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Abstract
	 This  study examined the ef fects 
of deductive instruction in line with 
explicit corrective feedback as a method 
of improving the learner ’s grammatical 
competence in the acquisition of attributive 
and predicative adjective use. The study 
took place over a 5-week period, in which 
five sessions were administered. The 
participant was a Japanese male university 
student. He is a learner of English as a 
foreign language of upper-intermediate 
level. An initial diagnostic test was taken. 
A pre-test and post-test were administered, 
both of which were in written form and used 
in analysis of accurate production of target 
features.  Comparison between the pre-test 
and post-test scores shows a substantial 
improvement was made in production of the 
grammatical target features. Subsequently, 
results showed the combination of deductive 
form-focused instruction and explicit 

corrective feedback benefited the participant 
in relation to acquired explicit knowledge.

Introduction
	 Interestingly, all  languages have 
adjectives. However, it is not always so easy 
to distinguish them from other parts of 
speech (Larsen-Freeman & Celce-Murcia, 
2016). They go on to suggest the adjectives 
in English are simpler than those in many 
other languages. Regardless of which 
position in a sentence they occupy they 
remain invariant in form. However, learners 
of English as foreign language (EFL) do 
have to learn certain rules about English 
adjectives. For example, some English 
adjectives can occur only before the noun. 
These adjectives are known as attributive 
adjectives. Other adjectives occur only after 
a copular verb or as a predicative adjective. 
To add an additional twist to the complexity 
of adjectives many can occupy more than 
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one position, but depending on where they 
are placed, they may convey different 
meanings (Larsen-Freeman & Celce-
Murcia, 2016). 
	 I n  a d d i t i o n ,  w h e n  t w o  o r  m o r e 
attributive adjectives are used in concession 
it is necessary to impose a linear order 
that modifies the noun (Richards, 1977). 
This sequence order of adjectives can 
be challenging for non-native speakers 
of English. “With multiple predicative 
adjectives at least one conjunction is 
obligatory as in ‘The train is long, slow 
and unreliable’. With multiple attributive 
adjectives, the conjunction is optional and, 
most commonly, is omitted” (Richards, p. 
489). 
	 So, as you can see what initially seemed 
a relatively straightforward part of speech 
is quite complex and can be difficult to 
teach. I have found that with my students 
in the past even the more advanced EFL 
learners have difficulty in mastering 
English adjectives. Therefore, I wanted 
to identify an effective way of teaching 
attributive and predicative adjectives.
	 The pedagogical approaches I decided to 
use in this study were deductive instruction 
with explicit corrective feedback. According 
to Spada (2011) explicit instruction is more 
effective than implicit instruction and the 
effects of explicit instruction can last longer. 
I had never taught grammatical aspects 
using a deductive approach so welcomed 
the challenge of initially presenting 
grammatical rules of adjective use followed 
with practice. I administered five sessions 
in total, including a diagnostic test, pre-test, 
post-test, and three teaching sessions. Each 

session was equally spaced a week apart.

Literature Review
Deductive vs Inductive Instruction
	 Grammar instruction can be taught 
either deductively or inductively. Ellis 
(2006) described deductive instruction as 
when grammatical rules for the target 
grammar are initially presented, which is 
then followed by practice by the L2 learner. 
Inductive instruction requires more from 
the learners in that they must discover the 
rules on their own with support from other 
learners or the instructor (Vogel, Herron, 
Cole & York, 2011).
	 There has been considerable debate 
as to whether grammatical rules should 
be taught explicitly before a practice 
activity, through a deductive approach or 
whether an inductive approach should 
be taken whereby a carefully considered 
practice activity precedes a focus on rule 
(Vogel et al., 2011). In Haight’s (2007) 
study he investigated students preferred 
instructional approach and found the 
majority of students favored a deductive 
approach when being taught grammatical 
structures over an inductive approach. In 
support of this, the study by Vogel et al., 
2011 showed 80% of their participants 
preferred the deductive approach, too. I 
found this research very interesting and it 
helped in my decision to approach adjective 
use from more of a traditional method, 
where the rules are explicitly explained 
first.

