
UvA-DARE is a service provided by the library of the University of Amsterdam (https://dare.uva.nl)

UvA-DARE (Digital Academic Repository)

Form-focused instruction and the acquisition of tense by Dutch-speaking
learners of English: Experimental studies into the effects of input practice and
output practice

Ureel, J.J.J.

Publication date
2011

Link to publication

Citation for published version (APA):
Ureel, J. J. J. (2011). Form-focused instruction and the acquisition of tense by Dutch-
speaking learners of English: Experimental studies into the effects of input practice and output
practice. [Thesis, externally prepared, Universiteit van Amsterdam]. LOT.

General rights
It is not permitted to download or to forward/distribute the text or part of it without the consent of the author(s)
and/or copyright holder(s), other than for strictly personal, individual use, unless the work is under an open
content license (like Creative Commons).

Disclaimer/Complaints regulations
If you believe that digital publication of certain material infringes any of your rights or (privacy) interests, please
let the Library know, stating your reasons. In case of a legitimate complaint, the Library will make the material
inaccessible and/or remove it from the website. Please Ask the Library: https://uba.uva.nl/en/contact, or a letter
to: Library of the University of Amsterdam, Secretariat, Singel 425, 1012 WP Amsterdam, The Netherlands. You
will be contacted as soon as possible.

Download date:24 May 2023

https://dare.uva.nl/personal/pure/en/publications/formfocused-instruction-and-the-acquisition-of-tense-by-dutchspeaking-learners-of-english-experimental-studies-into-the-effects-of-input-practice-and-output-practice(e4c174e4-2a79-4a45-887c-907c2a6ee801).html


 
 

CHAPTER�4�

STUDY�1�

The great tragedy of science – the slaying of a beautiful hypothesis with an ugly fact. 
(Thomas H. Huxley) 

4.1 Introduction 
After reviewing relevant issues with respect to the complex ESL target struc-
tures under investigation in this doctoral dissertation, that is, the past/present 
perfect distinction when locating bygone situations in present-day English, I 
will now place the focus on the experimental nature of the research carried out. 
This chapter is the first of three chapters dedicated to experimental studies into 
the effects of explicit form-focused instruction (FFI). The general research 
question in all three of the studies was whether explicit FFI had any effect on 
the acquisition of the aforementioned complex past/present perfect distinction 
by Dutch-speaking ESL learners. In addition, the studies sought to investigate 
the differential effects of various forms of explicit FFI on the acquisition of the 
past/present perfect distinction. For Study 1, the following three research ques-
tions were formulated: 

 
 Research questions 
1. Does explicit form-focused instruction (FFI) have an effect on (Dutch-

speaking) ESL learners’ performance with regard to complex temporal 
FMU mappings (i.e., the past/present perfect distinction) in L2 English? 

2. If explicit FFI does have an effect, can any overall differential effects be 
ascertained with respect to the specific type of instructional treatment 
(e.g., input practice, output practice)?88 

3. If differences between treatments can be ascertained, are the differential 
effects the same across all of the outcome measures? Or are there dif-
ferences between receptive and productive outcome measures? 

 
Although three research questions were formulated, we assumed—based on 
existing findings in SLA research—that FFI would indeed have an effect on the 
participants’ performance with regard to the targeted temporal FMU mappings. 
Consequently, we did not include a control group to address the first research 
question directly. 

                                                 
88 See Section 4.2.3.2 for the operationalizations of the treatments. 



116 STUDY 1 

 

The research hypotheses (null hypotheses (H0) and alternative hypotheses 
(H1)) that were formulated to accompany the three research questions in Study 
1 were the following: 
 
 Research hypotheses 

1. H0: Explicit FFI does not have an effect on Dutch-speaking ESL 
 learners’ performance with regard to the selected complex ESL 
 target features. 
 
H1: Explicit FFI does have an effect on Dutch-speaking ESL learn-
  ers’ performance with regard to the selected complex ESL target 
  features. 

 
2. H0: No overall differential effects can be ascertained depending on 

 the instructional treatment (input practice, output practice). 
 
H1: Overall differential effects can be ascertained depending on 
  the instructional treatment (input practice, output practice). 

 
3. H0: The differential effects of the explicit FFI are the same across all 

 outcome measures. There are no differences between receptive 
 and productive outcome measures. 
 
H1: The differential effects of the explicit FFI are not the same 
 across all outcome measures. There are differences between re-
 ceptive and productive outcome measures. 

 
With respect to the hypotheses formulated for the first research question, it was 
expected that explicit FFI would indeed have an effect on (Dutch-speaking) 
ESL learners’ test performances as far as the selected complex ESL target fea-
tures were concerned (see Chapters 1, 2 and 3). For further information on the 
hypotheses formulated for the first research question, see Chapter 6, Section 
6.1. 

As far as the second and third research questions were concerned, it was 
expected that there would be a difference between the varying forms of explicit 
FFI and the performances on receptive and productive outcome measures. 
However, since the evidence in the literature on the differential role of recep-
tive and productive practice is contradictory at best (see Chapter 3), a non-
directional research hypothesis about the nature of the differential instructional 
effects was consciously formulated. This hypothesis simply states that differ-
ences between input practice and output practice were expected. However, no 
claims were made about the nature of these differences. 
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It should be borne in mind that Study 1 was the first of three studies into 
the effects of explicit FFI. Although Study 1 has not explicitly been referred to 
as a pilot study, it was regarded as a test run for both the instruments being 
used for data collection and the various forms of explicit FFI. As a result, 
methodological and design-related features will also be explicitly discussed in 
the conclusions and implications sections of this chapter. 
 
4.2 Method 
4.2.1 Design 
The experimental design for Study 1 was drawn up using an overall four-way 3 
(Treatment) x 2 (Time) x 2 (Modality) x 4 (Outcome Measure) mixed-design 
template. In Study 1, we had one between-subjects variable and three within-
subjects variables. The between-subjects variable was treatment, which had 
three levels (input only, input practice, output practice). The within-subjects 
variables were time, with two levels (pretest, posttest), modality, with two levels 
(receptive, productive), and outcome measure, with four levels (grammaticality 
judgement (GJ), selected response (SR), constrained constructed response 
(CCR) and translation (TR)). The within-subjects variables were not all hierar-
chically nested. While modality was hierarchically nested under time, outcome 
measure was not hierarchically nested under modality since each level of the 
modality variable had its own two outcome measures. Two of the four outcome 
measures (GJ and SR) were hierarchically nested under the receptive level of 
the modality variable, while the two other outcome measures (CCR and TR) 
were hierarchically nested under the productive level of the modality variable. 
In principle, it would have been possible to conduct an analysis including all 
independent variables. However, it was inappropriate to do so in this case, that 
is, to first conduct a 3 x 2 x 2 x 4 analysis because there were not four outcome 
measures in each modality; two of the outcome measures were found in the 
receptive modality and the two other outcome measures were found in the 
productive modality. Therefore, we consciously decided to carry out two sepa-
rate analyses (see Section 4.3). 
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independent variables 

                  

   1        
 
 

4    

 
 
 

continuous       categorical   

                  
                  
                  

written performance on a 24-item 
tense-related test consisting of four 
separate 6-item outcome measures 
of either a receptive or a productive 
nature: (1) grammaticality judge-
ment, (2) selected response, (3) 
constrained constructed response 
and (4) translation 

  
1 

between 
groups 

  
3 

within 
groups 

  
  
  

          
  Between-groups variable: 
  1) Treatment (3 levels) 
   1) Input only 

2) Input practice 
3) Output practice 

   
    
     
   Within-groups variables: 
   1) Time (2 levels) 
           1) Pretest 

2) Posttest            
          2) Modality (2 levels) 
           1) Receptive 

2) Productive            
          3) Outcome measure (4 levels) 
           1) Grammaticality judgement 

2) Selected response 
3) Constrained constructed 

response 
4) Translation 

           
           
           

            
Figure 4.1. Design box for Study 1 (3 x 2 x 2 x 4 mixed design) 

4.2.2 Participants 
The participating ESL learners were students who had all enrolled in a three-
year translation programme in Antwerp, the second largest city in Belgium lo-
cated in the north of the country, where the official language is Dutch. The 
three-year translation programme would eventually lead to a bachelor’s degree 
in applied linguistics with a specialization in translation. 

Attrition. Although initially 88 participants took part in the pretest, the 
number of participants dropped to 77 during the six experimental sessions. 
This 12.5% drop was the result of various extraneous factors (e.g., illness, par-
ticipants’ forgetfulness, schedule changes). For the discussion of the experimen-
tal data, the attrition rate was taken into consideration. In addition, seven 
participants had a total pretest score of 21 or higher on a possible maximum 
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score of 24. In other words, these seven participants answered more than 85% 
of the pretest items correctly. Since these participants performed near-ceiling in 
the pretest, we took them to be familiar with the target structures under inves-
tigation. Consequently, instruction was unlikely to improve their performance 
in any significant way. Only the characteristics of and the data from the remain-
ing 70 participants were considered in the descriptive and inferential data analy-
ses, which were conducted post-experimentally. Any information provided 
below takes the 70 participants as the 100% benchmark. 

