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Öğretmenler öğrencilerinin dikkatini öğrettiIderi forma nasıl çeker?

Araştırmacının öncelikli hedefi forma odaldı öğretim yönteminde kullanılan en

etkili dikkat çelane tekniğini bulmaktır,

Dikkat çekme tekniklerinin etkilerini ölçmek için ön-test son-test desenli

bir çalışma uygulanmıştır. Çalışmanın katılımcıları Dokuz Eylül Üniversitesi

Yabancı Diller Yüksekokulu orta seviyede okuyan öğrenciler olmuştur.

Çalışmaya katılan 90 katılımcı rasgele üç deney grubu: itili üretim grubu, görsel

zenginleştirilmiş girdi grubu ve süreç odaldı dil öğretim grubu ve geleneksel

eğitimine devam eden bir kontrol grubu olarak aynlmıştır, Her grup öntesti

aldıktan sonra araştırmacı tarafından 4 saat uygulamaya tabi tutulmuş ve

uygulamadan hemen sonra aynı testi son test olarale almıştır. Dört hafta sonra ise

gruplar aynı testi gecikrneli son test olarale tekrar almıştır.

Ön ve son test sonuçlarına göre yapılan analizler gösteriyor ki itili üretim

ve süreç odaldı dil öğretimi hedef formun öğrenilmesinde etkili iken, gecikmeli

son test sonuçlarına göre ise, sadece süreç odaldı dil öğretimi katılımcılarda hedef

formun kalıcı olmasını sağlamıştır.



iii

ABSTRACT

How should the teachers draw the attention of the learners to form? This is

the question that shaped the study at hand. The main goal of the researcher was to

find out the most effective attentiorı drawing technique used in focus on form and

therefore infann the practitioners in the field about the results.

in order to test the efficiency of the attention drawing techniques, an

experimental study with a pre, post-test design was conducted. The subjects of the

study were the intennediate level students of the School of Foreign Languages of

Dokuz Eylül University in the Fal1 Term of 2006-2007 academic year. They were

students enrolled at an intensive English preparatory class of which the class

hours ranged between 24 to 30 hours a week. They were between 21 to 23 years

old. 90 subjects were randamly assigned to experimental and control groups.

There were three experimental groups: pushed output group, visually enhanced

input group and processing instruction group. Control group received traditional

granunar instruction which was shaped according to the infannation gathered

from the class teachers. Each group was given the pre-test and later they received

treatment. After treatment, they were given the same test as post-test and 4 weeks

later as the de1ayed post-test.

The ana1yses of the results of the pre-test, post-test and the delayed post­

tests reveal that pushed output and processing instruction were effective in the

teaching of the target fonn. However, as for the de1ayed post-test only processing

instruction stays wel1 in the interlanguage of the participants.
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ı. INTRODUCTION

Throughout the history of second language teaching and leaming, there

has been many options to teach second languages. The term option here refers to a

specific strategy for delivering instruction (EIIis, 1997). Ellis (1998) identifies

four macro-options based on a psycholinguistic model of L2 acquisition. These

are (l) input-based instruction, (2) explicit instruction, (3) output-based

instruction, and (4) feedback. Typically, lessons are not constructed around a

single macro-option but rather involve combinations of options. For exarnple, a

fairly traditional granunar lesson might start with a granunar presentation (option

2) and then move on to the production of the new structure (option 3) in

conjunction with feedback (option 4).

While the role of instruction is being discussed in theliterature, it is widely

accepted that input-based instruction plays a crucial role in the acquisition of

second languages (Brown, 1985; EI1is, 1985). Basically, learners of a

second/foreign language will not learn the language if theyare not exposed to it.

They need to hear the language and/or see the language on paper. The input

approach takes as its starting point the assumption that language leaming is

stimulated by communicative pressure and examines the relationship between

communication and acquisition and the mechanisms (e.g., noticing, attention) that

mediate between them (Gass, 2003).

Another component that has been argued to be essential in the acquisition

of second languages is output. it is accepted that output-based instruction is
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essential in the process ofleaming a second/foreign language (Swain, 1985, 1993,

i 995, i 998). in her argument Swain discussed that the need for output was based

initially on observations ofimmersion programs in Canada and most notably dealt

with the lack of target-like abilities of children who had spent years in such

programs. it has been claimed that producing the Target Language (TL) may

serve as "the trigger that forces the leamer to pay attention to the means of

expression needed in order to successfıılly convey his or her own intended

meaning" (Swain, 1985: 249).

1. 1. Statement of the Problem

Even though the above mentioned studies contribute to the field's

understanding of how input and output a:ffect leamers' comprehension and

production of L2 target forms and structures, what has not been explored to any

great extent is the relationship between these factors of acquisition: input and

output and to what extent the different forms of these factors affect the acquisition

of English as a second language.

In sum, empirical evidence from studies investigating the output

hypotlıesis (Izumi, 2002; Izuıni, Bigelow, Fujiwara & Feamow, 1999) lends at

least some support to tlıe notion tlıat output migbt have beneficial effects on

linguistic development in addition to- not in opposition to- tlıe crucial role of

input. TIıese studies, taken in conjunction witlı more qualitative work by Swain

(Swain, 1995, 1998), motivate furtlıer research into tlıe role of output in SLA.

Therefore, this study attempts to address this issue by exploring the

consequent effects of the input-output relationship and whether output, input
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processing or visual input enhancement can promote the learning of the Type 3

Conditional sentences by Turkish leamers of English. As was stated by Doughty

(2003: 288) two recent lines of research -processing instruction studies and focus

on form studies- both address the fundamental question of how L2 leamer

attention can most efficiently be directed to cues in the input which "disabled"

adult leamers fail to perceive when left to their own devices.

ı. 2. Objectives and Significance ofthe Study

Following the idea that both input- and output-based instruction can be

effective for SLA, many studies have attempted to compare the 1:\'10 under a

variety of research designs (Ellis & He, 1999; Mackey, 1999; Pica & Doughty,

1985; Swain, 1985, 1993, 1995). Few studies have specifically addressed wlıether

output-based instruction can be as effective as input-based instructİon (Izumi,

2002). However, there are still unanswered questions in the literature in temıs of

the degree of effects ofvisually enhanced input, processing instruction and pushed

output on the acquisition of English as a second laııguage. Further, as Gass (2004)

has mentioned, today's research world is dealing with theories depending on

input-output relationships, and these kinds of studies are becorning prominent,

Therefore, this study airos at investigating the possible effects of

processing instruction, visually enhanced input and pushed output in granıınar

instruction, namely focus on form in the leaming ofType 3 Conditional sentences

of English as a second language by Turkish leamers. it furtlıer aims at

investigating whether the leamers' inter1anguage development retains well over

time (as determined by the results of the delayed post-tests).
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The study may make some eontributions to tbe field of grammar teaehing

in tbe sense tbat tbe possible effeets found for any of tbe attention drawing

teehniques; processing instruction, visually enhaneed input and pushed output

might be used in tbe field of grammar instruction of Conditiorıal sentenees.

Besides, tbe study might motivate further researeh investigating tbe possible

effeets of tbe found teehnique on otber linguistie items in English otber tban

Conditional sentenees.

ı. 3. Variables of the Study

Dependent Variables: Scores gained by tbe subjeets on tbe post-test and delayed

post-test after tbe treatments.

Independent Variables: Visually Enhaneed Input, Pushed Output, Processing

Instruction, Focus on Farın.

Control Variables: Proficieney level, Ll background, age oftbe subjeets and tbe

time spent for tbe treatments.

ı. 4. Statement ofthe Researeh Questions

The research questions posed for tbe studyare based on tbe results of tbe

prior empirieal researeh. MainJy tbere are five researeh questions tbat tbe study

will try to answer. These are as fol1ows:

1. Does pushed output have any effeet on tbe learning of Type 3 Conditional

sentenees?

2. Does visually enhaneed input have any effeet on tbe learning of Type 3

Conditional sentenees?
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3. Does processing instruction have any effect on the learning of Type 3

Conditional sentences?

4. Among the three ways of attention drawing techniques, which is/are the

most effective on the learning ofType 3 Conditional sentences?

5. Among the three ways of attention gathering techniques, which

tec1ınique(s) facilitate(s) retaining the structure weII over time according to

the results of the delayed post-test?

ı. 5. Operaticnal Deflnitions

Input: VanPatten (2003) defines input as the language that a learner hears (or

reads) that has same kind of communicative intent. hı Corder's terms (1967),

input is basicaIIy "what is available for going in".

Intake: FoIIowing Corder's definition of input, intake is "what actually goes in".

it is the comprelıended data by the second language learner.

Input Processing: The process of getting linguistic data from the input in a

second language is called "input processing" (VanPatten, 2003).

Enhanced Input: A kind of attention drawing technique used in focus on form in

SLA. Smith (1993) used the term input enhancement to indicate lıow certain

features of language input could become salient. ErIam (2003) defines enhanced

input as instructional techniques which expose students to input in which the

target structure is typographicaIIy enhanced.

Output: hı its simplest form, output is the production of the input in any mode­

written or oral- by the learner.
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Output Hypothesis: Swain's (1995) Output Hypothesis elaiıns that output can,

under certain conditions, promote language acquisition by allowing learners to try

out and stretch their interlanguage capabilities. in so doing, learners may

recognize the problems in their interlanguage through internal and/or external

feedback and this recognition may prompt the learners to create alternatives by

searching their existing knowledge or to seek out relevant input with more

focused attention and with more elearly identified communicative needs.

Processing Instrnction: Processing instruction is an input-based instructional

technique infornıed by VanPatten's work on learners' input processing strategies.

Processing instruction is aimed at affecting learners' input processing and

thereby, affect acquisition (Morgan- Bowden 2006).

Pushed Output: Defined as an internal attention-drawing device by Izumi

(2002), pushed output is -like enhanced input- an attempt to direct the learner's

attention to problematic aspects in the input to promote their acquisition through

production processes.

Focus on Form: A type of instructian in which the priınary focus is on meaning

and communication, witlı the learners' attention being drawn to linguistic

elements onlyasthey arise incidentally in lessons (Long, 1991).

Focus on Forms: Focus on forms is defined as instructian in wlıich syllabi and

lessons are based on linguistic itenıs, witlı the primary goal being to teach those

items (Long, 1991).
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ı. 6. Outline and Organization of the Study

This study consists of the following chapters.

Chapter One: Introduction to the statement of the problem, the significance of

the study, variables of tlıe problem, and tlıe statement of the researclı questions to

be answered.

Chapter Two: This chapter presents a review of the literature on the role of

instruction, the role of attention in second language acquisition, focus on form and

tlıe attentioıı drawing techniques used in focus on form, The chapter continues

with detailed infornıation on tlıese attention drawing techniques, namely; visual

input en1ıancement,processing instruction and pushed output.

Chapter Three: The subjects who have participated, tlıe method; instruments,

data collection procedures, and data analysis procedures have been given here

witlı extra information on the fornı -Type 3 Conditionals- used for the study.

Chapter Four: Results and findings of the studyare presented in this chapter

witlı tabıes and figures.

Chapter Five: Discussions and conclusions are presented and pedagogical

implications and suggestions are given for furtlıer studies.
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2. REVIEW OF LlTERATURE

The conceptualization of language teaching has a long history. For over a

century, language educators have attempted to solve the problems of language

teaching by focusing attention on how to teach. Although the question of how to

teach has been debated for a long time, the debate has provided the main basis for

different interpretations of language teaching (Stern, 1983). Communicative

language teaching among those interpretations pays systematic attention to

functional as well as structural aspects of language, combining these into a more

fully communicative view (Littlewood, 1983).

The term focus on form, first used by Long (1991), has been derived from

the communicative language teaching approach as a type of instruction in which

the primary focus is on meaning and communication, with the leamers' attention

being drawn to the linguistic items in the input, it differs from the traditional

language teaching -focus on forms- in the sense that the primary goal of the

teacher in focus on fonns is to design her teaching based on the linguistic items to

be taught [ike in all other teaching methods; therefore the syllabus and teaching

are designed accordingly.

No matter what type of instruction is used, the model of language

acquisition that informs mainstream SLA identifies three main processes: intake,

acquisition and language production (EIIis, 2001). TraditionaIIy, language

instruction has been aimed at the last of these processes since for many second

language leamers and teachers, being able to produce the language (i.e., output) is

generally considered to constitute an important part of L2 learning. However,

precisely how beneficial it is to produce language is often not so elear: how, and
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ın what degree does producing the L2 help learners? Especially, when the

conflicting results of the studies are taken into consideration, the contribution of

output to the development of L2 knowledge İs stilI specUıative. Mareover, as

lzumi (2002: 542) puts it "if output has any positive effect on learning, we may

wish to ask whether it is unique to output or if essentially the same effect can be

obtained by some external manipulation ofinput".

in this chapter, the readers wiII first be presented a seetion on the role of

instruction in SLA, in order to introduce how and in what degrees instruction is

important. Since attention is an indispensible part of instruction, the role of

attention in second language learning wiII follow this. Later, a main approach to

grarnmar teaching -focus on form wiII be presented. Lastly, input enhancement,

processing instruction and pushed output- attention gathering techniques used in

focus on form- wiII be discussed in detaiL.

2. ı. The Role of Instruction in SLA

This part looks at second language acquisition in a classroom setting. it

considers whether formal instruction causes any difference in SLA. As Ellis

(2007) states, this is an important educational issue because language pedagogy

has traditionally operated on the assumption that grarnmar can be taught. in many

instructional methods, it is believed that by focusing on the linguistic form the

acquisition of the form will be fostered. Or, to put it in another way, raising the

consciousness of the learner to the target form may help him to internalize it.

SLA theorists are not in agreement concerning the potential value of

instructional intervention in SLA: some argue that instruction can have no effect
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beyond the provision of an environment conducive to SLA (e.g., comprehensible

input or triggering input). Others assume the effectiveness and even the necessity,

at times, ofrelevant and principled instruction, and a case is made accordingly for

the benefits of instruction of the right kind. Instruced SLA researchers thus

investigate the comparative efficacy of different types of pedagogic intervention,

particularly with regard to how instruction can assist learners in making the form­

meaning connections that are critical for interlanguage development Doughty

(2004).

The question of whether second language instruction makes a difference

was first posed by Long (1983) in his comparison of the empirical studies which

questioned Krasherı's then influential claim of leaming/acquisition distinction. in

those early studies, very global comparisons were made. According to the results

of the comparison Long summarized that for those for whom the classroom is the

only opportunity for exposure to L2 input, "instruction" is beneficial.

By the 1990s, the evidence in the four domains of SLA - (i) SLA

processes, (ii) SLA route, (iii) SLA rate and (iv) level ofultimate SL attainment­

formed the basis of an assumption that L2 instruction is effective (Doughty,

2001).

Nassaji and Fotos (2004) state four reasons for considering the role of

grarnmar as a necessary component of language instruction. First, it is necessary

for learners to notice the target forms in input; otherwise they process input for

meaning onlyand do not attend to specific forms, and consequently fail to process

and acquire them. A second reason for the L2 grarnmar instruction is the evidence

that L2 learners pass through developmental sequences-proven by the results of
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some morpheme studies-o A third reason is a large body of research pointing to

the inadequacies ofteaching approaches where the focus is primariıyon meaning-

focused communication, and granunar is not addressed. A fourth reason for the

consideration of granunar teaching in the L2 classroom is evidence for the

positive effects of granunar instruction.

While searching for the same positive effects of granunar instruction

Norris & Ortega (2000) review 49 sample studies published between 1980 and

i 998. To give an example, Mackey and Philp (1998) searched for the

effectiveness of interısive recasts and the participants were given interactional1y

modified input on question forms. The instruction category used was focus on

form and the results revealed that the group received recasts did better than the

group received interactionally modified input,

Norris & Ortega (2000:500) conclude as:

In general, focused L2 iııstruction results in large gains over the

course ofan intervention. Specifically, Ll instruction ofpartleular language

forms induces substantial target-oriented change, whether estimated as pre­

to-post change within experimenıal groups or as differences in performance

between treatment and control groups on post-test measures even when the

control group is exposed to and iııteracts witlı experimeııtal materials in

which the L2fo171ı is enıbedded.

in anather study searching for the role of instruction, Toth (2000)

summarizes his findings as evidence for the effectiveness of L2 instruction. He

investigated the acquisition of the Spanish morpheme "se" by English-speaking

adult learners. Participants included 91 university students and 30 Spanish native

speaker-controls. Learners received form-focused, communicative instruction on
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"se" for one week and were tested before, immediate1y following, and 24 days

after the treatment period. The results showed that "se" had been added to many

learners' grarnmars.

Burges & Etherington (2002) claim that grarnmar teaching has been and

continues to be an area of same controversy and debate that have led to the

emergence of a new classroom option for language teachers: that of Focus on

Form. Their paper reports research into teachers' attitudes to grammar and its

teaching and learning within an English for Academic Purposes (EAP) context.

Responses from 48 EAP teachers in British university language centers produced

both quantitative and qualitative data. Results indicate that the majority of

teachers in this study appreciate the value of grarnmar for their students and

possess a sophisticated understanding of the problems and issues involved.

Be it deductive methods or "habit forming" methods such as

Audiolingualism the purpose of the practice provided is to focus on specific

linguistic forms which the learner is encouraged to induce (Ellis, 2007). Among

many other studies which emphasize the importance and effects of instructian,

Ellis (2005) lists the principles of instructed language acquisition as follows:
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Table 2. ı. Principles of Instructed Language Learning

Principle 1:

Principle 2:

Principle 3:

Principle 4:

Principle 5:

Principle 6:

Principle 7:

Principle 8:

Principle 9:

Principle ıo.

(Ellis, 2005:9)

Instructinn needs to ensure that learners develop both a rich reperloire of

formulaic expressiansanda rule-based competence.

Instruction needs to ensure that learners focus predominantly on meaning.

Instructian needs to ensurethatIeamers also focus on form.

Instruction needs to be predominant1y directed at developing implicit knowledge

of the L2 while not neglectiog explicit knowledge.

Instructian needs to take into account the learner's "built-in-syllabus",

Successful instructed language learning requires extensive L2 input

Successful instructed language learning alsa requires opportunities for output

The opportunity to interact in the L2 is central to developing L2 proficiency.

Instructiorı needs to take account of individual differences in learners.

in assessing leamers' L2 proficiency, it is impoı1:ant to examine free as well as
controIled production.

The investigation and research revealing positive results for the role of

instruction in SLA can be taken in two ways. First, it has to be made c1ear if

formal instruction aids SLA. Having presented same of the studies which

investigated this issue, we can now continue with the second question. The second

question which needs to be answered is "Which type(s) of formal instruction

facilitate(s) SLA the most?". When Long (1983) emphasized the role of

instructiorı in second language acquisition he not only c1airned that instructiorı

makes a difference in L2 acquisition but alsa changed the principal focus of the

research from the effects of instruction to the most effective types of instruction

fostering second or foreign language learning. Doughty (2003:256) states the

cases against and for instruction and alsa claims that the shift has now turned to

the search of the best type of instruction.

The debate coııcerniııg the effectiveness ofLl iııstruction takes place at Iwo

fundemental levels. At the first level, SLA tlıeorists address in absolute terms



14

any potential at all (even the best possible) instructioııal interventioıı İn SU.

A small ııumber ofsu researclıersclatm that instruction can have no effect

beyond theprovisioıı ofan environment conducive to SLA. At the second [eve!

ofdebaie, a case is made for the benefits of insıruction. Then, assımıing the

ejfectiveness and sametimes even the ııecessity of relevant and princip!ed

instructioıı, researchers iııvestigaıe the comperaıive eJJicacy of different

types.

There is now evidence to support the cIaim that instruction helps second

language learners. Therefare, in the next part of this seetion we will focus on one

specific type of fonnal instruction, which is focus on form. However, before that

the reader should be warned that since there is no doubt that attended learning is

far superior and for all practical purposes, attention is necessary for all aspects of

L2 learning (Sclımidt, 2001) same concepts which shed light on our

understanding of cognitive aspects of second language learning will be discussed

below.

2. 2. The Role of Attention in SLA

The role of attention in language processing has become the focus of a rich

corpus ofrecent second language acquisition studies (Wong, 2001). lls centrality

has been so much accepted that Schmidt (2001) thinks that attention is as

important as understanding the role of input in SLA. As summarized by him, it is

now recognized that attentiorı is a necessary construct for understanding every

aspect of SLA and learners must consciously notice and be aware of features of

input for intaice and learning to be possible.

in psychology, the basic assumptions concerning attention have been that

attention is limited, that it is selective, that it is partially subject to voluntary
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control, that attention controls access to consciousness, and that attention ıs

essentia! for action control and for learning (Sclımidt 2001).

Tomlin and Villa (1994) however, do not overemphasize the role of

attention but they claim that attending to input is necessary but awareness can be

dissociated from attention and it is not necessary for learning. They identify three

mechanisms of attention: a!ertness, orientation and detection. A person who

attends to something is by definition a!ert (Sua!berg, 2007). Alertness is related

with motivation, in other terms readiness to dea! with incoming stimuli or data.

Orientation is directing attentiona! resources to a particular bit of information

while excluding other information. Alertness and orientation enhance detection

which is the process that selects or engages a particu1ar or specific bit of

information. Detection is the cognitive registration of sensory stimuli.

This same concept of detection has been ca!led as "noticing" by Sclımidt

(1994) the only difference being that awareness is not required in detection but

seen as essential in noticing. The term noticing is defined by Sclımidt (1994,

p:179) as the registration "detection" of the occurance of a stimulus event in

conscious awareness and subsequent storage in the long term memory. it is for

Sclımidt, the necessary and sufficient condition for converting input to intake.

Leow (2000) conducted a qua!itative and quantitative study in order to find

out the effects of awareness on 32 adult second or foreign language learners'

subsequent intake and written produclion of targeted Spanish morphologica!

forms. Leow (2000) used think-a!oud protocol data, gathered while learners

completed a problem-soJving task and he a!so used postexposure assessment tasks

to measure awareness or the lack of il. No dissociation between awareness and
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furtlıer processing of targeted fonns was foundin this study, the results of which

are compatible with the claim that awareness plays a crucial role in subsequent

processing of L2 data.

Williams (1999) bases her study on the assumption that some degree of

focus on form facilitates the development of targetlike use and addresses one

question in the attentiorı-to- form debate: What role might learners play in

fostering an increased awareness of form and accuracy? This study examines the

production of eight classroom learners at four levels of proficiency to detennine

the extent to which learners can spontaneously attend to form in their interaction

with other learners. Results suggest that the degree and type of leamer-generated

attention to form is related to proficiency level and the nature of the activity in

which the learners are engaged. They also indicate that learners overwhelmingly

choose to focus on lexical rather than grarnmatical issues.

Gass, Svetics & Lemelin (2003) question the extent to which attention

differentially affects different parts of language and how this differential effect

interacts with increased linguistic knowledge (i.e., proficiency). Thirty-four

English speakers enrolled in Italian ısı, 2nd and 3'd_year foreign language courses

in the United States were placed into one of two conditions (+focused attention)

and (-focused attention) for each of three linguistic areas: syntax, morphosyntax

and lexicon. it was predicted that focused attention would have the greatest effect

on the lexicon and the least on syntax. The results showed the opposite. For the

non-focused-attention condition, the predicted results were bome out, With regard

to proficiency, focused attention had a diminishing effect, with the greatest effect

in early periods oflearning and the least in later stages.
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To conclude, it is possible to say that attentian does not refer to a single

mechanism but to a variety of mechanisms or subsystems including alertness,

orientation and detection witbin selective attention. However, what these have in

common is the function of controlling infannation processing and instructional

practices that focus learners' attention on things that theyare less likely to attend

to or notice on their own alsa have a solidjustification (Schmidt, 2001).

