘participants from the original pool.

A posi-test was administered immediately after the treatment to measure the
effects of instructional treatments. It involved the grammatical knowledge test and an

oral production test. The vocabulary test was excluded.
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A delayed posttest was administered three weeks after the postiests, to measure the

long-term effects of instructional treatments on the participants’ gains in the copula be.

3.3.5.1 Vocabulary test

The majerity of content words were listed in a piece of paper (see the
full details of the test paper in Appendix VIII). The participants needed to write down
gjfhe Chinese meaning to the English words. The vocabulary test was used to ensure the
:::partici.pants had certain vocabulary capacity so that they had no problem in reading
the task passages.

3.3.5.2 Grammatical knowledge test

The grammatical knowledge test took the form of muitiple-choice
recognition test (see full detajls in Appendix IV) in which learners had very limited
time to decide which of the four structures was right. This form of test has been
widely adopted as a measure of assessing intake of the target structures (e.g. Leow,
1997; Rosa & O’Neill, 1999). The test consisted of 20 items. The design of the test in
terms of the quantity of the test item was based on the previous research in which the
quantity of fest item was around 20 or 30 items (e.g. 30 sentences in Robinson, 1996;
28 sentences in Izumi, et al, 1999; 36 sentences in Izumi, 2002). Additionally, the
item quantity was dependent on the content of the task. The test took 15 minutes
which was determined by the pilot study.

It consisted of 20 items. Each item contained four choices of sentences that intended to

desenbing a picture. The participants were asked to choose a correct one among four
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choices to match the pichire, with three incorrect sentences as distracters. Figure 3.171s a

sample of a multiple-choice recognition test item from grammatical knowledge test.

¢ Draw a line fo match a sentence to the picture.

- —

5/ e,;\( Hi, % a I Charlie Brown.
SN y

k. Iis Charlie Brown.

Figure 3.17 An example of the grammatical knowledge test
Of the 20 test items, 7 items were developed for the usage of am, § items were
developed for the usage of is, and 5 items were developed for the usage of are. These
'i_tems mainly investigated the agreement of the subject and the copula be, the struciure
:f;_'e + noun and be + adjective, which were introduced in the reading passage. In order
to control for possible test effects and ensure that the test measured learners’ syntactic
knowledge rather than their vocabulary, vocabulary used in the test was carefully
controlled and limited to what the participants had encountered in the previous
reading passages and their learned textbooks. The development of the distracter
sentences were based on the Chinese L2 learners’ most frequent errors on this target
structure, which were found in many related research studies (i.e. Lee, 2004; Chan,
2004) and empirical experience of the researcher as an English instructor.
3.3.5.3 Oral production test
In the original design, the oral test was to be a test of free production (i.e.

requiring the participants to engage in meaning-oriented language use that would push
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‘them to draw on their implicit language knowledge). However, the primary goal of the
oral test was to assess the use of the target grammatical structures in a practical
;_situation. That is, the test was not to focus on grammar knowledge, but on the
‘participants’ ability to use the grammar structures accurately and appropriately
f through speaking. Thus, the oral production test was designed as a picture description
task (see full details in Appendix VI). Each participant drew a picture of three people
f(he himself, his girl fiiend and his boy friend), because most of the participants did
pot have a photo with his friends. On the other hand, in order to induce them to use
‘the copula is, they then introduced each person in the photo.

The production test time took 6 minutes. Each participant had 3 minutes to prepare
(1 minute for drawing and 2 minutes for thinking). Based on the previous research
concerned with task performance (e.g. Skehan & Foster, 1999; Ortega, 1999; Yuan &
Ellis, 2003), participants performed better with a planning time than those without, Each
participant had 3 minutes to perform. They got a written instruction of how to perform the
speaking task. Each participant got a rccording device to record while they were
performing. Their descriptions were recorded and transcribed afterward,

The assessment of the oral performance were measured based on the qualities of
the fluency, accuracy and complexity (see a more details in Section 3.4.2).

3.3.6 Opinion questionnaire

The opinion questionnaire aimed to investigate learners’ opinions toward the

effects of the treatment that they received. Question items had two choices Yes and No.
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" Because t00 many measure scales (i.e. strongly agree, somewhat agree, not sure,
?;%’g:'o.mexvhat disagree, strongly disagree) would be complicated and confusing to young
:}";pgrﬁcipants. The researcher constructed a series of questions (see details in Appendix
- IX=X1I) based on what Cohen (1989) suggests, researchers can construct questions
- based on the specific purpose of obtaining research relevant information and focused
:'on content specified by research objectives of systematic description, predication, or
explanation. The constructing of the questionnaires was displayed in the Table 3.18.

ﬁf Table 3.18 The construction of a guestionnaire

f;' ‘Research tools Aims Formative Questions
: ‘0 check whether design of the Now I think of the
4 pre-test is effective (1.e. language questions to ask the Ps in
3 - Pre-test use / pictures: clear, unclear), order to get their opinions |
’ whether the Ps have zero or few whether the design of the
knowledge about the copula be pre-test is effective
To check whether the Now I think of the
: implementation is effective questions to ask the Ps m
.| Implementation order to get their opinions |
|of the task whether the
‘| design implementation is effective
Research To check whether the target Now I think of the
Objectives participants have knowledge about | questions to ask the Ps in
the copula be order to get their opinions
whether the pre-testcan |
actually tell their ability |
about the copula be

To increase the efficiency of the methods, the questionnaire were tested in the two
pilot studies and modified based on the problem that occurred. The questionnaires were

administered with the presence of the researcher. In so doing, it could build the rapport
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between participants and the researcher, which might encourage participates to pay
;-sé:rious attention to answer the questions rather than treat the questions casually.

However, data from structured questionnaires may be superficial (Robson, 1993),
the information obtained from this questionnaire combined with data from a
'semi-structured interview would be more reliable.

3.3.7 Semi-structured interview

The main purpose of the semi-structured interview was te gain more detailed
‘information and a deeper undersianding about the participants’ thoughts toward the
freatments. A semi-structured interview was administered immediately after the
‘questionnaires were finished, to elicit more detailed information about their thoughts
;_bn the questionnaire items.

The interview questions were derived from the questions in the questionnaire
that needed to be made more specific.

All of the participants were interviewed one by one in Chinese, the participants’
L1, to assure the participants can understand questions and express themselves better
and deeper. Each interview took 10 minutes. All interviews were tape recorded, and

transcribed.

3.4 Procedures for data collection
3.4.1 Collecting date from the pretests
The pre-tests (the vocabulary test, the grammatical knowledge test and oral

production test) were conducted among the original students pool. They were
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conductcd in the classroom as the participants had routine English class. Their English
“teiichers were responsible for the administration of the tests. The participants had two
‘times of English class sessions each weck. The vocabulary test and the grammatical
‘kizowledge test were administered separately in each class session, for it was to ensure the
“est-wouid not disturb the participants’ nommai class instruction and arouse students’
mervousness of the test. The teacher spared a few minutes (5 minutes for the vocabulary
test; 10 minutes for the grammatical knowledge) for the tests from the class time. Before
the test, the students were told by their teachers that it was just an exercise,

After the tests, the test scores were coded by the researcher. Based on the pre-test
sscores and their previous achievement scores, the participants whe got scores up than
80 on the vocabulary test, the participants who got scores lower than 12 on the
é:grammalical knowledge, and the participants who produced not more than 5 sentences
Zpontaining the copula be, were selected as the participants for the research study.

3.4.2 Collecting data from the posttests and delayed posttests

The posttests and delayed posttests consisted of the grammatical knowledge test
:émi the oral production test. Data were collecied by the researcher in individual
;essions with each small group. The site for the research was in the same classroom
they received the treatinents in the participants’ school.

Data from the participants’ grammatical knowledge were gathered from their test
paper. After they finished the paper and pen test, they had 3 minutes to rest and took

the oral production.
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Data from the participants’ oral performance were gathered from the recordings
“of their oral production and was trauscribed later. Each participant got & recording
“device to record their own oral production.

3.4.3 Collecting data from the questionnaires and interviews

The purpose of the questionnaire was mainly to elicit more information about the
_:--paﬂicipants’ thinking and feeling of the effects of FonMF treatment that could not
reflect in the writien and oral tests, and served as a complement part for the
;quantitative data in Research Question 1. On this ground, the closed questions
“encouraged the participants to reflect on their perceived effects of FonMF treatment
f;.which tnvolved two major points: their perceptions on the cffects of textual
';enhancement (TE) and the effects of FonMF activities helping them be conscious how

the verb ‘be’ s used.

3.5 Data scoring and coding

3.5.1 Scoring method

In scoring the grammatical knowledge tests (data collected from the
pre-post-delayed post- test), 1 point was given every time if the correct sentence was
chosen and 0 if the answer was incorrect. The maximum score was 20.

3.5.2 Measures of oral performance

The participants” oral performance was transcnibed by two trained research
assistants and 1, and the transcripts were checked by the researchers. Following the

previous research studies of measures of the participants’ oral performance (i.e.
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* Crookes, 1989; Foster and Skehan, 1996; Wendel, 1997, Bygate, 2001}, the measures
- were operationalised as follows,
3.5.2.1 Aceuracy
Accuracy was measured by calculating the percentage of error-free
“gentences. There are two factors considered in analyzing the accurate speech of the
present study. First, the domain of errors in the present study referred to the (1)
“disagreement of subject and be, (2) the cmission of be between subject and the noun,
‘or the adjective. The other syntactic errors, such as the omission of indefinite/definite
gzarticles_, the misuse of the lexical form other than the target form, ete would not be
considered as errors, for such errors were not coped with in the present study. Secend,
-in cases where participants attempted to sclf-correct and they produced a correct form
_:and then changed it into an incorrect form, it was coded as errors, or vice versa.
.Inte:r-rater reliability for the accuracy measure was 99.12%.
3.5.2.2 Complexity
Complexity was measured by the syntactic variety. Syntactic variety in the
present study referred to the total number of sentences that contain the target-struciures
produced in the oral performance, The quantity of target structure sentences referred fo the
total number of copula be (am, is, are) sentences produced by the participants, including the
correct form and incorrect form that was target-like, Inter-rater reliability was 99,25%,
An example (excerpted from a participant in FonF group in posttest) of how the

number of target structure sentences were identified and counted presented as follows:
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: I am Tan Renbo. My English name is Jack. I a student. I like music. I am 1all. He Chen Xiyi,

fﬁeng.{- H e like dog.

-;:The;numbsr of target structure sentences used in above speech was identified as:

@1 am Tun Renbo. @My English name is Jack., (31 a student (target-like). [ like music (not

¢ struchires). @I am tall. &He Chen Xivi (target-like). BHe a friend (target-like). He like
ﬁét.._ta}ger Structures).
As ShOWn in the example, there are altogether six target-structured sentences in
s;_qra}*ﬁroduction by the participants.

3.5.2.3 Fluency

Fluency was calculated in terms of number of syllables per minute. It
_"E?ﬁmivcdtwo measures: Rate A and Rate B.

Ra?é A: the number of syllables within each descriptive speech, divided by its
fdt'al. a‘f‘_ficulation time (the nwnber of seconds) and multiplied the result by 60.
ﬁjliﬁter.«1'éfer reliability for Rate A was 98.45%.

Ratc B: as in Rate A, the number of syllables, divided by the total articulation time (the
Ilumbcr of seconds) and multiplied the result by sixty, excluding syllables, words, phrases
;gﬁat \%fére repeated, reformulated, or replaced. Inter-rater reliability for Rate B was 98%.

_3.5.3 Data from the questionnaire and the interview

‘:;fhe answers to the questionnaires were tallied by the percentage of participants’
fatings. The interview data were transcribed to interpret the results of quantitative data.
R’éé;ponses to attrtude items were scored on a two-point Likert scale, with the options of
1—;Yes; 2—No, The ratings were tallied by frequency, followed with the interviews and

teir comments as a complementation to support the result of the questionnaires.
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3.6 Data Analysis

Both quantitative and qualitative analyses were used in this study to answer the
stwo gencral research questions:

Research Question 1

What are the effects of the two treatments (FonMF and FonM) on the Chinese
'EFL learners’ gains in the grammatical knowledge about the copular be and their
ability to use the copula be in the oral performance?

