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ABSTRACT

Several research on the effectiveness of different types of feedback in diagnostic

grammar tests have been conducted previously (Nagata, 1993; Heift, 2004; Bitchener &

Knoch, 2008; Bitchener et al, 2005; Bitchener, 2008; Ellis et al, 2006, E.E. Jang, 2009).

However, little research has been done in Asia, and the target languages in some of those

studies were not even English. There are not enough findings on the effectiveness of

different types of feedback in grammar testing for Taiwanese teachers and students to act

upon.

The current study aims to investigate whether the type of feedback (no corrective

feedback; metalinguistic feedback) on an online diagnostic multiple-choice grammar test

results in improvement in EFL university freshmen’s grammar proficiency. Investigation

of the effectiveness of different types of online diagnostic grammar feedback on students’

grammar proficiency helps instructors understand what types of grammar feedback are

vi



the most useful and further apply it in class to help students achieve facilitative learning.

The present study adopted the pre-/ post- test design. Three different levels of FENM
classes (one high, one mid, and one low) students were involved in this study (N=90).
The three FENM classes were divided into one control group and one treatment group.
Two independent-sample t-tests were used to analyze the mean scores of pre-tests and
post-tests between groups, while two paired-sample t-tests were used to analyze the mean
scores of pre-tests and post-tests within groups.

Data analysis revealed that control group students did not improve significantly on
the post-test, while treatment group students improved greatly on the post-test. The results
indicated that treatment (metalinguistic feedback) was the main factor that could explain

the differences between the groups in the current study.

Key words: grammar proficiency; diagnostic grammar test; metalinguistic feedback;

pre-/post-test

vii



TABLE OF CONTENTS

ACKNOWLEDGEMENTS ===========mmmm oo oo oo
ABSTRACT (ChineSe) -=-=-=-=n=nmnmmmmm oo
ABSTRACT (English) -------=-=-=-==mmemmemmmeem memmmmmememeeeae-
TABLE OF CONTENTS -----------mmmmmmmeeee- e
LIST OF TABLES-----------=--=-m-mmmm - memememmmememeeeeeeeee oo e
LIST OF FIGURES-----=-===ccsme oo e
CHAPTER ONE INTRODUCTION-===============mmmmmmmmmmc oo een
1.1 Background of the study------------------------- mememmmmesesemeeeeneees
1.2 Statement of the Problem------------------------- mememmmemeeeemeeeaeneas
1.3 Purpose of the Study and Research Questions------------=-=-=------------
1.4 Definition Of Terms---------mmmmmm oo
1.5 Significance of the Study------------------------- mememmmmmemeemeeeaeeeas
CHAPTER TWO LITERATURE REVIEW=-==========mmmmommoeeeeeo
2.1 Grammar Learning-------=-==-=-mmmmm oo oo oo

2.1.1 Types of Grammatical Knowledge and the Strong & Weak
Interface Positions ---------=-=------=-=------ - -
2.1.2 The Noticing Hypothesis------------------ mmmmmmmmm oo

2.1.2.1 Consciousness-RaiSing-----------=-=====zmmmmmmmmmmmoemeee
2.2 Assessing Grammar Knowledge and Learning----------=-==-========-=---

2.2.1 Types of Grammar Testing R —
2.2.1.1 Open-Ended Question Type-----------=-==---------
2.2.1.2 The Multiple-Choice (MC) Typg----=-=========mnmmmmmmmm--

2.2.2 The Value of Computer-Assisted Grammar Testing--------------

2.3 Diagnostic Language Testing--------=-=-=-=-=====nmmmmmmmmmmmm oo oo

2.3.1 Introduction -----------=-=-=--------- mmmmmmmmmememeeoee
2.3.2 Self-assessment and Diagnostic Language Testing---------------
2.3.3 Diagnostic Grammar Testing--------==-=========m=mmmmmmmmmememeee-

2.4 Feedback--——---——----~—r=~—mrmmemee -
2.4.1 The Value of Feedback------=-=-=-====mmmmmmmm oo
2.4.2 Types of Feedback----------=--=-mmmmm oo
2.4.2.1 Explicit Feedback V.S. Implicit Feedback-----------------

2.4.2.2 Immediate Feedback V.S. Delayed Feedback-------------

2.4.3 Diagnostic Feedback------========mmmmmm oo

2.5 The Research Gap---=-=-=======s=s=emsmeme oo

viii



2.6 SUMIMIANY === === = m e e e e e e e e e e e oo 48

CHAPTER THREE METHODOLOGY ---------m-m-mmmmmemmemm oo oo 51
3.1 Participants-=-========sssomemem e e e e e 51
3.2 Research Design--------=-=-=-=-=-=-=---- meemmmmememmmeeeeeeeeeeeeeene- 52
3.2.1 INStrUMENt---- - oo e oo 52
3.2.1.1 The Pilots-----------------=--=----- e 55
3.2.1.2 Reliability------------------m-m---- mmmm e 60
3.2.2 Treatment------- oo oo 61
3.3 Data Collection Procedures------=-==========mmmmmmmmmmmm oo 64
3.4 Data Analysis=-=========n=smmommm oo e e e e e e 67
CHAPTER FOUR RESULTS AND DISCUSSION--===========mmmmmmuu-- 71
4.1 Reliability of the Instruments-------------==-=--=-omcmmmeemo - - 71
4.2 Descriptive Statistics of the Tests-----------=-=-m-m-mmmmmm oo 72
4.2.1 1tem ANalySiS---=-==nmmmmmmm oo oo 72
4.2.2 Mean Score and Standard Deviation----------------------- --- 79
4.3 Comparison of Participants’ Performance on the Pre-test and the
Post-test e 81
4.3.1 Pre-Test ReSUltS---------=-=-m-m-mmm oo -- 81
4.3.2 Pre-test and Post-test Results Within Groups-------------- 82
4.3.3 Post-Test Results between Groups-------------------------- --- 84
4.4 Discussion of the Results---------=-=-==mmmmmmmmm oo - 85
4.5 Comparison between Results and the Literature Review---------------- 88
CHAPTER FIVE CONCLUSION-============mmmmmmmmmmmoo oo oo 92
5.1 CONCIUSION=====m == oo 92
5.2 Implications of the Study------------------=------ e 94
5.3 Limitations of the Study and Suggestions for Future Research--------- 95
REFERENCES----==========mm = oo oo oo 97
APPENDICES--===========m o oo oo oo oo 105
Appendix A Grammar test item statistics and ratings of their Chinese
and English explanations----------=-=======mmmmmmmmmm e - 105
Appendix B Item Frequency (%) of Pilot | Questions---------------------- 107
Appendix C Item Frequency (%) of the 6 revised items from Pilot I, 11
and H1---------=-=-=-=----- T 108
Appendix D Pre-test Feedback--------==-====mmmmmm oo 109
Appendix E Instruction Sheet for Participants (High-level class)
---Chinese Version-------------=--mmmmmmmommmmeee - 124

Appendix F Instruction Sheet for Participants (High-level class)



---English Version--- S — — 125
Appendix G Instruction Sheet for Participants (Mid-level class)

---Chinese Version-------------—-mmmm oo 126

Appendix H Instruction Sheet for Participants (Mid-level class)
---English Version--- m=mmemmemeemeeeeeeeeeeee -- 127

Appendix | Instruction Sheet for Participants (Low-level class)
---Chinese Version---------- mmmemmeeeeeeeenoeeees ---- 128

Appendix J Instruction Sheet for Participants (Low-level class)
---English Version-----=-=s=s=sesememomcm e 129
Appendix K Record Sheet for Participants (Treatment Group)----------- 130
Appendix L Pre-test and Post-test Questions------------=-=-=-=-=-=-------- 131
Appendix M Participants’ Total Score on the Pre-test and the Post-test 138
Appendix N  Item Frequency of the Pre-test and the Post-test------------- 140



Table 2.1
Table 2.2
Table 2.3
Table 2.4

Table 3.1
Table 3.2
Table 3.3
Table 4.1

Table 4.2
Table 4.3
Table 4.4
Table 4.5
Table 4.6
Table 4.7

Table 4.8

Table 4.9

Table 4.10

Table 4.11
Table 4.12

LIST OF TABLES

Types of Grammar Testing----------------------- s
Explicit Feedback & Implicit Feedback---------------------=-omceoemo-
Immediate Feedback & Delayed Feedback--------------------=--------
Summaries of Previous Studies on Effectiveness of Types of
Feedback----=-=n=nmnmmmmme oo
Item Analysis of Pilot 1------------------------- mmmmemmemmemeemeeeees
Item Analysis of Pilot Il------------------------ mmmmemmemmemeemeeeees
Item Analysis of Pilot 1l1-------------------m oo - --
Split-half Reliability Coefficients of the Pre-test and the
Post-test---

Item Difficulty, Pre-test and the Post-test mmmmemmeemeeeees
Item Discriminability of the Pre-test and the Post-test----------------
Frequency of Item No. 22 on the Pre-test and the Post-test-----------
Mean Scores and Standard Deviation-----------=-==-=-=-=----=-mmmmm—-
Frequency of the Pre-test and Post-test in Group 1 and Group 2----
Independent-sample T-test Results of Group 1 and 2 Pre-test
PerfOrmanCe---------mm s oo e e
Paired-sample T-test Results of Performance of Group 1, Pre-test
ANA POSt-@St-=mmmmm e e e e oo e e
Paired-sample T-test Results of the Performance of Group 2,
Pre-test and Post-test----=-=-=s=m=momomom oo eeeee -
Independent-sample T-test Results for Performance of Groups 1
and 2 0N POSt-teSt-=-===m=m=mmmme e e oo e e e e
Summary of Data Analysis and Results------------=--=----msemmmuueuv
Comparisons between the Present Study and Other Studies----------

Xi

21
33
38

56
58
60
72

73
76
78
79
80
81
83

84



LIST OF FIGURES

Figure 3.1 Steps of operating the online multiple-choice grammar test (1)-------- 62
Figure 3.2 Steps of operating the online multiple-choice grammar test (2)-------- 62
Figure 3.3 Steps of operating the online multiple-choice grammar test (3)-------- 63
Figure 3.4 Feedback of the online multiple-choice grammar test------------------- 64
Figure 3.5 Procedure for the control and the treatment group----------------------- 66
Figure 3.6 Data Analysis Procedure Step 1 (Pre-test between groups)------------- 68
Figure 3.7 Data Analysis Procedure Step 2 and Step 33 (Within groups) --------- 69
Figure 3.8 Data Analysis Procedure Step 4 (Pre-test between groups)------------- 70
Figure 4.1 Frequency of Pre-test in Group 1 (N=45)---------=-mmmmmmmmmmmmmmmeeem 80
Figure 4.2 Frequency of Post-test in Group 1 (N=45)-------=-=-mmmmmmmmmmmmcmmeeee 80
Figure 4.3 Frequency of Pre-test in Group 2 (N=45)---------=--mmmmmmmmmmmm e 80

Figure 4.4 Frequency of Post-test in Group 2 (N=45)-------=-==mmmmmmmmmmmemmeeee 80

Xii



Chapter One

Introduction

In EFL (English as a Foreign Language) settings, measuring language proficiency is
crucial because it is regarded as the criteria for assessing learners’ language skills
(Alderson, 2005). Researchers have different preferences for the use of language
proficiency and language ability. For example, Brown (2004) preferred the term
proficiency, while Bachman & Palmer (1996) preferred the term ability. Though there is
no consensus on whether to use proficiency or ability to describe what language learners
can do, both of these terms consist of various related constructs that can be specified and
measured. For example, language ability/proficiency consists of separate components
embodied in the four skills: listening, speaking, reading and writing (Bachman & Palmer,
1996).

Grammar learning is regarded as essential in foreign language acquisition. Purpura
(2004) points out that to know a language means to be able to apply the rules of grammar
(implicitly or explicitly). On the interfaces of grammar leaning, Dekeyser (1998; 2003)
argued for the strong position in which explicit grammatical knowledge can be converted
into implicit learning directly, while Doughty and Williams (1998) and Ellis (2002)

argued for the weak position under which explicit grammatical knowledge cannot be



converted into implicit learning directly, but only facilitates learning development. To

understand the relationship between explicit grammar knowledge and implicit learning,

researchers have investigated whether noticing and consciousness-raising promote better

learning (e.g. Leow, 1997, 2000; Mackey, 2006; Izumi, 2002; Sheen, 1992; Fotos, 1993;

Sugiharto, 2006). The current study takes Dekeyser’s (1998; 2003) position of the strong

interface in which explicit grammatical knowledge can convert into implicit learning

directly.

For teachers and students, knowing how much students have learned or have not

learned is important. Both learning and teaching could be adjusted based on information

elicited from the test results (Black & Wiliam, 1998; Alderson, 2005; Yin, in press). In

order to facilitate learning efficiency through testing, diagnostic language testing is often

designed to provide not only feedback which identifies the strengths and weaknesses of

learners’ knowledge of the target language but also information on what they need to

work on in the future (Brown, 2010; Alderson, 2005). Furthermore, with the advent of

computer-based tests, online diagnostic language testing can be applied in many

educational settings, and the feedback can be provided immediately to maximize the

impact on the test-takers’ inter-language development (Alderson, 2005; Chapelle &

Douglas, 2006).



It is argued that computer-assisted diagnostic language testing facilitates learning

efficiency by providing immediate feedback (Black & Wiliam, 1998; Brown, 2004,

Alderson, 2005; Chapelle & Douglas, 2006). Phases of online diagnostic grammar testing

and types of feedback are worth exploring. Researchers have examined the effectiveness

of types of computer feedback in online grammar tests (e.g. Nagata, 1993; Heift, 2004;

Bitchener & Knoch, 2008; Bitchener et al, 2005; Bitchener, 2008; Ellis et al, 2006, E.E.

Jang, 2009). Further, investigation of the effectiveness of different types of online

diagnostic feedback on students’ grammar proficiency helps teachers understand students’

strengths and weaknesses, offers the teachers implications for their pedagogy, and enables

testing to become an instrument for learning.

However, few studies have been conducted on the effectiveness of different types of

diagnostic grammar feedback. Furthermore, in previous research conducted on the

effectiveness of diagnostic grammar test feedback, the usefulness of feedback was usually

based on test-takers’ subjective perceptions and thus lacked independent evidence of its

effects (Yin et al, in press). Therefore, the current study attempts to identify the

effectiveness of different types of online diagnostic grammar test feedback by comparing

students’ scores to investigate their improvement between the pre-test and the post-test.



1.1 Background of the Study

The education system in Taiwan is more exam-oriented than in western educational

settings and students need to take entrance exams at different stages of school life.

Therefore, how to help students learn from taking tests becomes crucial in Taiwan’s

educational setting.

In order to prepare for paper-and-pencil English exams at different stages of school

life, Taiwan’s English education still focuses on traditional grammar teaching (Yeh, 2004;

Tsai, 1998). In the past, English assessments were usually designed for placement

purposes. Benefits of assessment such as facilitation of learning efficacy were ignored

(Alderson, 2005; Yin et al, in press). In fact, in addition to its placement purpose,

assessments could be used as a way to better understand learners’ strengths and

weaknesses (Brown, 2010; Alderson, 2005). Further, Purpura (2004) points out that

feedback helps learners to connect the target language structure to their inter-language by

making learners notice. The researcher of the current study would like to investigate

whether diagnostic grammar testing with feedback in classrooms is able to promote

facilitative learning. Therefore, the effectiveness of types of feedback on FENM students’

grammar proficiency is a topic worthy of research.

Moreover, with the development of technology, computer-based tests have been

integrated into classrooms to achieve more efficient learning than traditional approaches.



According to Canale (1986), use of computer technology provides better means for

measuring different language constructs than traditional methods (Chapelle & Douglas,

2006). Moreover, Alderson (2005) points out that the computer can present information in

a variety of ways and can encourage the learner’s own strategies for evaluation (Chapelle

& Douglas, 2006). Hence, computer technology not only provides learners with an

informative platform but also allows the test-takers to self-assess their knowledge and

facilitate their inter-language development (Alderson, 2005; Black & Wiliam, 1998,

Purpura, 2004).

1.2 Statement of the Problem

Issues and phases of assessing foreign language proficiency and grammar learning in

EFL settings have been discussed by scholars (e.g. Black& Wiliam,1998 ; Purpura, 2004;

Alderson, 2005; Brown, 2010 ). In the case of interfaces of grammar knowledge (see

Chapter 2), empirical studies have explored the relationship between explicit grammatical

knowledge and implicit learning (Leow, 1997, 2000; Mackey, 2006; I1zumi, 2002; Sheen,

1992; Fotos, 1993; Sugiharto, 2006). Researchers have also examined the effectiveness of

different types of feedback in diagnostic grammar tests (Nagata, 1993; Heift, 2004;

Bitchener & Knoch, 2008; Bitchener et al, 2005; Bitchener, 2008; Ellis et al, 2006, E.E.

Jang, 2009). However, little research has been done in Asia, and the target languages in



some of those studies were not English. There are not enough robust findings of the

effectiveness of types of feedback in grammar testing for Taiwanese teachers and students

to act upon.

Furthermore, since exams play a powerful role in education in Taiwan (Chen et al,

2005), research on the usefulness of feedback on diagnostic grammar testing is important

because if students could learn from taking tests, learning is assumed to be efficient.

1.3 Purpose of the Study and Research Questions

The current study aims to investigate the effects of an online diagnostic

multiple-choice grammar test and the provision of different levels of online grammar

feedback on learners’ grammar proficiency. The researcher seeks to learn how strongly

the level of detail in the feedback, such as providing metalinguistic explanations, is

related to the development of learners’ grammar knowledge. Therefore, the present study

addresses the following research questions.

1. Are there any statistical differences in EFL university freshmen’s grammar

performance in terms of their mean scores on the online grammar tests within the control

group and within the treatment group which received metalinguistic feedback?



2. Are there any statistical differences in EFL university freshmen’s grammar

performance in terms of their mean sores on the post-test between the control group and

the treatment group?

1.4 Definition of Terms

In order to ensure clear understanding of the frequently used terms through the

literature review and to avoid any confusion, the following definitions are provided.

1. Metalinguistic awareness

The term metalinguistic awareness was first used and defined by Cazden (1974) as

the transfer of linguistic knowledge and skills across languages. It is the ability to

objectify language as a process as well as a thing. For example, people who are able to

describe a sentence using linguistic terms such as subject, verb and object have

metalinguistic awareness.

2. Implicit/Explicit learning

According to Schmidt (2001), implicit learning refers to learning without

metalinguistic awareness, while explicit learning refers to learning with metalinguistic

awareness. Ellis (2005) also points out that implicit learning happens when the learner

have internalized a linguistic feature without awareness. By contrast, explicit learning

takes place with the learner’s awareness of the linguistic feature.



3. Metalinguistic feedback

Metalinguistic feedback refers to comments and/or information that point out errors

with linguistic terminology without providing the correct form (Purpura, 2004; Ellis,

2008).

1.5 Significance of the Study

This current study attempts to identify the effectiveness of diagnostic grammar test

feedback by investigating the improvement after the students receive different types of

feedback. The researcher hopes the findings of the current study can help instructors and

scholars understand what types of grammar feedback are the most useful and further

apply it in class to help students achieve better learning. Moreover, the findings are

expected to aid instructors in giving feedback to different levels of students. Furthermore,

since grammar learning is essential in learning a language and students are required to

take exams frequently in Taiwan’s educational system, the researcher hopes to help

Taiwanese students learn from taking exams. Finally, the researcher hopes that the

computer-based diagnostic tests can be applied in class and further help students learn

English grammar efficiently.



Chapter Two

Literature Review

This literature review includes five main sections. The first section (2.1) focuses on

grammar learning. In 2.2, the focus shifts to a discussion of assessment of grammar

knowledge and learning. Theories and research in diagnostic language testing are then

reviewed in 2.3. Types and phases of feedback are covered in section 2.4. Finally, section

2.5 identifies the research gap that the current study addresses.

2.1 Grammar Learning

2.1.1 Types of Grammatical Knowledge and the Strong & Weak Interface

Positions

Grammatical knowledge of a language has always been considered to be the core of

foreign language proficiency development (Alderson, 2005; Purpura, 2004). Traditionally,

having grammatical ability meant being able to recite or recall the construction of

grammatically accurate forms and sentences (Alderson, 2005). More recently, stress on

grammatical construction of language forms has shifted to grammatically appropriate

forms, that is, the meaning of the language. Related to this shift, theorists hold different

positions on the interfaces of grammatical knowledge. In this section, two types of



grammatical knowledge, implicit and explicit knowledge, will be described, followed by

a discussion of how they interface.