2. 3. Focus on Form

Findings of a wide range of inunersion and naturalistic acquisition studies

suggest that when second language learning is solely experiential and focused on

communicative success, same linguistic features do not develop to targetlilce

accuracy (Williams, 1999). Therefore, careful exarnination of the effectiveness of

purely meaning-focused communicative language teaching has led a number of

second language researchers to claim that communicative instruction should

involve systematic treatments to draw L2 leamer' s attention to linguistic forms to

develop well-balanced communicative competence (Long & Robinson, 1998;

Lightbown & Spada, 1990; Loewen, 2005; Muranoi, 2000). This led tlıe

pedagogists in the field to point to the inclusion of same degree of focus on form,

in classes that are primarily focused on meaning and comrnunication, as

particularly helpful in promoting accuracy in second language acquisition

(Doughty & Williams, 1998). Doughty (2003) defines focus on form basicallyas

drawing learner attention to form while meaning and function are evident to tlıe

learner.
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Long (1991) conceptualized the need to incorporate form-focused

instructiorı into meaning-oriented communicative language teaching with the term

"focus on form". Focus on form, as Long defined it, is a type of instruction in

which the primary focus is on meaoing and communication, with the learners'

attention being drawn to linguistic elements onlyasthey arise incidentally in

lessons. This is generally interpreted as an unplanned approach to drawing the

learners' attention to form. Others; however, bave given a broader definition of

the concept, allowing for advanced planning in drawing learner attention to form

(DeKeyser, 2001). Focus on form typically involves the use of communicative

tasks, defined by Sbekan (1998: 268) as activities where meaoing is primary;

there is a goal that needs to be worked towards; the activity is outcome evaluated;

and there is a relationship between the task and real life. The factor that

consistent!y distinguisbes focus on form from other pedagogical approacbes is the

requirement that focus on form involves learners' briefly and perbaps

simUıtaneously attending to form, meaning and use during one cognitive event.

This kind ofjoint processing is elaimed to facilitate the cognitive mapping among

forms, meaoing and use that is fundamental to language learning (Doughty, 2001).

Ellis, Baştürkrnen & Loewen (2002) distinguisb between two types of

focus on form instruction; planned focus on form and incidental focus on form.

The former involves the use of focused tasks, i.e. communicative tasks that bave

been designed to elicit the use of a specific linguistic form in the context of

meaning-centered language use. in this case, then, the focus on form is pre­

determined. For example, a sarne-or-different task could be used to present pairs

of pictures which would necessitate learners using "at" and "in" (the target
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forms) in order to determine whether the pictures are the same or different, This

type of focus on form instruction is similar to focus on forms instruction ın

that a specific form is pre-selected for treatment but it differs from it in

two key respects. First, the attention to form occurs in interaction where the

primary focus is on meaning. Second, the learners are not made aware that a

specific form is being targeted and thus are expected to fı.ınction primarily as

"language users" rather than as "learners" when they perform the task.

Incidental focus on form involves the use of unfocused tasks, i.e.

communicative tasks desigoed to elicit general samples of the language rather

than specific forms. Such tasks can be performed without any attention to form

whatsoever. However, it is alsa possibJe that the students and teacher will elect to

incidentally attend to various forms while performing the task. in this case, of

course, attention to form will be extensive rather than intensive---that is, many

different forms are likely to be treated briefly rather than a single form

addressed many times. For example, while performing an opinion-gap task,

students might make a number of different errors which the teacher corrects

or students might feel the need to ask the teacher about a particular form, such as

the meaning of a key word they do not know.

Table 2. 2. Types of Form-Based

Type

ı. Focus-on-forrrıs

2. Planned focus-orı-form

3. Incidenta! focus-cn-fbrm

(ElIis et aL.; 2002:420)

Syllabus

Structura!
Task-based
Task-based

Primary focus

Fonn
Meaning
Meaning

Distribution

!ntensive
!ntensive
Exterısive
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Spada (2007) evaluated the effectiveness of these two types of focus on

form defined by Ellis et aL. (2002). in a questionnaire study, Spada asked for the

learners' and teachers' preference for and opinions about integrated and isolated

form-focused instruction (FFI). Fol1owing were the research questions of the

sudy:

• Does integrated FFI affect L2 learning differently from isolated FFI?

Are different language features more easily learned via integrated or

isolated FFI?

What are learners' (and teachers') beliefs about integrated and isolated

FFI?

The questionnaire had two versions given to students and teachers. in total,

2 LO students and 33 teachers from community-based ESL program participated.

The students were 18 to 55 years of age and Intermediate level ofproficiency. All

of the teachers were female and over 40 and had more than 10 years of teaching

experience.

An overall analysis of the results of the teachers' responses to all the items

on the questionnaire - isolated and integrated, shows that teachers have an

appreciation for both integrated and isolated FFI, with a slight edge towards

integration. The findings were the same for teachers in both programs and an

ANOVA indicated tlıat no background variables (e.g. country of origin, type of

education etc.) contributed to any differences.

Like the teacher questionnaire data, the student data also revealed that

students valued both integrated and isolated FFI. The students responses were at 4

(agree) or slightly below 4 on the scale,
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in focus on form instruction, the syllabus remains communicative, with no

preplanned L2 forms to be learned in any specific lesson or in any special order

(Poole, 2005). However, when a form is perceived to be problematic, the teacher

and/or other learners may address it explicitly in a variety of ways, such as,

through direct error correction, rule explanation, modeling, and drilling, to name a

few. Graınınatical items or structures may be brought to the students' attention by

some graphic or auditory device, provided it does not distort the patterns of the

language (Cook, 2001). Therefore, focus on form consists of an occasional shift of

attention to linguistic code features. This shift of attention may either come from

the teacher and/or students triggered by perceived problems with comprehension or

production.

Doughty (2003), while exaınining the definitions of focus on form,

identifies the cognitive correlates of Form Focused Instruction (FFI). in her

definitions of focus on form she identifies "likely to be integral cognitive

constructs" (Doughty: 207), such as; cognitive microprocesses, such as working

memory and noticing; cognitive macroprocesses such as input processing and

output production; and cognitive resources such as long term memory mental

representation of the learner's developing IL knowledge. Figure 2. 1. displays

these cognitive correlates.
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Figure 2. ı. The Cognitive Correlates of Focus on Form
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(experiential

processing for language learning (Intake)
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encoding; abstractian,
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internalization of input,
analysis, mapping among
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mental representation in
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Focus on form appears in the box at the center of Figure 2. ı. with the

cognitive carreIate of "cognitive intrusion." The tenn cognitive intrusion

emphasizes that directing or attracting learner attention to fonna! features of

languge is potentially an intrusion on ordinary cognitive processing. This may or

may not be advantageous, depending upon the degree of intrusiveness with the

processing underway (Doughty & Williams, 1998).

The significance of focus on form instruction has been recognized by

teachers (Baştürkmen, Loewen & Ellis; 2004) and by researchers and a number of

empirica! studies aimed at detennining the effects of focus on form have been

conducted. Muranoi (2000), for example, exarnines the impact of interaction

enhancement (IE) on the learning of English articles. IE is a treatment that guides

learners to focus on form by providing interactiona! modifications and leads

learners to produce modified output witlıin a problem-solving task. Two IE

treatments were employed: IE plus fonna! debriefing (IEF) and IE plus meaning­

focused debriefing (IEM). Outcomes of these treatments were compared with the

effects of non-enhanced interactian in a quasi-experimenta! study involving 91

Japanese EFL learners. Progress was measured with a pre-test and two post-tests,

yielding that IE had positive effects on the learning of English articles and the IEF

had a greater impact than the IEM treatment.

Lightbown and Spada (1990), observing communicative E8L courses in

Quebec, a!so reported positive effects for focus on form. They found that a class

in which fonn-focused instruction was provided within a communicative language

teaching framework contributed to high levels of linguistic knowledge and

improved command ofprogressive -ing and adjective-noun order in noun phrases.
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Spada and Lightbown (1993), then conducted a quasi-experimental study on the

effects of'form-focused instruction and corrective feedback on the development of

interrogative constructions in the oral performance of ESL learners in Quebec.

They provided form-focused activities and exercises and corrective feedback over

a two-week period witlıin the context of an intensive ESL program. Results

support their earlier conclusion that form-focused instruction witlıin a

communicative language teaching is benefieial in L2 acquisition by ESL learners.

Ellis, N. (2001) also support the idea that without any focus on form,

formal accuracy is an unlikely result, Ellis, N. states that focus on form

instructiorı, which is rich in communicative opportunities and which also makes

salient the associations between structures (which the learner is ready at a stage to

be able to represent) and functions, can faciIitate language acquisition.

One component of the view that formal instruction is important for raising

learner conseiousness of graınmatical structures is the critical role in language

processing assigned to noticing the target structures in subsequent communicative

input, Fotos (1993) investigates the amount of learner noticing produced by two

types of graınmar consciousness-raising treatments designed to develop formal

knowledge ofproblematical graınmar structures: teacher-fronted graınmar lessons

and interactive, graınmar problem-solving tasks. The frequencies of noticing the

target structure in communicative input one and two weeks after the graınmar

consciousness-raising treatments were compared with the noticing frequencies of

a control group. This control group was not exposed to any type of graınmar

consciousness-raising activity. The results indicate that task performance was as

effective as formal instruction in the promotion of subsequent significant amounts
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of noticing, as compared with the noticing produced by the control group. it is

demonstrated that a number oflearners who developed lmowledge about grammar

structures went on to notice those structures in communicative input after their

consciousness had been raised.

in cases where a pedagogical intervetion -such as consciousness raising

treatments- occur, it is debated if the influence of this intervention is moment-to­

moment (Doughty, 2001). Since the cognitive macroprocesses are normally

automatic and inaccessible, moment-to-moment microprocessing may be open to

immediate influence. What needs to be determined is whether or not this influence

facilitates L2 learning.

Lyster (2004) investigated the effects of form-focused instruction (FFl)

and corrective feedback on immersion students' ability to accurately assign

grammatical gender in French. Four teachers and their eight classes of 179 fifth­

grade (ID-Il-year old) students participated in that quasi-experimental classroom

study. The FFI treatment, design ed to draw attention to selected noun endings that

reliably predict grammatical gender and to provide opportunities for practice in

associating these endings with gender attribution, was implemented in the context

of regular subject-matter instruction by three of the four teachers, each with two

classes, for approximately nine hours during a S-week period, while the fourth

teacher taught the same subject matter without FFI to two comparison classes.

Additionally, each of the three FFI teachers implemented a different feedback

treatment: recasts, prornpts, or no feedback. Analyses of pre-test, immediate post­

test, and delayed post-test results showed a significant increase in the ability of
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students exposed to FFI to correctly assign grammatical gender. Results of the

written tasks in particular, and to a lesser degree the oral tasks, revealed that FFI

is more effective when combined with prompts than with recasts or no feedback,

as a means of enabling L2 learners to acquire rule-based representations of

grammatical gender and to proceduralize their knowledge of these emerging

forms.

it can be said that the learners learn the grammatical structures theyare

taught through FFI depending on the ample evidence which shows that form­

focused instructiorı (FFI) has a positive effect on second language (SL)

acquisition (Ellis 2002). And it is a known fact that in order to take learners'

attention to form in FFI, there are different techniques to be used. As was stated

above the main goal of the study in hand is to search and find out which of these

attention drawing techniques used in focus on form is more effective and durable.

Therefore, in the foIlowing sections the reader wiIl be presented with three

attention drawing techniques, namely: input enhancement, pushed output and

processing instruction.

2. 4. Input and Second Language Acquisition

The role of input has been recognized as important in our understanding of

lıow L2s are learned. "In its simplest form, input is the sine qua nonlaf

acquisition" (Gass & Torres, 2005: 2).

When in the field of second language learning and teaching the scope of

inquiry included the learning environment on learners' developing cornpetence,

i Latinfor "without which not"; somethingthatis absolutelyessential.
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focus has been shifted to the input to the learner and the interactions in which

learners engage. Among the papers contributing to the broadened scope of inquiry

in the field has come from Corder in i 967 in which he distinguished between

input and intaice (cited in Gass & Madden 1985). in his words, the simple fact of

presenting a certain linguistic form to the learner does not necessarily qualify it

for the status of input, for the reason that input is "what goes in" not what is

available for going in, and we may reasonably suppose that it is the learner who

controls this input or more properiy his intaice. Within the research paradigm of

input studies, input generally refers to "what is available for going in" and intaice

"what actually goes in".

No theories or approaches to SLA underscore the importance of input,

a1though theories differ as to its significance. For Cook (2001), the purpose of

language teaching in a sense is to provide optimal samples of language or the

learner to profit from- the best "input" to the process of language learning.

Everything the teacher does provide the learner with opportunities for

encountering the language.

According to the Input Hypothesis (Krashen, 1985), learners acquire an L2

when theyare exposed to comprehensible input that contains linguistic forms

slightly in advance oftheir current interlanguage system (HI)? Krashen (1994:

48) c1aims that "only comprehensible input is consistent1y effective in increasing

proficiency' and that "more skill-building, more correction, and more output do

not consistently result in more proficiency". For Krashen, the ability to produce

the L2 is the result, not the cause of acquisition.

2 in (i+1) i refers to the curreot interlanguage system of the secnnd language learner and + ı is the
cornprehensible input whicb contains linguistic forms ahove one level of the current interlanguage
system.
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When we exaınine the role of input in Universal Grammar (DO), we see

that within the framework of UO input is central (Brown, 2000; Gass, 2004;

Lightbown & Spada, 1999). in UO, an innate knowledge system whose job is to

constrain the shape of possible human grammars is said to guide language

acquisition. The questions that drive the UO approach to acquisition is "What do

learner grammars allow and disallow?" and "How can learners come to know

what they know about language with the data theyare exposed to?" (VanPatten,

2004:35). Within the principles and parameters framework, UO-based researchers

can examine to what extent learners adlıere to UO-based constraints and to what

extent theyare capable of (re)setting parameters. Therefore, it will not be a

mistake to say that UO relies on input in the creation of a linguistic system.

in another theory, which is radically different from UO, there is no innate

knowledge which shapes the acquisition process. According to connectionism, if

there is a language and language acquisition system, it emerges in time. it is not

innate; it is not there from the outset (Ellis, 1998). Within this framework, learners

construct aneural network of information nodes with links between them

(Lightbown & Spada, 1999). These links are either strengt1ıened or weakened via

activation or nonactivation. For example; once a link is established between a

particular form and its meaning, that link is increasingly strengthened each time

the connection between form and meaning are made. Thus, frequency in the input

has an impact on the strength of connections (Ellis. N, 2004). As for UO, also for

connectionism input is fundamental since the data for the creation of nodes and

associations between them are to be found in the input.



29

in his Competition Model, MacWhinney (2001) emphasizes three

components oflanguage learning as input being one ofthem together with leamer

and context. in MacWhinney, the basic daim of the model in regard to input is

that language comprehension is based on the detection of a series of cues and the

reliability and availability of these determines the strength of cues in

comprehension.

VanPatten (2003) defines input as the language that a leamer hears (or

reads) that has same kind of communicative intent. Communicative intent here

refers to the message in the language that the leamer is supposed to attend to

and/or respond to. The job of the leamer is to comprehend the message.

VanPatten (2003) claims that acquisition happens as a by-product of

comprelıensionsince the message the leamer attempts to comprehend is encoded

linguistically with lexical items, syntax, morphology and so on. When a leamer is

grasping the meaning, he is making connections between meaning and how that

meaning is encoded. He, therefore, says that input for acquisition is not

information about the language. it is not drilling, or filling out an exercise to

practice a linguistic item. it is alsa not the language used for display purposes

(language used by the teacher to present a role not to communicate) or for

correction by teachers. Only instances of the L2 that are used to communicate

information or to seek information can be considered as input for acquisition.

Ellis (1985: 77) suggests two ways in which the input may influence the

route along which L2 leamers pass:

First, the input thal results from the interlocutors' attempts to

negotiate shared topic results in specific syııtactic1017715 being modeled more

frequently than otlıers. Tlıese are processed and acquired by tlze learner.

Tlıus, it is the basic rules ofconversation which determine which f017715 are
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ıısed frequently and so learned early. This view oj the contribution of the

iııput to SLA has been put fo/word by Hatclı (1978). The second woy in whiclı

the input affects the course ofdevelopment is through tlıese ofwhaı Wogner­

Gouglı (1975) has cal/ed an "incorporation strategy". According ta this

view, conversations provide the learner with units ofdifferenısizes which can

be incorporated info sentence structure. Thus, the inpuı controls wlıiclı forms

are processed by learners and also provides building blocks whiclı they can

use to coııstruct new syntactic patterns, whiclı otherwise lie outside tlze

learner's competeııce.

VanPatten (2003) divides input into two as conversational and non-

conversational input. Conversational input is the language that leamers hear in the

context of some kind of communicative exchange with some other people. it is the

language directed to the leamer with some kind of expected response. Here, the

leamer must be a part of the interaction for language to be conversational input,

Non-conversational input, on the other hand, does not require the leamer to

respond to the language. Watching television, listening to the radio and being a

part of a formal lecture are all exarnples of getting non-conversational input, The

language is not directed to the leamer and the leamer does not engage the speaker

in any kind of interaction.

2. 4. ı. Input Processing

A crucial role in understanding the role of input relates to processing.

VanPatten (2003) has concemed with what he refers to as input processing, which

deals with presentation and timing of input. The process of getting !inguistic data

from the input in a second language is called "input processing."

in cognitive psychology it is stated that attention is selective and limited

(Sclımidt, 2001). Given this limited attentional capacity only a limited arnount of
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incoming data may be attended to at a gıven time. Thus, VanPatten (1994)

proposed that form and meaning may compete for attentional resources. Because

the communicative goal of the learner is to understand the content of the message

rather than how it is encoded, the learner will process input for meaning before

s/he does so for form.

Input processing consists of two sub-processes: making form-mearıing

connections and parsing. Making form-mearıing connections means getting data

from the input as that -s at the end of a verb means someone else or third person

singular. Parsing refers to mapping syntactic structure onto utterance like knowing

which noun is the subject, which is the object when hearing a sentence.

VanPatten (2002: 757) states:

Iııput processing is concerned witlı how learners derive intake from

iııput regardless oj tlıe language being learned and regardless oj tlıe context

be it instrucıed or noninstructed. Intake is defined as the linguisıic data

actually processed from the input and held in working memOl)' for further

processing. As such, iııpuı processing attempts to explain how leamers gel

form from isıput and how they parse seııtences during the acı oj

comprelıension while tlıeir primary attention is on meaııiııg. F0111J in this

model refers to surface features oj language (e.g., functors, inflections),

although ıP is also relevant to syntax.

Comprehension has been stated to be a facilitator ofprocessing form in the

input by VanPatten (2003). Interaction and input modification are the ways to

facilitate comprehension. During a conversation there may be negotiation of

meaning. One way ofnegotiation of meaning İs confirmation checks, which recast

what the learner says. Input modification, on the other hand, is the simplification

of input, Input can be modified in a number of ways like; using shorter sentences,

using more common vocabulary, repeating something, and others.
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Table 2. 3. Principles of Input Processing

PI. Learners process input for meaning before they process it for form.

P i a. Learners process content words in the input before anything else.

Plb. Learners prefer processing lexical items to grammatical items (e.g., morpbology) for

thesame semantic information.

P 1c. Leamers prefer processing "more meaningfiıl" morphology befare "less" or

"nonmeaningful" morphology.

P2. For learners lo process form that is not meaningful, they must be able to process informational

or eommunicative content at no (or little) cast to attention.

P3. Learners possess a default strategy thal assigns the role of agent (or subject) to the first noun

(phrase) they encounter in a sentence/utterance. This is called the first-noun stralegy.

P3a. The first-noun strategy may be overridden by lexical semantics and event

probabilities.

P3b. Learners will adopt their processing strategies for graınmatical role assignment only

after their deve1aping system has incorporated other cues (e.g., case marking. acoustic

stress).

P4. Learners process elements in sentence/utterance initial pasition first.

P4a. Leamers process elements in final pasition befareelements in medial pasition.

(VaoPatten,2002: 758)

The point here is that L2 learners do not need to get better at

comprehending before they can begin to attend to grarnmatical feahıres in the

input, When the input is adjusted for level, learners have less of a comprehension

burden and thus the likelihood of their attending to form increases.

VanPatten's model consists of a set of principles and corollaries (See

Table 2. 3. above) that interact in complex ways in working memory. As

VanPatten (2002:757) states "It is important to point out the role of working

memory in this model since the first two principles are predicated on a limited

capacity for processing information; that is, learners can only do so much in their
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working memory before attentional resources are depleted and working memory

is forced to dump information to make room for more (incoming) information."

Figure 2. 2. Inpnt Processing

Working Memory

Principles that guide form­
meaning connections

lnteraction: negotiation of
meaning

Principles that guide parsing

lnput lntake

(VanPatten, 2003:40)

Input processing consists of two subprocesses: the process of making form

meaning connections and parsing. Both have to do with how leamers initially

match meaning with form at both its local and sentential levels. Input processing

is not equivalent to acquisition and is onlyone set of processes involved in the

creation of an underlying mental representation. The result of input processing is

linguistic data held in working memory that is available for further processing

(VanPatten, 2004).

Alcon (1998), ın her article Input and Input Processing in Second

Language Acquisition, hypotlıesizes that a number of factors can iııfluence the

way input is processed by tlıe second language leamers. Among these are, input

simplification, input enhancement, interactional modifications and individual

leamer differences.
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To sum up, from the point of view of VanPatten's input processing, a

model of second language acquisition fol1ows these steps:

Figure 2. 3. Model for SLA

Input provides the data

n
IP makes certain data available for acquisition

n
Other internal mechanisms accommodate data into the system

(Often triggering same kind of restmcturing or a change of internally generated
hypotheses)

Output helps leamers become communicators and may help them become better
processors of input

2. 4. ı. ı. Processing Instruction

VanPatten (2002) defines processing instructian (PI) as a type of granunar

instmction or focus on form derived from the insights of input processing. For

Doughty (2001) processing instuction is a pedagogical interventian designed to

influence L2 learners' processing of input such that it more readily and effıciently

becomes intake. in particular, processing instruction aims to make salient to L2

leamers those aspects of the input which are hardest or at least natural to pay

attetion to. The most salient characteristic of PI is that it uses a particular type of

input to push leamers away from nonoptimal processing strategies. Therefore,

VanPatten (2002) claims that since the point of PI is to assist the leamer in
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making fonn-meaning connections during IP, it is more appropriate to view it as a

type of focus on form.

A secondary salient characteristic of PI is that learners are never asked to

produce the target form during the instructional phase. During PI what the learner

is asked to do is to process sentences and interpret them correctly while attending

to form as well. PI has three basic features or components:

1. Learners are given infannation about a linguistic form or structure.

2. Learners are infonned about a particular PI strategy that may negatively

affect their picking up of the form or structure during comprehension.

3. Learners are pushed to process the form or structure during activities with

structured input: input that is manipulated in particular ways so that

learners become dependent on form and structure to get meaning and/or to

privilege the form or structure in the input so that learners have a better

chance of attending to it (i.e., learners are pulled away from their natural

processing tendencies toward more optimal tendencies).