To answer Research Question 1, this study examined whether the FonMF group
outperformed the FonM group in performance with the copula &e in the grammatical
‘knowledge test and the oral production test, as measured by immediate and delayed
post-tests. A series of independent t-tests were used to compare the performance of
-each of the two groups on the grammatical knowledge pretest and oral production
.pretest, posttest and delayed posttest.

Research Question 2

What are Chinese EFL learners’ attitudes toward the effectiveness of the two
types of treatment on the level of gains of the copula be and their ability to use the
target form in the oral performance?

To answer Research Question 2, qualitative data analysis was involved bascd on
the information from questionnaires and interviews conducted to the participants. The
analysis revealed a clearer picture of their learning process responding to the
treatments, The qualitative data further supported the results of quantitative data

analysis and provided a better understanding of this issue.



CHAPTER 4
RESEARCH RESULTS

JIntroduction

This chapter presents the quantitative and qualitative data analysis. Data analysis
~procedures and techniques are displayed in detail. The results of the investigation are

‘presented in detail in response to each research question respectively.

4.1 Results for Research Question 1

In response fo the first research question “What are the effects of the two
treatments (FonMF and FonM) on the Chinese EFL learners’ gain of grammatical
knowledge about the copular be (is, am, ure) and their ability to use the copula be in
the oral performance?”, the data concerning these ireatments were examined in two
ways: (1) a comparison of the grammatical knowledge posttest scores (GKT) and the
oral production posttest scores (OPT) between the FonMF and the FonM group; (2) a
comparison of the grammatical knowledge delayed positest scores and the oral
production delayed posttest scores between the FonMF and the FonM group.

4.1.1 Comparisons of the posttest scores between the FonMF and the FonM

group

4.1.1.1 A comparison of the grammatical knowledge (GK)

posttest scores
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An independent sample ¢-test was uscd to compare mean scores of grammatical
knowledge posttest of the FonMF and theFonM group. Table 4.1 shows a comparison

.'_ofthe mean scores of the two groups.

.T:'-i_ble 4.1 The comparison of the GK posttest scores

~Group Mean Sp ¢ df Sig.
(2-tailed)

FonMF 14.93 214 16.18 4537 000%**
“FonM 7.47 1.33
'...".‘*:* p<0.001

As shown in Table 4.1, there is a significant difference (r = 16.18, p = .000) of
.:__'the FonMF and the FonM group in the mean scores of the GK posttest. This
._::éemonstrates that the FonMI' group outperformed (with an average mean of 14,93)
:_.ti.le FonM group (with an average mean of 7.47) in the GK posttest. In addition, a
;:higher standard deviation (2.15) of the mean score of the FonMF group was found,
:.compared with a lower standard deviation (1.33) of the FonM group. This indicates
that some participants in the FonMF treatment achieved high scores in the GK
posttest, whereas nearly all the participants in the FonM treatment achieved similar
low scores.
4.1.1.2 A comparison of the oral production (OP) posttest scores
A series of independent #-tests were run to compare meun scores of the
cral production posttest between the FonMF and the FonM group. Table 4.2 shows the
comparison of mean scores in participants’ performance on accuracy, complexity and

fluency of their oral production posttest.
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Ta})le 4.2 The comparison of the OP posttest scores on level of accuracy,

complexity and fluency

| ."Speech Group Mean Sh t df Sig. (2-tailed)
quality

| FonMF  7.60 2.03

: 13.46 38.82 D00F®*
ACCUACY  ponM 220 85

FonMF 12.20 1.71

Complexity 1891 44.98 000 %
Complexity o aM 547 04

Fluency FonMF 51.74 16.57

547 3594 000#**
(RateA)  FonM 3423 577

(Rate B) FonMF 47.25 13.70
FonM 30,12 5.34

6,39 37.63 000>

*¥ p < 0.001

As presented in Table 4.2, the results show a significant difference (¢ = 13.46, p
=000} between FonMF and FonM group on the OP posttest scores on the level of
accuracy. [t reveals significant gains for FonMF group (with an average mean of 7.60)
than the FonM group (with an average mean of 2.20) in participants’ accuracy of the
aral production.

Similarly, a significant difference (r = 18.91, p = .000) is found between the
FonMF and the FonM group on the level of complexity. It suggests that the FonMF
group outperformed {with a mean of 12.20) than the FonM group (with a mean of

3.47) in the complexity of the oral production.
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Likewise, a significant difference (Rate A: 1= 5.47, p=.000; Rate B: 1 =6.39, p
.= 000} is found between FonMF and FonM group on the level of fluency. It indicates
‘2 significant main effects for the FonMF treatment (with mean averages of 51.74,
?_47._2_5) compared to the FonM treatment {(with mean averages of 34.23, 30.12).
4,1.2 Comparisons of the delayed posttest scores between FonMF and FonM
group
4.1.2.1 A comparison of the GK delayed posttest scores
An independent sample r-test was used to compare delayed posttests
scores between the FonMF and the FonM group in the GK delayed posttest. Table 4.3

‘presents the comparison of mean scores for each group in the GK delayed posttest.

Table 4.3 The comparison of the GK delayed posttest scores

“ 'Gmup Mean SI f df Sig.
~ (2-tailed)
FonrMF 13.87 1.91
16.15 46.53 000***
FonM 7.23 1.18
#% 20,001

As displayed in Table 4.3, there is a significant difference (r = 16.15, p = .000)
between the FonMF and the FonM group in the GK delayed posttests. It can be
assumed that the FonMF group (with & mean average of 13.87) gained better
grammatical knowledge than the FonM group (with a mean average of 7.23).

4,1.2.2 A comparison of the OP delayed posttest scores
A series of independent r-tests were run to compare mean scores of

participants” cral production on the level of accuracy, complexity and fluency in the
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‘delayed posttest between FonMF and FonM group. Table 4.4 shows the comparison

‘of mean scores on accuracy, complexity and luency.

Fable 4.4 The comparison of the OP delayed posttest on level of accuracy,

complexity and fluency

Variable Group Mean sD t df Sig. (2-tailed)
-Accuracy ForMF 5.53 1.43
12.48  37.55 000F*=
FonM 2.03 56
Complexity FonMF 9.87 1.23
16.53 54.84 000***
FonM 5.07 98
Fluency FonMF 46.32 14.8¢
_ 425 37.23 .000%
{Rate A) FonM 33.99 5.66
(Rate B) FonMF 41,24 13.65
' 4.05 38.24 000**#
FonM 3037 5.52

#x% < (0,001

As presented in Table 4.4, the analyses shows that a significant difference (¢ =

.12.48, p = .000) was found between the FonMF and the FonM group in the OP

delayed posttest in the level of accuracy. It revealed significant gains for the FonMF

group (with a mean average of 5.53) than the FenM group (with a mean average of

2.03) in participants’ accuracy of the oral production.

Similarly, it found a significant difference (1

= 16.53, p = .000) between the

FonMF and the FenM group in the level of complexity. It suggested that the FonMF

group outperformed (with a mean average of 9.87) than the FonM group (with a mean



dverage of 5.07) in the complexity of the oral production.

Likewise, the significant difference (Rate A: ¢ = 4.25, p = .000; Rate B: ¢ = 4,05,
p = .000) was found between FonMF and FonM group on the level of fluency. It
indicates an importan: difference for the FonMF treatment (with mean averages of
4632 4]1.24) compared to the FonM treatment (with mean averages of 33.99, 30.37).

As an example, the following table is an excerpt of transcriptions of a
participant’s oral production in the OP pretest and the OP posttest in each treatment.
ff[able 4.5 The example of excerpts of the participants’ oral production in the

OP pretest and the OP posttest of the two treatments

Tests FonMF FonM

P& My name Zhou Linxi. My, Eh..1 | P20 My name Wang Zili, My, eh..J um
um like football, I like dog...She, eh.. | like football. I.. fast.She...eh.. play

lay... PingPong.
Pretest Py grene
Time, 58" Time: 17047
B6: [am Zhou Linxi. I am nine, I P3: Tam Wang Zili. I en... I like
am is ugly. 1 like dog. She is Hua Jootball. I ek ten, 1. fast. She...shy.
Chengly. She is nine. She is o He.she.He he...a small, ER....he smart.
Posttest

beautiful. She is Zhang Siyu. She Is
nine. She is ugly.

Time: ['04" Time: 1'07"

4.2 Results for Research Question 2
In response to Research Question 2 “What are Chinese EFL learners’ perceptions
towards the effectivencss of the two types of treatments on the grammatical

knowledge gains of the copular be (is, am, are) and their ability to use the copula be in
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“the oral performance”, the results of the questionnaires from two groups are presented
in two ways: (1) the perceptions towards grammatical knowledge gains about the
copula be, (2) the perceptions towards the ability to use the copula &e in the oral
‘performance.

The perceptions of the participants are presented in the form of graphs first, and
‘then some cxcerpts of the representative comments from the interview are presented
to explain and support the quantifative resulis.

4.2.1 The results of the participants’ perceptions towards the FonMF

treatment

4.2.1.1 Perceptions of the participants under the FonMFE treatment

regarding to the grammatical knowledge gains about the copula be

Participants’ information about their perceptions towsrds the
grammatical knowledge gains of the copula be have been summarized according to
the three main questions concerning three aspects: (1) perceptual noticing of the
copula be, (2) noticing of functions of the copula be, and (3) understanding of the
copula be. The results are presented below according to the each of the three
questions,

Question 1 Do you notice the colored and bolded words (am, is, are)?

This first question regards the participants’ perceptions of the copula be that were
typographically enhanced. Whether the participants noticed these typographicaily

enhanced words (am, is, are) and how they felt about them. The results are presented
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below (see Figure 4.1),

Q1
T 1
: 100% |
100% £ « _
L 801):
o B0% e el
| : 0%
. 0% !
YES NO

Figure. 4.1 FonMF participants’ feedback on the perceptual noticing of the
copula be
Note; Q1 = Question 1

As shown in Figure 4.1, all the participants under the FonMF treatment (100%)
respond Yes, which means that they noticed the copula be that were typographically
enhanced.

Qualitatively, 25 participants among 30 who respond Yes commented that they
noticed the colored and bolded words (am, is, are) while they were reading the
passage, and the other 5 participants commented that they noticed these enhanced be
before the reading, and they also noticed the verb while reading. The following
excerpts of comments from interviews illustrate a representation of the partictpants’

perceptions about the textual enhancement.

P5:

I found the tavgel form (am, is, are) look different from
the other words, and they appear many times, so I get
impressed by these words.
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P7:

These words are very obvious. They look different.
I think they must be important, so I have g special
impression on them.

These verbal reports suggest that the textual enhancement was successful in
drawing participants’ perceptual noticing to the copula be.

Question 2 Do these activities help you notice the words (am, is, are)?

This second question regards whether the participants under the FonMF treatment

-noticed how the copula be function. The results are presented below (see Figure 4.2).

t Qz
100% —40%

30% -

B0% Do
Loa0% =

20%

0 2
YES NG

Figure 4.2 FouMF participants’ feedback on the noticing of functions of the
copula be
Note: Q 2= Question 2
As displayed in Figure 4.2, 90% of the participants respond Yes, while 10% respond
No on Question 2. That is, 90% of the participants thought that they noticed how the copula
be work through the consciousness-raising activities, while 10% participanis did not.
Additional information was found in the interviews. The fdollowing excerpts of
comments illustrate a representation of participants’ perceptions concerned with this

question.
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Yes:
Pé&:
I can notice the functions of the words ‘am, is, are’
by following the activities.

P28:
I notice the functions of the words, following each
activity, but I cannot remember all of them,

No:

Pi2:

Actually, I notice the functions of the targel verbs, but

I can not remember all of them, so I choose No.