Explicit Instruction
	 There are many terms that are used 
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in literature that describe the various 
approaches to  second language (L2) 
grammar instruction. Explicit teaching in 
relation to grammar can be described as 
when a teacher explains or demonstrates 
a grammatical structure and the rules 
that apply to that structure and then get 
students to practice the target grammar 
through producing sentences themselves. 
	 Meta-analytic  research suggests 
that explicit instruction has an edge over 
implicit instruction for the development of 
complex L2 grammatical structures (Cerezo 
& Leow, 2016). Through explicit instruction 
L2 learners spend less time trying to 
understand the language themselves and 
this results in the ability to internalize 
forms faster.
	 While Schmidt (1990) emphasizes that 
noticing is an essential process in language 
acquisition and suggests it is important for 
L2 learners to pay conscious attention to 
language forms, the learning process should 
not stop here. For explicit instructional 
approach to be effective for the L2 learner 
it then needs to be complemented with 
output  product ion .  When a  learner 
produces communicative output, this 
contributes to the acquisition of implicit L2 
knowledge (Ellis, 1994). Output production 
forces learners to move beyond semantic 
processing of input to syntactic processing 
(Swain, 1995). 

Corrective Feedback
	 Corrective feedback is “an indication 
to a learner that his or her use of the 
target language is incorrect” (Lightbown 
& Spada, 2013, p.139). There has been 

considerable research and study done on 
the different types of corrective feedback 
and how effective each type is. Some types 
of feedback produce more student uptake 
than others. Uptake can be described as 
an indication that the student has noticed 
the feedback (Lightbown & Spada, 2013). 
Lyster and Ranta (1997) identified six 
corrective feedback types. Implicit forms 
include recasts, repetitions, and clarification 
requests; whilst explicit feedback can 
be explicit correction, metalinguistic 
explanation, and elicitation. Since Lyster 
and Ranta reported their findings, there 
has been several studies of the effectiveness 
of the different forms of corrective feedback. 
This research has produced varying results.
	 Lyster and Saito (2010) conducted a 
meta-analysis in order to gain a better 
understanding of CF effectiveness. They 
focused on three types of CF, recasts, 
explicit  correction,  and prompts.  As 
previously mentioned, recasts are a type 
of implicit feedback (Lyster & Saito, 2010) 
whereby the teacher reformulates all or 
part of a student’s utterance, minus the 
error (Lightbown & Spada, 2013). Explicit 
correction can be seen to be more direct. 
The teacher provides the correct form and 
clearly indicates that what the student had 
said was incorrect (Lightbown & Spada, 
2013). Finally, the third type of CF analyzed 
was prompts. Prompts embody elicitation, 
metalinguistic clues, clarification requests 
and repetition to push L2 learners to self-
repair (Lyster & Saito, 2010). Through 
prompting, teachers provide their students 
with clues and withhold the correct answer. 
All three CF showed significant results in 
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this meta-analytical study.
	  In Lyster and Ranta’s study (1997) 
they found that student uptake was least 
likely to occur after recasts and more 
likely to occur after clarification requests, 
metalinguistic feedback, and repetitions 
(Lightbown & Spada, 2013). 
	 I found these results very interesting 
yet somewhat shocking as I realized I 
frequently use implicit recasts and they 
may not be as effective as I had always 
assumed. Through researching CF, I was 
then motivated to try other forms more 
specifically a variety of explicit feedback. 

Research Question
I investigated the following question:
1.	� Can the student’s use of attributive 

and predicative adjectives be improved 
through a short-term study through 
deductive form-focused instruction with 
explicit corrective feedback?

Methods
Participant
	 The  par t i c ipant  was  a  19 -year-
old Japanese male, named Shin. He is 
currently a second-year university student 
studying at a university in Kanto. He is 
majoring in international understanding in 
the International Relations Department. 
In addition, he is taking teaching training 
classes in order to gain certification as a 
high school English language teacher in 
Tokyo. In recent months he has decided 
he will aim for certification as an English 
teacher but initially hopes to enter the 
business world, gain experience outside of 
the educational industry and eventually 

return to teaching in his early thirties. He 
has been learning English for over 11 years 
through the public Japanese educational 
system. This consisted of minimal exposure 
to English in elementary school through 
to regular classes (10 classes a week) 
both in form focused and meaning based 
instruction in high school. In addition to the 
public-school English education system he 
attended a year of eikaiwa or conversational 
English classes once a week as a third-year 
elementary school student for one year. 
In his second year of high school he had 
the opportunity to attend a study abroad 
program in Calgary, Canada for one month. 
He has achieved a TOEIC score of 560 and 
has Grade 2 in the Japanese Eiken test.

Pedagogical Materials
	 Several  dif ferent materials were 
used in this study. I prepared written 
materials for the overall theoretical and 
instructional lesson plans administered 
(see Appendix D, G, H & L) based on 
Chapter 20 on Adjectives in The Grammar 
Book (Celce-Murcia & Larsen-Freeman, 
2016). The diagnostic test (Appendix A & 
B), pre and post-tests (see Appendix C) 
were all sourced from Dr.Ghaemi IELTS/
TOEFL & TOEFL iBT online resources. In 
addition, all the homework assignments 
(see Appendix E, F, I, J, K, M & N) were 
sourced online from the following websites: 
iSLCollective, K12reader, eslprintables and 
Yourdictionary.

Procedures
	 The length of this study was five 
weeks in total. The first week consisted 
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of the diagnostic test, the second week I 
administered the pre-test and taught the 
first session, the third and fourth weeks 
involved the second and third teaching 
sessions and then finally on the fifth 
and last session I gave the post-test and 
received verbal feedback on my teaching 
approach from the participant. Each session 
was approximately 1 hour in length.

Session 1 (Diagnostic Test)
	 Prior to the first session I had asked 
Shin what grammatical aspects he had been 
struggling with. He informed me he had 
been having trouble with the correct use of 
adjectives. I needed to determine where he 
was having difficulty. For example, was he 
using the comparative and/or superlative 
form incorrectly? Was he able to produce 
adjective word order correctly? Was he 
aware of which adjectives were strictly 
predicative and therefore could not be used 
before the noun? In order to determine 
the specific areas of adjective use he was 
struggling with I decided to give him a 
diagnostic test that was divided into two 
parts. The first part was made up of past 
participles -ed and present participles 
-ing. Whereby past participles -ed are 
used to describe how people feel, while 
present participles -ing are used to describe 
something that causes the feelings. There 
were twenty questions in total and for each 
question he had to choose the appropriate 
-ed or -ing participle (see Appendix A). 
For example, This treatment is great. It 
makes me feel so ______.
	 A)	 Relaxed
	 B)	 Relaxing

The second part of the diagnostic test was 
a written grammatical judgement test 
made up of 20 questions (see Appendix 
B). Shin had to underline the mistakes 
and make appropriate corrections. In 
addition, he had to determine which 5 of 
the 20 questions were correct. There was 
a variety of adjective use in this latter 
part. The type of adjective use included 
word order, attributive use, predicative use 
(both postnominal and following a verb), 
participle -ed and -ing use, conjunction use 
between adjectives and finally the incorrect 
use of possessive s with adjectives used 
as nouns. It took Shin approximately 45 
minutes to complete the diagnostic test.

Session Two (Pre-Test and First Lesson 
Plan)
	 After having marked the diagnostic 
test I realized that Shin had a sound 
understanding of the -ed and -ing participle 
adjective use. Of the 20 questions in part 
one of the diagnostic test he earned 19 
correct. In part two of the diagnostic test as 
previously mentioned there was a variety 
of adjective use displayed and it was 
substantially a lot harder than part one. 
Consequently, he only managed to answer 
7 of the 20 questions correct. From these 
results I was able to determine which areas 
Shin needed help with. I decided to use a 
pre-test, made up of a similar format to the 
initial part two of the diagnostic test. The 
concentrated use of -ed and -ing participle 
adjectives were minimalized, and a range 
of error correction sentences were used. It 
took Shin about 25 minutes to complete the 
pre-test (see Appendix C). 
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	 I then administered the first teaching 
session, using a prepared handout (see 
Appendix D). In this initial session through 
explicit instruction I briefly touched on what 
adjectives are and what their function is. 
Here I explained Osborn’s analogy (1989) in 
that anyone interested in cars understands 
what it means to modify an engine. In much 
the same way adjectives modify words, 
more specifically nouns and pronouns. 
“They don’t change the basic meanings of 
words they modify; they ‘soup up words’ and 
highlight certain qualities of the words they 
modify.” (Osborn, p. 39)
	 I went on to explain that adjectives do 
not change their form except when they 
are used as comparative or superlative 
adjectives. I gave an example of each type 
and then had Shin formulate his own 
examples. As with the participle adjectives 
Shin seemed to have a good understanding 
of adjectives used as comparatives and 
superlatives. I pointed out that many 
adjectives are formed from other words, 
such as nouns or verbs. 
	 Leading on from this concept I went 
on to show that for a noun or verb to 
change into an adjective it takes on an 
adjective forming suffix. After having given 
Shin examples of suffix word endings 
and explicitly show examples we then 
worked through a list of words. I had him 
determine if they were nouns or verbs and 
subsequently what their adjective form 
would be. Using this list of 20 adjectives 
I gave Shin a worksheet to complete for 
homework (see Appendix E), in which he 
had to choose from this list of adjectives 
to fill in blanks in relative sentences. An 

additional sheet of homework was given 
with words not covered in the teaching 
session but of similar fill-in-the-blank type 
format (see Appendix F). This teaching 
session lasted 1 hour 15 minutes.

Session Three (Second Lesson Plan)
	 I began the lesson with a brief review of 
what we had covered in the previous lesson 
and received the homework. I chose not to 
give feedback on the homework issued at 
this time as I knew we had a time restraint 
and really wanted to start focusing on 
attributive adjectives in this session. I told 
Shin I would mark the homework and give 
it back the following session. 
	 In this lesson I began with a deductive 
approach in explaining the two different 
types  o f  ad jec t ives -at tr ibut ive  and 
predicative and their position within a 
sentence. As with the previous lesson I 
presented examples and gave explicit 
feedback when required. The following 
transcript shows this:
TR:	� A l r i g h t ,  I ’ v e  g i v e n  y o u  s o m e 

examples here. Let’s take a look.
	 We’ve just seen an exciting film.
	� Here in the sentence the adjective is 

…?	  (metalinguistic elicitation/
prompting)

SHIN:	 Exciting
TR: 	� Yep, and the noun is …? 　

(metalinguistic elicitation/
prompting)

SHIN:	 Film
TR:	� So, another example would be She 

has gorgeous hair.
SHIN:	 �Gorgeous is the adjective and hair is 

the noun.
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TR:	 Right, good.
	� C a n  y o u  c o m e  u p  w i t h  o t h e r 

examples?	 (prompting)
SHIN:	 …. I have black hair.
Through engaging with the participant 
and requesting confirmation as to whether 
he had understood I then prompted Shin 
to come up with his own examples. He 
was then asked to change the attributive 
adjective sentence forms he had thought of 
into predicative form (see Appendix G). The 
following transcription prevailed:
TR:	 Your sentence, what did you say?
SHIN:	 I have black hair.
TR:	 Yeah, so that would become …		
	  (elicitation/prompting)
SHIN:	� My black hair is black. Uhm... my 

hair is black.    (self-correction)
TR:	� Yeah, so black can be used in both 

predicative and attributive positions.
	 (metalinguistic explanation)
Leading on from the previous activity I 
then made the following activity more 
challenging. I had written sentences on the 
board (see Appendix H) and explained he 
had to determine where the adjective was 
in each sentence and then judge from its 
position whether it was an attributive or 
predicative adjective. The following dialogue 
took place:
TR:	 My Aunt Nancy’s rice was tasty. 
	 So, which word is the adjective?	
	� ( m e t a l i n g u i s t i c  e l i c i t a t i o n /

prompting)
SHIN:	 Tasty
TR:	� OK so, the adjective here is used 

after the verb was so which position 
is it?

	� (providing clues,  with holding 

answers/prompting)
SHIN:	 Ahh… predicative?
TR:	 Good, predicative.� (repetition)
	 In part 1 of this continued lesson I then 
went on to focus purely on adjectives that 
can only perform as attributive adjectives–
namely, classifying adjectives (which 
describes what type of thing something is) 
and emphasizing adjectives such as sheer, 
mere or utter. I felt emphasizing adjectives 
were low frequency examples of attributive 
adjectives and that in terms of Shin’s output 
in his L2 this form would be difficult for him 
to produce. Consequently, I did not spend 
too much time on this aspect of attributive 
adjectives.
	 On the other hand, I really wanted to 
focus on classifying adjectives and tried to 
impress to Shin that they only come before 
the noun. In support of this form focused 
instruction I prepared several incorrect 
sentences to demonstrate this point. After 
having corrected some of these examples 
we then worked through an additional five 
examples together.
	 In part 2. of the lesson I then focused 
on attributive adjective order. Of the seven 
attributive adjective questions Shin got 
wrong in the diagnostic and pre-tests five 
of these questions were adjective order 
questions. Consequently, I really wanted 
to spend a substantial amount of time 
explaining the relative word order to follow. 
I used example sentences I had made 
myself and sample sentences taken from 
The Grammar Book along with examples 
from the IELTS practice exercises and 
grammar explanation. I had Shin try to 
explain what category each of the adjectives 
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represented in order to help him process the 
correct attributive adjective word order. The 
following transcript demonstrates this: 
TR:	� OK no. 6 He played a small, round, 

percussion instrument.
SHIN: �Small is size, round is shape and 

percussion type.
TR:	� Yeah it is, it’s some kind of small 

drum. How would you describe your 
shamisen thing? I keep forgetting 
the  name  o f  i t ,  s o r ry.  I  keep 
forgetting the name.� (repetition)

SHIN:	 Sanshin.
TR:	 Sanshin, yeah.
SHIN:	 Sanshin is small… round…
TR:	 It’s not round.� (explicit correction)
	� You don’t have to use shape to 

describe it.� (elicitation/prompting)
SHIN:	 Small …ahh …
TR:	 It’s not percussion, what is it?		
	 (elicitation/prompting)
SHIN:	 Ahh …
TR:	 It’s like a guitar, it’s like a cello		
	 (prompting through clues)
	 What do they all have?			 
	 (elicitation/prompting)
SHIN:	 Yeah … gen.
TR:	 Gen … strings?				  
	 (repetition/clarification)
	� So it’s a stringed instrument. So 

it’s a small, string instrument. 
(repetition)

	� Wait, so you could say it’s Japanese 
too.

	� S o  w h e r e  w o u l d  y o u  p u t  t h e 
Japanese?  		  (prompting)

SHIN:	 (cannot hear response)
TR:	� No, like if you were adding Japanese 

in the sentence, where would you 

put that?� (repetition/prompting)
SHIN:	� Ahh … so Sanshin is  a small , 

Japanese, stringed instrument.
TR:	 Ping Pong–good.

After having completed these ten examples 
I then gave Shin a worksheet I had sourced 
through iSLCollective.com to try whereby 
he had to complete sentences by choosing 
the appropriate word order through 
multiple choice selection (see Appendix I). 
Of these ten examples he responded with 
eight correct answers. Finally, I gave him 
two additional handouts to complete for 
homework. Both handouts were applicable 
to adjective word order (see Appendices J & 
K).

Session Four (Third Lesson Plan)
	 I gave Shin feedback on the homework 
from the previous lesson. Then administered 
a quick review of the previous two lessons. 
Upon prompting him on which adjectives 
could only be used as attributive he had 
problems recalling the categories covered so 
I decided to have him try using examples of 
classifying adjectives. He was referencing 
the table of example classifying attributive 
adjectives in the handout from the previous 
week. 
The following dialogue demonstrates this:
TR:	� Can you think of one example of an 

attributive adjective use?
		 (elicitation/prompting)
SHIN:	 To avoid heat is my main reason.
TR:	 Umm … main reason to stay inside?	
	 (clarification request)
SHIN:	 To haircut … to cut hair.
TR:	� Oh OK. So, the main reason to get 
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a haircut was to avoid the heat?  
(recast)

	 Yeah good that’s fine. 
	� So, you couldn’t say “I got a haircut 

the reason was main”, that would be 
weird.

SHIN:	 Mm. 
The focus of this lesson was predicative 
adjectives (see Appendix L). Once again, 
I explained that most adjectives can 
appear in several different positions in a 
sentence. However, just as with exclusively 
attributive adjectives, certain adjectives 
can only be predicative. We covered these 
two categories, predicative adjectives 
(following a verb) and predicative adjectives 
(postnominal), or directly after the noun. 
Two sub-categories were taught under 
each of these types. The first under the 
predicative adjectives following a verb 
discussed were the adjectives with an 
a-prefix. I had given incorrect examples 
of these a-prefix adjectives in attributive 
position and Shin then had to correct them. 
As the following transcription shows:
TR:	� Do you want to try? Ashamed, you 

can’t say the ashamed sergeant.
		 (elicitation/prompting)
SHIN:	 So …
TR:	 So, it’s past tense.			 
	 (metalinguistic explanation)
SHIN:	 Ahh… the sergeant was ashamed.
TR:	 Good.
The second subcategory for predicative 
adjectives (following a verb) were words 
associated with health and feelings. I had 
Shin complete a “fill in the blank” type 
activity choosing from a table of appropriate 
words. For example:

1).	 Larry feels faint.
2).	� She’s feeling rather _______.  (ill, upset, 

poorly, sorry, pleased) 
I  t h e n  w e n t  o n  t o  e x p l i c i t l y  t e a c h 
predicative adjectives. Again, I covered two 
different kinds in this section. The first are 
said to have derived from relative clauses. 
Which means they follow the noun directly, 
having lost the relative pronoun and the be 
verb of the relative clause. I noticed that in 
both the diagnostic and pre-test Shin made 
a total of 6 mistakes in this type of relative 
clause predicative adjective question, 
therefore I knew this was an area I needed 
to focus on and spend time using explicit 
explanation, correction and elicitation. A 
transcript dialogue follows:
TR:	� The news available at the time is not 

good.
	� So… what is  the noun in this 

sentence?  	 ( m e t a l i n g u i s t i c 
elicitation)  

SHIN:	 The news.
TR:	 Yeah OK, news. 　 (recast)
	� So, then the predicative adjective 

is …?   (metalinguistic elicitation/
prompting)

SHIN:	 Available.
TR:	� Yeah. And so, the pronoun that and 

the be verb have been deleted from 
the sentence. So, I think what you 
have to do for these examples is ask 
yourself…

SHIN:	 Mm
TR:	� When you read that (pointing to 

the sentence) the news available at 
the time is not good. If you’re not 
sure if the adjective should be here 
(pointing to before the noun) or here 



Articles

24

(pointing to after the noun), ask 
yourself if (the pronoun and be verb-
that is) will fit in. If you can say the 
news THAT IS available at the time is 
not good. If that (THAT IS) fits, then 
it’s ok.   (metalinguistic explanation)

SHIN:	 Naruhodo (I see).
TR:	 It’s a bit tricky!
As with the previous two teaching sessions I 
issued homework. Two sheets on predicative 
adjectives. One handout required Shin to 
change the predicative adjectives (made 
up of two sentences) into an attributive 
adjective sentence (see Appendix M). In the 
other he had to underline the predicative 
adjective, the linking verb and the subject 
it was modifying (see Appendix N). He 
completed these without any problems.

Results
	 Quantitative methods were used in 
analyzing data from this study. Through 
this quantitative observation the data 
in numerical  form (the results from 
the diagnostic, pre and post-tests) was 
measured from which associations were 
made. These associations are further 
discussed in detail later in the paper. In 
addition, verbal feedback on the teaching 
approaches administered was analyzed. 
Analysis from this feedback showed a strong 
preference for both a deductive teaching 
approach and explicit corrective feedback.
	 The diagnostic test (see Appendix A & 
B) consisted of 40 questions in total and 
had two parts to the test. The first part 
comprised of participle adjectives whereby 
the student had to choose the correct -ed or 
-ing word ending. The second part involved 

correcting fifteen of the twenty sentences 
that had purposeful mistakes. These 
mistakes consisted of either an incorrect 
word, a spelling mistake or an error in 
word order. The student had to confirm 
the correct sentences by simply adding a 
tick. Both the pre-test and post-test (see 
Appendix C) were made up of the same 20 
questions. There was no time constraint on 
their completion. The results for all three 
tests are displayed below in Table.1.
	 Table 2 gives a detailed breakdown of 
the type of sentence corrections required in 
the pre and post-tests. Prior to the teaching 
sessions Shin earned seven correct answers 
out of twenty on the pre-test. His overall 
score improved by five points on the post-
test resulting in twelve correct answers. 
Refer to the table below for analysis.
	 The comparative results of the pre-
test and post-test show Shin made progress 
in that he earned five additional correct 
answers in the post-test.  Upon close 
examination of these results he made the 
most progress with attributive adjectives in 
the correct word order or sequence. There 
were three-word order questions in total, 
he answered all three incorrectly in the 
pre-test but went on to complete all three 
correctly in the post-test. In addition, he 
answered an a-prefix predicative adjective 
sentence and a  predicat ive  relat ive 
clause sentence correctly too that he had 
previously answered incorrectly.
	 Of the thirteen incorrect answers in 
the pre-test, seven of these were again 
answered incorrectly in the post-test. 
Interestingly, three of these were predicative 
relative clause form. This clearly shows 
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Table 1 Grammaticality Judgement Test Results

Diagnostic
Test

Pre-test Post-test

Total # of errors  Participle -ed & -ing 1 N/A N/A
Sentence Corrections 13 13 8

Note. �The diagnostic test had 40 questions with two parts. Each part consisted of 20 	
questions. The pre-test and post-test had 20 questions in total.

Table 2 A breakdown of Sentences Answered Correctly.
Conj.
betwn
Adjs.

PA
A-prefix
Adjs.

-ing &
-ed
Participles

PA
Relative 
Clause 
Adjs.

AA
Word
Order

Adj
used as 
Noun

Correction
from PA
to AA

Total
Correct
out of
20

Pre-Test 2 1 1 1 0 0 2 7
Post-Test 1 2 2 1 3 0 3 12
Note. �(Adjs.) stands for adjectives, (PA) for predicative adjective, (AA) for attributive 

adjective, (betwn) for between, (Conj.) for conjunction.

Shin finds this form of adjective use the 
most challenging and even with deductive 
instruction and explicit feedback he could 
not fully grasp this predicative clause form. 
In retrospect, after having listened to the 
lesson and transcribed this part of session 
four I believe I could have done a better 
job in the initial explanation of predicative 
relative clause adjective use. Notably, of 
these three examples, two required Shin to 
move the noun into the correct place in the 
sentence (not the adjective). 
An example is as follows:
Incorrect Sentence
The book is bound to appeal to fascinated by 
crime readers.
Shin’s corrected attempt

The book is bound to appeal to fascinating 
to crime readers.
Correct Sentence
The book is bound to appeal to readers 
fascinated by crime.
I had not covered this type of corrective 
method in my teaching sessions as had 
focused on where the adjective should be in 
the sentence and whether it was attributive 
or predicative. This may account for why 
he was unable to make the appropriate 
corrections in these cases.

Discussion
	 This study investigated whether 
a deductive approach to form-focused 
instruction together with explicit feedback 
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influenced the learner’s L2 grammatical 
accuracy. My lessons combined explicit 
instruction, production practice, and 
corrective feedback. According to Ellis (1998) 
form-focused lessons typically involves 
these combinations. He suggests this makes 
sense from a teacher’s point of view as it 
optimizes potential effect of the instruction. 
	 Form-focused instruction can intervene 
in interlanguage development as initial 
instruction is directed at structured input. 
Meaning, attempts are made to frame oral 
or written texts, so learners are induced to 
notice specific target features as they try 
to comprehend the text. Next the teacher 
would use explicit instruction to develop 
learners’ explicit understanding of the L2 
rules, to help them learn about a linguistic 
feature. In the production practice phase 
the teacher would then create opportunities 
for learners to practice producing a specific 
target structure (output). Finally providing 
corrective feedback to the learner when 
they failed to produce a structure correctly 
(Ellis, 1998). 
	  Li, Zhu & Ellis’ (2016) study showed 
immediate corrective feedback resulted in 
gains in grammaticality judgement test 
scores. Results showed that feedback aided 
in the development of declarative/explicit 
knowledge. The advantage immediate 
feedback showed over delayed feedback 
was essentially because the learners used 
the feedback progressively in production. 
This research is in line with my case study 
with Shin on adjective use as he was 
able to produce correct answers through 
progressive production using carefully 
thought out exercises and activities. 

	 Homework was issued after every 
teaching session. I did not imply that 
homework was mandatory however I felt 
Shin and I had an understanding that he 
would complete it before the beginning 
of the following session. Ellis, Loewen, 
and Erlam (2006) indicate that corrective 
feedback in the form of metalinguistic 
explanation is effective for the learner in 
terms of language acquisition. Explicit 
c o r re c t i ve  f eedback  in  the  f o rm o f 
metalinguistic explanations were given 
on the homework issued and the reasons 
behind the corrections were explained to 
make it as clear as possible. In addition, 
all other corrections after each activity was 
completed were made in the same way. 
This helped Shin in acquiring the target 
language covered. 

Conclusion
	 Resul ts  showed that  Shin  made 
reasonable gains in his explicit knowledge 
t h r o u g h  m y  c h o s e n  i n s t r u c t i o n a l 
techniques. However, this study tested 
explicit knowledge only and not implicit 
knowledge which Ellis (2006) implies is the 
kind of spontaneous ability that serves L2 
learners in communicative tasks. Shin’s 
declarative knowledge has by no means 
been transformed and automatized. This 
would require extensive practice over an 
extended period.
	 In answer to the research question 
asked of this short-term study the results 
show that the participant’s use of attributive 
and predicative adjectives improved 
through a deductive instructional approach 
with explicit corrective feedback. As the 
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student was given plenty of opportunity to 
practice the target grammar in a controlled 
setting and was then required to produce 
his own sentences through written output 
this process helped with his language 
acquisition of correct adjective use. 

References
Celce-Murcia, M., & Larsen-Freeman, 

D. (2016). The grammar book: Form, 
meaning, and use for English language 
teachers (3rd ed.). Boston, MA: Heinle 
and Heinle.

Cerezo, L., Caras, A., & Leow, P. (2016). 
The effectiveness of guided induction 
versus deductive instruction on the 
development of complex Spanish gustar 
structures: An analysis of learning 
outcomes and processes. Studies in 
Second Language Acquisition, 38, 265-
291. doi:10.1017/S0272263116000139

Ellis, R. (1994). A theory of instructed 
second language acquisition. In N. 
C. Ellis (Ed.), Implicit and explicit 
learning of languages  (pp.79-114). 
London, U.K: Academic Press.

Ellis, R. (1998). Teaching and research: 
Options in grammar teaching. TESOL 
Quarterly, 32(1), 39-51.

Ellis, R. (2006). Current issues in the 
t e a c h i n g  o f  g r a m m a r :  A n  S L A 
perspective. TESOL Quarterly, 40(1), 83-
107. doi:10.2307/40264512

Ellis, R., Loewen, S., & Erlam, R. (2006). 
Impl i c i t  and  exp l i c i t  correc t ive 
feedback and the acquisition of L2 
grammar. Studies in Second Language 
Awareness, 28, 339-368. doi:10.1017/

S0272263106060141
Haight, C., Herron, C., & Cole, S. P. 

(2007). The effects of guided inductive 
instruct ional  approaches  on the 
learning of grammar in the elementary 
foreign language college classroom. 
Foreign Language Annals, 40(2), 288-
310. doi:10.1111/j.1944-9720. 2007.
tb03202.x

Larsen-Freeman, D., Celce-Murcia, M. 
(2016). The grammar book:  Form, 
meaning, and use for English language 
teachers,  (Chapter 20) .  National 
Geographic Learning, Heinle Cengage 
Learning.

Li, S., Zhu, Y., & Ellis, R. (2016). The effects 
of the timing of corrective feedback 
on the acquisition of a new linguistic 
structure.  The Modern Language 
Journal, 100(1), 276-295. doi:10.1111/
modl.12315

Lightbown, P. M., & Spada, N. (2013). How 
languages are learned (4th ed.). Oxford, 
UK: Oxford University Press.

Lock,  G.  (1996) .  Functional  English 
grammar: An introduction for second 
language teachers. U.S.A: Cambridge 
University Press.

Lyster, R., & Ranta, L. (1997). Corrective 
f e e d b a c k  a n d  l e a r n e r  u p t a k e : 
Negotiation of form in communicative 
classrooms. Studies in Second language 
Acquisition 19, 1, 37-66.

Lyster, R., & Saito, K. (2010). Oral feedback 
in classroom SLA. Studies in Second 
Language Acquisition, 32, 265-302. 
doi:10.1017/S0272263109990520

Norris, J., & Ortega, L. (2000). Effectiveness 
of L2 instruction: A research synthesis 



Articles

28

and quantitat ive  meta-analysis . 
Language Learning,  50 ,  417-528. 
doi:10.1111/0023-8333.00136

Osborn, P. (1989). How grammar works: A 
self-teaching guide. Canada: John Wiley 
& Sons.

Richards, M., (1977). Ordering preferences 
for congruent and incongruent English 
adjectives in attributive and predicative 
contexts. Journal of Verbal Learning 
and Verbal  Behavior 16 ,  489-503. 
doi:10.1016/S0022-5371(77)80042-x

Schmidt, R. (1990). The role of consciousness 
in second language learning. Applied 
Linguistics 11(2) 129-58.

Spada, N. (2011). Beyond form-focused 
instruction:  Reflect ions on past , 
present, and future research. Language 
Teaching, 44(2), 225-236. doi:10.1017/
S0261444810000224

Swain, M. (1995). Three functions of output 
in second language learning. In G. Cook 
& B. Seidhofer (Eds.), Principle and 
practice applied linguistics (pp. 125-
44). Oxford, England: Oxford University 
Press.

Vogel, S., Herron, C., Cole, S. P., & York, 
H. (2011). Effectiveness of a guided 
inductive versus a deductive approach 
on the learning of grammar in the 
intermediate-level college French 
classroom. Foreign Language Annals, 
44(2), 353-380. doi:10.1111/j.1944-
9720.2011. 01133.x



SHONAN JOURNAL March 2020

29

Appendix A 
Diagnostic Test
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www.perfect-english-grammar.com
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Appendix B 
Diagnostic Test
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http://ghaemiacademy.ir/wp-content/uploads/2018/12/Advanced-Grammar-for-IELTS.pdf
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Appendix C 
Both Pre and Post Tests

http://ghaemiacademy.ir/wp-content/uploads/2018/12/Advanced-Grammar-for-IELTS.pdf



Articles

34

Appendix D
Instructional Lesson Plan

The grammar book: Form, meaning, and use for English language teachers, (Chapter 20). 
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Appendix E
Homework

www.ESLprintables.com
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Appendix F
Homework
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http://ghaemiacademy.ir/wp-content/uploads/2018/12/Advanced-Grammar-for-IELTS.pdf
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Appendix G
Instructional Lesson Plan
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The grammar book: Form, meaning, and use for English language teachers, (Chapter 20). 
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The grammar book: Form, meaning, and use for English language teachers, (Chapter 20). 
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Appendix I
Homework

www.iSLcollective.com
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Appendix J
Homework

www.iSLcollective.com
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Appendix K
Homework

www.iSLcollective.com
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Appendix L
Instructional Lesson Plan
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The grammar book: Form, meaning, and use for English language teachers, (Chapter 20). 
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Appendix M
Homework

www.K1Reader.com
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Appendix N
Homework

www. Yourdictionary.com 