Even though stated by VanPatten above as a type of focus-on form, due to

the explicit focus on form component of this approach, same researchers have

equated it with Long's focus on fonns (e.g., Sheen, 2002). VanPatten (2002: 764),

however, argues that since the aim of this approach is "to assist the learner in

making form-meaning connections during IP [input processing]; it is more

appropriate to view it as a type of focus on form".

Benati (2003) in his study addressed the question ofwhether or not explicit

infannation plays a significant role in instructed SLA within the framework of
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processing instruction. in his experimental study, there were three groups: a

processing instruction group, a structured input only group, and an explicit

information only group. The participants were taught twice during the

instructional treatnıents over a period of two consecutive days on the Halian future

tense. The results of the ANOVA carried out showed the structured input only

group made gains siınilar to those of the PI group both in interpretation and

production tasks. However, the explicit information only group did not. Its gains

were minimum.

2. 4. ı. 2. Input Enhancement

in our discussion of the importance of input in SLA it was stated that the

current SLA research considers the importance of input necessary but insufficient

(Larsen-Freeman and Long, 1991). H is believed that not all of the input that

learners are exposed to is utilized as intake for learning. Therefore recent research

in SLA has exarnined the role of attention in mediating input and learning. A

general finding of such research indicates that attention is necessary for learning

to take place. As was stated by Sclımidt (1995, 2001) people learn about the

things that they attend to and do not learn much about the things they do not

attend to. in his Noticing Hypothesis, Schmidt (1990) claims that "intake is that

part of the input that the learner notices". He went further to argue that SLA is

largely driven by what learners pay attention to and notice in target language

input,

The position that learning without attention is not possible is also defended

by Carr and Curran (1994: 207), who stated that "there is little compelling
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evidence that requıres anyone to believe in a strong form of 'unconscious

abstraction"- the full construction ofvery abstract role systems comp1ete1youtside

of awareness-" and that "there is compelling evidence that focused atlention is

needed for structural learning even if what is being learned does not reach

conscious levels of processing". it is argued that unatlended stimuli persist in

immediate short-term memory for only a few seconds at best and atlention is the

necessary and sufficient condition for long-term memory storage to occur. in

SLA, the claim has been made frequently that atlention is necessary for input to

become available for further mental processing (Sclımidt, 2001).

Taking the central role of atlention in learning as a starting point of

investigation, recent SLA research has begun to explore whether and how the

learners' atlentional processes may be influenced for the sake of their greater

interlanguage developmenl. Such consideration is indeed at the core of influential

pedagogic proposals known as consciousness-raising (Smith, 1993) and focus on

form, Specific pedagogical approaches to draw the learners' atlention to form­

namely; input enhancement and learners' output (will be discussed later) - have

received considerable atlention in recent SLA research.

A 1inguistic item may be salient because of its intrinsic properties or it

may be made deliberately salient in the input in order to direct the learners'

atlention. The terms corısciousness-raising and input enhancement are frequently

used to refer to "that kind of atlention drawing" (Smith, 1993). in SLA literature,

the use of both terms can sometimes be confusing since theyare used as

synonyms, or to denote different concepts. The term consciousness-raising was

first used by Smith (1981) to indicate that a deliberate atlempt was made to focus
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on the formal properties of the language in order to develop a second language

knowledge. in other words, it is assumed that by focusing de1iberate1y on the

formal properties of the language the 1earners' mental state is alerted. However, in

1991 Smith switched to the term input enhancement to indicate how certain

features of language input cou1d become salient. Er1am (2003) defines enhanced

input as instructiona1 techniques which expose students to input in which the

target structure is typographical1y enhanced.

Smith (1993) referred to input enhancement as a means of highlighting

certain language areas for 1earners with the goal of drawing their attention to those

areas. He pointed out that input enhancement can be internallyand extemal1y

driven. External1y driven enhancement is what happens in a classroom when a

teacher, through a variety of means, draws attention to a particu1ar area of

language (e.g. through a structured task or an overt exp1anation). Intemal1y driven

enhancement comes about through 1earners' own devices when they attend to

something themse1ves (e.g. due to salience or frequency).

Smith (1993) proposes two types of input enhancement: positive and

negative input enhancement. Positive input enhancement highlights the salience of

correct forms in the input such as; visual input enhancement of a reading text in

which targeted form are bo1ded, underlined, capita1ized or italicized. Negative

input enhancement wou1d highlight errant forms. An examp1e of this wou1d be

error flags which wou1d draw 1earner attention to their mistakes.

in their study, Jensen and Vinther (2003) report on two experiments on

input enhancement used to support 1earners' se1ection of focus of attention in

second language listening material. Eighty-four upper intermediate 1earners of
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Spanish took part. The input consisted of video recordings of quasispontaneous

dialogues between native speakers, in tests and treatment. Exact repetition and

speech rate reduction were exaınined for their effect on comprehension,

acquisition of decoding strategies, and linguistic features. Each of three groups

were made to listen to each utterance of the dialogue three times, in different

speed combinations; fast-slow-fast, fast-slow-slow, fast-fast-fast, respectively. A

fourth group served as a baseline and received no treatment. Comparisons of pre­

test and post-test scores showed significant effects for all parameters. No

difference with regard to effect could be established between treatment conditions.

White, Spada, Lightbown and Ranta (1991) investigate the extent to which

form-focused instruction and corrective feedback (i.e. 'input enhancement'),

provided within a primarily communicative program, contribute to learners'

accuracy in question formation. Over a two-week period, three experimental

classes of beginner level francophone ESL learners (aged 10-12 years) were

exposed to a variety of input enhancement activities on question formation. Their

performance on paper-and-pencil tasks and an oral communication task was

assessed on a pre-post test basis and compared with an uninstructed control group.

The results indicate that instruction contributed to syntactic accuracy and that

learners who were exposed to the input enhancement activities significant1y

outperformed the uninstructed learners. These results are inteıpreted as evidence

that input enhancement can bring about genuine changes in learners' interlanguage

systems.

Combs (2005) tries to explore the underlying cognitive processes that

could be triggered by input enhancement. The idea is to see what effects of input
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has had or has failed to have on the L2 leamer's processing of input. With a meta­

analysis of seven studies conducted on enhanced input, Combs summarizes that

not all of the studies used input enhancement alone as a method of inducing the

desired learning effects intended by the researcher. Secondly, studies of visual

input enhancement have involved varying lenghts of treatment and exposure to

the input. The results of the treatment have been quite mixed. Three of these seven

studies yielded positive findings for the facilitative effect of enhancement,

whereas three studies elicited limited effect at all.

Input and especially enhanced input, essential factors in determining the

other factors which contribute to the processes involved in second language

learning, need to be considered with a multiplicity of factors in order to determine

leamer development. Among the other factors stated above, output has a crucial

role to be mentioned too.

2. 5. Output and Second Language Acquisition

Current SLA research, however, goes beyand general interest in the need

for comprehensible input, which is considered necessary but insufficient mainly

because not all of the input that leamers are exposed to is utilized as intake for

learning (Larsen-Freeman and Long, 1991). Gass & Selinker (2001) state that

input alone is not sufficient for acquisition because when one hears language, one

can often interpret the meaning without the use of syntax. Hearing the words

"dog, bit, girl" one can understand that the meaning is "The dog bit the girl. " So,

little knowledge is needed to interpret the meaning. Output, on the other hand, has
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been seen as a way of creating knowledge, but as a way of practicing already

existing knowledge.

Swain (1985) mentioning the same problem stated above by Gass and

Selinker (2001), gives the example of French Immersion Programs in Canada,

which aim at the achievement of both academic and L2 learning through an

integration of language teaching and content teaching. Even though these

language programs have great success in many areas of the students' language

development, the same students, however, have been found to have problems in

some aspects of the target language grammar. Swain (1985, 1993, 2000) found

that although immersion students were provided with a rich source of

comprehensible input over a period of eight years, their interlanguage

performance was still off-target; that is they were c1early identifiable as normative

speakers or writers. in particular, Swain found that the expressiye performance of

these students was far weaker than that of same-aged native speakers of French.

For example, they evidenced less knowledge and control of complex grammar,

less precision in their overall use of vocabulary and morphosyntax, and lower

accuracy in pronunciation. Swain (1985, 2000) argues that one of the important

reasons for having problems in the target language grammar is that these learners

engage in too little language production, which prevents them from going beyond

a timctionallevel of L2 proficiency. She states that the interlanguage performance

of these students was stilI off-target because they lacked opportunities in two

ways: "First, the students are simply not given -especially in later grades­

adequate opportunities to use the target language in the classroom context.

Second, theyare not being "pushed" in their output." Swain goes on to say that
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"there appears to be little social or cognitive pressure to produce language that

refiects more appropriately or precisely their intended meaning: there is no push

to be more comprehensible than theyaiready are" (Swain, 2000. p: 249).

Observation such as these have led Swain to conc1udethat comprehensible

input, while invaluable to the acquisition process, is not sufficient for these

students to ful1y develop their L2 proficiency. What these students need, Swain

argued, is not only comprehensible input, but "cornprehensible output" if theyare

to improve both fiuency and accuracy in their interlanguage. As Swain (1995:

128) states: "Oııtput may stimulate learners to move from the semantic, open­

ended nondeterministic, strategic processing prevalent in comprehension to the

complete grammatical processing needed for accurate production. Output, thus,

would seem to have a potentially significant role in the development of syntax and

morphology."

The construct of comprehensible output posits that when learners

experience communication difficulties, they will be pushed into making their

output more precise, coherent and appropriate, and this process is said to

contribute to language learning (Izumi, 2003). The same construct is defined by

Shehadeh (2002: 599) as "the basic premise of the comprehensible output

hypothesis postulates that producing the L2, especially when learners experience

difficulties in communicating their intended messages successfully, "pushes"

learners to make their output more precise, coherent and appropriate and this

process contributes to SLA".

Thus, Swain (1985: 249) c1aims that producing the target language (TL)

may serve as "the trigger that forces the learner to pay attention to the means of
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expressian needed ın order to successfully convey his or her own intended

meaning".

Since the Output Hypothesis was first proposed, Swain (1993, 1995, 1998)

has extended the scope of the hypothesis and proposed four different functions of

output. First, output provides opportunities for developing automaticity in

language use. This is the flueııcy function. in order to develop speedy access to

extant L2 knowledge for fluent productive performance, learners need

opportunities to use their knowledge in meaningfiıl contexts, and this naturally

requires output. The second function of output is a lıypothesis-testing function.

Producing output is one way of testing one's hypotheses about the TL. Learners

can judge the comprehensibility and linguistic well-formedness of their

interlanguage utterances against feedback obtained from their interlocutors. Third,

output has a metalinguistic function. it is c1airned that "as learners reflect upon

their own TL use, their output serves a metalinguistic function, enabling them to

control and internalize linguistic knowledge" (Swain, 1995: 233). in other words,

output processes enable learners not only to reveal their hypothesis, but alsa to

reflect on them using language. Reflection on language may deepen the learners'

awareness of forms, rules and form-fiınction relationships if the context of

production is communicative in nature.

Finally, output serves a noticing-triggering[unctioıı. Noticing is stated to

be crucial to second language learning and interaction has been argued to promote

noticing (Wigglesworth, 2005; Philp, 2003). Namely, in producing the target

language "learners may notice a gap between what they want to sayand what they

can say, leading them to recognize what they do not know, or know only
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partially" (Swain, 1995). The recognition of problems may then prompt the

leamers to attend to the relevant information in the input, which wil1 trigger their

interlanguage development.

in sum, Swairı's output hypothesis elaims that output can, under certain

conditions, promote language acquisition by allowing leamers to try out and

stretch their interlanguage capabilities. in so doing, leamers may recognize the

problems in their interlanguage through internal or external feedback and this

recognition may prompt the leamers to create alternatives by searching their

existing knowledge or to seek out relevant input with more focused attention and

with more elearly identified communicative needs.

Gass & Selinker (2001: 278) provide four possible ways that output may

provide leamers with a forum for important language-learning functions:

i. testing hypotheses about the structures and rneanings of the target

language;

2. receiving crucial feedback for the verfication of these hypotheses;

3. developing automaticity in IL (interlanguage) production;

4. forcing a shift from more meaning-based processing of the second

language to a more syntactic mode.

in a study which attempts to search for the hypothesis-testing function of

output, Shehadeh (2003) posed the research question "How often do leamers test

out hypotheses about the target language?" Shehadeh states that it is not yet

known how often leamers test out hypotheses about the TL, to what degree the

hypothesis testing activity of the 1eamer results in wel1-formed or ill-forrned

output, whether and to what degree leamer hypotheses that result in non-target
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like (NTL) output or utterances are challenged by interlocutors, and whether

unchallenged hypotheses that result in NTL output would lead to internalizing the

"wrong" linguistic knowledge.

A picture-description task was used to collect data from 16 participants,

eight native speakers (NS) and eight normative speakers (NNS) of English,

forming eight NS-NNS dyads. All interactions were audio-taped. The data were

analyzed and examined specifically for hypothesis testing episodes (HTEs) by

NNSs. The results showed that NNSs tested out one hypothesis about the target

language (TL) every 1.8 min. The results also revealed that those HTEs that

resulted in NTL output and constituted over a third of all HTEs found went

completely unchallenged by interlocutors. These results were interpreted to mean

that failing to provide corrective feedback or rıegative evidence to leamer output

that exhibits NTL utterances or rules may constitute a signal for the confirmation

of these utterances or rules, albeit non-target like, from the perspective of the

internal processing systems ofthe !eamer, which, in turn, constitutes a step toward

internalizing linguistic knowledge.

The role of negotiated interaction and that it facilitates acquisition have

been argued by some researchers. Gass (1997), for example, has said "negotiation

is a facilitator for learning; it is one means but not the only means of drawing

attention to the areas of needed change. it is one means by which input can

become comprehensible and manageable" (131-132). What Gass is arguing is that

interaction alters the task demands placed on a leamer during input processing.

The change in task demands frees up attentional resources allowing leamers to

process something they might miss otherwise. it must be made clear that this
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position does not suggest that by producing the fonu in question during the

interaction the learner is acquiring or has acquired the fonu; the position is that by

interacting the learner gets crucial data from another interlocutor. The following

example overheard in a locker room after a tennis match is illustrating. "Bob" is a

native speaker of English and "Tom" is a normative speaker with Chinese as a

first language (from VanPatten, 2003).

Bob: So where's Dave?
Tom: He vacatioıı.

Bob: He 's on vacation?
Tom: Yeah. On vacation.
Bob: Lucky gıı),.

in this particular interaction, Bob's clarification/confirmation requests

allowed Tom to notice the use of 011 with vacation. Even though Bob's second

question did not contain a new message, this freed up the resources in working

memory for him to process the preposition. That Tom incorporated it

subsequently into a continnation does not mean that he has acquired it; what it

shows is that he has noticed it, something Gass claims may be part of the process

of acquisition.

Ellis and He (1999), in their experimental study of the differential effects

of premodified input, interactionally modified input, and modified output of the

comprehension of directions in a listen-and-do task and the acquisition of new

words embedded in the directions, report the modified output group to achieve

higher comprehension and vocabulary acquisition scores than either of the input

groups.

in her paper, Erlam (2003) reviews the studies that have contrasted the

effectiveness of structured-input instruction with output-based instruction. She
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then presents results from her study, in which she compared the relative effects of

structured-input and output-based instruction on students' ability to comprehend

and produce direct object pronouns in second language French. Three classes of

students (n= 70) were assigned to three groups: structured-input instruction,

output-based instruction, and control. Students were assessed on listening

comprehension, reading comprehension, written production and oral production

tasks. Overall, the results showed greater gains for the output-based instruction

group.

in a study conducted by Izumi, Bigelow, Fujiwara and Fearnow (1999),

the researchers posed two research questions which were: (a) Does output

promote noticing of linguistic form? and (b) Does output result in improved

performance on the target form? The results of this study provide partial support

for the output hypothesis. Although, the phase i tasks resulted in noticing and

immediate incorporation of the targel form, the post-test performance failed to

reveal any effects. The phase 2 tasks, in contrast, resulted in improvement on the

subsequent post-test.' Since the control group, unexpectedly, increased

significantly in their noticing of the target form, the unique effects of output in

promoting noticing of the form, therefore, were not confirmed.

2. 5. ı. Pushed Output

Speaking is maybe one of the most important skills that we automatically

do in our daily lives. However, it should be kept in mind that automatized

behavior results from consistent practice. This means, for example, that practice in

3 izumi et aL. state that this might have heen hecause of the heavy cognitive demands on the
Iearners as they engage in aulput activities. (Guided essay-tasks were used in the study.)
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oral production has impact on automatized speaking skills (DeKeyser, 2001). in

other words, to be more skilled in producing the second language, one needs to

produce the second language.

Following more elosely Swairı's notion of "Pushed Output," experimental

studies that seek to manipulate output as a variable might suggest that learners can

pay attention to all sorts of things. An exemplary study along these lines is izumi

(2002). in this study, learners of English were exposed to input only or

input/output cyeles in learning relative elause constructions. Same groups

received cyeles of unenhanced input with no tasks requiring production whereas

other received cyeles of enhanced input, in which the relative elause marking was

highlighted. Other groups received either of these two treatments, plus same tasks

that required the production of relative elauses. Learners were subsequently tested

on interpretation tasks, granımaticality judgments tasks, sentence combination

tasks and sentence completion tasks. The results reveal that the input/output

groups made greater gains compared with input-only groups. lzumi (2002: 566)

caneludes: "In short, pushed output can induce the learners to process the input

effectively for their greater interlanguage development."

izumi (2002) summarizes the characteristics of enhanced input and output

as follows:

Tlıese approaches share a basic clıaracteristic- namely, an attempt

to direct the leamer's oıherwise elusive attention to problemaıle aspects in

the input to promote their acquisition. They differ, lıowever, in how this is

aclıieved. Wlıereas atıention in the case of visual input enlıancement is

iııdueed by external meaııs (i.e., by lıiglı/iglıtiııg seleeted iııput forms),

attention in DUtput arises inıernally through production processes, in that

learners themselves decide what they find problematic in their production

and what they pay attention to in the iııput (altlıouglı external manipulation of
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task variabfes may intervene İn this process). In other words, it ma)' be

argued that visual iııput enhancement is an external attentioıı-drawing

teclınique, wlıereas output is an internal aıtention-drawing device (pp. 543).

VanPatten (2004) criticizes the above study stating that all the groups have

made gains and that the input-only group migbt have caugbt up with others with

time and additional exposure. As he alsa states this is a testable hypothesis.

VanPatten (2004: 37) continues "That argument is the "insufficiency of the input

alone" for the development of leamers' grarnmars. in various ways the argument

is that leamers who receive input alone dorı't do so well, meaning they may fall

far short of native-like abilities. Thus, something other than input must be

necessary for acquisition. in the current discussion, that something is output."

Takashima (1995), has exarnined the effects of output production and

reported positive effects of a treatment pushing leamers to produce output within

a communicative task. He provided Japanese leamers of English as a foreign

language (EFL) with form-focused feedback aimed at leading the leamers to

modify their output. Takashima claimed that the results of his experiment

supported the facilitative effects of his output-oriented treatment on the learning

of the target grarnmar (i.e., past tense forms).

in that sense, the central question addressed by Mackey (1999: 557) was

"Can conversational interaction facilitate second language development?". The

study employed a pre-test-post-test design. Adult E8L leamers (n = 34) ofvarying

Ll backgrounds were divided into four experimental groups and one control

group. They took part in task-based interaction. Research questions focused on the

developmental outcomes of taking part in various types of interaction. Active

participation in interaction and the developmental level of the leamer were
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considered. Results of this study support c1aims concernıng a link between

interaction and grammatical development and highlight the importance of active

participation in the interaction.

in another study by Morgan-Short and Bowden (2006) not form focused

instruction but processing instruction and meaningful output based instruction

were compared. The study investigated the effects of meaningful input- and

output based practice on SLA. First-semester Spanish students (n = 45) were

assigned to processing instruction, meaningful output-based instruction, or control

groups. Experimental groups received the same input in instruction but received

meaningful practice that was input or output based. Both experimental groups

have shown significant gains on immediate and delayed interpretation and

production tasks. Repeated-measures analyses of variance have shown that

overall, for interpretation, both experimental groups have outperformed the

control group. For production, only the meaningful output-based group has

outperformed the control group. These results suggest that not only input based

but also output based instruction can lead to linguistic development.

The balance of experimental findings supports the effectiveness for SLA

of encouraging learners to produce output. Keck, Iberri-Shea, Tracy and Wa-

Mbaleka (2005) reported a quantitative meta-analysis" of studies of the effect of

interaction on acquisition. Eight of the unique sample studies in this meta-analysis

involved pushed output, where participants were required to attempt production of

target features, often because they played the role of information-holders in

jigsaw, information-gap or narrative tasks. The effects of these treatrnents were

4 A method for the statistical re-analysis of experimental and correlational results from
independent studies that address related research questions.
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compared with six other interaction studies that did not provide opportunities for

pushed output. Tasks involving opportunities for pushed output produced larger

effect sizes than tasks without pushed output on immediate post-tests.

Literature also provides some drawbacks of pushed output. Batstone

(2002) relates face sensitivity with output pushing and state that one thing which

is particularly striking about output "pushing" is that it incurs threats to

"face" which might well deter many learners from taking full advantage of the

opportunity offered in theory by pre-task planning. By placing such faith in task

design per se, we run the risk of focusing too much on aspects of the external

context and not enough on the learners' internal orientation within it.

in part, pushing ones' output in an attempt to access novel language

which is complex is face-threatening, because it risks incoherence-­

something which in everyday communicative discourse we do all we can to

avoid, both in our own discourse and in interpreting the discourse of others (Cook,

1989: 28-29).

To sum up, Larsen-freeman (1983:7) when saying "As i arn becoming

more and more painfully aware these days when i drive up to the gas pumps, my

car needs gas to make it operate -but it will go nowhere unless i turn on the

ignition, release the emergency brake, and depress the accelerator", This quote

actually defines the roles of input and output in 8LA very elearly. If input is the

gas that makes the car operates, then output is the person who turns on the

ignition, releases the emergency brake, and depresses the accelerator. in short;

making the car move. This indispensable relationship between input and output is

in the core of the research in hand.
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As can be understood easily, litearute reviewed above does not give us

concrete results on the effects of enhanced input, pushed output and processing

instruction. Taking !zurni's view, this study will investigate first, the effects of

input enhancement and leamers' output or puslıed output' on the learning ofType

3 Conditional sentences, and then a comparison of the two on the degree of the

acquisition of the chosen linguistic form. Anather investigating point of the study

is to test the efficiency of processing instruction as anather attention drawing

technique. Therefore, this study will be a comparison of visually enhanced input,

pushed output and processing instruction on the learning of the target linguistic

form -Type 3 Conditionals-, Anather aim of the study is to see if the knowledge

gained by these three forms will retain well over time.

5 The lerm puslıed DU!pU! is alsa used in the literature by Ellis, R. i 994 and Ellis, N. 2005.
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3. METHODOLOGY

The present study is an atlempt to investigate the possible effects of three

different atlention drawing techniques used in grammar teaching in focus on form.

The aim of the study is to compare the three techniques: visua!ly enhanced input,

pushed output and processing instruction with the traditiona! teaching. By doing

this, the researcher aims to find out the most effective attention drawing

teclınique(s) that can be used in second language grammar classes.

The main research question posed for the study seeks if it is pushed output,

visually enhanced input and/or processing instruction that has effect on the

leaming of Type 3 Conditiona! sentences. Among the three ways of atlention

drawing techniques the most effective on the leaming of Type 3 Conditiona!

sentences is also investigated in this experimental design study. Other than

investigating the most effective technique, the study a!so takes the retention issue

as an important focus of the investigation. Among the techniques, which one/s)

retain(s) well over time is another concem.