P13

I think there are too many activities that I cannet remember
them well, so I choose No.

¥zl
There are too many activities. I do not pay altention o

the copula be. I think more ¢bout nouns, adjectives and
words before and after the copula be.

The three comments made by the participants who respond Ne illustrate that they
actually noticed the features of the copula be, but they did not correctly understand
the question. Hence, they gave No responses to the question,

The comments suggest that the consciousness-raising activities are effective in
inducing participants to be aware of the features of the copula be.

Question 3 Do these activities help you uwnderstand how the copula be (am,
is, are) are used?

This third question regards whether the participants under the FonMF treatment

understood how the copula be function, The results are presented below (see Figure 4.3).
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0%
30%  friwe
0 I S N =i
20% i 13% i t
YES NO :
|

‘-'Figure 4.3 FonMF participants’ feedback on the understanding of the
copula be
i_Nme: Q 3 =Question 3

As shown in Figure 4.3, 87% of the participants respond Yes and 13% respond
u_’__Vo in response to Question 3.

The comments from the participants provide more information to help interpret
the quantitative results. Of those who responded Yes, 87% gave correct examples to
.d-emonstrate their understanding of the target verbs in the interviews. It is interesting
that 13% of the participants who responded No commented that they understood the
target verbs to some degree. The reason why they chose No was that they were not
sure whether they totally understood the copula be. The following excemts arc

representative remarks to show participants’ affirmative and negative attitudes,

Yes:

Po:

I can do the activities. I think it is not difficull.

I can follow the Instructions. I can understand from

the answer key, even If I made wrong answers for

some of activities. Following the activities, I understood
how the targel verbs are used.
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P3:
[know how toe do each activity and 1 find how
am/ is/ qre work through these activities.

Ne:

P4:

I cannot understand some activities, sucht as, the
activity that asked us fo distinguish the words afrer
am/is/are into rtwo groups. I can not undevstand what
the pown or the adjective is. But I think I understand
more affer I read the answer fey.

P12:

Actually, [ understand some activities, such as,
finding the words qfter am/dis/are, but | feel a little
difficult in distinguishing them. I think I cannot
distinguish nouns apd adiectives other than in the

exercises. | understand the use of am/is/are, but [ am
not very sure if my understanding s vight.

These comments suggested that the participanis who respond No do not mean
they do not understand the copula be. Actually, their remarks reveal that they have a
cautious attitude to the question. They interpreted the question as asking if they totally
mastered the concept of nouns and adjectives.

The interview data suggest that the consciousness-raising activities are effective
in helping the participants understand the copula be.

4.2.1.2 Perceptions of the participants under the FonMF

freatment regarding to the abilify to use the copula be

Participants’ information about their perceptions towards their ability to
use the copula be under the FonMF treatment have been summarized according o the

two main questions concerning two aspects: (1) noticing the use of the copula be, and
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;(_g)-f how to use the copuia be. The results are presented below according to the each of
the two questions,

':Question 4 Do you natice the use of the verb “am”, “is” and “are” when
‘you are giving an oral performance?

“This fourth question regards whether the participants under the FonMF treatment
noticed the use of the copula be when they are giving an oral performance. The results

are presented below (see Figure 4.4).

Q4
!

130% 1

403 .
. ol " 1 '
a0% F ~ Ba
o '

20%  Emm e
0?’, o i | B - . J i

YES N0

—

Figure 4.4 FonMF participants’ feedback on the notice the use of the copula be
Note: Q@ 4 = Question 4

As shown in Figure 4.4, 90% of the participants respond Yes and 10% respon No
on Question 4,

Qualitatively, 90% of participants in the FonMF treatment commented they
thought about the words in Chinese first. Then they connected these words to the
sentences. The 10% who reported the reason why they did not notice the use of the
target verbs said they were in a hurry, They did not think too mauch about the sentence

structures, They paid more attention to the content. The following excerpts illusirate



139

representations of the participants’ perceptions of the use of the copula be while

preparing for the oral production test.

Yes:

P4:

First, I think abowt my rame. my friends 'names,
and the words about appearance and characler

in Chinese. then I connected these words into
sentences. [ noticed the use of am/is/ure, because
I practiced a lot about these words in the activities,

Po:

I followed the instruction. Then [ think abont the
words that I need 10 use in Chinese. I translated them
into English, At last, I connect these words, [ naticed
the use of am/is/ure, because [lnow when I introduced
people, I need to use them.

Not
PiT:
Twas in a hurry 1 forgot. But now [ remembered
I should use them,
P22:
I thought about how I should introduce myself and

my friends in Chinese. When I translated them into
English, I thought more on these words, I forgot,

The interview data show that a majority of the participants noticed the use the copula
be while preparing for the oral production test, Although a few participants gave negative
responses stating that they did not notice the use of the copula be, but it was found that they
still had some awareness of the copula be. This suggested that the FonMF treatment is

effective in triggering the participants to use the copula be in the oral performance.
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Question 5 Can you use the verb “am”, “is”, and “are” to tell about
jyour;self and your friends?

:;l‘his fifth question regards whether the participants under the FonMF treatment
};ge_\_& how to use the copula be to tell about themselves and their friends, The results

are presented below (see Figure 4.5).

120% =
190%
80%
60%
40%
20%
0%

tEa3

TR

VES NO

Figure 4.5 FonMY participants’ feedback on the use of the copula be
Nc:tc: Q 5= Question 3

As displayed in Figure 4.5, all the 30 participants affirmatively respond Yes. In
the interviews, all of them could use the copula &e to tell about themselves and their
friends. They could give examples in the interviews to demonstratc the mastery of the

target verbs. The following excerpts demonstrate representative perceptions of their

capability of using the conula be.
Yes:
P10:
I could use am/is/are w iell about me and my friends,

Pi4:
I think it is easier to tell, just following the way that
the reading passages leach me.
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Based on the interview data, it is found that 21l of them could correctly tell about
themselves in name, appearance, character and the like they learned under the FonMF
treatment. It indicates that the FonMF treatment has a role in facilitating the
participants’ use of the copula be.

4.2.1.3 Summary

Te summarize, where the FonMF treatment was used, all the
participants reported that they noticed the copula e by the textual enhancement. A
majority of the participants (90%) noticed the features of the copula be through the
consciousness-raising activity. Although a minority of the participants (10%) responds
No on this question, their comments demonstrated that they noticed the features. As to
whether the consciousness-raising activity help them understanding the copula be, a
majority of the participants (87%) responded positively, while a minority of the
participants (13%) responded negatively. The minority of the participants were not
clear about some of the consciousness-raising activities, such as distinguishing the
adjectives and the nouns. Regarding the ability of the use of the copula be, a larger
number of the participants (90%) could apply the copula be in the oral production test,
‘_Whi]e a smatler part of the participants (10%) could not do it very well, because they

focused more attention on the content.
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4.2.2 The results of the participants’ perceptions towards the FonM
treatment
4.2.2.1 Perceptions of the participants under the FonM treatment
regarding to the grammatical knowledge gains about the copula be
Participants’ information about their perceptions towards the
grammatical knowledge gains of the copula be under the FonM treatment have been
summarized according to the three similar questions to those of FonMF treatment
_éo‘_nccrning threc aspects: (1) perceptual noticicg of the copula be, (2} noticing of
'ﬁ"lhctions of the copula be, and (3} understanding of the copula be. The results are
presented below according to the each of the three questions.
Question 1 Do you notice the verb am, is, are) while you were reading the passage?
This first question regards whether the participants under the FonM treatment
noticed the copula be (am, is, are) that were not typographically enhanced in the

reading passages. The results are presented below (see Figure 4.6).

Q1

H00% e W
60% [
JO

20%
0%

YES NO

Figure 4.6 FonM participants’ fecdback on the perceptual noticing of the copula be

Note: Q 1 = Question -
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As shown in Figure 4.6, 10% of the participants respond Yes and 90% respond

No..The result demonstrates that only 2 out of the 30 participants in the FonM group

vigually noticed the copula be while they were reading the passages.

Qualitatively, two participants who thought they noticed the copula be while they

were reading, reported that they had some impression about the copula be, but they

did not pay much attention to them. The other 28 participants reported they did not

notice the copula be. That they just read for the content is evidenced by their

comments.

Yes:

P5:

I found these verbs uppeared many times. But I did not
think seriously about them. I think more aboul the conteni
in the passage.

P26

I have a little impression of these words (am, Is,
are) after reading the pussage. But [ do not pay
afiention.

No:

F3:

I just read the passage for the content. I de not notice
the verb (am, is, are). [ don t think gbout ir. I want fo
fnew what happened in the passage.

Pl4:
Iread and I think if I understand the meaning of the sentence,

The interview data suggest that the plain passage, without the visual saliency, did

not draw participants’ attention to the copula be.



144

(13

Question 2 Do you notice the verb “am”, “is”, “are” when you are
memorizing the content of the passage?
This second question regards whether the participants noticed the copula be (am,

is; are) when were memorizing the content of the passage. The results are presented

below (see Figure 4.7).

0%
60%
S0%
40%
0%
0%
10%

0%

YES N0

Figure 4.7 FonM participants’ feedback on the noticing of the copula be in the
memorizing activity

Note: Q 2= Question 2

As shown in Figure 4.7, 40% of the participants respond Yes and 60% of the
l'participants respond No, It indicated that a small number of the participants thought
'they noticed the copula be while they were memorizing the content of the passages,
whereas a larger number of the participants did not notice the copula be while
memorizing the passage. This is evidenced by the participants’ reports m the
interviews. However, there are new insights to interpret these results. ...SIIQIT.I&.:

representative comments are included below to illustrate the participants’ perceptibn_s

in this regard.



Yes:
Ps:

Tthink I notice them, because I tried to memorize each wond.

P26:

I have an impression of these words. I read each word and I
recite each word.

No:

P1:

I do nor pay wch attention to it I iried 10 memorize the

people s name and his characreristics and everything

abaut him,

P29:

I do not notice them, because you ask me to memorize as

much information as pussible. So I recite the information
by the content. I do not recite word by word,

The comments from the participants who respond Yes show that they noticed the
copula be because they recited each word of the sentences, It appears that learners
noticed the copula be in an unconscious way. They remembered the whole sentence as
a cohesive whole.

Question 3 Do you understand the meaning of the verb (am, is, are)?

This third question regards whether the participants under the FonM treatment
understood the meaning of the copula de (am, is, are). The results are presented below

{(see Figure 4.8).
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100%
B0%
EO%
40%
209, e

0%

BTH

Figure 4.8 FonM participants’ feedback on the understanding of the copula be
Note: Q3= Question 3

As shown in Figute 4.8, 13% of the participants in the respond Yes, while 87%
respond No. The result shows that a few participants thought they understood the copula e,
‘while large numnbers of the participarts did not think they understood the copula be.

Interestingly, the reperts from the 13% who responded that they understood the
_copula be in the interviews provide some insights worth considering. When they were
further asked to tell the mecaning of the copula be, they did not give the nght
understanding of the copula be. Their understanding ot the meaning of the copula be
was based on the liberal translation of the sentence. They translated the copula be in
corresponding to 2 comparable Chinese sentence. The following excerpts show how

they understand the meaning of the copula be.

Yes:

P3:

I knew the meaning of target verbs. I knew it because

I knew the meaning of the whole sentence, so I can guess
the meaning from the sentence. ‘am’in the “[ am happy”
means ‘very'
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(in Chinese ‘very’ is translated as “hen’. However, this
verbal translation s not a correst understanding of *am’)

P1l:
“f am  Charlie Brown ™, ‘am’ means jiao’,

Wo  jiao Charlie Brown",

(in Chinese, ‘jiao’ means ‘call’. Still this is the verbel
translation)

No:
P1:
1 am not sure the meaning of the target verbs, although
I know the meaning of the whole sentence, Actually, I even
do not pay an attention to the meaning of the words am/is/are.
P24:

I don’t care about the meaning of the words am/is/are, I
can guess the meaning of the sentence.