Assignment to treatment groups. The participants were requested to reg-
ister via e-mail before the first experimental session. After the registration dead-
line, the participants were randomly assigned to one of the three treatment 
groups as follows: 24 (input only), 21 (input practice), 25 (output practice). 

ESL grammar course. The experimental sessions were conducted as part 
of the participants’ regular English Grammar course in the first year of their 
English bachelor programme. The participants were briefed about the course 
expectations and the general setup of the English Grammar course during the 
first English Grammar class at the beginning of the academic year 2007-2008. 
English grammar instruction amounted to two hours of instruction on a weekly 
basis and the course was taught by the author of this doctoral dissertation 
throughout the entire academic year. One hour of the course was dedicated to 
theoretical instruction, which was taught to one large group consisting of all the 
participants enrolled for the English Grammar course. The remaining hour was 
dedicated to practical exercises, which were taught to smaller groups of ap-
proximately 25 to 30 participants. Because of both the experimental nature of 
the sessions and the apparatus and materials required during the sessions, all of 
the sessions took place during the participants’ exercises class. 

ESL language proficiency. The participants were required to have pre-
existing knowledge of English. For the English Grammar course, the partici-
pants’ level of proficiency was expected to reach at least level B1 of the Com-
mon European Framework of Reference for Languages (CEFR) (Council of 
Europe, 2001). On the whole, the participants’ overall level of proficiency was 
categorized as intermediate to upper intermediate though no prior testing was 
carried out. The categorization was based on a combination of the English 
Grammar course requirements and the Belgian secondary school goals (also 
known as eindtermen in Dutch) for English for pupils in their last year of general 
secondary education, which are set at B1 of the CEFR. 

Academic exposure to ESL English. The participants received either six 
or seven hours of English language classes on a weekly basis. All of the courses 
were taught throughout the entire academic year. The total amount of ESL 
instruction depended on whether the participants had chosen English as a 
first/second foreign language or as a third foreign language in their foreign 
language combinations. For the participants with six hours of English, the Eng-
lish courses in the bachelor programme consisted of the following three ESL 
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courses: (1) English Grammar (two hours per week), (2) English Practicals (two 
hours per week) and (3) General Translation: English into Dutch (two hours 
per week). The participants with seven hours of English had the same three 
courses referred to above and an additional English Texts course (one hour per 
week). 

Academic exposure to other L2s. The foreign language combinations 
were completely dependent on the participants’ own choices within the con-
straints of the bachelor programme structure for which they had enrolled. De-
pending on which year of the bachelor programme that the participants were 
in, they were expected to select two or three L2s (in addition to Dutch, which 
was considered their L1). Not all of the participants were first-year students but 
all of the participants were taking English courses in the first year. Regular first-
year participants were expected to select two L2s. Second-year participants were 
able to select English as a third L2, which was then added to their existing 
combination of two L2s. In other words, although second-year participants 
were taking foreign language courses in the second year of their bachelor pro-
grammes, they were are all taking English language courses in the first year. The 
languages in the bachelor programme were divided into three groups: (1) A 
language, (2) B languages and (3) C languages (see Table 4.1). The participants 
were required to select one of the following language combinations: A-B-B or 
A-B-C (for regular first-year participants) and A-B-B-B, A-B-C-B, A-B-C-C (for 
second-year participants with a third optional L2). 

Table 4.1. Language groups (bachelor in applied linguistics with a specialization 
in translation) 

   
A language B languages C languages 
   
Dutch English Chinese (Mandarin) 
 French Italian 
 German Portuguese 
  Russian 
  Spanish 
   

Of the 70 participants, 58 had chosen English as part of an L2 combination 
consisting of two L2s. This meant that these 58 participants received seven 
hours of ESL instruction on a weekly basis. In addition, they had one other L2 
in their L2 combination, for which they also received seven hours of instruction 
on a weekly basis. Furthermore, these participants were also expected to take 
Dutch language courses, since Dutch was their A language. The remaining 12 
participants had chosen English as part of an L2 combination consisting of 
three L2s. These participants received either six or seven hours of English on a 
weekly basis, which they combined with two other L2s and Dutch (as their A 
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language). Table 4.2 provides a detailed overview of the participants’ various L2 
combinations. 

Table 4.2. Participants’ language combinations (Study 1) 
    
English other L2(s) n  
    
yes Spanish 26  
 Chinese (Mandarin) 12  
 Russian 8  
 Italian 6  
 French 4  
 German 1  
 Portuguese 1  
 Subtotal 58  
    
    
yes French and Italian 3  
 French and Spanish 2  
 Chinese and Portuguese 1  
 French and German 1  
 French and Portuguese 1  
 French and Russian 1  
 German and Spanish 1  
 Italian and Spanish 1  
 Portuguese and Spanish 1  
 Subtotal 12  
    
 Overall total 70  
    

Gender and age. Of the 70 participants, 10 were male and 60 were female. In 
addition, the participants ranged in age from 18 to 45 years and the mean age 
was 21 years (SD = 4, mode = 19, median = 20). 

L1 backgrounds. The participants were asked about their L1 backgrounds 
and more specifically about which language(s) that they themselves regarded as 
their L1(s). Of the 70 participants, 69 indicated that they had one L1. Of those 
69 participants, 64 participants had Dutch as their L1. In alphabetical order, the 
remaining five participants’ L1s were distributed as follows (with the number of 
participants in parentheses): German (1), Polish (1) and Russian (3). Only 1 
participant indicated that she had two L1s, which were Dutch and English. It 
should be pointed out that, because of both the specific language-oriented na-
ture of the bachelor programme and the focus on translation into Dutch, in-
coming bachelor students with degrees of secondary education issued by 
schools in countries where Dutch was not the official language had passed a 
Dutch proficiency test (level C1 of the CEFR) before being allowed to enrol 
for the bachelor programme. 
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Remuneration. Since the experimental sessions were carried out during 
regular English Grammar classes, the participants did not receive any form of 
financial remuneration for their participation in the sessions. They did, how-
ever, receive a final mark, which was a combined score of the pretest and post-
test results. This mark was made known to the participants a couple of weeks 
after the experimental sessions had been completed. The participants were 
informed in advance that participation in the study could be beneficial to them 
in the form of possible bonus credit for the English Grammar course. They 
were also explicitly told that any marks awarded could in no way contribute 
negatively to their final mark for the English Grammar course. The bonus 
credit was simply a means to motivate the participants to take part in the ex-
perimental sessions. 
 
4.2.3 Apparatus and materials 
4.2.3.1 Apparatus 
The participants completed all of the six experimental sessions in the same 
computer language lab, in which each participant had a desktop computer to 
work on. All of the experimental sessions were programmed by a computer 
specialist, who had also received formal language training in higher education. 
The sessions were subsequently hosted on an external SQL server. The deci-
sion to host the sessions externally was a conscious one since external hosting 
not only allowed for possible work on, manipulation of and updates to the 
experimental sessions to be carried out remotely but also created a technically 
stable and reliable environment in which the experimental sessions could be 
carried out and monitored non-invasively. Technical support was available 
throughout the entire duration of the six experimental sessions but no major 
computer-related or network-related problems which could possibly have jeop-
ardized the execution of the experimental sessions were reported. Minor tech-
nical problems were occasionally reported but these problems were of a 
temporary nature and did not jeopardize the experimental sessions. An example 
of a minor technical problem was the participants’ forgetfulness with respect to 
their network usernames and passwords. This problem was anticipated and 
circumvented by creating backup accounts in advance, with which affected 
participants were able to log on. 
 
4.2.3.2 Materials 
Apart from the materials made available to them on-screen, the participants did 
not use any other materials such as course notes, paper and writing material. 
The ESL target structures under investigation in the various experimental ses-
sions were the past and the present perfect when used to locate bygone situa-
tions in standard, formal present-day English (see Chapters 1, 2 and 3). Taking 
into account the experimental design and the instructional approach, I have 
subdivided this section into the following subsections: pretest, treatment the-
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ory, treatment practice and posttest. This subdivision reflects the setup of the 
experimental sessions in Study 1. 