Language learning scholars have made several important claims about the definitions

and features of the types of grammatical knowledge. Explicit grammatical knowledge is

conscious, declarative, verbalizable, and available for use through controlled processing

(Ellis, 2005). Further, Ellis et al (2006) point out that explicit grammar knowledge may

be linked to metalinguistic labels. By contrast, implicit knowledge is tacit, intuitive, and

available for automatic processing (Ellis, 2005). In other words, explicit grammatical

knowledge refers to grammar rules that can be articulated, codified and stored; while

implicit grammatical knowledge refers to grammar rules that have been internalized by

the learner without the learner being aware of it.

In addition, Schmidt (2001) defines implicit learning as learning without

metalinguistic awareness, while explicit learning refers to learning with metalinguistic

awareness. Ellis (2005) observes that the terms implicit/explicit learning are usually only

considered in relation to the learner’s perspective. He further states that implicit learning

occurs when the learner has internalized a linguistic feature without being aware that he

has done so. By contrast, explicit learning happens with the learner’s awareness that he

has learned the linguistic feature.

In the acquisition of L1 grammar, Ellis (2006) argues that learning takes place from

10



the experience of usage instead of from the learning of explicit rules. This implicit

learning is extracted from natural meaningful communication. In this case, the learner’s

self-awareness allows reflective examination, re-organization and optimally results in

explicit representations in daily communication with others. He goes on to say that when

learners acquire the grammar of a second language, exposure to explicit knowledge takes

place in advance of implicit knowledge, and it takes effort for explicit knowledge to be

converted into implicit knowledge. He further states that, implicit learning is the

acquisition of knowledge of the target structure which takes place naturally and without

conscious operations. In other words, in implicit learning, the target structure (explicit

knowledge) is converted into implicit knowledge subconsciously, without the learner

being conscious of the transformation of explicit knowledge into implicit knowledge

(Ellis, 2006).

Explicit learning, by contrast, occurs when learners attend to a stimulus environment

and requires a more conscious operation (Ellis, 2006). That is, implicit learning requires

no learner awareness of the outside stimuli because the intake is achieved naturally.

Explicit learning, however, requires learner’s awareness of the new concepts from the

outside, and learners need to convert these new concepts into intake using learning

processes that they are more conscious of. Ellis (2006) also argues that the vast majority

of the learner’s cognitive processing is unconscious. Taken together, Schmidt (2001),

11



Ellis (2005) and Ellis (2006) provide arguments for a strong correlation between

consciousness and implicit/explicit learning.

In addition to the claims of implicit/explicit knowledge and learning made by

scholars, different interfaces of the relationship between explicit knowledge and implicit

learning have been posited, and empirical studies have been conducted by several

researchers (e.g. Ellis, 2005; Ellis, 2006). Further, since learning and teaching are always

tied together across many aspects of language acquisition, whether explicit instruction

leads to implicit learning has been debated intensely, and different scholars hold different

positions on the issue (see Dekeyser, 1998, 2003; Ellis, 2005).

DeKeyser (1998, 2003) has argued for a strong interface, meaning that explicit

knowledge converts into implicit knowledge through communicative practice. He has

suggested that “explicit knowledge can be fully automatized and thereby become

functionally equivalent to implicit knowledge” (Ellis, 2005, p. 149). In other words,

explicit input is able to become intake, which leads to automatic output by learners.

However, the weak interface position holds that explicit knowledge does not

convert into implicit knowledge directly; instead, explicit knowledge merely indirectly

facilitates learning development by inducing attention to form (Doughty & Williams,

1998; Ellis, 2002; Ellis, 2005).

The current study takes the strong interface position that explicit knowledge can be

12



converted into implicit learning in grammar acquisition. One reason is that it is currently

more accepted by researchers. In addition, there is empirical support for this view. After

evaluating the results of research on the effects of explicit instruction, Ellis (2005)

concludes that explicit instruction can result in implicit learning because of the “noticing”

of language. Moreover, Norris and Ortega (2000) reported a meta-analysis of 49 empirical

studies, which concluded that explicit types of instruction were more effective than

implicit types and that the effectiveness of L2 instruction was durable (Ellis, 2006). The

role of noticing hypothesis and awareness in the learning process will be discussed next.

2.1.2 The Noticing Hypothesis

“What learners notice in input is what becomes intake for learning” (Schmidt 1995,

p.20). The Noticing Hypothesis (NH) was proposed by Richard Schmidt in 1990, who

defined the term “noticing” as “elements of the surface structure of utterances in the input,

instances of language, rather than any abstract rules or principles of which such instances

may be exemplars” (Carroll, 2006, p. 17). Schmidt (1990) claims that L2 learners need to

become aware of the input before they begin to acquire a language feature. Here, it does

not mean that “noticing” would result in acquisition, but “noticing” is the essential

starting point, and is vital for L2 inter-language development. “Intake is that part of the

input that the learner notices” (Carroll, 2006, p. 17). In other words, learners must first

13



have conscious awareness of some particular language form in the input, or “notice” it,

before they can actually take in the new concepts.

In addition, awareness at the level of noticing is required for learning, while

awareness at the level of understanding is facilitative, which leads to deeper and more

rapid learning. “SLA is largely driven by what learners pay attention to and notice in

target language input and what they understand the significance of noticed input to be”

(Schmidt, 2001, Carroll, 2006, p. 17).

Explicit knowledge plays a role in the perception of L2 form by facilitating the

process of learners’ “noticing” stimuli from the outside and the gap between building their

inner knowledge and new concepts (Ellis, 2005; Ellis, 2006).

Several recent empirical studies support the Noticing Hypothesis. Leow (1997, 2000)

examined the relationship between noticing, awareness and learning outcomes of adult

learners of Spanish in written production tasks targeted at stem changing verbs. These

two studies found that those who demonstrated a higher level of awareness, or

“understanding”, learned the most. However; those who noticed instances but failed to

attempt generalization of the changing verbs did not learn as much as those who

demonstrated a higher level of awareness.

Additionally, there is evidence showing that there is no learning in the absence of

noticing. For instance, Mackey (2006) investigated whether feedback promoted the
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noticing of targeted L2 grammatical features (plurals and past tense forms) and whether
there was a relationship between learners’ reports of noticing and learning outcomes. The
findings revealed that learners report more noticing when feedback is provided and
learners who noticed more developed more. Further, Izumi (2002) conducted an
experimental study to compare the effects of output and enhanced input on noticing and
development. This study found that participants who demonstrated more noticing had
better learning outcomes.

In sum, “noticing” is regarded as an essential element in second language acquisition
(Schmidt, 2001; Ellis, 2005), and is essential in grammar learning (Purpura, 2004;
Mackey, 2006). Further, the findings of Leow (1997, 2000), Mackey (2006) and lzumi
(2002) all offer evidence to support the Noticing Hypothesis. In sum, the higher the level

of noticing, the better the learning performance of learners.

2.1.2.1 Consciousness-Raising

Consciousness-Raising was first introduced by Sharwood-Smith in 1981. It was
subsequently  discussed in detail by Rutherford (1987), who defines
Consciousness-Raising (CR) as “the drawing of the learner's attention to features of the
target language” (p. 189). He further points out that when drawing students’ attention,
Consciousness-Raising (CR) is used as a way to guide the grammar learning process to
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make the target features become more familiar to the students. Similarly, C-R was defined

by Ellis (2005) as "a deliberate attempt on the part of the teacher to make the learners

aware of specific features of the L2; it entails an attempt to instill an understanding of the

formal and functional properties of these features by helping the learners develop a

cognitive  representation of them™ (Bhattarai, 2000, p. 15). Through

Consciousness-Raising, the development of explicit knowledge of targeted features is

raised, the learner’s cognitive domain is activated and learning is facilitated, finally

leading to implicit learning (Rutherford, 1987).

In addition, as mentioned in 2.1.2, awareness at the level of noticing is necessary for

learning, and awareness at the level of understanding will foster deeper and more rapid

learning (Schmidt, 2001; Ellis, 2008). Therefore, consciousness plays a crucial role in

learning and Consciousness-Raising promotes better grammar learning.

In support of these claims, a number of studies have been conducted to investigate

the efficacy of grammar Consciousness-Raising. Sheen (1992) examined the effectiveness

of direct and indirect Consciousness-Raising in a six-week beginner’s French course for

Japanese and found that students in the two groups performed equally well in a written

post-test of the structure taught previously. Fotos (1993) investigated the amount of

learner noticing produced by two types of grammar Consciousness-Raising treatments,

teacher-fronted grammar lessons and interactive, grammar problem-solving tasks. Her
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study involved 160 Japanese college students of English divided into two treatment

groups, which were taught indirect object placement, adverb placement, and relative

clause usage in communicative input. She found that both types of grammar

Consciousness-Raising are effective in promoting a significant level of noticing of the

target language structures in subsequent communicative input. Finally, Sugiharto (2006)

investigated Indonesian students’ ability to understand simple present tense rules using a

grammatical judgment test. Sugiharto (2006) compared the results from students’

pre/post-tests, and found that students performed significantly better on the post-test. This

study confirmed that Consciousness-Raising is effective in helping students develop their

explicit knowledge of the simple present tense. It appears that Consciousness-Raising

effectively helps develop learners’ explicit knowledge, promotes the level of noticing, and

ultimately facilitates learning.

2.2 Assessing Grammar Knowledge and Learning

2.2.1 Types of Grammar Testing

As mentioned in 2.1, knowledge of grammar is regarded as central to the

development of foreign language proficiency (Alderson, 2005). Further, to know a

language means to know the language structure (Purpura, 2004). Recently, emphasis on

the importance of meaning has increased as communicative approaches have begun to
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thrive (Alderson, 2005). As a result, when assessing grammar knowledge, learners are

often tested on their ability to express the meaning in the context in grammatically

appropriate ways and the assessment of grammatical knowledge is based on tasks

requiring students to demonstrate their ability to communicate in speaking or writing

(Purpura 2004; Alderson, 2005). According to Purpura (2004), “grammar is seen as a set

of rules to be internalized and used for communication” (p.3), and he further states that

the tasks test-makers include on tests should match the types of language-use tasks found

in real-life or language instructional domains.

Multiple-choice question type and open-ended questions type are used most often

in grammar testing. These approaches will be discussed in this section. Additionally, since

computer technology has been integrated into language testing in many educational

settings, the value of computer-assisted grammar testing will be explored in 2.2.2.

2.2.1.1 Open-Ended Question Type

Compared to multiple-choice tests, the open-ended question approach is not

common in grammar testing due to its construction and scoring method. Unlike answers

to multiple-choice questions, responses to open-ended questions are limited-production or

extended-production tasks (Purpura, 2004; Brown, 2010; Abeywickrama, 2007). They

have a degree of subjectivity in scoring because judgment is required to interpret and
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evaluate performance against the criteria for correctness. Further, open-ended questions

require the test-taker to produce responses that range in length from a word to a sentence

or two, or even an essay.

Tasks for open-ended questions include gap-filling activities, short-answer activities,

discourse completion activities, summaries and essays, which require the test-taker to

provide full information that involves their grammatical competence. Answers that

test-takers give in this type of question contain large amounts of information useful in

judging to what extent the test-taker has mastered the grammatical rules (Purpura, 2004).

However, in testing grammatical rules by means of computer, these type of tasks are not

practical because they requires subjective judgment, which cannot be easily integrated

into online assessment tools (see Table 2.1).

2.2.1.2 The Multiple-Choice (MC) Type

When learners’ explicit knowledge of certain grammatical forms are assessed,

multiple-choice tests are often used. They are valid and reliable ways to evaluate learners’

grammatical competence (Kitao & Kitao, 1996, Chen et al, 2006; Purpura, 2004). Even

though multiple choice questions do not necessarily show how much grammatical

knowledge the test takers have internalized, nor whether they are able to use them

automatically and spontaneously, the results can still show how many of the targeted
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grammatical forms students have mastered (Purpura, 2004).

Multiple-choice (MC) questions may be thought of as objective test tasks because

they require no expert judgment to evaluate performance with regard to the criteria for

correctness (Purpura, 2004). The responses that test-takers give are selected from

provided items, meaning that the responses are a form of selected-response task. MC

items present input with gaps or underlined words or phrases. The test-takers need to

choose the correct, best or most appropriate, acceptable answer from the items given.

Only one option contains the correct answer; the incorrect options are known as

distractors. In the sample below, D is the correct answer, while A, B, and C are distracters.

She asked me

(A) where I to buy my shoes.
(B) where did I buy my shoes.
(C) where bought I my shoes.
(D) where | bought my shoes.

MC items are well suited to testing grammatical forms, especially in

computer-assisted language testing because they can be checked objectively (Purpura,

2004). Further, multiple-choice items are fast, easy, and economical to grade. Because

they are machine scorable (Bailey, 1998). Their surface objectivity gives the test the

appearance of being fairer or more reliable compared to subjectively scored tests such as

open-ended question tests (see Table 2.1). Therefore, MC grammar testing is adopted in
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this current study.

Table 2.1
Types of Grammar Testing

The Multiple-Choice (MC) Type

Open-Ended Question Type

1)

2)

3)

4)

5)

Requires no expert judgment to
evaluate performance with regard to
the criteria for correctness.

Present input with gaps or underlined
words or phrases. The test-taker need
to choose the correct, best or most
appropriate, acceptable answer from
the items given.

Is well suited in testing grammatical
form especially in computer-assisted
language testing because it can be
scored objectively.

Is valid and reliable to evaluate

learners’ grammatical competence.

Is fast, and economical to

score.

easy,

2)

3)

4)

5)

Requires expert judgment to interpret
and evaluate performance with
regard to the criteria for correctness.

Require the test-taker to produce
responses that range in length from a
word to a sentence or two, or even an
essay.

Requires the test-taker to provide full
information elicited from their
grammatical competence.

Is not suitable in testing grammatical
rules by means of computer because

it requires subjective judgment

Takes time to score.

Rogan et al (1993) found that, in general, multimedia instruction reduces learning time by

30% compared to traditional instruction (Nutta, 1998). Computer-assisted applications

may be particularly effective at facilitating the development of grammatical competence

2.2.2 The Value of Computer-Assisted Grammar Testing

In a meta-analysis of research on the use of multimedia to teach a variety of subjects,
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because such applications are rich sources of comprehensible input (Collentine, 1997a;

Collentine, 1998). The use of computer technology provides a better means for measuring

language compared to traditional methods of assessment (Canale, 1986, Chapelle and

Douglas, 2006). Computers have the ability to measure time, record information about the

testee’s routes through the test, and encourage the learner’s own strategies for evaluation

(Alderson, 2005, Chapelle and Douglas, 2006).

Furthermore, as Alderson (2005) points out, computer-assisted language testing can

be designed to give learners immediate feedback on their performance, which has

maximum impact because immediate feedback helps the learner recall their responses to

questions so as to develop their inter-language. He further states that if test construction is

based on language use, development, and learning theory, and if learners can receive

feedback immediately to help them reflect on their inter-language, the integration of

assessment and language learning is possible. In addition to the possibility of offering

immediate feedback, the possibility for response analysis and recording for further

analysis exceed what is feasible with traditional assessment (Chapelle & Douglas, 2006).

Further, feedback has the potential to become beneficial washback (Brown, 2004).

“CALT may hold the potential for a type of positive washback if one considers the

benefits that many beliefs are associated with regular access to technology during second

language learning”(Chapelle & Douglas, 2006, p.18). Here, another value of
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computer-assisted language testing is identified by the researchers mentioned above.
Computer-assisted grammar testing has clearly become an integral part of language

education settings, and is thus one crucial element of this current study.

2.3 Diagnostic Language Testing
2.3.1 Introduction

Traditional testing such as achievement and proficiency tests are used only to judge
learner ability at the current stage. However, one of the main elements of testing, helping
students to learn, has been long neglected (Alderson, 2005). Further, traditional testing
has been criticized for not providing diagnostic information to inform students of their
strengths and weaknesses in a specific academic domain (Nichol, 1994; Snow & Lohman,
1989; Jang, 2009).

According to Brown (2010) and Abeywickrama (2007), achievement tests and
proficiency tests only provide summative information instead of formative information
that diagnostic tests can provide. Achievement tests are primarily summative because they
are administered at the end of a given period of instruction. Further, achievement tests
aim to examine whether course objectives have been met and whether appropriate
knowledge and skills have been acquired. Proficiency tests, by contrast, test global
competence in a language. Proficiency tests are not limited to any one course, curriculum,
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or single skill in the language; rather, they test overall ability (Brown, 2004).
Achievement tests and proficiency tests only inform test-takers of their knowledge of the
target language or test results. However, information on what aspects of their language
abilities they need to improve is absent.

Assessing foreign language proficiency is crucial in many language settings. Though
instructors know that understanding learners’ current knowledge must take place prior to
helping them learn, valid types of diagnostic assessment are lacking (Alderson, 2005; Yin,
Sims, & Cothran in press). Furthermore, diagnostic language testing helps in eliciting
information on what aspects of their languages abilities students need to focus on in the
future (Brown, 2004), but few diagnostic tests exist, because they are difficult to construct
(Alderson, 2005). Davis et al (2003) also point out that “It is difficult and
time-consuming to construct a test which provides detailed diagnostic information”
(Alderson, 2005, p. 6). However, Hughes (2003) suggests that computer-based testing
might offer a solution (Alderson, 2005).

Diagnostic language testing is designed to diagnose specified aspects of a
language, and will elicit information on what students need to work on in the future and
further offer detailed information on a learner (Brown, 2010). In addition, the ALTE
multilingual glossary defines a diagnostic test as “A test which is used for the purpose
of discovering a learner’s specific strengths or weakness. The results may be used in
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making decisions on future training, learning or teaching” (Alderson, 2005, p.4).

Schonell & Schonell (1960) argue that errors provide the most information, and give

detailed examples (Alderson, 2005).

Therefore, diagnostic tests identify strengths and weaknesses in learners’

knowledge and use of language, and are more likely to focus on weaknesses than on

strengths (Alderson, 2005). Alderson (2005) goes on to say that so-called weaknesses

could be interpreted as the normal inconsistencies between learner’s competence and

the explicit knowledge of the target language in foreign language development. Heift

(2004) also points out that feedback can provide an explanation of the error and

highlight the error in the student input.

Hence, if the mismatch between learners’ current knowledge and knowledge of

the target language could be diagnosed, there is a great possibility for both learners and

teachers to plan future language learning and teaching activities to improve the efficacy

of foreign language acquisition.

Feedback is the crucial component of any diagnostic test and it provides meaningful

information to users to understand. Further, users or their teachers can act upon the

feedback in the future (Alderson, 2005). Diagnostic language testing’s provision of

meaningful feedback was defined by Heift (2003) as “response that provides a learning

opportunity for students” (Cotos and Pendar, 2008, p. 533). Further, Cotos and Pendar
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(2008) claim that diagnostic tests might enhance learning opportunity by allowing

learners to act upon the received feedback, thus make diagnostic assessment interactive.

In addition, with the advent of computer-based tests, the provision of immediate

feedback to test takers becomes simple, making it potentially highly informative and

relevant (Alderson, 2005; Brown, 2004). In other words, with the integration of computer

technology, administration of diagnostic language testing becomes feasible in many

educational settings. Furthermore, test results and detailed feedback could be given

immediately via well-designed computer programs.

Alderson (2005) describes the DIALANG project as an online diagnostic language

testing system which was a European Union-founded project started in 1996 and came to

the end of its public founding in 2004. The DIALANG project was set up to diagnose five

language skills (Reading, Listening, Writing, Vocabulary and Grammar). This project

provides feedback to users rather than certifying their proficiency. The tests are delivered

over the Internet and the test-taker’s responses are sent back to the servers during the

actual session, after which they then receive test results and feedback. The tests are free of

charge to users and diagnostic tests are being developed in 14 European languages.

Further, the test specifications are based on the Common European Framework (CEFR),

and results are reported using the six levels of the CEFR. Alderson (2005) further

observes that feedback offered in diagnostic language tests might help learners to
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progress from their current level to the next level up on the CEFR.

As Alderson (2005) indicates, the assessment of grammatical abilities in DIALANG

is not unlike normal practice in foreign language testing. However, it still focuses on the

use of the language (Alderson, 2005). Grammar tests in DIALANG are largely

sentence-based and less conservative than they are often thought to be than tests of other

skills. Since there is not much empirical evidence regarding how foreign language

learners develop their grammatical competence, the DIALANG creators began to develop

a set of self-assessment statements which might eventually be used to inform test

specifications and contribute to the development of self-assessment of grammatical ability.

As for the construct of grammar in DIALANG, the items in the grammar tests measure

the test-taker’s ability to 1) understand and use morphology (e.g. nouns, articles, verbs,

etc., and 2) understand and use syntax (word order, questions, punctuation, etc.).