4.2.2.2 Perceptions of the participants under the FonM treatment
regarding to the ability to use the copula be
Participants’ information about their perceptions towards their ability to
use the copula be under the FonM treatment have been summarized according 1o the
same two main questions as those of the FonMF treatment concerning two aspects: (1)
noticing the use of the copula be, and (2) how to use the copula be. The results are
presented below according to the each of the two questions.
Question 4 Do vou notice use the verb “am™”, “is” and “are” when yvou are
giving an oral performance?
This fourth question regards whether the participants under the FonM treatment
noticed the use of the copula be (am, is, ar¢) when they were giving an oral

performance. The results arc presented below (see Figure 4.9).
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Q4

g 04

"Figure 4.9 FonM participants’ feedback on the notice the use of the copula be
Note: Q) 4 = Question 4

As shown in Figure 4.9, 10% of the participants in the FonM treatment respond
Yes and 90% respond No. That 1s, a few participants thought they noticed the use of
the copula be while preparing for the oral test, whereas a large number of participants
-did not think they noticed the use of the copula be.

However, the few participants who responded Yes remarked that they did not pay
j_speci_al attention to the use of the copula be, but they had recited the reading passages
.so that they produced the copula be in the oral production test correctly. It suggests
that they may use the cepula be because they memorized the whole sentence and they
recited the content of the passages. As to the participants who responded No, they
commented that they were thinking about the sentences in Chinese first, then
translated the sentences inte English. They did not think of the use of the copula be. It

15 evidenced in their reports in the following representative comments,

Yes:

Ps:

I think about the words that I need first, then I
translated them inro English, [ connect these
words. I jollow the model of the reading passages.
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PZ6:
I have recited the reading passages. So I just change
some words to describe myself and my friends.

No:

Pi:

I think about the words that I need o say. I try to ranslate
my Chinese into English,

P24;

I think about my character, my hobby and many things
about me and my friends. Then I iranslate them into English.

From the interview data, it suggests that the participanis under the FonM
treatment directed their focus on the meaning instead of the form. However, for the
participants who reported that they noticed the use of the form, it may be attributed to

their better learning strategy and higher capability for leamning,

Question 5 Can you use the verb “am”, “is”, and “are” to tell about
Y 3

yourself and your friends?

This fifth question regards whether the participants under the FonM treatment
could use the copula be (am, is, are) to tell about themselves and their friends. The

results are presented betow (see Figure 4.10).

YES b

| |
‘ J
Vo - : |
P 60% |
E 40% ol (DGl
| 20% j
o ;
| J
| j

Figure 4.10 FonM participants’ feedback on the use of the copula be

Note: Q 5 = Question 5
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As shown in Figure 4.10, 37% of the partivipants responded Yes, whereas 63%
résponded No. Tt demonstrates that a small number of the participants thought they
could use the copula be to tell about himself and his friends, whereas a larger part of
‘participants thought they could not use the copula be to do so.

It is also interestingly to note from the reports that the participants who
xesponded Yes when they were asked to give examples, they could not produce the
rigilt copula be sentences. It suggests they did not have the mastery of the copula be.
The following are representative excerpts produced by the participants who thought

they could use the copula be to introduce themselves and their friends.

Yes:
Ps:
Iis Tom. [ a student. He are I friend. We am happy.

P28:
LisJerry Ihappy. I a student, 1 ave ten years old.

From the interview data, it is apparent that the participants who thought they
could use the copula be did not focus on the form of the copula be, they merely
thought of the meaning,

4.2.2.3 Summary

In sum, for the FonM treatment, a majority of the participants (90%) did
not notice the features of the copula be while they are reading. Although a minonity of
the participants (10%) responded that they noticed the copula be while reading, 1t was
discovered in their comments that they had only a slight impression of the copula be.

Furthermore, as to the question whether they noticed the copula be in the memorizing
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_activity, a larger number of the participants (60%) responded negatively, while a
-smaller number of the participants (40%) responded positively, The comments from
those who responded positively showed the recason why they noticed the copula be
during memorizing the reading passage is that they recited each word of the sentences.
Concerning the questior whether they understand the meaning of the copula be, a
minority of the participants (13%) thought they did. However, their reports revealed
that their understanding was not correct. A majority of the participants reported that
they did not understand the meaning of the copula be.

Regarding the ability to use the copula be correctly, a majority of the participants
responded that they could not. A minonty of the participants {10%) thought they could
use the copula be. However, it was found that they could not use the target fonm
correctly. It appears that they did not have the correct recognition or ability to use the

copula be.



CHAPTER 5
DISCUSSIONS

:fIn_tmduction

This chapter discusses the results presented in the previous chapter based upon
the existing literature and the theoretical framework of the experimental treatment.
Three major findings have been made in the present study. First, a comparatively
strong, positive immediate effect of the FonMF treatment was demonstrated,
Although the FonM group also experienced a gain in the copula be, the increase was
significantly smaller than gains obtained by the FonMF groups. The second outcome
of the experiment was that the FonMF proup demonstated a retained gain in the
copula be, while the FonM group did not show the significant performance with it.
Third, the importance and effectiveness of the input enhancement and the
consciousness-raising activities appear to be the causative variables for the significant

gains obtained by the FonMF group.

5.1 The immediate effects of the FonMF vs. the FonM treatment

The results of the rtests (Table 4.1 — Table 4.4), presented in Chapter 4,
reveaied that the participants in the FonMF group, who received focus on meaning
and form treatment, achieved significantly higher scores in the grammatical

knowledge and the oral production postiest and the delayed posttest than the
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:_participams in the FonM group, who merely received focus on meaning treatment.
This finding indicated that the FonMF treatment had positive immediate effects on the
participants’ gains in the grammatical knowledge of the copula be and the ability of
using the copula be.

5.1.1 The effects of the FonMF vs, the FonM treatment on the grammatical

knowledge gains

In the grammatical knowledge postiest, the FonMF group gained a significantly
‘higher mean score of 14.93 (full score = 20) than did the FonM group, whose mean
‘score was only 7.47 (full score = 20). This indicated that the participants under the
FonMF treatment had a better mastery of the grammatical knowledge about the
‘copula be than did the participants under the FonM treatment.

A number of reasons could be attributed for this difference. First, with or without
the visual cues (copula be were bolded and colored) presented in the reading texts
may contribute to the difference. These visual cues consistently and directly served to
make the target form, copula be, particularly salient to the participants. The
participants’ attention in the FonMF treatment was explicitly drawn to the formal
properties of the copula be, which was evidenced in the data of interview from
perceptions of the participants (see Section 4.2.1); whereas the paxticiiaaﬁts in the
FonM treatment did not receive any help of visual saliency of the copula be, and their
attention was drawn to the copula be only to the extent that they were pfovided with

an artificially high frequency within the reading text containing the copula be, It was
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indicated that only a few of the participanis’ attention was drawn to the copula be (see
Section 4.2.2). Based on the significantly improved performance in the grammatical
knowledge test, it is evidenced that perceptual saliency was key to the effectiveness of
‘the FonMF treatment.

Second, the participants in the FonMF treatment additionally received a much
higher level of neticing through consciousness-raising activities on the features of the
‘copula be than was the casc in the FonM treatment, That is, the participants in the
FonMF treatment were guided to discover the functional and semantic connections of
the copula be, whercas no explicit techniques were applied to draw the participants’
aftention to the properties of the copula be in the FonM treatment. Given that the
FonMF participants made significant gains in the copula be grammatical knowledge,
the participants appeared to have benefited from the consciousness-raising activities.
This finding was also supported by the data from interviews to the participants about
their perceptions of the consciousness-raising activities (see more details in Section
4.2). As to the FonM treatment, the small gains in the copula be seemed to be due to
the participants’ exposure to the copula be frequently used in the reading texts and the
further focus on meaning activities (memorizing the content of the reading passages),
based on the data in the interviews from the participants’ perceptions of the FonM
treatment. It was reported by some participants that they have noticed the copula be
by the frequency of the copula be in the reading passages, and they had some

impression of the copula be when they were memorizing the content of the passages.
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However, the more evidence can only be determined in a future study which would
include a control group.

These findings are supported by claims in the SLA literature that “noticing” the
features of the target language is essential to second language acquisition.

%,1.2 The effects of the FonMF vs, the FonM treatment on the oral

performance

In the oral production posttest, FonMF group gained a significantly higher mean
score than did the FonM group in accuracy (7.60 vs. 2.20), complexity (12.20 vs. 5.47)
and fluency (Rate A: 51.74 vs. 34.23; Rate B: 47.25 vs. 30.12). The results suggested
ihat the participants under the FonMF treatment had a better internalization of the
copula be than did the participants under the FonM treatment.

With respeet to the level of accuracy, the FonMF group produced an average of
7.6 correct sentences (mean = 7.6) containing the copula be (be + nouns and be +
adjectives) in the oral production posttest, compared with the FonM group who
produced an average of 2.2 (mean = 2.2) correct target structures.

The results of the oral production posttests showed that the FonMF treatment
strongly affected the accuracy of the participants’ oral performance, whereas the FonM
treatment did not. Majority of the participants in the FonMF treatment like the participant

No, 12 could produce the target structures correctly as the following example:

1 am Wang Zivin. I am ten. I am a student. I am shy. She is Sun Ke.
She is good friend, She is ten. She is beautiful. He s Li Harn. He is ten.
e iy sirong. We are good friend.
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Participant No. 12 correctly produced the target structures (be + noun and be +
adjective) which indicated that they had the ability of applying these structures into
their oral performance.

In contrast, the majority of the participants in the FonM freatment like
participant No.7 produced less grammatically accurate target structures than the
FonMF group as shown in the following example:

IFam Tan Xi. I ten, I a student, I tall. She Lin Jia, She I good friend.
She ten. He Zhang Zhi, He ten, He good. We happy.,

Participant No. 7 in the FonM treatment produced a number of utterances which
indicated that he had not yet acquired the knowledge of the copuia be.

There are some possible reasons contributing to the different effects. First, the
FonMF participants’ notice was frequently drawn to the copula be. Such notice included
not only the perceptual noticing, but also the degper noticing of the function of the copula
be. It was further evidenced that the participants in the interview reported that they had
not only noticed the form of copula be through the visual input enhancement, but also
noticed the functions of the copula be through the consciousness-raising activities. It
indicated that such notice encouraged the participanis to take notice of the use of the
copula be while they were preparing for the oral production.

Second, the majority of participants in the FonMF treatment were clear about the
functions and meaning of the copula be, which effectively influenced the FonMF

participants in producing the target structures more accurately.
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With respect to the level of complexity, the results revealed that the FonMF
group achieved significantly higher scores than the FonM group, that is, the
participants in this group produced more copula be sentences than did the FonM
;gmup. Wendel (1997) has suggested that language complexity can be viewed as a
.peniera mdex of language use, since it involves the linguistic means needed to
;'cocrdinate and/or subordinate ideas. If it is true, it can be expected that the
‘-fo';tus-on-form treatment plays a role in enhancing complexity. Because on the
‘example of the production of No.12, it was found that most of the participants in the
gFonMF treatment could produce varieties of target copula be sentences. I appeurs that
._the consciousness-raising activities provided guidance for the participants to organize
their utterances. In the consciousness-raising activities, the participants were required
f._to discover how the copula be functioned. The participants learned that when a person
tells his name and age, and describes his appearance, character and status. The
participants could applied these into their oral production. Further evidence to support
Wendel’s (1997) claim comes from the comments from the interviews, which revealed
that 27 out of 30 participants reported that they learned how to introduce a person
after the FonMF treatment. This indicated that the consciousness-raising activities
also had an effect in improving the participants’ complexity.
In contrast, 27 out of 30 participants in the FonM group reported that they
prepared for the oral performance by first thinking about their real friends and

organize the descriptions in Chinese, and then franslated the Chinese meaning into
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‘English. Consequently, the results showed that they could not find out the linguistic
'means {o encode their meanings duc to their quite low 1.2 linguistic knowledge. It
implied that meaning-oriented treatment did not induce the necessary complexity of
Janguage at the starting level of the participants.