Pretest. In light of the ESL target structures under investigation, a comput-
erized 24-item pretest was administered over two weeks (12 items per week). 
The majority of the texts that were presented to the participants were taken 
from the Dutch popular-scientific magazine Quest, which appears on a monthly 
basis. In addition to the regular multitopic (monthly) publications, the magazine 
is also occasionally published in thematic format (with popular topics such as 
history, science, travel) at larger time intervals. The thematic publications ap-
pear in addition to the regular publications and for the experiment both types 
of publication were used.89 The texts were selected on the basis of possible 
problems with respect to the instantiations of the complex ESL target features 
under investigation, that is, the complex past/present perfect distinction when 
locating bygone situations in present-day English. The initial reason for choos-
ing Dutch texts was that the participants would be asked to translate complete 
texts for one of their outcome-measure. However, extraneous variables such as 
processing requirements and time restraints led to the selection of sentences in 
the texts, which the participants then had to translate. Since a corpus with a 
variety of texts had already been drawn up when this decision was taken, the 
translated texts were used since they were perfectly suited as functionally 
equivalent English texts of the original Dutch source texts. The Dutch source 
texts were translated by a native speaker of English with a master’s degree in 
applied linguistics and a specialization in translation (Dutch-English-German). 
In addition, the translator had at least ten years of experience in translating 
from Dutch and German into English. The translated texts were proofread and 
edited—wherever necessary—to ensure that they were all consistent with re-
spect to presentation format, (overall) text difficulty and text length. Subse-
quently, the texts with the accompanying questions were distributed among a 
panel of translators and proofreaders to ensure that acceptable levels of (con-
tent) validity were safeguarded. 

The pretest and posttest were designed to measure the Dutch-speaking ESL 
learners’ ability to comprehend and produce the past and the present perfect 
when used to locate bygone situations in present-day English. Since the ex-
perimental focus was on both the comprehension and the production of these 
two tenses, it was deemed necessary that both comprehension-related and pro-
duction-related features were made available in the tests. Consequently, four 
tense-related outcome measures were selected, which reflected the comprehen-
sion/production dichotomy (cf. below).90 

                                                 
89 See www.quest.nl for additional information about the format and contents of the magazine. 
90 For a more detailed discussion of outcome measures see, for example, Bachman, 1990, Ellis 
and Barkhuizen, 2005, Norris and Ortega, 2000, and Purpura, 2004. 
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In addition to selecting the four outcome measures, it was important to se-
lect texts for which a professional (linguistic) consensus was available with re-
gard to the use of the past and the present perfect. To achieve this consensus a 
corpus of 60 texts was initially compiled. Subsequently, the corpus texts were 
grouped into 4 categories taking into account the four outcome measures. This 
resulted in 15 texts for every outcome measure. Using the four task types dis-
cussed below, tense-related questions were drawn up for the 60 texts. Subse-
quently, the corpus was sent to a panel of seven experienced translators. The 
selected translators were either native speaker or near-native speakers of Eng-
lish. All of the translators had at least five years of experience with translating 
both general texts and more specialized texts (e.g., contracts, press releases, 
manuals) from Dutch into English. The panel members were asked to answer 
the tense-related questions to the best of their abilities and to provide feedback 
about both general text features (e.g., lexical text complexity, structural text 
complexity, topic complexity) and specific ESL target feature characteristics 
(e.g., FMU mapping features, frequency, irregularity) in the context of the pre-
test and posttest sessions. The answers and the feedback provided by the panel 
members were compared. Based on the feedback, a total of 44 texts were se-
lected from the corpus of 60 texts. The choice of these 44 texts was based 
solely on the level of consensus found in the panel members’ replies and feed-
back. The remaining texts (16 texts) were investigated and the answers and 
feedback received from the panel members for those texts were taken into 
consideration when optimizing the texts and making them acceptable and con-
sistent with the 44 texts already accepted. Some of the remaining texts were 
discarded because in the end they were not deemed useful for the research 
purposes. Every effort was made to ensure that the texts were consistent with 
respect to both the ESL target features under investigation and the (linguistic) 
contexts in which the ESL target features were found. 

In addition to receiving a tense-related question for every text during the 
pretest, the participants also received three additional questions related to other 
aspects of the texts (e.g., cultural references, grammar items not related to 
tense, lexis). This decision was taken to ensure that the participants would in-
teract more thoroughly with the contents of the texts and to try to get the par-
ticipants to focus on the text as a structured sample of extended discourse. 

As stated above, the four tense-related outcome measures that were used in 
the pretest consisted of two receptive outcome measures (grammaticality 
judgement, selected response) and two productive outcome measures (con-
strained constructed response, translation). The numbers of test items for every 
outcome measure were calculated by simply dividing the total number of pre-
test items by the number of outcome measures. This resulted in six items for 
every outcome measure in Study 1. 

The first type of receptive outcome measure was a form of grammaticality 
judgement (GJ) task type. For the questions related to this type of outcome 
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measure the participants were asked to evaluate the grammaticality of a finite 
verb form—either a past or a present-perfect verb form—which appeared in 
bold in a (linguistic) context after the text had appeared on-screen for 40 sec-
onds. One finite verb form per text appeared in bold and for that specific verb 
form the participants were asked to select whether the verb form was gram-
matically correct or grammatically incorrect in standard, formal present-day 
English. The participants were able to see the verb form in its (linguistic) con-
text whilst thinking about their answers. The participants made their choices by 
selecting the option which they believed to be correct. Participants were free to 
use British English or American English as their points of reference. Because of 
this choice that they had, all the questions related to all of the outcome meas-
ures were asked in as neutral a way as possible with regard to regional varieties 
of English. An example of a grammaticality judgement text and task type may 
be found in Figure 4.2. 

 

 

Bees are social animals. If one of them finds a food source, 
it tells its kind. But how? By dancing! Wagging the back 
part of its body, the happy finder runs an eight. And it is 
the stripe which is most in the middle of the eight which 
indicates the right direction. Bees also pay attention to the 
dancer’s wagging speed since it says something about the 
distance of the food source. It is with these wonderful 
observations that the Austrian biologist Karl von Frisch 
has won the Nobel Prize in 1973. However, many of 
his colleagues remained sceptical. 

   
 
Question 
In standard, formal present-day English, the verb form in bold in the text 
above is considered … . 
 
 � grammatically correct � grammatically incorrect 
 

 
Figure 4.2. Grammaticality judgement (GJ): Example text and task type 

The second type of receptive outcome measure was a form of selected re-
sponse (SR) task type. The participants were asked to select the finite verb form 
which—according to them—was the grammatically correct verb form for the 
non-finite verb which appeared in bold in the (linguistic) context provided. The 
possible answers contained the key (either a past verb form or a present-perfect 
verb form depending on, for example, the linguistic context) and two distrac-
ters (either a past verb form or a present-perfect verb form to complement the 
key and an additional ungrammatical finite verb form). An example of a se-
lected response text and task type may be found in Figure 4.3. 
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It is still some sort of Holy Grail in artificial intelligence 
research: the Turing test. Alan Turing (1912-1954) ... 
(to come up) with this test in 1950 to determine 
whether a computer is truly intelligent. Have a test subject 
communicate with a computer and a human being, using a 
keyboard and a monitor. If, after a couple of minutes, the 
researcher is unable to determine who the human being is 
or who the computer is, the computer can be considered 
intelligent. To date, no one has been able to develop a 
computer which passes this test convincingly. 

   
 
Question 
Select the appropriate verb form for the verb in bold in the text above to 
make the sentence acceptable in standard, formal present-day English. 
 
 � has come up � came up � will have come up 
 

 
Figure 4.3. Selected response (SR): Example text and task type 

The first type of productive outcome measure was a form of constrained con-
structed response (CCR) task type. The participants were asked to provide a 
finite verb form which—according to them—was a grammatical verb form for 
the non-finite verb which appeared in bold in the (linguistic) context provided. 
An example of a constrained constructed response text and task type may be 
found in Figure 4.4. 
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From a smelly barrel behind a door with a heart on it to 
the shiny white model we know today: the toilet ... (to 
undergo) a huge series of developments. But the white 
porcelain object could be regarded as somewhat boring. 
This is what Meike van Schijndel must have been think-
ing when she designed the urinal in the shape of a 
woman’s mouth. Sadly, not everyone was as enthusiastic 
as she was about her revolutionary idea for the urinal. 
When her idea was presented in the United States in 
2004, it was met with protests. 
 

   
 
Question 
Put the verb in bold in an appropriate form to make it acceptable in 
standard, formal present-day English. 
 