2.3.2 Self-assessment and Diagnostic Language Testing

Students need to develop the capacity for self-assessment so that they can learn to

“notice” for themselves how their language compares with the target-language norms

(Purpura, 2004). Further, the learner’s self-assessment can trigger further reanalysis

and restructuring of their inter-language, and can foster the development of skills

required to regulate their own learning (Rief, 1990; Purpura, 2004).
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Self-assessment takes place when learners judge and adjust their ability after

receiving feedback. This process includes internalizing the explicit knowledge and the

facilitation of learner autonomy and self-assessment is an integral part of the feedback

system (Alderson, 2005). Even pre-school children can identify certain criteria for good

work (Sperling, 1993; Purpura, 2004). Therefore, self-assessment happens in learner

learning process at an early age.

Self-assessment is the encouragement of learner autonomy (Brown & Hudson, 1998).

In addition, the principle of autonomy stands out as one of the primary foundation stones

of successful learning and he goes on to say that learner autonomy helps in developing

learners’ intrinsic motivation (Brown, 2010).

In DIALANG project, Alderson (2005) defined self-diagnosis as learner reflection

upon their performance after feedback is given, and comparison between their belief and

expectations about their learning ability. He further states that self-assessment is believed

to be central to language learning and a central component of DIALANG. Learners are

offered the opportunity to connect their inter-language and information elicited from the

feedback.

Diagnostic tests could be extremely useful for individualized instruction or

self-instruction (Hughes, 1989; Purpura, 2004). The DIALANG project has demonstrated

that integrating self-assessment into diagnosis can facilitate students’ involvement in the
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assessment process, enhance their metacognitive ability to evaluate their learning

outcomes, monitor their own progress, and adjust their own learning (Alderson, 2005;

Jang, 2009).

2.3.3 Diagnostic Grammar Testing

Diagnostic grammar tests provide teachers and learners with concrete information.

The diagnostic grammar test feedback provides information on what aspects of the

grammar students have or have not mastered. This information enables both students and

teachers to know what to work on in the future and permits learning to take place

independently (Purpura, 2004). He goes on to say that diagnostic grammar testing is a

kind of learning-oriented assessment that is not only concerned with issues of grammar

testing, but also with issues of instructed learning.

“Learning-oriented assessment aims to provide information that students know,

understand, or can use in certain contexts, and the implications that this information

might have for grammar processing” (Purpura, 2004, p. 216). “Finally, moving beyond

grammar performance per se, learning-oriented assessment can also provide teachers with

information about what students feel or believe about learning grammar and about

themselves as learners of grammar” (Purpura, 2004, p. 216).

Studies related to computer-assisted grammar testing have been conducted by
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several researchers. Nagata and Swisher (1995) found that computers can raise

grammatical awareness by giving intelligent feedback (a detailed explanation) to students

(Heift, 2001). Nutta (1998) examined whether computer-based grammar instruction is as

effective as teacher-directed grammar instruction for postsecondary students at multiple

levels of proficiency in an intensive ESL program. Nutta’s results show that for all levels

of English proficiency, the computer-based students scored significantly higher on

open-ended tests covering the structures in question than the teacher-centered students.

Further, no significant differences were found between the computer-based and

teacher-directed students’ scores on multiple choice or fill-in-the-blank test.

Diagnostic grammar test feedback is usually explicit and immediate, not implicit or

delayed. With the advent of computer-assisted grammar testing, diagnostic grammar test

feedback is provided easily and immediately to help learners monitor their performance

and increase their grammatical knowledge. Nagata (1996) investigated the effectiveness

of two different levels of computer feedback for teaching Japanese passive sentences. The

results show that feedback with detailed grammatical explanations is more effective than

feedback with only missing/unexpected word in the learners’ achievement in producing

Japanese passive sentences.

In addition, in diagnostic language testing, self-assessment plays an important role in

the learner’s learning process when they internalize the feedback information after taking
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diagnostic language tests (Alderson, 2005). Students can learn to “notice” for themselves

how their inter-language compares with the target language norms. At the same time,

learner autonomy is enhanced, maximizing the efficiency of self-assessment and

optimally leads to facilitative learning (Purpura, 2004). Furthermore, the

computer-assisted diagnostic grammar tests could be applied in EFL settings, and with the

provision of diagnostic feedback, diagnostic grammar tests become the facilitation of

effective teaching and learning.

Even though several empirical studies support the usefulness of grammar test

feedback, perceptions of usefulness do not necessarily mean learning has occurred. Yin

et al (in press) point out that the value of a diagnostic language test depends on how

useful the feedback is to test-takers. However, the concept of “usefulness” is rather

subjective, being based on students’ individual perceptions of relevance and

meaningfulness. Therefore, the result of any attempt to measure the usefulness of

feedback should be examined with caution. Whether the feedback actually leads to

effective learning of grammar requires investigation, especially with diagnostic tests

that aim to address weaknesses. Regrettably, such an investigation was beyond the

scope of this study.
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2.4 Feedback

2.4.1 The Value of Feedback

An important feature of feedback is that it allows learners to relate the information to

any other materials in their world to improve their language ability. Further, test-takers

can explore advice on how they can improve from their current level to higher levels

(Alderson, 2005).

Feedback is the provision of meaningful information to the test-taker and is the

essence of a diagnostic test (Alderson, 2005). Further, self-assessment is a crucial part of

DIALANG, and an integral part of the feedback system (Alderson, 2005). Self-assessment

includes internalization of the explicit knowledge and facilitation of learner autonomy.

Furthermore, feedback aims at informing learners, supporting learning and raising

awareness, and optimally leads to enhancement of learners’ language level.

L2 learners need to become aware of the input before they begin to acquire a

language feature, ‘“noticing” is the essential starting point, and is vital for L2

inter-language development (Schmidt, 1990). Awareness at the level of noticing is

required for learning (Schmidt, 2001). Providing learners with feedback helps them

compare or “notice” the differences between their inter-language of the target language

(Purpura, 2004). Further, Schmidt (1990, 1993) and Sharwood Smith (1993) claim that

feedback makes learners be able to accommodate the differences between their
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inter-language and target language, thereby contributing to the ultimate internalization of

the learning point (Purpura, 2004).

Table 2.2

Explicit Feedback & Implicit Feedback
Explicit Feedback Implicit Feedback
1.explicit rejection 1.recasts
2.explicit correction 2.requests for clarification

3.metalinguistic information

2.4.2 Types of Feedback

2.4.2.1 Explicit Feedback V.S. Implicit Feedback

“Merely presenting users with a test score, without explanations, is not very helpful”

(Alderson, 2005, p. 208). Explicit feedback includes explicit rejection, explicit correction

and metalinguistic information (Ellis, 2008). He goes on to say that there are two forms of

explicit feedback: one is explicit correction, which provides both positive and negative

evidence; the other is metalinguistic feedback.

As for explicit correction, Lyster and Randa (1997) defined it as “the explicit

provision of the correct form” (cited in Ellis, 2008, p. 442). They further state that

“metalinguistic feedback contains comments, information, or questions related to the

well-formedness of the student’s utterance, without explicitly providing the correct form”

(Ellis, 2008, P. 442). Purpura (2004) also points out that metalinguistic feedback involves
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the use of linguistic terminology to promote “noticing”, which, helps the input become

intake and optimally leads to facilitative learning.

Implicit feedback refers to recasts and requests for clarification (Ellis, 2008). Ellis et

al (2006) also argue that implicit feedback often takes the form of recast, which is defined

by Long (1996) as “a formulation of all or part of a learner’s immediately preceding

utterance in which one of more non-target like (lexical, grammatical etc.) items are

replaced by the corresponding target language forms(s), and where, throughout the

exchange, the focus of the interlocutors is on meaning not language as an object” (Ellis et

al, 2006, p. 340).

Recasts provide positive evidence, which offers the correct form of the error (Ellis et

al, 2006). Nicholas, Lightbown, and Spada (2001) also point out that it is not clear that

recasts provide negative evidence, which gives exact location of the error and makes

learners have conscious awareness that the recasts are intended to be corrective (Ellis et al,

2006). Recasts connect linguistic form to meaning in discourse contexts that promote

noticing required for implicit language learning (Long, 1996; Doughty, 2001; Ellis et al,

2006).

Doughty (2001) further indicates that explicit feedback, such as metalinguistic

feedback, is more likely to result in explicit rather than implicit second language

knowledge. However, Ellis et al (2006) point out that Long (1996) and Doughty (2001)’s
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assumption is not unproblematic because it is not certain that all recasts are implicit.

In addition to these definitions, research has been conducted on the effectiveness of

explicit feedback and implicit feedback. Heift (2001) discusses learners’ responses to

metalinguistic feedback and their strategies in error correction in a web-based Intelligent

Language System (ILTS) for German. The results indicate that for the majority of

sentences (79.5%) students read and attended to system feedback.

Heift (2004) investigated the effects of corrective feedback on learner uptake in

CALL by examining 177 Canadian university students’ responses in three types of

corrective feedback. The feedback provided differed in 1) the amount and 2) specificity of

information. The study found that the more explicit and prominent the feedback, the more

likely students will revise their errors in written grammar and vocabulary exercises.

Carroll, Roberge, and Swain (1992) examined the effectiveness of explicit corrective

feedback on two complex French non-suffixes and found that the explicit corrective

feedback group outperformed the no feedback group (Ellis et al, 2006). Carrol and Swain

(1993) found that metalinguistic feedback is more helpful to adult second language

learners (Heift, 2001).

Ellis et al (2006) investigated the effect of two types of online corrective feedback

on the acquisition of past tense —ed by low-intermediate ESL students in Auckland, New

Zealand. The study used an experimental design (two experimental groups and a control
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group). The participants completed two communicative tasks during which they received

with recast (implicit feedback) or metalinguistic explanation (explicit feedback) in

response to any utterance that contained an error in the target structure. The results

showed that learners’ performance on the posttests explicit feedback (metalinguistic

explanation) was more effective than implicit corrective feedback (recast).

Bitchener (2008) presents the results of a 2-month study of the efficacy of written

corrective feedback to 75 low-intermediate international ESL students in Auckland, New

Zealand. The study included three treatment groups: direct corrective feedback, written

metalinguistic explanation and oral metalinguistic explanation, plus one control group.

The study found that the accuracy of students who received written corrective feedback in

the immediate posttest was greater than that of students in the control group and that this

level of performance was retained 2 months later.

Sheen (2004) found that repair occurred less frequently following recasts that

following explicit correction and metalinguistic feedback in four different instructional

contexts (Ellis et al, 2006).

In sum, feedback helps learners to connect the target language structure to their

inter-language by making learners “notice” (Purpura, 2004). Therefore, the Noticing

Hypothesis is a key rationale behind using feedback to improve learning. Further, Heift

(2004), Carroll, Roberge, and Swain (1992), Ellis et al (2006) and Bitchener (2008) all
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give evidence that explicit feedback is more effective than implicit feedback.

2.4.2.2 Immediate Feedback vs. Delayed Feedback

Traditionally, feedback is provided every few weeks (school exams) or months

(high-stake tests like TOFEL) after the tests. However, there is little value in this kind of

delayed feedback because test-takers will inevitably have forgotten how they performed

and why they responded the way they did (Alderson, 2005). Therefore, Alderson (2005)

says that “feedback must be given as soon as possible, or the test takers would inevitably

forget how they performed, and why they respond” (p. 208). Hence, with the assistance of

computer technology, learners can receive immediate feedback on their performance

taking language tests. Immediate feedback has maximum impact on the learners’

development of inter-language because they can still recall their reasons for responding

the way they did, and are more receptive to the feedback. Thus, feedback becomes

maximally informative and relevant (Alderson, 2005). Further, if learners can receive

feedback immediately, and reflect on their inter-language, incorporation of assessment

and language learning becomes urgent (Alderson, 2005).

Nagata (1996) described an intelligent CALI system called “Nihongo-CALI”

(Japanese Computer Assisted Language Instruction) that provides immediate,

grammatically, sophisticated feedback to students in an interactive environment. She
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compared the effectiveness of the two different levels of computer feedback for teaching
Japanese passive sentences. The two different levels of computer feedback are traditional
feedback, which indicates only missing/unexpected words; and intelligent feedback,
which provides detailed grammatical explanations. The study found that intelligent
feedback is more effective than even the enhanced version of traditional feedback in

enhancing learner ability to produce Japanese passive sentences.

Table 2.3
Immediate Feedback & Delayed Feedback
Immediate Feedback Delayed Feedback

1) With the assistance of computer 1) Feedback is provided every few
technology, learners can receive weeks (school exams) or months
immediate feedback on their (high-stake tests like TOFEL)
performance taking language after the tests.
tests.

2) Immediate feedback has 2) Test-takers will inevitably have
maximum impact on the learners’ forgotten how they performed
development of inter-language and why they responded the way
because they can still recall their they did.

reasons for responding the way
they did, and are more receptive
to the feedback.

2.4.3 Diagnostic Feedback

The core of diagnostic testing is feedback, which is provided to help learners adjust

their current understanding of the target knowledge (Alderson, 2005). According to
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Alderson (2005), in DIALANG, diagnostic feedback is in essence advice on how learners

might progress from their current level to the next level up on the CEFR. (See 2.3

Diagnostic Language Testing)

Diagnostic language testing’s provision of meaningful feedback was defined by

Heift (2003) as “response that provides a learning opportunity for students” (Cotos &

Pendar, 2008, p. 533). A diagnostic test should be oriented towards learning by providing

students with feedback to be acted upon in addition to displaying immediate results;

Further, diagnostic tests may enhance learning opportunity by allowing learners to act

upon the received feedback, thus make diagnostic assessment interactive (Cotos & Pender,

2008).

Effective diagnostic feedback usually contains features of explicit feedback, and

immediate feedback. However, with the exception of Jang (2007), little research has been

done on the effectiveness of diagnostic feedback.

Jang (2007) examined the usefulness of diagnostic feedback from the user’s

perspective in a cognitive diagnostic assessment (CDA) of L2 reading comprehension

ability. She found that CDA provides formative diagnostic information about an

individual learner’s strengths and weaknesses in reading ability.

Research has also been conducted on the effectiveness of different types of computer

or written feedback. Even though those studies did not examine diagnostic feedback, they
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are still worth mentioning here because they discuss features that are included in

diagnostic feedback.

Nagata (1995, 1996) found that an NLP-based intelligent feedback is more effective

than traditional feedback in helping students improve their performance.

Nagata & Swisher (1995) investigated the effectiveness of two types of computer

feedback: traditional computer feedback that indicates only missing or unexpected words

in the learner’s response, and intelligent computer feedback that provides metalinguistic

explanations of the nature of errors. The study found that computers can raise

grammatical awareness by giving intelligent feedback to students, and further improve the

learners’ grammatical proficiency in the use of complex structures of the target language.

Nagata (1996) compared the effectiveness of the two different levels of computer

feedback for teaching Japanese passive sentences. The two different levels of computer

feedback are traditional feedback, which indicates only missing/unexpected word; and

intelligent feedback, which provides detailed grammatical explanations. The study found

that intelligent feedback is more effective than traditional feedback in enhancing learner

ability to produce Japanese passive sentences.

Nagata (1997) examined the effectiveness of computer-assisted metalinguistic

instruction for teaching Japanese complex grammatical structures. Fourteen second-year

Japanese university students participated in the study and were divided into two groups.
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One group received metalinguistic feedback after performing exercises on a computer, the

other received translation feedback after the same exercises. The study found that the

metalinguistic feedback group outperformed the translation feedback group in an

achievement test.

Bitchener et al (2005) investigated whether the type of feedback given to 53 adult

migrant students on three types of error resulted in improved accuracy in new pieces of

writing over a 12 week period. The three types of feedback are direct-explicit written

feedback, student-researcher 5-minute conferences and direct—explicit written feedback.

The study found a significant effect for the combination of written and conference

feedback on accuracy levels in the use of the past simple tense and the definite article in

new pieces of writing but no overall effect on accuracy improvement for feedback types

when the three error categories were considered as a single group.

Bitchener & Knoch (2008) investigated the effectiveness of written corrective

feedback on migrant and international student writing. The study included three treatment

groups: direct corrective feedback, written metalinguistic explanation and oral

metalinguistic explanation, plus one control group. The results indicated that students

who received all 3 types of feedback outperformed those who received no feedback. None

of the feedback types was any more effective than another. Further, their level of accuracy

was retained over 7 weeks.
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Table 2.4

Summaries of Previous Studies on Effectiveness of Types of Feedback

Reference

Research Question/Foci

Participants

Method(s)

Relevant Findings

Nagata (1996)

To examine the effectiveness of
two different levels of computer
feedback (traditional feedback;
intelligent feedback) for teaching

Japanese passive sentences

18 students in a
first-semester Japanese
course at the University of

San Francisco

Students were divided into 2 groups

and use pretest and posttest design.

There is a statistically significant difference
between traditional and intelligent feedback (in
the learners’ achievement in producing Japanese
passive sentences), favoring intelligent
feedback.

Jang (2007)

To examine the validity argument
from the user’s perspective by
focusing on the usefulness of the
diagnostic feedback in reading

ability

A. 2,703 test takers took
the LanguEdge field
tests at 32 domestic and
international test sites
across 15 countries in
2002

B. 28 students

C. 3teachers

(from two TOFEL

preparation courses

A. Use test takers’ response data
from two forms of the
LanguEdge RC test for the
Fusion Model skill

B. Use LanguEdge test takers’
self-assessment questionnaire

C. Student questionnaires on

diagnostic reports

[CDA aims to provide formative diagnostic
feedback through fine-grained reporting of test

taker’s skill mastery profiles.]
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Table 2.4

Summaries of Previous Studies on Effectiveness of Types of Feedback

(Continue)
Reference Research Question/Foci Participants Method(s) Relevant Findings
Nutta Is computer-based grammar 53 students enrolled in an A. Compare the performance 1. For all levels of English proficiency, the
(1998) instruction as effective as intensive academic ESL of groups after they computer-based students scored
teacher-directed grammar instruction institute at a major received computer-based significantly higher on open-ended tests
for teaching L2 structures? university in Florida and teacher-directed covering the structures in question than the
instruction teacher-centered student.

2. No significant differences were found
between the computer-based and
teacher-directed students’ scores on
multiple choice or fill-in-the-black test

Heift (2004) 1. What is the distribution of 177 students from 3 Pretest/ posttest and Feedback type has an effect on learner uptake:

corrective feedback types in relation
to learner uptake?

2. What is the distribution of learner
uptake in relation to learner variables?
3. How do students rate different

types of feedback?

Canadian universities during  questionnaire

the spring semester 2003

the more explicit and prominent thee feedback,
the more likely students will revise their errors
in written grammar and vocabulary exercises,
independent of language proficiency and

gender.
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Table 2.4

Summaries of Previous Studies on Effectiveness of Types of Feedback

(Continue)
Reference Research Question/Foci Participants Method(s) Relevant Findings

Heift (2001) Do students read and attend to meta- 33 students in two The 33 students spent three 1. For the vast majority of sentences (79.5%)
linguistic feedback or overlook it? beginner German class one-hour sessions using the students read and attend to system
What techniques do students apply in Build a Sentence exercises feedback.
error correction in an ILTS? 2. As iterations increased students paid more
Do learners believe the system’s attention to the feedback messages.
analysis, or, in the event of an error
perform an independent re-analysis?

Ellis et al To investigate the effects of implicit and 33 low-intermediate Pretest and posttest design There’s a clear advantage for explicit feedback

(2006) explicit corrective feedback on the learners of second Two experimental groupsand a  over implicit feedback for both the delayed

acquisition of past tense-ed.

language English in three
classes in a private
language school in New

Zealand

control group

Group 1: implicit feedback

(recast)

Group 2: explicit feedback

(metalinguistic explanation)

Group 3: control group

imitation and grammaticality judgment posttests
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Table 2.4

Summaries of Previous Studies on Effectiveness of Types of Feedback

(Continue)
Reference Research Question/Foci Participants Method(s) Relevant Findings
Bitchener et To investigate whether the type of 53 adult migrant Pretest and posttest design There is a significant effect for the combination
al feedback given to 53 adult migrant students *Participants were divided into of written and conference feedback on accuracy
(2005) students on three types of error three treatment groups levels in the use of the past simple tense and the
(prepositions, the past simple tense, and definite article in new pieces of writing but no
the definite article) resulted in improved overall effect on accuracy improvement for
accuracy in new pieces of writing over a feedback types when the three error categories
12 week period were considered as a single group.
Bitchener To investigate the efficacy of written 75 low-intermediate Pretest, immediate posttest and Accuracy of students who received written
(2008) corrective feedback of a 2-month study international ESL delayed posttest corrective feedback in the immediate posttest
students in Auckland, outperformed those in the control group and this
New Zealand level of performance was retained 2 months
later.
Bitchener & To investigates 144 international and Pretest, posttest and 1. Students who received all 3 WCF options
Knoch (2008) 1. The efficacy of WCF over time migrant ESL students delayed-posttest outperformed those who did not received

2. Whether certain WCF options typically  in Auckland, New

used in L2 classrooms are more effective Zealand

*3 treatment groups + 1 control

group

WCF
2. Their level of accuracy was retained over 7
weeks— None of the feedback options was

any more effective than another.
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2.5 Research Gap

Diagnostic grammar testing identifies strengths and weaknesses in learners’ current

knowledge while providing the test-taker feedback that enables them to compare their

inter-language and the feedback information (Alderson, 2005). Among the types of

feedback, explicit feedback is defined by Ellis (2008) as explicit correction and

metalinguistic explanation, and is reported to be more effective than implicit feedback in

Carroll, Roberge, and Swain (1992), Ellis et al (2006), and Bitchener (2008).