With respect to the level of fluency, the results showed that the participants of the
FonMF group were mere fluent than the FonM group. With a close examination of
their oral performance, it was found that there were less pauses and repetition than the
performance by the PonM group. The participants in the FonMF group showed more
confidence and produced more organized sentences than did the FonM group. The
FonM group spoke in a less structured way, as demonstrated by many pauses when
they felt doubtful and had difficulty in encoding their meaning.

The reason may be that after the FonMF treatment, the participants have a clearer
understanding of how fo introduce a person (i.e. to tell name, age, appearance,
‘character, status), so they could speak more fluently, whereas the participants of the
FonM attempted to express their Chinese language thought process with their limited
English framework.

5.1.3 Summary of the immediate effects of the FonMF vs. FonM

In sum, the FonMF treatinent has an immediate positive effect not only on L2
participants’ gains of explicit knowledge of the copula be but also on their applying
the copula be in the oral production, whereas the FonM treatment failed to show the

effectiveness on the participants’ gains of explicit knowledge as well as the applying
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of the copula be in the oral production. It was further assumed that focus on form
(FonMF) may facilitate the oral performance not only in accuracy, but also in
complexity and fluency. The results indicated the visual input enhancement and
consciousness-raising activities contribute to the improvement of the copuia be ability.
It-lends support to the Noticing Hypothesis {(Schmidt, 1990) that noticing is essential

to-second language acquisition,

::_5_;2 The retention effects of the FonMF vs. the FonM treatment

In the delayed posttest, although there was a decrease in both the FonMF and the
FonM groups (when compared with the posttest), the FonMF group still obtained
‘greater significant difference than the FonM group in the grammatical knowledge test
‘and the oral production test on the level of accuracy, complexity and fluency (see the
results presented in 4. ). The results suggest that the FonMF treatment has a posttive
_:rctcntion effect on the participants’ gains in the grammatical knowledge about copula
be and the ability to use the copula be.

5.2.1 The retention effects of the FonMF vs. the FonM treatment on the

grammatical knowledge gains

In the grammatical knowledge test, the participants in the FoMF treatment still
retained much of knowledge about the copula be. After examination the multiple
choices the FonMF participants made in the grammatical knowledge delayed posttest,
the results showed that the FonMF participants mostly chose the correct target

structures (i.e. the agreement of be and the subject, be + noun, be + adjective),
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especially for the structure ‘be + adjective’ that most participants in the FonM
treatment chose the choice of ‘subject + adjective’, It indicates that the FonMF
treatment may be the main factor in the participants’ retention of the grammatical
knowledge. As for the FonM participants, they hardly reflect the knowledge of the
copula be they received during the treatment as reflected in the multiple choice
::eyaluation, They were confusion in the agreement of be and the subject, omission of
be between the subject and the adjective, both of which indicate that the FonM
participants were still meaning-directed and lacked knowledge about the copula be
after the FonM treatment,

This finding concurs with those of Day and Shapson (1991), Spada and Lightbown
(1993) and Radwan (2005) in regard with the retention effect obtained from the explicit
leaming, With regar¢ to the present study, the visval input enhancement and the
consciousness-raising activities appeared to contribute to the retention effects.

First, the finding relates to the issue of noticing, The FonMF participants were
provided with the visual input enhancement to raise awareness of the form-function
relations on the target structures and with opportunities to produce them in
meaningful contexts. It can be assumed that repetitive conirivances t0 make learners
notice the feature during language use would facilitate learning, It follows Schimidt
(1990) that the more a target structure is encountered and noticed, the more it will be
learned. As to the FonM participants, they only received the meaning-oriented
activities and it seems that mere exposure of meaning and frequent of target structures

could not lead to the participants’ gains in the proper use of the copula be.
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Second, it relates to the participants’ comprehending of the target structure at a
semantic and a syntactic level, In the FonMF treatment, the consciousness-raising
activities encouraged the participants to find the features of the copula be, meaning
and function of the copula be. Therefore, it might be assumed that the learning gains
‘based on the comprehension of semantic meaning and syntactic meaning of the target
structure are more stable in the long term than learning gains based on mere
comprehension of semantic meaning of the target structure by the task.

5.2.2 The retention effccts of the FonMF vs. the FonM treatment on the oral

performance

In the oral production delayed posttest, both the FonMF and the FonM group
displayed a decrease on each level of accuracy, complexity and fluency. The decrease
__in the delaved posttest is a natural process during the L2 learning. Howecver, it is
worth noting that the FonMF group still obtained a significantly higher mean score
than the FonM group on each level of accuracy, complexity, and fluency (see the
results presented in Table 4.4), which suggested that the FonMF treatment had a
comparatively better effect than the FonM treatment on developing participants’
ability to use the copula be.

The majority of the participants’ in the FonMF treatment had not forgotten all of
what they have learned. For the level of accuracy, it revealed that the participanis
could remember most of the features of the copula be that they had learned (i.e. they

did not forget the agreement of the subject and the copula be; they did not forget to
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add the copula be to connect the subject and the adjective). For the level of
(;pmplexity, they did not produce as many target sentences as the posttests. One of the
reasons may be that they thought they had done it before and they felt bored to do it
_égain. What they wanted was to finish the task as soon as possible. It mainly resulted
in the decrease in the amount of the target sentences. For the level of fluency, there
appeared more repetition and reformulation in their oral performance. However, the
;’epetition and reformulation reflected that the participants arc aware of the form, for
example, some participants first produced “I tall” and immediately reformulated as “1
am tall”. It indicated that they were conscious about the form. Generally, the delayed
results of the oral production demonstrated that the visual enhanced input and the
consciousness-raising activities are the causative variables for the positive retention
effects on the FonMF group.

In contrast, for the level of accuracy, the majority ot the participants in the FonM
treatment rarely produced the sentences with the copula be. They produced sentences
based on the Chinese meaning in their mind, which may indicate that they have
forgotten the copula be that they have learned. For the level of complexity, they did
not show that they used many target-like sentences, It may suggest that they forget
some content words which are used to express the meaning. With respect to the level
of fluency, it 1s assumed that they produced more sentences based on Chinese thinking
and as a result, they could hardly express themselves, The results of the delayed oral
performance indicated that the meaning-oriented treatment is not effective in the

participants’ retaining of the accuracy as well as compiexity and fluency.
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5,2.3 Summary of the retention effects of the FonMF vs. the FonM
treatment

To summarize, the FonMF treatment showed retention effects on the participants’

]e_aming of the copula be both in the grammatical knowledge and the ability to use the

«copula be, while the FonM treatment failed to show such sigmificant effects. The

v_ii:::s.ual input enhancement and the consciousness-raising activities are assumed {0 be

the causative variables for the positive acquisition and retention effects,

5.3 The theoretical framework of the FonMF treatment

In order to determine why the participants under the FonMF treatment improved
.;;:__igniﬁcantly better than did the participants under the FonM treatment, it is useful to
"éxamine the specific elements involved in the FonMF design. These specific elements
'._wc_re developed from the theoretical framework of SLA mode! by Gass (1597).

The approach to the presentation of muaterials for both treatment groups was
comprehension-based, that is, both groups were directed toward the goal of
understanding the reading passage well enough to be able to do some further activities.
As to the further processing activity, the FonMF treatment involved two
focus-on-form techniques: typographically cnhanced (copula be) reading passages and
consciousness-raising activities in an attempt to facilitate an improvement in raising
the participants’ noticing and awareness of how the copula be functioned, whereas the
FonM treatment intended to provide only meaning cxposure to English sentences

containing with the copula be without any efforts to draw the participants’ attention to
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the copula be. Thus, the different treatments results in the significant differences.

Given the significant differences between the two treatments, it could be
assumed that the significant effects of the FonMF treatment attributed to two
:p_ropcrties that were not involved in the FonM treatment: the visual input
‘enhancement (textual enhancement) and the consciousness-raising activities, which
would play important roles in facilitating the FonMF participants’ gains in the
. grammatical knowledge about the copula be and the ability to use the copula be. The
discussion will now move into a detailed accounting of these properties.

5.3.1 The effects of the textual enhancement in the input

Given that the FonMF group made the greater gains in the copula be and the
participants’ reports on the cffects of the textual enhancement (TE), the TE technique
appear to have facilitated the participants’ learning of the copula be. Some effects of
the TE are found in the present study.

First, TE has a faalitative effect of leading learners to netice the target form,
which concurs with the findings of Joudenais et al. (1995), Robinson (1997), White
(1998), Williams (1999) and Izumi (2003). The findings suggested an affirmative
answer to the noticing hypothesis that input which is perceived is potential material
for acquisition by L2 leamers (Schmidt, 1990).

It was found that the FonMF participants exposed to the enhanced texts
outperformed the FonM nparticipants who read unenhanced texts. Furthermore, the

results were supported by the qualitative data drawn from the questionnaires and
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jnterviews. All the quantitative data and qualitative data would provide some
justiﬁcation to the noticing effect of the TE. However, the present study did not
indicate that TE has an effect on the participants’ further L2 processing.

Second, another effect of the TE found in the present study is thet TE may
promote the participants to use the target form. This finding seems to run against that
of Williams (1999), who investigated the relationship of TE and memory. Williams
..found that TE had an effect on getting the participants to notice the target structures,
i:ut did not effectively lead the subjects to improve their early memory. However, due
5to many differences between two studies such as in the target form, the participants,
::the methodology, and the measurement, the two studies are difficult to compare. As to
the present study, the participants reported that they found the copula be presented in
the reading passage looked so obvious that they were impressed by these forms (am,
is, are). Therefore, they became aware of these forms (am, is, are) because they
thought it must be important. When they prepared for the oral production and during
the oral performance, they were awsre of using these forms (am, is, are). The
participants’ perceptions may indicate that TE has role in encouraging the participants
to use the copula be, which contributes to the participants’ gains of the copula be.
However, Williams (1999) pointed out that the highlighting of target form draws the
participants’ attention to specitic aspects of input, but the improvement of learning
outcome does not simply emerge out of early memory but long-term memory.

Therefore, the improved performance of the FonMF participants can not rule out the



166

effacts of the consciousness-raising activities,

Third, it was noteworthy that the positive effect of the TE on the participants’
cq%nprehension of meaning was found in the present study. This finding may run
ag:éinst the studies of Wong (2000) and Lee (2007), in which the TE was assumed to
ha;ve negative effects on learners’ comprebension of meaning. However, due to
differences between the present study and those studies (Wong, 2000; Lee, 2007) in
many ways, such as participants, research objects, research design and measurement,
it leads to the finding inconclusive. As to the present study, the positive effect of the
TE was found in the equal performance of FonMF participants in the reading
domprehension activities as of the FonM participants. This indicated that TE did not
bave a negative influence on the FonMF participants. The FonMF participants
understood the copula be structures as well as the FonM participants.

5.3.2 The cffects of consciousness-raising activities to the intake

Previous studies indicate that mere visual input enhancement is not enough for
the L.2 learners to process the input into intake and that more evidence of the research
is required to demonstrate how the participants process input into intake. The present
study attemptes to fill the discrepancy of the previous studies,

First, the C-R activities are effective in promoting 1.2 leamers’ awareness {(both
noticing and understanding), which is compatible with the results of Fotois.(1994),
Harley (1998), Naastua (2004), Walsh (2005) and Pica et al, (2006). On'b'n:c_:.hand,

the significant results obtained from the grammatical knowledge test and the oral
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production test suggested an affirmative answer to the effectiveness of the C-R
activities. On the other hand, the participants” comments showed the evidence that the
C-R activities enhanced the noticing more on how the copula be worked.

Second, it deserved noting that the C-R activities made particular grammatical
relationships easier to detect. From the participants’ comments, the majority of them
could tell how to introduce a person and from their superior oral performance, it
suggests that the C-R activities make the participants easily detect how the copula be
functioned.