 
Figure 4.4. Constrained constructed response (CCR): Example text and task type 

The second type of productive outcome measure was a form of translation 
(TR) task type. This outcome measure was selected because of the participants’ 
specific academic environment. Although most of the participants were only in 
the first year of their bachelor programme in applied linguistics (with a speciali-
zation in translation), the decision was taken to have the participants translate 
one sentence per text as opposed to translating entire texts. Even though the 
selected texts were structurally and translationally relatively straightforward 
from a professional translator’s point of view, the participants would probably 
have still had to use specific translation strategies if they had been asked to 
translate complete texts in the allotted time frames. In turn, the required trans-
lation strategies may have caused additional problems (e.g., increased process-
ing costs, time pressure), which the participants would have experienced as too 
demanding with their limited experience with translating complete texts into 
English. In an attempt to avoid the effects of such extraneous variables, the 
one-sentence translation decision appeared to strike a happy medium. For the 
questions related to this type of outcome measure, the participants were asked 
to translate into standard, formal present-day English a Dutch sentence in bold 
in the (linguistic) context provided. An example of a translation text and task 
type may be found in Figure 4.5. 

  



128 STUDY 1 

 

 

 

 

Eeuwenlang hebben wetenschappers ge-
dacht dat de aarde uniek was. But Nicolaus 
Copernicus showed us that the Earth was simply one of 
several planets orbiting the sun. Back then, astronomers 
thought that the sun was unique, but it became clear fairly 
quickly that the sun was one of countless stars in the 
Milky Way galaxy. After that, it was generally assumed 
that the Milky Way galaxy was unique but that galaxy 
turned out to be one of billions of galaxies in the universe. 
So why should we now assume that our universe is 
unique? In the past, science fiction authors have written a 
lot about parallel universes but during the last years such 
universes have also been discussed in scientific journals. 

   
 
Question 
Translate the sentence in bold in the text above into standard, formal pre-
sent-day English. 
 
 

 
Figure 4.5. Translation (TR): Example text and task type 

Treatment theory. After completing the pretest, the participants received an 
on-screen theory session, during which all of the participants were given the 
exact same theoretical information about both the problem of choosing be-
tween the past and the present perfect to locate bygone situations and the most 
important factors which influence the choice between the past and the present 
perfect in such situations. Example slides may be found in the appendix. 

The first slides contained general information and focused on explaining 
metalinguistic concepts such as situation, (non-)bygone situation, linguistic context, 
pragmatic context. After defining the relevant concepts, the participants were pre-
sented with some observations about the use of the past and the present per-
fect when they are used to locate bygone situations in Dutch and in English. 
Some of these observations were consciously drawn up to function as observa-
tions about contrastive uses of these two tenses (Dutch versus English) in an 
attempt to address possible processing problems that many of the participants 
experienced. Subsequently, the participants received additional slides containing 
more specific contrastive information (with example sentences in Dutch and 
English) on the importance of context, the creation of past-time contexts (lin-
guistic and pragmatic) and the use of past-time indicators (e.g., time adverbials, 
place adverbials) in creating such contexts. 
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After presenting the participants with these elements at a sentential level, the 
focus was placed on the suprasentential level (i.e., extended discourse). In this 
respect, the participants were presented with short, coherent texts—similar in 
text difficulty and text length to the test items—which were aimed at unifying 
the theoretical information already presented and at providing the participants 
with concrete instances of theory-related contrastive texts (Dutch versus Eng-
lish). These texts were followed by a summary of the items discussed and by a 
few examples of sentences in which either no explicit context (linguistic or 
pragmatic) was provided or the (linguistic) context provided was one created 
with multi-zone adverbials (thus allowing both the past and the present perfect 
but with various readings). The final slide of the theory session was a flow-chart 
summary of the most relevant theoretical information presented during the 
theory session. In essence, the summary was an on-screen multi-step plan for 
deciding which tense (past or present perfect) should be used when locating 
bygone situations. This plan was a summary of the main theory items from the 
theory session. The theory session was identical for all three treatments (input 
only, input practice, output practice) and lasted one instructional session (55-60 
minutes). However, since the participants were free to navigate through the 
theory slides at their own pace, not all of the participants needed the full in-
structional session. 

Treatment practice. There were three experimental groups (input only, in-
put practice, output practice), which all received different forms of tense-
related treatment practice. The materials that were used for the practice ses-
sions consisted of seven texts, which were identical for all three instructional 
treatments and which were similar to the texts that the participants had received 
in the pretest. In other words, all three treatments received the exact same 
seven texts during the treatment practice sessions. The participants in the input-
only group, which received a relatively simple yet straightforward form of input 
enhancement, were presented a complete text. After the text had appeared on-
screen for 40 seconds the verb form of interest for the treatment session (i.e., 
either a past or a present perfect) changed colour (from black to blue) and ap-
peared in bold in the text. In addition, other relevant temporal information 
present in the text (e.g., temporal adverbials) also changed colour (from black 
to red). The input enhancement was completed by means of a ‘callout’ shape in 
the form of a balloon, which brought together the verb form and the other 
relevant temporal information highlighted in the text. As such, the participants 
in the input-only group were given simple instructions to click their way 
through the slides. No further instructions were provided to the participants in 
the input-only group during these sessions. An example of such input en-
hancement may be found in Figure 4.6. 
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The input-practice group
with a different form of
part of the treatment 
received. However, in addition to the input enhancement visible in Figure 4.6, 
the input-practice group
input-practice participants were asked to select 
believed represented th
verb form and the other relevant temporal in
hancement (e.g., temporal adverbials). Upon confirmation of their 
input-practice participants received 
on the linguistic context in which both the 
vant temporal information selected for input enhancement were found.
feedback provided the 
and was provided regardless of whether the participants’ answers were correct 
or not (see Figure 4.7)
the picture which correctly 

 

 

Louis Armstrong (1901-1971) was one of the greatest 
jazz trumpet players of the 20th century, but he ended his 
career though as a singer. Lips are not suited to vibrate 
against the mouthpiece of a trumpet day in and day out. 
Armstrong struggled with this fact all his life. Even 
at the height of his career in the 1930s, his lips had been 
ruined as a result of his energetic blowing technique. He 
was always treating his injuries and blisters using cream. 
Every time he put his instrument against his lips it felt as 
though a scorching poker was being held against them. At 
the end of a concert he was forced to swallow the constant 
stream of blood. There was a concert in 1935 during 
which the blood flowed down his shirt during his perform-
ance. In the end, Armstrong was forced to cancel so many 
performances that his manager sued him for breech of 
contract. 
  

 

Figure 4.6. Example text for input-only group 

group received the same texts as the input-only group 
different form of treatment, which was comprehension-based. The first 

treatment was identical with the treatment that the input-only
in addition to the input enhancement visible in Figure 4.6, 
group received an additional input-related question. The 

participants were asked to select one of two pictures which they 
believed represented the temporal relations expressed by the highlighted finite 
verb form and the other relevant temporal information selected for input e
hancement (e.g., temporal adverbials). Upon confirmation of their choice

participants received a slide containing metalinguistic feedback
on the linguistic context in which both the finite verb form and the other rel
vant temporal information selected for input enhancement were found.
feedback provided the input-practice participants with the correct verb form
and was provided regardless of whether the participants’ answers were correct 

gure 4.7). In addition, the input-practice participants also received 
correctly represented the temporal relations. 

 

 
1901/1971 + (all his life) - 

struggled 

STUDY 1 
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jazz trumpet players of the 20th century, but he ended his 
career though as a singer. Lips are not suited to vibrate 
against the mouthpiece of a trumpet day in and day out. 
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Question 
Which of the following pictures reflects the time frame referred to by the 
verb in bold/blue in the text above? 
 
 
Answer 
 
 
 
 
 
 
 
 
 
Feedback 
A linguistic context can be found in the text and it is the linguistic context 
which contains a past-time indicator, which, in turn, determines the use of 
the past tense. The past-time indicator is the reference 1901-1971, which can 
be found in a sentence preceding the tense form and the indicator is actually 
referred to in the sentence in which the verb form appears using the 
expression all his life. This means that the relevant linguistic context is not 
just in the rest of the sentence (i.e., the sentence minus the tense form) but 
also in a sentence preceding the tense form. The adverbial 1901-1971 makes 
it clear that (a) we are talking about a bygone situation and (b) there is no 
focus on ‘now’ as far as Armstrong’s life and his ‘struggle’ are concerned. 
The focus is on ‘then’ and so no link is available with ‘now’. 
 

 
Figure 4.7. Picture selection task with feedback for input-practice group 

The output-practice group received the same texts as the input-only and input-
practice groups but with productive practice in the form of translation taking 
into account the participants’ academic environment. This resulted in texts in 

all his life 

present time (‘now’) 

A 

all his life 

present time (‘now’) 

B 

all his life 

present time (‘now’) 

B 
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which most of the input was in English. However, the sentences which the 
output-practice participants were asked to translate were in Dutch. Using the 
example text provided
for the output-practice

 

 
Translate the sentence in bold in the text above into standard, formal 
sent-day English.
 