3. ı. Defmitions ofthe Structure Used in the Study

The chosen target form for the study is the past hypotlıetica! eonditional (If

Clause- Type 3). This form has a!so attracted the atlention of some other

researches in tlıe field (Timrn, 1986, izuıni et al., 1999).

Celce-Murcia (2001) and Larsen-Freeman (1983) stated that eonditional

sentenees in genera!, and hypothetiea! or counterfaetua! eonditiona!s in particuIar

eause problems for many second language learners. Since Conditiona! sentenees

include two clauses: a main Cıause and an if Cıause, the structure of the sentence is
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complex. Mastery of this structure requires a good grasp of the English tense

system and the model auxiliaries.

lzuıni et. al (1999) state that according to the results of the pre-test which

was administered prior to the treatment for their study, participants had gaps in

their ability to use the past hypothetical conditional in English. 22 participants

coming from different first language backgrounds -Spanish, Vietnamese,

Amharic, Chinese, Turkish, Serbo-Croatian, and Tagalog- had the same problem.

Although the students attempted to use the target structure, all of them still had

problems using the form accurately so this study has also showed that the form

poses difficulty to L2 learners.

Karacaer (1988) compared the difficulty level of conditionals among

students of three different faculties each coming from different English language

levels. Faculty of Education students were the advanced levellearners, Faculty of

Engineering were intermediate and the School of Aviation had beginner level

students. Therefore, Karacaer wanted to see if students from different levels still

consider the same type of conditionals as problematic. The comparison of

conditionals revealed that Type 3 is the most problematic in the translation of

conditionals botlı from Turkish into English and from English into Turkish. All

three faculty students had the same problem even though they came from different

language levels.

Timm (1986), ın another study compared the performance of German

learners of English language ın a pre-post test experiment on If Clauses in

English. The results basically reveal that the consistency of correctness go down

as the difficUıty goes up. Theyare higher for Type 3 than for Type 1, and even
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higher for Type 2. in sum, Type 3 seems to be tbe most problematic for this

group ofparticipants.

Personal experience of tbe researcher is anotber reason for choosing tbe

hypotbetical Conditional as tbe target form. Years of experience in teaching have

shown tbat Turkish speakers of English Language 1earners have gaps in tbeir

ability to use tbe target form especially in meaning.

in English, Conditionals are elauses introduced witb if, which may come

before or after tbe main or result elause. if suggests sometbing real, unreal, non­

existing, contrary to tbe fact or future. Like in Turkish, in English tbe conditional

elause introduced by if is in tbe form of tbe subordinate elause and two parts of

tbe conditional sentence maybe written in reverse order witb no change in

meaning, tbough tbe eonditional elause tends to beeome less emphatie when

plaeed second (Azar& Azar, 1994 p: 63). Two points are important in forming

eonditionals in English:

1. tbe use ofmodals

2. tbe eonstruetion of tenses

There are three types of Conditional elauses: Type 1, Type 2 and Type 3.

TIıere is also anotber eommon type, Type o. The three main semantic divisions

are:

(i) elauses tbat contain a eondition tbat may or may not be fulfilled;

(ii) elauses in which tbe eondition is eombined with improbability or

unreality in eitber present or future

(iii) elauses in whieh tbe eondition was not fulfilled and is related to past

impossibility (Dooley & Adarns, 1998).
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in Turkish, there is no clearcut distinction between improbable and

impossible conditionals and this causes ambiguities and improbable conditionals

seem to be 10st from the semantic point ofview.

The sentence "Çok param olsaydı, araba alırdım." can be translated into

English in the following two ways:

(i) IfI had a lot ofmoney, i would buy acar.

(ii) IfI had had a lot ofmoney, i would have bought acar. (Karacaer, 1988)

Because of the reasons stated above Type 3 Conditionals have been chosen

as the target form for this study.

3. 2. The Present Study

3.2. ı. Subjects

The participants of the study were chosen among the intermediate level CB

Level) students of t1ıe School of Foreign Languages of Dokuz Eylül University in

the Fall Term of 2006-2007 academic year. The subjects are students enrolled at

an intensive English preparatory class of which the class hours range between 24

to 30 hours a week. At the time of data collection, all students were in t1ıe mids of

the frrst semester.

The level of the students was determined on the basis of astandard

placement test (t1ıe Michigan Placement Test), which was administered at the

beginning of t1ıe Fall semester of 2006-2007 academic year. The students were

grouped according to the results of the test which was scored out of 100.

The selection of the participants for the study was determined on t1ıe basis

of a recognition test of t1ıe chosen target form namely Type 3 Conditional
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sentences. The students who showed any sign of lrnowledge of the target form

were excluded from the study; therefore, the participants who got 48 and over

from the pre-test were excluded. it was decided that having 13 correct answers

from a test which had 25 questions could be a sign of lrnowing the item.

Therefore, the participants who had more than half of the questions correct were

excluded from the study. This made the score to be 48 to exclude the participants.

Because this is a study of intake, it is crucial that participants not be familiar with

the target structure. However, since almost all of the students in Turkey have

some English education before the university, for the present study the students

who have not turned the chosen target form into intake were chosen which means

the researcher eliminated the students who knew more than half of the questions

on the test.

According to the results of the recognition test, the total number of the

participants decreased from 107 to 90 when the subjects who scored over 48 were

excluded. Then these students were divided into four groups in order to form the

experimental and control groups. The experimental and control groups were

assigned randomly. The age of the subjects ranged from i 7 to 21. Table 3. i.

below shows the distribution of the groups.

Table 3. ı. Number of Subjects

Pushed Output Group
Processing Instruction Group
Visually Enhanced Input Group
Control Group

Total

19
23
25
23
90
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As can be understood from the table above, the pre-test was given to the

107 B Level students of the School of Foreign Langnages but unfortunately 17 of

them were excluded because oftheir grades over 48.

Another group of participants was three first-year students from Dokuz

Eylül University, English Language Teaching Department. They were all females

aged between 18-19. This group was asked to take the test before administering it

to the real participant group. The feedback gathered from this group was used to

test the content validity of the test.

The last participant was the instructor who helped for the reliability

measurement, Aresearch assisstant of Dokuz Eylül University, Faculty of

Educatiorı, English Language Teaching Department kindly accepted to grade the

papers of all pre-test, post-test and delayed post-tests of all groups. She;

therefore, was the second grader. The results of her grading were then compared

with the results of the researcher to test the inter-rater reliability. The second

grader was 26 years old and had four years of experience in the field.

3. 2. 2. Instruments

3. 2. 2. ı. Pre-Post and Delayed Post-Test

The recognition test (pre-test) was administered to all B level students at

the School of Foreign Languages of Dokuz Eylül University. The test included 60

questions in different types like; True/False, fill in the blanks, sentence

completion and some production type of questions (See Appendix B). The

recognition test has been developed by the researcher for the study.
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Because the researcher did not want the participants to understand the

target form of the study in order not to make the target form salient, the test

included different graınrnatical iteıns 1ike; relative clauses, all types of

Conditionals, and tenses. However, when the test scores were graded, only the

Type 3 Conditional questions which were 25 in number were graded. Therefore,

even though the test included 60 questions; only 25 of them were graded for the

study. Each question was given 4 points in order to reach to 100.

At the same time, the results of the pre-test were compared with the results

of the post-test, which was administered after the treatment, in order to reveal

whether a particUıar treatment had an effect on 1earning. The same test has also

been used as the de1ayed post-test which was administered to the subjects four

weeks after the treatments to test retention.

Researchers searching far the effects of input and output have used

different post-tests such as; graınrnatical1y judgment tests, picture-cued

production tests, sentence combination tests, and interpretation tests in different

modes (izumi et al, 1999; Izumi, 2002; Izuıni, 2003; Erlam, 2003; Rosa &

O'Neill, 1999). To serve the purpose, we have also used sentence comp1etion,

true/false, multiple choice, and yes/no questions on our test.

3.2.2.2. Validity of the Test

Validity is defined as "the extent to which the results of the procedures to

be applied serve the intended purpose" (Ekmekçi, 1999:38). it is the extent to

which a test measures what it is intended to measure.

There are several factars affecting validity:
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;.> unclear directions within the text,

;.> too difficult vocabulary items or sentence structures within the test

items,

;.> inappropriate level of difficulty of test items,

;.> poorly constructed test items,

;.> ambiguity,

;.> test items inappropriate for the purpose of the test,

;.> insufficient number of items for objectives being tested

(Nunan, i 992).

in order to overcome the situations stated above and to increase the content

va1idity of the test, three experts in the dissertation committee were asked for their

opinions about the test before administration. At first, the test included only Type

3 Conditional questions; however, according to the suggestions came from the

dissertation committee, it was decided to add different types of questions in order

not to make the form too salient for the participants. Therefore, the test included

questions on relative clauses, all types of Conditionals, and tenses.

Other than the valuable comments of the dissertation committee, three

students studying their first year at Dokuz Eylül University, FacUıty of Education,

English Language Teaching Department were asked to take the test. First-year

students were chosen on purpose because these students had taken the preparatory

test at the beginning of the 2006-2007 education year and the ones who could not

pass the test were actually studying at the School of Foreign Languages and the

ones who passed the test started to study at the ELT Department. Therefore, it is
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possible to say that this group of participants shared a relatively common

characteristics with the real audience. These students were told that the test woUıd

be administered for some other purposes and their comments on ambiguity and

the clarity of instructions were needed. A few changes were made on the

instructions according to the feedback received from the students.

Internal validity was another important issue to deal with. To increase the

internal validity of the study, the researcher has controlled all the variables such

as: treatments, and sampling of subjects. This is the only reason why the

researcher has taught all the experimental and control groups. As was stated by

Nunan (1992: 15) internal validity refers to the interpretibility of research and in

experimental research, it is concerned with the question "Can any differences

which are found actually be ascribed to the treatments under scrutiny?"

As a resUıt, the validity of the test has been thoroughly investigated. The

test has been tested for the content validity and internal validity.

3. 2. 2. 3. Reliability of the Test

Reliability is the extent to which a measurement instruınent produces

consistent results when administered under similar conditions. However, there are

some factors such as measurement error, student fatigue, test setting problems that

may contribute to unreliability (Ekmekçi, 1999).

As for validity, there are some factors affecting reliability:

» length of the test: the longer the test, the more reliable it is

» homogeneity ofitems: if the test items are testing the same traits
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» discriminatory power of items: items which discriminate well

among students

» sufficient test taking time (Ekmekçi, 1999:37).

When preparing the test, the researcher has considered the list above.

Besides, the comments received from the dissertation committee were towards

increasing not only the number but alsa the variety of questions which contributed

to the increased reliability.

The three students who were asked to take the test in order to increase the

validity of the test were observed for the test time too. According to the time they

have spent on the test, test-taking time has been decided to be 30 minutes for 60

questions.

The last types of reliability which were dealt with were the inter-rater and

intra-rater reliability. Since all the data depended on the assessment of the test

results, it was crucial to test the inter and intra-rater reliability. The analysis for

each of the tests was done two times by the researcher, to account for the intra­

rater reliability (at one week intervals). The results of these two analyses indicated

no change in the results. Therefore, the scoring was reliable in terms of intra-rater

reliability (See Appendix C for the second grader's notes).

After the final assessment, the test papers were given to anather rater (a

norı-native English teacher with four-year experience). The results ofboth raters

were then compared and same problems in the scoring of the sentence completion

part arose. This problem was eliminated through negotiation and reference to the
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criteria for evaluation, As a result, the inter-rater reliability'' was reached. The

scores found after the results of these scoring were used as the actual data.

Below we have the mean scores of four groups evaluated by the researcher

and the second grader. The Cronbach's Alpha values are alsa presented. it is very

c1ear from the table below to see that not only the mean scores, but alsa the

Cronbach's Alpha values reveal a high level of reliability between the two

graders.

Table 3. 2. Results of Two Scorers

Seorer 1 Seorer 2
Groups N Mean Mean

Cronbaeh's Alpba

Pre-test 19 39,6 39,3 ,997
Post-test 23 74,4 74,1 ,998
Delayed Post-test 25 71,6 71,3 ,996

As a result, a thorough analysis for reliability was conducted testing for the

internal, inter-rater and intra-rater reliability. Specialist's view and the three

students used for the test-time have alsa increased the re1iability.

3. 2. 3. Instructlonal Packers

For the treatment which lasted four hours for each group, the researcher

has used the ordinary course book of the 1earners which was New English File,

Iııtermediate (Oxenden & Latharn, 2006) and the self study book English

Grammar in Use (Murphy, 2004). However, in order to mention the salient

6 Interrarter reliability İs a measure ofwhether two or more raters joudge the same set of data in
the same way. Ifthere is strong reliability then one can assume with reasonable confidence that
raters are judging the same set ofdata as epresenling the same set ofpbenomenon (Maekey
&Gass,2005).
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characteristics of each type of attention drawing technique, for each experimental

group and the control group an instructional packet was developed. hı each

instructional packet there was a lesson plan and related activities.

While developing the packets, the number of the activities, the time given

for the activities and the level of the language were considered and tried to be kept

equal far all groups. Therefore, in order not to put a group in an advantageaus

position, in all experimental groups the same two texts with different types of

activities were used. Moııopo/y and the Trutlı about the Titaııic were the texts used

for the study (See Appendix A Lesson Plans).

3. 2. 3. ı. Pushed Output Group Instructioua! Packet

The balance of experimental findings presented above support the

effectiveness for SLA of encouraging learners to produce output. As Swain (1985:

249) claims, producing the target language (TL) may serve as "the trigger that

forces the learner to pay atlention to the means of expressian needed in order to

successfu1ly canvey his ar her own intended meaning",

Therefare, the pushed output group as one of the experimental groups of

the study received same tasks that required the production of Type 3 Conditionals

apart from the usual activities in the caursebook as a part of their four-hour­

treatmenl. For example; for the Extra Output Activity 1 (See Appendix A, Lesson

Plan Pushed Output Group), the participants were required to answer questions

about the games they know and playasa warm-up. Later, each student received a

copy of the Monopoly, either A or B version and was given 3 minutes to read

their card and answer the related questions. Later, the students were given a
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common task in which they were asked to answer same questions related to the

text with their partners. Each student then was asked to write an individual report

about the game Monopoly. As a result, with these activities the participants were

somehow pushed to produce the language and the target form both orally and

written.

On the recognition test there were alsa questions about Type 3

Corıditionals for which the participants were pushed to produce the target form

written. For example; in Part D, they were asked to complete the sentences given

like;

Ifwe had woil the ınatclı, _

Here, the participants are free to write whatever they want in order to

complete that sentence.

Anather important point to discuss here might be the characteristics of the

instruments to be used for the pushed output group. Kowal and Swain (1994) and

Swain (1998) have used text reconstruction. They reported data suggesting that

immersian students processed L2 syntactically in dictogloss tasks in which they

worked in pairs or small groups to reconstruct a text read aloud by a teacher. To

serve the purpose of collecting reliable data from the participants, activities used

for the present study during the Production phase for the Pushed Output Group

were in the form of text reconstruction tasks which required the participants to

produce a written text on the game Monopoly.
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3. 2. 3. 2. Visually Enhanced Input Group Instructional Packet

Robinson (1997) among four different training conditions of second

language input defines enhanced condition as in which subjects are encouraged to

process input for meaning while simultaneously noticing selected features of the

form of input. Since the selected form for this study was Type 3 Conditionals,

during the presentation stage of the treatment all Type 3 Conditionals in the

instructional packet were written in bold and underlined and made visually salient,

The treatment of the visually erıhanced input group also took four hours.

Adapted from Phillips, D. (1996). Langman Preparation Caurse for tbe TOEFL Test. Skills and
Stralegies. NY: Longman.

MONOPOLY
Probably the most recognized board game around the world is the game of

Monopoly. in this game, players vie for wealth by buying, selling, and renting
properties; the key to success in the game, in addition to a bit of Iuck, is for a
player to acquire monopolies on clusters of properties in order to force opponents
to pay exorbitant rents and fees.

Although the game is now published in countless languages and versions,
the beginnings of the game were considerably more humble. if it hadn't been
published in so manv languages, it wouldn't have developed so much.
Because it is an international game, it is published in each country with place
names appropriate to the target language. if it hadn 't been sold Internationallv,
there wouldn't have been foreign locations.

The gaıne was invented in 1933 by Charles Darrow, during the height of
the Great Depression. Darrow, who lived in Germantown, Pennsylvania, was
himself unemployed during those difficuIt financial times. if he hadn't had so
much free time, he wouldn't have invented the game. He set the original game
not as might be expected in his hometown of Gennantown, but in Atlantic City,
New Jersey. if he hadn't waIked along the BoardwaIk and visited at Park
Place in Atlantic City, he would have set the game in Germantown. But
because Atlantic City was the site of numerous pre-Depression vacations with
very positive memories, he set the game there.

Darrow made the first games by hand and sold them locally. However, in
1935 Parker Brothers purchased the rights to Monopoly and took the first steps
toward the mass production of today within the same year. if Parker Brothers
hadn't boughtthe rights ofthe game, it wouldn't have been so popular today.
Darrow was paid only 100 $ by the manufacturing company, but if he had
expected the possible fame of the game, he would have asked much more
than that.

. .
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3. 2. 3. 3. Processing Instruction Group Instructional Packet

While developing the instructional packet for the PI group it was kept in

mind that a salient characteristic of PI is that learners are never asked to produce

the target form during the instructional phase. During PI what the learner is asked

to do is to process sentences and interpret them correctly while attending to form

as well (VanPatten, 2002). Therefore, the recognition test included questions such

as',

if the weatlıer had been nice. we would have gone swimming.

Was the weather nice?

Did we go swimming?

in this kind of questiorıs, as PI suggests learners are not asked to produce

the form on the other hand theyare pushed to process the form during activities

with structured input.

For the treatment which took four hours, on the other hand, apart from the

activities included in the course book of the participating groups, other PI

activities have been used. For example, given the texts Monopoly and The Trııth

about the Titanic the students were asked same YesINo and multiple choice

questions as PI activties.

3. 2. 3. 4. Control Group Instructional Packet

During the personal talks with all instructors teaching at the School of

Foreign Languages of Dokuz Eylül University, it was stated that the teachers were

to follow a traditional teaching. They themselves defined traditional teaching as a
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procedure to which they start presenting the topic to be studied and continuing

with activities from controlled to freer in practice and production stages.

Communicative Language Teaching has employed a methodological

procedure consisting ofPresentation-Practice-Production. That is, a language item

is first presented to the learners by means of exarnples with or without an

explanation. This item is then practiced in a controlled manner using what is

called exercises. Finally, opportunities for using the item in free language

production are provided (Ellis, 2003). in PPP the idea is that it is possible to lead

learners from controlled to automatic use of new language features by means of

text-manipulation exercises that structure language for the learner followed by

text-creation tasks where learners structure language for themselves (Andrews,

2003; Bourke, 2001).

For the control group, as was stated by the teachers, the same procedure

Presentation-Practice and Production was followed. Since the course book also

followed the same procedure, the researcher without any intervention followed the

steps in the unit, During the presentation stage the students were presented the

Type 3 Conditionals deductively, followed by controlled activities on the same

topic. As for the production stage, the students were asked to fill in a

questionnaire the result of which they discussed with a partner (See Appendix A

Lesson Plan Control Group).

3. 3. Procedures

The study started with the permission taken from the Head of the School

of Foreign Languages of Dokuz Eylül University. Since the study was a quasi-
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experimental study with a pre-test and post-test design, the researcher needed four

groups; three of which to be used as the experimental groups and one as the

control group. The co-ordinator of the Intermediate Level Group decided on the

groups to be used randomly. The names of the four teachers teaching to these

intermediate level groups were given again by the co-ordinator. The researcher

then met those teachers and told them about the study without giving any details.

None of the teachers stayed in the classroom during the treatments.

Before the treatment in order to decide on the participants, 107

intermediate level students of School of Foreign Languages of Dokuz Eylül

University were given the pre-test. According to the results of the pre-test, the

number decreased to 90 due to the elimination of the participants who scored

above 48. The remaining 90 students who were studying in four different classes

were randomly assigned as the pushed output, visually enhaaced input, processing

instruction and the control group. The experimental groups were different from

each other in respect to the output requirements, exposure to the visually

enhanced input and practice that was input based for the processing instruction

group.

Following the pre-test, all four groups were taught the target form by the

researcher using the lesson plans developed for each group. All groups were

taught by the researcher in order to e1iminate the teacher function. The treatment

took four hours for all groups. Immediately after the treatment all the groups were

given the post-test. Before the administration of the post-test all the students were

informed that this data collection was done for a studyand would not affect anyof

their grades. The participants were given 30 minutes for the tests. The delayed
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post-test, on the other hand, was given four weeks after the treatment, the results

of which showed the most effective technique in terms of retention. The

researcher could not proctor for the delayed post-test only, since they had to be

given on the same day. The delayed post-tests were proctered by the class teacher

of each group.

Table 3. 3. Timetable oftbe Treatments

Pre-test Treatment Post-test Delayed PT

Pushed Output G. Nov, 20 Nov, 21 Nov, 21 Dec, 18

Processing Instruction G. Nov, 20 Nov, 22 Nov, 22 Dec, 18

Visually Enhanced Input G. Nov, 20 Nov, 21 Nov, 21 Dec, 18

Control G. Nov, 20 Nov, 23 Nov, 23 Dec, 18

All three experimental groups were exposed to communicative language

teaching in the form of focus on form. Since the idea behind focus on form is to

draw the learners' attention to the target form in the input, pushed output, visually

enhanced input and processing instruction as attention drawing techniques are

tested due to their effects on learning as variables.

The traditional PPP (Presentation-Practice-Production) sequence was used

in all experimental groups with same adaptations: at the presentation stage for the

visually enhanced input group, at the practice stage for the processing instruction

group and at the production stage for the pushed output group.

For example; Enhanced Input Group was presented the linguistic item ­

Type 3 Conditional sentences- visually enhanced during the Presentation stage.
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However, the Pushed Output Group during the Production stage of PPP received

text reconstruction activities that pushed them to produce output. The Processing

Instruction Group, on the other hand, worked on activities that promoted their

processing the input in the Practice stage (See Figure 3. 1.).

Group 1: Pushed Output Group: This group was required to produce output

both written and oral and was exposed to regular, unenhanced input, Written and

oral text reconstruction was used with the other Production activities such as; role

playand other communicative activities (See Appendix A, Lesson Plans).

Group 2: Visually Enhanced Input Group: This group was not required to

produce output but was exposed to visually enhanced input, The visually

enhanced input text came in the form of bold and underlined text during the

Presentation stage of the PPP (See Appendix A, Lesson Plans).

Group 3: Processing Instruction Group: This group received unenhanced input

during the Presentation stage. The group was different from the other groups in

terms of the Practice activities that were used. At that stage the participants were

required to work on activities that promote their processing the input, During the

Production stage, the participants were asked to produce usual production

activities (See Appendix A, Lesson Plans).

Group 4: Control Group: This group was presented the target item in traditional

PPP procedure, For Presentation, the input was not enhanced and the target item

was presented. For Practice, participants were presented with mechanical,

meaningfııl activities and for Production activities that they can integrate the skills

they have gained during the practice were done (See Appendix A, Lesson Plans).
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3. 4. Data Analysis

For the study, before the treatments all experimental groups and the

control group were given a pre-test the results of which were used to decide on the

participants. All of the test data were scored by giving four points for each correct

response. There were 25 questions on the test and both the pre-tests and post-tests

were scored in the same way.