Third, the C-R activities have the effects in helping the participants process the
input into intake, that is, to help the participants comprehend the copula be both at a
semantic and a syntactic level. The C-R activities were based on the framework of
SLA (Gass, 1997). In this model, it is hypothesized that comprehending an L2 at a
syntactic level is crucial in resulting in the input becomeing intake. Hence, if the
participants could perform significant gains after the treatment, it can be assumed that
the C-R activities did help participants comprehend input semantically and
syntactically. The evidence was found via the participants’ completion of C-R
activities, their testing scores, oral performance and their comments on the C-R
activities (see more details in 4.2).

The results provided positive evidence for the effectiveness of the C-R activities
put forward by Willis (1996), who proposed that each participant in doing the C-R

activities had to depend on his own intelligence to find out how the target structure
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‘work. The C-R activities in the present study consist of a series of steps: (1) to
.jdentify the words before (am, is, are) and after copula be (nouns and adjectives); (2)
to classify nouns and adjectives; (3) to build hypothesis (generalize about nouns and
_adjcctives) and (4) to explore cross-language (find when to use the copula be in
:Engh'sh}. Surprisingly and interestingly, they did not experience major problems with
_the activities, with the exception of Step 2 in the first treatment session, but it went
j‘fsmoothly in the later two sessions. It suggested that C-R activities were suitable for
"ii:he young participants, which challenges the claim made by Ellis (2003) that “C-R
activities may not be well-suited to young learners who view language as a tool for
‘doing’ rather than as an object for ‘studying’ (p.166). This finding was in line with
that of Harley (1998) who proposed that C-R tasks “have a lasting impact on the
second language proficiency of learners as young as 7 or 8 years age” (p. 156).

These steps of the C-R activitics addressed the aspects of noticing and awareness
proposed by Gass (1997}, Leow (1997), Robinson (1995), Schimidt (1993}, Tomlin
and Villa (1994), Gass (1997) and Schimidt (1993) neote that noticing played a role in
connecting processing of input to intake. Tomlin and Vilia (1994) proposed a model of
attention that consists of alertness, orientation, and detection. Alertness referred to
leamers’ readiness to select incoming data for further processing. The learners’
orientation directed them to particular parts of the data. Detection referred to the
registered data in short-term memory. This view of noticing and awareness was

expanded by Robinson (1995). He notes that noticing is in the process of awareness
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anid iearners encoded 1.2 through this process. Leow (1997) also addressed noticing in
this way. Hence, these rescarchers’ views are neatly summarized as in Pica et al,
_té:006, p.311), “noticing plays crucial role in holding on to L2 data in the short term
aI;ld in making the data available for further processing over the long term. Awareness
_;'eﬂects a deeper understanding of its form, function and meaning”.

Drawing from these perspectives, the process from Step (1) to Step (4)
:;iemonstrated a process of noticing in a growing degree. The different ways in which
{he activities drew the participants’ attention to the forms that encode word, phrase,
'%md sentence function and meaning have led to further distinctions among noticing an
.individual form, noticing a difference between forms and noticing the relationship
between a form and its function or meaning.

Step (1) reflected the claim that learners first notice the individual form, in which
learners needed to identify the words before and after the copula be. Step (2) and Step
(3) was a reaction to the claim that leamers notice a difference between forms, in
which the participants needed to sort out the similarities and differcnces of the
proponents about the copula be. Step (4) was responding to the claims that learners
notice the relationship between a form and its function or meaning, in which leamers
needed to verbalize the function and meaning of the copula be.

The participants’ comments lent support in the statistical results and the claims
made by these researchers mentioned above about the noticing and awareness. First,

when asked whether they noticed the copula be through the C-R activities, a majority
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bf the participants (80%) affirmatively responded to this question. It indicated that the
C-R activities effectively drew the participants’ attention to the features of the copula
be. Further, when asked about their perceptions of the activities, a majority of the
p'z_n'ticipants reported that the C-R activities were not difficult and they could follow
the instruction. With respect to each step of the C-R activities, 10% of the participants
're;ported they felt it difficult to distinguish the nouns and the adjectives. The reasons
'rr;_ight lie in that the learners held a high sensitiveness to the leaming item, as
indicated in the remarks that “I can understand the distinguishment of the nouns and
the adjectives in the passage, but I cannot distinguish the other new words”. The
cc;r_nments indicated that the participants were not able to generalize the knowledge
Ztﬁéy learned. This finding is in agreement with that of Harley (1998}, who found that
éthé young subjects in her study failed to generaltize the knowledge they acquired about
nﬁiun endings to new nouns that were unfamiliar to them, The reason might be that the
Eéﬁmers need further instraction about the system of the copula be.

For another, when asked whether they understood how the copula be function
through the C-R activities, a majority of the participants (87%) under the FonMF
freatment rcported positively to this question, compared with a minority of the
p’éﬂicipants (40%) in the FonM group (interestingly, 40% of the participants in the
FonM group reported they understood copula be, but they reported an incorrect
understanding of the copula be in the interviews), As for the remaining 13% participants

of the FonMF group who reported negative response to the question, it was found that
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'ﬂmy could tell some features of the copula be. The reason why they chose No was that
:'they just wanted to be 100% for sure of the features of the copula be. For instance, one
participant reported that “T think the activities are not difficult, and { knew how copula be
:is used after I finished doing them. .. knew copula be is used to say a person’s name,
career, status. .. to describe a person’s appearance, characteristics. ..”. Another participant
reported that “Doing the activities, I found how copula be is used”, for example, ‘am’ is
used only after I, ‘is” is used after ‘e, she...’, copula be is used to say something and
describe something...”. These verbal reports revealed thal the participants had been
aware of the features of the copula be through the C-R tasks. It also confirmed the
findings made by Robinson (1996) that awareness at the level of verbalizing rules led to
superior learning of a eomplex rule in the nmile-search condition.

On the other hand, the comments illusirated the claims made by Ellis {1993) that
C-R activities attempt to provide & leammer with an understanding of a particular
grammatical feature, because C-R task is learner-centered, with emphasis on learning
processes and strategies where the learners rely on their intellectual capacities and use
their cognitive modes to learn the most {mportant specific linguistic item. It is a
process that noticing is leading to awareness about the use of a language structure,
without necessarily using explicit rules or technical jargon to help leamners discover
the rules by themselves, As Ellis (2003) points out that, C-R task has proved to be
useful at an initial stage of acquisition, the stage of controlled processing, to trigger
the declarative knowledge, paving the way 1o the procedural knowledge gradually

when learners attend to content rather than form,
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Fourth, another effect of the C-R activities found in the present study is that C-R
can build a functional relationship between linguistic form and its associated meaning
representation. For the L1 native speakers, the relationship between linguistic form
and its associated meaning representation is computed automatically (Tomlin and
Villa, 1994), For example, when a native speaker encounters the sentence “He is
Snoopy”, he can automatically formulate an meaning representation that his name is
Snoopy. However, for the L2 leamers, according to Tomlin and Villa (1994), it is
essential to let them discern such a relationship in SLA.

In the C-R activities of the present study, the participants were asked to find out
the type of words before am and after am. Through comparison and classification, the
participants were encouraged to formulate the functional relationship among /, am and
Charlie Brown, 8 years old, student, etc. Finally, the participants got the form (am, is,
are) and the associated meaning mapped. Thus, they outperformed in the gains of the
grammatical knowledge about the copula be and the ability to use the copula be.

5.3.3 The effects of the reconstruction activity

The reconstruction activity in the FonMF and the FonM treatment aimed to
demonstrate the participants’ intake in short memory on the output, according to the
Gass’ model (1997). It is a process of developing L2 learners’ linguistic system.

Through the close scrutiny of the completion of the activity by the participants, it
was found that the participants under the FonMF treatment outperformed the
participants under the FonM treatment in completion of the activity. It indicated that

the prior focus on form techniques had a large impact on the quality of the
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pgrticipants’ output. Hence, the reconstruction activity appeared to be a necessary
proponent in helping the participants learn the knowledge and develop their ability of
the use of the copula be. On the other hand, the participants of the FonM group failed
_fo complete the activity better, which indicated that lack of a focus on form resulted in
:_:the failure in learning by the participants.

This finding is in agreement of the studies of Izumi (2002), Toth (2006) and
I.Morgan-Short and Harriet (2006) on the roles of the output. Jzumi {2002) examined
':the effects of the output and visual input enhancement on the acquisition of English
relativization by ESL adult learners. The results showed that the participants engaged
in output-input activities outperformed those exposed to the same input but without
the output activities, Toth (2006) investigated the role of output by comparing the
condition of processing instruction and communicative output. The results showed
that participants in the communicative output condition performed as well as the
participants who received the processing instruction condition. He suggesied that
output plays a facilitative role in acquisition as well as input. Finaily, Morgan-Short
and Harriet (2006) conducted a similar experiment as Toth (2006). The results
confirmed the previous finding that output has a facilitative role in acquisition.

The present study also confirmed the claims made by Swain (1985) about the
‘comprehensible output’. According to Swain, learners need to have opportunities to
produce target language output, especially to produce the ‘comprehensive output’,

otherwise learners may produce the output mindlessly. It conveyed the meaning to the
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participants while stretching their linguistic resources, which was further supported by

the participants’ comments on this activity. Most of participants made remarks similar

to “I have to spend more time to think about which word is to which picture, the

meaning of the sentence and how to write the sentence”. Hence, the reconstruction

activity in the present study could be qualified as a ‘comprehensive output’ since it

required learners to consider the meaning, form and function of the copula be.

5.4 Summary

In summary, regarding the first research question (concerned with the effects of

the FonMF and the FonM treatment) and the second research question in supporting

the first research question, the findings of the present study discussed above arc

summarized as follows:

(1)

@)

Generally, the importance of drawing learners’ attention to the target
form—copula be was demonstrated: the FonMF participants
outperformed the FonM participants both in the immediate gains and
the retention gains of the grammatical knowledge about the copula be
and the ability to use the copula be.

It was demonstrated that a range of techniques (the textual enhancement,
the consciousness-raising activities and the reconstruction activities)
focused the attention of the participants on the form and the meaning of

the copula be and contributed to the participants’ gains of the copula be.
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The textural enhancement served as visual saliency and was effective in
drawing learners’ attention to the to the target form—copula be. It was
also found that it promotes the participants to use the copula be and it
did not have a negative effects on comprehension.

The consciousness-raising activities were found effective in drawing the
participants’ “noticing” how the copula be functioned, helping the
participants comprehend the input semantically and syntactically,
facilitating the processing input to intake and in building a relationship
between linguistic form and associated meaning representation.

The reconstruction activity may serve as a pushed output. It appeared to
consolidate the participants’ language hypothesis and develop the

participants’ interlanguage system.



CHAPTER ¢
CONCLUSIONS

Introduction

This chapter consists of three parts. First, it concludes the discussion of the
"1fesults presented in Chapter Five. Second, it states the limitations related to the
;;éresent study. Third, the theoretical and pedagogical implications and

-recommendations for further research are presented.

61 Conclusions

An examination of historical influences and previous studies revealed that there
‘is a renewed interest in FonF SLA instruction since Long (1991) proposed the term
;focus on form. In recent years, FonF has gained considerable ground in second
.:.lzlanguage rescarch that supports the effects on L2 learners’ language proficiency.
‘However, the FonF methods investigated in most studies arc more likely qualified as
':FonFs (Doughty and Williams, 1998; Williams, 2005), which runs against the tenets
‘of FonF. Furthermore, few studies have demonstrated how FonF is integrated into
task-based language learning, particularly in young learners.