Feedback 
A linguistic context can be found in the text and it is the linguistic context 
which contains a past
the past tense. The past
be found in a sentence p
referred to in the sentence in which the verb form appears using the expre
sion all his life
the rest of the sentence (i.e., the sentence 
a sentence preceding the tense form. The adverbial 
that (a) we are talking about a bygone situation and (b) there is no focus on 
‘now’ as far as Armstrong’s life and his ‘struggle’ are concerned. T
is on ‘then’ and so no link is available with ‘now’.
A possible English translation is then: 
his life and not 

 

 
Figure 4.

B 

which most of the input was in English. However, the sentences which the 
participants were asked to translate were in Dutch. Using the 

ed above this led to the form of production-based 
practice participants represented in Figure 4.8. 

 

Louis Armstrong (1901-1971) was one of the greatest 
jazz trumpet players of the 20th century, but he ended his 
career though as a singer. Lips are not suited to vibrate 
against the mouthpiece of a trumpet day in and day out. 
Armstrong heeft zijn leven lang met dit ge-
geven geworsteld. Even at the height of his career in 
the 1930s, his lips had been ruined as a result of his 
energetic blowing technique. He was always treating his 
injuries and blisters using cream. Every time he put his 
instrument against his lips it felt as though a scorching 
poker was being held against them. At the end of a concert 
he was forced to swallow the constant stream of blood. 
There was a concert in 1935 during which the blood 
flowed down his shirt during his performance. In the end, 
Armstrong was forced to cancel so many performances that 
his manager sued him for breech of contract. 
 

Translate the sentence in bold in the text above into standard, formal pre-
English. 

A linguistic context can be found in the text and it is the linguistic context 
which contains a past-time indicator which, in turn, determines the use of 
the past tense. The past-time indicator is the reference 1901-1971, which can 
be found in a sentence preceding the tense form and the indicator is actually 
referred to in the sentence in which the verb form appears using the expres-

all his life. This means that the relevant linguistic context is not just in 
the rest of the sentence (i.e., the sentence minus the tense form) but also in 
a sentence preceding the tense form. The adverbial 1901-1971 makes it clear 
that (a) we are talking about a bygone situation and (b) there is no focus on 
‘now’ as far as Armstrong’s life and his ‘struggle’ are concerned. The focus 
is on ‘then’ and so no link is available with ‘now’. 
A possible English translation is then: Armstrong struggled with this all 

nd not *Armstrong has struggled with this all his life. 
 
 
 
 
 
 
 
 

Figure 4.8. Example text and translation task for output-practice group 

all his life 

present time (‘now’) 

STUDY 1 

which most of the input was in English. However, the sentences which the 
participants were asked to translate were in Dutch. Using the 

based practice 

was one of the greatest 
jazz trumpet players of the 20th century, but he ended his 
career though as a singer. Lips are not suited to vibrate 
against the mouthpiece of a trumpet day in and day out. 

-
Even at the height of his career in 

the 1930s, his lips had been ruined as a result of his 
energetic blowing technique. He was always treating his 
injuries and blisters using cream. Every time he put his 

orching 
poker was being held against them. At the end of a concert 
he was forced to swallow the constant stream of blood. 
There was a concert in 1935 during which the blood 
flowed down his shirt during his performance. In the end, 

ancel so many performances that 

e-

A linguistic context can be found in the text and it is the linguistic context 
time indicator which, in turn, determines the use of 

, which can 
receding the tense form and the indicator is actually 

s-
. This means that the relevant linguistic context is not just in 

minus the tense form) but also in 
makes it clear 

that (a) we are talking about a bygone situation and (b) there is no focus on 
he focus 

Armstrong struggled with this all 
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Upon confirmation of their translations, the output-practice participants re-
ceived feedback on their translations. This feedback was identical with the 
metalinguistic feedback provided to the input-practice participants (see Figure 
4.8). 

Posttest. A week after completing the treatment sessions, the participants 
were asked to take part in an unannounced immediate posttest.91 The setup of 
the posttest was identical with the setup of the pretest. The only difference was 
the actual nature of the 24 posttest items. Whereas the pretest consisted of 24 
new items, which the participants had not seen before, the posttest consisted of 
twelve ‘old’ items (i.e., items which had been recycled from the four pretest 
outcome measures, with three recycled items per outcome measure) and twelve 
‘new’ items, which were new for all of the participants. The twelve ‘old’ items 
were not randomly selected but were chosen based largely on item difficulty 
indices calculated after analysing the pretest answers. 
 
4.2.4 Procedure 
Study 1 took place in the months of April and May of the academic year 2007-
2008 and consisted of six experimental sessions, which were divided as follows: 
pretest (two sessions), treatment theory (one session), treatment practice (one 
session), posttest (two sessions). 

The participants were requested to enrol before the beginning of the first 
experimental session so that user accounts could be created in advance for all 
of the participants. The participants were told that the experimental sessions 
would focus on an aspect of English grammar but no further information was 
provided to prevent the participants from preparing for the experimental ses-
sions. In addition, the participants were not aware in advance of the contents of 
the individual experimental sessions. 

During the first experimental session, the participants were informed that 
they would be taking a test and that all the required information would be pro-
vided to them on-screen. After all of the participants had logged on to their 
accounts, they started the pretest and were given on-screen instructions before 
starting the actual test. Once the participants had finished reading the pretest 
guidelines and instructions, the key features of the guidelines and instructions 
were summarized in class by the instructor. Any remaining questions about the 
instructions that the participants had were answered in all of the groups in as 
consistently a way as possible. Backtracking features were not made available to 
the participants during the pretest sessions. The participants were warned about 

                                                 
91 Strictly speaking, the posttest was not immediate since there was one or two weeks between 
the last instructional session and the first or second posttest session. However, since the experi-
mental sessions were class-bound, I will assume that one week was the standard period between 
sessions and that the posttest followed the normal course of the experimental sessions. In Study 
3, for example, a second posttest was administered eleven weeks after the first posttest, with the 
first posttest regarded as the immediate posttest and the second posttest as the delayed posttest. 
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the absence of such features before the pretest started. By making them aware of 
this in advance, they could ensure that their pretest answers were their final 
answers before continuing with the next pretest item. The 24 pretest items were 
presented to the participants in context, namely in the form of relatively short, 
coherent texts (see the outcome measures above for examples of the texts and 
task types). The order of the texts was randomized and this randomization 
factor was programmed into the relevant software script, which resulted in 
unique orders for every participant. Each text came with four questions (one 
tense-related question and three questions about other text features such as 
cultural items, lexical items). After completing twelve texts the participants were 
given on-screen instructions to log off. As far as the participants were aware 
this was the end of the pretest. However, one week later the participants were 
given on-screen instructions to complete the pretest and at the end of the sec-
ond experimental session all the participants had completed the entire pretest, 
which consisted of 24 items. The pretest had to be split because of time con-
straints. 

One week later, the participants received explicit information about the ESL 
target features under investigation: the past and the present perfect when used 
to locate bygone situations in present-day English. The participants had one 
hour to complete the theory session. In practice, many of the participants did 
not require an entire hour to complete the treatment theory session but to 
avoid any effects of extraneous factors such as time stress, it was decided that 
one hour should be made available to all of the participants for this session. 
Instructions were once again provided on-screen before the treatment theory 
session commenced. Once the participants had finished reading the guidelines 
and instructions, the key features of the guidelines and instructions were sum-
marized in class by the instructor and any remaining questions that the partici-
pants had were once again answered. Subsequently, the participants were free 
to navigate through the treatment theory session by pressing the required but-
tons on-screen. This time, backtracking features were made available for the 
theory session and the participants were made aware of the presence of these 
features. The theory session consisted of 20 MS PowerPoint slides (see descrip-
tion above), which were imported into the programming software which was 
used for the experimental sessions. 

One week after receiving the theory session, the participants took part in the 
practice session. As was the case with the other sessions the participants re-
ceived instructions and guidelines on-screen. Backtracking features were made 
available and the participants were made aware of these features before the ses-
sion started. 

The final two experimental sessions consisted of a posttest, which was set 
up in exactly the same way as the pretest. The only difference was the nature of 
the 24 items on the posttest. Of the 24 items, twelve had been recycled from 
the pretest based on the item difficulty indices, which had been calculated after 
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the pretest data had been coded. Once again, the participants required two 
experimental sessions to complete the entire posttest. At the end of the last 
experimental sessions, the participants were told that they had completed all of 
the planned experimental sessions. 
 