The analysis of the data started by the grading of the pre-test, post-test and

the delayed post-test papers. The analysis for each of these tests was done twice

by the researcher herself, to account for the intrarater reliabi1ity (at one week

intervals). The results ofthese two analyses indicated no change in the results.

After the final assessment, the test papers were given to anather rater. The

results ofboth raters were then compared and same problems in the scoring of the

sentence completion part arose. These problems were eliminated through

negotiation and reference to the criteria for evaluation. As a result, the inter-rater

reliability was reached. The scores found after the results of these scoring were

used as the actual data for the following analyses.

For each subject who participated in the study, there were three types of

data:

i. pre-test scores obtained before treatment

2. post-test scores obtained after treatment

3. delayed post-test scores obtained after four weeks

in order to answer research questions i, 2 and 3 which were basically

asking the effectiveness of each attentian drawing technique a one-way analysis of

variance (ANOVA) was used. ANOVA were applied to the test results given after
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the treatment. That type of analysis is used when only a single experimental

variable or factor is being assessed (Büyüköztürk, 2006; Kachigan, 1991).

Other than ANOVA, Multiple Comparisons (post hoc tests) which consist

of pair wise comparisons to compare all different combinations of the treatment

groups was conducted. For the fourth research question, which was "Among the

three ways of attention gathering techniques, which is/are the most effective on

the learning of Type 3 Conditional sentences?" Again multiple comparisons Post

Hoc Tests was decided to be used by the researcher. For the study in hand, a

multiple comparison included comparing pairs like pushed output group-enhanced

input group, pushed output group-processing instruction group and control group­

visually enhanced input group. These comparisons were done among groups

according to the results they have gathered from all of the tests.

The last research question asked for the retention of the target form. A

comparison of the mean scores of the delayed post-tests of all groups gave us the

attention gathering technique which retained well over time. All the analyses were

calculated with SPSS version 13, Ofor Windows.
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4. RESULTS AND DlSCUSSION

4. ı. Introduction

The present study investigated the most effective and durable type or types

of attention gathering techniques used in focus on form in language classrooms.

The research questions prompting the study asked for the effectiveness of

each type of attention drawing technique -visually enhanced input, pushed output

and processing instruction- used in focus on form and continued with which

technique(s) facilitate(s) retaining the structure well over time according to the

results of the delayed post-test.

For this is a quasi-experimental" study with a pre-test and post-test design,

three experimental groups and one control group were formed. The participants,

107 intermediate level students of School of Foreign Languages of Dokuz Eylül

University were given a pre-test according to the results of which, the number

decreased to 90 due to the elimination of the participants who scored above 48.

The remaining 90 students, who were studying in four different classes, were

randomly assigned as the pushed output, visually enhanced input, processing

instruction and the control group.

Following the pre-test, all four groups were taught the target form by the

researcher using the lesson plans developed for each group. All groups were

taught by the researcher for four hours on Type 3 Conditional sentences which

was chosen as the target form. After the treatment all the groups were given the

g This study is a quasi-experimental study since the subjects were not assigned to the experimental
groups randamly. The researcher randamly assigned the experirnental groups among the ones
which were assigned by the manager of the School of Foreign Languages of Dokuz Eylül
University.
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immediate post-test. The participants were given 30 ıninutes for the tests. The

delayed post-test was given four weeks after the treatment.

4. 2. Analysis of Data

The analysis of the data started with the assessment of the tests. For each

group of participants we had three test results. in order to increase the intra-rater

reliability, the test papers were scored twice by the researcher. For the inter-rater

reliability, on the other hand, another grader was used.

The test used as pre-test and post-test had 60 questions, 25 of which were

about Type 3 Conditional sentences. During scoring only questions on target

items were scored. Since there were 25 Type 3 Conditional questions to be scored

on the test, each correct item was given 4 points and a total 100 was reached.

Incorrect items received a score of O.

4. 3. The Results of AII Tests

4.3. ı. The Results of the Pre-Test

Before we have a look at the results gathered from each test by each group,

we will present the results of each test for all groups. Table 4. 1. presents the

results of the pre-test for all groups.

The mean scores of the pre-test ranged from 38,7 to 40,2 with a total mean

score of 39,6. The pushed output group has the highest mean score which is 40,2

and the visually enbanced input group has the lowest mean score which is 38,7.

The difference among the mean scores ofthese two groups is 1,5. The total mean

of the pre-test is 39,6. Pushed output group and processing instruction group are
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slightly higher than the total mean; however, the control group has the same mean

score with the total mean. The visually enhanced input group is the only group

which has a mean score lower than the total mean.

Table 4. ı. Results of Pre-test for All Groups

Groups

Pushed Output Group
Processing Instructian Group
Visually Enbanced Input Group
Control Group

Total Mean

Sig.

N

19
23
25
23

Mean

40,2
40
38,7
39,6
39,6

,93

Having so close mean scores among the four groups state the same level of

the students of all groups. lt can be said that the participants' knowledge on Type

3 Conditional sentences before the treatments were alınost the same. Hence, the

statistical analysis indicated no statistically significant difference among the

groups according to the results of the pre-test p :s ,93 which is higher than 0,05;

therefore it is not significant (F=,148; df = 3; p=,93). When we say that the

difference is not significant we mean that the students from all groups have

obtained scores that are close to each other, or at least not very different from each

other. As was mentioned above this is an evidence for the close knowledge of the

target item.

Table 4.2. shows the lowest and highest scores obtained by the participants

of each group from the pre-test, lt is easy to see that not only the mean scores but

also the lowest and highest scores obtained from the pre-test are very close.
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Because the students who scored above 48 were exc1uded from the study, the

highest pre-test score is 48 for all groups. The lowest scores, on the other hand,

range from 12 to 24, which still does not show a big difference.

Table 4. 2. Lowest and Highest Scores of Pre-Test for All Groups

Groups Lowest Highest Mean

Pushed Output Group 24 48 40,2
Processing Instructian Group 12 48 40
Visual1y Enhanced Input Group 24 48 38,7
Control Group 24 48 39,6

4. 4. All Test Results for Four Treatment Groups

4. 4. ı. All Test Results for the Pushed Output Group

Table 4. 3. presents the results of all tests for the pushed output group. The

number of participants of this group decreased from 26 to 19 due to the

elimination of the students who scored above 48.
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Table 4. 3. Results of All Tests for Pushed Output Group

Participant Pre-test Post-test Delayed Post-test

i 24 68 76
2 48 80 68
3 28 68 48
4 48 84 68
5 40 64 52
6 36 92 72
7 48 96 76
8 40 68 68
9 48 96 80
LO 44 96 88
II 36 72 68
12 44 96 88
13 32 88 72
14 28 68 76
15 36 48 68
16 44 96 96
17 48 96 88
18 44 76 80
19 48 96 96

Mode 48 96 68
Median 44 84 76
Mean 40,2 81,4 75, i

As can be seen at Table 4. 3. for the pre-test, the scores ranged from 24 to

48, and the mean score is 40,2. The median, the central score, of the pre-test

scores is 44. That is, half of the scores of the pre-test is below 44, whereas the

other half is above 44. The median for the post-test is 84 and for the delayed post-

test is 76. The mode, the most frequently obtained score from the test, has

increased from 48 to 96 between the pre-test and post-test. This only is enough to

show how much the pushed output group has gained from the treatment. There is
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a 48-point-difference between the scores. For the delayed post-test the mode has

decreased from 96 to 68.

From anather perspective, the mean score of this group has almost doubled

from 40,2 to 81,4 from pre-test to post-test and has been found to be 75,1 for the

delayed post-test. An increase from 40,2 to 81,4 can easily be taken as an

evidence for learning the target structure. Statistically, an increase of 41,2 points

between two mean scores oftwo tests is a sign for the effect of treatment.

it is only the pushed output group which has doubled the scores. There is

no other treatment group for which the difference between the results of the pre-

test and post-test is so high. The median for the pre-test is 44 and 84 and 76

respectively for the post-test and the delayed post-test.

As important as the scores obtained from each test, a comparison of the

pre-test, post-test and delayed post-test results of the pushed output group was

necessary too. With t-test, pairs of tests for each group were compared and the

table below shows us the results.

Table 4. 4. T-Test for All Test Scores of Pushed Output Group

Groups Mean df Sig.

1 Pair 1 Results ofPre-test 40,2 -15,17 18 ,007
Results ofPost-test 81,4

Pair 2 Results of'Pre-test 40,2 -13,03 18 ,057
Results ofDelayed Post-test 75,1

Pair 3 Results of'Post-test 81,4 2,46 18 ,001
Results ofDelayed Post-test 75,1
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it is elear from the table above that there is a signifieant differenee

between the test scores of the pushed output group gained from the pre-test and

the post-test (t = -15,17;

df=18; p:S ,007), which means there are differences between the perfonnances of

the students after the treatments. Therefore, the analysis above let us eonelude

that, when the students' artention is directed to the target item in the input via

pushing them to produce the target item, they 1earnthe new structure well.

Pair 2 shows us the comparison between the test scores of pre-test and

delayed post-test. Here, there is a statistical difference between the test scores Ct =

-13,03; df= 18; p ::;,057). That shows, the students have not forgorten what they

have learned from the treatment given after the pre-test to the delayed post-test.

According to the results of the t-test between the pre-test and the post-test scores,

it is possible to say that the students have learned the target form, and that this

learning has continued unti1 the delayed post-test was condueted because there is a

statistical difference between the pre-test and the delayed post-test scores.

Although the students' scores decrease in the delayed post-test, the

students have not forgorten what they have learned completely. What we have

said for the acquisition of the target form with pushed output technique seems not

to be true for retention. in other words, our students cannot keep what they have

learned about the new item via pushed output in their interlanguage for a long

time in the degree that they have acquired during the post-test. Actually, to a

certain extent they keep it because their delayed post-test scores are not lower than

their pre-test scores. However, stili the statistical analyses reveal that pushed

output is effeetive for learning but not for retaining the structure.
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Pair 3 gives us the t-test results for the post-test and delayed post-test. This

time t = 2,46; df= 18; P :s ,001 which is called to be highly significant (p::; 0,05).

This actually means that the scores obtained after the post-test and delayed post­

test are statistically different from each other. To have a statistically significant

difference between the post-test and delayed post-test may not be something

positive because it shows that the leamers' grades have changed from post-test to

delayed post-test and the scores show us that this change is negative because the

mode has decreased from 96 to 68 and the median has decreased from 84 to 76. it

is alsa possible to see that fall in the mean scores of the post and delayed post-test.

This time the mean of the post-test for the pushed output group has decreased

from 81,4 to 75,1.

To sum up, we can conclude from all test results of the pushed output

group that the students have significant1y developed their knowledge of Type 3

Conditionals after the treatment according to the comparison between the results

of pre and post-tests. Since the scores of these two tests are statistically

significant, we can say that they have leamed the new item that is presented.

Secondly, the comparison of the results of the post and delayed-post test

scores reveal that there is a decrease İn the test scores; however, we can still talk

about a statistically significant difference between the scores. This basically

means that, the leamers have gained scores from the delayed post-test which are

very different from the post-test. As was mentioned above, this may not be a very

positive thing since it signals same kind of lass; the lass of what has been

acquired after the treatment.
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4. 4. 2. ALI Test Results for the Processing Instructlon Group

Table 4. 5. below, presents the results of all tests for the processing

instruction group. The number of participants ofthis group decreased from 27 to

23 due to the elimination of the students who scored above 48. Only four

participants were excluded. As can be seen below, for the pre-test the scores

ranged from 12 to 48, for the post-test from 60 to i 00 and for the delayed post-test

from 56 to 96.

Table 4. S. Results of ALI Tests for Processing Instructlon Group

Participant Pre-test Post-test Delayed Post-test

i 40 72 68
2 40 76 96
3 44 100 56
4 44 76 72
5 48 80 92
6 48 92 92
7 40 92 80
8 44 72 60
9 48 96 92
LO 48 84 96
II 48 80 68
12 40 60 76
13 44 84 76
14 40 80 72
15 32 72 72
16 12 64 96
17 44 84 88
19 28 84 92
20 40 72 68
21 48 76 84
22 48 84 80
23 40 60 76

Mode 40 and 48 84 76 and 92
Median 44 80 76
Mean 40 77 79,4
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The mean scores of three tests have increased from 40 to 77 between the

pre-test and post-test and from 77 to 79,4 from post-test to delayed post-test. The

37-point-difference between the pre-test and post-test is evidence of gain from the

treatment. The mean score has increased to 79,4 for the delayed post-test. That 24­

point-difference is important to mention because processing instructian group is

the only group which shows an increase in the mean score for the delayed post­

test. For all the other groups there has been a decrase between the post-test and

delayed post-test; however, the processing instruction group has increased its

mean score in the delayed post-test.

The modes -the most frequently obtained score- of the pre-test have

increased from 40 and 48 to 84 for the post-test and 76 and 92 for the delayed

post-test. As for the median -the central score-, we see that the median of the pre­

test 44 has increased to 80 for the post-test and decreased to 76 for the delayed

post-test.

As important as the scores obtained from each test, a comparison of the

pre-test, post-test and delayed post-test results of the processing instruction group

was necessary too. With t-test, pairs of tests for each group were compared and

the table below shows us the resnlts.
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Table 4. 6. T-Test for All Test Scores of Processing Instruction Group

Groups Mean t df Sig.

2 Pair i Results afPre-test 40 -16,55 22 ,001
Results ofPost-test 77

Pair 2 Results ofPre-test 40 -11,56 22 ,OL
Results afDelayed Post-test 79,4

Pair 3 Results ofPost-test 77 -,667 22 ,61
Results ofDelayed Post-test 79,4

The scores of the t-test for the pre-test and post-test of the processing

instruction group reveal that there is a statistical difference between the pre-test

and the post-test, Ct = -16,55; df = 22; P S ,001). This means that the scores

gained from the post-test are considerably different from the scores gained from

the pre-test, Since there exists an increase in the grades, it is possible to say that

the participants have alsa learned from this type of treatment as the students in the

pushed output group did.

Pair 2 shows us the comparison between the test scores of pre-test and

delayed post-test for the processing instruction group. Here, t = -11,56; df= 22; P

S ,01 which states that there is a statistical difference between the scores. In other

words, we can say that the students have gotten very different scores from the pre-

test and delayed post-test which indicates that they have not forgotten what they

have learned from pre-test to delayed post-test with the processing instruction.

When we have a look at the results of the t-test between the pre-test and

post-test we can say that the students have learned the target form by looking at

the increase in their scores and the fact that there is a statistical difference between
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the pre-test and the delayed post-test shows that this leaming has continued

afterwards.

Pair 3 gives us the t-test results for the post-test and delayed post-test. This

time t = -,667; df = 22; p :::: ,61 which is not signiticant at 95% contidence leveI.

This actually means that the scores gained after the post-test and delayed post-test

are statisticaI1y not different from each other. The participants of this group have

gained scores which are not very different from each other from the post-test and

the delayed post-test. This result is a sign of evidence for retention. Because the

group members have not scored less in the delayed post-test, we can say that they

have kept what they have learned in their interlanguage. Unlike Pushed Output

group, Processing Instruction group indicate positive gains for the retention of the

acquired target form.

4. 4. 3. All Test Results for the Visually Enhanced Input Group

Table 4.7. below, presents the results of all tests for the visually enhanced

input group. The number of participants of this group decreased from 28 to 25 due

to the elimination of the students who scored above 48. Only three participants

were excIuded.
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Table 4. 7. Results of AII Tests for Visually Euhauced Input Group

Participant Pre-test Post-test Delayed Post-test

1 32 56 68
2 44 76 76
3 32 88 68
4 48 72 68
5 36 48 26
6 32 76 56
7 44 64 56
8 44 76 84
9 40 72 52
10 40 72 52
11 40 72 64
12 48 72 72
13 48 64 72
14 36 64 16
15 44 64 64
16 44 92 64
17 40 72 44
18 40 76 72
19 44 80 88
20 36 76 92
21 28 68 56
22 24 60 32
23 32 8' 72
24 48 60 64
25 24 52 52

Mode 44 72 64 and 72
Median 40 72 64
Mean 38,7 67,2 61,2

As can be seen above, for the pre-test the scores ranged from 24 to 48, for

the post-test from 8 to 92 and for the de1ayedpost-test from 16 to 92. The modes -

the most frequently obtained score- for the visua11y enhanced input group has

• Student number 23 received 8 in the post-test, which is even lower than his pre-test score. The
paper has been graded three times to check whether any mistake in grading has occured but there
was no mistake the grade has not changed. This grade surely affects the overall performance of
the post-test oflhis group. However, we coııld not exclude this student from the study just because
of the law grade.
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increased from 44 to n between the pre-test and the post-test. That 28-point-

difference between the modes of the two tests is important because it shows us the

increase in the test scores of the participants. The modes-the most frequently

obtained score- of the delayed post-test are 64 and n.

As for the mean scores, we see same changes in the mean scores of the

visually enhanced input group. First of all, the mean score of the pre-test which is

38,7 has increased to 67,2 for the post-test. Other than the processing instruction

group, like all the other groups there is a decrease between the post-test and

delayed post-test results of this group. The post-test mean score 67, 2 has

decreased to 61,2 for the delayed post-test.

Anather point to mention is the median scores -the central score- of this

group. The median of the pre-test is 40 and with a 32 point-increase it has become

n for the post-test. Like all the other groups, there exists a decrease in the median

score in the delayed post-test. The median of the visually enhanced input group

has decreased from n to 64 in the delayed post-test.

Table 4. 8. T-Test for All Test Scores of Visually Enhanced Input Group

Groups Mean t df Sig.

3 Pair i Results ofPre-test 38,7 -9,36 24 ,LO
Results ofPost-test 67,2

Pair 2 Results ofPre-test 38,7 -6,76 24 ,05
Results ofDelayed Post-test 61,2

Pair 3 Results ofPost-test 67,2 1,41 24 ,28
Results ofDelayed Post-test 61,2

Above we see the comparisons of the pre-test, post-test and delayed post-

test for the visually enhanced input group. The t-test scores for each test pair
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reveal some interesting results. To start with, the t-test scores of Pair 1 (Pre-test­

Post-test Results) do not reveal a statistically significant difference, (t = -9,36; df

= 24; P :s ,LO which is not significant at 95% confidence level) meaning that the

participants in this group have not changed their scores significantly with this

attention gathering technique from pre-test to post-test. in other words, visually

enhanced input, as a method for gathering attention in focus on form has not been

effective with this group of leamers in the learning of Type 3 Conditionals.

Pair 2 gives us the results of the comparison between the pre-test and the

delayed post-test of the visually enhanced input group. it is easy to see that the p

is ,05 which is significant at 95% (t = -6,67; df = 24; P :s ,05). Having statistical

difference between the results of the pre-test and delayed post-test means that the

leamers have changed their scores from pre-test to delayed post-test a lot.

Pair 3, on the other hand, does not reveal statistical difference between the

test scores of the post-test and the delayed post-test for the visually enhanced

input group. Here, t = 1,41; df = 24; P :s ,28, p is ,28 which is bigger than ,05

and therefore which is not significant. This means that this attention drawing

technique has not been successfu1 to help leamers to keep the newly leamed

structure in their inter1anguage when compared to the other techniques tested for

this study. in other words, visually enhanced input is the third most successfu1

method for retention among the three new techniques and the traditional teaching.

4. 4. 4. All Test Results for the Control Group

Table 4. 9. below, presents the results of all tests for the control group.

The number of participants of this group decreased from 26 to 23 due to the
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e1imination of the students who scored above 48. Only three participants were

excluded. As can be seen below, for the pre-test the scores ranged from 24 to 48,

for the post-test from 48 to 92 and for the de1ayed post-test from 56 to 100.

Table 4. 9. ResUıts of ALI Tests for Control Group

Participant Pre-test Post-test De1ayed Post-test

1 32 72 80
2 40 88 76
3 36 64 60
4 32 56 56
5 48 80 88
6 48 80 60
7 44 84 80
8 48 76 88
9 24 48 60
LO 44 92 100
II 48 72 68
12 40 80 84
13 40 72 56
14 36 64 56
15 32 68 64
16 44 80 80
17 40 68 72
18 36 80 76
19 24 56 56
20 48 92 72
21 48 80 88
22 40 72 72
23 40 72 72

Mode 40 and 48 80 72
Median 40 72 72
Mean 39,6 73,7 72,3

For the control group, the mean has increased from 39,6 to 73,7 from pre-

test to post-test and has been found to be 72,3 for the de1ayed post-test. Again

there is more than 30- point-difference (34,1 points) between the pre-test and
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post-test. However, the decrease between the post-test and delayed post-test is

only 1,4 points. For the pushed output group this difference was 6, 3 points and 6

points for the visual1yenhanced input group.

The median for the pre-test is 40 and 72 both for the post-test and delayed

post-test. The modes are also important here. When we have a look at the modes

-the most frequently obtained score- we see that 40 and 48 are the modes of the

pre-test and this score has doubled to 80 in the post-test. However, the decrease in

the scores for the delayed post-test continues here too. This time the mode has

decreased from 80 to 72 in the delayed post-test. There is only an B-point-

decrease.

Table 4. 10. T-Test for ALI Test Scores of Control Group

Groups Mean df Sig.

4 Pair i Results of'Pre-test 39,6 -22,32 22 ,001
Results ofPost-test 73,7

Pair2 Results of'Pre-test 39,6 -14,94 22 ,007
Results afDelayed Post-test 72,3

Pair 3 Results ofPost-test 73,7 ,72 22 ,001
Results afDelayed Post-test 72,3

When the t-test results of the control group for each test was considered, it

was seen that for this group all test results are significant. it is highly significant

for the pre-test and post-test (Pair lt = -22,32; df= 22; p:::: ,001 Pair 2 t = -14,94;

df = 22; P :::: ,007) and post-test and delayed post-test (Pair 3 t = ,72; df = 22; P ::::

,001) results. This basically means that the participants of this group have learned
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the target form a:fter the treatment and have not forgotten it a:fter four weeks since

the results of the post-test and delayed post-test is highly significant

The control group, a:fter the processing instruction group and the pushed

output group is the third successful group to keep the newly learned item in their

interlanguage. in other words, the traditional type of teaching (present-Practice­

Produce without extra emphasis on the input and output) helped learners to keep

what they have learned on Type 3 Conditionals in their interlanguage more than

the visually enhanced input as an attention gathering technique. What teachers

have been doing seem to work for retention more than presenting the input

visually enhanced.

We are able to make these kinds of interpretations depending on the mean

scores of the tests. The mean score of the delayed post-test of the control group is

72,3. The mean scores of the processing instruction and the pushed output groups

are 79,4 and 75,1 respectively. However, the visually enhanced input group with a

mean score of61,2 came the last on the list; therefore, the least successful.

4.3. 2. Comparison of the Results of the Post-Test

Table 4. 1ı. presents the results of the post-test for all groups. Post-test

was administered to each group a:fter they had received treatment. This time the

mean is the highest for the pushed output group with a score of 81,4. The

processing instruction group is the second successful group with a mean score of

77. There exists a 4,4-point-difference between the groups. The third most

successful group is the control group with a mean score of 73,7 followed by the

visually enhanced input group with the lowest mean score which is 67,2. The total
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mean of the post-test is 74,4.