Nevertheless, with the exception of Jang (2007), little research has been done on the

effectiveness of different types of diagnostic feedback. Most studies merely examined the

effectiveness of explicit/implicit feedback or immediate/delayed feedback on assessment

administered by means of paper and pencil or computer.

Further, in several studies conducted on the effectiveness of diagnostic grammar test

feedback, the usefulness of feedback was based on test-takers’ subjective perception and

thus lacked independent evidence to support the effectiveness of feedback (Yin et al, in

press). Therefore, this current study attempts to identify the effectiveness of diagnostic

grammar test feedback by investigating the improvement after the students receive

different types of feedback.

In addition, most of the studies reviewed in this chapter were conducted in countries

including the U.S.A, Canada, Germany and New Zealand, but few studies have been done
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on the effectiveness of different types of diagnostic feedback for grammar testing in Asian

countries such as Taiwan. Therefore, the current study investigates the effectiveness of

different types of online diagnostic feedback on the grammar proficiency of university

EFL freshmen in central Taiwan, to be significant.

2.6 Summary

In this chapter, literature, studies and findings relate to this current study are reviewed

and discussed. To explore the phases of grammar learning, types of grammatical

knowledge, the strong and weak interfaces, the noticing hypothesis and the

consciousness-raising are covered in the first section. Schmidt (2001) defines explicit

learning as “learning with metalinguistic awareness” while implicit learning refers to

“learning without metalinguistic awareness”.

DeKeyser (1998; 2003) argued for a strong interface in which explicit knowledge

can be converted into implicit learning. By contrast, Doughty and Williams (1998) and

Ellis (2002) argued for a weak interface in which explicit knowledge cannot be directly

converted into implicit learning. Further, Schmidt (1990) claims that L2 learners need to

become aware of the input before they begin to acquire a language feature and “noticing”

is vital for L2 inter-language development. Rutherford (1987) and Schmidt (2001) point

out that consciousness-raising (CR) also plays an important role in L2 acquisition and
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promotes better implicit learning of grammar. In support of these claims, researchers have

done studies to show that consciousness-raising and noticing promote facilitative

grammar learning (e.g. Leow, 1997;2000; Mackey, 2006; lzumi, 2002; Sheen, 1992;

Fotos ,1993; Sugiharto ,2006).

In assessing grammar knowledge, types of grammar testing, and the value of

computer-assisted grammar testing are discussed. Multiple-choice grammar tests require

no expert judgment in scoring, can be scored objectively, and are suitable for

computer-assisted grammar testing. Hence, multiple-choice grammar questions are

adopted in this current study. Purpura (2004) and Alderson (2005) point out that

grammatical knowledge is crucial in acquiring a foreign language and Chapelle and

Douglas (2006) argue that computer technology makes language testing more efficient by

providing immediate feedback to the test-taker.

In addition to the phases of grammar learning and testing, discussion of diagnostic

language testing is included in this chapter. According to Alderson (2005), diagnostic

language testing identifies strength and weakness in learners’ knowledge, offers

information for both teachers and students to act upon in the future. He further indicates

that feedback is the crucial element in diagnostic tests. Further, with the advent of

technology, feedback can be provided immediately and make the learning facilitative

(Alderson, 2005; Brown, 2004).
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Moreover, after receiving feedback, students self-assess themselves. They notice
how their inter-language compares with the target-language norms by internalizing the
feedback information after taking diagnostic language tests. At the same time, learner
autonomy is enhanced, and leads to facilitative learning (Purpura, 2004).

Explicit feedback is in the form of explicit correction and metalinguistic explanation
as for the types of feedback, (Ellis, 2008). Further, Carroll, Roberge, and Swain (1992),
Ellis et al (2006), and Bitchener (2008) found that explicit feedback is more effective than
implicit feedback. Alderson (2005) argues that immediate feedback has maximum impact
on the learners’ development of inter-language. In support of this argument, Nagata (1996)

found that immediate computer feedback is more useful than traditional feedback.
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Chapter Three

Methodology

3.1 Participants

The participants were 90 Freshman English for Non Majors (FENM) students (55
females and 35 males) from the Management College at a private university for the 2011
academic year. Participants’ gender was not taken into consideration in this study but was
provided as background information. At this particular university students are divided
into FENM classes based on their English placement test scores. There are three different
levels of classes (high, mid, and low). The participants came from one high, one mid, and
one low level FENM section. The English skills of the three different levels of FENM
classes are reflective of the total FENM population at this university. There are
approximately 30 students in each of the FENM class. All FENM students are required to
take four hours of English classes each week. FENM at this university is a four skill
course, focusing on listening, speaking, reading and writing. Grammar is embedded in the
course design and is an essential element of the curriculum.

The three FENM classes were divided into one control group and one treatment
group. Students were assigned to groups based on their placement test grammar scores.
For each class, students’ grammar scores on the placement test were ranked from highest
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to lowest, and they were assigned to either the control group or the treatment group on an
odd and even basis. This was done to insure that there was no significant difference in
grammar ability between the two groups at the onset of the study. A flip of a coin
determined which group was the control group and which group was the treatment group.

The participants from the Management College were composed of Accounting,
Statistics, Information Management and Finance majors (23 Accounting, 13 Statistics, 14
Information Management and 40 Finance students). These students were non-English
majors who have learned English for at least 6 years in middle and high schools. This

study took place during the first month of their freshmen year.

3.2 Research Design
3.2.1 Instrument
The two instruments (pre- and post-test) that were used in this study were derived
from the grammar section of the Online English Assessment System (OEAS). The OEAS
was designed primarily for teachers and students at the research site in central Taiwan to
self-assess general English proficiency in three skills, listening, reading, and grammar
(see Yin et al, in press). This study employed the Grammar section of the OEAS as the
pre-test. Questions on the OEAS were in a multiple-choice format. Different types of
feedback were provided immediately via the OEAS platform after the students finished
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the pre-test. Both the questions and feedback on the pre-test were composed by native

English speaking teachers who have over twenty years of teaching experience (Yin et al,

in press).

In order to make the outcome/ result of the two instruments (pre-and post-test) valid

and reliable, procedures suggested by Brown (2004) were followed. The procedures

included: 1) determining the purpose of the test, 2) designing test specifications, 3)

constructing test items, 4) evaluating and revising test items, 5) specifying scoring

procedures, and 6) performing validity and reliability studies (Sims, 2006).

Both the pre-test and post-test were of a similar structure and nature in terms of 1)

number of questions, 2) kind of questions, 3) order of questions, and 4) content validity.

Each test was composed of 30 multiple-choice questions. The pre-test consisted of 30

questions selected from the OEAS Grammar section based on item analysis done by

previous researchers (see Appendix A). The post-test consisted of 30 questions and was

considered nearly equivalently to the pre-test (see below).

Each test was designed to measure 15 specific grammar constructs. The 15

constructs were: 1) word order in sentences, 2) subject-verb agreement, 3) coordinated

clauses, 4) adverbials, 5) conditionals, 6) relative clauses, 7) noun clauses, 8) past tense, 9)

present tense, 10) future tense, 11) modals, 12) comparison, 13) articles, 14) passives, and

15) infinitives and gerunds. According to Yin et al (in press), these 15 constructs were
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sufficient essential elements in assessing learners’ grammar ability.

Both tests had equal numbers of corresponding items and questions with each test,

including two questions for each of the 15 constructs listed above. For example, question

1 and 2 were designed to measure word order in sentences; questions 3 and 4

were constructed to measure subject-verb agreement. Each test had 30 multiple-

choice questions with three distractors and one correct answer.

Expert rating as suggested by Chapelle (1999), Alderson et al (2002), and Bachman

(2004) was used to determine the content validity of both tests. Three FENM teachers

who were not involved in the construction of the tests determined that both tests were

valid measures of the desired constructs. Thus, this study assumed that both instruments

had appropriate content validity. Furthermore, since both tests were constructed using the

same test specificity, they had similar content validity. This similar content validity was

confirmed by the three test evaluators.

Item analysis was used to make sure that both tests were equivalent in terms of item

discrimination and item difficulty. This was done by piloting the test questions. Item

analysis from three pilot studies conducted with 129 FENM students (Pilot | with 60

students; Pilot 1l with 31 students; Pilot Il with 38 students) who participated in this

study revealed that each question on pre-test and post-test had a similar item difficulty

and item discrimination as its corresponding question on post-test. Details of the three
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pilots will be described in the next section.

3.2.1.1 The Pilots

Pilot |

The first pilot was done with 60 FENM students from the Management College

during the last month of their freshman year. The students took both the pre-test and

post-test (in total 60 questions) online. Revisions were made based on the item analysis

(Table 3.1) from the first pilot data.
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Table 3.1
Item Analysis of Pilot |

Item Item
Item o T
Difficulty Discriminability
Pre-test Post-test Pre-test Post-test

1 0. 65 0.65 0.10 0.28
2 0.75 0.92 0.31 0.32
3 0.72 0.48 0.26 0.41
4 0.42 0.60 0.37 0.19
5 0.47 0.52 0.28 0.38
6 0.78 0.85 0.26 0.45
7 0.70 0.53 0.49 0.45
8 0.70 0.67 0.49 0.46
9 0.50 0.35 0.9 -0.12
10 0.32 0.35 -0.9 0.6

11 0.55 0.50 0.39 0.26
12 0.40 0.45 0.29 0.38
13 0.72 0.43 0.40 0.26
14 0.48 0.67 0.26 0.41
15 0.48 0.53 0.4 0.27
16 0.42 0.57 0.34 0.37
17 0.58 0.62 0.29 0.29
18 0.58 0.45 0.28 0.20
19 0.73 0.72 0.26 0.37
20 0.38 0.30 0.29 0.26
21 0.28 0.22 -0.11 0.11
22 0.45 0.57 0.20 0.30
23 0.47 0.40 0.19 0.13
24 0.60 0.72 0.40 0.50
25 0.50 0.55 0.0 -0.5
26 0.55 0.52 0.26 0.26
27 0.35 0.88 0.23 0.16
28 0.28 0.47 0.44 0.24
29 0.55 0.42 0.17 0.27
30 0.68 0.87 0.52 0.10
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As Table 3.1 shows, for example, the item difficulty of item 3 in pre-test is 72 %,
While the item difficulty of the corresponding item in post-test is 48%. Apparently,
item 3 in the post-test is more difficult than its corresponding item in the pre-test.
Therefore, item 3 in post-test was revised and piloted again. As for the revision of the

questions, for example, item 3 on the pre-test was:

The old man standing under the park trees happy.
a. do not look

b. not looking happy

c. does not look happy

d. not look happy

Originally, item 3 on the post-test was:

The teacher talking to the students strict.
a. looks

b. look

c. islooking

d. looked

However, the item difficulty of the original question #3 in post-test should be higher
(meaning the question should be easier in order to have a similar difficulty item to the

corresponding item on the pre-test). Therefore, question # 3 was changed to:

The teacher talking to the students strict.
a. do not look
b. not looking
c. does not look
d. not look
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Item frequency also indicates that some questions needed to be revised (see Appendix

B). In total, there were 6 items that needed to be revised: 3, 7, 9, 13, 27, and 30.

Pilot 11

The second pilot took place in the summer of the 2010 academic year and was

conducted with 31 FENM school students. The six items mentioned above were revised

and retested. Item analysis is shown in Table 3.2.

Table 3.2
Item Analysis of Pilot |1

Item Item Difficulty DS Index
Pre-test Post-test Pre-test Pose-test
3 0.32 0.23 0.37 0.40
0.42 0.52 0.42 0.41
0.55 0.61 0.53 0.59
13 0.48 0.42 0.61 0.48
27 0.26 0.58 0.39 0.66
30 0.42 0.58 0.64 0.44

Note: DS Index refers to the discriminability

As Table 3.2 shows, some items still needed to be revised again. Therefore, the

researcher decided to revise and pilot these six items again. For example, item difficulty

of item 27 in the pre-test and post-test are not similar. Therefore, revisions were made.

Item 27 on the pre-test was:
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During the earthquake, Mr. Peterson when a bookcase fell down on
him.

a .hurt

b .hurted

c .was hurt

d .was hurted

Originally, item 27 on the post-test was:

The roof of the building in a storm a few days ago.

a. damaged

b. was damaged
c. were damaged
d. damage

After the second pilot, item 27 on the post-test was changed to:

The window of the building in a storm a few days ago.

a. broke

b. breaked

c. was broken
d. was breaked

Pilot I11

The third pilot was done with 38 FENM students during the first month of their
freshman year in the 2011 academic year. The 6 items (Iltem 3, 7, 9, 13, 27, and 30) were
piloted again, and item analysis revealed that the revised questions had similar difficulty

and discrimination on their corresponding item on the post-test (see Table 3.3).
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Table 3.3
Item Analysis of Pilot 111

Item Item Difficulty DS Index
Pre-test Post-test Pre-test Pose-test
3 0.84 0.79 0.34 0.47
0.53 0.79 0.52 0.39
0.45 0.47 0.44 0.47
13 0.55 0.61 0.54 0.51
27 0.42 0.87 0.40 0.23
30 0.71 0.92 0.32 0.25

Note: DS Index refers to the discriminability

In addition to the item analysis from the three pilots, the revision of questions also

was based on Item frequency of the 6 revised items as shown in Appendix C. After some

revisions were made based on item analysis and item frequency of the three pilots, the

post-test was assumed to be nearly equivalent to the pre-test.

3.2.1.2 Reliability

In addition to validity, reliability is another essential element in constructing

instruments. According to Brown (2010), a reliable test is consistent and dependable. He

goes on to say that, in multiple-choice type tests, the items need to be evenly difficult well

distributed and the distractors need to be well designed to make the test reliable.

A split-half reliability coefficient was calculated in order to support the reliability of
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the two instruments. As suggested by Bachman (2004), in split-half estimates, a
commonly used procedure is to split the test into halves by including the odd-numbered
items in one half and the even-numbered items in the other. In this study, splitting the test
into halves on an odd-even basis was compatible with the constructs of the two
instruments because each item had its corresponding item on both the pre-test and
post-test. For example, items 1 and 2 examined the word order in sentences, while items 3
and 4 measured subject-verb agreement.

The reliability of a test could be higher than correlation of its halves (Bachman,
2004). In order to correct the correlation for length, Spearman-Brown split-half reliability
estimate was calculated. The collected data was used to check the reliability of the two

instruments.

3.2.2 Treatment
Metalinguistic feedback was the treatment used in the current study (see Chapter 2).
After the participants took the pre-test, control group students was given only the correct
answers without any corrective feedback. However, treatment group students were
provided with the feedback (metalinguistic explanations, examples). The procedures for
taking the online multiple-choice diagnostic grammar test were under the researcher’s
instructions and were described as follows. In step one, the test-taker read the questions
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and chose one answer in each question (Figure 3.1). After completing the questions, the

test-taker clicked the button “send” (see P.49) to submit the answers (Figure 3.2).

Figure 3.1 Procedure for taking the online multiple-choice grammar test (1)

RIEREFR -

Assign Topic
E T WL ~ﬁ w00

® [Question 2.]

What !

© A.a big boy your son has become

() B.has your son become a big boy

() C.your son a big boy has become

) D.has a big boy has become your son

Figure 3.2 Procedure for taking the online multiple-choice grammar test (2)

® [Question 30.]

left at that last intersection was a big mistake.

© A.Turning

() B.He turned

) C.Turned

) D.He turns

( (EHEE )

After submitting the answers, the test-taker was presented with an overall report of

the 15 grammar constructs tested (Figure 3.3). The overall report indicated both how
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many items the test-takers answered correctly and their total scores. Control group
students were only allowed to see the total report and they needed to log out the system.
However, the treatment group students were required to click the “F:ff—” (Correction)
button to read detailed metalinguistic feedback (explanations, example) in both English
and Chinese (Figure 3.4, also see Appendix D). Researcher and the assistant went around

and made sure the students were following researcher’s instructions.

Figure 3.3 Procedure for taking the online multiple-choice grammar test (3)

A =EiEE
% }M;%Jég;&r(gﬁ%it%tégents' Questions, and Exclamations &3t 2/2
B. Subject-Verb Agreement X FH-EhFREAD—FTRE 2/2
C. Coordinated Clauses $=rfER TS 1/2
D. Adverbials B3 2/2
E. Conditionals &%+ 0/2
F. Relative Clauses Bi{f:FHa1 2/2
G. Noun Clauses &R 4a 2/2
H. Past Tense i&F=aFiE 2/2
I. Present Tense IRTLEFAE 2/2
1. Future Tense FIEEFAE 2/2
K. Modals BhEhiAl 2/2
L. Comparison tEE: 1/2
M. Articles T 2/2
M. Passives igahz 2/2
O. Infinitives and Gerunds “F7EHFI&ELE H 2/2
58 26
sy 26
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Figure 3.4 Feedback from the online multiple-choice grammar test

® [Question 6.]

A man dressed in old, dirty clothes

Aand begging

B.but begging
o Cand begged(iERE)
D.but begged

BEfT

The coordinating conjunction “but” introduces a contrast or an unexpected outcome. If you say, “The man stopped but didn’ tsay a word” , the word “but” indicates that the second sentence
is unexpected and surprises you. In the sentence above, the man’ s begging for food does not surprise you, so B and D are not correct. Secondly, when you use a coordinating conjunction like
“md” , the words in front and behind “and” should have the same form. In other words, if you put an adjective before “and” you should also put an adjective after “and” . The verb
“came” s in the past tense while “begging” is a present particle of a verb. They are not the same form, so & is not correct. C is correct because the verb “begged” is the same form as
came” .

SRR URT R AR IR " The man stopped butdidn’ tsaya word” » FYEDSEPRIT" didn’ tsaya word” WEIFRRFLIRIEREITRELL
O o BEEHT" theman’ s begoing forfood” WISATRINEE(REE - FLIB » DEVFIERE » B30 BRRERHSREG  HTmAERE—2 REER Brand HER
Foad ) Pt ES i ER AR « ASREHSRERn RS ane » BN FERES begoed  HEC o

3.3 Data Collection Procedures

In this study, the participants were required to meet at a computer room to take the

online multiple-choice grammar pre-post and post-test. Before the tests, participants were

provided with instruction sheets (in both Chinese and English) with the group list on it

(see Appendix E-Appendix J). In addition, beforehand the researcher went to the three

FENM classes to give instructions and made sure that all the participants were clear about

the test procedures.

The pre-test took place during the second month of the 2011 academic year. Before

the test began, the researcher went earlier to the computer room to turn on the computers,

made sure the online assessment system page was ready and opened and wrote the

schedule and instructions on the white board. After the students came in, the researcher
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began settle the students in their seats, explained the procedures to the students (e.g. how

much time they had and how many questions were there for them to finish), and gave the

students instructions about the online assessment system (e.g. log in, technical issues).

After all preparations were done, the pre-test began. All 90 participants (45 students

in each group) had 30 minutes to finish the 30 grammar multiple-choice questions online.

Group 1 (control group) students were only allowed to see their total scores, and were not

be allowed to read the feedback (metalinguistic explanations, examples) after finishing

the test under researcher and the assistant’s supervision.

However, Group 2 (treatment group) students saw the right answers to each item,

whether their responses were correct or incorrect, and the extended feedback containing

metalinguistic explanations, and examples. Further, they were required to write down the

time when they started to read the feedback and when they finished reading the feedback

on a record sheet (see Appendix K) which was provided by the researcher. A clock was

prepared and placed at the front of the class for the students to keep track of the time.

Data was collected by the test system automatically.

The post-test took place two weeks after the pre-test. Preparations before the

post-test were the same as in the pre-test, including the researcher ensuring that the

computers and test system were available, and instructions were given clearly to the

students. After all preparations were done, the post-test began. All 90 participants (45
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control group students and 45 treatment group students) had 30 minutes to finish the 30
grammar multiple-choice questions online. After the post-test was done, the data was

collected automatically by the test system (Figure 3.5).