The present study developed a FonMF task. Based upon the theoretical
framework of SLA model by Gass (1997), the tenets of FonF and relevant literature in

this study set out to investigate the cffects of the FonMF treatment in comparison with
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the FonM treatment on primary-school-age students’ learning gains of the copula ze.
Sixty Chinese pupils in a primary school in Southwest China were selected as the
'participants. They were randomly divided into two groups, with 30 in each. The study
‘employed a quantitative and a qualitative method to assess the participants’ learning
gains of the copula be and their perceptions of the treatments. After the three sessions
‘of treatment, each session being onc and a half hours per week, the participants
received a grammatical knowledge posttest and an oral production posttest, shortly
after which they were given questionnaires and interviewed. Three weeks later, they
took the same tests and interviews again. The approval and support endowed by both
the participants and the scheol ensured the successful implementation of this research.
The findings from this study were summarized as follows:

6.1.1 Answers to Research Question 1

With regard to the first research question, “What are the effects of the two
treatments (FonMF, FonM) on Chinese EFL leamers’ gains of the grammatical
knowledge about the copular be (is, am, are} and their ability to use the copula be in
the oral performance?”, the results showed that the participants under the FonMF
treatment outperformed the participants under the FonM treatment both in the
grammatical knowledge and the oral production in the posttest. Further, the
participants under the FonMF treatment maintained the significantly higher scores
than the participants under the FonM ireatment both in the grammatical knowledge

and the oral production in the delayed posttest. The results indicated that the FonMF
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freatment had positive immediate effects as well as retention effects on the
participants’ learning of the copula be.

Further insights from the results revealed that: (1) the textual enhancement, (2)
thie C-R. activities and (3) the reconstruction activity contributed {o the participants’
learning gains of the copula be and the ability to use the copula be. The textual
enhancement had a facilitative effect in drawing the participants’ attention to the
copula be. The saliency and the high frequency of the copula be occuired in the
teading passage might enhance the noticing degree of the participants. The C-R
activities aided the participants in understanding the meaning and function of the
'éopula be, which played a crucial role in engaging the input to process into intake.
;Fhe reconstruction activity pushed the participants to produce comprehensible output
.‘.[l.x'at developed their linguistic systems. It can therefore be suggested that the
_g:ropcrties of the FonMF treatment provided a strong support for the positive effects
of the FonMF treatment results in the participants’ learmning gains. In contrast, the
:FonM treatment did not lead the participants to gain as much as the FonMF treatment
dzd The results showed that although the FonM participants gained better scores in
.'thc posttests than in the pretests, the improvement was not significant enough. The
iﬁndings indicated that lack of a focus on form makes the participants unable to
.'pf-:rceive the form of the copula be and the functions of the copula be by themselves.
They learned the copula be by chance due to the exposure to the frequency of the

copula be in the reading passages instead of real understanding of the copula be.
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6.1.2 Answers to Research Question 2

Concerning the second rcscarch question, “What are Chinese EFIL. learners’
perceptions towards the effectiveness of the two types of freatment on the
.grammatical knowledge gains about the copular be (is, am, are) and their ability to use
‘the copula be in the oral performance?”, the results generally showed that the
participants in the FonMF treatment reported positive perceptions towards the effects
of the treatment, while the participants in the FonM treatment did not report any
positive attitudes towards the effects of the treatment. The participants’ verbal reports
of two groups lent strong support to the results obtained in the grammatical

knowledge test and the oral production test.

6.2 Limitations

Like other empirical studics, there were still some limitations existing in the
design of the present study.

First, with a small sample size, the study was somewhat statistically weak in its
generalizations. All the findings must be accepted as hypotheses and in need of
further confirmation.

Second, a three treatment sessions covering one and a half hours tor each session
might have posed a more favorable effect on the FonMF treatmment than the FonM
treatment, since the previous studies suggested that the implicit learning may take a

longer time to take effect.
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Third, the study was conducted in a laboratory setting. The variables that could
bring negative effects could be minimized. Hence, the effects may not be generalized
into a classroom setting, since it is a learner-centered, task-based language learning

that is hard to be parallel with a classroom with a large number of students,

6.3 Recommendations

The findings of this study result in several recommendations for FonMF task
:design, the field of SLA pedagogy, and recommendations for future research, The
recommendations of this study are provided in three sections.

6.3.1 Recommendations for the FonMF task design

(1)  The successful leamning outcomes of the participants in the FonMF indicate that
the FonMF task should continue to be offered in the future, An approach to
FonMF needs to be integrated in syllabus and curticulum design to encourage
EFL learpers to observe and analyze language for themselves, that is, to
motivate leamners to learn for themselves. This s identified as an effective
method in both of previous studies and the present study.

(2} The FonMF designed ior the study is only one type out of many types of
FonMF tasks. The FonMF task could be designed based upon what
aspects of the language are to be exemplified for the learner, what
purpose the instruction is to achieve and which type of FonMTF is best to

satisfy these requirements?
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(3) The findings indicate that the participants were motivated towards
further such activities in the further English course in the classroom. The
researcher recommends that reducing the time of instruction and
providing additional time for practice FonMF activities in the EFL

classroom in order to stimulate the learners’ passion for English learning,

6.3.2 Recommendations for the field of FonMF in the SL.A pedagogy

The positive results yielded from the present study were all associated with the
conceptions of FonME, the theoretical foundation behind such an approach and the
SLA model by Gass (1997). The features of the FonMF treatment were associated
with task-based language learning and FonMF presented to the participants. As the
participants’ learning outcomes and perceptions indicated, learning of the grammatical
knowledge and the use of it occurred when the participants were actively involved in
the activities and bqilding the connection of form-meaning gradually.

(1) The findings of this research and the literature indicated that L2 learning
is closely related to “noticing”. Noticing has significant potential for
facilitating students’ learning. Therefore the researcher recommends
implementing a curriculum that includes the textual enhancement to
make the target form more salient. Furthermore, the researcher believes
when designing tasks for introducing the target forms, consideration

should be given to how students become aware of the target forms.
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The FonMF task provided the participants with the opportunity to work
with the language data personally. Appropriate action should be taken to
help the participants find the features of the target language by
themselves. In this way, the participants can build the understanding of
the target language at a syntactic level, instead of a semantic level only.
Participants had the opportunity to practice their newly learned
linguistic knowledge in the FonMF task, but having the opportunity to
practice and interact with other participants in real time became vital to
the success. Therefore, the researcher recommends to assess the benefits
of this approach to learning L2 grammatical item. The research findings
indicate that the task designed in the present study takes effect on the
participants’ understanding of the target form.

The research findings indicated that the use of the FonMF task
promoted the participants’ motivation for English learning, therefore the
researcher recommends that a task-based and a well developed FonMF
task join efforts to promote students’ English learning. In spite of the
fact that the traditional grammar teaching method is still widely used,
the researcher recommends that an effort to integrate FonMF task into
the current curriculum is needed. More importantly, the researcher
recommends that the conceptions of task-based language learning and
FouMF should be conveyed to foreign language instructors. The

findings of this research indicated that FonMF task appears to play an
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important role in improving the participants’ Jearning gains of the target
form. Only with a better understanding of the potential for the use of
FonMF in foreign language instruction, can instructors implement such
teaching method changes and apply them to both curricular design and
to lesson planning,

Although the positive retention effect was found in the FonMF
treatment in the present study, it deserves further investigation to

examine its durability.

6.3.3 Recommendations for future research

The findings of the present study indicated that the FonMF approach effectively

results in the participants’ learning gains of grammatical knowledge of the copula be and

their ability to use the copula be. However, this study did not investigate several issues:

()

Whether the FonMF task used in the present study is effective in any
other subjects, grade levels, or populations since the research was
conducted in a laboratory environment. Thus, investigation of other
learner’s experiences in other subjects, grade levels, and populations
can provide a comparison to the effects found in this study and provide
practitioners with a better understanding of whether the FonMF task is
applicable to other grammatical structures, grade levels, and

populations.
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A longer time duration is recommended to examine the effects of the
FonMF task as well as increasing the reliability of the results, since the
time of the treatment session was short and the other aspects of the
research are left uncovered.

Further research should investigate learners’ interaction in the FonMF
task. Whether learners’ collaborative learning is more effective than the
individual learning. Whether learners’ collaborative learning leads to
greater gains in the leamers’ grammatical knowledge gains and the
ability to use the grammatical structures than the individual learning

does.
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APPENDIX A
Sample Task for the FonMF Treatment

(Revised Version)

Peanuts Gang ({E4:#)

Do you know about the Peanuts Gang? You may know the
world-famous dog, Snoopy, but you may not know the other
guys. Let's learn about them.

(RAERE (FEAR) 87 e ERTHRLLNI—LEH,
{BRARAT REARANE S E E WA IR T RA1E. )



Instructions:

You have 5 minutes to read and listen to the passage. Try
to understand the meaning of the passage.

57T B PRI TR TR A REREXENA.

Listen and read the text (5 min).lr—W, E—i%. (B &)

Hil T am Charlie Brown. I live in America. I am 8 years old. T am

a student. T am a baseball player. My hair is blond. T am strong.

T am kind. T am shy. Sometimes I am happy. But most of time,
T am sad. T have a lot of friends, Snoopyi&;' Linus . 725

Lucy"\ﬁ;‘::%

New Words (44f])

1). baseball player: ##RiE3) R
2). blond: &HE

3). friendly: Z&f#Y

4). sometimes: FHIHE

5). most of time: KAHZHH{R



213

Step 2. Reading Comprehension

Instructions (10 min):

Choose a sentence (instead of a word) from the text to
match each picture.

MR ERE—ME SN A T AR RTIEE T RENEBER.
RATFHARE 2.

1. 'He lives in America. <

©America. X
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ERE-E N H

Step 3. C-R tasks

Instructions (30 min);

1. Write every underlined word that follows the

verb ‘am’ in the text on page 1:

TR BEF—MRE ‘am’ FRRRE LRASAETFIME L.

% oy g
sl & o

. 2. Put the words from Activity 1 above into 2
different groups. Write them down:

B RREET LSRR, B8, REAS, KBTI
SRWATFEEL.
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Groupl (#1) Group 2 (4 2)

IFET . 3. can you figure out the different part of

speech between these two groups of words? Put the words

in the activity 2 on the suitable line. I175, #-—#, XH%
B RAT 4 0a 7 85 BRI N R

1, The group of words are used to say about a per'son's.'"_

R AR AR

Name (¥4 ):
Age (FFE5):
Identity (&%)
Skill - (#<):

The part of speech of the graup of words is:
IX LR (48] kA2«




2. The group of words are used to describe a person's
SESAREINED Qi g WV EE

Appearance (¥3):

Characteristics(ti%):

Feeling(:.0o1#):

Facial expression(F1§):

The part of speech of the group of words is:
T TR iR A

@ 4, What is the word before ‘am’?
B am’ AIHREZOAY

The only word before ‘am’ is

: 5. Figure out what people use ‘am’ to tell:
g L—, B8, EE e T LUHRETATA, EPCERE.

1. When people say (25 AATHL)

2. When people say (A1)

3. When people say (& Af1iH)

4, When people say (3 A{7i4)
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5. When people describe (24 Afi13#4)

6. When people describe (35 A{/13#iiA)
7. When people describe (35 AfT#i4)
8. When people describe (25 Af1HiiA)

Step 4. Reconstruction

Instruction (10 min):

Suppose you are Charlie Brown. Introduce yourself.
Choose each word for each picture and make a sentence
to describe the picture.

REFEEEME, MARED . EFETERNS D BRFE—E
TiE—EE (ER. — IR R N —IEED.

a student, hot, happy, a baseball player, sad,

strong, shy, Charlie Brown
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APPENDIX B
Sample task for FonMF treatment

(Original Version)

Peanuts Gang (F£4#)

Do you know about the peanuts Gang? You may know the
world-famous dog, Snoopy, but you may not know the other
guys. Let's learn about them.

(TRoEmiERim (L) B RE I 754 N— R,
{BREIRA R &IEEE 2R A EBRATRAR—-THITE. )

Instructions:

You have 5 minutes to read and listen to the passage. Try
to understand the meaning of the passage,

PR B BRI TENCE. RERELERE.