4.2.5 Coding and scoring 
Both the pretest and the posttest were completely handscored. All 24 items on 
each of the tests were scored as either right or wrong with right answers being 
awarded a ‘1’ score and wrong answers a ‘0’ score. The coding of answers fo-
cused on meaning-related and use-related features of the temporal ESL target 
features. However, indirectly, form-related features of the temporal FMU map-
pings had to be used as indicators of the targeted finite verb forms. Since com-
plete formal accuracy of the FMU features was not one of the goals of the 
treatments, the scoring of the formal features was performed more leniently. 
This resulted in ungrammatical past forms such as *he promissed and ungram-
matical present perfect forms such as *the problem has arised, *he have came being 
marked as correct as long as the participants showed that they knew which 
tense to use even though they produced formally ungrammatical verb forms as 
a result of orthographical and/or grammatical problems (e.g., number agree-
ment). The problem of formal inaccuracy was an issue especially for the pro-
ductive outcome measures, for which participants were asked to produce either 
individual grammatical verb forms or grammatical verb forms as part of transla-
tions of entire sentences. As far as the translation outcome measure was con-
cerned, a decision was taken not to score the entire translations provided by the 
participants. Instead, the targeted finite verb forms were analysed with respect 
to the meaning-related and use-related features of the past/present perfect 
distinction. 

In theory, a system of partial-credit marking could have been used (espe-
cially for the productive outcome measures). However, such marking would 
have complicated the analyses of the data in several ways. First, it would have 
awarded proportionally higher scores to specific test items without any way of 
feasibly teasing apart the various features of the FMU mappings in the answers. 
Second, partial-credit marking would have led—especially for the translation 
outcome measure—to the scoring of data (e.g., lexis, syntax) irrelevant for the 
research being carried out. In turn, this would have led to an imbalance in the 
coding of the various outcome measures, which would have provided a dis-
torted picture of the results. The focus was purely on the targeted finite verb 
forms and to keep the marking consistent across all of the four outcome meas-
ures, the same coding and scoring procedures were used for all of the outcome 
measures. 
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4.2.6 Statistical analyses 
As already mentioned in Section 4.2.1, it would have been possible to conduct 
an analysis including all independent variables. However, considering the de-
pendency of the outcome measure variable on the modality variable, it was 
inappropriate to do so in this case, that is, to conduct a 3 (Treatment) x 2 
(Time) x 2 (Modality) x 4 (Outcome Measure) analysis. Consequently, we de-
cided to run two separate analyses (see Section 4.3). 

The assumptions which underlie repeated-measures analyses of variance 
(RM ANOVAs) were checked. Negative skewness (and, by extension, non-
normal distribution) was a common feature of the data. Transformation of the 
data was occasionally required to meet the assumption of normality of data, 
which underlies the RM ANOVAs used for interpreting the data. Because of 
the (moderate) negative skewness, the square root transformation sqrt(Z-X) was 
occasionally used following suggestions from Tabachnik and Fidell (2007).92 
Analyses were carried out with transformed and untransformed data but the 
results were the same. The raw data were checked first and any violations were 
investigated with and without transformations. Although the analyses were 
performed at times on transformed data, all figures and tables presented below 
contain the raw data from Study 1. Because of the nature of the transformation 
(taking the square root of the reversed data), inclusion of the transformed data 
in the tables would have unnecessarily complicated any interpretations. 

In addition to the assumption of normality of data, other assumptions of 
RM ANOVAs (e.g., homogeneity of variances, sphericity) were also explored at 
the three levels of statistical analysis. Of special importance in this respect was 
the assumption of sphericity. Field (2009) defines sphericity as “a more general 
condition of compound symmetry” (p. 459). Larson-Hall (2010) defines the 
concept of sphericity as the concept which “measures whether differences be-
tween the variances of a single participant’s data are equal” (p. 336). Since 
sphericity is an issue only when the repeated-measures variable has more than 
two levels, no references to this RM ANOVA assumption will be made for 
Study 1 since the repeated-measures variable time consisted of only two levels 
(pretest, posttest). 

Outliers were defined for each cell in the experimental design as test scores 
which were located 1.5 times the interquartile range below or above the first 
and third quartiles respectively. The outliers that were discovered were investi-
gated and analyses were run with and without values defined as outliers. Deal-

                                                 
92 In the square root transformation sqrt(Z-X), the X value represents the value(s) of the variable 
to be transformed and the Z value represents a constant which is used to ensure that (Z-X) does 
not equal 0. For the analyses in experiment 1, the possible constants were 25 (24+1), 13 (12 + 1) 
and 7 (6+1) for the three levels of statistical analysis (see Figure 4.9). For Study 1, the choice 
between the three constants depended on whether the variable was the sum of all four outcome 
measure for the complete tests (24 items), the sum of two outcome measures (twelve receptive 
items, twelve productive items) or one individual outcome measure (six items). 
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ing with outliers is often problematic (Field, 2009; Larson-Hall, 2010) so a deci-
sion was taken to include the outliers in the analyses since they did not signifi-
cantly affect the statistical analyses. 

A significance level of .05 was set for all statistical tests unless otherwise in-
dicated. In addition, effect size was assessed using the partial eta squared (η2   

p ) 
measure, with .01, .06 and .14 as standards for small, medium and large effect 
sizes respectively (Huck, 2009).93 
 
4.2.7 Validity and reliability 
The measures that were taken to safeguard (content) validity were described in 
Section 4.2.3.2. In addition to investigating validity, reliability was also an issue 
which was taken into account. Reliability (in the form of internal consistency) 
was measured using Cronbach’s alpha coefficient (α). Although the views about 
acceptable Cronbach’s alpha values are not always in agreement,94 it is generally 
accepted that a value of .70 or higher is acceptable. The Cronbach’s alpha coef-
ficients for the pretest and posttest in Study 1 were .46 and .76 respectively for 
all of the items as a whole. Although the pretest shows relatively low reliability, 
it would be unwise to dismiss the reliability of the pretest altogether based on 
this low Cronbach’s alpha coefficient. Huck (2009) states the problem of low 
validity and reliability coefficients as follows: “[K]eep in mind that validity (like 
reliability) is really a characteristic of the data produced by a measuring instru-
ment and not a characteristic of the measuring instrument itself” (p. 95). This, 
of course, is true of the reliability of the pretest. If one bears in mind that we 
selected a complex ESL target feature for instruction, with which ESL learners 
of all levels of proficiency experience problems, it is not a complete surprise 
that low(er) Cronbach’s alpha coefficients were found. What is more telling is 
the increase in the Cronbach’s alpha coefficients from pretest to posttest, which 
could partly be explained by an increase in receptive and productive awareness 
of the complex past/present perfect distinction.95 
 
4.3 Quantitative results 
The results reported in this section are of a quantitative nature. However, some 
qualitative data were also collected, which will be reported in a separate section 
(Section 4.6). 

                                                 
93 The standards for small, medium and large effect sizes (using η2   

p ) are general standards and may 
need to be changed depending on the research design that is being used and the research goals 
that have been set. 
94 See Larson-Hall (2010) for a more detailed discussion of Cronbach’s alpha coefficients and the 
problems related to evaluating such coefficients. 
95 The increase in Cronbach’s alpha coefficients may be partly explained by an increase in the 
command of the complex past/present perfect distinction but other factors may also have played 
a role here (e.g., the nature of the pretest/posttest items, the treatments). 
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Analyses for both main effects and interaction effects were carried out at 
the three levels of the experimental design as indicated in Figure 4.9. 

                

level items description 
 
 

                

1 24 all items 
 
 

2 
2 

12 
12 

receptive items 
productive items 

 
 
 

3 
3 
3 
3 

06 
06 
06 
06 

grammaticality judgement items 
selected response items 
constrained constructed response items 
translation items 

 
 
 
 
 

                
                

Figure 4.9. Levels of statistical analysis  

As mentioned before, seven students had a total pretest score of 21 or higher, 
that is, they answered more than 85 per cent of the pretest questions correctly. 
Since these students performed near ceiling in the pretest, we took them to be 
familiar with the target structures under investigation. In other words, instruc-
tion was unlikely to improve their performance significantly. We therefore con-
ducted the analyses on only those participants with pretest scores of 20 or 
lower, leaving 24, 21 and 25 participants in the input-only, input-practice, and 
output-practice groups respectively. We first conducted a three-way 3 (Treat-
ment) x 2 (Time) x 2 (Modality) RM ANOVA, with treatment as the between-
subjects variable and time and modality as the within-subjects variables. The 
descriptives are shown numerically in Table 4.3 and graphically in Figures 4.10, 
4.11 and 4.12. 
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Table 4.3. Performance on receptive and productive pretest and posttest items by treatment group 
(maximum scores of 12 on receptive and productive items and 24 on the totality of pretest or posttest items) 

         
Time Modality n M SD CI95% Min Max 
  Treatment    LL UL   
          

P
R
E
T
E
S
T

 