Table 4. 11. Results of Post-test for All Groups

Groups N Mean ofPre-test

Pushed Output Group 19 40,2

ProcessingInstructian Group 23 40

Visually Enhanced Input Group 25 38,7
Control Group 23 39,6

Total Mean 39,6

Sig. ,93

Mean ofPost-test

81,4

77

67,2
73, 7
74,4

, Ol

All groups have gained the knowledge of Type 3 Conditional a lot from

the treatment. However, as was stated above it is only the pushed output group

that has doubled its scores from 40,2 to 81,4. As can be seen, the visually

enhanced input group has gained least from the treatment which was also made

elear with the statistical analysis of t-tests between the results of the pre-test and

post-test for this group.

A elose examination of Table 4. 11. will reveal that there is a big increase

in the mean scores of all groups from the pre-test to the post-test. This shows that

no matter what type of treatment they have received the students have learned the

target form. All four groups, ineluding the control group, have gained from the

treatment. Pushed output group with a mean score of 81,4 is the one which

gained most from the treatment. Therefore, the findings suggest that pushed

output is the best method to draw the attention of the learners to the target form in

the input.
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Table 4. 12. Lowest and Highest Scores of Post-Test for ALI Groups

Groups Lowest Highest Mean

Pushed Output Group 48 96 81,4
Processing Instructian Group 32 100 77
Visually Enhanced Input Group 8 92 67,2
Control Group 48 92 73,7

When we consider the lowest and the highest scores of all groups for the

post-test we see that the highest scores range from 92 to 100; however, the the

lowest scores of the post-test range from 8 to 48, which can be considered as a big

difference. The most significant difference seems to be between the lowest and

highest scores of the visually enhanced input group. There is a student who scored

only 8 for the post-test but again in the same group there is anather student who

scored 92 after the treatment.

ANOVA and the t-tests gaye us whether the differences in the mean scores

of all groups for the post-test are significant or not. Now, with the results of one-

way ANOVA and t-tests we know that there does not exist statistically significant

results between the test scores of all groups when they started the study. We alsa

know that there is a statistically significant difference between the test results of

the groups when the teaching was over. However, what we do not know for now

is that which group (or which technique) is the most efficient. Since the fourth

research question was "Among the three ways of attention gathering techniques,

which is/are the most effective on the learning of Type 3 Conditional sentences?",

it was decided to carry a post hac test. in order to answer this question, we

conducted post hac tests.
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Post hoc tests consist of pair wise comparisons that are designed to

compare all different combinations of the treatment groups. Therefore, it is rather

like taking every pair of groups and then performing at-test on each pair of

groups. Here we have a comparison of every group, namely all treatment groups

being compared with one another. To give an example, under the title of "Results

of post-test" pushed output, visually enhanced input, processing instruction and

control groups have been compared according to the results they have gathered

from the post-test.

Table 4.13. Multiple Comparisons (post Hoc Tests)

Dependent (i) (1) Mean Difference Sig.
Variable groups groups (1-1)

Results of i 2 4,430 ,79
Post-test 3 14,274(*) ,OL

4 7,735 ,38
2 i -4,430 ,79

3 9,843 ,13
4 3,304 ,89

3 i -14,274(*) ,OL
2 -9,843 ,13
4 -6,539 ,47

4 i -7,735 ,38
2 -3,304 ,89
3 6,539 ,47

i Pushed Output Group
2 Processing Instructian Group
3 Visually Enhanced Input Group
4 Control Group

When we have a look at the multiple comparisons above, we see that there

is no difference between pushed output and processing insruction and between

pushed output and the control group. The only statistically significant difference is

between the pushed output group and the visually enhanced input group (t= -

14,274; p= ,Ol). This post hoc test shows us that the most effective type of
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attention gathering technique according to the results of the post-test is pushed

output. Processing instruction is the second most successful technique used to

draw the learners' attention to form in focus on form followed by the traditional

teaching -that based on following the coursebook- and the visually enbanced

input.

The results we have so far led us to make an assumption like traditional

teaching -teaching that based on the coursebook and that did not include any

pushed output, visually enbanced input, and processing instruction- under these

conditions is more useful than presenting the input visually enbanced for

Intermediate level English learners of Turkish students studying at Dokuz Eylul

University, School of Foreign Languages with Type 3 Conditiorıals because the

visually enbanced input group is the least succesful among the four groups

according to the mean scares.

4. 3. 3. The Results ofthe Delayed Post-Test

Table 4. 14. presents the results of the delayed post-test for all groups.

Delayed post-test was administered to each group four weeks after they had

received treatment. The aim was to see which type of attention gathering method

helped learners more to keep the structure in their interlanguage well over time.

Before presenting the results, we may need to define the term "retention"

first, in learning retetion can be defined as the ability to retain facts and figures in

memory. A complex picture of memory starage is emerging (McGaugh, 1999).

There may be three memory trace systems: one for immediate memory, one for

short-term memory, and one which consolidates slowly and is relatively
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pennanent. The nature of durabi1ity of the long tenn memory trace (that is, the

nature and basis for forgetting) is a separate but important issue.

Our concem in this study is to test the durability of the 1eamed (or taught)

item in the long tenn memory of our participants. Learning can occur without

pennanent consolidation, and both short- tenn and long-term memory increase

with time (McGaugh, 1999). This sugests that a new1y 1eamed item can be stored

in the immediate memory and if tested at that particu1ar time, the results will

reveal change in terms oflearning. Since in this study our concem is not only to

test immediate storage but also long-term staore, we have given a post-test four

weeks after the treatment and tested th retention of the new1y 1eamed item in the

long-term memory,

Tab1e4. 14. Results of One-Way ANOVA for Delayed Post-test

Results ofDelayed
Post-test

Betweerı Groups
Within Groups
Total

df

3
86
89

F

7,263

Sig.

,001

Results of de1ayed post-test, introduce almost the same situation. There is

a statistical1y significant difference among the scores of the groups according to

the de1ayed post-test results (F= 7,26; dt=3; p<,OOl). However, we need to remind

the reader that we do not know yet which groupts) hasıhave scored better than the

otherıs) in the test. Further analyses will reveal this.
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Table 4. 15. Results of Delayed Post-test for All Groups

Groups N Meanof Meanof Meanof
Pre-test Post-test De1ayed

post-test

Pushed Output Group 19 40,2 81,4 75,1
Processing Instructian Group 23 40 77 79,4
Visually Enhanced Input Group 25 38,7 67,2 61,2
Control Group 23 39,6 73,7 72,3

TotalMean 39,6 74,4 71,6

Sig. ,93 ,OL ,001

This time the mean is the highest for the processing instruction group witlı

a score of 79, 4. Pushed output group follows the processing instruction group

with a mean score of 75,1. The third most successful group is the control group

with a 72, 3 mean score. The lowest is again the visua1ly enhanced input group

with a mean score of 6i, 2. The difference between the highest and the lowest

group is 18, 2 which can be considered to be a big difference when compared to

the results oftlıe pre-test and post-test.

Table 4. 16. Significance Level of all Tests

Groups Pre vs Post Pre vs Delayed Post vs
Delayed

Pusbed Output p-,007 p-,057 p-,OOI

Processing Instructian p-,OOI p-,663 p-,614

Visually Enhanced Input p-,108 p-,054 p-,285

Control p-,OOO p-,007 p-,OOO

Alsa, it should be mentioned that, again like for the post-test, it is the

visua1ly enhanced input group which had the lowest mean score, which is 61,2 .
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The total mean score of 90 students who particİpated in the study İs 71,6 and the

visualIy enhanced input group has a mean score of 61,2 which İs the lowest

among the groups and which İs almost i Opoints lower than the total mean score.

Table 4.17. Lowest and Highest Scores of Delayed Post-Test for ALI Groups

Groups Lowest Higbest Mean

Pusbed Output Group 48 96 81,4
Processing Instructiorı Group 56 96 77
Visually Enbanced Input Group 16 92 67,2
Control Group 56 100 73,7

Above we have the lowest and the highest mean scores of the delayed

post-test for all groups. As can be seen from the table, the lowest seore belongs to

the visually enhaneed input group and there is a 40 point difference between the

lowest scores. The maximum scores range from 92 to 100. Visau1ly enhaneed

input group has got the lowest scores of all groups both for the lowest and highest

scores.

We have to remind the reader that we stilI do not know if the degree of

remembering the target form is the same for all groups or if one or more than one

groups remember the newly learned item. in order to answer this question, which

İs also dur fifth researeh question we wilI eonduet a post hoe test in the following

seetions and diseuss the results there.
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Table 4.18. Multiple Comparisons (post Hoc Tests)

Dependent (il (1) Mean Difference Sig.
Variable groups groups (I-1)

Results of i 2 -4,32D ,81
Delayed 3 13,958(*) ,DI
Post-test 4 2,810 ,93

2 i 4,32D ,81
3 18,278(*) ,DDI
4 7,13D ,41

3 i -13,958(*) ,DI
2 -18,278(*) ,DDI
4 -11,148 ,D6

4 i -2,8ID ,93
2 -7,13D ,41
3 11,148 ,D6

i Pushed Output Group
2 Processing Instructian Group
3 Visually Enhanced lnput Group
4 Control Group

The last research question was "Among the three ways of attention

drawing techniques, which technique(s) facilitate(s) retaining the structure well

over time according to the results of the delayed post-test?". in order to answer

this question we conducted the post hoc test. Table 4.20. shows the multiple

comparisons of groups in terms of retention. The results of delayed post-test were

compared among the four groups and it was seen that processing instruction (sig.

,00l) was the best method among the four techniques for retention. Pushed output

was the second best method significant at a level of ,01. Control group, namely

traditional teaching came third, however, it was striking that visually enbanced

input was the least successful among these four techniques.

4. 5. Discussion of the Findings

According to the results of this study, three major findings are evident.

First of all, the subjects engaged in the pushed output treatment outperformed the
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ones who were exposed to the same input under different techniques in 1earning

English Type 3 Conditionals. The statistically significant difference between the

pre-test and post-test for the output group reveal this. Although it is not possible

to talk about the statistically significant difference of pushed output technique

with the delayed post-test, the immediate uptake is evident with the post-test

results.

Secondly, in contrast to the positive effect of pushed output, Vİsually

enhanced input failed to show any measurable effect on learning of the Type 3

Conditionals. This was so, as a result of a c1ear indication in the scores that the

enhancement did not have any significant impact on the noticing of the target

form in the input,

Third, !ike pushed output, processing instruction reveals c1ear positive

effects on the learning of the target form. Other than the positive effects on

learning, it is statistically possible to say that processing instruction is the most

useful technique that helps learners to keep what they have learned in their

interlanguage in the long term. Therefore, processing instruction does not only

help for noticing and learning, but alsa helps to retain the already covered form in

the interlanguage.

As the results alsa reveal, students do not make use of typographical

erıhacement. Only underlining or italicizing the structure in the input is not eough

to draw the learners' attention to form. Students need more than this. The results

of all statistical analyses conducted for this study show that this comes in the form

of producing output. Learners should be given the chance in which they can

produce language with the structure they have covered. Because both written and
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oral output production have been used for this study, we cao conc1ude that

different fonns of output production have enbaoced the acquisition of the chosen

target form.

An explaoation of this failure in tenns of visually enbaoced input's

nonobservable effect on acquisition might be the issue oflearner readiness or the

students' developmentallevel of the target fonn. As Peinemann (1984) suggests

the effect of aoy given pedagogical treatment could be constrained by the

student's developmental readiness. This may account why this specific treatment

had little or no facilitative effect on this group of learners. However, the reader

should be rerninded that this fact is valid for the other treatment groups as welL.

Other thao producing the target form, creating opportunities for the

learners to process the input alsa helps. After presenting the new structure aod

before starting to use it in productive activites, if students are given chaoce to

process it, theyare more successful. Processing instruction, the airn of which is to

make learners get the communicative function of a structure, has significaotly

affected the retention ofthe chosen target form,

As for the aoswer to the fourtb research question, the results indicate that

pushed output seems to be the most effective attention gathering technique

followed by processing instruction. Visually enbaoced input aod traditional

teaching were to be the least effective attention drawing techniques. This might be

because during pushed output the teacher creates situations in which the learners

are "pushed" to use the newly covered target form, For the study, for exarnple the

learners were given extra activities in which they had the chaoce to use the third

Conditional sentences botlı written aod oral. Therefore, the positive effect of
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active participation in oral and written pair-work activities support the Cıaim that

there exist a link between interaction and graınmatical development and highlight

the importance of active participation in the interaction (Mackey, 1999). The

pushed output group was exposed to the target form many times more than the

visually enhaced input and control group.

This finding actually, contradicts with VanPatten's arguments on the role

of input and output in SLA. First of all, VanPatten (2004) Cıaims that input

initially makes and subsequently strengthens form-meaning connections and

therefore, the input-dependent nature of a graınmatical form is unquestionable.

Second, he argues that it is not possible to claim that the acquisition of a

graınmatical form is somehow output dependent, However, as was stated above

the results of the study in hand challenges this argument presenting more gains of

the chosen graınmatical form for the pushed output group. Even though the

presentation of the new form used for the study was not solely output dependent­

during the presentation stage the participants were presented the new form via

input but unenhanced-, tlıis still supports the positive role of output in acquisition.

Actually, VanPatten (2004) himself states that he never claims that output plays

no role at all in language use. Especially in the case of skill building output is

stated to be necessary by VanPatten.

When we compare the results of this study with the previously conducted

studies we see that like in Izumi (2002), those who received visual input

enhancement failed to show measurable gains in learning. izumi states that no

support was found for the hypothesis that the effect of input enhancement was

comparable to that of output.
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White's study (1998) supports this finding too. White used reading texts

which included enhanced fonns and the participants went through a treatment of

LO hours over a two week period in a pre-post-test design. Results reveal no long

tenn (according to the delayed post-test) memory effects for the enhanced input

and limited success was observed in short tenn (according to the immediate post­

test).

AJanen (1995) could not find the same support in her study investigating

how rule presentation and visual input enhancement affected the acquisition of

structural language elements by Ll English begining learners of semi-artificial

Finnish. The input the participants in the treatment groups were exposed to was

manipulated by the use of italics for the visual enhancement of the target form.

The second treatment group received explicit rule presentation and the third group

both. it was hypothesized that the Rule & Enhance group would be the most

successful; however, the results partially spported this because the effect of visual

enhancement was not immediately obvious.

The positive effect ofpushed output demostrated in this study is consistent

with the hypothesized function of output in second language acquisition. in

particular, based on the literature and research that point to the importance of

drawing learners' altention to the form to promote their learning, pushed output

was considered to be a means to achieve this. This study has proven that output

does this by prompting the learners to find the problems in their interlanguage by

producing it. Because the learners were given chance to produce the target form

both orally and written they were given the chance to catch the problems thay

have in their IL about the target form, in short, pushed output as a means to



105

gather the attention of the leamers to form, can help the leamers to process the

input effectively for their greater IL development (Izumi, 2002).

As the results of the study in hand has revealed, Ellis and He (1999) also

mention the positive effects of output production. in their experimental study of

the differential effects of premodified input, interactionally modified input, and

modified output of the comprehension of directions in a listen-and-do task and the

acquisition of new words embedded in the directions, they report the modified

output group to achieve higher comprehension and vocabulary acquisition scores

than either of the input groups. Even though the scope of their study was on

modifying the output and vocabulary, they still emphasize the role of output in

second language acquisition.

in contrast to positive results of pushed output, visually enhanced input

was not effective to induce greater leaming of the target form, lzurni (2002) states

the possible reason to be the difference between internal and external attention

drawing. According to him, visually enhanced input, an external attention drawing

technique, may not promote leaming with an equal level of efficacy when

compared to internal attention drawing techniques.

Different from Karacaer (2003), the results of our study reveal that there is

a difference in knowledge gain for the processing instruction (PI) group. in her

study, in which she exarnined the possible effects of processing instruction and

traditional instruction (Tl) on the learning of English causatives by Turkish

leamers, the results indicated that both the PI and the Tl resulted in knowledge

gain due to the treatments. in contrast, the results of this study indicates that PI is

not only an effective method to draw leamer attention to form but also that it is
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the most effective method to retain knowledge when compared with the pushed

output and visually enahnced input.

Dur study shows similar results with Erlam's study. in her paper, Erlam

(2003) compared the relative effects of structured-input and output-based

instruction on students' ability to comprehend and produce direct object pronouns

in second language French. Three classes of students (n= 70) were assigned to

three groups: structured-input instruction, output-based instruction, and control.

Students were assessed on listening comprehension, reading comprehension,

written production and oral production tasks. OveralL, the results showed greater

gains for the output-based instruction group.

Different from our study Izumi et. al. (1999), provide partial support for

the output hypothesis. The post-test performance of the participants failed to

reveal any effects for the output group in their study. Since the control group,

unexpectedly, increased significant1y in their noticing of the target form, the

unique effects of output in promoting noticing of the form, therefore, were not

con:firmed. However, in our study, pushed output group performed better than all

other experimental groups according to the results of the post-test.
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5. CONCLUSION

5. ı. Suınrnary of the Study

Following the idea that both input- and output-based instruction can be

effective for SLA, many studies have attempted to compare the two under a

variety of research desigos (Ellis & He, 1999; Pica & Doughty, 1985; Swain,

1985, 1993, 1995). Few studies have addressed whether output-based instruction

can be as effective as input-based instruction (Izurni, 2002). However, this issue

has not been fully covered in the literature in terms of the degree of effects of

different forms of input and output used as attention gathering teclmiques on the

acquisition of English as a second language by Turkish learners.

Other than the role of input and output what has not been fully discussed in

the field is the attention drawing teclmiques used in grarnmar instruction. Careful

examination of the effectiveness of purely meaning-focused communicative

language teaching has led a number of second language researchers to daim that

communicative instruction should involve systematic treatments to draw L2

learner's attention to linguistic forms to develop well-balanced communicative

competence (Long & Robinson, 1998; Lightbown & Spada, 1990; Loewen, 2005;

Muranoi, 2000). Doughty (2003) defines focus on form basicallyas drawing

learner attention to form while meaning and function are evident to the learner.

If focus on form is basically drawing learner attention to form, then maybe

the question to be asked is "how". How should the teachers take the attention of

the learners to form? This is the question that shaped the study in hand. The main

goal of the researcher was to find out the most effective attention drawing
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technique used in focus on form and therefore inform the practitioners in the field

about the results.

in order to test the efficiency of the attention drawing techniques, an

experimental study with a pre, post-test design was conducted. The subjects of the

study were the intennediate level students of the School of Foreign Languages of

Dokuz Eylül University in the Fall Term of 2006-2007 academic year. They were

students enrolled at an intensive English preparatory class of which the class

hours ranged between 24 to 30 hours a week. They were between 21 to 23 years

old. 90 subjects were randamly assigned as experimental and control groups.

There were three experimental groups: pushed output group, visually enhanced

input group and processing instruction group. Control group received traditional

grarnmar instruction, Each group was given the pre-test and later they received

treatment. After treatment, they were given the same test as post-test and four

weeks later as the delayed post-test.

The analyses of the results of pre-post and delayed post-tests reveal that

pushed output and processing instruction were effective in the teaching of the

target form. However, as for the delayed post-test only processing instruction

stays well in the inter1anguage of the participants according to the results of the

delayed post-test.

5. 2. Implications for Thcory and Practice

This study indicates that visually enhanced input is not an effective way of

attention gathering; however pushed output and processing instruction are

effective ways of attention gathering in focus on form, in addition to the
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effectiveness, retention was also tested in the study. The results reveal positive

evidence for retention when processing instruction is used as a way of attention

gathering.

The role of attention is emphasized in psycho1inguistical1y rich cognitive

accounts of L2 development. Because in these accounts attention to input is seen

as essential for storage and a necessary precursor to hypothesis formation and

testing (Bialystok, 1994; Carr & Curran, 1994; VanPatten, 1994). The idea

common to these approaches is that L2 learners process target language input in

ways that are determined by general cognitive factors incIuding perceptual

salience, frequency, the continuity of elements, and other factors that determine

whether or not attention is drawn to them.

The technique that was used for making the form salient in this study was

underIining the target form in the input, namely visuaIIy enhanced input.

However, the results of the study reveal that textual enhancement does not

promote the learning of the target form. Leow (1997) also examined the effects of

text lengtb and visual enhancement on learners' comprehension of text content

and intake of the impersonal imperative forms of Spanish verbs. He found a main

effect for text length on comprehension but not on the intake of forms. Same with

the results of our study, visual enhancement did not make a significant effect on

on either comprehension and intake.

Therefore, the manipulation of written input -providing visually enhanced

input- does not have any effect on learners' intake of form becuase that kind of

input is not enough for the learners to recognize the form. The students obviously

need some other ways of attentİongathering.



110

Processing instruction proved to be an effective way of attention gathering

for retention. The existing literature indicates that after the presentation of the new

target item students need some time to process the new item. The processing

instruction activities used after presenting the new form are therefore useful for

making form meaning connections. As VanPatten, Williams & Rott (2004) stated

most of the second language learners pursue meaning first. However, the

establislnnent of form-meaning connections is a fundamenta! aspect of both first

and second language acquisition. A form-meaning connection is initiaUy made

when a learner somehow cognitively registers form and meaning through

processing instruction activities (VanPatten et. a!., 2004). Therefore the teachers

are advised to use these type ofprocessing activities in their classrooms.

Pushed output presents positive effects on learning. As was stated by

Smith (1981: 248) one learns to read by reading, and to write by writing. This

argument can be extended to speaking as welL. Therefore, creating environments

where students can practice the newly learned target form by writing, reading and

speaking is effective. it is suggested that teachers "push" their learners to produce

the new form in any medium either spoken or written.

Next, if it is considered that traditional teaching is composed of three

stages as Presentation, Practice and Production and because the results of this

study reveal positive effects for processing instruction at the practice level and

pushed output at the production level, then a combination of processing

instruction and pushed output will revea! better results for learners. Because

pushed ouput promotes learning and processing instruction enhances retention,

then the combination oftwo ofthem will affect both learning and retention. Thus,
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teachers, when planning their lesson-plans, are advised to include processing

instruction activities at the practice level and use pushed output as an attention

drawing teclınique at production level.

Even thouglı, onlyone type of linguistic item has been tested, under the

liglıt of the presented study we suggest the use of these attention drawing

teclıniques for other target items in classrooms.

5. 3. Liınitations of the Study

Having worked with onlyone target item can be stated as the most

disturbing limitation. The researcher has chosen Type 3 Conditionals for the study

for the reasons stated above. However, as was mentioned when the results were

being discussed, this study can onlyaccount for the If Clause Type 3

Conditionals. it is not clear whether the same results could be obtained for other

granımar points. This issue higlıly affects the generalizability of the present

findings.

Closely related with working with a single target item, another limitation

concems the time spent for the treatments. Each group had four hours of treatment

no matter in which group they were. This was not decided by the researcher

herself. This was the time devoted to Type 3 Conditional sentences on the

syUabus of the Intermediate group. However, because the effects of different

attention gathering methods have been tested, different results might have been

reached with more hours of treatment.

From the methodological point ofview, larger subject groups have always

been suggested. The study started with 107 participants which were considered to
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be an acceptable number. However, because we eliıninated the participants who

scored above 48 on the pre-test, the number decreased to 90. Even though not

very risky, it might have been better for the generalizability if the number of the

participants has been larger.

Anather limitation of the study can be stated to be related with the

definition of learning. in this study "learning" has been defined as the degree of

change in the grades of the participants from the pre-test to the post-test. Twigg,

(1994) defines learning as the mastery of a body of lmowledge as the way to

prepare for life. Here, whether the students have mastered the target item was

tested through the test scores. This might be a limitation for same other

researchers who define learning in different terms.