Figure 3.5
Procedure for the control and the treatment group

—_
A

(First Week) (Two Weeks Later)

Control Group % No Corroctive
(n=45) & Feedback @
\h-...___..—-/
Pre-test Post-test
— 30 mins 30 mins
~'h-.._.____.__,_..a-/ . .
il =V Tl o
Group
- (n=45)
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3.4 Data Analysis

The data in this study was analyzed using the SPSS 20.0 statistical package. Two

independent-sample t-tests were used to analyze the mean scores of pre-tests and

post-tests between groups, while two paired-sample t-tests were used to analyze the mean

scores of pre-tests and post-tests within groups.

Data analysis procedures were divided into four steps. The first step was an

independent-sample t-test done on pre-tests between the control group and the treatment

group (Figure 3.6). Step 2 was a paired-sample t-test conducted on pre-test and post-test

within the control group and Step 3 was another paired-sample t-test on pre-test and

post-test within the treatment group (Figure 3.7). Finally, Step 4 was an

independent-sample t-test practiced on post-tests between groups (Figure 3.8).

At the onset of the treatment, an independent-sample t-test was done on the pre-test

results to make sure there was not a statistically significant difference between the control

group and the treatment group (Figure 3.6). This step was set to find out if both the

control and treatment group were at the same level of English grammar ability before the

treatment (metalinguistic feedback).
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Figure 3.6 Data Analysis Procedure Step 1 (Pre-test Between Groups)

Control Group

Treatment Group
Pre-test

After the post-test data was collected, the researcher began to analyze the
differences in the scores within and between the two groups. In step 2, one paired-sample
t-tests was used to analyze the mean scores on pre-test and post-test within the control
group (Figure 3.7). In other words, for the control group, a paired-sample t-test was done
between the pre-test and post-test. This step helped the researcher know if the control
group students would make any improvement on the post-test even though they did not

receive any metalinguistic feedback after taking the pre-test.
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Figure 3.7 Data Analysis Procedure Step 2 and Step 3 (Within Groups)

Step 2

Control Group Pre-test <:|::>P ost-test

St

p3
Pre-test Post-test
<>

Treatment Group

After the paired-sample t-test done on pre-test and post-test mean scores within
the control group in step 2, step 3 was another paired-sampled t-test conducted on pre-test
and post-test scores of the treatment group to see if there was a statistically significant
difference within the mean scores of the two groups (also see Figure 3.7). This step
helped the researcher know whether the treatment group made any improvement on the
post-test after receiving the metalinguistic feedback.

Step 4 was another independent-sample t-test that conducted between the control
group and treatment group mean scores on the post-test. This determined if the treatment
was beneficial by examining whether there were statistically significant differences

between the post-test mean scores of each group (Figure 3.8).
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Figure 3.8 Data Analysis Procedure Step 4 (Post-test Between Groups)

Control Group Post-test

Step 4

Post-test

Treatment Group

Methods that were used in this current study were illustrated in this section; detailed

results of data analysis are presented in next chapter.
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Chapter Four

Results and Discussion

In this chapter, the results of the experiment are presented. There are five sections in
this chapter. First, the reliability coefficients of the instruments are examined. Then the
reliability results are followed by the statistical results of the research questions. After the
investigation of the effectiveness of the treatment (metalinguistic feedback) is conducted,
several comparisons of the pre-test and the post-test data between and within groups are
reported. In addition, comparisons of the results with that of other studies are discussed.

Finally, this chapter ends with a summary of the results.

4.1 Reliability of the Instruments
The reliability coefficients of the pre-test and post-test were obtained using the
Spearman-Brown split-half coefficient analysis. A total of 90 participants took the pre-test
and post-test. Reliability coefficients of the pre-test and the post-test were calculated
based on the data from all the 90 participants. Both the reliability coefficient of the
pre-test of 30 test items and of the post-test of 30 test items were over .70 (Table 4.1).

Therefore, the reliability of the two instruments was acceptable.
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Table 4.1
Split-half Reliability Coefficients of the Pre-test and the Post-test
Pre-test Post-test
Split-Half Coefficient 0.71 0.73

4.2 Descriptive Statistics of the Tests
This section presents the descriptive statistics of both the pre-test and the post-test.
Section 4.2.1 reports the item analysis. Section 4.2.2 presents the mean scores and

standard deviation.

4.2.1 Item Analysis

The range of difficulty level in the pre-test and the post-test indicates that the two
instruments contained questions ranging from easier to more difficult. In the pre-test,
difficulty level ranged from 0.26 to 0.86. In the post-test, difficulty level ranged from 0.27
to 0.97.

In addition to the range of difficulty, the difficulty level of most of the items in the
pre-test was similar to its corresponding item in the post-test. The items in the pre-test and
the post-test were equivalent to each other. The difference of each item in the pre-test and

its corresponding item in the post-test ranged from 0 to 0.30 (Table 4.2).
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Table 4.2
Item Difficulty, Pre-test and the Post-test

Item Item Difficulty
Pre-test Post-test Difference
1 0.73 0.79 0.06
2 0.79 0.96 0.17
3 0.78 0.66 0.12
4 0.58 0.61 0.03
5 0.39 0.49 0.10
6 0.79 0.90 0.11
7 0.83 0.83 0.00
8 0.73 0.69 0.04
9 0.56 0.52 0.04
10 0.26 0.40 0.14
11 0.51 0.58 0.07
12 0.52 0.59 0.07
13 0.76 0.72 0.04
14 0.57 0.68 0.11
15 0.51 0.66 0.15
16 0.58 0.72 0.14
17 0.51 0.60 0.09
18 0.72 0.61 0.11
19 0.86 0.88 0.02
20 0.28 0.27 0.01
21 0.29 0.31 0.02
22 0.42 0.56 0.14
23 0.46 0.47 0.01
24 0.70 0.76 0.06
25 0.51 0.63 0.12
26 0.53 0.60 0.07
27 0.56 0.86 0.30
28 0.34 0.59 0.25
29 0.61 0.42 0.19
30 0.83 0.97 0.14
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According to Item Analysis, if the item difficulty level exceeds .75, it is an easy item;
if the level is below .25, it is a difficult item. Thus, item difficulty levels ranging from .75
to .25 are of medium difficulty. In the pre-test, 7 items were easy questions while in the
post-test, 8 were considered easy (as marked in italics in Table 4.2). Meanwhile, in the
pre-test, 23 items were difficult while in the post-test, 22 were identified as challenging
questions (marked in bold face).

Test items of easy and medium level are reported and discussed as follows. Item No.
30 on the pre-test tested students’ ability to use gerunds. It tests whether the students
knew that adding ing to the verb turn can change it into a noun. It was an easy question

for the participants, 83% of them chose the correct answer.

left at that last intersection was a big mistake
. Turning
. He turned
Turned

o O T 9

. He turns

While item No. 15 on the pre-test tested students’ ability to use past tense. It tests

whether the students knew that when something happened in the past, the other thing

happened before should be past perfect. It was a medium question for the participants, 51

% of them chose the correct answer.
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Charlie discovered that he the wrong girl in the dark when the lights went on

again.

a. had kissed
b. kissed

c. is kissing
d. was kissed

In addition to the item difficulty, item discriminability of the pre-test and the
post-test was obtained by comparing the upper 1/3 and the lower 1/3. Discriminability on
pre-test ranged from -0.07 to 0.57, while on post-test, it ranged from 0.07 to 0.47. It

should be noted that there was one negative discriminability found among the test items,

and the other items had positive values (Table 4.3).
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Table 4.3
Item Discriminability of the Pre-test and the Post-test

Item Item Discriminability
Pre-test Post-test

1 0.17 0.27
2 0.47 0.10
3 0.33 0.07
4 0.53 0.37
5 0.37 0.40
6 0.20 0.13
7 0.23 0.20
8 0.27 0.33
9 0.23 0.17
10 0.20 0.10
11 0.40 0.47
12 0.37 0.30
13 0.27 0.47
14 0.17 0.17
15 0.33 0.33
16 0.53 0.30
17 0.30 0.30
18 0.13 0.37
19 0.13 0.27
20 0.07 0.40
21 0.37 0.30
22 -0.07 0.40
23 0.40 0.20
24 0.33 0.33
25 0.30 0.33
26 0.27 0.27
27 0.13 0.13
28 0.27 0.23
29 0.57 0.17
30 0.30 0.07
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Negative discriminability was found in item No. 22 on the pre-test, while the
corresponding item on the post-test exhibited positive discriminability. Item No. 22 on the
pre-test and the post-test tested students’ ability to identify modals and past tense.

Samples of item No. 22 on the pre-test and the post-test were provided as follows.

Sample of Item No. 22 on the pre-test

After having asked the coach for many weeks, | the team yesterday.
a. was finally able to join

b.could finally join

c. could have finally joined

d.can finally join

Sample of Item No.22 on the post-test

After saving money for a long time, | the camera yesterday.

a. should finally buy

b. was finally able to buy

c. could have finally bought
d. can finally buy

Table 4.4 indicates that most of the students chose the correct answer “A” in item No.
22 on the pre-test. However, many students chose “B” as the correct answer. One possible
reason for the error could be that students choosing “B” as the correct answer did not
understand the difference between can and be able to. According to the metalinguistic
explanation, be able to means the person has the ability to accomplish something while
can refers to a possibility and ability of doing something. But when somebody wants to
express that something is very hard to achieve, it would be more suitable to use be able to.
Therefore, students who chose could finally join instead of was finally able to join in item
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No. 22 on the pre-test may have considered could as be able to in past tense.

Because the pre-test questions were adopted from the OEAS system, they could not

be changed. However, item No. 22 on the post-test has been revised and now has positive

discriminability. As for item No. 22 on the post-test, could has been replaced by should.

Therefore, most of the students chose the correct answer was finally able to buy and were

not distracted by the other three choices in this question.

Table 4.4
Frequency (%) of Item No. 22 on the Pre-test and the Post-test
Pre-test Post-test
Item Key A B C D Key A B C D
22 A 380 310 16.0 5.0 B 20 50.0 30.0 8.0
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4.2.2 Mean Score and Standard Deviation

The mean scores of Group 1 and Group 2 on pre-test were both near 18.0, and the

standard deviations of the two groups were near 4.0 (Table 4.5).

Table 4.5
Mean Scores and Standard Deviation
Pre-test Post-test
N M SD N M SD
Group 1 45 17.53 4.17 45 18.18 3.50
Group 2 45 17.72 3.68 45 20.42 3.50

Mean scores of Group 1 and Group 2 on the pre-test indicated that the two groups

had similar ability at the onset of the study. The mean score on the post-test for Group 1

was near 18.0 while for Group 2 it was near 21.0. The mean scores of the two groups on

the post-test indicated that Group 2 students performed better than Group 1 students on

the post-test. However, whether the difference between the mean scores of Group 1 and

Group 2 on the post-test was statistically significant requires statistical analysis. Detailed

results are reported in 4.3. The test scores of each participant are given in Appendix M,

and the frequency of each item on the pre-test and the post-test are given in Appendix N.

In addition to the mean score and standard deviation, the score distribution of the

pre-test and the post-test in Group 1 and Group 2 is documented. Test distribution of the

pre-test and post-test was close to the normal distribution (Figures 4.1 to 4.4). Most
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scores fell between the interval of 16 and 20 (Table 4.6).

Table 4.6
Frequency of the Pre-test and the Post-test in Group 1 and Group 2
Group 1 Group 2
Scores Pre-test Post-test Pre-test Post-test
1~5 0 0 0 0
6~10 3 1 1 0
11~15 10 7 12 3
16~20 20 25 21 19
21~25 12 11 11 21
26~30 0 1 0 2
N 45 45 45 45
Figure 4.1 Figure 4.2
Frequency of Pre-test in Group 1 (N=45) Frequency of Post-test in Group 1 (N=45)
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4.3 Comparison of Participants’ Performance on the Pre-test and the Post-test

This section contains three parts, presented in the order of the research questions.

Major findings and answers to the research questions are presented. The first part (4.3.1)

presents the pre-test results. The second part (4.3.2) provides the results of the analysis of

the mean score differences in the pre-test and post-test within the two groups. The last

section (4.3.3) reports the post-test results.

4.3.1 Pre-Test Results

An independent-sample t-test indicated that both the control group (Group 1) and

treatment group (Group 2) did not differ significantly in their mean scores on the pre-test.

The mean difference was 0.19. In other words, levels of grammar ability of control group

and treatment group students were similar at the start of the study (Table 4.7).

Table 4.7
Independent-sample T-test Results of Group 1 and 2 Pre-test Performance
Source Group 1 Group 2 95%CI
(n=45) (n=45) t p LL UL 2 1-B
M SD M SD

Total 17.53 4.17 17.72 3.68 134 p>.05 -1.54 1.76 .00  .052
*df=88

The p-value indicated that there was no statistically significant difference between

the pre-test results of both the control and treatment group. Further, the confidence
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interval showed no significance difference in pre-test performance between the groups

because the range of the lower and the upper contained 0.

Since the t-test results revealed that both the control and treatment groups were at a

similar level of English grammar ability on the pre-test, the following procedures,

including Group 2 students reading the metalinguistic feedback and both groups taking

the post-test, were accomplished.

4.3.2 Pre-test and Post-test Results Within Groups

This section contains two parts. First, the results of a paired-sample t-test conducted

on mean scores of pre-test and post-test in the control group (Group 1) are presented.

Second, the results of another paired-sample t-test done on the mean scores of pre-test

and post-test in the treatment group (Group 2) are given.

To know whether the treatment was effective in helping participants improve their

grammar ability, scores of the participants of both groups on the pre-test and the post-test

needed to be calculated.

Group 1 students received no metalinguistic feedback (metalinguistic explanations,

examples) after taking the pre-test. In other words, Group 1 students took the post-test

directly, without receiving the treatment.

The results revealed that there was no statistically significant difference between
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means scores of the pre-test and the post-test of Group 1. Since the p-value is >.05, the

difference between mean scores of pre-test and post-test in Group 1 was not statistically

significant. In addition to the p-value, the confidence interval showed that there was no

statistically significant difference between the pre- and the post- tests mean scores in

Group 1 because the range between the lower and the upper bound included 0 (Table 4.8).

Table 4.8
Paired-sample T-test Results of Performance of Group 1, Pre-test and Post-test
Source Pre-test Post-test 95%Cl1
(n=45) (n=45) t p LL UL
M SD M SD
Total 1753 4.17 18.18 3.49 -1.29 p>.05 -1.65 .36
*df=44

Unlike the Group 1 students who did not receive any treatment, Group 2 students

were informed of the metalinguistic feedback (explanations, examples) immediately after

they took the pre-test. Mean scores show that scores of participants in Group 2 increased

significantly between pre- and post-testing.

In addition, the p-value indicated that the difference between the mean scores of the

pre-test and the post-test in Group 2 was statistically significant. The confidence interval

was also significant. The 2.95 point range between mean scores of the pre-test and the

post-test showed that participants in the treatment group made a substantial improvement

on the post-test (Table 4.9).
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Table 4.9

Paired-sample T-test Results of the Performance of Group 2, Pre-test and Post-test

Source Pre-test Post-test 95%Cl1
(n=45) (n=45) T p LL UL
M SD M SD

Total 17.47 3.73 20.42 3.50 -5.70 p<.001 -4.00 -1.91

*df=44

4.3.3 Post-Test Results between Groups

This section presents the results of an independent-sample t test conducted on the

mean scores of post-tests of Group 1 and Group 2. The results indicated that Group 1 and

Group 2 did not differ significantly in their mean scores on post-tests. Further, for a

p-value under .01, statistically significant differences were not found between the mean

scores of Groups 1 and 2 (Table 4.10).

Table 4.10
Independent-sample T-test Results for Performance of Groups 1 and 2 on Post-test
Source Group 1 Group 2 95%CI
(n=45) (n=45) t P LL UL n2 1- i
M SD M SD
Total 18.18 3.50 20.42 3.50 .003 p<.01 -3.71 -.78 10 .854
*df=88
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4.4 Discussion of the Results

Data analysis in the current study was divided into four stages, including two

independent-sample t-tests for analyzing the mean scores between the groups and two

paired-sample t-tests to analyze the mean scores within the groups. Different measures of

analyzing the data were used to answer the research questions.

At the beginning of the study, one independent-sample t-test was performed on the

pre-test scores of both the control and treatment groups. The results indicated that there

was no significant difference between the pre-test mean scores of the two groups. The

lack of significance differences between the two groups at this stage is likely the result of

the equal division of the participants by grammar ability into groups based on their

FENM placement test scores. When dividing the three levels of FENM students (n=90)

into one control and one treatment group, their placement test scores were used as the

criteria. Therefore, it could be said that the placement test and instrument used in this

study had similar validity.

For the analysis of pre-test and post-test scores within the control group, a

paired-sample t-test was used. The results indicated that there was no significant

difference between the pre-test and post-test mean scores within the control group. One

reason for this may lie in the absence of metalinguistic feedback. In the present study, the

control group did not receive any kind of corrective feedback. Participants in this group
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were only informed of their total scores. In addition, they were not allowed to read the

metalinguistic feedback after the pre-test. Instead, they were required to log out of the

online test system immediately. Another reason may be that participants in the control

group did not have the opportunity to acquire additional grammatical knowledge in their

communicative or educational settings during the interim period between the pre-test and

post-test.

In terms of the other paired-sample t-test conducted on the pre-test scores and

post-test scores within the treatment group, the results revealed that the treatment group

increased significantly between pre-testing and post-testing. A partial explanation for this

result may lie in the fact that the treatment group students did receive metalinguistic

feedback immediately after they finished the pre-test. Metalinguistic feedback, including

explanations and corrections for the questions, served as the treatment in this study. After

the treatment group students finished the pre-test, metalinguistic feedback was

immediately provided by the online test system. Test takers only had to click the

“correction” button to read the explanations and corrections in both English and Chinese

for the test questions.

Metalinguistic feedback in this study was believed to be connected with students’

interlanguage, further strengthening their grammatical knowledge and leading to better

performance. In addition, perhaps the interim period between the pre-test and post-test
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allowed the students in treatment group to apply the grammatical structure/knowledge in

questions/explanations in real communicative situations, providing them with additional

opportunity to negotiate meaning and monitor their own output.

For the last stage of data analysis, an independent-sample t-test of the post-test mean

scores of control group and the post-test means scores of treatment group was performed.

Results of this stage showed that there were not significant differences in the post-test

scores of the two groups though the mean scores of treatment group were higher than

those of the control group.

One for this outcome may be that the treatment group received metalinguistic

feedback while control group did not. Further, because both control and treatment group

were of equal level of grammar proficiency at the start of the study, if treatment group

made improvement on the post-test, then metalinguistic feedback had been proved to be

efficient. Therefore, it is possible that treatment group could do better than control group

on the post-test (Table 4.11).
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Table 4.11
Summary of Data Analysis and Results

Group Data Analysis Significance
Control (pre-test)
& Independent-sample t-test No
Treatment (pre-test)
Control (pre-test)
& Paired-sample t-test No
Control (post-test)
Treatment (pre-test)
& Paired-sample t-test Yes
Treatment (post-test)
Control (post-test)
& Independent-sample t-test No

Treatment (post-test)

4.5 Comparison between Results and the Literature Review

This section compares the results of the current study with those of other studies that

were mentioned in Chapter Two. Type of feedback in previous studies were discussed in

2.4.2. Findings in the current study are not in contradiction with those of the empirical

studies mentioned above. With regard to effectiveness of feedback, our findings confirm

those of Nagata (1996) and Jang (2007), although there are some differences regarding

the aspects of the studies.

In Nagata (1996), the results revealed that intelligent feedback, which provides

detailed grammatical explanations, was more effective than traditional feedback, which

indicates only missing/unexpected words in enhancing learner ability to produce Japanese
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passive sentences.

Also, in Jang (2007), the results indicated that formative diagnostic feedback was

useful in enhancing students’ L2 reading comprehension ability. Findings in the present

study, and those of Nagata (1996) and Jang (2007) all provided evidence that

metalinguistic type of feedback (detailed explanations) was useful in helping students

improve their second language ability.

In addition, Ellis et al (2006) also suggests that learners’ performance on the

post-test explicit feedback (metalinguistic explanation) was more effective than implicit

corrective feedback (recast) on the test of past tense —ed for low-intermediate ESL

students. Even though there were some differences between the present study and Ellis et

al (2006), findings of the two studies indicated that explicit corrective feedback was more

useful than implicit kind or no corrective feedback.

Bitchener (2008) and Bitchener & Knoch (2008) examined the efficacy of different

types of corrective feedback (direct corrective feedback, written metalinguistic

explanation and oral metalinguistic explanation) on writing tasks.