Listen and read the text (5 min). IF—iF, E—, (5 94

Hil T am Charlie Brown. I live in America. I am American, I am §

years old. T am g student. My hair is blond. T am kind. I am
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strong. Sometimes I am happy. But most of time, I am gad. I am

fond of playing baseball. I am fond of flying a kite. I have a fot

New Words (ZEid) :

1). blond: £

2). fond of:  EXK, Xf-eoorJENE
3). Playing baseball: TR

4). flying a kite: BHAE

Step 2. Reading Comprehension
Instructions (10 min}:

Choose a sentence from the text to match each picture.

AP ST ARERS —REATRENRE.




[
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Step 3. C-R tasks

Instructions (30 min):

1. Write every word underlined that follows the

verb ‘am’ in the text on page 1:

ERCES—PRA ‘am’ FHREE LBEEETIIRE L.

2. Put the words from activity 1 above into 2

different groups. Write them down:

TR PSR AEE AR, 2SR E IR L.
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Group 1 Group 2

. 3, Can you figure out the different part of

speech between these two groups of words?
FR B 4 S HH ST 4R AN TR ) 2

The words

are

The words

are




4, What the word before ‘am’?
‘am’ B AR AT A7

The only word before 'am'’ is

5. Figure out when people use ‘am’:
BFEREEMA AR R am’. FFIIRE.
1. When people talk about(3 AJT )

2. When people talk about (35 A1k 1)

3. When people talk about (25 AITHE)

4, When people talk about (2 AfTIRIE)

5. When people talk about (4 A1 Ti5kiE)
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Step 4. Reconstruction

Instruction (10 min):

Suppose you are Charlie Brown. Introduce yourself.
Choose each word for each picture and make a sentence
to describe the picture. R HFEEEMH, NMERED. E#F
FEENE - REE—MRTHE—EE.

good student, Charlie, America, American, happy, sad,

hard-working, sleepy,
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APPENDIX C
Sample Passage for the FonM Treatment

(Revised Version)

Instructions:

You have 5 minutes to read and listen to the passage. Try
to understand the meaning of the passage.

f5F B AN EITE THEMXE. REREXENF.

Listen and read the text (5 min).Wr—%, #HE—iE. (3 44

Hil T am Charlie Brown. I live in America. I am 8 years old. I am a
student. I am a baseball player. My hair is blond. T am strong. I

am kind. I am shy. Sometimes I am happy. But most of time, L am

sad. I have a lot of friends, Snoopy=»

New Words (4:iF])

1). baseball player: #3IRiZzhiH
2). blond: & #f
3). friendly: ZFA7



APPENDIX D
Grammatical Knowledge Test

(Revised Version)

® Draw a line to match a sentence to the picture.

a. I Charlie Brown.
b. I is Charlie Brown.
¢. I am Charlie Brown,

d. I are Charlie Brown.

a. I happy.
b. I am smile.

c. I am happy.

d. I like happy.

a. I sad.
b. I am sad.

c. I like sad.

d. T have sad.



a. I alot of friends.
b. I am a lot of friends.
c. T have a lot of friends.

d. I happy with my friends.

a. I a baseball player.
b. I is a baseball player.
c. I am a baseball player.

d. I are a baseball player.,

a. I a student.
b. I is astudent.
¢. T am a student.

d. I are a student.

a. I Linus.
b, I is Linus,
¢. Iam Linus.

d. I are Linus.
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a. Snoopy my good friend.
b. Snoopy is my good friend.

c. Snoopy am my good friend.

d. Snoopy are my good friend.

a. He funny.
b. He is funny.
¢. He am funny.,

d. He are funny.

a. She cute,
b. She is cute.
¢. She are cute.

d. She likes cute.

a, He cool.
b. He lonely.
c. He is happy.

d. He is lonely.

232



233

a. Snoopy dog
b. Snoopy famous.

c. Snoopy is famous.

d. Snoopy likes a dog.

a. The blanket blue.
b. The blanket is blue.

¢. The blanket are blue.

d, The blanket have blue.

a. Her skirt pink.
b. Her skirt is pink.

¢. Her skirt are pink.

d. Her skirt likes pink.

a. He sick.

b. He is sick.

¢. He am sick.

d. He are sick.



a. We classmates.
b. We is classmates.
¢c. We are classmates.

d. We have classmates.

a. They angry.
b. They is angry.
c. They brother and sister.

d. They are brother and sister.

a. We happy.
b. They happy.
¢. We brother and sister.

d. We are brother and sister.

34



They happy.

They is happy.
They are happy.
The happy friends.

a. We baseball players.

b. We is baseball players.
c. We are baseball players.

d. we have baseball players.

35



APPENDIX E

Grammatical Knowledge Test

(Original Version)

® Draw a line o match a sentence Yo the picture.

a. I Charlie Brown.
k. I am Charlie Brown.
¢. I like Charlie Brown,

d. I have Charlie Brown,

a. I happy.
b.

I am happy.

c. I like happy.
d.

I have happy.

a. I sad.

b. I am sad.
¢. I like sad.
d. I have sad.
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a. I alot of friends.

b. I am a lot of friends.
¢. I runa lot of friends.

d. I have a lot of friends.

a. I good atf baseball.

b. T am good at baseball.
¢. I not good at baseball.

d. I am not good at baseball.

a. I good at flying a kite.

b. I am good at flying a kite.
c. I not good at flying a kite.

d. T am not good at flying a kite.



e. Snoopy my beloved friend.

f. Snoopy is my beloved friend.

7 g. Snoopy am my beloved friend.

h. Snoopy has my beloved friend.

- @ a. It my beloved friend.

b. It is my beloved friend.

c. It am my beloved friend.

d. It has my beloved friend.

e. Snoopy is funny.

f. Snoopy am funny.

g. Snoopy are funny.

h. Snoopy has funny.

e. It am cool.
f. Snoopy cool.

g. Snoopy is cool.

h. Snoapy is happy.



e. He cool.
f. He lonely.
g. He is happy.

h. He is lonely.

e. Snoopy is a famous.
f. Snoopy a famous dog.
g. Snoopy is famous dog.

h. Snoopy is a famous dog.

e. Linus fond of his blanket.
f. Linus is fond of his blanket.
g. Linus am fond of his blanket.

h. Linus are fond of his blankeft.




e. She fond of watching TV.

f. She is fond of watching TV.
g. She am fond of watching TV.
h. She are fond of watching TV.

. He sick.
. He is cool.
. He is sick.

. He is a sick.

e. We classmates.
f. We is classmates.
g. We are classmates,

h. We have classmates.

a. They siblings.
b. They not happy.
c. They is siblings.

d. They are not happy.



a.
b.
C.

e.

We siblings.
We is siblings.
We are siblings.

We are not siblings.

a. We fond of different things.

b. We is fond of different things.

¢. We are fond of different things.

e. We am fond of different things.

They happy friends.

They are happy friends.

They not are happy friends.

They are not happy friends.
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APPENDIX F
Oral production Test

(Revised version)

Instructions:

You are going to introduce yourself and your old friends
to your new friends. The following picture is just a help
for you to remind of your friends. Choose at least two of
your friends. Introduce yourself and each of them like
Charlie Brown did.

me, wEREnTELE—T IR B iR BT AR &
1. wrmmreaxsE—FIR, mo—LERR.
—ANBEMR. mEm——ngis, SEREH L,
RIS BHIFER — T RN = A s A AR BNt B Sy
FAHE o
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Think about what you will say and what language you will
need. Tell us about your E—H{RSH 24 BHEAER, &
wrmE e FESE AN a:

® Name (#:4)

® Age (E#H

® Appearance (#h#)

® Characteristics (4%)



APPENDIX G
Oral production Test

(Original version)

Instructions:

You are going to tell your new friends about yourself and
your old friends or family. Bring a photo of your friends
and you or your family album. Introduce yourself and

each of them like Charlie Brown did.

Think about what you will say and what language you will
need. Tell us about each other's

® Name

® Age

® Career

® Appearance

® Characteristics



Please write the Chinese meaning to each English word.

APPENDIX H

HEH TAREE AR R CER.

live 8 years old
kind shy

sad a lot of
cool funny
brother  cuie

best classmate

game baseball

student

happy

friend

lonely

pink

smart

alfogether

Vocabulary Test

hair

sometimes

small

team

skirt

sick

strong

most of fime

nice

sister

blue

blanket



APPENDIX I
Questionnaires for the FonMF Treatment

(The Pilot Study)

I. Opinion questionnaire for pretest

1. Do you think each picture is clear? If not, which one made you confusing?
Write the number of the picture on the Iine.
Yes Ne

Comments:

2. Do you think the time is enough for you to do the exercise?
Yes No

Comments:
3. Do you know the meaning of the sentence that you draw to match the
picture?
Yes NO

Comments:

4. Do you know the differences of the four choices?
Yes No

Comments:
5. Do you know why the other three choices are not right?
Yes No

Cominents:



f ]
i
-~

II. Opinion questionnaire for task

1.

Do you understand the meaning of the passage after you finish reading?
Yes No
Comments:
Do the colored and bolded words draw your attention?
Yes No
Comments:

Do you think of the colored and bolded words while you were doing the
reconstruction activity?

Yes No
Comments:

Do you understand the meaning of the picture and the semtence in the
comprehension activity?

Yes No
Comments:

Do you think you understand the differences of the two groups of words after
you read the explanations of the answer key?

Yes No
Comments:
Do you think it is easy to describe the picture with the prompt words?
Yes No

Commenis:
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Do you think you know the meaning of ‘am’, ‘is’ and ‘are’ in each sentence
that you write for each picture?

Yes No
Comments:

Do you think the activities help you understand how the ‘am’, ‘is’ and ‘are’
funetion?

Yes Nao
Comiments:
Do you know how to use ‘am’ or ‘is’ or ‘are’?
Yes No

Comments:



APPENDIX J
Questionnaires for the FonM Treatment

(The Pilot Study)

Opinion questionnaire for task design

1. Do you understand the meaning of the passage after you finish reading?
Yes No
Comments:

2. Do you understand the meaning of the picture and the sentence in the
comprehension activity?

Yes No
Comments:
3. Do you think it is easy to describe the picture with the prompt words?
Yes No
Comiments:

4. Do you think you know the meaning of ‘am’, ‘is* and ‘are’ in each sentence
that you write for each picture?

Yes No

Comments:
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5. Do you think you understand how the ‘am’, “is’ and ‘are’ function when you
memeorize the content of the passage?

Yes No
Cominents:
6. Do you know how to use ‘am’ or ‘is’ or ‘are*?
Yes No

Comments:



APPENDIX K

Questionnaire for.th‘e'fanM-F._"I‘pgatmen-_tu_-

(The Main Study)_.

Question Items

Yes

No

Comments and: interviews’

1. Do you notice the colored
and bolded words (am, is,
are)?

What do you think about the
colored and belded words?. When
do you notice them" '

i

2. Do these activities help you: !

notice the words (am, is,
are)?

‘What do you think of these
activities?

3. Do these activities help:you

understand how the copula
be (am, is, dre) is-used?

Can yon give some examples on
how to use the verb “am” “ig™
and “are™?

4. Do you notice: the use of the

verb ¢ am” “is" and “are”

when you are preparing for’

the oral test?

What were you thinking when yon
are preparing for jit?

5. Can vou se: the verb ‘am®,;.
“is?, and “are” to tell about

yeurself and-your:friends?

Can you give some examples of
telling yourself and vour friends?




APPENDIX L

Questionnaire for the FonM Treatment

(The Main Study)

Question Ttems

Yes

No

‘ Comments

2. Do you notice the verb (am,
is, are) while you were
reading the passage?

} What do you think of them?

2. Do you notice the verb “am?,
“js”, “are” when you are
memorizing the content of
the passage?

| What do you think of them when
" you are reading and doing
activities?

{ 3. Do you understand the
meaning of verb:(am, is,
are)?

What do you think of them?

|

4. Do you notice use the verb
“am”, “is”, “are” when you
are giving an oral
performance?

- What were you thinking when you
. are preparing for it?

i

i 5. Can you use the verb “am”,
“is”, and “are” to tell about
yourself and your friends?

Can you give some examples of
telling yourself and your friends?
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