Receptive        
 Input only 24 8.92 1.89 8.12 9.71 4 12 
 Input practice 21 8.00 1.64 7.25 8.75 5 11 
 Output practice 25 8.20 1.68 7.51 8.89 5 11 
 Mean 70 8.39 1.76 7.97 8.81 4 12 
         
Productive        
 Input only 24 7.75 1.65 7.05 8.45 3 10 
 Input practice 21 7.52 2.09 6.57 8.47 3 11 
 Output practice 25 8.44 1.39 7.87 9.01 6 11 
 Mean 70 7.93 1.73 7.52 8.34 3 11 
         
Receptive & productive       
 Input only 24 16.67 2.94 15.42 17.91 7 20 
 Input practice 21 15.52 3.11 14.11 16.94 9 20 
 Output practice 25 16.64 2.53 15.60 17.68 11 20 
 Mean 70 16.31 2.86 15.63 17.00 7 20 

          
          

P
O
S
T
T
E
S
T

 

Receptive        
 Input only 24 8.83 2.37 7.83 9.83 4 12 
 Input practice 21 8.86 2.82 7.58 10.14 3 12 
 Output practice 25 8.64 2.56 7.58 9.70 3 12 
 Mean 70 8.77 2.54 8.16 9.38 3 12 
         
Productive        
 Input only 24 8.79 1.93 7.98 9.61 4 12 
 Input practice 21 9.19 1.69 8.42 9.96 6 12 
 Output practice 25 8.52 2.00 7.69 9.35 4 12 
 Mean 70 8.81 1.88 8.37 9.26 4 12 
         
Receptive & productive       
 Input only 24 17.63 3.97 15.95 19.30 9 24 
 Input practice 21 18.05 4.28 16.10 20.00 9 23 
 Output practice 25 17.16 4.04 15.49 18.83 7 22 
 Mean 70 17.59 4.05 16.62 18.55 7 24 

          

Note. CI = confidence interval; LL = lower limit; UL = upper limit. 

This analysis yielded a significant effect of time, F(1, 67) = 7.475, p = .008, η2p 

= .100. Performance on all 24 items showed a statistically significant but small 
increase from 16.31 in the pretest to 17.59 in the posttest, that is, an increase of 
just over one point on a 24-point scale. No main effects of treatment or modal-
ity were obtained. In addition, the interactions were not significant. 
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Figure 4.10. Performance on receptive pretest and posttest by treatment group 

(maximum scores of 12) 

 
Figure 4.11. Performance on productive pretest and posttest by treatment group 

(maximum scores of 12) 
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Figure 4.12. Overall mean performance on receptive and productive pretest and posttest 

(maximum scores of 12) 

Subsequently, we conducted a three-way 3 (Treatment) x 2 (Time) x 4 (Out-
come Measure) analysis. Numeric and graphic representations of the descrip-
tives may be found in Table 4.4 and Figures 4.13 and 4.14.  

Apart from the main effect of time (the same effect as in the previous analy-
sis),  F(1, 67) = 7.475, p = .008, η2p = .100, a main effect of outcome measure 
was obtained, F(3, 201) = 3.117, p = .027, η2p = .044. No significant interac-
tions were obtained although the Treatment x Outcome Measure interaction 
approached significance, F(6, 201) = 1.840, p = .063, η2p = .052. Thus, the four 
subtests were not equally difficult for all groups but since the mean scores dif-
fer only marginally across treatment, time and outcome measure, we attribute 
no importance to the main effect of outcome measure. 
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Table 4.4. Performance on pretest and posttest items by outcome measure and by treatment group 
(maximum scores of 6 on every outcome measure and 24 on all pretest or posttest items) 

         
Time Outcome Measure n M SD CI95% Min Max 
  Treatment    LL UL   
        

P
R
E
T
E
S
T

 

GJ       
 Input practice 24 4.17 1.20 3.66 4.68 2 6 
 Output practice 21 4.10 0.94 3.67 4.52 3 6 
 Control group 25 3.92 1.22 3.42 4.42 1 6 
 Mean 70 4.06 1.13 3.79 4.33 1 6 
         
SR        
 Input practice 24 4.75 1.19 4.25 5.25 2 6 
 Output practice 21 3.90 1.30 3.31 4.50 2 6 
 Control group 25 4.28 1.31 3.74 4.82 1 6 
 Mean 70 4.33 1.29 4.02 4.64 1 6 
         
CCR        
 Input practice 24 4.33 1.09 3.87 4.79 2 6 
 Output practice 21 3.86 1.39 3.23 4.49 1 6 
 Control group 25 4.28 0.98 3.88 4.68 2 6 
 Mean 70 4.17 1.15 3.90 4.45 1 6 
         
TR        
 Input practice 24 3.42 1.02 2.99 3.85 1 5 
 Output practice 21 3.67 1.32 3.07 4.27 1 6 
 Control group 25 4.16 0.90 3.79 4.53 2 5 
 Mean 70 3.76 1.11 3.49 4.02 1 6 

          

Note 1. CI = confidence interval; LL = lower limit; UL = upper limit. 
Note 2. The within-subjects variable outcome measure was defined as having four levels: (1) 
grammaticality judgement (GJ), (2) selected response (SR), (3) constrained constructed re-
sponse (CCR) and (4) translation (TR).  
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Table 4.4. (Contd.). Performance on pretest and posttest items by outcome measure and by treatment group 
(maximum scores of 6 on every outcome measure and 24 on all pretest or posttest items) 

         
Time Outcome Measure n M SD CI95% Min Max 
  Treatment    LL UL   
        

P
O
S
T
T
E
S
T

 

GJ       
 Input practice 24 4.17 1.34 3.60 4.73 2 6 
 Output practice 21 4.57 1.25 4.00 5.14 2 6 
 Control group 25 4.24 1.45 3.64 4.84 1 6 
 Mean 70 4.31 1.35 3.99 4.64 1 6 
         
SR        
 Input practice 24 4.67 1.44 4.06 5.27 2 6 
 Output practice 21 4.29 1.88 3.43 5.14 0 6 
 Control group 25 4.40 1.38 3.83 4.97 1 6 
 Mean 70 4.46 1.55 4.09 4.83 0 6 
         
CCR        
 Input practice 24 4.38 1.10 3.91 4.84 2 6 
 Output practice 21 4.95 0.81 4.59 5.32 4 6 
 Control group 25 4.24 1.05 3.81 4.67 3 6 
 Mean 70 4.50 1.03 4.25 4.75 2 6 
         
TR        
 Input practice 24 4.42 1.50 3.78 5.05 0 6 
 Output practice 21 4.24 1.18 3.70 4.77 2 6 
 Control group 25 4.28 1.40 3.70 4.86 1 6 
 Mean 70 4.31 1.36 3.99 4.64 0 6 

          

Note 1. CI = confidence interval; LL = lower limit; UL = upper limit. 
Note 2. The within-subjects variable outcome measure was defined as having four levels: (1) 
grammaticality judgement (GJ), (2) selected response (SR), (3) constrained constructed re-
sponse (CCR) and (4) translation (TR).  
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Figure 4.13. Pretest and posttest performance on all four outcome measures by treatment group 
(maximum scores of 6 with GJ0 = grammaticality judgement pretest, GJ1 = grammaticality judgement posttest, 

etc.) 
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Figure 4.14. Pretest and posttest mean performance by treatment group 

(maximum scores of 6) 

Given the results of the two analyses presented above, we did not deem it 
worthwhile to conduct more detailed analyses. 
 
4.4 Conclusions and discussion 
With respect to the three research questions formulated at the beginning of this 
chapter, the following conclusions can be drawn. Analyses of the data in Study 
1 revealed a small increase from pretest to posttest performance (by 1.28 point, 
that is, from 16.31 to 17.59 on a total score of 24) but this effect was not medi-
ated by treatment, modality or outcome measure. In other words, all three 
treatment groups slightly improved their performance from pretest to posttest. 
 It is impossible to say that this improvement was caused by the three treat-
ments since we had decided in advance not to integrate a no-treatment (con-
trol) group into the research design. We had expected to find a treatment effect 
with possibly the input-practice and output-practice groups performing better 
than the input-only group on the posttest. However, this expectation was not 
confirmed. Anticipating such an effect and considering the limited number of 
students available as participants, we had decided in advance to refrain from 
including a no-treatment control group in this study. Since there are no data 
from a no-treatment control group, it is impossible to say whether the small 
performance increases obtained in all three treatment groups were caused by 
the fact that participants in all three groups had received any treatment which 
dealt with the target structures under investigation. For a more detailed discus-
sion and interpretation of the findings across all three of the studies, see Chap-
ter 7, Sections 7.2 and 7.3.  
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We refrain from interpreting the small effect of outcome measure in the 
second analysis and the interaction effect which approached significance in the 
second analysis. 
 