Even though results in Bitchener (2008) and Bitchener & Knoch (2008) showed that

none of the three types of feedback was more effective than the others, it also indicated

that when students received all these three types of feedback, they outperformed those

who did not receive any. This also supports the notion that as long as the feedback is
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explicit and includes metalinguistic explanations, it helps learners achieve better learning.
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Table 4.12

Comparisons between the Present Study and Other Studies

Studies Language Target

Type of Feedback

Methods

The present  English grammar

study

1.No corrective feedback —Pre-test—Post-test (x)

2.Metalinguistic feedback— Pre-test—Post-test (0)

1.Control & Treatment Group
2.Pre-test/ Post-test design

Nagata (1996) Japanese passive sentences

1. Traditional feedback — Pre-test—Post-test (x)
2. Intelligent feedback — Pre-test—Post-test (0)

1.Control & Treatment Group
2.Pre-test/ Post-test design

Jang (2007)  English reading comprehension

Formative Diagnostic feedback

— Test-taker’ perspective (0)

1. Test-taker’ response

2. Questionnaire

Ellis et al English past tense-ed. 1.Implicit corrective feedback — Pre-test—Post-test () 1.Control & 2 Treatment Group
(2006) 2.Explicit corrective feedback— Pre-test—Post-test (0) 2.Pre-test/ Post-test design
Bitchener English Writing 1. Direct corrective feedback— Pre-test—Post-test (x) Pretest, immediate posttest and delayed
(2008) 2. Written meta-linguistic explanation—Pre-test—Post-test (0) posttest
3. Oral meta-linguistic explanation— Pre-test—Post-test (X)
Bitchener English Writing 1. Direct corrective feedback— Pre-test—Post-test (x) 1. 3 treatment groups + 1 control group
& 2. Written meta-linguistic explanation—Pre-test—Post-test (x) 2. Pretest, posttest and delayed-posttest

Knoch (2008)

3. Oral meta-linguistic explanation— Pre-test—Post-test (X)

Note: (0) refers to the more effective treatment, and (x) refers to the less effective treatment.
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Chapter Five

Conclusion

This chapter firstly presents the conclusion of the present study. The conclusion is
followed by implications of the study. Finally, the limitations of the study and suggestions

for future research are offered.

5.1 Conclusion

This present study was conducted to examine the effectiveness of different types of
feedback (no corrective feedback; metalinguistic feedback) on an online diagnostic
multiple-choice grammar test for EFL university freshmen. Investigation of the
effectiveness of different types of feedback on students’ grammar proficiency helps the
researcher determine which types of feedback are the most useful for improving students’
grammar ability. Furthermore, the findings of the study are applicable to curriculum
design, and will hopefully help facilitate learning in the near future.

Participants (n=90) were from three levels of FENM classes (one high, one mid, and
one low) and were divided into one control group (n=45) and one treatment group (n=45).
An independent-sample t-test showed that both the control and the treatment group did
not differ significantly on the pre-test. After the pre-test, the control group did not receive
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any corrective feedback. By contrast, the treatment group received metalinguistic

feedback immediately from the online test system. Two weeks after the pre-test, both

control and treatment group took the post-test.

Participants took the tests online and data was collected by the computer system

automatically. Two independent-sample t-tests were used in analyzing the data between

groups, while two paired-sample t-tests were used to analyze the data within the groups.

The major findings are summarized as follows.

1) No statistically significant difference was found between the mean scores of the

pre-test and post-test within the control group.

2) There were significant differences in the pre-test and post-test mean scores in the

treatment group, which received metalinguistic feedback.

3) Differences of post-testing scores between the control and treatment groups were not

significant although the mean scores of the treatment group were higher than those of the

control group.

The results indicated that treatment (metalinguistic feedback) was the main factor

that could explain the differences between the groups in the post-test of the current study.

Control group participants did not improve greatly on the post-test, likely because they

did not receive any corrective feedback after the pre-test. However, the treatment group

showed significant improvement on the post-test, which is apparently related to the
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treatment they received after the pre-test.

5.2 Implications of the Study

Grammar learning is regarded as essential in foreign language acquisition (Purpura,

2004) and measuring language proficiency is crucial because it is regarded as the criteria

for assessing learners’ language skills (Alderson, 2005). With the advent of computer

technology, immediate feedback can be delivered by a computer system, taking the test

beyond the purpose of measuring students’ ability to exploiting the test’s potential as a

learning tool.

As mentioned in previous chapters, the education system in Taiwan is more

exam-oriented than in western educational settings. Thus, if we can understand what

types of feedback on grammar tests are the most useful, there is a possibility students

could achieve facilitative learning from the test.

Even though research on different types of feedback on grammar and other types of

language tests is plentiful, little research has been done in Asia. Therefore, the findings of

this study contribute to the field’s understanding of different types of feedback on English

grammar tests in Asian educational settings.

The results revealed that no significant difference was found between the mean

scores of the pre-test and post-test within the control group. This finding suggests that the
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teacher should give students corrective feedback because providing students with their

scores without corrective feedback cannot help them improve their grammar proficiency.

The current study also found that there were significant differences in the pre-test

and post-test mean scores in the treatment group, which received metalinguistic feedback.

In other words, explicit corrective feedback, especially metalinguistic feedback, is likely

to improve student performance on grammar proficiency tests. This finding indicates that

metalinguistic feedback is useful and can be used by teachers to help students enhance

their grammar proficiency.

In addition, because the feedback was immediately delivered by the test system, and

the effect appears to have lasted for at least two weeks, this present study offers empirical

evidence that metalinguistic explanations of grammatical rules are useful and computer

technology makes the delivery of immediate feedback easier than in traditional testing.

Hence, if instructors could make good use of technology and apply metalinguistic

feedback in grammar exams, student learning should be facilitated.

5.3 Limitations of the Study and Suggestions for Future Research

The present study not only confirms the findings of previous studies with regard to

types of grammar test feedback but also provides a better understanding of effectiveness

of different types of grammar feedback in Asian second language learning settings.
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However, there remain a number of limitations to the study, and these limitations may

signal directions for future research.

One limitation is that this study only used quantitative data that focused on

university freshmen’s grammar performance on the pre-test and post-test. If qualitative

data such as student perspectives on the feedback could be included, the researchers

would have a more robust understanding of such feedback.

Another limitation is the lack of examination of student performance across different

language proficiency levels. Though participants in the study came from three different

levels of FENM classes, their data were only examined as two groups. Therefore, whether

the improvement of student grammar proficiency differs because of different language

levels could be explored in the future.

Finally, the number of participants in this study was limited. If future research on

this topic could include more participants, the evidence would be strengthened. Further,

the findings of the current study explored only a few aspects of the effectiveness of

different types of feedback. Additional research is needed to ascertain other aspects of

feedback.
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Grammar test item statistics and ratings of their Chinese and English explanations

Appendix A

Average Average
Item Item Item rating of sD rating of sp

number facility  discrimination  Chinese English

feedback feedback
1 0.69 0.22 4.15 0.82 3.46 1.04
2 0.18 0.30 4.03 0.98 3.62 1.16
3 0.78 0.35 4.04 0.96 3.60 1.13
4 0.71 0.39 4.12 0.88 3.63 1.15
5 0.69 0.39 4.07 0.97 3.65 1.14
6 0.78 0.39 4.00 0.95 3.59 1.07
7 0.59 0.26 4.22 0.96 3.71 1.15
8 0.57 0.17 4.22 0.94 3.79 1.19
9 0.56 0.17 4.21 0.94 3.72 1.18
10 0.74 0.09 4.10 0.95 3.65 1.09
11 0.76 0.26 4.12 0.87 3.66 1.16
12 0.93 0.13 4.17 0.80 3.65 1.03
13 0.63 -0.042 4.13 0.93 3.71 1.17
14 0.69 0.61 4.18 0.83 3.66 1.17
15 0.66 0.43 4.04 0.95 3.56 1.12
16 0.87 0.09 3.98 0.95 3.53 1.18
17 0.60 0.17 4.28 0.75 3.74 1.09
18 0.19 0.17 4.37 0.76 3.79 1.19
19 0.34 -0.13% 4.13 0.91 3.62 1.09
20 0.31 0.13 4.18 0.81 3.75 1.08
21 0.54 0.35 4.06 0.96 3.69 1.16
22 0.46 0.13 4.07 0.85 3.60 1.16
23 0.90 0.13 4.09 0.83 3.62 1.17
24 0.40 0.43 3.99 0.87 3.59 1.17
25 0.62 0.52 3.93 0.92 3.59 1.11
26 0.53 0.22 4.07 0.89 3.74 1.18
28 0.82 0.48 3.93 0.98 3.51 1.14
29 0.62 -0.04° 3.91 0.86 3.59 1.14
30 0.50 0.57 3.91 1.09 3.65 1.19
31 0.51 0.22 4.16 0.84 3.66 1.15
32 0.49 0.43 3.97 0.86 3.69 1.10
33 0.54 0.22 4.10 0.95 3.66 1.10
34 0.40 0.39 4.06 0.94 3.69 1.14
35 0.47 0.65 4.01 0.94 3.50 1.11
36 0.47 0.26 4.01 0.95 3.62 1.22
37 0.72 0.48 4.10 0.89 3.66 1.12
38 0.69 0.43 4.13 0.80 3.67 1.08
39 0.38 0.13 4.18 0.90 3.96 1.12
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Average Average

Item Item Item rating of sD rating of sp
number facility  discrimination  Chinese English
feedback feedback
41 0.21 0.09 4.24 0.92 3.79 1.19
42 0.32 0.48 4.26 0.80 3.75 1.18
43 0.46 0.22 4.28 0.88 3.76 1.21
44 0.84 0.09 4.16 0.94 3.72 1.16
45 0.47 0.22 4.04 1.05 3.63 1.17
46 0.68 0.04 3.93 1.01 3.69 1.10
48 0.35 0.35 4.22 0.83 3.76 1.11
49 0.49 0.30 4.31 0.80 3.84 1.06
50 0.60 0.22 4.16 0.90 3.78 1.14
52 0.71 0.30 4.12 0.88 3.74 1.09
53 0.49 0.61 4.13 0.87 3.76 1.17
54 0.60 0.52 4.23 0.86 3.74 1.15
55 0.40 0.48 4.13 0.98 3.69 1.21
56 0.50 0.48 4.06 1.05 3.81 1.16
57 0.62 0.43 4.17 0.90 3.65 1.20
58 0.75 0.39 421 0.79 3.78 1.15
59 0.21 0.09 4.24 0.75 3.71 1.06
60 0.26 0.17 4.12 0.98 3.74 1.15

% Items with negative item discrimination were checked for content validity; it was
decided that these items were testing their respective structures so were left in the test for
analysis purposes.
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Appendix B

Item Frequency (%) of Pilot | Questions

Pre-test Post-test
Item Key A B C D Key A B C D
1 D 0.0 35 00 650 B 333 650 17 0.0
2 A 750 200 33 17 C 50 33 917 00
3 C 50 117 717 117 A 483 250 83 183
4 D 6.7 16.7 350 417 C 13.3 133 60.0 133
5 A 467 00 383 150 A 517 6.7 383 33
6 C 200 17 783 0.0 C 100 1.7 850 33
7 B 00 700 33 26.7 C 50 11.7 533 300
8 B 83 700 83 133 A 667 6.7 133 133
9 D 18.3 21.7 10.0 50.0 D 400 50 200 350
10 D 183 250 25.0 317 B 25.0 350 217 183
11 B 50 55.0 183 217 C 333 150 500 1.7
12 A 400 117 26.7 21.7 D 1.7 26.7 26.7 45.0
13 C 6.7 33 717 183 A 433 233 83 250
14 A 483 183 250 83 C 6.7 10.0 66.7 16.7
15 A 483 250 0.0 26.7 A 533 417 17 33
16 B 50 417 183 350 B 100 56.7 6.7 26.7
17 B 1.7 583 20.0 20.0 B 200 617 6.7 117
18 C 13.3 83 583 200 D 100 1.7 433 450
19 B 133 733 6.7 6.7 C 6.7 150 717 6.7
20 C 26.7 25.0 383 10.0 D 483 100 11.7 30.0
21 B 50 283 633 33 A 217 200 550 33
22 A 450 350 200 00 B 1.7 56.7 233 16.7
23 D 31.7 133 6.7 46.7 B 30.0 40.0 100 20.0
24 B 23.3 60.0 100 6.7 B 217 717 33 6.7
25 C 3.3 233 500 233 C 6.7 217 55.0 16.7
26 B 21.7 550 217 17 B 383 517 6.7 33
27 C 20.0 150 35.0 30.0 B 6.7 883 50 00
28 A 283 550 100 6.7 A 467 400 83 50
29 C 26.7 11.7 550 6.7 B 450 417 83 5.0
30 A 683 133 150 33 A 8.7 67 67 00
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Appendix C

Item Frequency (%) of the 6 revised items from Pilot |

Pre-test Post-test
Iltem Key A B C D Key A B C Key
3 C 5 11.7 717 117 A 483 25 8.3 A
7 B 0 70 3.3  26.7 C 5 11.7 533 C
9 D 183 217 10 50 D 40 5 20 D
13 C 6.7 33 717 183 A 433 233 83 A
27 C 20 15 35 30 B 6.7 883 5 B
30 A 683 133 15 3.3 A 867 67 6.7 A
Item Frequency (%) of the 6 revised items from Pilot 11
Pre-test Post-test
Item Key A B C D Key A B C Key
3 C 419 129 35 97 A 226 32 516 226
7 B 9.7 387 97 419 C 129 161 484 226
9 D 9.7 161 161 581 D 129 97 129 645
13 C 16.1 65 484 29 A 419 29 9.7 194
27 C 129 161 226 484 B 194 581 161 6.5
30 A 419 29 129 161 A 613 29 32 65
Item Frequency (%) of the 6 revised items from Pilot 111
Pre-test Post-test
Iltem Key A B C D Key A B C Key
3 C 79 79 842 0 C 105 105 78.9 0
7 B 26 526 0 44.7 C 26 132 789 53
9 D 105 263 184 447 D 211 105 211 474
13 C 5.3 0 55.3 395 A 605 53 132 211
27 C 184 132 421 26.3 C 26 53 868 53
30 A 711 132 79 79 A 921 0 53 26
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Appendix D
Pre-test Feedback

A. WORD ORDER IN STATEMENTS, QUESTIONS, AND EXCLAMATIONS

2. Sheaskedme D
a. where | to buy my shoes.
b . where did | buy my shoes.
¢ . where bought I my shoes.
d. where I bought my shoes.

Explanation: B and C are not correct because the above statement is not a question, so
you should use the regular sentence order (subject + verb). Although the word “asked”
seems to indicate a question, here it is used to report a question that another speaker has
asked. A is not correct for two possible reasons. First, if the subject “she” of the first
clause is also the subject of the second clause, it would be correct to say “She asked me
where to buy shoes” (i.e., recommend a good store that she should go to). Second, if the
subject of the second clause is “I”, then there should be no “to” before the verb “buy”;
then the correct sentence should be “She asked me where I buy my shoes.” By the way,
the difference between “where I buy my shoes” and “where I bought my shoes” is that the
former refers to where | regularly go to buy my shoes, while the latter refers to where |
went (in the past) to buy my shoes.
B AIC ﬁw;j\rjﬁfg s PRER A Hh J[E%L‘FIL ﬂj , P,a e |- o IL:IJ;J'FKJ}IIEH:,' (= 5+
) o m[w Pasked s (11§t fUEREEH > (012 fOAIRLBALD ) (i
F[:g ol *FH pJFlL Aij LJF}%EI?J » FURIE |2 e F[ff_ RS F[JZJ'FIGJ} =] she
”Jidf i fv" o= i CEI9RLE 4% she asked me where to buy shoes. (FERAs 4
— [H] T%EVFF) o BV S PR T FRRL Ty o HVEEE buy il )
to WIF}PEE Y f'“ "kl She asked me where | buy my shoes. {9 » =+~ FIJ where | buy my
shoes {=L where | bought my shoes [+ [fil % » ﬁﬁﬁﬂ?ﬁﬂﬁ? PHEE= Ry o g
HLETE S HERLS PRI (95 E )

3, What A !
a. abig boy your son has become
b . has your son become a big boy
c . your son a big boy has become
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d . has a big boy has become your son

Explanation: B and C are not correct because the above statement is not a question, so
you should use the regular sentence order (subject + verb) after the word “what”. The
speaker is surprised how big the boy has become, so “a big boy” should follow the word
“what”. This is why A is correct and not C.

& 2SI e what b SO U LR THEIT (2 7+ ) B AID
T PR f > what I St # > ¥ SRR P A D
C I -

B. SUBJECT-VERB AGREEMENT
B. = ~ [ it

4. The old man standing under the park trees _ C___ happy.
a. do not look
b . not looking happy
c . does not look happy
d. not look happy

Explanation: The noun that is closest to the verb of the sentence is not always the subject.
In this sentence, “trees” is not the subject but rather “the old man”. The subject “man”

is singular, so the verb “look” is also singular.

T FIJQ' FHEZPRERHpY EiRl e 2B Bkl 5 o fE T trees”? 2 5 ~ “the old man”
AL ¢ [ P man B (R ook T 1Y -

5. Itis hard to believe that no one among our club's members D to pay their
fee.

. to want

. wanting

. want

o O T o

. wants

Explanation: The subject of the sentence is “no one”, which is singular. Therefore, the

verb “want” should also be singular.

= F[J FIY= 57no one” RLHTE > Fqé";‘I*J?n?J”want”IU\ FARIIE
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C. COORDINATED CLAUSES
C. SIEHHF

6. She isn’t a full-time nurse in this hospital A a volunteer who helps out once
a week.
a. but rather
b. and
Cc . instead
d. butalso

Explanation: The sentence pattern is “not” + verb...but rather”, so only A is possible. C
would be possible if the sentence were divided into two sentences, “She isn’t a full-time

nurse. Instead, she is...”

+ B P ERL” not + verb..... but rather” » BT UF | A RL iy F&ﬁi o YN E RS Y

it FH:J' » CU ' I'J3 > Y[”She isn’t a full-time nurse. Instead, she is.....”

7. A man dressed in old, dirty clothes came to our door _ C__ for food.
a. and begging
b . but begging
¢ . and begged
d. but begged

Explanation: The coordinating conjunction “but” introduces a contrast or an unexpected
outcome. If you say, “The man stopped but didn’t say a word”, the word “but” indicates
that the second sentence is unexpected and surprises you. In the sentence above, the
man’s begging for food does not surprise you, so B and D are not correct. Secondly, when
you use a coordinating conjunction like “and”, the words in front and behind “and”
should have the same form. In other words, if you put an adjective before “and” you
should also put an adjective after “and”. The verb “came” is in the past tense while
“begging” is a present particle of a verb. They are not the same form, so A is not correct.

C is correct because the verb “begged” is the same form as “came”.

AP FR but Fe — TR |y LD 9t psE U o [B9[1F 1” The man stopped but
didn’t say a word” - #[Vfic but iﬁ[’[ﬁﬂ"ﬁﬁ 3.7 didn’t say a word”{fli (AT | R T (v oS
9t o BEE T the man’s begging for food” jﬁ%"ﬁj (R E R > ) B~ D ﬁBTIA
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fﬁ“‘:‘ o EITH ’g g =] tfflg_}%ﬁﬁijf HJ—; ﬁx ANERR = F]'E;,[ = o E*HJFF@E s YT
and Vi~ ® F"—ﬁ] ﬂﬂﬁt%%rﬁ ik and 7 M JI/FMEJ AR SETE R and
VTR 7 came - i e EF P IS 2 begged 5 C -

D. ADVERBIALS
D. Fﬁ']?ﬁ]

8. __ B the plane landed at the airport, we called home to say that we had arrived
safely in Taiwan.
a. Although
b. Assoon as
c. Before
d. While

Explanation: A is not possible since the word “although” introduces a contrast or an
unexpected outcome. Answer A would be possible if the sentences were, “Although the
plane landed at the airport, we were not allowed to disembark.” The second sentence
describes a situation we would not expect. C also does not make sense since you won’t
call to say that you have arrived until you have landed. D is not correct are not correct
because “while” is normally followed by the continuous tense (i.e., we were getting). “As
soon as” means “when” and is, therefore, the only answer that is logical.

AT FLE":? » [A although = — fgﬁ@ﬁ%ﬁﬁﬁy JEpEE o YN although o Hl F[J
=" il RS Although the plane landed at the airport, we were not allowed to
disembark.” ¢ #. — fﬁ‘m‘ﬁ’ﬁE N ’I@‘[‘SFHI/” o CETT p S PR R TR TS
] » B4 Pt R VTR T W e DY P it T

T (Y we were gettlng) o As soon as fuETRIEHT when > F’YF lFoE

9. B herlast exam, Tina celebrated by going out to a movie with some friends.
. As she was taking

. Having taken

. Taking

. When she took

o O T o

Explanation: Both A, C and D mean that she took the exam and celebrated at the same
time. This is impossible, so those answers are not correct. B means “After she took” and
is the only possible answer.
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A~ CHID EFIPUERLEL THEE A1 TR [ [ 3% o ’lﬁiT frfefoEs -
FIFET e « B ZIPUEELLL” After she took™ » ‘\—ﬂf—“# [ lJAzj(

E. CONDITIONALS
E. fEF o

10. D : at least ten kinds of nesting birds.
a. If you walked through those woods now, you would have seen
b . If you walk through those woods now, you would see
c . If you walked through those woods now, you will see
d. If you walk through those woods now, you will see

Explanation: In English, conditionals usually begin with the word “if” and can be
labeled either real conditions and unreal conditions. Real conditions are those that can
really happen while unreal conditions cannot. In real conditions, the first clause is in the
present tense, and the second clause is in the future tense. In unreal conditions in the
present, the first clause is in the past and the second clause uses “would”. D is a real
condition and is the only answer that is grammatically correct. A is an unreal condition
but it is not grammatically correct. It would be correct if the answer were, “if you

walked..., you would see”.
Y R PO AR I I SR S IR BRI A O -
BRI E ﬁi’W?%%WEWEWWTﬁﬁﬁéogiﬁaamﬁw’@
SRR S AR T AR AR PR T
P EZ 2 B [ o RIL R  would o i E U Tﬁ“f PRI Rl - ARLRE
L AR ORI (00 Jﬁﬁn{ I RGE UL if you walked......

you would see” °

11. At this moment Lisa doesn’t remember all of the vocabulary on the quiz. D
a. If she studied harder last night, she would remember it better
b . If she had studied harder last night, she would have remembered it better
c . If she studied harder last night, she would have remembered it better
d. If she had studied harder last night, she would remember it better

113



Explanation: First, this sentence is an unreal condition since she didn’t study hard for
the quiz and it is too late to change that now. Secondly, this sentence contains two
different time frames. In the first clause, the time frame is in the past (“last night”) ; in the
second clause the time frame is in the present (at this moment when she is taking the
quiz). Therefore, the first part is a past unreal condition (“had studied”) and the second

part is a present unreal condition (“would remember”).

Fre o fuED TR ) PO BB R [ 2 e
e 5T A FIJE'J?ﬁF‘JEEJJCFE' ik o 7 57— (B HJH[ ) Eﬂjfa gﬁ 9‘ g last night -
FEHT I T TR R B Y S IR A

*> (had studied) > 53l pER== 5 1T~ (would remember)

F. RELATIVE CLAUSES
il f

12. John, B, was proud when he won first prize.
a. whom we convinced him to join the race
b . whom we convinced to join the race
¢ . who we convinced him to join the race
d . who we convinced to join the race
Explanation: It is important to notice two things here. First, the relative pronoun “who”
is an object (i.e., we convinced “who”), so you should use “whom” in formal, written
English. Secondly, the relative pronoun “whom” takes the place of John and, therefore,
you should not add another reference to John by saying “him”.
e s E R T R A e Fiek o Jfﬁ%l o Ea
IFU s PR fi}—bgr\:y ?{ F@H' IS F%:IF[I B = Feguyﬁﬁﬁyh ”whom™
577 o l)ﬁ*ll—&ﬂ,ﬁw%ﬁ (¢ “whom” ©IZV[% John 5 £GEl Jﬁf TR b
" John™ || TJ T?El@[’ * EF “him”,
13. The Christmas decorations, A, represented different scenes from the
Biblical story of Jesus’ birth.
a. many of which Sylvia bought at the flea market
b . many which Sylvia bought at the flea market
¢ . which of many Sylvia bought at the flea market
d . which many of them Sylvia bought at the flea market
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Explanation: When you use a quantifier such as “many, much, some...” in a relative
clause, you should use the structure “quantifier + of + relative pronoun” (i.e., many of
which). This is the reason that only A is correct.

’él U |EH& (U' many, much, some...”)7 EFEJ 7 HJF IEHJE » E‘:Tf—ﬁ ,ﬁ?f% £l
+of + TJ |* (#1r = many of which). FFSFF,J E Aii’@feﬂ NE o

i

G. NOUN CLAUSES
= FIJ

14. What advice can you give me about _ C__ a better job on my homework?
. that how I can

. how doing

. how to do

. how can I do

o O T o

Explanation: “About” is a preposition, and only nouns follow prepositions, sentences
such as questions. For this reason, D is not correct. D is a question. A is not correct
because of the word “that. It would be correct if the answer were “how I can”. The
reduced form of “how I can” is “how to do”, so C is “correct.

Explanation: sentences such as questions = sentences such as questions are not proper
here.

“ About” T [F= Fi '??n i E R HJJ"V ﬁ?ﬁj?}iﬁ?' I :}EﬁL F,J?}';g??' o FHAT D Rl ff#
] |H?' s ’FLSP 1’ A 7 LQFjL[ﬂF b % 7that”; 77 that” . IF’J* “how I can”
ﬂﬂ’ﬁ[lf—“ﬂﬂﬂ F ° ﬁljfi FICfY ”how to do” L ”how I can” Y[~ E]fi » FF?C BT

e

15. A wasamystery to all of us.

. Why she was acting so strangely

. Why was she acting so strangely

. That why she was acting so strangely
. Why acting so strangely

o o T 9

Explanation: The answer to this one should be a noun because of the verb “was”. You
could be sure of this by putting a noun in the blank such as “her behavior” and, it makes
sense. A noun clause is, therefore, appropriate. The structure of a noun clause is generally
an interrogative pronoun (e.g., why) or “that” + subject + verb. Notice that you should

115



not put both the interrogative pronoun and “that” together in the same clause!

A T— ¢%§EU AL A - ITRITEGE I S
}H— (HY[” her behav10r”1§ﬁ¢ll (EkeEE fﬁ[’“ PR A HE- W jfl%ﬁfliip“é F[J
<o 9 W =l EEET RS T e R IR F,u?%ﬂ‘ [H%L—Fﬁ
(& — W “that” [ = G + B - Mﬁj—ﬁc AVRL - SIS BF 2 that TRz
RS TR O T R i

H. PAST TENSE
EHENE

16. Charlie discovered thathe A the wrong girl in the dark when the lights went
on again.
a. had kissed
b. kissed
c. iskissing
d. was kissed

Explanation: The past perfect (“had kissed”) is used when there are two actions (verbs)
in one sentence and the second action happens before the first. In this sentence Charlie
kissed the wrong girl before he discovered this, so you should use the past perfect “had
kissed”.
Explanation: in one sentence and .... = in one sentence (all happened in the past)
and
ﬁ;lﬁl‘E( ARG R - o IS i) 2 50 g ot

73y (WP RV rJEf T H A S E‘F“ ( had kissed ) » 7+ I'—HFIJHI » ”Charlie %IEFF

Rt LV Pf i = = kR824 (had kissed) -

17. 1 ___ B ___ suspicious of Henry ever since | saw him come home late at night
several days.
a.am
b . have been
C. was
d. had been
Explanation: This sentence is in the past, so A is not possible. Because of the word

“since”, the first part of the sentence must be in the present perfect (“have been”). The
present perfect expresses that the speaker has been suspicious from past until present. D
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would be correct if the verb in the second part were “had seen”.

Explanation:

PR URLEE S TS o i A G o [T Since VR i BT i f}}‘“\ﬁﬁ’ VR
SRy =C (have been ) o F 7SR A F “‘“’ﬂ e T Eﬁt ﬁ[ f Henry &7 gk EI
SR ERL - T D Ul IR Y ﬁmwwﬂwf‘%mmmmﬂﬁDﬁaﬁ?

I.PRESENT TENSE
e
18. Tom B not to recognize which of the babies to him.

a . isappearing, is belonging
b . appears, belongs

C . appears, is belonging

d. is appearing, belongs

Explanation: The verbs “appear” and “belong” cannot be used in a continuous tense, so
only B is possible.
fiiaH] “appear” I “belong” T{=MITEIE S FAY IR > IR B RLATHERY -

19. Yum. 1 C__ something good cooking in the kitchen. | wonder what it is.
a. amsmelling
b . have been smelling
c. smell
d. smelled

Explanation: From the second sentence, it is clear that the person is speaking in the
present, so D is not possible. The verb “smell” can be used in the present continuous and
the simple present. When the verb “smell” is used in a continuous tense (e.g., I am
smelling the flower.), it means that the speaker is inhaling close to an object in order to
know its odor. This is not what the speaker means in this sentence, so A and B are not
correct. When “smell” is used in the simple present or past, it means that the speaker is
not making a conscious effort to perceive an odor. (S)he notices an odor suddenly and
naturally. This is what the speaker means in this sentence, so D is correct.
Explanation: so D is correct. = so C is correct.
3T [ HH THUEREPY R r*’wﬁg{p DECSUL i e s e ﬁ&ﬁiﬁr‘g D TF'H: > FFA
mﬂvﬁ””d%dfﬁ4b$ﬁmﬂ*ﬁfHmmﬂdwﬁAMHmmmmW
the flower. ) - % ﬁﬁ:ﬁ R TR R PR TN Sak o IR AL
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FISLR BRI PO A BT A - i Msmell” F P SR E S TR
AT P B TG TR IR | LA R R B I -
i PRLE R HE RO g C

J. FUTURE TENSE
L=

20. Sally B __ her grandfather tomorrow once classes over.
a . will visit, will be
b . will visit, are
c . visit, will be
d. visit, are

Explanation: When you use the connector “once” to refer to the future, the verb before

the connector should be in the future tense and then verb after the connector should be in
the simple present.

i E R T “omee [ FUT M A R ERY - I L [ ORIEE | g
o Oy IS AR IR A -

21. Thistime nextweekwe  C __ onabeach enjoying the warm sunshine.
. will lie

. are going to lie

. will be lying

. will have lied

o o T 9

Explanation: The expression “this time” + a time requires the future continuous “will be
lying”.
s~ e A UG L L I R L O ‘U‘ﬁE'J FfaEEF “will be lying”

K. MODALS
K. fhteega

22. Lucy B tothe party because she wasn’t in her room a few minutes ago.
a. could go
b. could have gone
c. mightgo
d. hadtogo
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Explanation: This tense of the verbs in this sentence are clearly in the past. Lucy was not
in her room because she probably went to the party. A is not correct because the tense is
wrong. “Could” + verb is used to mean strong possibility in the present and future. “She
could go” means that it is very possible that she will go. C is not correct because for the
same reason. “Might” + verb is used to mean weak possibility in the present and future. D
is the past tense of “must”, but using “must” here doesn’t make sense. B is correct
because “could have gone to the party,” means that the speaker is using logic to guess that
she went to party. In other words, Lucy is not in her room, so | conclude that she went to
the party. “Could + have” + past participle is used to mean strong possibility in the past.
HOR < SR o PR ISR 5 © Lucy BTN T R SR S
= ?’Kéﬁf ARLT I > PR rmiffp U “could™t FUFH RLM A B G A
F e FESEFIAV 1% © “She could go,”Hi [ £ %JEﬁ [l “}{‘fjﬁ’* .o Cij }ﬁ%p% .
I AR o “might™f5R RLF e SR A %Ersi P RYFFElE © DAL

“must”fI3E . Eﬁj'rl: > {E“must” 3 7 ]—J UL B RLT L i RET, “could have gone to
the party,”&i Bl ELF ?uﬁfﬁ“ . F'J‘Eﬁg{ﬂﬁﬁhj T A VTS - }Zaﬂﬁ'“‘ > Lucy 27 7
TRV R > AT Iﬂ BrEfpd o VTE - “could have ™+ A ST EH RLM e BhE S
N EAE RN

23. After having asked the coach for many weeks, | A the team yesterday.
a. was finally able to join
b . could finally join
c . could have finally joined
d. can finally join

Explanation: The word “yesterday” indicates that the sentence is in the past, so D is not
correct. C is not correct because “could have joined,” means that the speaker is using

logic to guess something. For example, “she could have gotten lost because she hasn’t
arrived yet” means that you conclude logically that she is lost because she hasn’t arrived
at her destination. However, in the above sentence the speaker is saying this about himself,

which would be strange. “B is not correct because “could” is used to mean ability in the

past during a period of time. For example, “I could jump very high when | was young.”
“Could” is not used for a specific time in the past. You cannot say, for example, “I could
jump high yesterday.” In this case, you need to say, “I was able to jump high yesterday.”
That is the reason A is correct.

T “yesterday”iﬁ fﬁﬂ"ﬁL' [IIL_F(,[,H H=f IJEfﬁﬁ SR =Y o Bl D RLT Ljﬁéﬁ@ > C Ll
T IfERY > P could haveJomed HRL Fu??mI;IHEJ L H R = S RGEIS -
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“She could have gotten lost because she hasn’t arrived yet,”Hi ful £ % e 14 St frp o
VR ERPBEN AP R TR o SRy R BRI e 2R
FIJ_F?J [ » B AL iy - P EL “could kL™ e A 5l EEE\;JE Féﬂﬁ\j]rﬁgﬁﬂ Lo B <
could jump very high when 1 was young.™“could” L= [ - S — LAV R o 15
T H=@“I could jump high yesterday.” » [ xLfeIF“l was able to jump high yesterday.” -
SEHERLES (e A LTt -

L. COMPARISON

24, Havingapool partyis D having it at the beach!
a. notthe same fun as
b. quite less fun as
c. asnotfunas
d. not quite as fun as

Explanation: Only D is grammatically correct. B would be correct if the answer were “less fun
than”. C would be correct if the answer were “not as fun as”.

R L UE DAL L D BV R “less funthan” -C R 4T “not
as funas” -

25. B thanany other job I know.

. An international tour guide is more stressful

. Being an international tour guide is more stressful

. An international tour guide is stressfuller

. Being an international tour guide is more stressfulller

o o T 9

Explanation: Only a job can be stressful, not a person, so A and C are not correct.

“Being an international tour guide” means working as an international tour guide. The
comparative form of “stress” is more stressful, so B is correct.

B« stressful (F /B 91Y) iﬁgpl’[ﬁ{ﬂ"ﬁ"gé E:amgr,égﬂj STk > BT AFIC gﬁ e
’Fi“é > “Being an international tour guide” i Ll £/ /BIEELEET T o “stress” IV EEHfik Rk £
more stressful » 51" B fg}’ﬁg’p@ 0

M. ARTICLES
M. 5=
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26. Sheteachesin __ C __ Biology department of Tunghai University.
. the, the

. (nothing), (nothing)

. the, (nothing)

. (nothing), the

o O T o

Explanation: In front of college departments (...Biology department), you should use
“the”, but not in front of the names of universities (Tunghai University). There is,
however, an exception. When a university is followed by “of ”, you need to add the
article “the” such as in the names “the University of California” and “the State College of
Michigan”.

R LT N R *fJE‘:’]'EB H B ER “the” (...Biology department %+ #7-%) » [FIRLE A
S GRTHIT P Tunghal University FMJJ\E*E ) o SR T pfj'?tﬁ/ ST, lglﬁ\%[:i &
E £ “of” P = | e 5a]“the” > 31911 > “the University of California”#{I“the State College
of Michigan” o

27. We were very unhappy because _ B suitcases that we had put in the bus’s
storage compartment were scratched.
a. some of
b . some of the
C. some
d. (nothing)

Explanation: A, C and D are not correct because of the relative clause “that we had
put...”. The relative clause makes it clear which suitcases the speaker means and,
therefore, you must add “the” to show this. The article “the” is used to indicate that the
suitcases are specific suitcases and not just any suitcases.

ier o A CHID flﬁ J;PE 0 F%TEJ[«N ’ F[J“that we had put...” E‘L{ﬁ/\_r [F%i& ﬁ?bﬁéﬁ
HE R AL [H ’ [*HPL! A & the” o 5 the  RLH | T L= % 41
REFyEpu 2 [ TRLE - 52 -

N. PASSIVES
N. J@éﬁh,ﬂ

28. During the earthquake, Mr. Peterson C when a bookcase fell down on him.
a. hurt
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b. hurted

c. was hurt

d. was hurted
Explanation: In this sentence the subject “Mr. Peterson” did not hurt himself; the falling
bookcase hurt him, so the idea expressed here is that “Mr. Peterson was hurt py the falling
bookcase.” This sentence should, therefore, be in the passive voice. The past participle of
the verb “hurt” is also “hurt”.
R :LFH FU V2 G M. Perterson” ™ 3 9 e 1o [ipRLET qépfjﬂ'ﬁ{fﬁ? S
| lﬁ?ﬂ ] FIJ HUEL“Mr. Perterson was hurt by the falling bookcase ”Mr. Perterson LY
ks p YA T e I iHI[_' (Ul IF'JT@E*JTFF: R “hurt”[3E A 55 @ RL hurt” -

29. The army general was afraid that some of his soldiers A during the battle.
a. might have been captured
b . might be captured
c . might have captured
d. might capture

Explanation: In this sentence the soldiers didn’t capture themselves; someone captured
them. Those people are not mentioned, but we can guess that they must be “the enemy”.
Therefore, the sentence means, “the soldiers were captured by the enemy” and must be in
the passive voice. When you use a modal such as “may or might” in the passive voice in
the past tense, the verb after the modal changes to “have been..

HERY fitiﬁf[“ o 4T ’ﬁTF"ﬁiH*B MEret i*' g TF—H*B (NI Ligx ’
FUFIE 2 o (ERLES PIReT 1*3 (L ﬂIFaFJ‘E' Y UL “the SOldlerS
were captured by the enemy” = =T Bk~ FF4RL [y £ S4TEE Fﬁzgﬁ;ﬁﬁt o ’é 1= P T
AREVEIR “may FY might” rj?ﬁzgﬁ;ﬁﬁtﬂ VihF hEE'J: ?&F{*J;ﬁ":'[/ % VR e T “have

been...”

O. INFINITIVES AND GERUNDS
0. I ¢

30. The neighbors don’tremember ~ C __ anyone leave the house the night the
murder took place.
a. tosee
b . to have seen
C. seeing
d. have seen
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Explanation: There are only three things that you can put after the verb “remember”: 1)
“that” + a sentence, 2) an infinitive or 3) a gerund. For this reason, D is not correct.
When a speaker uses an infinitive after “remember”, he means that he didn’t forget to do
something. For example, someone has expressed doubt that you locked the door before
leaving the house, so you reassure him by saying, “Don’t worry. | remembered to lock the
door before leaving the house.” The above sentence does not express this, so, A and B are
not correct. When a speaker uses a gerund after “remember”, he means that he can still
remember an event, situation or action. For example, I remember arriving home at 5:00.”
Here the speaker means that he still remembers the action of arriving home at 5:00.
Similarly, in the sentence above, the speaker means that the neighbors don’t remember
the action of someone leaving the house. For this reason C is the correct.
EJ’J?“ FyaH “remember” 1 & [ U = ?ﬁ‘lﬁiﬁd : 1)“that”+35' F[J » 2) TEF 3 P
o [NIF=D BT L#Fnzﬁw ° [E,@'Lﬁ {8 “remember” 1 i {1 R 0 BURLEL [”ﬁ‘“J
FT'j e F e I Fp R RS AL S8 IR LS GRS - “Don’t
worry. | remembered to lock the door before leaving the house.” T fol#& = » 75 r:t[ HEGH
A T o e AR 2 [P ATYB DG  Fi
“remember” Vi {fi ™ [E €17 0 BURIEL P[5 1?'@— [fFE]Hﬁ ] ‘Iﬁiﬁdﬁﬁfgﬁ R EHL/UE
remember arriving home at 5.00.”?&r—7:[ HEG = @’!éﬂ%‘\ o iﬁ@ mﬁ:f AU RS > FIIR
?glfg ﬁ?“%&’iﬁ'["%?ﬁﬂ?} —*rg’g% o AT > R ?ﬁﬁﬁﬁ?{ﬂjﬁLHt ;’gFF;
PR E) - B SR - w%irpaﬁ v

]ﬁll

31. A leftatthat last intersection was a big mistake
. Turning

. He turned

. Turned

. Heturns

o o T 9

Explanation: B and D are incorrect because there is already a verb in this sentence —
“was”. To understand this better, we could simplify the sentence by changing it into,
“This action was a big mistake.” Therefore, the part of the sentence that goes in the blank
should be a noun. To change the verb “turn” into a noun, you can add “ing” to it so that it
becomes the gerund “turning”. This is why A is the only correct answer.

R © B (1D P I LR SR P was” o 55 R SR o 25
rl }{’—j’ R AR L “This action was a big mistake.” o A= HJH Ifi JJ:F“‘%*;EJ L ,ﬁaj
B Eﬁj?ﬁ]“tum”t‘f B EF 0 |- ing dF ELES €7 turning” ;ﬂiﬁ:}\_f‘ bt e A RL
fE— f JL*FEFI °

123



Appendix E

Instruction Sheet for Participants (High-level class)—Chinese Version

A [ g
P*’*ﬂ“#”ﬁﬁWﬁW'E@#@#W%ol R 1 R
T [ﬂ pLJEJZsLAff@ e h%”rfp JE‘U/% 3&!”& EH TR B JFFL £ =

A Egd/ 3;f EE o HK ;tf‘ﬁ ik G o FRREA R laﬂjrﬁ“?ﬁqﬂ 2AniEs
SRR ﬁﬂﬁwwﬁ%ﬁﬁmﬂ”% T ORISR

@ﬁ’ﬁW$WME§°

457 q;:tv YR Y FE I - ] FAE D -

V) ;5155 wﬁhJ,NWw1w3v->E1W”<—>ﬁ””f*f$§§°

(@) R RRTIA L > GRS < -

w)ﬂnwﬁﬁw&ﬁ%%wﬁwrF%ﬁF A R BRI

(@) P FIJ?JHF i ﬂﬁﬁ”ﬁ‘f*ﬁzﬁ Wl - R Eﬁq‘iflgﬁg

(5) - ?’Hﬂ *ﬁﬁj’fw‘”@ Al > i Bgod o 2 bf’éﬁ AR

(M023) 3 i JHE& - JE(EU&LE*]F&[H Eﬁ‘%# FEEE %f‘«ﬁfﬂﬁ Pl

(6) 5 ¥ [F iR I RO 7 il » P BT ASE e e

¥, ﬁaﬁﬁfﬁ% e

U)m~?ﬂﬁMﬁiﬂﬁm,Pﬁﬂ°m~1kfﬂﬁ&ﬁ$%mm¢M%F
B o TR R LT - GRUBRHS e

STRE €8

Group 1 8:10~9:00 Group 2 9:10~10:00
01004015 01004049 01008014 01008046
01004606 01004005 01004310 01004322
01004923 01004059 01004026 01004601
01008067 01004309 01004902 01004616
01004642 01008061 01008011 01008060
01004018 01004024 01008054 01004943
01004032 01004306 01008004 01004067
01004316 01004608 01004064
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Appendix F

Instruction Sheet for Participants (High-level class)—English Version

Dear all,

First of all, thanks for your help with the online grammar test. This test

Helps the researcher know the effectiveness of different types of feedback on

the online grammar test. The test is divided into two parts, and is administered on
two different days. In each part, there are 30 grammar multiple choice questions,
and you will have 30 minutes to answer the questions. After the test, each of you
will receive a gift to represent the researcher’s thanks. The data of this test will be
used only for research purpose, and will not affect your grade.

€ Before the test, please read the following instructions carefully.

(1) The test is divided into two parts, and is administered on 10/3 and 10/17

Mondays from 8:10 to 10:00.

(2) To help get a complete data, please participate in both of the two tests.

(3) Please arrive at the computer room (M023) on time because we need time to give
instructions.

(4) Please check with your Tunghai account number and password in advance, we will
need them to log in the test system.

(5) Each class will be divided into two groups. You can find which group you are
assigned to from the chart below.

(6) After you know which group you are in, please follow the instructions. If it is not your
turn to take the test, please stay in class.

(7) For students in Group 1, you may leave after finishing the questions.

For students in Group 2, you will need to stay after finishing the questions, and read the

feedback on the system. Also, you will need to record how much time you spend on

reading the feedback. (More information will be given on the test day)

Group List :

Group 1 8:10~9:00 Group 2 9:10~10:00
01004015 01004049 01008014 01008046
01004606 01004005 01004310 01004322
01004923 01004059 01004026 01004601
01008067 01004309 01004902 01004616
01004642 01008061 01008011 01008060
01004018 01004024 01008054 01004943
01004032 01004306 01008004 01004067
01004316 01004608 01004064
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Appendix G

Instruction Sheet for Participants (Mid-level class)—Chinese Version
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Group 1 8:10~9:00 Group 2 9:10~10:00
01004953 01004631 01008059 01004804
01008040 01008045 01004031 01004723
01004940 01004936 01008009 01008027
01004758 01004004 01004817 01004652
01004046 01004359 01008024 01004851
01004045 01004945 01008003 01004947
01004646 01004905 01004333 01004603
01004811 01004946
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Appendix H

Instruction Sheet for Participants (Mid-level class)—English Version

Dear all,

First of all, thanks for your help with the online grammar test. This test

Helps the researcher know the effectiveness of different types of feedback on

the online grammar test. The test is divided into two parts, and is administered on
two different days. In each part, there are 30 grammar multiple choice questions,
and you will have 30 minutes to answer the questions. After the test, each of you
will receive a gift to represent the researcher’s thanks. The data of this test will be
used only for research purpose, and will not affect your grade.

€ Before the test, please read the following instructions carefully.

(8) The test is divided into two parts, and is administered on 10/3 and 10/17

Mondays from 8:10 to 10:00.

(9) To help get a complete data, please participate in both of the two tests.

(10) Please arrive at the computer room (M023) on time because we need time to give
instructions.

(11) Please check with your Tunghai account number and password in advance, we will
need them to log in the test system.

(12) Each class will be divided into two groups. You can find which group you are
assigned to from the chart below.

(13) After you know which group you are in, please follow the instructions. If it is not
your turn to take the test, please stay in class.

(14) For students in Group 1, you may leave after finishing the questions.

For students in Group 2, you will need to stay after finishing the questions, and read the

feedback on the system. Also, you will need to record how much time you spend on

reading the feedback. (More information will be given on the test day)

Group List:

Group 1 8:10~9:00 Group 2 9:10~10:00
01004953 01004631 01008059 01004804
01008040 01008045 01004031 01004723
01004940 01004936 01008009 01008027
01004758 01004004 01004817 01004652
01004046 01004359 01008024 01004851
01004045 01004945 01008003 01004947
01004646 01004905 01004333 01004603
01004811 01004946
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Appendix |

Instruction Sheet for Participants (Low-level class)—Chinese Version
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Group 1 8:10~9:00 Group 2 9:10~10:00
01004355 01008038 01004715 01004051
01004937 01008039 01004742 01004042
01004605 01004003 01004346 01004006
01004738 01004930 01004837 01004302
01004746 01004039 01004629 01004749
01004941 01004362 01004822 01004040
01004740 01004661
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Appendix J
Instruction Sheet for Participants (Low-level class)—English Version

Dear all,

First of all, thanks for your help with the online grammar test. This test

Helps the researcher know the effectiveness of different types of feedback on
the online grammar test. The test is divided into two parts, and is
administered on two different days. In each part, there are 30 grammar
multiple choice questions, and you will have 30 minutes to answer the
guestions. After the test, each of you will receive a gift to represent the
researcher’s thanks. The data of this test will be used only for research
purpose, and will not affect your grade.

€ Before the test, please read the following instructions carefully.

(15) The test is divided into two parts, and is administered on 10/3 and 10/17

Mondays from 8:10 to 10:00.

(16) To help get a complete data, please participate in both of the two tests.

(17) Please arrive at the computer room (M023) on time because we need time to
give instructions.

(18) Please check with your Tunghai account number and password in advance,
we will need them to log in the test system.

(19) Each class will be divided into two groups. You can find which group you are
assigned to from the chart below.

(20) After you know which group you are in, please follow the instructions. If it is
not your turn to take the test, please stay in class.

(21) For students in Group 1, you may leave after finishing the questions.

For students in Group 2, you will need to stay after finishing the questions, and

read the feedback on the system. Also, you will need to record how much time you

spend on reading the feedback. (More information will be given on the test day)

Group List :

Group 1 8:10~9:00 Group 2 9:10~10:00
01004355 01008038 01004715 01004051
01004937 01008039 01004742 01004042
01004605 01004003 01004346 01004006
01004738 01004930 01004837 01004302
01004746 01004039 01004629 01004749
01004941 01004362 01004822 01004040
01004740 01004661
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Appendix K

Record Sheet for Participants (Treatment Group)
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Appendix L

Pre-test and Post-test Questions

Item Pre-test Post-test
1. | She asked me He asked me
a. where | to buy my shoes. a. what time was it.
b. where did | buy my shoes. b. what time it was.
c. where bought | my shoes. c. what it was time.
d. where | bought my shoes. d. what was it time.
o | What ! What !
a. big boy your son has become a. have you become a beautiful woman
b. has your son become a big boy b. you have become a beautiful woman
c. your son a big boy has become c. a beautiful woman you have become
d. has a big boy has become your son d. have you a beautiful woman become
3. | The old man standing under the park The teacher talking to the
trees happy. students strict.
a. do not look a. do not look
b. not looking happy b. not looking
c. does not look happy c. does not look
d. not look happy d. not look
4. It is hard to believe that no one among It seems like no one in our family _ the
our club's members to pay dress | just bought.
their fee. a. to like
a. to want b. liking
b. wanting c. likes
c. want d. like
d. wants
5. | Sheisn’ta full-time nurse in this He’s not going to a movie with us this

hospital a volunteer who helps
out once a week.

a. but rather

b. and

c. instead

d. but also

afternoon, , he’ll stay at home and
prepare for midterm.

a. but rather

b. and

C. instead

d. but also
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A man dressed in old, dirty clothes came
to our door for food.
a. and begging

b. but begging

c. and begged

d. but begged

The mysterious woman smiled, turned
around, in the crowd.
a. and disappearing

b. but disappearing

c. and disappeared

d. but disappeared

the plane landed at the airport,
we called home to say that we had
arrived safely in Taiwan.
a. Although
b. As soon as
c. Before
d. While

Check it carefully  you hand it in.
a. although

b. as soon as

c. before

d. after

her last exam, Tina celebrated
by going out to a movie with some
friends.
a. As she was taking
b. Having taken
c. Taking
d. When she took

her children to school, the mother
went back to sleep.
a. Having driven
b. As she was driving
c. Driving
d. when she drove

, at least ten kinds of

nesting birds.

a. If you walked through those woods
now, you would have seen

b. If you walk through those woods now,
you would see

c. If you walked through those woods
now, you will see

d. If you walk through those woods now,
you will see

, to the park

a. If the weather were nice today, | would go

b. If the weather were nice today, | would
went

c. If the weather is nice today, | would go

d. If the weather is nice today, | will go
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At this moment Lisa doesn’t remember

The view was wonderful.

° all of the vocabulary on the quiz. a. If I had a camera with me, | would have
. taken some photographs.
a. If she studied harder last night, she b. If I had brought a camera with me, |
would remember it better would take some photographs.
b. If she had studied harder last night, c. If I had brought a camera with me, |
she would have remembered it better would have taken some photographs.
c. If she studied harder last night, she d. If | had a camera with me, | would have
would have remembered it better taken some photographs.
d. If she had studied harder last night,
she would remember it better
11. John, , was proud when he Jenny, , was friendly when | asked
won first prize. her for help.
a. whom we convinced him to join the a. who | met on campus yesterday
race b. who | met her on campus yesterday
b. whom we convinced to join the race ¢. whom | met on campus yesterday
c¢. who we convinced him to join the race | d. whom | met her on campus yesterday
d. who we convinced to join the race
12. | The Christmas decorations, : The paintings, , were symbols of his
represented different scenes from the appreciation of art.
Biblical story of Jesus’ birth. a. many which they James bought
a. many of which Sylvia bought at the b. which of many James bought
flea market c¢. which many of them James bought
b. many which Sylvia bought at the flea | d. many of which James bought
market
c. which of many Sylvia bought at the
flea market
d. which many of them Sylvia bought at
the flea market
13, | What advice can you give me about What suggestion can you give me

a better job on my
homework?
a. that how I can
b. how doing
c. how to do
d. how can | do

about___ for your sister’s birthday?
a. what to buy

b. that I buy

c. what buying

d. what | buy
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was a mystery to all of us.

was hot gossip in our town

14. a. Why she was acting so strangely a. Why married the crazy woman he
b. Why was she acting so strangely b. Why marrying the crazy woman
c. That why she was acting so strangely | ¢. Why he married the crazy woman
d. Why acting so strangely d. Why did he marry the crazy woman.

15, | Charlie discovered that he the | Carrie foundthatshe  the wrong book
wrong girl in the dark when the lights in the bookstore when she returned home.
went on again. a. had bought
a. had kissed b. bought
b. kissed c. buys
c. is kissing d. is buying
d. was kissed

16. || suspicious of Henry ever Angie attracted to Michael from the
since | saw him come home late at night | first time they met each other to now.
several days. a.is
a.am b. has been
b. have been c. has
C. was d. had been
d. had been

17. | Tom not to recognize which The evidence ____ to show that the
of the babies to him. responsibility for the mistake_ to him.
a. is appearing, is belonging a. appears, is belonging
b. appears, belongs b. appears, belongs
C. appears, is belonging c. is appearing, is belonging
d. is appearing, belongs d. is appearing, belongs

18, | yum. | something good | something scary in the dark house.

cooking in the kitchen. | wonder what it
is.

a. am smelling

b. have been smelling

c. smell

d. smelled

I wonder what it is.
a. am hearing

b. have been hearing
c. heard

d. hear
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19. | Sally her grandfather | youoncel  atschool
tomorrow once classes over. a. call, will arrive
a. will visit, will be b. will call, arrived
b. will visit, are c. will call, arrive
c. visit, will be d. call, arrive
d. visit, are
o0, | This time next week we ona This time tomorrow | lunch with
beach enjoying the warm sunshine. my friend Chris, having a nice chat.
a. will lie a. will eat
b. are going to lie b. are going to eat
c. will be lying c. will have eaten
d. will have lied d. will be eating
21 | Lucy to the party because she | Jessica earlier because she told me
wasn’t in her room a few minutes ago. she’s not hungry a few minutes ago.
a. could go a. could have had lunch
b. could have gone b. could have lunch
c. might go c. might have lunch
d. had to go d. has to have lunch
2o | After having asked the coach for many After saving money for a long time, |
weeks, | the team yesterday. the camera yesterday.
a. was finally able to join a. should finally buy
b. could finally join b. was finally able to buy
c. could have finally joined c. could have finally bought
d. can finally join d. can finally buy
o3 | Having a pool party is having | Watching a movie at home is

it at the beach!

a. not the same fun as
b. quite less fun as

c. as not fun as

d. not quite as fun as

watching it in a movie theater.
a. quite less exciting as
b. not quite as exciting as
C. as not exciting as

d. not the same exciting as
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than any other job I know.

than any other job I know.

* a. An international tour guide is more a. A doctor is more stressful
stressful b. Being a doctor is more stressful
b. Being an international tour guide is c. A doctor is stressfuller
more stressful d. Being a doctor is more stressfuller
c. An international tour guide is
stressfuller
d. Being an international tour guide is
more stressfulller
o5 | She teaches in Biology He studies in Social Work
department of Tunghai department of Taiwan University
University. a. the, the
a. the, the b. (nothing), (nothing)
b. (nothing), (nothing) c. the, (nothing)
c. the, (nothing) d. (nothing), the
d. (nothing), the
og. | We were very unhappy because The teacher was very happy
suitcases that we had put in because students in his class went
the bus’s storage compartment were to good universities.
scratched. a. most of
a. some of b. most of the
b. some of the C. most
C. some d. (nothing)
d. (nothing)
o7 | During the earthquake, Mr. Peterson The window of the building ina

when a bookcase fell down on

him.

a. hurt

b. hurted
c. was hurt

d. was hurted

storm a few days ago.
a. broke

b. breaked

c. was broken

d. was breaked




og. | The army general was afraid that some I haven’t received the letter. It to
of his soldiers during the the wrong address.
battle. a. might have been sent
a. might have been captured b. might be sent
b. might be captured c. might have sent
c. might have captured d. might sent
d. might capture
og | The neighbors don’t remember You didn’t remember the air
anyone leave the house the night the conditioner before you left this morning.
murder took place. a. to have turned off
a. to see b. turn off
b. to have seen c. turning off
c. seeing d. to turn off
d. have seen
30. left at that last intersection class is a bad behavior.

was a big mistake
a. Turning

b. He turned

c. Turned

d. He turns

a. Skipping
b. He skip
c. Skipped
d. He skips
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Appendix M
Participants 'Total Score on the Pre-test and the Post-test

Group 1 (N=45) Group 2 (N=45)

ID Pre-test Post-test ID Pre-test Post-test
1004003 18 19 1004006 15 21
1004004 15 10 1004020 24 25
1004005 23 18 1004026 21 23
1004015 20 19 1004031 16 18
1004018 16 19 1004040 24 20
1004024 21 18 1004041 16 24
1004032 21 23 1004042 11 16
1004039 8 12 1004051 17 20
1004046 18 16 1004064 13 22
1004049 24 20 1004067 14 19
1004059 18 17 1004302 18 16
1004306 22 23 1004310 21 23
1004309 22 20 1004322 22 24
1004316 21 22 1004333 18 26
1004355 8 13 1004346 25 24
1004359 20 19 1004601 16 21
1004362 7 12 1004603 17 22
1004605 17 14 1004616 18 22
1004606 19 22 1004629 16 19
1004608 17 14 1004652 19 20
1004631 20 16 1004661 13 20
1004642 20 22 1004715 15 20
1004646 14 18 1004723 18 18
1004738 13 16 1004742 10 20
1004740 16 17 1004749 12 17
1004746 17 21 1004804 15 17
1004758 20 16 1004822 16 12
1004811 13 16 1004837 16 17
1004905 19 18 1004851 12 12
1004923 20 21 1004902 19 28
1004930 12 16 1004943 23 25
1004936 17 16 1004946 18 17

1004937 23 20 1004947 15 18

138



Group 1 Group 2 Group 1 Group 2 Group 1 Group 2
(N=45) (N=45) (N=45) (N=45) (N=45) (N=45)
1004940 23 19 1008004 17 24
1004941 15 17 1008007 21 24
1004945 18 21 1008009 15 19
1004953 12 19 1008011 18 21
1008038 17 16 1008014 24 19
1008039 15 14 1008024 16 22
1008040 17 20 1008027 18 22
1008043 21 21 1008046 23 21
1008045 21 22 1008054 21 25
1008055 15 25 1008059 19 21
1008061 13 15 1008060 19 21
1008067 23 26 991967 12 14
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Appendix N

Item Frequency (%) of the Pre-test and the Post-test

Pre-test Post-test
Item Key A B C D Key A B C D
1 D 00 240 0.0 66.0 B 150 710 3.0 10
2 A 710 160 20 1.0 C 20 20 86.0 00
3 C 40 120 700 40 C 80 16.0 59.0 7.0
4 D 20 7.0 29.0 520 C 11.0 8.0 550 16.0
5 A 350 30 460 6.0 A 440 80 320
6 C 170 10 710 10 C 70 00 810 20
7 B 1.0 750 0.0 14.0 C 20 11.0 750 20
8 B 6.0 66.0 8.0 100 A 620 50 150 8.0
9 D 140 200 6.0 500 D 320 20 9.0 470
10 D 21.0 320 140 23.0 B 21.0 360 260 7.0
11 B 70 46.0 6.0 310 C 340 3.0 520 1.0
12 A 470 10 240 180 D 1.0 17.0 190 53.0
13 C 30 3.0 68.0 16.0 A 650 40 3.0 180
14 A 510 170 16.0 6.0 C 20 50 61.0 220
15 A 460 260 0.0 180 A 590 310 00 0.0
16 B 50 520 9.0 240 B 40 650 6.0 15.0
17 B 50 46.0 16.0 230 B 190 540 1.0 16.0
18 C 90 40 650 120 D 6.0 20 27.0 550
19 B 100 770 10 20 C 00 70 79.0 40
20 C 29.0 290 250 7.0 D 520 70 7.0 240
21 B 20 26.0 620 0.0 A 280 6.0 550 1.0
22 A 380 310 160 50 B 20 500 300 80
23 D 280 170 40 410 B 21.0 420 50 21.0
24 B 200 630 20 5.0 B 140 680 1.0 70
25 C 80 18.0 46.0 180 C 80 16.0 57.0 9.0
26 B 25.0 480 140 3.0 B 27.0 540 7.0 20
27 C 16.0 11.0 50.0 13.0 C 11.0 1.0 770 1.0
28 A 310 460 7.0 6.0 A 530 290 50 3.0
29 C 23.0 50 550 7.0 B 470 380 30 20
30 A 750 40 110 00 A 870 00 20 1.0
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