5. 4. Suggestions for Further Research

As was stated above among one of the limitations of the study, the effect

of these techiques was studied on one item only. Therefore, the researcher

suggests further research to be carried out to test the effects of the same attention

drawing tec1ıniques on the learning of different linguistic items.

Number of subjects participating the study plays a crucial role in extending

the results of the study to the whole population. As this issue has been stated as a

limitation in this study, further studies can be carried out with larger sample sizes.

This will both increase the reliability and if carried out with different linguistic

items, it will give us more concrete results about the effects of attention drawing

tec1ıniques to be used in focus on form.
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We used bolding and underlining to enhance the input visually which did

not help the learners to recognize the target item in the input. However, Doughty

(2003) states that visually enhanced input evokes cognitive comparison.

Therefore, furtber studies using other visual enhancement techniques such as; font

manipulations or color coding and auditory recasting can be carried out.

The delayed post-test was given four weeks after the treatment to test the

long-term retention. Besides the long-term retention there are immediate and

shorl-term retention (Twigg 1994). The post-test measures we adminstered

already tested the immediate retention. Therefore, we would like to suggest that

the delayed post-test be adıninistered in one week and/or two weeks time to test

the short-term retenion.

5. 5. Conclusion

This study has aimed at searching for the most effective and durable

aıtention gathering technique(s) used in focus on form. The following conclusions

can be drawn from the study:

~ Pushed output and processing instructian have posilive and statistically

significant effects on the acquisition of the Type 3 Conditional sentences

for Turkish learners of English.

~ Traditional teaching and visually enhanced input do not have any

statistically significant effects on the learning of the Type 3 Condilianal

sentences for Turkish learners of English. However, it should be stated

here that the traditional teaching group (the control group) did not receive

all the activities that other three experimental groups received. Since the
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activities can alsa be considered as input, the extra activities used in the

experimental groups make them more advantageous. Only after stating

that we can say the traditional teaching statistically does not have any

effect on the learning of the target form.

~ Among four different techniques, processing instruction is the most

durable for the Turkish learoers when theyare presented Type 3

Conditional sentences.

From the pedagogical aspect, this study suggests an alternative

presentation to account for the learning of a chosen !inguistic item. Thus, every

new item to be presented to a learoer should be presented in a way to take the

attention of the learoer. As was stated by Doughty (2003) how to direct learoers'

attention to input has just begun to be investigated in 8LA. This study has

investigated what Doughty has mentioned above and found out that pushing the

learoer to produce the target form as output during the production stage and

practicing with processing instruction activities during the practice stage directs

the Turkish learoers' attention to form.
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APPENDIXA

LESSONPLAN
(Control Group)

Background Information

Teacher: Nesrin Oruç
School: Dokuz Eylül University, School of Foreign Langnages
Class:
Description of Students (Class, Age, Size):
Text and materials: English File, Intermediate, Oxford University Press.
Previous Class Work:
Work to be collected or returned:
Subject: Type 3 Conditionals
Date: November, 20, 2007

Procedure

Time Frame
10"

Procedures
Wann-Up

a. Read the artiele BAD LUCK. in pairs, decide what you tiıink happened next.
b. Now listen to what happened. Were you right?
c. Listen again and check. Then in pairs, write two sentences to explain how the
story ended.
Now do the same for GOOD LUCK.

BAD LUCK: i Missed You!
Ian Johnson, a 27-year-old buiIder, went to work in Australia for a year, 1eaving
behind his girlfriend, Amy. Ian and Amy missed each other a lot and after being
six months apart Ian planned a surpsrise. Without telling Amy he caught a plane
back to England to see her. After a 24-hour flight via Singapare and a 17,600­
kilometre journey he finally arrived at her house in Yorkshire in the nortlı of
England, carrying flowers, champagne, and an engagement ring. He rang the
doorbell, but nobody answered. He had a key to her house so he opened the door
and went in. The house was empty. Ian thought Amy had gone out for the evening
and sat down to wait for her to come back. Tired after his long journey, he fell
asleep. When he woke up, his phone was ringing...

GOOD LUCK: Is There A Doctor On The Plane?
Mrs Damthy Fletcher was travelling with her daughter and her daughter' s fiance
on a flight from London to Florida. Her daughter was going to be married there
the following week. When they changed planes in Philadelphia they had to rush
between terminals to catch the connecting flight and Mrs Fletcher, aged 67, began
to feel ilI.

"I didn't say anytlıing to rnay daughter because I didn't want to worry her
or ıniss the wedding," said Mrs Fletcher. But when the plane took off from
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Philadelphia she suddenly got a terrible pain in her chest, back, and arm-she was
having a heart attack. The cabin crew put out a desperate call to the passengers:
"If there is a doctor on the plane, could you please press your call bell ..."
10" Presentation

2. GRAMMAR Third Conditional
a. Complete the two sentences from the listening in i c.

ı. Ian
If one ofus had at home, we have met.

2. Mrs Fleteher
If those doctors been on the plane, I would died.

b. Listen and check.

c. Look at sentences i and 2 above and answer the questions.

i. Did Ian or Amy stay at home? Did they meet?
2. Were the doctors on the plane? Did Mrs Fletcher die?
3. Do sentences i and 2 refer to something that happened ar something that didn't
happen?

10" Practice

d. P. 142 Grarnmar Bank 7A. Read the rules and do the exercises.

15"

3. PRONUNCIATION Sentence Stress

Production

a. Listen and repeat the sentences. Copy the rhythm.

ı. Ifyou'd told me earlier, I would have gone too.
2. If the weather had been better, we would have stayed longer.
3. If I hadn't stopped for petrol, I would have arrived before he left.
4. We would have been Iate ifwe hadn't taken a taxi.
5. She wouldn't have come ifshe'd known he was here.
6. it would have been cheaper ifwe'd booked last month.

b. Communicalion Guess the Conditional

4. SPEAKING

a. Read the questionnaire and mark your answers.

b. Compare your answers with a partner. Give more infonnalion ifyou can.



c. Now look at what your scores mean. Do you agree with the results?
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5" CIosure
Review or Summary
Homework
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LESSONPLAN

(pushed Output Group)

Backgrouud Information

Teacher: Nesrin Oruç
School: Dokuz Eylül University, School of Foreign Languages
Class:
Description of Students (Class, Age, Size):
Text and materials: English File, Intermediate, Oxford University Press.
Previous Class Work:
Work to be collected or returned:
Subject: Type 3 Conditionals
Date: November, 21, 2007

Procedure

Time Frame
10"

Procedures
Warm-Up

a. Read the article BAD LUCK. in pairs, decide what you think happened next.
b. Now listen to what happened. Were you right?
c. Listen again and check. Then in pairs, write two sentences to explain how the
story ended.
Now do the same for GOOD LUCK.

BAD LUCK: I Missed You!
Ian Johnson, a 27-year-old builder, went to work in Australia for a year, leaving
behind his girlfriend, Amy. Ian and Amy missed each other a lot and after being
six months apart Ian planned a surpsrise. Without telling Amy he caught apıane

back to England to see her. After a 24-hour flight via Singapore and a 17,600­
kilometre joumey he finally arrived at her house in Yorkshire in the north of
England, carrying flowers, champagne, and an engagement ring. He rang the
doorbell, but nobody answered. He had a key to her house so he opened the door
and went in. The house was empty. Ian thought Amy had gone out for the evening
and sat down to wait for her to come back. Tired after his long joumey, he feU
asleep. When he woke up, his phone was ringing...

GOOD LUCK: Is There A Doctor On The Plane?
Mrs Dorothy Fletcher was travelling with her daughter and her daughter' s fiance
on a flight from London to Florida. Her daughter was going to be married there
the foUowing week. When they changed planes in Philadelphia they had to rush
between terminals to catch the connecting flight and Mrs Fletcher, aged 67, began
to feel ill.

"I didn't say anything to may daughter because I didn't want to worry her
or miss the wedding," said Mrs Fletcher. But when the plane took off from
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Philadelphia she suddenly got a terrible pain in her chest, back, aod arm-she was
having a heart attack. The cabin crew put out a desperate call to the passengers:
"if there is a doctor on the plaoe, could you please press your call bell..."
10" Presentation

2. GRAMMAR Third Conditional
a. Complete the two sentences from the listening in i c.

1. Iao
If one ofus had at home, we have met.

2. Mrs Fletcher
If those doctors
______ died.

b. Listen aod check.

been on the plaoe, i would

c. Look at sentences 1 aod 2 above aod aoswer the questions.

1. Did Iao or Amy stay at home? Did they meet?
2. Were the doctors on the plaoe? Did Mrs Fletcher die?
3. Do sentences 1 aod 2 refer to something that happened or something that didn't
happen?

10" Practice

d. P. 142 Grammar Bank 7A. Read the rules aod do the exercises.

15"

3. PRONUNCIATION Sentence Stress

Production

a. Listen aod repeat the sentences. Copy the rhytbm.

1. If you'd told me earlier, i would have gone too.
2. If the weather had been better, we would have stayed longer.
3. If i hadn 't stopped for petrol, i would have arrived before he lefl:.
4. We would have been Iate ifwe hadn't taken a taxi.
5. She wouldn't have com e ifshe'd known he was here.
6. it would have been cheaper ifwe'd booked last month.

b. Communication Guess the Conditional

4.SPEAKING

a. Read the questionnaire aod mark your aoswers.
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b. Compare your answers with a partner. Give more information if you can.

c. Now look at what your scores mean. Do you agree with the results?

EXTRA OUTPUT ACTIVITY 1

Teaeber Version

MONOPOLY
Probably the most recognized boardgame around the world is the game of

Monopoly. in this game, players vie for wealth by buying, selling, and renting
properties; the key to success in the game, in addition to a bit of luck, is for a
player to acquire monopolies on clusters of properties in order to force opponents
to pay exorbitant rents and fees.

Although the game is now published in countless languages and versions,
the beginnings of the game were considerably more hurnble. The game has
developed so much because ofbeing published in countless languages. Because it
is an international game, it is published in each country with place names
appropriate to the target language. The game was sold internationally, therefore
foreign locations were used.

The garne was invented in 1933 by Charles Darrow, during the height of
the Great Depression. Darrow, who lived in Germantown, Pennsylvania, was
hirnself unernployed during those difficUıt financial times. Darrow used the
advantage of being unemployed, since he had so much free time, he were able to
find time to invent the game. He set the original game not as might be expected in
his hometown of Germantown, but in Atlantic City, New Jersey. The long walks
along the Boardwalk and the visits to the Park Place in Atlantic City made him to
set the game in Gennantown. But because Atlantic City was the site of nurnerous
pre-Depression vacations with very positive memories, he set the game there.

Darrow made the first games by hand and sold them locally. However, in
1935 Parker Brothers purclıased the rights to Monopoly and took the first steps
toward the mass production of today within the same year. Parker Brothers has a
big role in the popularity of the game. Darrow was paid only 100 $ by the
manufacturing company, because he could not expect the possible fame of the
game.
Adapted from Phillips, D. (1996). Langman Preparation Course for the TüEFL Test: Skills and
Strategies. NY: Longman.
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Procedure

Step 1
First, students are asked questions about the games they know and playasa
warrrı-up.

Eaeh student reeeives a eopy of the Monopoly, either A or B version.
First, theyare given 3 ıninutes to read their eard and answer the related questions.

STUDENT A QUESTIONS
How was the first version?
Where was it ereated?
When was the game purehased?
When did mass produetion start?
What kinds of changes were made on the game?

STUDENT B QUESTIONS
Who ereated the game?
When was it ereated?
Who purchased the rights of the game?
How mueh did they pay to the inventor of the game?

Step 2
Eaeh student having hislher own answers mtheir hands, keep their texts.



Student Versions
StudentA

MONOPOLY
Probably the most recognized

boardgame around the world is the
game of Monopoly. in this game,
players vie for wealth by buying,
selling, and renting properties; the key
to success in the game, in addition to a
bit of luck, is for a player to acquire
monopolies on clusters of properties in
order to force opponents to pay
exorbitant rents and fees.

Although the game is now
published in countless languages and
versions, the beginnings of the game
were considerably more humble. The
game has developed so much because
of being published in countless
languages. Because it is an international
game, it is published in each country
with place names appropriate to the
target language. The game was sold
internationally, therefore foreign
locations were used.

Darrow made the first games by
hand and sold them locally. However,
in 1935 Parker Brothers purchased the
rights to Monopoly and took the first
steps toward the mass production of
today wit1ıin the same year. Parker
Brothers has a big role in the popularity
of the game.

123

StudentB
MONOPOLY

Probably the most recognized
boardgame around the world is the
game of Monopoly. in this game,
players vie for wealth by buying,
selling, and renting properties; the key
to success in the game, in addition to a
bit of luck, is for a player to acquire
monopolies on clusters of properties in
order to force opponents to pay
exorbitant rents and fees.

The game was invented in 1933
by Charles Darrow, during the height of
the Great Depression. Darrow, who
lived in Germantown, Pennsylvania,
was himself unemployed during those
difficult financial times. Darrow used
the advantage of being unemployed,
since he had so much free time, he were
able to find time to invent the game. He
set the original game not as might be
expected in his hometown of
Germantown, but in Atlantic City, New
Jersey. The long walks along the
Boardwalk and the visits to the Park
Place in Atlantic City made him to set
the game in Germantown. But because
Atlantic City was the site of numerous
pre-Depression vacations with very
positive memories, he set the game
there.

Darrow was paid only 100 $ by
the manufacturing company, but if he
had expected the possible fame of the
game, he would have required many
more than that.
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Step 3
Later the students will be given a commen task in which they will be asked to
answer the following questions with their partners.

Imagine that Darrow did not sell the rights of the garne, what would the result be?
Imagine that the garne was not translated into so many languages, what would the
result be?
Imagine that Darrow did not go to Atlantic City, what would the result be?
Imagine that Darrow was so busy, what would the result be?
Imagine that Darrow knew that the garne would be so popular, what would be the
result?
Imagine that the garne was not sold intemationally, what would the result be?

Step 4
Each student is asked to write an individual report about the garne Monopoly. The
texts will be collected by the teacher.

EXTRAOUTPUTACTDnTY2

Proeedure
Step 1
First, students are asked questions about the ship Titanic.
Each student receives a copy of "The Truth about the Titanic" either A ar B
version.
First, theyare given 3 minutes to read their card.

Teaeher Version

The Truth about the Titanie
The sinking of the Titanic on its first voyage has fascinated people allover

the world for nearly a hundred years. It's a story surrounded by mystery and
speculation. Here we answer the questions most often asked about the most
famous of ships.

The regulations controlling the number oflifeboats that a ship should carry
were terribly out of date. The Titanic ouly had to have 16 !ifeboats, enough for
962 people, which was ridiculous as the ship could carry 3,511 people. The !ives
ofmany passengers could be saved, but due to the insufficient number oflifeboats
a lot ofpeople have died on April 14t1ı 1912.

A small ship called the Califomian was only 20 kilometers away from the
Titanic. it was so near that the two ships could see each other's !ights. The radio
operatar had just gone to bed so he didn't hear the Titanic's S.O.S message.
Therefare the crew of the Califomian was not aware that the Titanic was sinking.
They could save the lives of all passengers. The captain of the Califomian was
later blarned for not going to help the Titanic and his reputation was destroyed.

Although they had received several warnings of icebergs from other ships
in the area, the Titanic was going at the top speed. The captain of the Titanic, like
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other captains, was under great commercial pressure to make the Atlantic crossing
as quickly as possible. Another criticism of Captain Smith is that he was not on
the bridge at the time of the collision. Perhaps, because the captain was not there,
his ship hit the iceberg. Captain Smith and the ship' s designer Thomas Andrews
both drowned.

in the confusion of the evacuation many lifeboats left the Titanic half
empty. This was partly because Captain Smith and his crew found it difficult to
persuade people to leave the "unsinkable" Titanic. When the Titanic finally sank,
some of the passengers İn the lifeboats wanted to go back and rescue some of the
people swimming İn the freezıng water. Finally, onlyone of the sixteen lifeboats
went back to pick up survivors. Theyonly managed to rescue five people.
Everyone else was dead.

After the collision, the little group of musicians started playing in the first­
class lounge to keep the passengers calm, but later they moved up onto the deck.
Some survivors in the lifeboats said they could still hear the musicians playing a
waltz called Autumn until just before the ship finally sanko Music helped the
passengers to keep calm. Not one of the orchestra survived.



Student A Version
The Truth about the Titanic

The sinking of the Titanic on
its first vayage has fascİnated people all
over the world far nearly a hundred
years. It's a story surrounded by
mystery and speculation. Here we
answer the questions most often asked
about the most famous of ships.

The regulations control1ing the
number of lifebaats that a ship should
carry were terribly out of date. The
Titanic only had to have 16 lifebaats,
enough far 962 people, which was
ridiculous as the ship could carry 3,511
people. The lives of many passengers
could be saved, but due to the
İnsufficient number of lifebaats a lot of
people have died on April 14t1ı 1912.

Although they had received
several warnings of icebergs from other
ships İn the area, the Titanic was going
at the top speed. The captain of the
Titanic, like other captains, was under
great commercial pressure to make the
Atlantic crossing as quickly as possible.
Anather criticism of Captain Smith is
that he was not on the bridge at the time
of the collision. Perhaps, because the
captain was not there, his ship hit the
iceberg. Captain Smith and the ship' s
designer Thomas Andrews both
drowned.

After the collision, the Iittle
group of musicians started playing İn

the first-class lounge to keep the
passengers calm, but later they moved
up onto the deck. Same survivors İn the
lifebaats said they could stili hear the
musicians playing a waltz called
Autumn until just before the ship finally
sanko Music helped the passengers to
keep calm. Not one of the archestra
survived.
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Student B Version
The Truth about the Titanic

The sinking of the Titanic on
its first vayage has fascİnated people
allaver the warld far nearly a hundred
years. It' s a story surrounded by
mystery and speculation. Here we
answer the questions most often asked
about the most famous of ships.

A small ship cal1ed the
Californian was only 20 kilometers
away from the Titanic. it was so near
that the two ships could see each
other' s lights. The radio operatar had
just gone to bed so he didn't hear the
Titanic's S.O.S message. Therefore the
crew of the Californian was not aware
that the Titanic was sinking. They
could save the Iives of all passengers.
The captain of the Californian was later
blaıned for not going to help the
Titanic and his reputation was
destroyed.

in the confusion of the
evacuation many lifebaats left the
Titanic half empty. This was partly
because Captain Smith and his crew
found it difficult to persuade people to
leave the "unsinkable" Titanic. When
the Titanic final1y sank, same of the
passengers İn the lifebaats wanted to go
back and rescue same of the people
swimmirıg İn the freezıng water.
Finally, onlyone of the sixteen
lifebaats went back to pick up
survivars. Theyonly managed to
rescue five people. Everyone else was
dead.
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Step 2
After reading their own versions, the students are asked to work on the common
task.

Step 3
Now the students are asked to fill in the blanks below.

The Truth about the Titauic
The sinking of the Titanic on its first voyage has fascinated people allover

the world for nearly a hundred years. It's a story surrounded by mystery and
speculation. Here we answer the questions most often asked about the most
famous of ships.

The Titanic only had to have !ifeboats, enough for
---::---c=-- people, which was ridiculous as the ship could carry ---c---;:;:----,---~
people. The lives of many passengers could be saved, but due to the insufficient
number oflifeboats a lot ofpeople have died on -,- _

A small ship called the was only kilometers
away from the Titanic. it was so near that the two ships could see each other' s
lights. The radio operator had just so he didrı't hear the
Titanic's S.O.S message. Therefore the crew of the Californian was not aware that
the Titanic was sinking. They could save the !ives of all passengers. The captain
of the Califomian was later blamed for not going to help the Titanic and his
reputation was destroyed.

Although they had received several warnings of icebergs from other ships
in the area, the Titanic was going at the . The captain of the
Titanic, !ike other captains, was under great commercial pressure to make the
Atlantic crossing as quickly as possible. Another criticism of Captain
=---=-_--;- is that he was not on the bridge at the time of the collision.
Perhaps, because the captain was not there, his ship hit the iceberg. Captain and
the ship's desigoer both drowned.

in the confusion of the evacuation many lifeboats left the Titanic
___----:: . This was partly because Captain and his crew found it difficUıt

to persuade people to leave the "unsinkable" Titanic. When the Titanic finally
sank, of the passengers in the lifeboats wanted to go back and
rescue some of the people swimming in the freezing water. Finally, only

of the lifeboats went back to pick up
survivors. Theyonly managed to rescue people. Everyone else
was dead.

After the collision, the !ittle group ofmusicians started playing in the first­
class lounge to keep the passengers , but later they moved up onto
the deck. Some survivors in the lifeboats said they could still hear the musicians
playing a waltz called until just before the ship finally sanko
Music helped the passengers to keep calm. of the
orchestra survived.

5" Closure
Review or Summary
Homework
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LESSONPLAN

(Vlsually Enhanced Input Group)

Background Information

Teacher: Nesrin Oruç
School: Dokuz Eylül University, School of Foreign Languages
Class:
Description of Students (Class, Age, Size):
Text and materials: English File, Intermediate, Oxford University Press.
Previous Class Work:
Work to be collected or returned:
Subject: Type 3 Conditionals
Date: November, 21, 2007

Procedure

Time Frame
10"

Procedures
Warm-Up

a. Read the artiele BAD LUCK. in pairs, decide what you think happened next.
b. Now listen to what happened. Were you right?
c. Listen again and check. Then in pairs, write two sentences to explain how the
story ended.
Now do the same for GOOD LUCK.

BAD LUCK: i Missed You!
Ian Johnson, a 27-year-old builder, went to work in Australia for a year, leaving
behind his girlfriend, Amy. Ian and Amy missed each other a lot and after being
six months apar! Ian planned a surpsrise. Without teIIing Amy he caught apıane

back to England to see her. After a 24-hour flight via Singapore and a 17,600­
kilometre journey he finally arrived at her house in Yorkshire in the north of
England, carrying flowers, champagne, and an engagement ring. He rang the
doorbelI, but nobody answered. He had a key to her house so he opened the door
and went in. The house was empty. Ian thought Amy had gone out for the evening
and sat down to wait for her to come back. Tired after his long journey, he felI
asleep. When he woke up, his phone was ringing...

GOOD LUCK: Is There A Doctor On The Plane?
Mrs Dorothy Fletcher was traveIIing with her daughter and her daughter' s fiance
on a flight from London to Florida. Her daughter was going to be married there
the folIowing week. When they changed planes in Philadelphia they had to rush
between terminals to catch the connecting flight and Mrs Fletcher, aged 67, began
to feel ilI.

"I didrı't say anything to may daughter because I didn't want to worry her
or miss the wedding," said Mrs Fletcher. But when the plane took off from
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Philadelphia she suddenly got a terrible pain in her chest, back, and ann-she was
having a heart attack. The cabin crew put out a desperate call to the passengers:
"if there is a doctor on the plane, cou1dyou please press your call beli ..."
LO" Presentation

2. GRAMMAR Third Conditional
a. Complete the two sentences from the listening in i c.
1. Ian
If one ofus had at home, we have met.
2. Mrs Fletcher
If those doctors been on the plane, I wou1d

died.
:-b'""'.L:-i=-s'""'te-n-an-----:d-c-=-h-eck.

c. Look at sentences i and 2 above and answer the questions.
I. Did Ian or Amy stay at home? Did they meet?
2. Were the doctors on the plane? Did Mrs Fletcher die?
3. Do sentences i and 2 refer to something that happened or something that didrı't

happen?

LO" Practice

d. P. 142 Grammar Bank 7A. Read the rules and do the exercises.

15"

3. PRONUNCIATION Sentence Stress

Production

a. Listen and repeat the sentences. Copy the rhythm.

1. Ifyou'd told me earlier, I would have gone too.
2. If the weather had been better, we wou1d have stayed longer.
3. If I hadrı't stopped for petrol, I wou1dhave arrived before he left.
4. We would have been Iate ifwe hadn't taken a taxi.
5. She wou1dn't have come ifshe'd known he was here.
6. it would have been cheaper ifwe'd booked last month.

b. Communication Guess the Conditional

4.SPEAKING

a. Read the questionnaire and mark your answers.

b. Compare your answers with a partner. Give more information if you can.

c. Now look at what your scores mean. Do you agree with the results?
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5" Closure
Review or Summary
Homework

EXTRA INPUT ACTIVITY 1
Read the text below and answer the foIIowing comprehension questions.

Adapted from Phillıps, D. (1996). Langman Preparatian Caurse for the TOEFL Test: Skills and
Stralegies. NY: Langman.

MONOPOLY
Probably the most recognized boardgame around the world is the game of

Monopoly. in this game, players vie for wealth by buying, selling, and renting
properties; the key to success in the game, in addition to a bit of luck, is for a
player to acquire monopolies on clusters of properties in order to force opponents
to pay exorbitant rents and fees.

Although the game is now published in countless languages and versions,
the beginnings of the game were considerably more humble. if it hadn't been
published in countless languages, it wouldn't have developed so much.
Because it is an international game, it is published in each country with place
names appropriate to the target language. if it hadn't been sold Interuatioııallv,

there wouldn't have been foreign locations.
The game was invented in ı933 by Charles Darrow, during the height of

the Great Depression. Darrow, who lived in Germantown, Pennsylvania, was
himself unemployed during those difficuIt financial times. if he hadn't had so
much free time, he wouldu't have invented the game. He set the original game
not as might be expected in his hometown of Germantown, but in Atlantic City,
New Jersey. if he hadn't walked along the Boardwalk and visited at Park
Place in Atlantic City, he would have set the game in Germantown. But
because Atlantic City was the site of numerous pre-Depression vacations with
very positive memories, he set the game there.

Darrow made the first games by hand and sold them locally. However, in
ı935 Parker Brothers purchased the rights to Monopoly and took the first steps
toward the mass production of today witlıin the same year. if Parker Brothers
hadn't bought the rights of the game, it wouldn't have been so popular todav,
Darrow was paid only ıoo $ by the manufacturing company, but if he had
expected the possible fame of the game, he would have reguired many more
than that. ..

Comprehension Questions
ı. Who created the game?
2. When was it created?
3. How was the first version?
4. Where was it created?
5. Who purchased the rights of the game?
6. How much did they pay to the inventor of the game?
7. When was the game purchased?



8. When did mass production start?
9. What kinds of changes were made on the garne?
10. If the inventor had known, woUıd he ask for moremoney?
ll. If it hadrı't been purchased, would it be so popular?
12. If the inventor had been busy, woUıd he create the garne?
13. Ifhe hadrı'tbeen to Atlantic City, where would he have set the garne?

EXTRA INPUT ACTIVlTY 2
Read the text below. Then answer the questions.
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The Truth ab out the Titanic
The sinking of the Titanic on its first voyage has fascinated people allover

the world for nearly a hundred years. It's a story surrounded by mystery and
speculation. Here we answer the questions most often asked about the most
farnous of ships.

The regulations controlling the number oflifeboats that a ship should carry
were terribly out of date. The Titanic only had to have 16 lifeboats, enough for
962 people, which was ridiculous as the ship could carry 3,511 people. Nobody
would have died on April 14'h 1912 if the Titanic had had enough lifeboats
for all the passengers.

A small ship called the Califomian was only 20 kilometers away from the
Titanic. it was so near that the two ships coUıd see each other' s lights. The radio
operatar had just gone to bed so he didn't hear the Titanic's S.O.S message. if the
Californian had known the Titanic was sinkiug, it would have rescued
everybodv. The captain of the Califomian was later blarned for not going to help
the Titanic and his reputation was destroyed.

Although they had received several warnings of icebergs from other ships
İn the area, the Titanic was going at the top speed. The captain of the Titanic, !ike
other captains, was under great commercial pressure to make the Atlantic crossing
as quickly as possible. Anather criticism of Captain Smith is that he was not on
the bridge at the time of the collision. Perhaps, if he had been there, his ship
would not have hit the iceberg. Captain Smith and the ship's designer Thomas
Andrews both drowned.

In the con:fusion of the evacuation many lifeboats left the Titanic half
empty. This was partly because Captain Smith and his crew found it difficult to
persuade people to leave the "unsinkable" Titanic. When the Titanic finally sank,
same of the passengers in the lifeboats wanted to go back and rescue some of the
people swimming in the freezıng water. if they had gone back, many more
people might have been saved. Finally, onlyone of the sixteen lifeboats went
back to pick up survivors. Theyonly managed to rescue five people. Everyone
else was dead.

After the collision, the little group of musicians started playing İn tlıe first-
class lounge to keep the passengers calm, but later they moved up onto the deck.
Some survivors İn the lifeboats said they coUıd still hear the musicians playing a
waltz called Auturnn until just before the ship finally sanko if they hadn't
continued plaving until the end, there would have been much more panic on
the ship. Not one of the orchestra survived.
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QUESTIONS
1. When did the Titanic sink?
2. How many passengers were killed?
3. Who was the captain and did he survive?
4. Could it be saved from sinking? If so, how?
5. Where was the captain during the collision?
6. Why did the lifeboats leave the Titanic half empty?
7. What would have been different if the half empty lifeboats had gone back?
8. Were there musicians aboard?
9. What were the musicians doing during the evacuation?
10. What would have been different if the musicians had stopped playing?
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LESSONPLAN

(processing Instruction Group)

Background Information

Teacher: Nesrin Oruç
School: Dokuz Eylül University, School of Foreign Languages
Class:
Description of Students (Class, Age, Size):
Text and materials: English File, Intermediate, Oxford University Press.
Previous Class Work:
Work to be collected or returned:
Subject: Type 3 Conditionals
Date: November, 22, 2007

Procedure

Time Frame
10"

Procedures
Wann-Up

a. Read the article BAD LUCK. in pairs, decide what you think happened next.
b. Now listen to what happened. Were you right?
c. Listen again and check. Then in pairs, write two sentences to explain how the
story ended.
Now do the same for GOOD LUCK.

BAD LUCK: I Missed You!
Ian Johnson, a 27-year-old builder, went to work in Australia for a year, leaving
behind his girlfriend, Amy. Ian and Amy missed each other a lot and after being
six months apart Ian planned a surpsrise. Without telling Amy he caught a plane
back to England to see her. After a 24-hour flight via Singapare and a 17,600­
kilometre journey he finally arrived at her house in Yorkshire in the north of
England, carrying flowers, champagne, and an engagement ring. He rang the
doorbell, but nobody answered. He had a key to her house so he opened the door
and went in. The house was empty. Ian thought Amy had gone out for the evening
and sat down to wait for her to come back. Tired after his long journey, he fell
asleep. When he woke up, his phone was ringing...

GOOD LUCK: Is There A Doctor On The Plane?
Mrs Darothy Fletcher was travelling with her daughter and her daughter' s fiance
on a flight from London to Florida. Her daughter was going to be married there
the following week. When they changed planes in Philadelphia they had to rush
between terminals to catch the connecting flight and Mrs Fletcher, aged 67, began
to feel ill.

"I didn't say anything to may daughter because I didn't want to worry her
or miss the wedding," said Mrs Fletcher. But when the plane took off from
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Philadelphia she suddenly got a terrible pain in her chest, back, and arm-she was
having a heart attack. The cabin crew put out a desperate call to the passengers:
"if there is a doctor on the plane, could you please press your call bell.;"
10" Presentation

2. GRAMMAR Third Conditional
a. Complete the two sentences from the listening in i c.

1. Ian
If one ofus had at home, we have illet.

2. Mrs Fletcher
If those doctors been on the plane, I would died.

b. Listen and check.

c. Look at sentences i and 2 above and answer the questions.

i . Did Ian or Amy stay at home? Did they meet?
2. Were the doctors on the plane? Did Mrs Fletcher die?
3. Do sentences i and 2 refer to something that happened or something that didrı't

happen?

10" Praetiee

d. P. 142 Grammar Bank 7A. Read the rules and do the exercises.
IS" Produetion

3. PRONUNCIATION Sentenee Stress

a. Listen and repeat the sentences. Copy the rhythm.

1. Ifyou'd told me earIier, I would have gone too.
2. If the weather had been better, we would have stayed longer.
3. IfI hadn't stopped for petrol, I would have arrived before he left.
4. We would have been Iate ifwe hadn't taken a taxi.
5. She wouldn't have come ifshe'd known he was here.
6. it would have been cheaper ifwe'd booked last month.

b. Communication Guess the Conditiona!

4.SPEAKING

a. Read the questionnaire and mark your answers.

b. Compare your answers with a partner. Give more information if you can.



c. Now look at what your scores mean. Do you agree with the results?
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5" Closure
Review or Summary
Homework
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EXTRA PI ACTIVITY 1

Read the text below. Then answer the YesINo questions. Put a tick on the line
provided for each question.

The Truth about the Titanic
The sinking of the Titanic on its first voyage has fascinated people allover

the world for nearly a hundred years. It's a story surrounded by mystery and
speculation. Here we answer the questions most often asked about the most
famous of ships.

The regulations controlling the number oflifeboats that a ship should carry
were terribly out of date. The Titanic only had to have 16 lifeboats, enough for
962 people, which was ridiculous as the ship could carry 3,511 people. Nobody
would have died on April14th 1912 if the Titanic had had enough lifeboats for all
the passengers.

A small ship called the Califomian was only 20 kilometers away from the
Titanic. it was so near that the two ships could see each other's lights. The radio
operator had just gone to bed so he didn't hear the Titanic's S.O.S message. If the
Califomian had known the Titanic was sioking, it would have rescued everybody.
The captain of the Ca1ifomian was later blamed for not going to help the Titanic
and his reputation was destroyed.

Although they had received several wamings of icebergs from other ships
in the area, the Titanic was going at the top speed. The captain of the Titanic, like
other captains, was under great commercial pressure to make the Atlantic crossing
as quickly as possible. Another criticism of Captain Smith is that he was not on
the bridge at the time of the collision. Perhaps, if he had been there, his ship
would not have hit the iceberg. Captain Smith and the ship's designer Thomas
Andrews both drowned.

in the confusion of the evacuation many lifeboats left the Titanic half
empty. This was partly because Captain Smith and his crew found it difficult to
persuade people to leave the "unsinkable" Titanic. When the Titanic fioally sank,
some of the passengers in the lifeboats wanted to go back and rescue some of the
people swimrning in the freezing water. If they had gone back, many more people
might have been saved. Finally, onlyone of the sixteen lifeboats went back to
pick up survivors. Theyonly managed to rescue five people, Everyone else was
dead.

After the collision, the little group ofmusicians started playing in the first­
class lounge to keep the passengers calm, but later they moved up onto the deck.
Some survivors in the lifeboats said they could still hear the musicians playing a
waltz called Autumn until just before the ship finally sank. If they hadn't
continued playing until the end, there would have been much more panic on the
ship. Not one of the orchestra survived.



137

YESINO QUESTIONS

NO
There were enough lifebaats for all passengers on Titanic.
The radio operatar of the Californian heard the S.O.S coming from
the Titanic.
Californian knew that Titanic was sinking.
Californian saved the lives ofmany passengers.
All the 16 lifebaats went back to rescue the others.
Lifebaats rescued a lot ofpeople.
The musicians continued to play music while the ship was sinking.
Music helped people not to panic.

EXTRA PI ACTIVITY 2

Read the text below and answer the multiple ehoice questions.

MONOPOLY
Probably the most recogoized board game around the world is the game of

Monopoly. lo this game, players vie for wealth by buying, selling, and renting
properties; the key to success in the game, in addition to a bit of luck, is for a
player to acquire monopolies on clusters of properties in order to force opponents
to pay exorbitant rents and fees.

Although the game is now published in countless languages and versions,
the beginnings of the game were considerably more humble. The game has
developed so much because ofbeing published in countless languages. Because it
is an international game, it is published in each country with place names
appropriate to the target language. The game was saId internationally, therefore
foreign locations were used.

The game was invented in 1933 by Charles Darrow, during the height of
the Great Depression. Darrow, who lived in Germantown, Pennsylvania, was
himself unernployed during those difficult financial times. Darrow used the
advantage of being unemployed, since he had so much free time, he were able to
find time to invent the game. He set the original game not as might be expected in
his hometown of Germantown, but in Atlantic City, New Jersey. The long walks
along the Boardwalk and the visits to the Park Place in Atlantic City made him to
set the game in Germantown. But because Atlantic City was the site of numerous
pre-Depression vacations with very positive memories, he set the game there.

Darrow made the first games by hand and saId them locally. However, in
1935 Parker Brothers purchased the rights to Manapolyand took the first steps
toward the mass production of taday witbin the same year. Parker Brothers has a
big role in the popularity of the game. Darrow was paid only 100 $ by the
manufacturing company, because he could not expect the possible fame of the
game.



Choose the best answer
i. Darrow wouldrı'thave sold the rights of the game if
a. he had rea1ly loved the game
b. he had had time
c. he had irnagined the possible fame of the game
d. he hadrı't been to Atlantic City
2. If Darrow hadn't been to Atlantic City,
a. he wouldrı't have set the game there
b. he wouldn't have fallen in love
c. he wouldn't have invented the game
d. all above

3. IfMonopoly hadn't been so popular,
a. it wou1dn't have been published in so many different languages.
b. Darrow wouldn't have sold it
c. Parker Brothers would have bought it
d. nobody would have played the game

4. If the game hadn't been an international one,
a. we wou1dhave heard it
b. Parker Brothers wouldrı't have bought it
c. Darrow wouldn't have sold it
d. the names of the places on the board wouldrı't have changed

5. IfParker Brothers hadrı't bought the rights of the game
a. Darrow wou1dn't have created Monopoly
b. Darrow wou1d have gone back to Atlantic City
c. the game wouldn't have been so popular
d. they wouldrı't have imagined the possible fame of the game

138
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APPENDIXB

PRE-POSTTEST

Name:

Class:

PART A Choose the letter of the underlined word or group of words that is
not correct

__ 1. If the midfielders passed the balı more exactly, ourteam would have had
A B C

more chances to attack.

__ 2. According to the syIlabus, you can either write a paper or you can take
anexam. A B C

__ 3. If the forwards fULL faster, they would have scored more goals.

A B C
__ 4. A patient suffering from Amnesia may had partial or total loss of
memory. A B C
__ 5. During this period 206 $ was spend annuaIly on food by farniIies in the

A B
lower third ineome bracket.

C

__ 6. If approved Qy the board, the new rules wiIl take effect on the next
semester. A B C

__ 7. If the referee saw the foul, he would have awarded a penalty kick to our
team. A B C
__ 8. Our team would have been on better form if they had trained harder the

A B C
weeks before.

__ 9. The television, tthas so long been a part of our culture, has an enormous
influence. A B C
__ 10. If it had been a home game, our team would won the match.

A B C

PART B Complete sentences by putting the verbs into the correct form.

ı. i am lost. i (drive) around here for an hour.

2. If you (ask) me, i (help) you.

3. Myparents (just/move) to a beautiful house
in the country.

4. If you (speak) English, she (understand)

5. They (drive) for three hours when they stopped for a
rest.

6. i (write) you a postcard if i (have) your address.
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7. Right now Alex is in hospital. He (treat) for
a bad bum on his hand and arın.

8. If it (start! not) to rain, we (walk) to the museuın.

9. We (swim) in the sea ifthere (be/not) so
many sharks there.

10. Proper first aid can save a victim's life, especially if the victim is bleeding
heavily, has stopped breathing, or (poison) _

PART C Read the sentences below and answer the yes/no questions.

1. If the weather had been nice, we would have gone swimming.

Was the weather nice today?
Did we go swimming?

2. IfI taught this class, i wouldn't give tests.

Do i teach this class?
WilI you give tests?

3. My family would have gone to the zoo if the weather had been nice yesterday.

Was the weather nice yesterday?
Did my family go to the zoo yesterday?

4. The teacher thanked the students, who had given her some flowers.
Only some ofthe students gaye her flowers?
All of the students gaye her flowers?

5. Tom stood under the oak tree which was near the house.
There was onlyone oak tree in the yard

There was more than one oak tree in the yard

6. We wouldn't have learned anything if we hadn't done our homework.
Did we do our homework?

Did we learn?

7. My brother would have driven to school ifhe had had gas in his car.
Did my brother have gas in his car?
Did he drive to school?

8. There was a terrible flood. The vilIagers, who had received a warning of the
impending flood, escaped to safety.

Only some of the villagers had been warned; only some escaped
All of the villagers had been warned; all escaped.
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9. My brother couldn't have driven to school ifhe hadn't got his car fixed.
Did he get his car fixed?

Did he drive to school?

10. Either Mr. Anderson ar Miss. Wiggins is going to teach our class today.

Mr. Anderson may teach us today.

Miss. Wiggins may teach us today.

PART D Complete the sentences accordingly.

1- Ifwe had won the match, _

2- Althougb i did not study, _

3-Ifwe had taken your advice, _

4- Even thougb Howard is a eareful driver,, _

5- 1'11 give you my phone number so (that) _

6- If I had loeked my bike, _

7- Despite her low grades, _

8- Ifwe hadrı't forgotten the map, _

9- If the teaeher had notieed the mistake, _

10- Now that she is married------------------

PART E Choose the correct completion.

ı. i William with me if i had known you and he didn't get

along with eaeh other.

A. hadrı't brougbt

C. wouldn't have brougbt

B. didn't bring

D. won't bring

B. Therefore
D. For

2. Cars have beeome much more eomplieated. " meehanics
need more training than in the past.
A. Beeause
C. So that
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3. He asked me where '
A. did i live
C. do you live

B. i lived
D. that i lived

B. known as
D. that is known as

4. Florida, the Sunshioe State, attracts many tourists every
year.
A. is
C. is known as

B. wouldn't have made
D. dorı't make

5. i didn't know you were asleep. Otherwise, i so much noise
when i carne in.
A. didn't make
C. won't make

6. We .,-..,- the garne ifwe'd had a few mare minutes.
A. might have won B. won
C. had won D. wil1 win

B. which
D. o

7. i arn looking for an electric can opener also can sharpen
knives.
A.who
C. that

B. had to
D. have to

8. "I arn really sorry about what happened duriog the meeting. I felt I had no
choice."
"It's okay. I'm sure you wouldn't have done it ifyou __-=--=--:- "
A. should have
C. hadn't had to

B. would have been
D. hadn't been

9. If I fol1owing that other car too c1osely, I would have
been able to stop in time instead ofrunning into it.
A. wasn't
C.was

ıo. I don't get _
A. manymail
C. many mails

B. muchmail
D. much mails
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APPENDIXC

TEST RESULTS

Results of All Tests for Pushed Output Group

Participant Pretest Posttest De1ayed Post-test

1 24 68 76

2 48 80 68

3 28 68 48

4 48 84 68

5 40 64 52

6 36 92 72

7 48 96 76

8 40 68 68

9 48 96 80

LO 44 96 88

II 36 72 68

12 44 96 88

13 32 88 72

14 28 68 76

15 36 48 68

16 44 96 96

17 48 96 88

18 44 76 80

19 48 96 96
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Results of All Tests for Processing Instruction Group

Participant Pretest Posttest De1ayed Posttest

1 40 72 68

2 40 76 96

3 44 100 56

4 44 76 72

5 48 80 92

6 48 92 92

7 40 92 80

8 44 72 60

9 48 96 92

10 48 84 96

11 48 80 68

12 40 60 76

13 44 84 76

14 40 80 72

15 32 72 72

16 12 64 96

17 12 32 76

18 44 84 88

19 28 84 92

20 40 72 68

21 48 76 84

22 48 84 80

23 40 60 76
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Results of All Tests for Visually Enhanced Input Group

Participant Pretest Posttest De1ayed Posttest

1 32 56 68

2 44 76 76

3 32 88 68

4 48 72 68

5 36 48 26

6 32 76 56

7 44 64 56

8 44 76 84

9 40 72 52

10 40 72 52

11 40 72 64

12 48 72 72

13 48 64 72

14 36 64 16

15 44 64 64

16 44 92 64

17 40 72 44

18 40 76 72

19 44 80 88

20 36 76 92

21 28 68 56

22 24 60 32

23 32 8 72

24 48 60 64

25 24 50 52
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Results of ALI Tests for Control Group

Participant Pretest Posttest De1ayed Posttest

1 32 72 80

2 40 88 76

3 36 64 60

4 32 56 56

5 48 80 88

6 48 80 60

7 44 84 80

8 48 76 88

9 24 48 60

10 44 92 100

11 48 72 68

12 40 80 84

13 40 72 56

14 36 64 56

15 32 68 64

16 44 80 80

17 40 68 72

18 36 80 76

19 24 56 56

20 48 92 72

21 48 80 88

22 40 72 72

23 40 72 72
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Results of All Tests for Pushed Output Group Given by the Second Grader

Participant Pretest Posttest De1ayed Posttest

1 28 68 76

2 48 76 68

3 28 68 48

4 48 84 68

5 40 64 52

6 36 88 72

7 48 96 76

8 44 68 68

9 48 96 84

10 48 96 88

11 40 72 68

12 44 96 88

13 32 84 72

14 28 68 76

15 36 44 68

16 44 96 96

17 48 92 88

18 44 76 80

19 48 96 92
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Results of All Tests for Processing Instruction Group Given by the Second
Grader

Participant Pretest Posttest Delayed Posttest

1 44 72 68

2 40 72 96

3 44 100 56

4 44 76 72

5 48 84 92

6 48 92 92

7 40 92 84

8 44 72 60

9 48 96 96

LO 48 84 96

II 48 84 68

12 40 60 76

13 48 84 76

14 40 80 72

15 36 72 72

16 12 64 96

17 16 32 76

18 44 84 88

19 32 84 92

20 40 72 68

21 48 80 84

22 48 84 84

23 40 64 76
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Results of All Tests for Visually Enhanced Input Group Given by the Second
Grader

Participant Pretest Posttest Delayed Posttest

i 32 56 68

2 44 76 76

3 36 88 68

4 48 76 68

5 36 48 26

6 32 76 56

7 44 68 56

8 48 76 84

9 40 72 52

LO 40 76 52

11 40 72 64

12 48 72 76

13 48 64 76

14 36 64 16

15 44 64 68

16 44 96 64

17 44 72 44

18 44 76 72

19 44 80 88

20 36 76 92

21 28 72 56

22 24 60 32

23 32 8 72

24 48 60 64

25 24 50 52
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Results of All Tests for Control Group Given by the Second Grader

Participant Pretest Posttest De1ayed Posttest

1 36 72 80

2 40 88 76

3 36 68 60

4 32 56 56

5 48 84 88

6 52 80 60

7 44 84 80

8 48 80 88

9 24 48 60

10 48 92 100

11 48 72 68

12 40 84 84

13 40 72 56

14 36 68 56

15 36 68 64

16 44 84 80

17 40 68 72

18 40 80 76

19 24 56 56

20 48 96 72

21 48 80 92

22 40 72 72

23 40 76 72
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