4.5 Implications for quantitative data collection in Study 2 
In light of the results found after statistical analysis of the quantitative data in 
Study 1, several changes were made to the overall research design and research 
methodology for Study 2. Although these changes did not alter the general 
experimental setup beyond recognition, they were relevant in that they paved 
the way for—what was considered to be—an improved second study with a 
sharper focus on the relevant issues under investigation. All in all, a total of 
four changes were introduced for Study 2. A short description of these changes 
will be provided below. More detailed information about these changes and 
possible consequences for the overall research design and research methodol-
ogy may be found in Chapter 5, which provides a detailed account of Study 2. 

The first change which was implemented was a change in the number of 
treatments, which was reduced from three to two. Since the experimental focus 
was on possible differences between receptive and productive treatments in a 
specific pedagogical setting, in which explicit FFI was the norm (i.e., explicit 
FFI in a translation programme), the treatment which consisted of mere input 
enhancement (termed input only in Study 1) did not truly meet the requirements 
of explicit FFI which could possibly be administered to the participants in real-
ity. Instead, the two remaining treatments—input practice and output prac-
tice—were retained for further investigation in Study 2 since they were both 
feasible operationalizations of explicit FFI instruction. 

The second change was one related to the type of practice administered in 
the input-practice and output-practice groups. Taking into account the out-
come measures being used in the studies, the participants’ prior experience with 
explicit FFI instruction on the English tense system and the participants’ aca-
demic environment at the time the research was being carried out, we decided 
to gear the practice towards the four outcome measures in use for the study. In 
practice, this meant that the input-practice group would receive practice for 
grammaticality judgement task types and selected response task types. The out-
put-practice group, on the other hand, would receive practice for constrained 
constructed response task types and translation task types. 

A third change was related to the number of test items. In Study 1, a total of 
24 items were used in the pretest and posttest. These items were evenly distrib-
uted across the four outcome measures, resulting in six items per outcome 
measure. For Study 2, it was decided that eight additional items should be 
added, bringing the total to 32 test items, with eight test items per outcome 
measure. The addition of eight new items was deemed feasible within the time 
constraints of the sessions being carried out. The increase in test items also 
provided additional data to work with when analysing the data in Study 2. 
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The fourth and final change was related to the third change described 
above. Adding items to the existing test format implies either longer testing 
times or increased time pressure for the participants. Since neither was desir-
able, it was decided that the participants should receive only tense-related ques-
tions during the pretest and posttest sessions. Instead of asking them to answer 
one tense-related question per test in addition to three questions which were 
not related to tense, the only questions that they were asked were tense-related 
question, with one question per text. An added advantage of limiting the ques-
tions to tense-related questions was that the pretest and posttest sessions no 
longer had to be spread over two weeks. The participants were able to com-
plete each of these sessions in one week. 
 
4.6 Qualitative results 
For Study 1, the quantitative data reported above were the most substantial part 
of the data sets that were collected. However, a decision was taken to collect 
some qualitative data too in an attempt to gain more comprehensive insights 
into the strategies with which the participants approached the pretest and post-
test task types. Not only did we want to see what the participants answered, we 
also wanted the participants to shed light on how they came to their answers. 
Although the participants’ answers to the tense-related questions were vital to 
the qualitative analysis of the data found in Study 1, they were not the focus of 
investigation. The focus was more on the strategies that the participants used to 
answer the tense-related questions.  

A total of 24 participants were invited to take part in think-aloud protocols 
(TAPs). During the TAPs, the participants were presented with twelve texts 
(three for every outcome measure), which they had already received during the 
experimental pretest and/or posttest sessions. The TAP participants were se-
lected based on their pretest and posttest scores during the quantitative data 
collection procedures, with eight participants being selected from the following 
three scoring scales: ≤50%, 51-75%, 76-85%. 

The TAP participants were asked to provide answers to the text-related 
questions, which they had already been asked during the pretest and posttest 
experimental sessions. The questions that the TAP participants were asked 
were identical with the questions that they had been asked during the experi-
mental pretest and posttest sessions. However, this time the questions were 
asked orally and the TAP participants were asked to answer the questions 
whilst simultaneously verbalizing their thoughts, strategies, choices and final 
answers, which were all recorded for subsequent qualitative analysis. 

As far as their answers to the tense-related questions were concerned, the 
TAP participants showed overall learner variability, which proved to be both 
positive and negative variability. The participants’ answers recorded during the 
TAPs (October 2008) were compared with their answers (to identical tense-
related questions) recorded during the posttest (May 2008). Participants who 
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provided grammatically correct answers during the posttest and grammatically 
incorrect answers (on the same tense-related questions) during the TAPs were 
said to show negative variability. Participants who provided grammatically in-
correct answers during the posttest and grammatically correct answers (on the 
same tense-related questions) during the TAPs were said to show positive vari-
ability. A more detailed look at the answers and, more important, the strategies 
that the participants employed to answer the tense-related questions revealed 
the following results. 

The TAP participants often relied on intuition or, as they described it, ‘feel-
ing’ to answer tense-related feelings. Answers such as “It feels right” or “It 
sounds better” were often provided. When the TAP participants were asked to 
provide additional information about such subjective explanations, they were 
often unable to do so. Many of the TAP participants had to be nudged into 
verbalizing their thoughts, strategies, choices and final answers. Overall, the 
answers to tense-related pictures ranged from correct answers to incorrect an-
swers with nuanced variations on these two options depending on whether the 
answers and/or the metalinguistic explanations were right. For example, some 
of the TAP participants were able to provide both the grammatically correct 
answers to tense-related questions (+) and the correct metalinguistic explana-
tions about their answers (+). By way of contrast, some TAP participants pro-
vided grammatically incorrect answers to tense-related questions (–) and were 
also unable to provide any correct metalinguistic explanations (–). However, 
there were also TAP participants who provided grammatically correct answers 
to tense-related questions (+) but were unable to provide any correct metalin-
guistic explanations (–).96 In other words, these participants showed (signs of) 
grammatically correct ESL performance, which was not necessarily based on 
correct verbalized metalinguistic explanations. In addition, a fourth group of 
TAP participants was recognized: Some TAP participants were unable to pro-
vide grammatically correct answers to tense-related questions (–) even though 
they provided correct metalinguistic explanations (+). 

Many of the TAP participants showed strategies which indicated an aware-
ness of temporal discourse features. Not only did the TAP participants take 
into account the use of, for example, adverbials, they also appeared receptive to 
applying pragmatic (world) knowledge when deciding which tense to use. In 
addition to these two features of temporality, the TAP participants also used 
scaffolding features to decide on tense usage. Often, they expressed awareness 
of tenses already in use in either the same sentence in which the targeted verb 
form appeared or in more extended discourse. However, awareness of scaffold-
ing features was not necessarily a guarantee for answering the tense-related 
questions correctly. By way of conclusion, it can be said that even though many 

                                                 
96 A more nuanced picture revealed that some TAP participants were able to provide snippets of 
correct metalinguistic explanations but unable to provide complete explanations. 
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of the TAP participants showed an awareness of temporal features, this aware-
ness was not always strongly developed that it led to consistently correct an-
swers to tense-related questions. 

There were also TAP participants who applied L1-based strategies, stating 
that they firmly believed that English and their L1 (i.e., Dutch) often behaved 
in exactly the same way and that such likeness between the two languages was 
the overall strategy which guided them when selecting possible tense forms in 
English. 

When asked about the overall difficulty related to the English tense system, 
most of the TAP participants agreed that the English tense system—whatever 
this entailed for them in detail—was quite problematic for them. They ex-
pressed doubts about their theoretical and practical knowledge about the Eng-
lish tense system. Although they generally agreed that form was not a problem 
per se, they did find the meanings and the uses of the tenses complex at times. 
When asked about the difficulty of the four task types that they had encoun-
tered during the experimental pretest and posttest sessions, the TAP partici-
pants were not all in agreement. Many found the translation task type the most 
difficult since they felt uncomfortable about translating from Dutch into Eng-
lish without any dictionaries to look up words and expressions which they re-
garded as difficult. There were, however, also a number of TAP participants 
who expressed their unease about the two receptive task types (grammaticality 
judgement, selected response). They admitted to having doubts when not hav-
ing to produce verb forms themselves and being given tensed verb forms to 
interact with. 

For some of the TAP participants, general doubts were so deeply rooted 
that they felt that they had to “think like a teacher”. In practice, this meant that 
if they were given a text and were asked about a finite verb form, they could 
not believe that the teacher would select, for example, a past tense as the cor-
rect finite verb form for the third time in a row. So the strategy that they then 
applied was that the finite verb form had to be a present perfect because of the 
two previous finite verb forms, which had already been past forms. 

�




