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Abstract of the Thesis 

 

Activities represent a fundamental instrument for teaching English as a Foreign 

Language in the classroom. All activities without exception carry a specific explicit 

and/or implicit teaching load that favours the development of specific L2 knowledge 

features. Whereas there are activities whose primary goal is the explicit and implicit 

teaching of declarative knowledge on the forms of language (e.g. form-focused 

instruction activities), other activities explicitly or implicitly foster the proceduralization 

and automatization of L2 knowledge (e.g. meaning-focused instruction activities). 

Inasmuch as teachers’ selection of EFL activities is paramount for the balanced 

development of the L2 in terms of declarative and procedural knowledge, L2 instructors 

should demonstrate a good command of the explicit and implicit teaching potential of 

real activities.  

Given the lack of studies –to my knowledge– attempting to objectively measure 

EFL teachers’ understanding of the construct of explicit and implicit teaching, the 

objective of the present dissertation was to analyze EFL teachers’ perceptions of the 

explicit and implicit teaching potential of authentic textbook activities. To attain such an 

aim, two major tasks were undertaken: a) the development of a corpus of real EFL 

textbook activities; and b) the design of a scale to examine EFL teachers’ perceptions of 

the explicit and implicit teaching load of the activities.  

Firstly, for the compilation of a corpus of activities to explore EFL teachers’ 

perceptions, 681 activities were randomly extracted from 16 EFL textbooks published 

between 1985 and 2011. After the selection process, the activities were codified and 

categorized regarding their explicit and implicit teaching potential by three expert 

judges. There were two types of activities: Type I (mostly explicit or implicit) and Type 

II (mixed potential). This categorization revealed both very high intra-rater reliability 

(computed with Cronbach’s alpha coefficient) and inter-rater reliability between the 

judges for each of the items of the scale (computed with Fleiss’ Kappa’s coefficient). 

Secondly, in order to design an instrument to explore EFL teachers’ perceptions of the 

activities’ teaching load, a questionnaire was elaborated. It had four major sections. The 

first one requested descriptive socio-demographic and academic data from the 

informants. The second part informed the participants about the purpose of the research 

being conducted. The third section included three sample activities already analyzed 

and which respectively showed full explicit potential, full implicit teaching potential 
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and mixed teaching potential. Lastly, the fourth part included a battery of 30 activities 

for EFL teachers to analyze from the perspective of their explicit and implicit teaching 

potential.  

The instrument used for measuring the activities’ teaching load was an 

adaptation of Criado et al.’s (2010) scale, which consisted of 9 different items worded 

as involving explicit teaching, thus their opposites entail implicit teaching. The amounts 

of both potential explicit and implicit teaching loads resulting from the application of 

the scale reflect a continuum where explicit and implicit teaching are encountered at 

opposite extremes. The two totals would become part of a continuum where explicit and 

implicit teaching are encountered at opposite extremes. In other words, the higher the 

explicit teaching potential of an activity, the lower its implicit load and vice versa.   

 Regarding the informants of this cross-sectional study, 30 EFL teachers 

participated, each of whom belonged to a different Secondary School in the city of 

Murcia or its surroundings. To control one important threat to internal validity, I 

decided that no two teachers from the same school would do the questionnaire due to 

the possibility that they completed it together and, hence, provided the same answers. 

As a result of this, each informant in the study was meant to represent the department of 

English of different secondary schools in the area. 

 Results were organized and displayed according to the research questions, which 

addressed the three major dimensions implied in this dissertation: the teachers, the 

activities and the items. As far as the results from the teachers are concerned, it was 

observed that the majority of informants abided by the following descriptive socio-

demographic and academic profile: Spanish female teacher with a degree in English 

Studies and whose vocation is the teaching of English as a Foreign Language. The 

average proportion of hit rate by the teachers regardless of the activity type was 0.698. 

Interestingly, none of the teachers who obtained the highest average proportion of hit 

rate had received postgraduate training (e.g. a Master’s Degree). With regard to the 

results from the dimension of the activities, Type I activities (mostly explicit or implicit) 

obtained higher p-hit scores (over 0.8) than the mixed potential or Type II activities (p-

hit rates between 0.5 and 0.6). Last but not least, as far as the result from the dimension 

of the items are concerned, it can be seen that item 7 (Requires the use of the L1) got the 

highest p-hit rate (x=0.804), whereas item 6 (Uses non-authentic materials) obtained the 

lowest p-hit rate (x=0.471). 
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 It was concluded that overall EFL teachers’ analysis was fairly accurate, even 

though there were clear inter-teacher differences. This suggests that teachers seem to 

need further specialized training on the construct of explicit and implicit teaching in 

order to refine and readjust their perceptions about the activities’ potential.  

 

KEYWORDS:  

Explicit teaching, implicit teaching, teachers’ perceptions, EFL, textbooks 
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CHAPTER	1.	INTRODUCTION	

1.1 Rationale behind this thesis 

 
Explicit and implicit teaching are key elements in the field of Instructed Second 

Language Acquisition (ISLA) (e.g. DeKeyser, 2003; Hulstijn, 2005; R. Ellis et al., 

2009; Bowles, 2011; Lichtman, 2012; Goo et al., 2015; Leow, 2015; Rebuschat, 2015), 

and there are two major reasons why these two terms deserve special attention in the 

English as a Foreign Language (EFL) classroom. First, explicit and implicit teaching 

can influence and determine the way EFL students learn the second language (SL), as 

well as define the type of knowledge achieved by the end of an academic year. Second, 

explicit and implicit teaching are closely related to the teaching and learning of 

declarative and procedural knowledge (Berge & Van Hezewijk, 1999; Ullman, 2004, 

2005, 2012, 2016; Chi & Ohlsson, 2005; Brown & Robertson, 2007; Paradis, 2009). A 

balanced promotion of these two types of knowledge is necessary for a proper 

development of the communicative skills and competences, together with the attainment 

of grammar awareness and accuracy in use.  

Analyzing quantitatively the explicit and implicit teaching potential of EFL 

activities will be at the core of my research. Precisely, the main objective of this 

dissertation is to examine EFL teachers’ understanding of the construct of explicitness 

and implicitness, as implied by the activities they work with in the classroom, since they 

are, to a great extent, conductive to what and how their students learn (Sánchez, 2004). 

Through the application of Criado et al.’s (2010) scale to measure the explicit and 

implicit teaching potential of real didactic materials, I will examine EFL teachers’ 

perception and beliefs on these cognitive aspects of ISLA.  
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The initiative of Criado et al. (2010) could be an attempt to find solutions to a 

problem that concerns both EFL instructors and learners. In Spain, there is the 

widespread belief that a significant number of EFL students lack the competences stated 

in the curriculum by the end of the course. Montaner (2016) acknowledges the low 

proficiency level of EFL students at the end of their secondary school studies with 

regard to the curricular objectives (Ley Orgánica de Educación, Real Decreto 

1631/2006, Enseñanza Secundaria Obligatoria). Unfortunately, and far from being a 

mere belief, my own experience as an EFL teacher has shown me that this problem 

might be indeed a reality. 

With regard to the teaching and learning of EFL, certain questions need 

answering, for instance:  

1. Why most EFL students in Spain do not succeed in learning English, even 

after years of exposure to the language and formal academic training? 

2. Are EFL teachers familiarized with the concepts of explicit and implicit 

teaching?  

 3. What kind of linguistic knowledge is being promoted in the EFL classroom? 

4. What type of knowledge do EFL teachers think they promote when 

implementing form-focused versus meaning-focused activities? 

5. Do students have enough opportunities to do communicative practice within 

formal settings?  

6. Can students really attain grammatical competence with the implementation 

of communicative activities alone?  

 

All these and several other questions encouraged me to engage in research on ISLA, 

inasmuch as the detection and measurement of the explicit and implicit teaching 

potential of EFL activities might be one of the few objective and scientific ways to 

answer all those queries.  

Let us try for a moment to contextualize the issue explicitness and implicitness 

within the framework of the EFL classroom (e.g. R. Ellis, 1990; DeKeyser, 1998; 

Edstrom, 2006; Erlam et al., 2009; Leow, 2015). Learning a foreign language has 

become the focus of attention of a large number of individuals nowadays. People need 

to learn foreign languages for different purposes, the most widespread being, for 

instance, to meet a standard level of proficiency in order to apply for a job, to study 

abroad, to travel or to communicate with speakers from other countries. Students of all 
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ages and nationalities seem to struggle to find the quickest way to achieve fluency in an 

L2 and, in order to attain such goal, learners often enroll in courses or study on their 

own; but always with the help of linguistic resources and teachers. The main resources 

used by foreign language learners often include textbooks (Sánchez, 2004; Criado, 

2008), audio recordings (De Jong, 2005), online activities (Swan, 2005; Blake, 2011) 

and a vast array of alternative options available today. In the case of learners attending 

formal lessons, language materials are usually administered and implemented by FL 

instructors (Bolitho, 1988; Crooks & Lehner, 1998; Andrews, 2003; Elder, 2001; 

VanPatten, 2003; Masuhara, 2011), whose goal is to teach, guide and evaluate their 

students in their path to proficiency. However, not only is it necessary to have proper 

activities and materials to learn an L2. There are also many factors which have an 

impact on the process of L2 learning. There are specific variables which could be 

influencing the way students learn the second language, some of which can be 

controlled (i.e. the settings, method, materials) and some others may be only partially 

controlled (i.e. motivation), or not controlled at all (i.e. neural hardware and personality) 

(e.g. Skehan, 1991; Winke, 2007; Schmidt, 2010; Arabski & Wojtaszek, 2011; Misyak 

& Christiansen, 2012). Among the many factors that can exert a direct or indirect 

influence both on teaching and learning are the explicit and/or implicit character of the 

activities implemented. In the classroom, activities are the central axis around which the 

teaching actions are articulated (Sánchez, 2004). And it is the EFL teacher that is 

responsible for the promotion of the L2 knowledge with the help of activities with 

different explicit and implicit teaching potentials.  

During each lesson, the teacher can transfer the L2 knowledge to the students, 

basically: (i) by administering explanations on language, often delivered in the L1, with 

a marked lack of communicative practice (e.g. characteristic of teacher-fronted lessons 

where the EFL instructor has a predominant role in the class whereas the students are 

passive learners and are usually required to take notes quietly) (Fotos, 1993; R. Ellis, 

2001a, 2001b; N. C. Ellis, 2002; Doughty, 2004; Fernández, 2008); (ii) by 

implementing activities to practice with the language (e.g. practice of linguistic features 

often in a mechanic and repetitive way within communicative contexts that are altered, 

highly controlled and limited with regard to the lexical richness of the input) (Krashen, 

1982; Mitchell, 2000; Coyle, 2005; DeKeyser, 2007b;); or (iii) by engaging students in 

real -or mock- communicative situations with activities that promote attention to 

meaning, specific format writing, partitioned language learning (i.e. chunk learning, as 
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in the acquisition of fixed expressions like ‘take up a sport’) or the unintended intake of 

metalinguistic features without consciously focusing on form (what is often called 

‘incidental learning’) (Nobuyoshi & R. Ellis, 1993; Swain & Lapkin, 1998; Mackey & 

Goo, 2007). With different degrees of control and freedom in activities, there is a wide 

variety of ways in which EFL teachers could be fostering explicit and/or implicit 

teaching or learning in the class. 

For this very reason and unlike the teaching of other subjects at school (which 

may not favour the active participation of learners in class), the responsibility of 

language instructors goes beyond what we may have thought of so far. It is the EFL 

teacher that needs revising all the didactic materials available in advance, to decide 

which, when or how to implement them in the class. Thanks to the wide range of 

teaching materials, teachers may stand good chances of applying different materials 

regarding the academic background and linguistic command of the students for the 

completion of the curricular objectives. Nonetheless, despite the growing variety of 

didactic resources, students may still fail to achieve communicative competence or 

grammatical knowledge if EFL teachers do not make a proper selection of activities, 

specifically taking into account their explicit and implicit teaching potential. 

 

1.2 Understanding cognition to improve EFL teaching and learning 

	

Explicit and implicit teaching is targeted at the development of certain items of 

knowledge that are necessary for the development of fluency in the L2 (Ullman, 2012, 

2016; Paradis, 2009). If learning general domain knowledge is governed by certain 

neuropsychological procedures, then the learning of a second language must also take 

place at neural level following similar cognitive procedures (Anderson, 1982, 1996; 

DeKeyser, 2015). Understanding cognition entails that some adaptation is needed as far 

as the design of methods for EFL teaching and adequate didactic materials is concerned. 

In the research arena of ISLA, explicit and implicit teaching are two terms that seem to 

have taken the lead (see for example the bulk of research on explicit and implicit 

corrective feedback).  

In this dissertation, the constructs of explicitness and implicitness will be 

addressed only from the perspective of the explicit and implicit teaching of real EFL 

textbook activities (Sánchez, 2004). These two factors will be analyzed as they are 

present in activities, but not from a purely cognitivist perspective (N. C. Ellis, 1994; R. 
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Ellis, 2005; R. Ellis et al., 2009). Even though they originally appear in psychology 

literature and refer to the type of general domain knowledge resulting from cognition, 

explicitness and implicitness will be studied following more recent approaches led by 

linguists (for example, see Criado et al. 2010), whose research has focused on the 

analysis of the explicit and implicit teaching potential of EFL didactic materials.  

In an attempt to summarize what these two concepts entail, and prior to giving 

further accounts of this issue, I would suggest that the constructs of explicitness and 

implicitness (e.g. Krashen, 1982; N. C. Ellis, 1994; R. Ellis, 2008; Reber et al., 1999; 

DeKeyser 2003, 2007a, 2007b, 2009, 2015; Hulstijn 2007; Yule, 2010) encompass: i) 

type of knowledge; ii) learning; and iii) teaching.  

The basic characteristic of explicitness is the presence of consciousness and 

awareness. Explicitness occurs when FL teachers promote metalinguistic awareness of 

the foreign language, the development of which usually results in explicit linguistic 

knowledge. The way to achieve this is to implement activities aimed at learning about 

the linguistic system itself. An explicit teaching potential is present in exercises that 

deliver explanations on language, and whenever an activity requires learners to pay 

attention to the forms with which language is construed. Explicit metalinguistic 

knowledge is conscious and knowledge on the structural aspects of the language 

becomes the major focus of these activities. Practice and repetition of explicit 

knowledge can, in turn, foster the gradual acquisition of implicit competence and the 

automatization of our knowledge of the L2. This is very convenient for students of EFL, 

insofar as explicitness alone conducts to grammatical knowledge and accuracy, but it 

may not always help students achieve automaticity in language use. This suggests that 

the biased promotion of metalinguistic awareness in class by the use of explicit teaching 

activities may result in learners not developing fluency in use. Explicit knowledge is 

also characterized by a slower access and retrieval of information. Thus, however as 

essential as metalinguistic awareness may seem, an absolute reliance on explicit 

knowledge may lead linguistic comprehension and production to be discontinuous, 

hesitant, effortful and inarticulate (N. C. Ellis, 1994; Sánchez, 2004; Hulstijn 2007a, 

2007b; DeKeyser, 2009; Criado & Sánchez, 2009). 

The main characteristic of implicitness is the absence of consciousness or 

awareness. Implicitness takes place when the approach to language teaching or learning 

is usage oriented, as it is done in the natural learning of the L1. A teaching or learning 

approach based on the promotion of implicitness is very likely to result in the 
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acquisition of implicit competence and in speech fluency. Implicitness fosters the 

unconscious command of language, mainly the productive skills such as speaking and 

writing, together with a better ability for discerning the meaning of the input. Implicit 

teaching may also help the learner to develop his reading and listening comprehension 

skills. Nevertheless, implicit learning takes longer to occur. A teaching method that 

solely relies on implicitness might not facilitate the learner with sufficient linguistic 

tools to master metalinguistic competence and an accurate use of structures. (Sánchez, 

2004; Criado & Sánchez, 2009). 

	

1.3 The importance of didactic materials for this thesis 

 

Given that textbooks are probably the most extended classroom material for EFL 

teaching (e.g. Littlejohn, 1998, 2012; Masuhara, 2011; Harwood, 2010, 2014), it should 

be appropriate and valid to develop my analysis with real EFL textbook activities. All 

these without exception carry a specific load of explicitness and implicitness and this 

specific explicit and implicit teaching potential has an impact on L2 learning. The 

extent to which language instructors are aware of the implications of using activities 

with different explicit and/or implicit teaching potentials is paramount. The higher the 

understanding of the construct of explicit and implicit teaching and its effects on 

learning, the more beneficial the learning experience. Provided that teachers implement 

a number of activities with different explicit and implicit potentials, they might be 

influencing their students’ type of command of the L2 in the long run (Paradis, 2009; 

Ullman, 2016). 

However, there is still much work to do in order to transfer research findings to 

the reality of the L2 classroom. To this date -as I will discuss later on in the research 

review (see Chapter 3)- most of the research on explicitness and implicitness has dealt 

with: i) cognition from a theoretical perspective; and ii) EFL teaching from the 

perspective of explicit and implicit feedback. Linguists’ contributions to the study of 

explicitness and implicitness so far -very much influenced by cognitive psychology- 

have mainly resulted in purely cognitivist literature and a dearth of applied approaches 

to the topic.  

In summary, the explicit and implicit teaching potential of EFL activities can 

have a serious impact on the outcome of learning. Hence, it is paramount that EFL 
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teachers start to conceive language learning, not only as the result of their pedagogical 

action, but as a by-product of their own understanding of cognition. A way L2 

instructors can get to know about the cognitive underpinnings of FL learning is through 

the analysis of the explicit and implicit teaching potential of real activities. For instance, 

R. Ellis et al. (2009) stress the importance of measuring explicit and implicit knowledge 

and provide a complete framework for its analysis. Nonetheless, their research is not 

focused on teaching to the extent that: i) activities are designed ad hoc for specific 

research purposes, so these cannot become representative of the type of activities 

implemented by EFL teachers in a classroom; and ii) explicitness and implicitness are 

only examined from the perspective of explicit and implicit knowledge promoted and/or 

gained after the experimental process. It should be taken into account that the fact that 

R. Ellis et al.’s (2009) focus on explicit and implicit knowledge but not on teaching 

motivated myself to develop my own research as centred on explicit and implicit 

teaching. 

In the absence -to my knowledge- of studies which support the objective 

quantitative analysis of the explicit and implicit teaching potential of activities, and 

together with the initiative of Criado et al. (2010), I will focus one of the the practical 

applications of the construct of explicitness and implicitness in the field of EFL 

teaching.  

On the one hand, most of the research on explicitness and implicitness so far has 

dealt with theoretical discussions around the two constructs. On the other hand, the 

applied approaches have mainly focused on the study of the explicit and implicit 

learning gains under different instructional conditions. Therefore, in an attempt to cover 

this research niche, my approach here targets the analysis of the explicit and implicit 

teaching potential of EFL teaching materials, as perceived by teachers in this area, 

which constitutes an under-researched perspective on this issue. The general objective 

of this thesis is stated in the following section. 
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1.4 General aim of this thesis 

	
The general aim of this thesis is to examine EFL teachers’ perception of the explicit and 

implicit teaching potential of real activities. For the purpose of fulfilling this aim, the 

following tasks were undertaken: 

1. The compilation of a corpus of real activities from a sample of EFL teaching 

textbooks. 

2. The adaptation of Criado et al.’s (2010) scale for EFL teachers (non-expert 

informants) to measure the explicit and implicit teaching potential of 

activities. 

3. The design and elaboration a questionnaire to survey secondary school EFL 

teachers in the city of Murcia and its surrounding areas. 

4. The statistical analysis of the data gathered within three different dimensions: 

a) the dimension of the EFL teachers; b) the dimension of the activities; and 

c) the dimension of the items. 
 

1.5 Basic terminology 

	

With the purpose of making this dissertation more reader-friendly, I would like to 

define briefly some fundamental terms that will be used all throughout the text. Please 

note that the descriptions below may not encompass all the possible meanings and 

nuances that can be encountered in the ISLA literature. 

§ Acquisition typically refers to the unconscious and unattended learning of the 

L1. Within the context of Second Language Acquisition (SLA) and Instructed 

SLA, acquisition implies that the L2 is learnt implicitly, without paying 

attention to -or being aware of- the forms of the language.  

§ Learning addresses the conscious and explicit learning of the L2; attention to 

and awareness of forms of the language are embodied in the use of the term. 

§ Foreign Language (FL) Learning entails the learning of an L2 in a country 

where that specific target language is not the official and that is not commonly 

spoken by the native population. For example, a Spanish student learning 

English as a FL in Spain. 

§ Second Language Acquisition (SLA) refers to the developmental and individual 

processes by which L2 competence is attained. SLA mainly addresses the 
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learning of an L2 in the country where that specific L2 is the speakers’ L1. For 

example, a Spanish student learning English in a school in London. However, as 

often seen in the literature, SLA may be used to describe both second language 

and foreign language learning processes. 

§ Instructed Second Language Acquisition (ISLA) research explores L2 learning 

and teaching in a variety of instructional environments (e.g. schools, 

universities, language academies, among others) and under different external 

manipulation conditions (e.g. input manipulation, teaching methods). It differs 

from naturalistic SLA, whereby speakers learn the L2 through interaction with 

native speakers in contexts other than the instructional. 

§ Activities (in the context of L2 teaching) consist of any teaching action -typically 

supported by classroom materials (e.g. textbook, worksheets, among others)- 

that requires learners to use and practise the target language. All activities have a 

learning objective (e.g. learning be used to) and follow a pedagogical strategy 

(e.g. rephrasing, matching) to attain that objective. Activities also have a 

teaching potential which can be mostly explicit, mostly implicit, or partially 

explicit and implicit. In this particular dissertation activities will be used to 

explore EFL teachers’ understanding of the explicit and implicit teaching 

construct. 

§ Teaching potential refers to the power of an activity to transfer explicit and/or 

implicit knowledge on the language to the students. The teaching potential of an 

activity can mainly foster knowledge of forms, communicative competence or 

both. 

§ Explicit teaching is a modality of form-focused instruction (FFI) that involves 

the intended teaching of any L2 feature by raising awareness. Teachers will 

frequently ask learners to pay attention to the the forms, perhaps, by 

encouraging note taking, memorization or simply by explicitly stating the 

underlying rules of those features.  

§ Implicit teaching is a modality of FFI that mainly promotes practice and use of 

the L2 without attention to the forms.  

§ Explicit learning involves the learning of any target linguistic feature with 

consciousness and awareness of what is being learnt and its formal properties. 

Very often the result of explicit learning is the learning of explicit knowledge, 

which can be verbalized. 



	 Part I. Theoretical Background 
	

12 

§ Implicit learning is often the result of implicit teaching. Implicit learning occurs 

when a student is able to use an L2 feature but is unable to verbalize the rules 

underlying it.  

§ Incidental learning consists of learning something without intending to learn it. 

As a result, learners can use what they learnt incidentally and also verbalize the 

rules underlying it. 

§ Form-focused instruction (FFI) encompases two major modalities of L2 

teaching, namely, Focus-on-FormS (FonFS) and Focus-on-Form (FonF). 

§ Focus-on-FormS -or FonFS instruction- is the teaching of an L2 by focusing on 

a strict syllabus that revolves around forms.  

§ Focus-on-Form (FonF) entails a brief diversion of the students’ attention 

towards forms as triggered by a communicative need in the performance of a 

meaning-focused activity.  

§ Focus on meaning consists of emphasizing exposure to input and 

communicative language practice without paying attention to the rules or forms 

involved within classroom settings. 

§ Explicit knowledge is any kind of knowledge we are aware of. It is amenable to 

consciousness and can be verbalized. Explicit knowledge often results from 

explicit teaching and/or learning. However, it can also be the result of implicit 

teaching and/or learning, or conscious reflection and introspection. 

§ Implicit knowledge is the kind of knowledge that is not conscious or 

verbalizable, but it can be reflected in linguistic performance. Testing implicit 

knowledge is a more complex issue, as merely observing linguistic behaviour 

may lead to erroneous assumptions on implicit learning and/or knowledge. 

§ Declarative knowledge is knowledge about facts. This type of knowledge is 

most times available to awareness. For example, knowing that there are eight 

planets in the Solar System. Knowledge about the forms and socio-pragmatic 

and cultural conventions of language can also be declarative; for instance, 

knowing that a prefix is a morpheme that is added at the beginning of a word, or 

knowing that expressions like ‘Can you pass me the salt?’ conceal a polite 

request.  

§ Procedural knowledge is knowledge about processes. This type of knowledge is 

not available to awareness. For example, knowing the neural mechanisms 

underlying a particular hand movement, or knowing how an idea is transformed 
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into physical actions that lead to its verbalization. Procedural knowledge in the 

context of FL learning refers to the ability to use the four skills (writing, reading, 

listening and speaking) fluently and accurately in communicative situations. 

§ Interface refers to the role of explicit knowledge in the attainment of implicit 

knowledge. In addition, theoretical discussions on the Interface also attempt to 

shed light on the potential interactions between declarative and procedural 

knowledge. There are different positions arguing for and against the interface, 

namely the non-interface, the weak interface and the strong interface. 

§ Explicit corrective feedback is an explicit teaching technique whereby the L2 

teacher reacts to the learner’s linguistic performance by drawing his/her 

attention on any errors or mistakes he/she made. It can be spoken or written.  

§ Implicit corrective feedback is an implicit teaching technique which serves as a 

reaction to the learner’s linguistic performance with indirect cues or hints (e.g. 

underlining wrong spelling or adding a question mark to a sentence that is not 

clear). No direct rules or explanations are revealed. Implicit corrective feedback 

can also be spoken or written. 

 

1.6 General outline 

	
The present dissertation consists of two major parts. Part one deals with the theoretical 

background and is subdivided into four chapters. Below is a description of chapters 2 to 

4: 

 

Chapter 2. Explicit and Implicit knowledge, Learning and Teaching in the EFL 

Classroom 

 

This chapter presents an extensive theoretical description of the major components 

underlying EFL knowledge, learning and teaching. First, a strong emphasis is placed on 

the cognitive underpinnings of explicit and implicit knowledge by revisiting the 

concepts of declarative and procedural knowledge. Second, explicit and implicit 

learning are defined from the perspective of ELT and a multitude of studies focusing on 

these two aspects are reviewed. Third, the concepts of explicit and implicit teaching are 

likewise defined and reviewed. Additionally, the interface issue is discussed with a view 

to examining the usefulness of explicit teaching materials for the development of the 



	 Part I. Theoretical Background 
	

14 

L2. To the extent that the present dissertation is focused on EFL teaching, the last 

section in chapter two deals with the ways teachers can handle the teaching of form and 

meaning in the classroom. 

 

Chapter 3. SLA and non-SLA Contributions to the Study of Explicit and Implicit 

Knowledge, Learning and Teaching 

 

A research review collecting SLA and non-SLA contributions to the study of 

explicitness and implicitness is presented in this chapter. The purpose of the research 

review is twofold: a) first, to demonstrate that there are not -to my knowledge- previous 

studies other than Criado et al.’s (2010) attempting to transfer the findings in the 

research on explicitness and implicitness to the reality of the EFL classroom 

environment, especially, by measuring the explicit and implicit teaching potential of 

real EFL textbook activities; and second, b) to justify the novelty and value of my study 

as a starting point to develop further practical approaches to the issue of explicitness 

and implicitness in the context of ELT. 

 

Chapter 4. Popular EFL Teaching Methods: A Review of the Explicit and Implicit 

Teaching Potential of their Activities  

 

This chapter is devoted to the review of six major teaching methods and approaches, 

and the explicit and implicit teaching potential their prototypical activities are likely to 

promote. The six methods analysed are:  

a) Grammar-Translation (G-T) Method  

b) Direct Method (DM) 

c) Audiolingual Method (ALM)  

d) Communicative Language Teaching (CLT)  

e) Content and Language Integrated Learning (CLIL)  

f) Task-Based Language Teaching (TBLT)  

 

All these methods and teaching approaches are used in the context of English as a 

Foreign Language Teaching. For each of the five methods, there is: i) an account of 

their defining features; ii) a classroom experience illustrating how each method is 

implemented; and iii) a set of activities representing each method to review their 
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teaching potential. The analysis of the teaching nature of their prototypical activities 

might be helpful for the reader to better understand Part two of this thesis, which deals 

with the cross-sectional study of EFL teachers’ perceptions of the explicit and implicit 

teaching potential of real activities.  

 
Part two in this dissertation -Cross-Sectional Study about Teachers’ Beliefs on the 

Explicit and Implicit Teaching Potential of EFL Activities- consists of chapters 5 to 7. 

These deal with the empirical study on EFL teachers’ perceptions of the explicit and 

implicit teaching potential of real activities. Below is a brief description of each 

individual chapter. 

 
Chapter 5. Aim, Research Questions and Method 

 

In this chapter I start presenting the aim of this dissertation, after which I contextualize 

and present the Research Questions (RQs). The RQs are divided into three major 

sections regarding the three different dimensions of the results: a) the dimension of the 

teachers; b) the dimension of the activities; and c) the dimension of the items. Later, all 

the methodological aspects regarding the design of the measuring instruments and the 

data collection process (plus what these two processes entail) are described. There is 

thorough information about: a) the design of the questionnaire; b) the activities included 

in the questionnaire to survey EFL teachers on their perceptions of the explicit and 

implicit teaching potential; c) the validation of the measuring instrument by a panel of 

experts judges; d) the variables implied in the empirical study; e) the internal and 

external validity of the study; f) the design of the statistical sampling; and g) the 

procedure for data analysis.  

 

Chapter 6. Results 

 

Results are presented and discussed following the structure of the RQs. First the results 

from the dimension of the teachers are dealt with. Descriptive data from the sample of 

teachers surveyed are used in an initial stage to explore the EFL teachers’ socio-

demographic and academic profiles. Then quantitative results regarding EFL teachers’ 

global analysis of the activities are commented. Finally, links are established between 

EFL teachers’ analysis and their socio-demographic and academic profiles.  
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In a second stage, the results from the dimension of the activities are presented, 

as always in relation to the RQs of the study. Activities are first analyzed globally and 

later on explored individually, also taking into account their type. Two types of 

activities are established during the design of the measuring instrument and 

incorporated into the questionnaire to survey EFL teachers. There are Type I (mostly 

explicit or implicit) activities and Type II (mixed potential) activities.  

Lastly, in a third stage, the results from the dimension of the items are presented. 

After the analysis of the results, there is a discussion about the state of the research on 

EFL teachers’ perceptions of the explicit and implicit teaching potential of real 

activities.  

 
Chapter 7. Discussion and Conclusions 

 

Further interpretations about the results and links with previous research are established 

in the discussion section, which is also organized in relation to the RQs of the study. 

Finally, the conclusions section attempts to summarize the main ideas in the thesis and 

provides a list of limitations found all throughout the completion of the study. Last but 

not least, a number of recommendations are stated for material designers, EFL teachers 

and EFL teacher trainees and researchers. 
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CHAPTER	 2.	 EXPLICIT	 AND	 IMPLICIT	
KNOWLEDGE,	 LEARNING	 AND	 TEACHING	 IN	
THE	EFL	CLASSROOM	

2.1 Introduction 

	

EFL textbooks contain activities that address specific contents predetermined in the 

course curriculum. Contents in the syllabus represent items of L2 knowledge that the 

EFL teacher needs to transfer to the learners. This substantiates the need: a) to define 

first what L2 knowledge is; and b) to understand the cognitive underpinnings of L2 

knowledge, something fundamental for the implementation -later on- of activities with 

regard to their explicit and implicit teaching potential in the classroom. In this chapter, 

the reader will start to learn about the terms and foundations of explicit and implicit 

knowledge, as these are at the basis of my research and analysis. 

Equally important is the duality between explicit and implicit teaching and 

learning -even though I will focus much more on the former. It is crucial for L2 

instructors to know the possible combinations of teaching actions in the classroom and 

the respective learning outcomes. For instance, not all implicit L2 knowledge is 

implicitly learnt, the same way not all implicit teaching actions necessarily result in 

implicit knowledge. All these nuances will be explained in subsequent sections. 

Before delving into the theory, I would like to prompt the reader to think about 

certain ideas. This will hopefully illustrate better the relationship between the cognitive 

dimension of L2 knowledge, learning and teaching, and the context of the EFL 

classroom.  
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Imagine that a teacher wants to test the learners’ ability to transform active 

sentences into passive ones. First, he or she should bear in mind that oral production 

requires high levels of proceduralization and automatization of L2 knowledge. The 

same way we cannot expect an individual to learn to play an instrument only by reading 

an instructional book without any practice, an EFL teacher should not expect his or her 

learners to use passive structures in speech only with explicit instruction, without any 

oral practice. Similarly, a teacher should not expect the learners to succeed in 

completing a grammar test if the only type of practice carried out in the class is purely 

communicative.  

If we take into consideration the complexity of the rules implied in such 

transformations from active to passive, the teacher should not only think in terms of 

‘either/or’. It might not be too advisable to implement either written activities with a 

heavy explicit teaching load alone, or implicit teaching activities that demand verbal 

repetition and interaction alone. Probably, better results could be achieved by 

combining activities with different explicit and implicit teaching potentials for a wider 

coverage of the targeted L2 knowledge. With this issue I encourage the reader go over 

DeKeyser’s (2015) Skill Acquisition Theory, which is the starting point of this chapter. 

 

2.2 Explicit and implicit knowledge 

 

The complexity of the terms explicit and implicit knowledge is often overlooked in the 

(I)SLA literature (e.g. Hulstijn, 2002, 2005; Selinker & Gass, 2008; Paradis, 2009; 

among others). By simplifying the scope of  the terms explicit and implicit knowledge -

especially when conflating them with declarative and procedural knowledge without 

further terminological precisions- one can be led to a mistaken analysis and diagnosis of 

the explicit and implicit potential of activities.  

There seems to be a consensus on the basic defining features of explicit and 

implicit knowledge: 

Explicit knowledge is verbalizable and refers to the L2 knowledge that a learner 

is capable of recollecting with awareness of the ‘regularities underlying [that] 

information’ (Hulstijn, 2005: 130). For example, knowing how to use the present 

perfect and being able to put into words its underlying structure (e.g. it is formed with 

the verb have followed by a past participle form) implies having explicit knowledge 
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about the language. Explicit knowledge is very often conflated with declarative 

knowledge, even both are not the same (Paradis, 2007; DeKeyser, 2015; Leow, 2015). 

Implicit knowledge, in contrast, is not verbalizable and the learner has no 

awareness of the compositional elements that govern a particular L2 feature or structure. 

For instance, being able to use indirect speech in fluent conversation with other 

speakers but not knowing the rules underlying its formation. This suggests that the 

knowledge resorted to by the speaker is implicit, but declarative. Implicit knowledge is 

often associated with procedural and automatized knowledge, even though there are 

major differences between them (Hulstijn, 2005). 

Indeed, explicit and implicit knowledge seem to differ widely from declarative 

and procedural knowledge (Ullman, 2016), as not all declarative knowledge may be 

verbalizable, and not all procedural knowledge may always remain unavailable to 

awareness. Throughout the following sections, I will thoroughly describe these and 

other nuances. 

2.2.1 Ullman’s Declarative and Procedural (DP) Model 

	
One of the most important approaches to first and second language development from a 

neurolinguistic perspective is Ullman’s Declarative and Procedural (DP) Model 

(Ullman, 2001a, 2001b, 2001c, 2004, 2005, 2016). This model attempts to describe the 

underpinnings of L1 and L2 acquisition, learning and processing as subserved by the 

declarative and procedural knowledge/memory systems. The basic assumption of the 

DP model is that linguistic features underlying the mental lexicon and grammar are 

subserved by the declarative and procedural memory systems; two systems that have 

been associated with performance of non-language actions both in humans and animals. 

Predictably, it could be argued from a general perspective that: i) the declarative 

memory network will subserve the mental lexicon; whereas ii) the mental grammar will 

be processed by the procedural memory system. 

For language to be possible, the brain basically needs two types of items. 

Content -or lexical- items which allow the speaker to refer to the outer world, and a 

series of connective links that allow the speaker to join those content items together 

(grammar). These two broad categories are processed by the declarative and procedural 

systems respectively. The memorized mental lexicon contains word-specific 

information and arbitrary form-meaning connections; for instance, the fact that the word 
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guitar means ‘a musical instrument with strings’ is completely arbitrary and 

unpredictable, hence, any individual has to memorize the relationship between the 

phonological form with its meaning. Other unpredictable features of language are 

irregular, non-derivable forms of grammar (e.g. knowing that some verbs need a 

specific argument, such as the verb push followed by a direct object, as in push the 

door, or any irregular verb form, such as cost -present, cost -past, and cost -past 

participle). The mental lexicon also contains information about morphological 

procedures, such as the possibility to add bound morphemes to a word (e.g. prefixes, as 

in antisocial, or suffixes, such as reckless), and information more complex idiomatic 

expressions (e.g. make ends meet).  

Grammar rules, on the other hand, allow lexical items to combine in a variety of 

ways in order to form more complex representations (e.g –ed suffix for all regular verbs 

in the past tense). Ullman (2004) illustrates this with the following example:  

 
The rules crucially allow us to interpret the meanings of complex forms even if we 
have not heard or seen them before. Thus, in the sentence “Clementina glicked the 
plag”, we know that Clementina did something in the past to some entity. The rules 
specify not only the sequential order (precedence) of lexical items, but also their 
hierarchical relations, e.g. that a verb phrase (glicked the plag) can contain a noun 
phrase (the plag) (p. 234). 
 

L1 grammar processing or, at least, some aspects of the grammar, are not available to 

consciousness. This may indicate that they are mostly subserved by the procedural 

system; although not all declarative knowledge is conscious either. L2 grammar 

processing is primarily dealt with in the declarative system since L2 learners first have 

to store the rules the same way they store lexical items. Therefore, major differences are 

to be expected between L1 and L2 grammar processing according to the DP model.  

Since the declarative and procedural systems will be thoroughly described in the 

following sections (2.2.2 and 2.2.3), I will cover the basic premises of the DP model 

schematically in Table 1 below. 
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Table 1. Features and neural substrates of declarative and procedural memory systems in the DP 

Model (Ullman, 2004). 
Memory 
system Basic features Neural substrates implied 

Declarative -Knowledge about facts (semantic) and 
events (episodic). 
-Knowledge about ‘what’, ‘why’, ‘where’, 
‘when’. 
-Learning of arbitrarily-related 
information. 
-Very rapid processing. 
-Knowledge is not informationally 
encapsulated. 
-Knowledge is accessible to multiple 
mental systems. 
-Knowledge can be consciously (explicitly) 
recollected. 
-Left-handedness is associated with a 
declarative memory advantage. 
-Declarative memory consolidation seems 
to improve during physical exercise and 
sleep. 
 

-Medial temporal lobe structures: 
hippocampal region (dentate gyrus, 
subicular complex and hippocampus. 
-Different cortical regions governed by 
the temporal lobe structures. 
-Prefrontal regions 
-Ventrolateral prefrontal cortex (VL-
PFC). 
-Two subregions are also involved: a) 
posterior/dorsal inferior frontal cortex 
(phonology); b) anterior/ventral inferior 
frontal cortex (semantics). 
-Anterior frontal-polar cortex and 
portions of cerebellum (memories). 

 

Procedural -Gradual learning of new –and control of 
established- psychomotor skills and habits. 
-Often equated with the implicit memory 
system. 
-Not available to conscious access. 
-Processing of real-time sequences. 
-Knowledge is informationally 
encapsulated. 
-Rules are applied quickly and 
automatically. 
-Particularly important in ‘learning to 
predict’ 

-Frontal/basal-ganglia circuits (set of sub-
cortical structures, including the 
neostriatum, globus pallidus, sub-
thalamic nucleus, and substantia nigra. 
-Portions of parietal cortex, superior 
temporal cortex and cerebellum. 
-Dorsal striatum and Broca’s area (crucial 
for learning sequences containing abstract 
and hierarchical structures). 

 

The DP Model itself provides a comprehensive approach to neurolinguistics. It can 

serve as a basis to understand how linguistic knowledge is stored and retrieved from the 

declarative and procedural substrates. Anderson’s (1982, 1996) ACT-R Model, together 

with some basic notions of the DP Model, can eventually help teachers understand how 

the L2 progressively gets automatized through practice. This body of knowledge can 

become a solid basis for the understanding of the construct of explicit and implicit 

teaching.  
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2.2.2 Declarative knowledge 

	
In the context of FL learning, declarative knowledge is knowledge that (DeKeyser, 

2009) or knowledge ‘about the system’ (DeKeyser & Criado, 2013: 100). In other 

words, declarative knowledge is knowledge of the forms of the foreign language. Also 

defined as factual knowledge, declarative knowledge on the language entails knowing 

or having the ability to deliver explanations on the language. This includes formal 

aspects covered and reflected in any FL course syllabus, such as the knowledge of 

vocabulary, grammar, pronunciation, spelling, intonation, or strategies to develop the 

four skills. Thus, declarative knowledge can be identified in textbook activities and 

analyzed to determine the explicit and implicit teaching potential that these carry. 

Declarative knowledge is present in most -if not in all- EFL textbooks and is 

mostly attained in the form of explicit knowledge, typically (but not always) as a result 

of explicit teaching. More specifically, declarative knowledge can be found and 

measured in EFL textbook activities (Criado et al., 2010). EFL teachers can take 

advantage of declarative knowledge, for instance, to accelerate the process of adult L2 

learning or to support communicative competence to avoid linguistic errors. Therefore, 

the L2 instructor should know how to handle declarative knowledge to further improve 

the teaching action and the learning experience in the classroom. 

In defining declarative knowledge, I cannot help but associate the term and its 

defining features with the Dickensian notion of knowledge. Before delving into a more 

academic description of what declarative knowledge implies, please let me introduce a 

brief personal comment on this issue. At the very beginning of Dickens’ (1854) novel 

‘Hard Times’, there is a passage where a teacher is telling his students to limit 

themselves to learn facts about life, and to forget about inaccurate intuitions and 

feelings towards what they could see in the world; according to the teacher’s 

understanding of the world we live in, life would only consist of a list of practical facts 

which can be learnt by heart and be verbally retrieved when necessary. With regard to 

the definition of a horse, one of his students defines it as follows:  

 
Quadruped. Graminivorous. Forty teeth, namely twenty-four grinders, four eye-
teeth, and twelve incisive. Sheds coat in the spring; in marshy countries, sheds 
hoofs, too. Hoofs hard, but requiring to be shod with iron. Age known by marks in 
mouth (Dickens, 1854: 4). 
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This definition always comes to my mind whenever I think about declarative 

knowledge. I believe this is because the description of the horse fully complies with the 

defining features -at least in the broadest sense- of declarative knowledge: ‘factual’ and 

‘verbalizable’. 

	

Defining features and properties 
	
For the detection and analysis of declarative knowledge in EFL activities, it is first 

necessary to resort to the defining features and properties of declarative memory, since 

this is the neural substrate where most declarative knowledge is believed to be 

allocated. 

Declarative memory is the neural system subserving the storage, part of access 

and retrieval of content knowledge. Any item of knowledge concerning facts or events 

is believed to be declarative (e.g. Ullman, 2001a, 2001b, 2001c; Paradis, 2009; Criado 

et al., 2010; DeKeyser, 2015). A typical example of content knowledge subserved by 

the declarative network is the type of knowledge learnt at school, for instance, in areas 

like sciences, history, geography -or even EFL, if we consider that most knowledge is 

often conveyed and learnt explicitly in the form of metalinguistic rules. Knowledge 

stored in the declarative memory is ‘symbolic […] (Broadbent, 1989), sometimes 

subdivided in semantic and episodic memory (Mishkin et al., 1984; Tulving, 1985; 

Schacter & Tulving, 1994; Squire & Knowlton, 2000; in Ullman, 2005)’ (cited in Berge 

& Van Hezewijk, 1999: 608). Whereas semantic memory encompasses all the 

knowledge related to the semantic meaning of the mental lexicon, episodic memory 

refers to the individual’s ability to recall memories (e.g. what we did last night or last 

summer, as well as any imaginary event that we may make up in our mind). In terms of 

L2 learning, episodic memory would afford the speaker to call to mind any event, in 

order to talk about it in the target language. L2 declarative knowledge also consists of 

lexical items and their meanings (semantic memory), and virtually any structure or 

grammar rule that first has to be explicitly learnt. Knowledge of regularities of the L1 is 

believed to be subserved by the procedural memory system (e.g. Ullman, 2001a, 2001b, 

2001c), but the L2 grammar for an L2 learner is processed in the declarative memory 

system. It is worth noting that the declarative memory does not only afford knowledge 

that is correct, but also ungrammatical knowledge. In other words, if L2 students learn a 

malformed grammar rule or misinterpret the meaning of a word -and eventually use any 
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of these without awareness of their ungrammatical nature-, the declarative network will 

also support that type of wrong knowledge (Leow, 2015).  

Continuing with the properties of declarative knowledge, it should be argued 

that this type of knowledge is located within a memory network that permits the 

learning and storage of arbitrary associations of knowledge and one-trial learning. For 

instance, a common example would be the first time a math teacher tells us about the 

link between the ‘+’ and ‘-‘ symbols and their meaning: addition and subtraction 

respectively; very little effort seems to be needed to learn and retrieve those two pieces 

of information (Berge & Van Hezewijk, 1999). Instances of one-trial learning in the 

context of FL learning may occur with adjacency pairs, such as ‘good bye’ or ‘thank 

you’, and their respective meanings and translations in the learner’s L1. 

Declarative memory may also contain ‘prefabricated structures [that] are 

assumed to be stored as wholes [or chunks]’ (Erman, 2007: 29). Bolinger (1977) defines 

these chunks, or prefabs, as a diverse collection of ‘multi-word units that range from 

those that are completely fixed, idiom-like structures to those which allow for […] 

considerable variability, including routines and sentence stems (p. 1). In addition to the 

defining features posed by Bolinger, Erman and Warren (2000) stress the fixedness 

property of language chunks, as native speakers would rather keep the conventional 

form (word choice or structure) than select an alternative combination (e.g. global 

warming instead of global heating). The authors go on to suggest a detailed series of 

prefabs that would be susceptible to storage in and retrieval from the declarative 

network. Among these are (Erman & Warren, 2000: 30): 

1) Collocations (e.g. glittering window displays, random sampling, solar system, milky 

way)  

2) Lexical items or frames with a specific semantic preference (e.g. that’s terrific, 

that’s great, what a thing to say) 

3) Sentence stems (e.g. Why on earth…?, How about…?) 

4) Constructions (e.g. my bad -to express guilt, American English, poor him, lucky 

you, good for you) 

5) Clausal prefabs with pragmatic force (e.g. don’t say anything else, what are you 

talking about?, what do you mean by…?, Are you kidding me?, please don’t) 

6) Speech formulas (e.g. openers, let’s…, I just…, now we are going to move on to…, 

politeness phrases, thank you very much, how sweet of you, I appreciate it)  

7) Pragmatic markers (e.g. well…, I mean, not at all, you know, really?, I see…) 
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Given the notable presence of activities that foster the teaching of declarative 

knowledge (Sánchez, 2004), it should be worth noting the important role of the 

declarative network in the learning and processing of L2 knowledge (Leow, 2015). 

Ullman (2016) elaborates on the dependence between L2 knowledge and the 

declarative network. Five major L2 features are believed to be subserved by the 

declarative structure (pp. 12-21): 

a) Vocabulary. Any lexical feature (e.g. form-meaning relationships) that is 

consciously accessible to the L2 learner or speaker is processed by the declarative 

memory network.  

b) Non-automatized L2 function words (e.g. knowledge of prepositions or 

conjunctions) are likely to be processed as independent lexical items (Weber-Fox & 

Neville, 1996). L2 learners need to process function words as vocabulary items 

first, until automatized. 

c) Metalinguistic knowledge might undergo different processing sequences in L1 

acquisition and in L2 learning. For L1 speakers, metalinguistic knowledge is 

informationally encapsulated and unconscious before conscious observation (e.g. in 

the classroom); it is first part of the speakers’ implicit competence. In contrast, L2 

learners are very likely to become aware of the target metalinguistic knowledge 

prior to its automatization. Whereas L1 learners seem to go through a process of 

declarativization (PRO-DEC) from their initially acquired declarative knowledge, 

L2 learners might go through the opposite process, known as proceduralization 

(DEC-PRO).  

d) Like metalinguistic knowledge, any implicitly learnt L2 feature may not only be 

subserved by the declarative network until it has been explicitly observed or taught. 

Once that L2 feature submits to conscious analysis, it is stored in the declarative 

system. Having said this, Paradis (2009) argues that speakers with an automatic 

command of the L1 or L2 might resort to the implicit or automatized L2 features by 

default, even though there is an explicit counterpart in the declarative system.  

e) Abstract representations that have been consciously taught or learnt -like word 

category (e.g. noun, verb, adjective, adverb) or part-of-speech (e.g. subject, object)- 

are also subserved by the declarative network. This does not refer to the internal 

processing of morphological or syntactical categories, but to the conscious analysis 

of forms, especially, within academic settings. 
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Especially important for the analysis of the explicit and/or implicit teaching potential of 

EFL activities is the detection of mechanisms that activate the declarative network. In 

line with Anderson et al.’s (1997) ACT-R Theory -from which SAT is derived- there 

seem to be three different routes for concept activation in declarative memory (cited in 

Erman, 2007: 29): 

a) Perception occurs when external stimuli (e.g. visualizing an object in our 

environment) draws the individual’s attention. As a result of this visual cue, the 

declarative network might prompt the lexical item linked with that object.  

b) Spreading activation is closely related with the notion of priming. It occurs when 

an external stimulus causes the spread of activation of not only a lexical items but 

rather a complete set of them. Prefabricated chunks are retrieved as a whole and 

‘this automatic process is not expected to be manifested through pauses’ 

(Schilperoord, 1996a, 1996b; cited in Erman, 2007: 29). 

c) Focusing. Declarative knowledge can be accessed to and retrieved from memory 

with attention and some degree of effort. Unlike spreading activation, activation 

through focusing is expected to cause paused reflection and slower performance. 

 

Routes a) and b) can be linked with two of Sinclair’s (1991) principles: the idiom 

principle and the open choice principle. Dealing with language chunks, Sinclair argues 

that L2 speakers expose to and learn a set of ‘preconstructed or semi-preconstructed 

multiword units that constitute single choices even though they might appear to be 

analyzable into segments, and which, when used, are chosen through application of the 

idiom principle‘ (Sinclair 1991:110; cited in Erman, 2007: 29). 

	
Declarative knowledge and explicit knowledge 
	
EFL teachers should be especially critical with the terminology employed in the 

literature to equate or differentiate between declarative and explicit knowledge. It seems 

clear that simplistic definitions in the literature tend to equate declarative with explicit 

knowledge. However, if we elaborate on the specific features underlying the nature of 

declarative knowledge, it does not apply in the same contexts as explicit knowledge. 

Pinker and Ullman (2002) suggest that lexical memory is only a subdivision of the 

complete declarative memory structure, and their argument is supported empirically by 

neurological evidence. According to the declarative-procedural model (Ullman 2001a, 
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2001b, 2001c), lexical retention is subserved by medial-temporal lobe structures, in 

particular the hippocampus (Pinker & Ullman, 2002: 457). Whereas authors such as 

Hulstijn (2005) claim that ‘knowledge is declarative when subjects can explicitly 

declare or verbalize their knowledge’ (p. 131), this view does not seem to attract an 

overall consensus. Rather, it seems that not all declarative knowledge is explicit in the 

same way that not all declarative knowledge is available to consciousness, or 

verbalizable (Chun, 2000; cited in Ullman, 2005: 147). 

One fundamental aspect attached to the notion of declarative knowledge is 

verbalization, which can also serve as an identifying feature of the explicit teaching 

potential of an activity.  

The declarative network ‘contains knowledge that can be thought of and spoken 

about explicitly’ (Berge & Van Hezewijk, 1999: 608). Unless cognitively impaired, not 

only speakers can access declarative memory and knowledge consciously -with 

awareness-, but also they should be able to recall those memories and facts verbally. 

Another issue is whether we are capable of remembering something we initially studied 

by heart, which may simply be due to lack of practice and eventual loss of that 

knowledge. Thus, any declarative piece of information that is stored and can be 

accessed consciously should be susceptible to verbal retrieval. However, recalling 

declarative knowledge verbally might not be possible until there is an internal or 

external stimulus (e.g. motivation to recall that information for a specific purpose) or 

certain cues that prompt its verbalization. Additionally, those prompts or cues may only 

facilitate access to a very selective segment of the potential amount of declarative 

information available. 

	

Summary notes about declarative knowledge 
	

In short, and metaphorically speaking, declarative knowledge could be defined as a type 

of dormant -or inactive- knowledge that can be consciously recollected and verbalized 

when there is an internal or external drive to do so. It could be said that individuals are 

not aware of the bulk of the declarative data stored in their memory; only by a 

conscious incentive can one approximately weigh its dimensions (Chi & Ohlsson, 

2005). Morgan-Short -in Robinson (2013)- claims that the amount of a person’s 

declarative knowledge may reach up to approximately one million ‘pieces of 

knowledge, according to one estimation’ (p. 157). For instance, we are not constantly 

thinking about what we did last weekend; however, if somebody asks us about it, and as 
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long as we can remember it, we might be able to recall every single move, action or 

activity we performed with more or less effort. Having said this, the neural processes 

involved in the recollection of declarative information from memory are bound to 

remain unavailable to consciousness. ‘An individual can only become aware of the 

products [yet remains unaware] of the [underlying] process’ (Berge & Van Hezewijk, 

1999: 608). In other words, if somebody asks us about what we did last weekend, we 

may be able to verbalize it; however, we are not aware of the underlying neural 

mechanisms that facilitate those memories and make them available to consciousness 

(e.g. for introspection or verbalization). 

	

2.2.3 Procedural knowledge 

 
Defining features and properties 
 

Procedural memory is the structure where knowledge on how to perform actions is 

allocated. In the neurological dimension, the procedural memory structure consists of a 

set of interconnected brain networks where some specific neurotransmitters related to 

these regions, ‘especially dopamine, underlie aspects of procedural learning’ (Ullman, 

2004: 147). Neural connections that facilitate psychomotor (e.g. walking, 

skateboarding, playing drums) or cognitive skills (general thinking, verbal interaction, 

complex calculations) are believed to be closely related to the procedural memory 

system (Berge & Van Hezewijk, 1999). Ullman (2004) specifies that the procedural 

cognitive network is highly implicated in ‘the learning of new, and in the control of 

long established motor and cognitive skills and habits, especially those involving 

sequences’ (Mishkin et al., 1984; Schater & Tulving, 1994; Aldridge & Berridge, 1998; 

Willingham, 1998; Squire & Knowlton, 2000; Boecker et al., 2002; cited in Ullman, 

2004: 146). He informs that the procedural memory system is still less well known than 

the declarative memory, even though more information concerning its scope of action is 

being discovered. The procedural complex is fundamental for the learning of sequences, 

namely ‘serial or abstract, or sensorimotor or cognitive’ (Saint-Cyr et al., 1988; 

Graybiel, 1995; Doyon et al., 1997; Aldridge & Berridge, 1998; Willingham, 1998; 

cited in Ullman, 2004: 237). 

Informational units stored in the procedural memory system are not available to 

consciousness, thus, these cannot be verbalized. Perhaps, only behaviour may reveal the 
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functional underpinnings of the procedural memory system. Storing knowledge in the 

procedural network demands repetition, practice and several trials before any item of 

knowledge is eventually encoded; however, ‘one-trial learning1 [can also] occur’ (p. 

607). Berge and Van Hezewijk (1999) suggest that procedural memory is largely 

independent and may work autonomously. 

Some terminological issues in the literature may lead to confusion. For instance, 

procedural knowledge has often been equated with implicit knowledge (Schacter & 

Tulving, 1994; Eichenbaum & Cohen 2001; cited in Ullman, 2004: 161), but both 

belong to different dimensions and point to different phenomena. DeKeyser (2009) 

makes a clear distinction between procedural knowledge and implicit knowledge: 

 
Procedural knowledge is not necessarily implicit, because it can be the result of 
proceduralization (and partial) automatization of declarative knowledge, and still 
allow or even require a certain degree of conscious access when being used. Nor is 
implicit knowledge necessarily procedural: knowledge of category prototypes, 
even including the knowledge of chunk strength involved in artificial grammar 
learning may be implicit, but this implicit knowledge is neither declarative nor 
procedural (Squire & Knowlton, 2000) (DeKeyser, 2009: 121). 

 

Further exploring the issue of the development of procedural knowledge, Willingham et 

al. (1989) studied: a) whether declarative and procedural knowledge could be learnt and 

acquired independently of each other; and b) whether one type of knowledge should be 

acquired or learnt before the other. They found that the knowledge in the declarative 

and the procedural structures seemed to develop independently of one another; ‘it was 

possible for subjects to acquire procedural information in the absence of declarative 

knowledge and also to [learn] declarative information in the absence of procedural 

knowledge’ (cited in Berry & Dienes, 1991: 366). 

  

																																																								
1  One-trial learning ‘implies that a fact is comprehended after one presentation’ (Berge and Van 
Hezewijk, 1999: 616) 
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Differences in the procedural network of L1 speakers and L2 learners 
	

There are distinct features in the functionality of the procedural memory system in L1 

speakers and L2 learners (Ullman, 2004: 148-161): 

a) Features of the procedural system of L1 speakers: 

a. It is responsible for processing many aspects of the mental grammar. 

b. It allows for implicit learning mechanisms and the use of not only 

psychomotor and cognitive skills, but also ‘aspects of a rule governed 

combinatorial grammar, including morphology, syntax, and possibly 

phonology’ (p. 148). 

c. It plays a paramount role in the scaffolding of grammatical constructions and 

in the ‘sequential and hierarchical combination of stored lexical forms 

(walk+-ed) and abstract representations (verb phrase) into complex 

structures’ (p. 149). 

d. It is in charge of most aspects of their mental grammar. Of all these features, 

‘native speakers are least aware of their prosody and many other features of 

their phonology which they nevertheless implement constantly and 

consistently, such as devoicing a consonant in certain contexts’ (Paradis, 

2009: 8). 

b) Features of the procedural system of L2 learners: 

a. There is a decline in the ability to abstract rules as a result of an overloaded 

working memory capacity. 

b. The critical period acts as a threshold for the learning of new cognitive and 

psychomotor skills, which are subserved by the procedural system. L2 

learning can be subject to the critical period, especially when individuals start 

learning an L2 after this stage2. The way of L2 processing is expected to be 

greatly affected by the critical period (Walton et al., 1992; Wolansky et al., 

1999; Fredriksson et al., 2000; Schlaug, 2001; cited in Ullman, 2004: 153). 

The declarative network might compensate the possible lack of processing in 

the procedural system. 

																																																								
2 Though this should not be taken as a general rule. It is no wonder that there are individuals who can 
successfully attain a satisfactory command of an L2, even if they start learning it after the critical period 
(e.g. adult immigrants). The level of proficiency and fluency in the L2 might rather depend on the number 
of hours of exposure to the L2, the type of instruction and practice, among many other factors. 
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c. Late adulthood might represent another threshold for L2 learning. The 

complexity for internalizing and automatizing L2 knowledge may increase as 

the declarative and procedural networks begin to wane. As Ullman suggests, 

‘older adults may have more difficulty than young adults with procedural as 

well as declarative aspects of L2 acquisition’ (2004: 153). One possible way 

of sorting out age effects on L2 learning might be to boost the declarative 

memory system. For instance, adult learners -especially mature students- 

often complain about how difficult it is for them to learn any new knowledge, 

especially an L2. However, they have the advantage of logical thinking -

something which young learners may lack at early stages of acquisition; thus, 

adult learners may benefit more from rule-based knowledge and instruction, 

which is subserved by the declarative structure.  

	

PRO knowledge and L2 learning 
	

Focusing more on the procedural knowledge network from the perspective of L2 

learning, a set of independent characteristics will be enumerated below:  

1st The procedural system allows for the learning and processing of both new 

and inborn sequences of actions. There are important pedagogical implications 

especially underlying the control and coordination of newly learnt sequences. 

Considering language performance as the result of the cognitive computation of a series 

of sequences, it would be reasonable to argue that L2 learners should aspire to 

processing their L2 knowledge in the procedural substrate. To the extent that knowledge 

operations carried out in the procedural network are processed more quickly, efficiently 

and automatically (Ullman, 2004: 237) than in the declarative system, the FL teacher 

should also seek ways to help learners proceduralize their L2 knowledge. 

2nd The procedural network facilitates automatized grammatical processing 

(either in the L1 or in the L2) insofar as the system is greatly involved in the learning of 

sequences. Additionally, the procedural system is involved in the computation of lexical 

processes governed by rules (e.g. formation of word compounds) and lexicalized 

knowledge of grammatical properties, ‘such as argument structure’ (Paradis, 2004: 162; 

cited in Paradis, 2009: 13). The neural substrates engaged in this mechanisms are the 

basal ganglia, the frontal cortex and, particularly for L2 learning and performance, 

‘Broca’s area and neighbouring anterior cortical regions’ (Pinker & Ullman, 2002: 460). 

These brain structures can compute ‘stereotyped sequence[s] of “syntactic chains” that 
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combine up to dozens of actions into a predictable order’ (Aldridge & Berridge, 1998; 

cited in Ullman, 2004: 237). 

3rd In the procedural knowledge system, learning occurs slowly and gradually 

during continual exposure to stimuli and responses -unlike the type of learning that 

takes place in the declarative system, which seems to be faster (Ullman, 2004: 237). 

Frequency and repetition in the type of practice of L2 items, however, might help 

shorten the time period needed for L2 knowledge proceduralization and automatization 

(Sánchez, 2004; DeKeyser & Criado, 2013). 

4th The connections that are formed in the procedural system are bound to be 

rule-like, inflexible and autonomous from any other neural substrate. This has led to the 

belief that procedural knowledge is informationally encapsulated (Squire & Zola, 1996). 

In terms of L2 learning, if the knowledge on how to perform fluently (e.g. spoken 

interaction in an L2) is procedural and unconscious, the rule-like mechanisms that occur 

in the procedural substrate are informationally encapsulated. To the extent that those 

procedural items of knowledge are isolated from the declarative memory, they are not 

subject to conscious control. 

5th As long as the learner has automatized the L2 grammar, aspects such as 

regular past tense features can be operated by the neural substrate subserving grammar 

processing in the procedural system. The process of proceduralization necessary for 

subsequent automatization should be understood as the ‘gradual replacement of the use 

of explicit knowledge in constructing sentences by the use of the implicit competence 

newly and independently acquired through repeated use, allowing the speaker to 

automatically generate sentences’ (Paradis, 2009: 16). 

6th Failure to process grammar functions in the procedural network -possibly due 

to the lack of automatization of knowledge (as will be explained in the next section)- 

might boost a compensation strategy wherby the declarative system intervenes to 

compute those features. That being the case, language performance can be slower and 

hesitant. 

	

Automatizing L2 knowledge in the EFL classroom 
	

Automaticity in L2 competence could be defined as the resourceful, fast and effortless 

neural capacity to sequentially locate, analyze and compute any set of knowledge 

encoded in the memory that results in language performance. Achieving automaticity in 

a foreign language is a very laborious, long and complex process that requires exposure 
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to a vast amount of input, regular practice and repetition. Activities can trigger 

automatization by repeatedly asking learners to practise certain L2 features or 

structures. 

As indicated before, Paradis (2009) is contrary to the belief that L2 learners can 

achieve different degrees of automaticity throughout the development of their 

interlanguage. He points out that automaticity is systematic, but variability in speed of 

processing can blur the line between both concepts. Whereas automaticity seems to be 

categorical, that is, learner’ performance can be either automatized or not automatized, 

linguistic processing on the other hand can be more or less speeded up, depending on 

how much practice the learner is subject to. The author further suggests that 

automaticity is specifically linked with certain L2 linguistic features and properties; 

automatized knowledge is not associated, among other things, with recalling isolated 

lexical items. Rather, it refers to ‘memorized sequences, such as counting, prayers, 

poems, slogans, nursery rhymes and multiplication tables’ (p. 7). Reviewing the work of 

Bookheimer et al. (2000), Paradis (2009) defines automatic speech as the outcome of 

rote learning; the message is conveyed without really attending to its meaning. This 

type of speech -the author states- ‘typically does not engage the language cortex’ 

(Bookheimer et al., 2000; cited in Paradis, 2009: 7). But automaticity is convenient for 

any L2 learner if longer reaction times and hesitation want to be avoided. 

Automatic comprehension, in turn, could be seen as the result of having acquired 

a solid communicative competence. Automatic comprehension is ‘ballistic’ (Paradis, 

2009). This property points to the fact that native speakers’ of a language cannot 

intentionally decide not to understand an utterance or a sentence they heard. When we 

talk about an L2 learner who is reading a text or listening to a recording, the individual 

cannot choose not to processes the message unconsciously or comprehend it if he or she 

already has the knowledge to achieve so. However, L2 learners may need to make a 

greater effort to understand a given sentence or utterance unless they achieve automatic 

comprehension. For example, processing a message for understanding may require both 

declarative and procedural knowledge stored in the memory. If the L2 learner is able to 

recognize the words and their meaning but is unable to ‘join those pieces together’ in 

order to understand the message as a whole, comprehension might only be partially 

successful. Even when L2 learner proficiency is higher, a similar phenomenon may also 

occur. An advanced EFL learner might be able to identify the parts of speech in an 

utterance but not know the meaning of some words heard. Paradis (2009) attempts to 
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explain the gradual development of the processes that allow for automatic 

comprehension in the case of L2 learners: 

 
When you try to understand a sentence in L2, in order to figure out who does what 
to whom, you may have to consciously look for cues to identify the subject, and 
then select the verb by its position or inflection, even when you understand the 
meanings of words from the start (declarative knowledge). This process may be 
speeded up over time, and eventually the implicit decoding process may be 
automatized (Paradis, 2009: 8-9). 

 

In the light of the core implication of the procedural system in the processing of L2 

knowledge, it should be clear so far that there is a need to automatize any L2 feature for 

the proper (co)operation of the declarative and procedural networks. This would help 

fluency and overall L2 performance.  

The key question is then: how can a FL teacher trigger automaticity and the 

development of the procedural knowledge in the classroom? Criado (2016) thoroughly 

accounts for how the teaching action, together with the design and implementation of 

EFL teaching materials, can better foster the proceduralization of the L2 knowledge.  

Some activities might be more useful than others to enhance procedural 

nowledge. Whereas purely form(s)-focused teaching materials (e.g. rephrasing 

activities) may not be suitable for proceduralization of knowledge, other communicative 

or input-enhanced activities might in turn help proceduralization. 

 

2.3 Explicit and implicit learning 

	

So far I have focused on the concepts of explicit and implicit knowledge and the 

cognitive substructures that facilitate its storage and retrieval. The declarative and the 

procedural networks have been exposed to better understand the functioning of L2 

knowledge and its interface with the neural substrates. Additionally, the interface debate 

has been brought to light to disentangle the controversy that surrounds the use of 

explicit teaching materials in the EFL classroom, since this issue is closely related to the 

analysis and measurement of the explicit and implicit teaching potential of the activities. 

In this section, I will move on to define the concepts of explicit and implicit 

learning, as these are inevitably linked to the teaching of the L2 and the use of didactic 

materials with a predetermined explicit and implicit teaching load. Then, I will focus on 
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research developed in the field of ISLA, also, from the perspective of explicit and 

implicit learning. 

	

2.3.1 Explicit learning 

	

Explicit learning is the intentional, deliberate and conscious learning of factual (or 

declarative) information, metalinguistic knowledge about rules or regularities, and any 

other type of symbolic knowledge (Hulstijn, 2005, 2007; DeKeyser, 2009; N. C. Ellis, 

1994; Paradis, 2009; Clark, 2010). Explicit learning may occur as a result of gaining 

awareness of a specific linguistic item or deliberately reflecting upon it. As a concept, 

linguists consider learning as the formal study of language within academic settings, 

which is often artificial and biased towards the memorization of forms (Clark, 2010). 

Often taken as the result of explicit learning (Krashen, 1981; Paradis, 1994; N. C. Ellis, 

2005), explicit knowledge may be viewed as the knowledge gained through conscious 

manipulation of linguistic knowledge. Hulstijn (2005) describes explicit learning as a 

process whereby learners become gradually aware of the linguistic knowledge before 

they engage in learning practice with activities and before they are tested on that 

particular information, for instance, in an exam (p.132). Explicit learning usually occurs 

in the traditional FL classroom, but it can also take place when students are making an 

attempt to learn on their own without a teacher. In that particular case, explicit learning 

could be viewed as the intentional effort that an individual makes ‘to uncover the rules 

of the system underlying the input data’ (Hulstijn, 2005: 135). Explicit learning or 

knowledge is verbalizable and its attainment requires a certain cognitive development 

(Baars, 1993, 1997, 2005; Hulstijn, 2007). Explicit learning is usually deductive and 

learners’ role in the classroom may not be as active as the EFL teachers’. Rather, 

students are more often considered passive recipients following the directions of the 

EFL teacher (Clark, 2010). DeKeyser (2009) stresses the importance of explicit learning 

inasmuch as it is believed to facilitate the automatization of explicit knowledge (e.g. 

DeKeyser, 2015; Ullman, 2016). Additionally, explicit learning through repetition 

might represent a solid way to successfully consolidate declarative knowledge and -later 

on- draw upon this knowledge communicatively (Criado & Sánchez, 2009). And in 

some cases (e.g. adult FL learning), explicit learning might be the fastest, most natural, 

economical and cost effective way to achieve communicative competences in the L2.  
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With regard to the overall typology of EFL teaching activities that foster explicit 

learning (not only those activities devoted to the presentation of language; or P1 

activities, in terms of the PPP model), it is often found that they follow a deductive 

approach. This means that practice is delayed until explanations on language have been 

provided. Firstly, students might be given explicit instructions on how to use a given 

grammatical rule and, secondly, they might be encouraged to do mechanical practice 

with it. Some examples of explicit learning activities could be gap-filling exercises, 

word formation tasks, multiple choice or rephrasing activities, etc. It is also possible to 

learn the language explicitly through the presence of inductive explicitness strategies in 

EFL activities. Even though some activities are communicative in nature (e.g. which 

trigger implicit learning to a greater extent), explicit learning will occur if the learners’ 

attention is centred on grammatical aspects of the texts, such as the verb tense used. As 

far as the explicit and implicit teaching potential of these activities is concerned, a 

higher degree of explicit teaching is promoted. 

	

2.3.2 Implicit learning 

	

Implicit learning is the natural and unintentional acquisition of implicit knowledge or 

competence (Berry & Dienes, 1991; Baars, 2005; Hulstijn, 2007; DeKeyser, 2009; R. 

Ellis et al., 2009; Paradis, 2009; Clark, 2010; Ullman, 2016). Implicit learning is not 

planned but spontaneously triggered by a linguistic stimulus (Ullman, 2004: 234). The 

knowledge resulting from it is believed to be implicit knowledge, which is subsymbolic 

(R. Ellis et al., 2009), tacit, non-consciously accessible and ‘informationally 

encapsulated’ (Fodor, 1983; cited in Ullman, 2004: 234). 

Implicit learning is particularly difficult to detect and, perhaps, it might only be 

traced back through performance. Implicit learning occurs beyond awareness and no 

control can be exerted on the processing or product of what has been implicitly learnt. 

Implicit learning can be associated with statistical learning (Rastelli, 2014), which 

consists of the internalization of L2 target features as a result of vast amounts of 

exposure to exemplars in input. Additionally, it could also be linked with usage-based 

theories of naturalistic language acquisition, which ‘hold that we learn language through 

using language’ (N. C. Ellis, 2009: 142).  
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Creative linguistic competence emerges from learners’ piecemeal acquisition of the 
many thousands of constructions experienced in communication, and from their 
frequency-biased abstraction of the regularities in this history of usage (N. C. Ellis, 
2009: 142).  

 

L2 learners may experience greater difficulties in internalizing knowledge through 

implicit learning because of the reduced amount of input to which they are likely to 

expose throughout their academic lives (Paradis, 2009: 8). Unlike L1 speakers, who 

acquire a full mastery of their mother tongue in a natural way, L2 learners may not 

achieve the same level of proficiency even after years of implicit learning and exposure 

to the language. 

N. C. Ellis (2002) suggests a number of linguistic skills which seem to be 

unlearnable, and may only be acquired implicitly especially in early stages of 

childhood. Evidence of this is found in phonology and phonotactics, the acquisition of 

which ‘emerges from using language’ (p. 148), and not so often through explicit 

learning processes. During early childhood, the brain seems to be particularly sensitive 

to certain aspects of language, such as pronunciation, lexical frequencies, language 

chunks, high frequency idioms, recognition and production of words, or to the 

sequential dependencies of language, in order to segment and recognize connected 

speech (N. C. Ellis, 2002). Hulstijn (2005) acknowledges that implicit learning may 

entail an obstacle for the natural and unintended acquisition of language, insofar as 

some degree of attention and awareness may be necessary for implicit learning to take 

place (Schmidt 1994, 2001; Baars, 2005; R. Ellis et al., 2009; Leow, 2015). Schmidt 

(1994, 2001) claims that there always seems to be some degree of awareness in order to 

notice salient features in the input.  

Implicit learning is usually the result of implementing implicit teaching activities 

in the classroom. Some instances of these could be activities that favour interaction, 

focus on meaning (rather than on form), or that promote the activation of linguistic 

knowledge (e.g. words) related to a specific semantic field or topic. Students are likely 

to adopt an active role (R. Ellis et al., 2009) and are encouraged to practise speaking, 

listening or reading without paying attention to the form in which language is formed. 
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2.3.3 Explicit and implicit learning: an insight from ISLA 

	
The prolific production of empirical papers examining the role of explicit and implicit 

learning suggests that there is a latent concern amongst linguists about the way learners 

acquire and learn foreign languages (Slobin & Welsh, 1968; Markman et al., 1975; 

Seliger, 1979; Leu, 1982; Grigg, 1986; Robinson, 1995; Towell et al., 1996; DeKeyser, 

1997; Han & R. Ellis, 1998; Macrory & Stone, 2000; Renou, 2000; Douglas, 2001; Hu, 

2002; Hulstijn, 2007; Eckerth, 2008; Bowles, 2011; Lichtman, 2012). Since the late 60s, 

there is evidence that linguists started to test empirically the effects of explicitness and 

implicitness in FL learning. After more than 40 years of empirical testing on the issue, 

the determination and interest of scholars in this area further suggests that there might 

be no perfect methods for learning an L2 and scholars look forward to the advent of 

new discoveries and findings through research, in order to improve the way language 

instructors teach and the way students learn the FL.  

Most research carried out so far has focused on four major lines of investigation: 

(a) the study of the effectiveness of explicit versus implicit learning; (b) the relationship 

between explicit learning and performance on different tasks and within distinct 

experimental conditions; (c) the role of implicit learning in language development; and 

(d) the creation, validation or evaluation of techniques and tasks to measure explicit and 

implicit knowledge. 

So far as the study of explicit and implicit learning are concerned, Lichtman 

(2012) examined the explicit and implicit learning of Spanish learners from different 

ages in classroom settings. Students from three different schools (one private school and 

two high schools) had to do a story listening task and a rewriting activity to test implicit 

learning and a verb conjugation exercise to examine explicit learning. The author 

suggested that the type of instruction exerted (implicit versus explicit) significant effects 

on the type of learning achieved, more than age did. Whenever learners were rewarded 

for their accuracy, they tended to rely more on explicit learning; conversely, in implicit 

instructional settings where fluency was taken into account, learners developed some 

implicit knowledge of the rules. Hulstijn (1997) reviewed 20 experimental laboratory 

studies where most studies addressed the issue of explicit versus implicit learning. He 

concluded that the tendency to find better scores for explicit learning groups might be 

biased, insofar as the methodology and strategies implemented in implicit learning 

groups might have threatened their validity, for instance, because the time for exposure 
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to the L2 input was too short. Macrory and Stone (2000) investigated students’ explicit 

and implicit learning of the French perfect tense through self-report, gap-filling 

exercises, informal interviews and free written production. They concluded that only 

certain linguistic features like auxiliaries could be tracked down and classified as to 

whether they had been explicitly or implicitly learnt.  

Linguists have shared a common interest regarding the study of explicit learning 

alone as related to performance in a number of tasks, and within various experimental 

conditions. For example, Sorace (1985) investigated the relationship between explicit 

learning (metalinguistic knowledge) and the use of specific structures on a selection of 

activities in acquisition-poor environments, that is, in contexts of learning where 

students have limited opportunities to practise inside and outside the classroom. Results 

showed that learners’ ability to apply the rules in different settings improved slowly, but 

on a constant basis (p. 250). Renou (2000) explored explicit learning with a 

grammaticality judgement test, with sentences that were presented both orally and in 

written form. 64 English natives studying at university, all of whom had an advanced 

level of French, were asked to correct grammatical errors in French and explain the 

rules to correct them. The author found that those who could detect the 

ungrammaticality of sentences could also, in most cases, identify the rules needed to 

correct them. However, the greater the complexity of the utterance, the greater the 

difficulties in finding the errors. Quite similarly, Hu (2002) aimed at investigating the 

extent to which explicit learning influenced L2 performance and which limitations 

learners would find accessing to explicit knowledge during online processing. 64 adult 

Chinese upper-intermediate learners of English carried out a verbalization task in order 

to evaluate the amount of explicit learning about 12 forms and uses; also, a 

grammaticality judgement test was provided to the participants. Hu (2002) concluded 

that explicit learning helped L2 performance. With regard to the accessibility of explicit 

knowledge in online processing, three factors influenced speed in performance: the 

amount of attention to form, the prototypicality of the forms involved and degree of 

automaticity attained. Before Hu (2002) and Renou (2000) studied the connection 

between explicit learning and variables such as time pressure, other scholars like Grigg 

(1986) had also attempted to examine the same issue. More specifically, Grigg (1986) 

investigated explicit learning of English and the effects of task selection and time 

pressure on the use of several morphological structures. He compared performance with 

learners’ own ability to report the rules for the structures. However, the author did not 
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find any significant link between explicit learning and use of explicitly learnt rules. In 

addition to Seliger (1979), Grigg (1986), Renou (2000) and Hu (2002), also explored 

explicit learning and language performance. In this case, 3 groups of informants were 

tested for their use of indefinite article and their ability to report verbally how this 

feature functioned. He found that both learners’ ability to explain the rules underlying 

certain linguistic features and commitment with those precise rules in production were 

not directly connected. Last but not least, DeKeyser (1997) investigated whether 

explicit learning of rules of morphosyntax in an L2 would eventually become 

automatized through constant practice. He concluded that the rules which had been 

explicitly learnt were gradually automatized with practice, and he stressed the 

importance of the ACT-R theory (Anderson, 1996) to the extent that the learning curve 

predicted the fundamental role of explicit learning for the attainment of automaticity. 

The natural and unpredicted picking up of language is a relevant issue within the 

research field of explicitness and implicitness. Parallel to the concern about the 

investigation of explicit learning, some other scholars have opted to focus more in detail 

on the study of implicit learning and its effects on language development in general or, 

for instance, the unintended learning of artificial grammars. 

Slobin and Welsh’s (1968) focus of research may slightly differ from the articles 

reviewed above within this section. They conducted a longitudinal case study on the 

linguistic development of one child. The study dealt with the collection of elicited 

imitation sentences in two months. Elicited imitation is an implicit learning technique 

insofar as the child’s attention is drawn to a set of model sentences which he was 

encouraged to imitate. Whereas some of these utterances were grammatically correct, 

others were not. They eventually found that the child showed implicit learning of rule-

based knowledge, as he imitated some ungrammatical sentences but these also were, in 

some cases, corrected. Markman et al. (1975) investigated implicit learning in the case 

of English students learning French in immersion contexts, elicited imitation being also 

the strategy followed. There were two factors; the first, “a memory factor”, in which 

students received significant exposure to the input and were able to imitate the 

utterances exactly as presented in the end; the second, an “internalized grammar” factor, 

according to which they concluded that learners were able to interpret and use the rules 

consistently with their own implicit knowledge of grammar. Towell et al. (1996) also 

investigated language development in general and, more specifically, the development 

of fluency (implicit learning) in L2 performance over time. Advanced French L2 
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learners were engaged in the study and they were asked to perform a story retelling task 

before and after an immersion period in a French speaking country. The authors found 

that fluency had improved considerably after the exposure to the language in immersion 

contexts of acquisition. 

The issue of whether implicit learning alone has positive effects on the 

attainment of fluency and grammatical accuracy has been thoroughly addressed by 

linguists. For example, Leu (1982) examined whether implicit learning alone, developed 

through oral language experiences, was efficient enough so as to develop other skills 

like writing. In this piece of research, 28 second grade students were randomly selected 

from a single school district. The author suggested that implicit learning (e.g. as 

familiarity with linguistic features) might not be sufficient training for achieving 

accuracy in written production. 

Differently in the focus, but similar to the research line discussed in this section, 

Robinson (1995) examined the effectiveness of implicit learning of artificial grammars 

in the context of adult SLA. 140 intermediate-level Japanese EFL learners were 

randomly assigned to implicit learning groups with different nuances as to what type of 

noticing was fostered (implicit incidental learning and inductive explicitness were 

contrasted with an explicit learning condition). The author concluded that the implicit 

learning condition proved to be better for the attainment of oral skills; in contrast, the 

instructed condition groups performed better in the identification of structures. Lastly, 

Eckerth (2008) was also determined to investigate the implicit (non-predicted) learning 

from tasks promoting inductive explicitness. The students involved in the study were 

university level learners of German and their task was to complete a text reconstruction 

activity and a text repair exercise. Learners had to discuss and agree which text was the 

correct version. The author concluded that implicit learning gains had taken place across 

all students and stressed the fact that inductive explicit tasks did not only help learners 

comprehend the target forms, but also linguistic features that, apparently, they had paid 

conscious attention to. 

It can be observed so far that explicit learning groups tend to outperform implicit 

learning ones. Nonetheless, and following R. Ellis et al.’s., (2009) ideas and arguments, 

the generalized belief that explicit learning might be more beneficial than implicit 

learning for learning EFL in academic contexts might be threatened. R. Ellis et al., 

(2009) emphasizes that researchers and teachers have a wide range of explicit learning 

activities and techniques to measure explicit knowledge gains over time. However, there 
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is an important lack of measures to tap implicit knowledge gain, since most activities 

target explicit or inductive explicit learning, whereas there might be very few ways to 

measure implicit learning alone. On the important role of designing explicit and implicit 

measures to evaluate explicit and implicit knowledge gains, several scholars have stated 

their commitment with this paramount issue (e.g. Han & R. Ellis, 1998; R. Ellis et al., 

2009; Bowles, 2011).  

Han and R. Ellis (1998) investigated the development of measures to test 

explicit and implicit knowledge of verb complementation structures. 48 adult learners of 

English at university engaged in an intensive English language programme. The 

instruments designed were divided into two groups: (a) tests to measure explicit 

knowledge (an untimed grammaticality judgement test, or UGJT, and an interview) and 

(b) tests to measure implicit knowledge (oral production test, or OPT, and a timed 

grammaticality judgement test, or TGJT). Their findings revealed that the instruments 

designed might become valid separate measures of explicit and implicit knowledge. 

Similarly, Bowles (2011) attempted to validate the use of batteries of tests by R. Ellis 

(2005) as a means of measuring explicit and implicit knowledge. Again, the results 

showed that the tests proved to be good separate measures of explicit and implicit 

knowledge. 

	

2.4 Explicit and implicit teaching 

	

EFL teaching is clearly the main focus of my dissertation. After dealing with explicit 

and implicit knowledge and learning, I will now concentrate on explicit and implicit 

teaching. In this section I will start by defining the two terms and then I will move on to 

provide an account of the research developed around explicit and implicit teaching in 

the field of ISLA. To do this, I will first acknowledge the seminal work by Norris and 

Ortega (2000) and then I will provide my own research review on the topic. 

 Last but not least, the notions of Form(s)-Focused versus Meaning-Focused 

Instruction, together with the objective and subjective difficulty attached to the teaching 

and learning of L2 features, will be discussed. All these can help us identify and 

measure the explicit and implicit teaching potential of EFL activities. 
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2.4.1 Explicit teaching 

	
Explicit instruction or teaching basically consists of providing FL learners with 

explanations on how to form and transform language with rules (Doughty, 1991; 

Hulstijn, 2005; N. C. Ellis, 1994, 2005; Paradis, 2009). Teaching is mainly explicit 

when: i) learners’ attention is drawn on the target forms of language; and ii) when a 

controlled and conscious use of language is promoted. For this particular end, the FL 

teacher makes a special emphasis on the declarative knowledge and uses materials and 

activities that address specific L2 items of vocabulary, pronunciation, grammar and 

syntactical patterns -often- without communicative contextual elements (e.g. gap-fillers 

or rephrasing activities). If measured, these materials and activities implemented in the 

classroom are prone to having a high or full explicit teaching potential. A classroom 

where explicit teaching is the predominant approach is typically seen as teacher-fronted 

(Robinson, 2001, 2013), which implies that learners are passive recipients during most 

of the lesson and, when they actively practice with the L2, they may do this 

individually. According to Housen and Pierrard (2005), explicit instruction needs and is 

part of what they call direct interventions. These interventions foster the learning of 

forms in a deductive or an inductive way. In the case of linguistic features that are 

taught deductively (top-down), explanations on the language are delivered before 

practising. Conversely, explicit teaching of L2 favours the learning of specific forms 

through practice, with a view to inferring those rules with enhanced and enriched input.  

Despite the predominant role of form over meaning in explicit teaching, the 

rationale for overtly displaying those rules in the class is to grant opportunities for 

learners to practice with forms and repeat them -sometimes in a non-meaningful and 

mechanical way. The ultimate goal of this type of practice, however, is the 

automatization of L2 explicit knowledge (Hulstijn 2007: 701; Paradis, 2009). Yet, 

DeKeyser (1998, 2003) warns that ‘automatized explicit knowledge is functionally 

indistinguishable from implicit knowledge and that declarative knowledge of any 

linguistic feature can be proceduralized providing there is sufficient and appropriate 

practice’ (R. Ellis, 2012: 280; see also R. Ellis, 2015). 

Robinson (2001, 2013) argues that the role of the teacher in explicit instruction 

is fundamental, and the teaching action is bound to be predetermined and planned in 

advance. Indeed, the EFL teacher usually follows a strict plan and abides by course 

curricula, sometimes, leaving little margin for learner interaction or more creative 
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activities. Explicit teaching approaches always go hand in hand with the pursuit of 

lexical accuracy and grammatical commitment. 

	

2.4.2 Implicit teaching 

	

Implicit teaching promotes the incidental acquisition of the L2 through usage-based and 

meaning-oriented practice, together with input enhancement strategies (Doughty, 1991; 

Norris & Ortega, 2000; Hulstijn, 2005; N. C. Ellis, 1994, 2005; Paradis, 2009). One 

way implicit teaching may be promoted in class, as Paradis (2009) suggests, is through 

communicative methods that stimulate the unintentional intake of L2 items that very 

frequently occur in the input (p. 23). However, learners are not given explicit 

information about the rules underlying the targeted items (Hulstijn, 2005:131).  

R. Ellis, Loewen, Elder, Erlam, Philp and Reinders (2009) propose a number of 

features according to which implicit instruction could be defined. Though with 

execptions3, explicit teaching tends to be proactive, whereas implicit teaching might 

typically be reactive. Forms may not be explicitly mentioned in implicit teaching, 

although they may still be important to achieve the competences stated in the 

curriculum. However, learners’ attention might not be directed, but rather attracted to 

the target forms, for instance, by contextualizing forms within real sentences or with 

input enhancement strategies (words in bold, underlined expressions or by means of 

input flooding). Since lessons are communication oriented, subtle explanations may be 

needed and delivered spontaneously, not as a means to stress the functioning of a 

metalinguistic feature, but to support the semantic and pragmatic meaning of the 

message within a communicative context (R. Ellis et al., 2009). In this way, the EFL 

teacher may not interrupt the flow of the conversation, even if students make mistakes. 

As long as the errors do not hinder communication, the teacher may monitor language 

production but his role might be unobtrusive. Implicit teaching activities are essential, 

inasmuch as the ultimate goal of learning EFL is to reach the ability to use the language 

in real contexts of communication. Implicit teaching activities often promote the 

implicit learning of implicit (procedural) knowledge to a greater extent. When 

measuring implicit teaching activities’ potential, their implicit load is expected to be 

higher than the explicit. 

	

																																																								
3 Note that error correction is reactive, but can be explicit. For example, metalinguistic feedback. 
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2.4.3 Explicit and implicit teaching: an insight from ISLA 

	
Explicitness and implicitness can be identified in the teaching action and linguists have 

been particularly concerned about the effects of explicit and implicit instruction (for 

instance, Doughty, 1991; VanPatten & Cadierno, 1993a; VanPatten & Cadierno, 1993b; 

DeKeyser, 1995; De Graaff, 1997; Hulstijn, 1997; Norris & Ortega, 2000; Hu, 2002; 

Erlam, 2003; Fernández, 2008; Henry et al., 2009; Criado & Sánchez, 2009; R. Ellis, 

2010; Morgan-Short et al., 2010; Afshari & Oroujlou, 2012; Lichtman, 2012). Three 

major lines of investigation stand out within this research arena: (a) empirical testing on 

the effectiveness of explicit and implicit instruction (Doughty, 1991, 2004; Hulstijn, 

1997; Norris & Ortega, 2000); (b) testing on the effectiveness of teaching related to the 

presence or absence of explicit instruction (De Graaff, 1997; Fernández, 2008; Henry et 

al., 2009; Lichtman, 2012); and (c) testing on the effectiveness of explicit deductive and 

explicit inductive teaching (DeKeyser, 1995; Erlam, 2003).  

With regard to the first group, Doughty (1991) compared the effects of meaning-

oriented instruction and rule-oriented instruction on the acquisition of relative clauses. 

In her study, 20 intermediate English as a Second Language (ESL) students from 

different language backgrounds had to read text passages containing examples of 

clauses where the direct object had been relativized. Students were divided into three 

groups, one of which would be taught implicitly (reactive group), the other would be 

taught explicitly (proactive group), and the third one would simply read the text again. 

VanPatten and Cadierno (1993b) focus on the ‘relationship between explicit instruction 

and input processing’ (p. 45). Three 2nd year university level Spanish classes were 

randomly selected and classified into three different groups. The first group received 

traditional explicit instruction, the second received processing instruction on the same 

linguistic features, and the third group did not receive explicit instruction. They found 

that instruction seemed to be more effective when an attempt was made to influence 

learners’ perception of the input, and not so much when students practised language via 

output alone. In other words, the second group -the one receiving instruction to alter 

input- outperformed the third group -those with no explicit instruction. Hulstijn (1997) 

reviewed 20 experimental laboratory studies and concluded that most studies examined 

either explicit instruction versus input enhancement, or explicit versus implicit learning.  

Like Hulstijn (1997), Norris and Ortega (2000) opted to examine the 

effectiveness of the two types of instruction, explicit and implicit, by reviewing 
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empirical testing carried out between 1980 and 1998. Based on the findings from their 

research review, they suggest that explicit types of teaching might be more effective 

than the implicit and that this effectiveness may be durable. After analyzing ‘49 studies 

representing 89 unique instructional treatments’ (p. 323), the results of explicit teaching 

were notably more favourable than those reported in studies that included implicit 

instructional conditions. Noted by Norris and Ortega (2000) was also the problem that 

considerably a larger amount of the studies reviewed tested teaching under explicit 

conditions; fewer of them inspected the effect of implicit teaching. The problem was not 

the collection of a biased sample; had it been the case, their synthesis would have been 

subject to harsh criticism. This, in combination with the use -in the majority of cases- of 

techniques to measure explicit knowledge of the L2, such as ‘discrete-point or 

declarative knowledge-based tests (Robinson, 2013: 323), drew the overall conclusion 

that explicit teaching might be more effective than implicit teaching. 

An update of the literature review conducted by Norris and Ortega (2000) is Goo 

et al.’s (2015) meta-analysis, where thirty-four unique sample studies were examined. 

In each of these studies, explicit and implicit teaching treatments were compared: 11 

studies from Norris and Ortega’s (2000) literature synthesis and ‘23 new studies 

published between 1999 and 2011’ (Goo et al., 2015: 443). Like Norris and Ortega 

(2000), Goo et al. (2015) found that, overall, explicit instruction treatments proved to be 

more effective than implicit teaching.  

However, the tendency to overlook certain implicit teaching evaluation methods 

like oral tests to examine fluency, or speech in colloquial registers, points towards the 

need to apply these measures in future research on ISLA. In the light of these results, 

some SLA researchers supporting the lack of interface between explicit and implicit 

knowledge (e.g. Hulstijn, 2002; Paradis, 2009) suggest a similar reasoning to that of 

Robinson’s (2013): ‘we cannot be confident that instruction leads to L2 competence that 

is unconscious, unanalyzed and available for use in rapid, spontaneous communication’ 

(p. 323), or at least not until more measures of implicit knowledge are considered and 

applied.  

 The possible bias found in the selection of more measures to test explicit 

instruction than those to examine implicit teaching also encouraged other researchers 

(e.g. Mackey & Goo, 2007; Spada & Tomita, 2010) to delve into further research 

synthesis. Since Norris and Ortega’s (2000) contribution, there has been an increasing 

concern for equity in the election criteria. More experimental papers have been 



Chapter 2. Explicit and Implicit Knowledge, Learning and Teaching in the EFL Classroom 
 

49 

included, all of which apply ‘measures of spontaneous L2 use in their research design, 

making it possible to revisit the question of the effectiveness of L2 instruction’ 

(Robinson, 2013: 323). The new strand of work has taken into account language 

measures such as time-limited free production tasks, which certainly compensates for 

the lack of implicit teaching data collection techniques. 

Regarding the group of scholars who tested the effectiveness of teaching by 

implementing or not the explicit instruction condition, De Graaff (1997) investigated 

the interaction between the presence or absence of explicit teaching with a number of 

different grammatical structures in eXperanto, and with different degrees of complexity. 

56 speakers of Dutch, all of whom were undergraduate students, were placed within two 

groups with two different experimental conditions: (a) the implicit teaching group, 

where students did a variety of activities ranging from input processing to controlled 

production activities, and (b) the explicit teaching group, where students also received 

explanations of the grammatical structures. De Graaff (1997) suggested in his study that 

the presence of explicit instruction might have been beneficial. Similarly, Fernández 

(2008) compared the effects of structured input with and without explicit instruction on 

college level learners acquisition of two L2 Spanish grammatical features. Like De 

Graaff (1997), Fernández agreed with the fact that explicit instruction might benefit 

acquisition, but only in the case of less salient L2 features which might not be so easily 

noticed in the input by the learners (like the subjunctive). Henry et al.’s (2009) research 

consisted of a partial replication of Fernandez’s study with different target structures 

and they concluded as well that the group that received structured input and explicit 

teaching had an advantage over the rest of informants. 

As far as the testing of explicit deductive and explicit inductive teaching are 

concerned, DeKeyser (1995) examined the effects of two kinds of form-focused (or 

explicit) instruction: (a) explicit deductive and (b) implicit-inductive. He tested the 

effects of both types of teaching in the process of learning an artificial grammar. 

DeKeyser concluded that participants in the explicit-deductive condition showed a 

better ability to use the rules within new contexts and, overall, that they scored better 

than the learners in the implicit-inductive group. Erlam (2003) studied the effects of 

proactive deductive and form-focused instruction on the acquisition of direct object 

pronouns in French as a Foreign Language. She eventually suggested that there seemed 

to be an advantage for the deductive instruction in both comprehension and production 

tests, even though she stresses the fact that there were significant differences across 



	 Part I. Theoretical Background 
	

50 

participants in the deductive group. Afshari and Oroujlou (2012) investigated the role of 

focus on form instruction in Iranian EFL contexts in general, and the role of deductive 

and inductive focus on form teaching on their linguistic accuracy in particular. 45 

intermediate Iranian EFL learners, all of them between 16 and 28, were divided into 

three groups, two of which were experimental and one of which was a control group. 

They concluded that the explicit deductive teaching group outperformed in accuracy 

levels, whereas the explicit inductive one showed greater gains in oral accuracy. Lastly, 

Lichtman (2012) assigns children and adults to controlled implicit or explicit instruction 

conditions. Similarly to what Erlam’s (2003) found out, Lichtman’s findings (2012) 

also involved great individual variation across children and adults in the deductive 

group. Nonetheless, the explicit deductive group outperformed the explicit inductive 

one in the development of explicit knowledge too. 

Recently, attention has been focused on how to manipulate the processes and 

circumstances of learning (Leow, 2015). Since acquisition is hard to define and the 

conditions under which it occurs are complex to determine as well, there exists a further 

need to enhance the effects of explicit teaching and learning in the classroom. Given the 

fact that L2 learners inevitably spend most of the time examining, studying and 

practicing the L2 in the FL classroom, it is necessary to devise cost-effective techniques 

and methods to boost the instructional effects on L2 knowledge learning. There are 

currently two major trends in the research on Instructed SLA: a) improving (existing) 

explicit teaching methods; and b) testing those methods empirically to see how they 

affect individual learners, by observing the impact of individual differences on 

knowledge attainment. In the end, the process of L2 learning is unique for every learner. 

Not two learners perform or react equally to the information and feedback provided. 

The key issue seems to reside in identifying the internal cognitive processes that occur 

after providing the instruction. If we knew how different learners with specific personal 

traits can process explicit teaching best, the quality and effectiveness of pedagogical 

interventions could increase. 

As a concluding remark, it is worth considering the positive effects of explicit 

teaching on the development of the L2. However, researchers appear to doubt and 

remain skeptical of learners’ ability to process explicit knowledge in order to attain 

implicit competence and fluent speech. What researchers seem to agree on is the need to 

do further research, especially, ‘validation studies of implicit [and] explicit L2 

knowledge (p. 323).  
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Like Han and R. Ellis (1998) -whose approach is focused on learning, not on 

teaching-, another path in the creation of measures of explicitness and implicitness is 

Criado et al.’s (2010) approach. They paved the way towards the analysis of the explicit 

and implicit teaching potential of real EFL didactic materials with the help of a scale 

whose extremes stand for a complete reliance on metalinguistic information versus a 

complete reliance on linguistic competence. And it is precisely the analysis of the 

explicit and implicit learning potential of activities in textbooks that has motivated me 

to write a dissertation on the topic. Explicitness and implicitness are of utmost 

importance inasmuch as learning EFL in academic contexts is guided by a language 

instructor who is responsible for the development of cognitive practices in the 

classroom, and whose understanding of learning can influence greatly the knowledge 

attained by the learner. 

	

2.5 Teaching ‘form’ in the EFL classroom 

	
VanPatten et al. (2004) define form as a ‘surface of language or a surface manifestation 

of an underlying representation’ (pp. 1-2). The teaching of form through activities in the 

classroom is likely to be promoted by explicit teaching, even though form can also be 

taught implicitly. Surface features that may promote explicit teaching in activities can 

be: 

a) lexemes (e.g. house, guitar, cat) 

b) verbal inflections (e.g. gerund –ing; past participle form of regular verbs –ed) 

c) nominal inflections (e.g. I/me, he/him, she/her, we/us, they/them) 

d) nominal derivational inflections (e.g. dis-advantage, in-convenience) 

e) adjectival inflections (e.g. thought-ful, thought-less, pict-uresque) 

f) functors such as prepositions, conjunctions, complementizers, classifiers, 

determiners, and isolated particles (e.g. of, and, each, the) 

g) Formulaic expressions and routines larger than isolated words (e.g. on the other 

hand, as far as I’m concerned, how old…?, you are welcome). Chunks like these 

can also be categorized as forms, because learners may learn them as individual 

tokens with a specific meaning or function.  
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All these surface features may not be encountered in all known natural languages. The 

freer versus more restrictive the inflectional/derivational morphology of a language, the 

more or less agglutinative its nature is –respectively. For instance, English speakers are 

more likely to generate language forms by using its more flexible derivational 

morphology (e.g. notice how natural the following sentence sounds in English and how 

unnatural it does in Spanish: ‘if you can’t find anything, Google it’, versus si no puedes 

encontrar nada, googléalo/gugléalo. A Spanish speaker would rather say: búscalo en 

Google). 

	

2.5.1 Form-Focused Instruction 

	

Form-Focused Instruction (FFI) is defined as ‘any planned or incidental instructional 

activity that is intended to induce language learners to pay attention to linguistic form’ 

(R. Ellis, 2001b: 1-2). The term form can comprise phonological, lexical, grammatical, 

and pragmalinguistic features of language (p. 2). Different types of FFI can have an 

impact on the explicit and implicit teaching potential of activities. To the extent that 

teachers can focus of form in a variety of ways, it should be appropriate to review the 

different scenarios that can affect the teaching load of the activity. Following Long 

(1991), FFI can be divided into two subcategories (see figure 1 below): 

 
Figure 1. Diagram representing form-focused instruction (FFI), based on R. Ellis et al.’s (2002) 

table on the types of form-based instruction (p. 420). 
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i) Focus-on-FormS (FonFS) takes place when the course syllabus is based on structures 

and requires attention to the teaching and learning of language forms.	 The main goal of 

FonFS activities -or lessons- is the learning of preselected and isolated forms of 

language. As a pedagogical approach, FonFS is intensive due to its deliberate and 

planned character. Ellis et al. (2002) provide the example of a Focus-on-FormS lesson 

‘conducted by means of “PPP” (i.e. a three stage lesson involving the presentation of a 

grammatical structure, its practice in controlled exercises and the provision of 

opportunities to produce it freely)’ (p. 420).  

As a pedagogical approach applied to EFL activities, FonFS might also occur 

explicitly or implicitly. Explicit Focus-on-FormS activities require reflection about L2 

rules and formal features. Learners might need to able to think about the underlying 

functioning of those rules through a deductive (logical step by step explanations are 

displayed in the activity or provided by the teacher) or inductive presentation of the 

contents (learners discover the rule guided by the activity or the teacher). In contrast to 

this, implicit Focus-on-FormS activities might demand that ‘learners memorize 

instances or infer rules without awareness, or both’ (DeKeyser, 1995; cited in R. Ellis, 

2001b: 18). 

Structured input (VanPatten, 1996) could be considered an alternative way of 

teaching forms in an explicit way. The primary goal of structured input activities is for 

learners to attend to ‘input that is manipulated in particular ways so that learners 

become dependent on form and structure to get meaning’ (Wong & VanPatten, 2003: 

412). Attached to this notion are three stages: a) intake process (language features in the 

input that are noticed and stored in the short-term memory); b) acquisition stage 

(incorporation and availability of language features in the long-term memory); and c) 

language production stage (retrieval of stored language forms in oral or written 

production). Similarly, production practice is also aimed at teaching forms. ‘Traditional 

production practice involves both mechanical and contextualized activities’ (R. Ellis, 

2001b: 19), in which learners are encouraged to produce speeches or texts following a 

set of criteria listed in the activity. Very often learners have to follow patterns 

concerning the target vocabulary, grammar and structures, hence, the very low degree of 

freedom in terms of forms (but they can be free in terms of content, such as in 

communicative drills). 
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ii) Focus-on-Form (FonF) occurs when there is the need to draw students’ attention to 

form while engaged in a communicative activity. In R. Ellis et al.’s (2002) words, ‘the 

attention to form arises out of meaning-centred activity derived from the performance of 

a communicative task’ (p. 420). FonF is implemented in task-based syllabuses and 

attention is primarily focused on meaning. Delving more deeply into this pedagogical 

approach, two further subdivisions can be distinguished: a) Planned Focus-on-Form; 

and b) Incidental Focus-on-Form. These two will be described below. 

a) Planned Focus-on-Form is a pedagogical approach framed within a task-

based syllabus where the primary focus is meaning and attention to form is mainly 

intensive (e.g. a single form might be addressed several times by the teacher). Planned 

FonF involves the implementation of focused activities ‘which have been designed to 

elicit the use of a [pre-selected] specific linguistic form in the context of meaning-

centred language use’ (R. Ellis et al., 2002: 420). Focused communicative activities 

may always comply with a specific set of criteria (Nobuyoshi & R. Ellis, 1993: 204):  

i. the purpose of the activity must be communicative, not only linguistic  

ii. the focus is on the message rather than on the linguistic code  

iii. there must be some kind of gap (e.g. an information or opinion gap) 

iv. learners need to have opportunities for negotiation when doing the activity 

v. the degree of freedom in production must be significant, so that the participants are 

able to select which verbal and non-verbal features they want to use to perform the 

activity. 

 

Planned Focus-on-Form might resemble Focus-on-FormS approach in that both resort 

to a pre-determined form. Nonetheless, the basic difference is that the former does not 

trigger the learner’s awareness of the form. 

Last but not least, Planned Focus-on-Form might be linked with artificial 

strategies of input enhancement, namely Input Flooding or Input Enrichment. These 

planned FonF techniques can be present in activities and consists of seeding input (e.g. 

in a reading or listening comprehension activity) ‘with extra tokens of the target 

structure’ (Moghimi & Khalaji, 2015: 32). In other words, the frequency of appearance 

of target forms is bound to be artificially enhanced, so that plentiful exemplars arise 

(Trahey & White, 1993; Trahey, 1996).  
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b) Incidental Focus-on-Form is also framed within a task-based syllabus and 

attention is primarily drawn on meaning. However, unlike Planned FonF, attention to 

form is extensive, or in other words, ‘many different forms are likely to be treated 

briefly rather than a single form addressed many times’ (R. Ellis et al., 2002: 421). 

Incidental FonF activities are unfocused, since they are not designed to promote the use 

of any specific target form while engaged in communication; that is, there is not a pre-

determined form to view or use during the lesson (R. Ellis & Shintani, 2014: 138). 

There are two main types of Incidental FonF: i) reactive; and ii) pre-emptive (R. Ellis, 

2001b: 22) (see Figure 2 below). 

 
Figure 2. Diagram representing the types of Incidental FonF, based on R. Ellis et al.’s (2002) 

table on the principal FonF options (p. 429). 
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Reactive FonF can also take place in the form of feedback, which can be explicit 

or implicit4. On the one hand, feedback is implicit when the teacher reacts to an error, 

for example, by rephrasing the erroneous utterance and without pointing out that an 

error was made. On the other hand, feedback is explicit when the error is overtly 

addressed by the teacher -or a learner- and corrections, perhaps together with additional 

metalinguistic information, are provided during the lesson.  

Even though FL teachers’ tendency to use implicit negative feedback seems to 

be the preference, Carrol and Swain (1993) seem to be more supportive of the opposite 

approach. The authors state that ‘explicit [negative] feedback might be more beneficial 

because it identifies the precise location and nature of erroneous performance, while 

implicit negative correction requires the learners to engage in a good deal of mental 

guesswork’ (cited in Aljaafreh & Lantolf, 1994: 466). There also seem to be other 

alternatives as for the provision of implicit negative feedback, such as clarification 

requests or repetitions (these frequently involve the teacher emphasizing learner’s error 

with intonation).  

	

ii) Pre-emptive Focus-on-Form consists of drawing learners’ attention to specific 

aspects of language that are believed -or known- to be complex and problematic, even if 

students still have not produced any error in the use of that form. Pre-emptive FonF can 

also comprise any pedagogical action addressing (expected) learners’ inquiries about 

complex or misleading forms of language that need clarifying. Therefore, pre-emptive 

focus-on-form can not only be initiated by the teacher, but also by the learners (Loewen, 

2011; R. Ellis, 2012).  

Research on pre-emptive FonF is further needed (R. Ellis et al., 2002), since it 

could shed light on the way learners process the L2 in general and complex target forms 

in particular. Findings on pre-emptive FonF research could help teachers anticipate the 

learners’ needs and focus their attentional resources more efficiently during classroom 

hours. Teacher trainees could greatly benefit from those findings too. 

	 	

																																																								
4 This distinction is fundamental, as any explicit and implicit teaching action to correct errors seems to be 
bound to shape the nature of explicit knowledge attained by the learner (however, the reader should note 
that this dissertation is not focused on the explicit and implicit knowledge attained through feedback). 
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2.5.2 Pedagogical implications of Form-Focused Instruction 

 

There seems to be a myriad of ways to teach form in the L2 classroom with EFL 

activities. Teachers can resort to many different alternatives and FonF instruction can be 

carried out more ‘explicitly and/or implicitly, more deductively and/or inductively, with 

or without prior planning, and integratively or sequentially’ (Nassaji & Fotos, 2011: 13; 

cited in Loewen, 2015: 72). For those who cast doubts on the effectiveness of explicit 

teaching so far, empirical data is available to demonstrate the benefits that FFI can 

report on L2 development. Leow (2015), in his book Explicit Learning in the L2 

Classroom: a Student-Centered Approach, states that one empirically supported finding 

of his research is that ‘explicit learning is highly related to L2 development’ (p. 8).  

One straightforward way of focusing on form in the context of a meaning-based 

L2 lesson is to request the obligatory use of certain target features (Loschky & Bley-

Vroman, 1993). Having to use target forms in the classroom may lead to inquiries and 

doubts posed by the learners. Teachers can implement focused activities (e.g. writing a 

complaint letter) that will foster reflective thinking about which formal strategies, 

vocabulary, tenses or structures to use before completing them. For instance, if the 

activity says: write a proposal to improve the sport facilities of your school, learners 

may need some advice (e.g. structure, use of bullet points, formal language, among 

other aspects) before starting to compose the writing task. 

Additionally, input enhancement can be another effective strategy to have 

learners focus on form during a communicative task. Loewen (2015) recommends 

seeding the input with certain target forms and suggests the example of a role play in 

which learners have to decide which candidate is the best to receive a scholarship. In the 

activity several exemplars of conditional sentences could be included; by highlighting 

or underlining them (input enhancement technique), learners might be induced to 

processing those target structures. 

A third option to increase attention to form is providing more corrective 

feedback while students are engaged in meaning-based activities. The teacher can 

momentarily stop the flow of interaction in order to make remarks on erroneous 

performance; nonetheless, this always implies an interruption of the message.  

Fourth, focus-on-form activities can be alternately implemented together with 

meaning-focused tasks. For example, the teacher can have learners practise with relative 

clauses by engaging them in a communicative activity where they have to talk in pairs 
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about their role models (e.g. Korn, which is my favourite band, has been playing metal 

music since 1994).  

 

2.6 Teaching ‘meaning’ in the EFL classroom 

	

As a promoter of implicit –more often than explicit- teaching in activities, the concept 

of meaning5 can be difficult to define. As a starting point for clarification, both words,  

form and meaning, can be labeled as promoters of declarative (explicit) knowledge on 

the language (for instance, vocabulary). VanPatten et al. (2004) view meaning as 

applied to surface features of language, whose meaning can be (p. 2):  

a) concrete semantic (e.g. YouTuber: a frequent user of the video-sharing 

website YouTube, specially someone who produces and/or appears in videos 

on the site; retrieved online from the Oxford Online Dictionary, 2016) 

b) displaced or abstract semantic (e.g. –less: without or lacking something) 

c) sociolinguistic (e.g. use of usted instead of tú, in Spanish, conveying 

politeness) 

d) pragmatic (e.g. could you please shut that door? A polite question is used 

instead of the underlying imperative command, which would sound rude in 

contexts where speakers are not, perhaps, family relatives). 

	

2.6.1 Meaning-Focused Instruction 

	
Meaning-Focused Instruction (MFI) can be identified in EFL activities and can 

influence their explicit and implicit teaching potential. It contrasts with FFI in that, 

whereas the former advocates a type of instruction where learners are required to ‘attend 

only to the content of what they want to communicate’ (R. Ellis, 2001b: 13), the latter 

encourages the opposite: learners to pay attention to forms. MFI is likely to foster 

implicit teaching due to the greater emphasis on the content and its meaning, more often 

within a communicative context rather than in isolation. MFI could be equated with 

Stern’s (1990) experiential strategy, which suggests the implementation of activities that 

foster content learning about a theme or topic (p. 101). The distinction between FFI and 

																																																								
5 In the context of explicit and implicit teaching, and within the research field of ISLA, the use of the 
word meaning can sometimes be ambiguous and likely to be misinterpreted. As a starting point for 
clarification, both words, form and meaning, can be labeled as promoters of declarative (explicit) 
knowledge on the language.  
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MFI has been subject to criticism (Widdowson, 1998), inasmuch as the need to attend to 

both form and meaning is a permanent prerequisite in form-focused instruction. 

Similarly, activities focused on meaning also demand that learners handle the forms ‘in 

order to decode and encode messages’ (R. Ellis, 2001b: 13).  

Going back to the complexity of defining the term meaning in the area of 

Instructed SLA, Widdowson (1998) offers a revealing insight into its conceptualization. 

When meaning is referred to in ISLA literature, the crucial question is: what type of 

meanings must learners pay attention to in MFI? Basically meaning can be either lexical 

or pragmatic. What is revealing is the question that the author poses rather than the 

answer, probably well known by most SLA researchers. The key issue is that the term 

‘form’ does not only refer to form in the metalinguistic sense (e.g. –ed as the past 

participle form of regular verbs), but also to the semantic meaning(s) of words (R. Ellis, 

2001b; Ullman 2001a, 2001b, 2001c, 2004). R. Ellis (2001b) uses a metaphorical 

description by R. Ellis (2000) to remind us of the fuzzy line between FFI and MFI and 

the fact that grammar is not the only aspect that form(s) involve(s). 

 
R. Ellis (2000) has argued that the essential difference between form-focused 
instruction and meaning-focused instruction lies in how language is viewed (as an 
object as opposed to a tool) and the role the learner is invited to play (student as 
opposed to user). In this respect, it should be noted that attention to lexical forms 
and the meanings they realize, where words are treated as objects to be learned, 
constitutes form-focused instruction (R. Ellis, 2001b: 13). 

	

2.6.2 Form-Meaning Connections 

	

Activities can also promote the knowledge of Form-Meaning Connections (FMCs), 

which in turn would boost their explicit -rather than the implicit- teaching potential. It 

should be noted here that, by the word meaning in the expression FMCs, I refer to both 

lexical and pragmatic meaning. Therefore, the word meaning here is not a synonym of 

Meaning-Focused Instruction.  

FMCs could be defined as forms with an attached encoded referential meaning. 

There are three different scenarios for FMCs (VanPatten et al., 2004: 3): 

1. one form encodes one meaning (e.g. the suffixes –ful and –less always encapsulate 

the meaning with x property and without x property respectively) 

2. one form encodes multiple meanings (e.g. homonyms and homographs can encode 

different meanings)  
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a. in different contexts (e.g. the homonyms reign and rain are not likely to be 

used in the same phrase; for instance, the reign of Henry VIII versus the heavy 

rain in the countryside) 

b. in a single context (e.g. plane and plain can occur in the same sentence, as in 

the plane flying above endless grassy plains). 

3. multiple forms encode the same meaning (e.g. suffixes such as –ness, as in 

emptiness, or –ty, as in reality are used to form nouns and provide lexical meaning). 

Creating form-meaning connections is considered a fundamental process in L2 learning. 

Four stages are believed to be involved in the learning of FMCs (Carroll, 2001; 

Stockwell & Harrington, 2003; VanPatten, 1996, 2002, 2003). It would be highly 

advisable for EFL teachers to know these four stages, as they could better select and 

implement activities that support the learning of FMCs:  

i. Making the initial connection. In this stage the FMC is made when the learner 

internalizes (stores part of the intake in the long term memory) its form and its 

meaning; the L2 learner is aware that the latter is encapsulated in the former. This 

notion differs from Schmidt’s Noticing Hypothesis in the way the FMC is noticed 

(unknown level of awareness) and eventually learnt. VanPatten et al. (2004) 

indicate that FMCs during the initial connection ‘may be placed on any point on 

various continua: partial to complete, weak to robust, nontargetlike to targetlike. 

a. Completeness of FMCs refers to the fact that learners may remember: a) part of 

a new form and connect it to its meaning. An example of lexical -and not 

pragmatic or communicative meaning- would be the following: a student trying 

to remember how to write the word accommodation but being unable to recall 

the last syllables, acco-); or b) a new form in its entirety but connect it only to 

part of its meaning (e.g. the learner recognizes the form –less but doubts about 

its exact meaning: completeness or lack of). The higher the exposure to the L2 

input and explicit/implicit instruction, the stronger the FMCs. 

b. Robustness of FMCs. As a measure of learners’ attainment of FMCs, the notion 

of completeness alone may not suffice. In other words, newly established 

FMCs may easily fade at initial stages of learning if learners do not continue to 

expose to the L2 input. Due to the initial weakness of the FMCs, frequency and 

repetition are key determinants for successful learning. Baddeley (1990) states 

that ‘this initial lack of either completeness or robustness of a memory trace 

can be caused by any interference while processing the new form that causes 
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attentional resources to be overwhelmed’ (cited in VanPatten, 2004: 7). As a 

result of this, the mappings and connections made by L2 learners at the 

beginning of FMC process may need further strengthening through practice 

and repetition. 

c. Target-like nature of FMCs. This concerns learners’ attempts to form native-

like sounding FMCs. For example, EFL teachers may reinforce knowledge on 

the present continuous tense as a means of expressing future actions. However, 

if the FMC established by the learner is weak and less robust, they may not get 

to form future utterances with the present continuous tense. A good instance 

combining two target-like FMCs that might be rarely attained by L2 learners is 

the following. Consider the use of ‘I’m coming!’ to express the action of going 

to meeting somebody in the immediate future. Here two aspects are worth 

taking into account. First, the present continuous tense is used to express recent 

future; and second, if compared to Spanish, the use of coming to actually 

express going (from spot A to spot B) can be difficult to attain for L2 learners. 

As a direct translation from the Spanish form ¡voy! to the English form ‘I’m 

going’ (as opposed to ‘I’m coming!’) would result in failure to establish a 

target-like FMC, more practice and explicit instruction might be necessary to 

attain completeness and robustness of that specific FMC. 

ii. Subsequent processing of the connection. At the initial stages of processing, we 

have argued that the FMCs are weak and lack completeness and robustness. Thus, 

subsequent processing of the connections encompasses any action taken in order to 

reinforce the strength of those FMCs. Again, practice and repetition inside and 

outside the FL classroom would foster the activation and spread of neural 

connections in the cognitive system. These would reinforce storage, access and 

retrieval of the initially weak FMCs. Subsequent processing would also allow for 

the readjustment of forms that could have been erroneously internalized. One way 

of reconfiguring the system is the following: 

By filling in the incomplete FMC with additional information, learners are 

bound to make it more complete, robust and, perhaps, targetlike. Information 

susceptible to be added can be phonological (e.g. readjustment the 

pronunciation of words like target, often erroneously pronounced with /dʒɛt/), 

morphological (e.g. students adding erroneous suffixes, as in pictorical instead 

of the right form picturesque), syntactical (e.g. wrong placing of particles, such 
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as me not when actually wanting to say not me), semantic (e.g. learners 

resorting to false friends such as carpet, when they mean folder) or pragmatic 

(e.g. any request underlying a polite question by an L2 speaker that fails to be 

well interpreted by the student, for example ‘today is happy Friday’, meaning 

that the interlocutor does not have to work on Saturday).   

iii.  Strengthening of FMCs is prone to occurring after continual encounters in the 

input. Frequent encounters may result in the eventual storage of the FCMs in the 

long-term memory. Nonetheless, this long-term retention does not seem to 

guarantee the availability of a particular FMC for its use (VanPatten et al. 2004). If 

not encountered anymore in the input or practiced with certain frequency, FMCs 

may decay in memory; having said this, the strong connection primarily made to 

establish a specific FMC in the long-term memory may facilitate its quick recovery 

after its loss.  

iv. Accessing FMCs for use concerns the retrieval of already established form-meaning 

connections from the internal system (or long-term memory), since the use of 

FMCs implies both language comprehension and language production. On top of 

this, L2 learners’ ability to access FMCs addresses an important implication. Using 

FMCs in production practice is likely to strengthen the connections, but production 

alone may not suffice, in most cases, to initiate the learning of new knowledge. De 

Bot (1996) argues that ‘output as such does not play a role in the learning of 

completely new declarative knowledge, because learners can only learn this type of 

knowledge by using external input’ (p. 549; cited in VanPatten et al., 2004: 10). 

However, the author goes on to suggest that continual access to a specific FMC for 

production may be more conductive to its strengthening than merely encountering it 

in the input. 

	

2.6.3 Pedagogical implications of teaching meaning 

 

Interaction in the L2 class can be the result of implementing activities which suit that 

particular aim. Activities that enhance interaction in the class tend to disregard attention 

to form; therefore, these are likely to promote a full implicit teaching potential. Some 

EFL teaching methods, such as Communicative Language Teaching, gave rise to a set 

of task-based approaches that promoted implicit teaching and learning through learners’ 
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interaction and were not only thought to facilitate communicative competence and 

fluency, but also to help ‘the development of the L2 grammar’ (Carless, 2012; 

Shehadeh, 2012; cited in Loewen, 2015: 52). The fundamental idea underlying task-

based approaches is that, although artificially, many types of communicative settings 

can be imported into the classroom with activities, and then the skills developed by 

learners with those activities can then be exported outside. Therefore, the first 

conclusion FL teachers should draw is that more communicative activities should be 

implemented in the classroom. Littlewood and Yu (2011) convey some hints as for the 

type of methodology that could enhance interaction in the L2 class; for example, pair or 

group work to exchange information (e.g. with role plays, games or debates). However, 

it is not difficult to find students in the FL classroom that seem unwilling or feel unable 

to interact with their peers.  

Another way to also engage those learners in active communication is to 

motivate and guide them, for instance, by showing them transcripts or models for 

initiating a conversation. Interaction is the basis for language learning and FL teachers 

should raise ‘learners’ awareness about the [beneficial] effects of communicative 

interaction […] for L2 acquisition […] since learners often expect overt attention to 

language [forms] in the L2 classroom’ (Loewen, 2015: 53; Lyster & Mori, 2006). A 

strategy to instill the importance of communicating in the L2 is to let learners clearly 

know about the way implicit knowledge is attained. In the context of FL learning, where 

students might feel disconnected from the reality of speaking the L2, it is fundamental 

that FL teachers explicitly raise awareness on the significance of communicative 

practice to develop fluency. This is of great importance, since students might find it 

greatly frustrating to practice their productive skills and not obtain any immediate big 

improvements. Attaining implicit knowledge is hard and it is a long process; 

additionally, visible results can delay in time even after plenty of practice. Because of 

this, Gatbonton and Segalowitz (2005) stress the fact that both teachers and learners 

might tend to resort to explicit teaching and learning –rather than implicit teaching and 

learning- ‘because when grammar rules are taught, learners are aware of having [learnt] 

something tangible’ (cited in Loewen, 2015: 54). Also, explicit teaching of L2 forms 

might be easier to develop, as it may allow a better control of students, for instance, by 

having them work individually and quietly on activities focused on forms. Lastly, 

sometimes little or no time is -or can be- spent on communicative activities, for 

instance, due to a delay following curricular objectives (which may very frequently 



	 Part I. Theoretical Background 
	

64 

occur), or due to an elevated number of students in the class (if this happens, 

implementing communicative activities might be more complicated, because handling 

so many students at the same time and giving online feedback to all of them might be 

unattainable). In these cases, FL teachers can encourage learners to attend extra classes 

outside the school to compensate for the lack of communicative practice in the class, or 

directly have conversation classes with a native speaker. 

	

2.7 The influence of the EFL teacher’s knowledge on explicit and implicit teaching 

	

Erlam et al. (2009) suggest that EFL teachers’ limitations and preferences as related to 

their own proficiency in the L2 can compromise the type, amount and quality of the 

input and practice. ‘Limitations in L2 proficiency and in metalinguistic knowledge may 

mean teachers do not use all FFI options effectively’ (p. 276). Thus, it could be assumed 

that L2 proficiency may have an impact on the explicit and implicit teaching potential 

of the activities used in class.  

One of the limitations derived from L2 proficiency could, for instance, explain a 

biased preference towards explicit or implicit teaching in the classroom. Teachers with a 

more communicative type of L2 proficiency, perhaps lacking a solid training on 

metalinguistic knowledge, would probably resort more often to activities with a higher 

implicit teaching load. In contrast, teachers with a lower communicative L2 

competence, perhaps lacking a native-like pronunciation and/or the ability to produce 

good quality input, may reinforce metalinguistic knowledge in the class, hence, 

promoting explicit teaching more frequently. Effective teaching and learning may 

nonetheless require a complete approach, using both explicit and implicit teaching 

activities. ‘While metalinguistic knowledge is clearly not the same as language 

proficiency […] (Alderson et al., 1997; Elder et al., 1999; Renou, 2000; Derwing & 

Munrow, 2005; Llurda, 2005), both are now regarded as critical for effective language 

teaching’ (Erlam et al., 2009: 276). 
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In Elder (2000, 2001), a number of criteria are set to determine the construct of 

FL teacher proficiency (cited in Erlam et al., 2009: 277). Foreign Language teachers 

need to: 

a) be proficient enough in the target language to provide rich and well-formed 

models for their learners 

b) tailor their input to make it comprehensible to learners  

c) have sufficient metalinguistic knowledge both to explain grammatical rules and 

to respond to learner errors  

 

Empirical research conducted (e.g. Bolitho, 1988; Wright, 1991; Wright and Bolitho, 

1997; Andrews, 1999, 2003; Mitchell, 2000; Erlam et al., 2009) has shown that some 

FL teachers may lack a solid metalinguistic background. With such a paucity of rule-

knowledge, major (explicit) learning deficiencies could undesirably occur in the L2 

classroom. The immediate narrowing effect resulting from a shortage of form-

knowledge could lead to the disregard of a wide range of efficient FFI techniques, 

which would be as qualitatively differently enriching as the implicit strategies. Some FL 

teaching and learning contexts might be more linked to this phenomenon, such as 

immersion or study abroad programs, where there is less control over the processes of 

teaching and learning (especially when carrying out research).  

	

2.8 The Interface Issue 

	
As applied to the field of ISLA, the interface debate questions the usefulness of explicit 

teaching/learning materials and activities for the acquisition -in Krashen’s terms- of 

implicit communicative competence (Paradis, 2009). There is the general assumption -

though not supported by all the positions on the interface debate- that implicit 

knowledge or competence is believed to be conductive to fluency in an L2. Therefore, 

FL researchers need to examine the effectiveness of different teaching materials for the 

attainment of implicit knowledge.  

There are three major positions on the interface issue: a) the non-interface; b) the 

weak interface; and c) the strong interface. Even though there does not seem to be a 

solid agreement as to which position might yield the best results, a consensus view 

would probably reflect the idea that no extreme position covers all the teaching and 

learning demands. Rather, integrative approaches combining both explicit and implicit 
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teaching, together with the use of materials with a mixed potential, may be the most 

adequate and pedagogically successful for the acquisition of L2 competence and 

fluency. 

	

2.8.1 Rationale behind the Interface Issue 

	
In order to speak any language, two basic tools are necessary to form sentences and 

communicate comprehensible messages to other speakers: lexicon and grammar rules. 

First, speakers need words with lexical meaning so they can use terms to describe the 

world that surrounds us. Second, as a type of glue that sticks separate lexical items into 

greater strings of words in a meaningful way, speakers need grammar rules to join 

words and form more complex syntactical units.  

During the earlier stages of childhood, speakers acquire the native grammar 

without awareness, that is, without receiving explicit instruction about the functioning 

of the lexicon and grammar of the language. Infants are exposed to the input and they 

pick up naturally the salient linguistic features that they hear little by little. It is not until 

speakers start formal education that, through explicit teaching, they may progressively 

get to know the forms of their own L1. Native speakers are unaware –and are bound to 

remain unaware in some cases- of the rationale behind the grammar they use.  

Using lexical items and grammar rules to join separate words together requires 

complex neural mechanisms that need automatization, since automatic language 

performance would free significant memory resources. Automaticity in the use of an L2 

is necessary to avoid continuous hesitation and an effortful retrieval of the target lexicon 

and the appropriate grammatical structures to form complete and meaningful sentences. 

‘Language use requires the processing of a large amount of information in a short time’ 

(Hulstijn, 2007: 710). At a rate of two to three words per second, automatic and 

unconscious parallel processing is mandatory if speakers wish to convey the message 

fluently and accurately, without having to reflect consciously on metalinguistic features. 

Speakers of an L1 have those mechanisms automatized even at early stages. However, 

this is something FL learners may not achieve innately, but can develop in time with 

effort, attending classes, doing activities and practising the language continuously.  

For the achievement of all the necessary competences in a FL, Krashen (1977a, 

1977b, 1981, 1982, 1989) argued that adult L2 learners have ‘two independent paths for 

developing ability in an L2 […], subconscious acquisition and conscious learning’ (Han 
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& Finneran, 2014: 1). Since Krashen’s hypothesis (1997a, 1997b, 1981, 1982, 1989), 

one important question arose: how should forms be taught in the FL classroom 

environment? It is no wonder that the teaching of the forms of the L2 is -and has always 

been- a reality in the FL classroom. However, the way FL instructors select and 

implement teaching materials in the class can be improved to help the transfer of 

explicit knowledge into the acquired system. This would in turn help achieve the 

desired implicit competence and fluency in use. 

  Whereas some scholars argue for a possible interchange or interface of 

information between explicit and implicit knowledge systems (e.g. R. Ellis et al., 2009; 

DeKeyser, 2015), others stand firmly against any sort of interaction, supporting the idea 

that these two types of knowledge stay independently of one another (Krashen, 1977a, 

1977b, 1981, 1982, 1989; Hulstijn, 2002, 2003, 2005, 2007; Paradis, 1994, 2009). 

Paradis (2009) describes interface as follows: 

 
(a) an interface is the locus of interaction between two systems, the overlap where 
two systems affect each other; (b) It also refers to a link that connects two systems 
and allows for the communication of data between them; (c) it implies the 
conversion of signals from one form to another, a transmission of information from 
one system to another (p. 61). 

 

In conclusion, the implications derived from a possible interface between explicit and 

implicit knowledge are noteworthy and this issue should concern researchers and FL 

teachers (Schmidt, 1990, 1993, 1994). What seems undeniable is that many pedagogical 

resources are devised to raise consciousness and gain knowledge about ‘morphological 

paradigms and syntactic rules […], under the assumption that such [explicit] knowledge 

results eventually in the ability to use language for communicative purposes’ (Schmidt, 

1994: 1). 

	

2.8.2 The non-interface position 

	
In basic terms, the strong non-interface position entails that there is no interaction at all 

between explicit and implicit knowledge. It posits that explicit learning does not 

contribute to language acquisition. If this hypothesis proved to be true, there would be 

serious pedagogical implications. With explicit instruction alone, an L2 learner would 

not attain implicit knowledge, competence or fluency. 
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Krashen’s Monitor Theory 
	

Probably the most relevant hypothesis underlying the non-interface is Krashen’s 

Monitor Theory (1981), in which it is stated that learners have a learning system and an 

acquiring system, but that these two systems are unconnected. Whereas the former deals 

with conscious processes whereby ‘learners attention is focused on understanding and 

memorizing rules’ (Clark, 2010: 8), the latter is a subconscious system in charge of 

processes that escape awareness and are intimately involved in L2 performance. 

Krashen (1982) acknowledges that acquisition versus learning dichotomy parallels the 

distinction between explicit and implicit learning (p. 10; cited in Clark, 2010). 

According to the monitor hypothesis, when learners produce language, the utterances 

are facilitated by the implicit (acquired) knowledge system; however, only when 

learners’ output is monitored, that is, when they reflect on their metalinguistic 

knowledge to check the grammaticality of the message, the explicit knowledge system 

is activated. With this view on the interface issue, Krashen (1985) suggested that 

explicit teaching activities do not foster the natural acquisition of the foreign language. 

	

The concept of ‘learnability’ 
	

As indicated by Pinker (1996), learnability refers to the assumption that ‘children are 

innately equipped with algorithms designed to acquire the grammatical rules and lexical 

entries of a human language’ (p. xv). This theory then propounds serious restrictions as 

for the type of L2 knowledge that can be acquired through explicit instruction.  

Under the theoretical premise that ‘not everything is learnable [in an L2]’ (Han 

& Finneran, 2014: 5), it could be assumed that L2 teaching should not only rely on the 

promotion of declarative knowledge, but also on the behavioural capacities of learners 

as active and participative users of the L2. Learning explicit information about the 

target language alone might not help compensate for the lack of implicit knowledge. 

This argument also suggests that explicit teaching might not be sufficient for the 

acquisition of implicit competence in the L2.  
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Influences in Krashen’s distinction 
	

Krashen’s (1981, 1982) learning and acquisition distinction was strongly influenced by 

Bialystok’s early research into SLA (Clark, 2010: 9). Interestingly, Krashen’s 

arguments against the interface between explicit and implicit knowledge clearly 

contradicted those accounted by Bialystok. She put forward a theory on SLA implying 

that an interface between explicit and implicit knowledge could occur (1978). In her 

model, tutored instruction and what she called functional practicing (practising what 

learners have been explicitly taught) could eventually lead to the development of 

implicit knowledge. She also posited that explicit knowledge might be the result of an 

intentional focus on ‘forms and conscious study of the target language’ (Clark, 2010: 9). 

However, Bialystok’s theory is unconvincing since she claims that language has its 

origins in the acquiring system, with implicit knowledge. Her frail argumentation could 

be easily retaliated, providing that most L2 students begin studying the language in an 

instructed FL learning environment. 

	
Neurological evidence for the non-interface position 
	
The role of research on neurolinguistics has been preeminent to determine whether the 

claims in favour of, or against the non-interface are grounded in solid cognitive 

principles. The study of the brain has served the purpose of examining which areas are 

allocated to the performance of specific language functions or the storage of linguistic 

knowledge. In seeing how language might be precisely distributed across the cortex 

regions, it could be empirically established whether there is any type of interface 

between those areas. However, the body of evidence based on the neurobiological 

examination of the brain (e.g. functional magnetic resonance -fMRI-, or positron 

emission tomography, or PET) hint at other pro-interface views that still are not 

controversy-free. Notwithstanding the strong relevance of the findings of brain research 

on this issue, the proponents of the non-interface position inveigh against its detractors 

asserting that (e.g. Ullman, 2016): (i) most of the studies arguing for a possible interface 

between explicit and implicit knowledge tend to involve the teaching of simple 

categorical rules which students could learn themselves, ‘with or without [explicit] 

instruction’ (Han & Finneran, 2014: 7); and (ii) most of those studies are not reliable 

because they may not sufficiently prolong in time so as to claim that there have been 

effects of explicit instruction on acquisition (p. 7). One of the major properties of 
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acquired (implicit, proceduralized) knowledge is that it takes longer to develop and 

considerable verbal practice is needed for its attainment. 

	

Strong rejection of any interface 
	

Those who advocate for a complete independence of the explicit and implicit 

knowledge systems categorically reject the hypothesis that explicit knowledge turns into 

implicit knowledge as learners make progress and become fluent in the L2. Contra the 

claims of authors like N. C. Ellis (2005) and N. C. Ellis and Larsen-Freeman (2006), 

Paradis (2009) poses two major counterarguments: (a) that ‘an interface between 

explicit metalinguistic knowledge and implicit linguistic competence cannot exist in 

consciousness’ (p. 61); and (b) that ‘an indirect influence […] is not an interface’ (p. 

61). Instead, it is suggested that the so-called transformation of knowledge, from 

explicit to implicit, should rather be understood as the creation of two equivalent 

counterparts. First, students may learn metalinguistic information and, in their 

becoming competent over time and practice, learners might replace the use of explicit 

knowledge with the implicit (proceduralized, automatized knowledge) counterpart; this 

would allow a faster linguistic performance. Yet, both the explicit and implicit 

representation would remain independent from one another. 

	

Corrective feedback as evidence for the non-interface position 
	

To further hold up arguments in favour of the non-interface, the adepts of this position 

cling to the literature on corrective feedback to demonstrate the ineffectiveness of 

explicit instruction on the learners’ acquiring system (Truscott, 1996, 1998). As Han 

and Finneran (2014) claim, ‘such type of learning is not easy to remember, let alone 

transferable to language use’ (p. 8). As a mode of explicit teaching, corrective feedback 

or negative data might only be useful to exert subtle modifications or transformations of 

the explicit knowledge learnt. For instance, if learners fail to use a particular structure in 

a purely grammatical activity (e.g. a gap filler in which students have to use verbs 

followed by a gerund, I like skiing), corrective feedback might only help learners in re-

engaging the rule accurately and applying it successfully in strict focus on form 

exercises. Nevertheless, students may continue to fail to use the structure accurately in 

production activities (e.g. controlled writing tasks), let alone apply it in real 

communication. In this line of thought, White (1991) further suggests that altering the 

acquired construct requires major system changes, namely, reconstructions of structures 
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for which students did not gain explicit knowledge. For those who second the non-

interface position, it seems so far that explicit teaching, and more specifically corrective 

feedback, may leave acquired (implicit) knowledge intact.  

 
Fossilization 
	

Larry Selinker is believed to be one of the earliest contributors to the development of 

SLA theories, having introduced the concepts interlanguage and fossilization (Selinker 

& Gass, 2008). In the context of instructed SLA, the term fossilization refers to the use 

of a stabilized linguistic form which violates the norms of the target language. There is 

no further improvement and the form becomes a fossilized error in the learners’ 

interlanguage (Crystal, 2011: 254).  

Many researchers have contributed to the definition of the term, but the common 

denominator is the presence in the interlanguage of ‘some sort of persistent error which 

is immune to external influence (including instruction and corrective feedback) and is 

out of the learners’ control’ (Han & Finneran, 2014: 12). Han (2004) further identifies 

two different levels of fossilization: (a) a cognitive level, whereby cognitive processes 

or underlying procedures cause the production of fossilized or ‘permanently stabilized 

interlanguage forms’ (p. 20); and (b) an empirical level, in which the fossilized 

interlanguage forms outlive in learners performance over time, regardless of whether 

they receive explicit instruction, corrective feedback or they intentionally attempt to 

stop it. Whereas the original purpose of the dual definition is to ‘operationalize the 

theoretical construct so that fossilization becomes empirically testable’ (Han & 

Finneran, 2014: 13), longitudinal research on the phenomenon of fossilization could 

shed light on the development of implicit knowledge, which in turn can help us decipher 

more clues about the non-interface position and, at the same time, about the weak and 

the strong interface positions. 

Proponents of the non-interface position have also related this view to the 

phenomenon of linguistic fossilization, as a support of the belief that explicit knowledge 

does not interact with, or turns into, implicit knowledge. In an attempt to provide 

empirical evidence in favour of the ‘distinctiveness of implicit versus explicit 

knowledge’ (Han & Finneran, 2014: 10), Lebrun (2002) amplifies the scope of the non-

interface discussing the case of adult FL learners. In a similar way to Ullman’s (2016) 

line of thought, the author alleges that adults tend to reinforce their lack of implicit 

competence with tutored instruction, in the context of which explicit teaching and the 
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learning of explicit metalinguistic knowledge might be prioritized. Lebrun (2002) 

attributes the lack ‘of interface observed [in adult FL learning] to an interrelated 

biological and cognitive tendency on learners’ part […] toward explicit learning and 

knowledge’ (Han & Finneran, 2014: 10). As learners age, they seem to find it more 

difficult to notice or internalize some linguistic features, namely, the phonology of the 

target language (what makes someone sound more or less native-like) or the syntactical 

patterns, among others. The features that adult L2 learners tend to lack the most are 

bound to be related to the procedural (implicit) knowledge system; hence, this 

deficiency is likely to be compensated in most cases with the learning of declarative 

(explicit) knowledge. Learners’ inability to automatize this declarative knowledge at 

certain stages of adult L2 acquisition is closely attached to the intransferability of 

explicit into implicit knowledge, that is, to the non-interface position. Lebrun (2002) 

notes the following: 

 
Foreign language learning after puberty is fraught with [...] difficulties. In the 
second decade of life the brain appears to progressively lose part of its ability to 
achieve implicit linguistic competence. It seems to spontaneously resort more to 
declarative than to procedural memory: it is more inclined to store explicit 
(meta)linguistic knowledge than to develop implicit verbal routines. Often this 
biological tendency is reinforced by the method used to learn a second language: 
formal tuition instead of natural exposure […]. This seems to be the main reason 
why adult learners rarely achieve a command of phonology and of morphosyntax 
which can compare with that of native speakers. And they hardly ever develop a 
feel for grammaticality the way children learning their mother-tongue[s] do (p. 
303; cited in Han & Finneran, 2014: 11). 

 

Modularity 
	

Again, the theoretical discussion around the non-interface can be developed inasmuch 

as there are arguments to support the view. But neurobiological evidence should always 

be sought to demonstrate that the claims are based on sound scientific principles and 

that these can be backed up empirically. Towards the end of the rationale behind the 

non-interface position is the idea of modularity. Modularity is the claim that specific 

brain functions can be pinpointed in exclusive areas of the cerebral cortex. Accordingly, 

different language functions might also be located in isolated modules in the brain. The 

non-interface view is closely linked to the idea of modularity, as researchers claim that 

explicit and implicit knowledge do not interact between one another. Pinned to 

independent knowledge systems, explicit information on the language could not help 
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learners develop their communicative competence, theoretically, because an interface 

between them would be physically unfeasible.  

Let us examine the term modularity more deeply. The Oxford English 

Dictionary (accessed online, 2015) defines modularity as ‘the fact of being composed of 

modules’. In the context of neuropsychology, modularity refers to the ‘theory that the 

brain is organized into relatively independent functional units which work in parallel’. 

On the one hand, the words relatively independent in the definition suggest that there 

could be linguistic functions for which an interface between explicit and implicit 

knowledge is not necessary or possible. However, this definition suggests that there is 

also the probability of occurrence of processes that, indeed, require an interchange or 

interface of different types of linguistic knowledge. 

	

Criticisms against the non-interface position 
	

The non-interface is the most controversial of the three positions; its detractors have not 

only postulated other theoretical views on the interface debate, but they have put 

forward serious criticisms and objections against this approach. Selinker and Gass 

(2008) criticize Krashen’s (1985) statements about the impracticality of explicit 

teaching materials for the acquisition of knowledge. The former argue that, ‘if evidence 

of an acquired system is fluent, unconscious speech, then it is counterintuitive to 

hypothesize that nothing learnt in a formal situation can ever be a candidate for this kind 

of use’ (p. 246). In other words, the argument that learning explicit knowledge in an 

academic context might never help the achievement of fluency should cause at least 

some disagreement.  

Selinker and Gass (2008) further suggest a second objection to the non-interface 

by examining the case of L2 learners who receive instruction uniquely in formal 

settings. They express strong disapproval towards the idea that L2 learners might only 

expect to have a learned system, ‘as there is no way of “picking up” information for 

their acquired system’ (p. 246), taking into account Krashen’s distinction between 

acquisition and learning. If the writing or speaking skills were triggered by the acquired 

system, how would learners be expected to produce language with only a learnt system?  

A third criticism against the non-interface, probably the most notable amongst 

researchers, is its falsifiability (McLaughlin, 1978; Gregg, 1984; Sharwood-Smith, 

1991; Selinker & Gass, 2008; Han & Finneran, 2014). That is, in the absence of a ‘clear 

definition and operationalization of the constructs such as learned and acquired 
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knowledge’ (Han & Finneran, 2014: 6), it might not be appropriate to simplify complex 

neural mechanisms with a simple distinction between two terms. Further than that, the 

seemingly positive effects of explicit teaching on language performance have been 

empirically evidenced by some scholars (Norris & Ortega, 2000; N. C. Ellis, 2002; 

Russell & Spada, 2006). This fact being attested, it could be argued that the non-

interface, in Krashen’s theoretical terms, is by far obsolete today, and that there might 

indeed be some degree of interaction between explicit and implicit knowledge (Han & 

Finneran, 2014: 7). 

	

2.8.3 The weak interface position 

	

The possibility that only under certain circumstances explicit knowledge can help or 

facilitate the development of implicit knowledge has led some authors (e.g. N. C. Ellis, 

1994, 2005) to manifest a different position on the interface debate. The position 

discussed in this section is the weak interface, according to which explicit and implicit 

knowledge can cooperate, but seem to stay independently of each other. Additionally, 

proponents of the weak interface argue that explicit knowledge exerts a minor influence 

in the attainment of implicit knowledge. N. C. Ellis (2005, 2007) pinpoints the close 

attachment between explicit and implicit knowledge and, in the same line of thought, he 

adds that both are ‘dissociative but cooperative’ (2005: 305; cited in Selinker & Gass, 

2008: 246). Segalowitz and Hulstijn (2005) argue that the weak interface position refers 

to the acquisition of implicit (procedural) knowledge, which is facilitated somehow -in a 

way that still is to be discovered- by explicit (declarative) knowledge. Similarly, Laufer 

and Hulstijn (2001) describe the weak interface as the belief that explicit metalinguistic 

knowledge ‘may indirectly affect the acquisition of implicit knowledge by focusing 

learners’ attention on features in the input which are crucial for the grammatical 

phenomenon to be acquired’ (p. 3). 

	

The Noticing Hypothesis 
	

There seem to be a number of conditions for explicit teaching to be effective with 

acquisition. Accepting the fact that ‘attention’ towards linguistic features is required for 

acquisition to take place, we enter into a theoretical dimension in which terms from 

different research arenas concur to further enrich and develop the interface issue.  
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Schmidt’s (1990, 1993, 1994, 2010) Noticing Hypothesis accentuates the 

substantial role of attention for a possible interface between explicit metalinguistic 

knowledge and implicit knowledge. The author defines ‘noticing as the subjective 

correlate of wat psychologists call attention, roughly equivalent to clear perception and 

detection within selective attention’ (Tomlin & Vila 1994; cited in Laufer & Hulstijn, 

2001: 4). Schmidt (2010) further defines the Noticing Hypothesis as the ‘hypothesis that 

input does not become intake 6  for language learning unless it is noticed, that is, 

consciously registered’ (p. 721). For the conscious registering of language, Bernard J. 

Baars (1993, 1997a, 1997b, 2002, 2003, 2005) firmly supports the view that attention 

should be diverted to the target forms, raising consciousness on linguistic features that 

might be salient or not in the input. This line of thought is clearly seconded by cognitive 

psychologists and much of the empirical research clearly defies the evidence on 

unattended learning, that is, on learning (note learning always opposed to acquisition) 

without attention. Laufer and Hulstijn (2001) argue that ‘preparatory attention and 

voluntary orienting [attention towards the target forms] vastly improve encoding’ (p. 4). 

	

Versions of the weak interface position 
	

There are two different versions of the weak interface (Han & Finneran, 2014). The first 

version, proposed by R. Ellis (1993), assumes that explicit knowledge may develop into 

implicit knowledge ‘providing learners are ready to accommodate the new knowledge 

into their interlanguage systems […] and there are sufficient opportunities for formally 

practising the new knowledge or for communicating naturally in contexts that call for its 

use’ (p. 95). As long as learners are developmentally ready and the explicit information 

provided to the learners is only one step ahead of their current stage of acquisition, it 

may contribute to the adequate scaffolding of the interlanguage and the development of 

the implicit knowledge. In contrast, whatever feature that is beyond the learners’ current 

stage of acquisition may not be successfully noticed, hence, it may remain unable for 

use in communicative contexts.  

In the second version of the weak interface position, it is argued that, throughout 

processes at neurobiological level, explicit knowledge may be converted into implicit, 

																																																								
6 It is noteworthy to remind the reader about the difference between input and intake. Whereas the term 
input refers to the current or stream of language that a speaker is exposed to, intake refers to the specific 
linguistic features in that current that the speaker notices and internalizes (Corder, 1967). 
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since ‘declarative rules can have a top-down influence on perception’ (N. C. Ellis, 1994: 

16; cited in Clark, 2010: 11).  

The notion that explicit teaching could be helpful for acquisition originally 

stems from DeKeyser (1995, 1997) strong interface position. Together with DeKeyser’s 

view, N. C. Ellis’ arguments also favour the possibility that explicit teaching can help 

acquisition; Thus, both explicit and implicit knowledge might also be seen ‘as two 

possible outcomes of instructed SLA’ (Han & Finneran, 2014: 4). Whether the 

linguistic features to be learnt fit properly into the learners’ implicit knowledge system 

may depend on their stage of acquisition. The difficulty here resides in that not every 

learner in a classroom environment advances at the same pace, or is at the same stage of 

acquisition as the rest of his or her classmates. Perhaps at one specific point in time 

throughout the academic year, when the EFL teacher is explaining a particular feature, 

not all learners may be equally receptive, and not all of them might be able to assimilate 

the target explicit rule for its adequate use, let alone, its incorporation in real 

communication. Following Pienemann’s (1989) view on the teachability of language (p. 

61), there seems to be a sound distinction between developmental linguistic features, 

and non-developmental or variational linguistic features (Pienmann, 1984, 1987). While 

explicit knowledge of developmental linguistic features might turn into implicit 

knowledge when ‘learners are developmentally ready, the explicit knowledge of non-

developmental or variational features can turn to implicit knowledge at any time’ (Han 

& Finneran, 2014: 4). 

Ullman (2004) further suggests that this view could be neurobiologically 

conditioned, since explicit knowledge is not available at certain ages (e.g. infants). 

Thus, it is not until learners have developed some degree of cognition that explicit 

teaching can indeed help them develop implicit knowledge (N. C. Ellis, 1994). 
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2.8.4 The strong interface position 

	
Traditionally in English Language Teaching (ELT), teaching methods that foster the 

explicit learning of language have been a mainstay. And it is no wonder that the explicit 

teaching of grammar and lexicon has been considered of capital importance all 

throughout the history of the teaching methods; so far, the presence of grammar in the 

course syllabus seems to be a must in the subject of EFL. The hypothesis that explicit 

teaching and learning are conductive to the acquisition of implicit competence in an L2 

is referred to as the strong interface position.  

The strong interface represents a very relevant matter of discussion for its 

implications on the use of teaching materials. Pedagogical resources that promote the 

explicit teaching of language are known to be highly widespread in the EFL classrooms, 

however, their benefits on the attainment of implicit knowledge are yet unclear.  

Following Sharwood-Smith’s (1981) arguments on the interface, DeKeyser has been the 

major proponent of the strong interface position. First of all, DeKeyser’s (1998) view on 

the interface issue seems an attempt to fight against the idea that explicit knowledge is 

not necessary to obtain implicit knowledge. On the effects of explicit teaching and 

corrective feedback strategies on acquisition, he stands against a one-size-fits-all 

approach to the understanding of the interface and proposes that ‘the role of instruction 

[…] is not that instruction is either helpful or not, but that it is helpful to some extent, 

for some forms, for some students, at some point in the learning process’ (DeKeyser, 

1998: 42; cited in Han & Finneran, 2014: 8). 

This view could be supported from experience, since many FL learners can 

achieve sufficient proficiency and fluency after years of practice. However, even the 

most advanced and proficient learners can forget and be unable to recall the 

metalinguistic information that once they were taught at school. Explicit knowledge 

may remain stored in the memory, but it seems true in some cases that explicit 

knowledge ceases to be explicit, since it is no longer available to consciousness. As 

DeKeyser (2009: 121) indicates, ‘declarative knowledge is not necessarily explicit, 

because it is not necessarily accessible to awareness (linguistic competence in the 

Chomskyan sense being a good example)’. If not converted into implicit, the nature of 

explicit knowledge may change across time in some way whenever a rule that used to 

be explicit in memory eventually escapes conscious recollection. 
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As Schmidt (1994) argues, ‘conscious knowledge of morphological paradigms 

and syntactic rules is considered crucial, under the assumption […] that such knowledge 

results eventually in the ability to use language for communicative purposes’ (p. 1). But 

whereas it seems true that explicit teaching materials can help students speed up their 

progress in their L2, some researchers believe that this advancement does not lead to 

automaticity in speech (Paradis, 1994, 2009). Instead, with explicit teaching, Paradis 

(2009) argues that learners’ quicker ability to produce language can give the illusion of 

automaticity, while it might only be the result of a faster retrieval of explicit knowledge, 

which is subserved by the declarative memory. This would imply that faster (but not 

automatic) production of language still depends upon the declarative memory, which in 

turn suggests that: (i) the acquiring system might remain unaffected after explicit 

instruction; and (ii) explicit teaching would not facilitate automaticity in language use. 

	

Theories that favour the strong interface position 
	

The rationale behind this view might be best untangled if we consider Anderson’s 

(1982, 1996, 2007; Corbett & Anderson, 1995) Adaptive Control of Thought (ACT-R) 

Model as a basis, and derived skill-based theories of SLA. Based on models of 

acquisition pertaining to the field of cognitive psychology, the Skill Acquisition Theory 

applied to SLA considers the ability of language a skill that could be learnt the same 

way individuals acquire any other cognitive or psychomotor skill (DeKeyser, 2015), 

such as playing an instrument or riding a bike. The theory itself ‘accounts for how 

people progress in learning a variety of skills, from initial learning to advanced 

proficiency’ (DeKeyser, 2015: 94). From more theoretical to more applied perspectives, 

the Skill Acquisition Theory attempts to discover, among other things, the underlying 

brain architecture through computational models. In a parallel way, some researchers’ 

(e.g. Criado, 2008, 2016) work is based on SAT to study the sequencing of activities 

implemented in the EFL classroom for maximal learning efficiency. The common 

denominator in the process of acquisition of any skill, namely language, is practice. 

Bearing in mind the importance of practice in FL learning, learners’ objective is to 

attain automaticity in real contexts of communication.  

According to the application of SAT to language learning (Criado, 2016), 

automaticity is achieved after linguistic knowledge of the L2 has wended its way 

through a series of stages. More specifically, learners are believed to undergo three 

main stages.  



Chapter 2. Explicit and Implicit Knowledge, Learning and Teaching in the EFL Classroom 
 

79 

During the initial one, or the so-called declarative stage, learners rely heavily 

upon declarative (explicit, metalinguistic) knowledge, as they first need to ‘accumulate 

a factual understanding’ (Han & Finneran, 2014: 4). Attaining declarative knowledge on 

the language often occurs in the classroom environment, either through ‘observation 

and analysis, through verbal instruction (or both)’ (Selinker & Gass, 2008).  

The second stage is referred to as the procedural stage, in which learners still 

need to resort mostly to the declarative knowledge in order to develop the procedural 

(implicit, automatic) knowledge. More specifically, students need to move forward from 

the step in which they conceptualize language to another step in which they put into 

practice what they have learnt explicitly. The process whereby learners practise with the 

language that they have been explicitly taught is called proceduralization. DeKeyser 

and Criado (2013) illustrate this stage by pointing out that ‘the basic condition for 

proceduralization is engaging in the target rule-governed behaviour while relying on 

temporary declarative crutches kept in working memory’ (p. 4). After the repetition of 

these processes, two main functions are believed to facilitate the proceduralization of 

knowledge: a) the rearrangement of declarative knowledge items in memory, so these 

are more easily processed; and b) the ‘combination of co-occurring elements into larger 

chunks to reduce the working memory load’ (DeKeyser, 1998: 49). DeKeyser and 

Criado (2013) further suggest the implementation of communicative drills as a suitable 

type of practice during the proceduralization stage. 

Finally, there is the third stage of automatization, in which learners attain 

automaticity in use and procedural knowledge is accessed fluently, spontaneously, and 

effortlessly (Han & Finneran, 2014). It is important for the EFL teacher to ‘ensure that 

particular [linguistic] behaviours are quick, and with diminished attention paid to a 

particular task, […] such as producing and understanding language’ (Selinker & Gass, 

2008: 247). The type of practice that students should engage in at this point entails the 

implementation of ‘open-ended and fully focused on meaning [activities], such as 

debates, extended role plays and simulations, essays, etc’ (DeKeyser & Criado, 2013: 

4). 
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Skill Acquisition Theory 
	

Considering the mastery of a foreign language as a process resembling the attainment of 

any other –complex- cognitive or psychomotor skill (e.g. learning to play an instrument, 

such as piano or drums), I shall bring to the fore DeKeyser’s (2015) contribution: Skill 

Acquisition Theory (SAT). This issue should be at the core of EFL teachers’ selection 

and implementation of activities regarding their explicit and implicit teaching potential. 

By understanding the stage of development of the learners’ L2, the teacher can help 

determine which and how the activities best suit their needs. 

Gaining control and proficiency in a foreign language is a very complicated 

endeavor. Some may say it can be easily done but, if we compare L2 learning to the 

process musicians undergo to master an instrument, we realize that it is everything but 

easy. In both cases, either in L2 learning or in the learning of an instrument, students are 

bound to start from square one and progressively develop their skills with practice until 

they achieve some degree of command or proficiency. Throughout the process of L2 

learning, students are active and passive recipients of knowledge insofar as they will 

attend to the FL teachers’ directions as well as interact and practice with the knowledge 

they are transferred. Embedded in this notion of L2 learners as ‘recipients of 

knowledge’ is one of the pedagogical applications of SAT. Within the applied scope of 

SAT, it could be argued that FL teachers can intervene and manipulate the process of 

L2 learning by providing input and teaching materials to guide and reinforce learners’ 

progress. More specifically, one of the major concerns is to further discover how the 

explicit and implicit teaching potential of activities could help optimize the learning 

process through activity sequencing in the class, which in turn could help the 

proceduralization -and eventually the automatization- of the L2 knowledge (Criado et 

al., 2010). Precisely, this should be learners’ ultimate goal.  

DeKeyser (2015) puts forward the basic claim of SAT (p. 94): 

 
The basic claim of Skill Acquisition Theory is that the learning of a wide variety of 
skills shows a remarkable similarity in development from initial representation of 
knowledge through initial changes in behavior to eventual fluent, spontaneous, 
largely effortless, and highly skilled behavior, and that this set of phenomena can 
be accounted for by a set of basic principles common to the acquisition of all skills. 

 

The definition of SAT may apply to many disciplines, but I will solely focus on it from 

the perspective of ISLA. It is worth remembering now that three major steps can be 
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distinguished in the acquisition of any cognitive or psychomotor skill. From a more 

pedagogical perspective, the three stages addressed by SAT are labeled under the 

famous 3Ps model of activity sequencing (Byrne, 1986). The PPP model stands for 

presentation, practice, production. It emerged from the Structural Methods (Criado 

2010; Richards & Rodgers, 2014) and -originally- its aim was the mechanical repetition 

of sentences in order to consolidate patterns practised in class. The PPP model can 

subscribe to SAT (e.g. Johnson, 1996; DeKeyser & Criado, 2013; Criado, 2016). It 

should be argued, however, that both do not fully overlap. For instance, in the 

Audiolingual Method (see section 4.4 in Chapter 4), the P referring to presentation 

always excluded an explicit declarative explanation or grammatical information. A 

second instance could be the following; in SAT, the third P (practice) refers to the 

consolidation of language use in general inasmuch as it is considered a skill, but not to 

the consolidation of patterns -as it was the case in the Audiolingual Method (DeKeyser 

& Criado, 2013).  

In the SAT for the acquisition of a cognitive skill, declarative (or content, rule) 

knowledge is first instilled in the learner; second, the declarative knowledge learnt 

needs to be transformed into procedural knowledge (e.g. DeKeyser, 2015), or serve as 

the source for a procedural replica or duplicate of that declarative knowledge (Paradis, 

2009). This process is known as proceduralization. Third, the procedural -or 

proceduralized- knowledge is eventually automatized through extensive practice 

(Johnson, 1996; DeKeyser & Criado, 2013; Criado, 2016). 

In an attempt to establish a connection between the cognitive theory of SAT and 

the PPP model, which is a pedagogical model of activity sequencing, the following 

aspects should be noted. Firstly, the three Ps model is cognitively supported by SAT 

and ACT-R (Johnson, 1996, DeKeyser & Criado, 2013; Criado, 2010, 2016); however, 

by the time the PPP model was beginning to be implemented, neither ACT-R nor SAT 

existed. 

The first stage of SAT would correspond to Byrne’s (1986) first P: presentation. 

Let us imagine a FL classroom. Considering the classroom as the realization of a 

complete course syllabus (Leow, 2015), from the beginning of the academic year until 

its end, the contents stated in that curriculum represent the knowledge that students will 

learn. Upon the opening of the course or each individual unit, the teacher is likely to 



	 Part I. Theoretical Background 
	

82 

present learners with declarative knowledge 7 . The teacher’s presentation can be 

delivered in a variety of ways, namely the explicit deductive, the explicit inductive or 

the implicit inductive (Criado, 2017). In other words, the teacher presents the 

‘knowledge ABOUT a skill’ (DeKeyser, 2007a: 95).  

After paying close attention to L2 forms and processing them, the second step 

involves practising the declarative knowledge learnt, with a view to proceduralizing it. 

Here, the teacher will implement activities to engage students in mechanical practice. 

This is highly convenient in order for learners to achieve a skilled behaviour and 

fluency in performance. The third step, which in Byrne’s terms is referred to as 

production, may not fully encompass Anderson’s notion of automatization of 

procedural knowledge. In the production stage, learners are likely to get quick access 

and retrieval of procedural knowledge as they automatize the use of specific target L2 

forms. But prior to that, learners have to turn knowledge into behaviour, which implies 

‘turning knowledge that into knowledge how, or in more technical terms, turning 

declarative knowledge into procedural knowledge’ (DeKeyser, 2007a: 95). Procedural 

knowledge is a major asset for fluent verbal production, since learners are no longer 

required to recover L2 information (e.g. rules, lexicon) from separate memory slots. 

Rather, they can access the procedural counterpart of a specific declarative item of 

knowledge -following Paradis’ (2009) rationale8-, in the form of a readily accessible 

language chunks (e.g. Ullman, 2016). However, proceduralized knowledge alone may 

not allow for instant automatized language behaviour.  

The controversy over the issue of automaticity yields different scenarios. 

Basically, automaticity can be viewed either as a continuum (e.g. DeKeyser, 2015) or as 

an all-or-nothing property (p. 96) (e.g. Paradis, 2009: xi). By advocating a graded 

notion of automaticity, it could be argued that even highly automatized knowledge (e.g. 

native speaker’s L1) can undergo some kind of failure in performance. For instance, it is 

not rare to see how slippery our native language can be; as L1 speakers, and however 

much automatized our language may be, we still make errors or have difficulties to 

convey a message clearly. Indeed, if we consider automaticity as a continuum, how 

automatized would an L1 be? If it were 100% automatic, then why would we make 

mistakes in spontaneous speech?  
																																																								
7 This does not apply to all the ELF teaching methods, for example, the Audio-Lingual Method. 
8 The reader should not be misled by the references to Paradis (2009) in this section. This author is not in 
favour of SAT at all, but his position reflects the absence of an interface between declarative and 
procedural knowledge. 
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Paradis (2009) makes a clear distinction between automaticity and processing 

speed. The two terms should not be conflated, since one individual may have achieved 

speeded-up processing, but without necessarily having automatized a specific form. The 

author claims that automaticity should not be understood as a continuum:  

 

Implicit [procedural] and explicit [declarative] knowledge coexist. Neither one can 
become the other. Second-language learners may gradually shift from the almost 
exclusive use of metalinguistic knowledge to more extensive implicit linguistic 
competence, [but] automaticity does not admit degrees (p. xi).  

 

Paradis (2009) goes on to argue that the extent to which an L2 form or structure is 

controlled and its production speeded-up can give the impression of automaticity. 

However, it seems preferable to envisage different degrees of control rather than 

different degrees of automaticity. Either an L2 feature is automatized or not, but he 

claims that there is not such a continuum.  

 Notwithstanding the disparity in the level of automaticity required for fluent 

language use, what seems true is that practice is needed after proceduralization, and 

probably even after automatization, to maintain the L2 operative. Therefore, any action 

reinforcing the neural activation and connectivity underlying knowledge use seems 

worth taking, as the learner could experience a rapid deterioration of L2 features if no 

practice is carried out, possibly leading those features to fade away. Additionally, 

procedural knowledge is believed to ‘decay less with time’ (DeKeyser, 2007b: 96). 

 In SAT, the power law of learning (this function originally stems from the Maths 

discipline) represents an equation that can predict systematical progress in second 

language performance. The reader should note that the power law here is strictly applied 

to the notion of L2 performance with regard to the progressive decrease in the error rate 

by the learner after sufficient practice. Variables such as reaction time and error rate are 

to decrease as a result of continual intensive practice (also referred to as overlearning). 

Empirical evidence on the power law of learning, that is, on the decay of reaction times 

and error rates in the performance of a target L2 form, could be interpreted as proof of 

the cognitive phase whereby there is a shift (DeKeyser, 2015) -or a relocation of access9 

(Paradis, 2009)- from declarative to procedural knowledge. 

																																																								
9 According to Paradis (2009), once the L2 learner has achieved a procedural counterpart of a declarative 
knowledge item with practice, access and retrieval of that item is relocated in the procedural system. This 
author further emphasizes that there is no interface between both items of knowledge, that is, between the 
declarative and the procedural. 
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As it can be seen in Figure 3 below, reaction time to a specific problem decays 

very quickly at the beginning, probably indicating a shift (in the access) from 

declarative to procedural knowledge. After this, the decrease in time stabilizes and 

prolongs towards the right margin of the graph. The stabilization of performance across 

time reveals little change after the proceduralization of knowledge, perhaps indicating 

the need for intensive practice to achieve automatization, or a notable decline in the 

potential for learning or retaining knowledge. This last process may take significantly 

longer than the prior proceduralization stage. 

 
Figure 3. A sample graph of the power learning curve. Source: DeKeyser (2007a: 97). 

 

A controversial belief 
	
The strong interface position bolsters the potential of explicit knowledge to exert a 

causal effect on the attainment of implicit knowledge with extensive practice. (e.g. 

DeKeyser, 2009) at some point during the process of L2 learning. The overall premise 

is that, regardless of what individuals are learning, ‘learning progresses from declarative 

knowledge relating to some skill or behaviour to procedural knowledge, and finally to 

automatization of procedural knowledge’ (Selinker & Gass, 2008: 247). 

This position relies on the assumption that declarative (explicit) knowledge 

could synthesize to procedural (implicit) knowledge with practice. But whether the type 

of practice required should be communicative or mechanical is not clear (N. C. Ellis, 

2005; Han & Finneran, 2014). 

Fully against the strong interface position is Paradis’ (2009) view, exposed in his 

book Declarative and Procedural Determinants of Second Languages. In chapter three, 
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called The disintegration of the explicit/implicit interface debate (or interface 

newspeak?), Paradis attempts to dismantle each individual argument that provides 

support for any of the pro-interface positions. The author insists that an interface would 

necessarily involve ‘some form of direct interaction, interconnection, 

intercommunication, data exchange between systems, sharing information, or signal 

conversion’ (Paradis, 2009: 63). None of these -Paradis claims- can occur between the 

learning (explicit) and acquiring (implicit) systems. In this same chapter, N. C. Ellis is 

forwarded most of the counterarguments put forward by Paradis in order to disentangle 

the former’s perspective on the interface issue.  

Firstly, Paradis (2009) reviews N. C. Ellis’ (2005) various explicit teaching 

methods to examine explicit learning effects on the acquisition of the language. 

Nonetheless, he criticizes the total absence of empirical proof and states that the pro-

interface arguments are totally submerged in a discussion that ‘might inadvertently lead 

the reader to believe that a demonstration is given’ (Paradis, 2009: 63). Rather, what N. 

C. Ellis seems to show proper evidence of is that: (i) explicit teaching has a direct 

influence on explicit language learning; but that (ii) it has an indirect influence on the 

acquisition of implicit knowledge of the language. Paradis finds this particular finding 

by N. C. Ellis (2005) theoretically inconsistent with the type of interface between 

explicit and implicit knowledge that he proposes. From N. C. Ellis’ wording, it could 

not be interpreted that an interface exists ‘between explicit metalinguistic knowledge 

and implicit linguistic competence in L2 acquisition’ (Paradis, 2009: 64). Provided that 

an interface (in the neurobiological sense) would entail a sort of physical interchange of 

linguistic knowledge items in the brain, an indirect influence or impact could not take 

place without the intervention of a third party or a mediator, namely the L2 teacher or 

instructor. Hence, the belief that explicit metalinguistic knowledge straightforwardly 

interfaces with implicit acquired knowledge seems erratic if we only take into 

consideration N. C. Ellis’ (2005) evidences. 
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2.8.4.4 Advantages of explicit teaching for the interface 
	

The belief that explicit teaching can be highly advantageous for L2 acquisition has been 

supported by numerous authors (e.g. N. C. Ellis, 1996, 2005; DeKeyser, 2015). N. C. 

Ellis (2005) emphasizes the role of explicit instruction as a key factor in the 

development of the L2 acquiring system, for instance by:  

a) speeding up the L2 processes  

b) grouping low-mental representations together in a hierarchical way 

c) chunking language through ‘unconscious processes of association to form larger 

units’ (p. 174) 

d) consolidating and automatizing the knowledge learnt 

e) improving attention to form to develop better disambiguation strategies (e.g. when 

there is the need to discern between more than one meaning) 

f) providing pedagogical rules and plentiful of exemplars to reinforce non-salient L2 

features 

g) motivating learners with the attainment of short-term objectives and -visible or 

tangible- results in L2 performance 

h) guaranteeing the presence of teaching actions and classroom situations where 

learners are provided with ‘sufficient quantity of language and proper involvement in 

the communicative functions of language’ (p. 175) 

i) enriching L2 learning with a balance presence of both communicative opportunities 

and focus-on-form events. 

 
From all the above-mentioned features, ‘f)’ is particularly important. Not all the 

linguistic features are salient and easily noticeable, thus, explicit teaching might help 

learners focus their attention on certain features that they would not pick up and 

internalize even after years of natural exposure. ‘Language learners who take a totally 

passive approach to learning, waiting patiently and depending on involuntary attentional 

processes to trigger automatic noticing, are likely to be slow and unsuccessful learners’ 

(Schmidt, 2000; cited in Laufer & Hulstijn, 2001: 4). 

	
Applications of the strong interface position in the EFL classroom 
	
Being a teacher of EFL both as a lecturer at the University of Murcia (since 2015) and 

as a self-employee doing private classes with a large number of students (since 2013), I 

am strongly concerned with the overall situation that seems to affect most of them 
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indistinctively. I have to acknowledge that, day after day, I tend to face a similar 

situation; my students need to prepare an exam and their main objective is to pass it. 

Regardless of whether they are more or less proficient and whether they need longer or 

shorter preparation to get ready for the exam, parents (more often than the learners 

themselves) want good and quick results.  

Exams become a sort of obstacle race in which students have to demonstrate 

their knowledge about the contents stated in the course syllabus. The amount of tests, 

together with the time constraints for their preparation, might make the teaching of EFL 

a rather tedious and poor acquisition-friendly process. Considering EFL as a mere 

academic achievement can make teachers and learners forget about the ultimate goal of 

learning the L2, which is to use it in real contexts of communication.  

Returning to the point in which good and quick results are sought by both 

students and parents, very often the only strategy possible to get through the exam is 

resorting to explicit teaching of grammar. Taking for granted that the majority of 

students report having serious difficulties to read, listen or speak in English, the unique 

plan of action to prevent failure in a short span of time is the reinforcement of their 

declarative knowledge. Probably, students will not get the highest score possible in the 

upcoming tests, but usually the weight of grammar in exams is so heavy that focusing 

on the metalanguage might be sufficiently practical to pass the exams.  

 The problem resides in the type of linguistic practice promoted within a system 

that favours or allows success with the sole accomplishment of grammatical knowledge 

in the L2. If learners limit themselves to doing grammar activities, but they do not 

continue to perform spoken practice of their explicit knowledge10, the learning process 

seems to stall. Doing grammar activities alone is a type of practice for which there 

seems to be no interface; that is, there seems to be no influence of the explicit 

knowledge learnt on acquiring the system, thus, no implicit knowledge and automaticity 

is likely to be developed. Learners’ reported inability to speak or understand what they 

listen to could be an effect of the lack of interface between explicit and implicit 

knowledge, which in turn is derived from FL teaching policies that do not seem to 

contribute to the automatization of the L2.  

																																																								
10 It should be borne in mind that spoken practice can be focused on accuracy and not so much on 
fluency. 
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In a learning environment where the subject of EFL represents a weakness for 

many students11, the achievement of declarative knowledge is, perhaps, much more 

awarded than it should. Thus, there is a serious need to revisit the role of grammar 

teaching in the syllabus and, more precisely, the methods to teach and assess 

grammatical knowledge. 

	
Criticisms against the strong interface position 
	
The question of whether explicit items of knowledge turn into implicit representations 

or into another form needs further research, as it still remains unanswered. The benefits 

have been reported in the literature, but it is definitely not difficult to find harsh 

criticisms against the strong interface position (see, for example, R. Ellis, 1993; 

Robinson, 2013; Paradis, 2009).  

R. Ellis (1993) remarks the untenable argument of a transformation of explicit 

declarative into implicit procedural knowledge. Whereas DeKeyser (2007a, 2007b, 

2013, 2015) firmly defends an interface between explicit and implicit knowledge, he 

acknowledges that the specific outcomes from the interactions between the two are still 

unknown and the benefits unwarranted. He bespeaks the lack of empirical research on 

the applications of ACT-R theory into instructed SLA to demonstrate the efficacy of 

activity sequencing in an instructed learning environment (DeKeyser, 1994: 91). There 

is the need to test whether SLA follows the same stages of skill development which 

have been attested in other fields such as software programming. Research on this area 

is crucial to determine which type of practice is most conductive to achieve the desired 

automatization of the L2 (DeKeyser, 1994). Especially in the field of ELT, teachers’ 

selection of the materials is fundamental to avoid undesired effects, such as the inability 

to use language fluently at the end of a course (e.g without having to reflect on the 

																																																								
11 This assumption is a personal observation. Throughout my academic life, while I was a student and 
later on when I became an EFL teacher, I have perceived that most students tend to have problems in EFL 
countless times. I strongly believe that one of the reasons for this phenomenon is that EFL is typically 
taught the way other content subjects are taught. Practice of language forms is too present in the teaching 
action and communication seems to be irrelevant in the classroom. Had it not been for my parents’ 
decision to always have extra EFL lessons in private academies with native L2 speakers, at least, twice a 
week in the evenings, I would have had the same problem most of my classmates had with English. 
Lessons in the academies I attended never followed the ordinary class methodology at school, which 
seemed to be inconsistent and extremely input-poor (in my opinion). Now I believe that those extra 
classes with native speakers as EFL teachers in the academy and the use of materials other than the 
regular classroom textbook made my level of English be higher than some of my classmates’ at school, 
secondary school, or even at university. 
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metalinguistic information to form sentences) or the lack of grammatical accuracy in the 

demonstration of the communicative skills. 

	

2.9 Concluding remarks 

	
Chapter 2 has focused on the theoretical description of the construct of explicitness and 

implicitness from the perspective of the teaching of English as a Foreign Language. A 

strong emphasis was made on the concepts of explicit and implicit knowledge, learning 

and teaching, in order to provide a cognitive rationale for the analysis of the teaching 

nature of EFL activities. The notion of declarative and procedural knowledge and 

memory were also examined to relate the theoretical accounts with the cognitive 

dimension of L2 teaching and learning. Additionally, the role of L2 instructors was 

enhanced, since they are responsible for the selection and implementation of activities 

in the classroom. Taken as units of teaching action in the class (Sánchez, 2004), 

activities can be conductive to the attainment of fluency -or implicit knowledge- in the 

L2.  
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CHAPTER	 3.	 SLA	 AND	 NON-SLA	
CONTRIBUTIONS	TO	THE	STUDY	OF	EXPLICIT	
AND	 IMPLICIT	KNOWLEDGE,	 LEARNING	AND	
TEACHING	

3.1 Introduction 

	
So far I have tried to situate the study of the explicit and implicit teaching nature of EFL 

activities within the framework of ELT. A theoretical framework was first established to 

determine the cognitive and pedagogical underpinnings of explicit and implicit 

knowledge, learning and teaching (chapter 2). Now in chapter 3, I will examine SLA 

and non-SLA contributions to this issue of explicit and implicit knowledge, learning 

and teaching in order to justify the novelty and value of my approach.  

With this purpose, I will perform a research review 39 studies, specifying the 

observed trends in their objectives, method (participants and techniques), results, 

discussion and conclusions. 

	

3.2 Methodology of the review process 

3.2.1 Bibliographic search 

 

Data for the research review were obtained through online searches. Keywords such as 

explicitness and implicitness, explicit and implicit teaching, explicit and implicit 

learning were used in combination with other labels (e.g. EFL, ELT, FL, SLA, ISLA) in 
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a variety of web-based search engines. Among these were Google Scholar, ERIC and 

Xabio (the search engine promoted by the University of Murcia).  

No further specifications were needed for the search of references. Date range 

was considered unimportant given the -relatively- recent advent (e.g. mainly since the 

70s and 80s) of studies whose scope of research was explicitness and implicitness as 

related to L2 knowledge, learning and/or teaching. 

 

3.2.2 Selection of references 

 

The majority of references selected for the research review consisted of empirical and 

non-empirical articles (n=39) published in some of the top journals in the field of 

linguistics -regarding Journal Citations Report (JCR) and Scimago Journal Ranking 

(SJR). The list below shows the journals and the number of articles selected from each 

one. 

1. Studies in Second Language Acquisition (n=14) 

2. Language Learning (n=6) 

3. Applied Linguistics (n=4) 

4. TESOL Quarterly (n=3) 

5. Language Teaching Research (n=2) 

6. Modern Language Journal (n=2) 

7. Reading Research Quarterly (n=1) 

8. Applied Psycholinguistics (n=1) 

9. Foreign Language Annals (n=1) 

10. English Language Teaching (ELT) Journal (n=1) 

11. International Journal of Applied Linguistics (n=1) 

12. International Journal of English Studies (n=1) 

13. National Institute for Japanese Language and Linguistics (n=1) 

14. International Journal of Linguistics (n=1) 

 

Additionally, a smaller number of references were collected from books or book 

chapters, journals with a lower impact factor, and -published and unpublished- Doctoral 

and Masters dissertations. These were also included due to their potential interest for 

my study and -above all- due to their focus, which was the study of explicitness and 
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implicitness as applied to research in linguistics. Tables 2 and 3 below account for all 

the selected references, sources and focus of research. 
Table 2. Reference search by journal, study and focus  

Journal Author and Year of Publication Focus 

Studies in Second 
Language Acquisition 

Doughty, 1991 Explicit and implicit teaching 
VanPatten & Cadierno, 1993a Explicit teaching 

DeKeyser, 1995 Explicit teaching (deductive versus 
inductive) 

Robinson, 1996 Implicit and explicit teaching and 
learning 

VanPatten & Oikkenon, 1996 Explicit teaching 
De Graaff, 1997 Explicit teaching (eXperanto) 
Hulstijn, 1997 Explicit knowledge 

Robinson, 1997 Explicit and implicit teaching 
Hu, 2002 Explicit teaching and knowledge 

De Jong, 2005 Explicit teaching, learning and 
knowledge 

Loewen, 2005 Explicit learning (incidental) 

Ellis et al, 2006 Explicit and implicit corrective 
feedback (teaching) 

Fernández, 2008 Explicit teaching 
Henry et al, 2009 Explicit and implicit teaching 

Language Learning 

Markman et al, 1975 Explicit and implicit knowledge 
Bialystok, 1979 Explicit and implicit knowledge 

Hulstijn & Hulstijn, 1984 Implicit (and explicit) knowledge  

Norris & Ortega, 2000 Explicit and implicit teaching 
(research synthesis and meta-analysis) 

VanPatten, 2002 Explicit teaching and learning 
Morgan-Short et al, 2010 Explicit and implicit teaching  

Applied Linguistics 

Sorace, 1985 Explicit knowledge 
Green & Hecht, 1992 Implicit and explicit knowledge 

Fotos, 1993 Explicit and implicit knowledge 
Towell et al, 1996 Implicit knowledge (development) 

TESOL Quarterly 
Seliger, 1979 Explicit teaching and knowledge 

Fotos & Ellis, 1991 Explicit teaching and learning 
Fotos, 1994 Explicit and implicit teaching 

Modern Language 
Journal 

VanPatten & Cadierno, 1993b Explicit teaching 

Erlam, 2003 Explicit teaching  
(deductive versus inductive) 

Language Teaching 
Research 

Han & Ellis, 1998 Explicit and implicit knowledge 
(measure development) 

Macrory & Stone, 2000 Explicit knowledge 
Applied 

Psycholinguistics Segalowitz & Segalowitz, 1993 Implicit and explicit knowledge 

International Journal 
of Applied Linguistics Eckerth, 2008 Implicit learning 

International Journal 
of English Studies Criado et al, 2010 

Explicit and implicit teaching 
(measurement of EFL activities’ 
teaching potential with a scale) 

Reading Research 
Quarterly Leu, 1982 Implicit learning and knowledge 

Foreign Language 
Annals Renou, 2000 Explicit knowledge 

ELT Journal Mohamed, 2004 Explicit and implicit learning  
(learners’ preferences and attitudes) 
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Table 3. Other references included in the bibliographic search 
Other References Author(s) Focus of Research 

Doctoral Dissertation 
Hu, 1999;  Explicit knowledge  

Lichtman, 2012 Explicit and implicit knowledge 
(learning gains) 

Masters Thesis Mohamed, 2001 Implicit teaching 

Book Chapter Slobin & Welsh, 1973 Explicit and implicit knowledge 
(language development) 

Other 
Journals 

University of Hawaii 
Working papers in 

ESL 
Grigg, 1986 Explicit knowledge 

National Institute for 
Japanese Language 

and Linguistics 
Ellis, 2010 Explicit teaching 

International Journal 
of Linguistics Afshari & Oroujlou, 2012 Explicit and implicit teaching 

 

3.3 Research review 

3.3.1 Objectives of the reviewed articles 

	

Researchers have particularly approached the study of explicitness and implicitness 

with a view to examining: (i) the effects of explicit and/or implicit teaching; (ii) the 

implicit and explicit knowledge learned; (iii) ways to measure explicit and implicit 

knowledge learnt, or knowledge as present in activities; (iv) learners’ performance in 

activities with distinct explicit and implicit potential; (v) the effects of explicit and 

implicit corrective feedback on learning; (vi) language development across students 

from different learning backgrounds and within different explicit and implicit 

instructional conditions; and (vii) the psychological determinants which are involved in 

explicit and implicit learning. A significant number of studies reviewed (n=22) 

attempted to test the effects of instruction, the vast majority of which analyzed the 

outcome of implicit and/or explicit teaching (Seliger, 1979; Hulstijn & Hulstijn, 1984; 

Grigg, 1986; Doughty, 1991; VanPatten & Cadierno, 1993a, 1993b; DeKeyser, 1995; 

Robinson, 1996; VanPatten & Oikkenon, 1996; De Graaff, 1997; Hulstijn, 1997; Norris 

& Ortega, 2000; Erlam, 2003; Mohamed, 2004; De Jong, 2005; Loewen, 2005; Eckerth, 

2008; Fernández, 2008; R. Ellis, 2010; Morgan-Short et al., 2010; Afshari & Oroujlou, 

2012; Lichtman, 2012). Within the group of papers empirically testing the effects of 

explicit and/or implicit instruction, comparative analyses of the effects of different types 

of instruction have become the major drive in the study of explicitness and implicitness. 

Whereas some researchers have focused on comparing and contrasting the impact of a 

specific type of instruction in isolation, namely the explicit or implicit ones (Seliger, 
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1979; VanPatten & Cadierno, 1993b; DeKeyser, 1997; Mohamed, 2004; Loewen, 2005; 

Fernández, 2008; R. Ellis, 2010) others have explored learners’ response to different 

explicit and implicit instructional settings, under particular experimental conditions and 

variables (Hulstijn, VanPatten & Cadierno, 1993b; Hulstijn, 1984; Grigg, 1986; 

Doughty, 1991; DeKeyser, 1995; De Graaff, 1997; Hulstijn, 1997; Erlam, 2003; De 

Jong, 2005; Afshari, S. Oroujlou, 2012; Lichtman, 2012). 

Researchers have also paid special attention to learners’ preferences relating to 

explicit and implicit instruction (Mohamed, 2004), the pedagogical action of teachers in 

class (Sánchez & Criado, 2009), the automatization of explicit knowledge (DeKeyser, 

1997) and the explicit and implicit teaching potential of activities regarding their degree 

of explicitness and implicitness (Sánchez & Criado, 2009; Criado et al., 2010). 

Fewer studies (14%) explored the implicit and explicit knowledge gained 

(Markman et al., 1975; Hulstijn & Hulstijn, 1984; Sorace, 1985; Hu, 1999, 2002; 

Macrory & Stone, 2000; Lichtman, 2012). The majority of this empirical research 

attempts to examine the relationship between learners’ implicit and explicit knowledge 

and their performance (Markman et al., 1975; Sorace, 1985; Hulstijn & Hulstijn, 1984; 

Hu, 2002). Other authors analyze implicit and explicit knowledge related to different 

age groups and settings (Lichtman, 2012), learners’ perceptions of the type of 

knowledge which they have (Macrory & Stone, 2000) and the link between implicit and 

explicit knowledge and accuracy in the use of specific linguistic structures (Hu, 1999). 

The elaboration of valid instruments to measure explicit and implicit knowledge 

is a recent concern within the study of explicitness and implicitness in language. A 

growing number of empirical research articles are presented with a view to exploring 

the presence of explicitness and implicitness in language learning or the implicit and 

explicit potential of activities for teaching. In the light of these advances, researchers 

have primarily focused on: (i) developing measures of explicit and implicit knowledge 

(Han & R. Ellis, 1998; Doughty, 2003; Criado et al., 2010; Bowles, 2011); and (ii) 

examining the reliability and construct validity of instruments designed to measure 

language proficiency (Oller, 1979; Harley et al., 1990; cited in R. Ellis, 2010). 

Another key aspect is learners’ performance, which has been mainly assessed 

using grammaticality judgement tests or GJTs (Bialystok, 1979; Renou, 2000; De Jong, 

2005). While both Bialystok (1979) and Renou (2000) explore performance within 

explicit learning conditions, De Jong (2005) attempted to assess performance under 
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implicit teaching conditions. On the one hand, Bialystok (1979) examined adult French 

L2 learners’ performance on a GJT under two time conditions (spontaneous vs. delay). 

Adding to this research focus, Renou examines learner’s performance in judging the 

grammaticality of both written and orally presented sentences according to (i) types of 

errors; (ii) whether subjects were able to correct the error and go on to provide the rule 

for the error; and (iii) whether subjects came from a communicative or grammar 

approach to learning French (2000: 168). On the other hand, De Jong assessed both 

receptive and productive performances in a context of implicit instruction (2005: 205). 

The development of fluency in a FL is an important component for the study of 

explicitness and implicitness. Researchers have investigated linguistic development, 

especially, when inductive learning techniques are implemented (Slobin & Welsh, 

1968; Leu, 1982; Towell et al., 1996). Both Slobin and Welch (1968), and Towell et al. 

(1996) were inclined to do a longitudinal study. While Towell et al. (1996) investigated 

the development of fluency in L2 through implicit training, Slobin and Welsh (1968) 

analyzed linguistic development of one single child following an inductively explicit 

method (elicited imitation). Leu (1982) studied the familiarity with syntactical patterns 

through implicit learning experiences, specifically, through oral tasks.  

Lastly, researchers have also heightened the need for exploring the 

psychological determinants involved in the execution of explicit and implicit tasks. 

Studies investigating these psychological factors have been reported to test learners’ 

production in the attainment of activities promoting different explicit and implicit 

learning potentials (Segalowitz & Segalowitz, 1993; Skehan, 1998; Hu, 2002). On the 

one hand, Skehan’s (1998) two major purposes were (i) to build a psycholinguistic 

model of proficiency where declarative and procedural knowledge were distinguished, 

and (ii) to explore how different tasks affect fluency, complexity and accuracy of 

learners’ production. Additionally, Hu (2002) studied the psychological factors that 

affect access to metalinguistic knowledge in L2 production. On the other hand, 

Segalowitz and Segalowitz (1993) sought psychological differences between fast- and 

slow-responding L2 learners on an implicit learning task (lexical decision). 
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3.3.2 Methods of the reviewed articles 

 
Participants 
	
There is a global tendency amongst researchers to test undergraduate university students 

(Green & Hecht, 1992; VanPatten & Cadierno, 1993b; DeKeyser, 1995; Han & R. Ellis, 

1998; Renou, 2000; Hu, 2002; Eckerth, 2008). The second languages more often being 

examined are German (Green & Hecht, 1992; Eckerth, 2008), Chinese (Hu, 2002), 

French (Renou, 2000) and Spanish (VanPatten & Cadierno, 1993b).  

Among the authors who have conducted their research with university FL 

learners, some have opted to experiment solely with undergraduate students, whereas 

others have compared undergraduate with graduate students (DeKeyser, 1995), or with 

other groups of individuals. For instance in Green and Hecht’s (1992) research, 

participants belonged to either a group of undergraduate students or a group of learners 

attending a German school.  

In the light of this information, an important focus of research is the study of 

explicitness and implicitness in university FL learners; nonetheless, there also exists a 

significant amount of research which has been led to explore diverse groups of 

population, the majority of which target a wide range of learners (from beginner 

learners to intermediate and advanced students of an L2 with different levels of 

proficiency). With regard to the experimental settings, researchers have conducted their 

studies across both public and private schools, and high schools (Lichtman, 2012), 

private language schools (Loewen, 2005), single schools (Leu, 1982) and other private 

institutions which offer ESL courses (Robinson, 1996). 

The idea of studying explicitness and implicitness across students of different 

ages within varied experimental conditions makes it especially difficult to identify 

minor research trends. In other words, there does not seem to be a particular inclination 

amongst researchers to test one specific type of learner, but rather there seems to be a 

wide scope of research on students with different learning backgrounds (Seliger, 1979; 

Leu, 1982; Hulstijn & Hulstijn, 1984; Doughty, 1991; Robinson, 1996; Towell et al., 

1996; De Graaff, 1997; Han & R. Ellis, 1998; Erlam, 2003; De Jong, 2005; Loewen, 

2005; R. Ellis et al., 2006; Afshari & Oroujlou, 2012; Lichtman, 2012). To exemplify 

the vast array of options, the case of Morgan-Short et al. (2010) is peculiar in the extent 



	 Part I. Theoretical Background 
	

98 

that they experiment with 41 right-handed native English speaking adults with no prior 

knowledge of the FL. 

 

Techniques 
	
Data shows that instruments which measure explicit knowledge are designed in 

abundance, but the techniques to evaluate implicit knowledge are limited despite the 

growing literature on this complex issue. There is a large volume of published studies 

using focus-on-form (FonF) versus focus-on-meaning techniques to assess learners’ 

implicit and explicit knowledge of the L2. Focus on form-based studies usually employ 

activities which seek to explore students’ metalinguistic knowledge (Seliger, 1979; 

Green & Hecht, 1992; Fotos, 1993; DeKeyser, 1995; Robinson, 1996; De Graaff, 1997; 

Renou, 2000; Hu, 2002; Loewen, 2005). Untimed grammaticality judgement tasks 

(UGJT), and other metalinguistic knowledge tests, such as correction tasks, word 

matching, multiple choice questions, elicited imitation, fill in the gap or rephrasing 

exercises might probably be the most widespread instruments to measure explicit 

knowledge. On the other hand, implicit knowledge is more often tracked using focus-on 

meaning techniques, which are communicative in nature and foster unplanned language 

use. Either written or oral productive tasks such as writing a letter or story-telling can 

promote the use of implicit competence. In addition to this, aural receptive activities 

where learners have to expose to the L2, like reading passages or simply listening, may 

also be good examples of activities implemented to evaluate learners’ implicit 

knowledge (Leu, 1982; Hulstijn & Hulstijn, 1984; Towell et al., 1996; Erlam, 2003; 

Fernández, 2008; Lichtman, 2012). 

A significant number of authors have opted to test students’ knowledge under 

more than one experimental condition (implicit, explicit, incidental, enhanced, 

instructed, timed or non-timed-pressured and rule), combined and implemented in 

different experimental and control groups (Doughty, 1991; Robinson, 1996; De Graaff, 

1997; De Jong, 2005; Eckerth, 2008; Morgan-Short et al., 2010; Lichtman, 2012). Some 

activities which promote the use of both implicit and explicit knowledge are, for 

instance, dictation or dictogloss; in this type of activities, learners practise their listening 

skills but, at the same time, their attention is drawn to the grammatical features of the 

structures in the text being dictated. Incidental focus on form activities, or in other 

words, activities which enhance inductive explicitness like oral elicited imitation tests, 
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quizzes, or gap noticing activities are also relevant among the list of techniques used to 

test implicit, but also explicit knowledge (Doughty, 1991; Robinson, 1996; Robinson, 

1997). It is through input enhancement techniques that the learner’s attention to form is 

drawn (e.g. colours, bold letters, words and key phrases in italics, notes in the margin, 

pictures and the like). Deductive (top down) and inductive tasks (bottom up) are also 

present within the scope of methods that researchers use to measure explicitness and 

implicitness (Mohamed, 2004). Whereas deductive tasks introduce metalinguistic 

explanations on the language prior to practising with activities, inductive exercises 

provide the learner with practice as a means of inferring the grammatical features 

contained in the text. 

One experimental condition that has repeatedly been sought amongst researchers 

who have studied the effects of explicit and implicit instruction is the use of artificial 

grammars and miniature linguistic system like Implexan, Sillyspeak or eXperanto 

(DeKeyser, 1995; Robinson, 1996; De Graaff, 1997; Hudson-Kam & Newport, 2009; 

Morgan-Short et al., 2010; Lichtman, 2012). The major goal of using these miniature 

linguistic systems seems to be the study of the learners’ metalinguistic competence as, 

added to the fact that the experiment conducted may be explicitly driven, any new 

system has to be learnt beforehand, which entails a complete attention to the forms. For 

instance, both DeKeyser (1995) De Graaff (1997) conducted an experiment in which 

learners were exposed to a number of different grammatical structures in Implexan and 

eXperanto respectively (124 sentences in DeKeyser’s accompanied with illustrative 

pictures). 

There are two major concerns about the explicit and implicit potential of 

knowledge and these concerns have been addressed by researchers, who have attempted 

to design instruments to measure explicitness and implicitness. The first focus of 

research consists of a growing interest in the design of techniques that explore and 

identify which specific features make learner’s knowledge implicit and/or explicit (Han 

& R. Ellis, 1998; Doughty, 2004; R. Ellis, 2005; Bowles, 2011). Han and R. Ellis 

(1998) and R. Ellis (2005) make use of tests to measure implicit and explicit 

knowledge. The criterion they employ to discern which characteristics belong to each 

type of knowledge is based on the following aspects: degree of awareness, time 

available, focus of attention, systematicity, certainty, utility of knowledge of 

metalanguage and learnability. Doughty (2004) provides lists of measures of L2 ability, 
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with which learners’ responses are divided into different categories depending on 

whether these were constructed (as in oral or written production), metalinguistic 

judgements, selected (e.g. multiple choice questions about comprehension, production 

or other) or free. 

The second focus deals with the development of a scale used for the analysis of 

the features which make activities’ load potentially explicit and/or implicit (Criado et 

al., 2010). The scale designed measures the explicit and implicit potential of activities 

for learning. Explicitness and implicitness are conceived as a continuum and the 

presence of one potential (either explicit or implicit) limits the extent to which the other 

potential is present; in other words, the more explicit an activity is, the less implicit, and 

vice versa.  

	

3.3.3 Results of the reviewed articles 

	
Explicit knowledge seems to be of vital importance for the development of the L2. The 

relevance of explicit instruction has been stressed in numerous studies and the 

performance of learners who undergo explicit programs is often reported to be 

advantageous over students who are taught with focus on meaning techniques alone. 

Specifically, evidence suggests that the experimental or control groups which received 

explicit training or focus on form (FonF) instruction performed better than those who 

were instructed implicitly (Hulstijn & Hulstijn, 1984; DeKeyser, 1995; Robinson, 1996; 

Hu, 1999; Renou, 2000; R. Ellis, 2010; Afshari & Oroujlou, 2012; Lichtman, 2012). 

Hulstijn and Hulstijn (1984) and Hu (1999) conclude that learners with explicit 

knowledge performed significantly better across all conditions, and with higher scores, 

than learners who did not receive explicit instruction. DeKeyser (1995) finds similar 

results but specifies that the advantage in performance occurred when learners were 

asked about simpler structures; however, learners receiving implicit training obtained 

better results when they were asked about more complex target features. Robinson’s 

(1996) findings are also in agreement with Hulstijn and Hulstijn’s (1984), DeKeyser’s 

(1995) and Hu’s (1999) in the extent that students attending the instructed condition 

were more accurate than the rule-search condition. Renou (2000) singles out the fact 

that the grammar group scored better than the communicative group in the oral and 

written judgement tests. Erlam (2003) indicates that students in the deductive 
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instruction group also demonstrated a significant advantage over the inductive group, 

even though greater loss effects characterized the former over time.  

Whereas data shows that explicit instruction seems significantly beneficial in the 

development of learners’ L2, it is true nonetheless that all these sound results might be 

biased. The bias could possibly be due to researchers’ selection of activities for their 

tests. As it was highlighted above, measures for explicit knowledge are abundant, while 

implicit knowledge seems to be more difficult to study and, thus, there are fewer 

instruments to measure what learners have learnt unintentionally or implicitly. The 

inclination to use tools that test explicit knowledge might be creating a bias, as most 

activities used in experiments would favour the use of explicit knowledge. Some 

researchers have overtly stated their opinion about this fact too. For instance, R. Ellis 

(2010) admits that all the studies included a grammaticality judgement test (GJT), 

which is likely to favour explicit instruction. Also, DeKeyser (1995) declared that the 

selection of activities might have advantaged the explicit instruction group.  

Implicit knowledge is a key factor in accuracy and fluency. Researchers who 

have attempted to measure implicit knowledge tend to resort to activities which usually 

ask the learner to perform actively by either producing language in oral or written form. 

For instance, Erlam (2003) states that the listening comprehension task was found to be 

the most reliable indicator of implicit knowledge. Accuracy in use and understanding of 

more complex prototypical target forms might be a sign of implicit knowledge, since 

ease of verbal comprehension and expression is indicative of unintended acquisition. 

Learners who received implicit instruction outperformed in the majority of cases those 

being taught under explicit instruction alone for the more advanced structures (Green & 

Hecht, 1992; De Jong, 2005; Lichtman, 2012). Implicit training programs are also 

successful in building a knowledge base that students can use in comprehension tasks 

but much less so in production (De Jong, 2005). The scarcity of articles reporting more 

benefits of implicit instruction could also be due to the lack of instruments to measure 

implicit knowledge. Consequently, as Lichtman (2012) or Macrory and Stone (2000) 

note, students attending lessons as a means of learning an L2 usually are likely to 

develop more explicit than implicit knowledge of that specific second language. 

Implicit/incidental FonF groups have been reported to outperform with 

clarification request and recast techniques (Loewen, 2005; Afshari & Oroujlou, 2012). 

Both Loewen (2005) and Afshari and Oroujlou (2012) declare that learners were able to 
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recall the target linguistic forms even after relatively long periods of time and, in the 

example of Loewen (2005), successful uptake was taken as an indicative of accurate 

performance.  

Almost every paper that has been reviewed purveys tools to measure 

explicitness and implicitness. Activities are clearly used by researchers to assess either 

learners’ explicit and implicit knowledge, or the implicit and/or implicit potential of an 

activity to teach different aspects of the second language. Furthermore, for the studies 

which attempted to measure explicitness and implicitness, positive evidence was found 

on the possibility of developing relatively separate measures of explicit and implicit 

knowledge (Han & R. Ellis, 1998). These findings suggest that there is still a need to 

continue to study explicitness and implicitness as it is present in language materials, 

because the main focus of the research concentrates on evaluating learners’ knowledge 

and not so much the knowledge which activities transmit. 

	

3.3.4 Discussions of the reviewed articles 

	

So far it has been repeatedly suggested that researchers attempt to answer some crucial 

questions about explicitness and implicitness. These questions are: (i) whether linguistic 

knowledge, as it is present in textbooks or is conceived by speakers of an L2, could be 

measured; (ii) if so, whether learners’ knowledge is explicit and/or implicit to a certain 

extent (both can perfectly coexist); and (iii) whether linguistic knowledge, which might 

be potentially explicit or implicit in nature, could be graded and represented 

quantitatively in a scale. 

For the studies whose objective was to find separate measures for both explicit 

and implicit knowledge, Hans and R. Ellis (1998) suggested different types of tests as a 

means to assessing learners’ knowledge of an L2. They found that not only could 

grammaticality judgement tests (GJT) be valid measures of explicit knowledge, but also 

these could evaluate learners’ implicit knowledge, since accuracy in use might be 

indicative of automatization or unintended acquisition. Whereas grammatical accuracy 

and commitment seems to be a sign of implicit knowledge, ungrammatical sentences 

might probably be good measures of the explicit knowledge. Also, time available in 

tests is significant because lack of time promotes learners’ use of implicit knowledge, 

but untimed tests usually foster metalinguistic reflection and the use of explicit 

knowledge. Hans and R. Ellis (1998) report that native speakers of a language are 
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expected to have more implicit knowledge than L2 learners, insofar learners of a second 

language are likely to have greater explicit knowledge gains for the kind of instruction 

they receive. Learning a language naturally or attending formal lessons will inevitably 

determine the type of knowledge that speakers can have and use. 

With regard to the studies whose major aim was to explore learners’ explicit and 

implicit knowledge, it was found that explicit instruction groups usually perform better 

than other students. Indeed, explicit instruction has been reported to be essential for 

learning a second language, either if it is taught to child or adult learners (Leu, 1982; 

Renou, 2000; Hu, 2002; De Jong, 2005; R. Ellis, 2010). Familiarity with linguistic 

structures obtained by a continuous exposure to language may not be sufficient for 

developing accuracy in written production and text processing. Thus, developing 

learners’ written discourse from elementary school, when they are beginners, is a 

challenge that both EFL researchers and teachers need to consider. Explicit instruction 

should probably be implemented not only at beginner level programs, but also in 

primary school levels, as it promotes accuracy in use (N. C. Ellis, 1994; Williams & 

Evans, 1998; Doughty, 2001; Afshari & Oroujlou, 2012). Furthermore, if combined 

with implicit instruction or within a communicative context, explicit training might 

purport benefits to language learners and, more specifically, to advanced students of an 

L2  (Afshari & Oroujlou, 2012). 

Implicit teaching techniques implemented in child groups usually favour the 

development of learners’ implicit knowledge more than the explicit knowledge 

(Lichtman, 2012). However, adults receiving implicit instruction are likely to develop 

explicit knowledge about what they acquire incidentally. This suggests the idea that 

cognitive development enables adult learners to use both implicit knowledge and its 

explicit representation, whereas children do not have this ability. De Jong (2005) points 

out that receptive training can progressively speed up comprehension processing in 

communicative tasks and lower accuracy in production tasks. 

However, VanPatten and Cadierno (1993b) show that traditional instruction 

(explicit) might not be superior to processing instruction (implicit), even though they 

conclude that both implicit and explicit instruction do not have the same effects on 

learners. Additionally, Green and Hecht (1992) claim that learners’ knowledge of a 

second language is largely implicit, and that explicit knowledge could be only a subset 

of implicit competence. 
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Concerning studies which measure explicitness and implicitness as it is present 

in EFL learning activities, Criado et al. (2010) found it especially difficult to design a 

tool whose aim is to assess ‘highly complex underlying processes’ (p.123). Implicitness 

and explicitness are concepts that refer to cognitive mechanisms, hence, the idea of 

transforming theoretical assumptions into quantitative and qualitative data requires an 

extensive knowledge on the construct and analytical skills to detect features present in 

activities. 

	

3.3.5 Conclusions of the reviewed articles 

	
The forms of instruction which are mostly widespread amongst researchers and EFL 

teachers are explicit teaching, implicit teaching, and teaching focused on the promotion 

of inductive learning. These instructional alternatives can be implemented in isolation 

or combined with different techniques. What seems true is that, whereas explicit 

instruction promotes the learning of explicit knowledge, implicit instruction does so for 

implicit knowledge. However, not all techniques may exert the same effects across 

learners due to variables such as individual differences, settings and, especially, age. 

Researchers have succeeded in exploring the effects caused by the application of 

different explicit and implicit teaching approaches as well as they have been successful 

in the measurement of explicit and implicit knowledge present in activities.  

Explicit instruction has been reported to be particularly important and effective 

in L2 learning. Even though adults are known to be better at learning metalinguistic 

knowledge, children can also benefit from the advantages of FonF instruction, as it 

favours the development of explicit knowledge (Erlam, 2003; Ellis, 2010) and 

effectiveness achieved by the use of explicit teaching techniques appears to be durable 

in time (Norris & Ortega, 2000). Hence, teachers should not be discouraged to focus on 

forms (Afshari & Oroujlou, 2012). Explicit instruction might also help learners achieve 

accuracy (Fotos & R. Ellis, 1991; Hulstijn, 1997; Henry et al., 2009; Afshari & 

Oroujlou, 2012; Lichtman, 2012), especially, in the use of simple grammatical forms 

(DeKeyser, 1995), but also in more complex structures (Robinson, 1996; Eckerth 2008). 

Fernández (2008) remarks that explicit instruction may foster acquisition when the 

target forms are redundant. However, metalinguistic input fosters a greater variability in 

learners’ performance than implicit input (Erlam, 2003). In other words, explicit or 

metalinguistic knowledge is less reliable and its effectiveness may vary across learners. 
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Implicit FonF (inductive explicitness) is beneficial for accuracy in general and 

oral accuracy in particular (Loewen, 2005; Afshari & Oroujlou, 2012). High 

intermediate learners may benefit more from inductively explicit approaches to teaching 

rather than from explicit teaching in isolation (Mohamed, 2001, 2004). Studies which 

seek incidental learning techniques usually implement implicit learning activities but, 

perhaps, they do so for a too short time span/frame and this might threaten their validity 

(Hulstijn, 1997). Implicit learning might also foster learners’ ability to provide verbal 

explanations about metalinguistic aspects of hard rules (Robinson, 1996). VanPatten 

and Cadierno (1993b) conclude that instruction may apparently be more beneficial 

when learners expose to the L2 and they incidentally notice the structures than when 

they practise their productive skills such as speaking and writing.  

There are authors who support the idea that the combination of techniques in the 

classroom will be better than the use of techniques in isolation for successful L2 

training (Mohamed, 2004; Afshari & Oroujlou, 2012). It has been proven that both the 

explicit and implicit groups can benefit equally from the techniques implemented, 

especially, in the learning of simple grammar rules (Morgan-Short et al., 2010). 

With regard to the measurement of the implicit and explicit potential of 

activities, researchers’ analyses (e.g. Han & R. Ellis, 1998; Norris & Ortega, 2000; 

Eysenck, 2001; Doughty, 2003) on the linguistic features which are explicit or implicit 

often describe aural skills and timed grammatical commitment as measures of implicit 

knowledge, whereas metalinguistic competence and untimed performance on FonF 

activities as measures of explicit knowledge. Han and R. Ellis (1998) single out the fact 

that there is still the need to design separate measures for explicitness and implicitness 

in order to distinguish well between learners’ explicit and implicit knowledge. 

There is a special difficulty in finding measures for implicit knowledge, since 

implicit knowledge is unconscious, not verbalizable and neural mechanisms driven by 

implicit procedures cannot be tracked yet. This problem has been noted by authors like 

Erlam (2003) and Criado et al. (2010).  

Further research should deal with: (i) the study of FonF techniques applied in 

different L1 backgrounds an levels of proficiency; (ii) the use of retrospective 

interviews at the end of the experimental process to see if learners are able to verbalize 

some of the knowledge they have learnt (Hulstijn, 1997), which is representative of 

explicit learning; (iii) the examination of the effects produced by explicit instruction in 
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isolation (Henry et al., 2009); (iv) the role of explicit knowledge in L2 production, the 

effects of selective attention, executive control, individual differences across students 

with distinct learning styles, automatic access to explicit knowledge and prototypicality 

(Hu, 2002); and the study of measures which distinguish better between explicit and 

implicit knowledge. 
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Table 4. Summary of the data from the research review 
 
Study Objective Participants Procedure Summary of results 

Afshari & 
Oroujlou, 
2012 

investigate the role of FonF instruction in 
Iranian EFL context in general and the role of 
implicit and explicit FonF techniques on their 
linguistic accuracy in particular 

45 Intermediate Iranian EFL 
learners3 Groups of 15 students 
each, 2 experimental and 1 
control group 

Dictogloss (3 weeks)+ three posttests including 
structured interview, multiple choice, and 
grammaticality judgment 
 

experimental groups 1 and 2 receiving FonF instruction 
outperformed the control group + outperformance of the 
experimental group receiving implicit FonF 

Bialystok, 
1979 

examine the differential use of formal explicit 
knowledge and intuitive implicit knowledge in 
a second-language grammatically judgement 
task 

317 English-speaking high 
school students and adults 
learning 
 

French as a second language French sentences were 
presented on tape and decisions about the 
grammatically of each were recorded by subjects on 
coding sheets 

explicit knowledge intervenes for incorrect sentences requiring 
detailed responses and that knowledge of another language is 
beneficial for certain conditions 

De Graaff, 
1997 

investigate the interaction between the 
presence or absence of explicit instruction and 
the variables complexity and 
morphology/syntax in the acquisition of four 
L2 structures 

Two groups of 27 university 
students 
 

differing in the exposure to explicit instruction, 
followed a computer-controlled self-study course in an 
artificial language (eXperanto) 
 

explicit instruction facilitates the acquisition of L2 grammar 
 

De Jong, 
2005 

examine whether aural processing of input in a 
situation of implicit instruction can build a 
knowledge base that is available for both 
comprehension and production tasks 

Fifty-five Dutch students 
 

learning a miniature linguistic system under 3 training 
conditions 
1 experimental group with receptive training, 
1 group with receptive and productive training 
1 control group with no training 

Although the experimental groups outperformed the control group 
in terms of receptive processing speed, neither implicit nor explicit 
knowledge helped the trained groups to match the accuracy of the 
control group. 

DeKeyser, 
1995 

Examine the effects of two kinds of form-
focussed instruction (explicit-deductive and 
implicit-inductive) on two kinds of rules in an 
artificial grammar 

61university undergraduate/ 
graduate students 

Computer delivered exposure to 124 Implexan 
(miniature linguistic system) sentences with illustrative 
pictures. Two instructional conditions:(1) explicit(rule 
explanation);(2) implicit(exposure only) 

in the case of simple grammatical forms, learners who are taught 
explicit knowledge about the forms and then practise them, are able 
to use them. 

Doughty, 
1991 

Compare the effects of meaning oriented 
instruction and rule oriented instruction on the 
acquisition of relative clauses 

20 intermediate level ESL 
students  from different language 
backgrounds 

All the students skimmed reading passages containing 
relative clauses 
The meaning-oriented group received support in the 
form of lexical and semantic rephrasing and sentence 
clarification strategies 
The rule oriented group received instruction in the 
form of explicit rule statements and onscreen sentence 
manipulation. 
A control group simply read the text again. 

Both experimental groups outperformed the control group and there 
was no difference between the experimental groups. However the 
input-enhancement group performed better on a test of the 
comprehension of the text. 
(R. Ellis, 2010) 

Eckerth, 
2008 

investigate a series of dyadic consciousness-
raising tasks which were introduced into an 
actual L2 classroom over an extended period 
of time 
 

university level learners of 
German 

Learners completed two CR tasks(a text reconstruction 
task and a text repair task), where the learners worked 
in pairs to agree on a correct version of a text given to 
them 

consciousness-raising tasks can bring about significant learning 
gains in L2 explicit knowledge 
 

Ellis et al, 
2006 

(1) review previous studies of the effects of 
implicit and explicit corrective feedback on 

30 low-intermediate adult ESL 
learners with different L1s 

2 experimental groups and a control group; 
there were two communicative tasks during which they 

metalinguistic explanation benefited implicit as well as explicit 
knowledge and point to the importance of including measures of 
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SLA 
(2) report on a new study of the effects of 
these two types of corrective feedback on the 
acquisition of past tense -ed 

received either recasts (implicit feedback) or 
metalinguistic explanation (explicit feedback) in 
response to any utterance that contained an error in the 
target structure. 

both types of knowledge in experimental studies 
 

Ellis, 2010 examines the role that explicit instruction 
plays in second language acquisition 
 

1) studies comparing the effects 
of implicit and explicit 
instruction 
 
2) studies comparing structured 
input with and without explicit 
instruction 
 

examination of the relative merits of proactive 
deductive and inductive explicit instruction and a case 
is made for the greater use of consciousness-raising 
tasks(a type of proactive inductive explicit 
instruction)when teaching explicit knowledge 
 

explicit instruction does help learners to develop explicit 
knowledge, but no clear evidence that explicit instruction is 
superior to implicit instruction in developing learners implicit 
knowledge. 

Erlam, 2003 Compare, deductive instruction, which 
involves rule explanation and inductive 
instruction, in which the learner takes an active 
role in hypothesis testing but does not search 
for rules or an underlying pattern 

3 classes of fourth form students 
(approximately 14 years of age) 
69 students in total  

Test that required unplanned and open-ended language 
use 
Neither the teacher nor the learners stated grammatical 
rules 
 

(1) significant advantage for the deductive instruction group 
(2)strong relationship between the effectiveness of a particular type 
of instruction and tests used 
(3)difficulty of designing measures that access implicit knowledge 

Fernández, 
2008 

observe, through online treatments, whether 
explicit information assists acquisition in a 
way that has not been measured in previous 
processing instruction (PI) studies 

Participants in both groups 
worked individually with a 
computer and processed a series 
of 30 SI items. They received 
feedback right after each 
response 

Two experiments examined learners' behavior while 
they processed Spanish sentences with object-verb-
subject (OVS) word order and Spanish subjunctive 
under two treatments: with explicit information (the PI 
group) and without explicit information (the structured 
input [SI] group) 

(1)no difference between the SI group and the PI group when 
processing OVS sentences, but the PI group processed subjunctive 
forms sooner and faster than the SI group 
(2)the benefits of explicit information might depend on the nature 
of the task and the processing problem 

Fotos & R. 
Ellis, 1991 

explore the use of a communicative, grammar-
based task in the college EFL classroom 

College EFL students Providing learners with grammar problems they must 
solve interactively 

the grammar task encouraged communication about grammar and 
enabled EFL learners to increase their knowledge of a difficult L2 
rule 

Fotos, 1993 investigate the amount of learner noticing 
produced by two types of grammar 
consciousness-raising treatments designed to 
develop formal knowledge of problematical 
grammar structures: teacher-fronted grammar 
lessons and interactive, grammar problem-
solving tasks 

EFL students The frequencies of noticing the target structure in 
communicative input one and two weeks after the 
grammar consciousness-raising treatments are 
compared with the noticing frequencies of a control 
group which was not exposed to any type of grammar 
consciousness-raising activity 

(1) task performance was as effective as formal instruction in the 
promotion of subsequent significant amounts of noticing, as 
compared with the noticing produced by the control group 
(2) a number of learners who developed knowledge about grammar 
structures went on to notice those structures in communicative 
input after their consciousness had been raised 

Fotos, 1994 investigate three grammar consciousness-
raising tasks dealing with word order 

EFL students Grammar consciousness-raising tasks that combine the 
development of knowledge about problematic L2 
grammatical features with the provision for meaning-
focused use of the target language 

the tasks successfully promoted both proficiency gains and L2 
negotiated interaction in the participants, with negotiation quantity 
being determined by the combination of task features present rather 
than by the nature of the task content 

Green & 
Hecht, 1992 

Examine learners' ability to state relevant rules 
and the supply appropriate corrections for the 
errors with reference to some of the 
assumptions and expectations that lie behind 
explicit grammar teaching 

300 German learners of English 
at different levels 

Learners were exposed to twelve errors commonly 
committed when performing communicative tasks in 
English 
They were asked to state the rules they believed had 
been transgressed and to correct the errors. A peer 
group of 50 native speakers of English was given the 

(1) learners’ explicit rules constituted only a subset of their 
available implicit knowledge. 
(2) learners as a group nearly always produced the proper 
correction when they had a correct rule available, though 43% of 
the total proper corrections were made when incorrect rules or no 
rules were given 
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same test 

Han & 
Ellis, 1998 

(1) explore ways of measuring implicit and 
explicit second language (L2) knowledge  
(2) examine the relationship between these 
measures and measures of general language 
proficiency 

48 adult learners of English 
enrolled in a university intensive 
English language programme 

timed oral production test, a timed grammaticality 
judgement test (administered twice), a delayed 
grammaticality judgement test and an interview 
designed to tap metalingual knowledge, all of which 
focused on learners’ knowledge of verb 
complementation in English 

clear distinction between those measures that incorporated a time 
constraint (hypothesized to reflect implicit knowledge) and those 
that did not (hypothesized to tap explicit knowledge) 

Henry, 
Culman & 
VanPatten(
2009) 

conceptual replication of one of Fernández’s 
(2008) experiments with German accusative 
case markings on articles with both subject 
(S)- verb (V)- object (O) and OVS word orders 

Learners of German as a second 
language 

push learners to process case markings and word order 
correctly. The treatment consisted of structured input 
items (Farley, 2005; Lee & VanPatten, 2003) under 
two conditions: +/−EI 

advantage for the group that received structured input and explicit 
instruction for both target structures 

Hu, 1999 assessed the metalinguistic knowledge that L2 
learners had about six target structures and 
examined the accuracy with which they used 
these structures on spontaneous and 
metalinguistic production tasks 
 

76 adult Chinese learners of 
English 

Stimulus sentences exemplifying target syntactico-
semantic rules were used to elicit the subjects’ explicit 
knowledge of six target structures. A questionnaire 
was administered to determine learner characteristics. 
Four spontaneous compositions of two different 
rhetorical modes and responses to two metalinguistic 
tasks were administered under different time 
conditions were collected from each subject 

(1) subjects had considerable explicit metalinguistic knowledge of 
the target structures investigated and that their learner-formulated 
rules were functionally appropriate in most cases 
(2) a comprehensive answer to the question requires taking into 
account the complex interplay of explicit knowledge, selective 
attention and executive control. 

Hu, 2002 investigate psychological factors that affect 
access to metalinguistic knowledge in second 
language (L2) production 

64 adult Chinese learners of 
English 

A verbalization task was used to assess their 
metalinguistic knowledge about 12 target uses, and a 
judgment test was administered to determine the 
relative prototypicality of these uses. Attention to form 
was operationalized by two consciousness-raising 
tasks and by time pressure 

(1) significantly greater grammatical accuracy for more 
prototypical uses and on tasks that allowed more attention to form 
(2) significant interaction between prototypicality and attention to 
form, suggesting the influence of processing automaticity 

Hulstijn & 
Hulstijn, 
1984 

(1) Study the influence of the factors Time 
Pressure (present or absent) and Focus of 
Attention (on information or on grammar) on 
the correct use of two Dutch word-order rules 
in the speech 
(2)study the relation between explicitness of 
rule knowledge, assessed in an interview, and 
rule application, elicited in the experiment 

32 Dutch adult learners experimental repeated measures design using a story 
retelling task 

(1) Attention had a significant effect, but Time did not 
(2)lthough the learners without explicit knowledge of the two 
word-order rules made more errors in the story retelling task than 
learners with explicit knowledge, they were influenced by Time 
and Attention to the same extent as the learners with explicit 
knowledge 

Hulstijn, 
1997 

discuss some possibilities and limitations of 
laboratory research methods for testing 
theories of second language acquisition 

20 experimental lab studies The review focuses on the motivation for conducting 
lab studies, the use of artificial or semi-artificial 
language structures, and various design features 
(including pre- and posttesting, number of subjects, 
random subject assignment, between- and within-
subjects comparisons, treatment materials and 
procedures) 

The need for lab studies to address issues central to SLA theory 
(“learning” vs. “acquisition”) and ends with some methodological 
recommendations, concerning the length of experimental 
treatments, the use of grammaticality judgment tasks, the 
measurement of reaction times, and the use of retrospective 
interviews 

Leu, 1982 Examine discourse conflicts between the 
structure of written text and the oral 

28 second grade students 
randomly selected from a single 

read and retold two stories: one with oral and one with 
written discourse structures 

(1) written discourse stories were more difficult to comprehend 
(2) an interaction appeared between familiarity with written 
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expectations of young readers school district discourse structures and comprehension of the two story versions 
(3) As familiarity with written discourse structures increased, the 
interference effect on reading comprehension decreased 

Lichtman, 
2012 

(1) compare the performance of elementary 
and high school classroom learners of Spanish, 
who receive different types of instruction, on 
a. (2) manipulate instruction, by teaching child 
and adult participants an  

(1) high school classroom 
learners of Spanish 
(2) child and adult participants 

(1) story listening-and-rewriting task, which taps 
implicit knowledge, and a verb conjugation task, 
which taps explicit knowledge 
(2) artificial mini-language under controlled implicit or 
explicit training conditions 
 

(1) child learners who also receive implicit instruction do favor 
implicit knowledge, 
(2) adolescent learners favor implicit knowledge if they receive 
implicit instruction, but explicit knowledge if they receive explicit 
instruction 
(3) both children and adults develop greater awareness of 
grammatical rules under explicit training conditions than implicit 
training conditions, 
(4) both children and adults produce an artificial mini-language 
more accurately when their attention is directed to form 
(6) adults, but not children, may “spontaneously” develop explicit 
knowledge even under implicit training conditions, but this may be 
related to their prior foreign language instruction 

Loewen, 
2005 

examine the effectiveness of incidental focus 
on form in promoting second language (L2) 
learning 

Seventeen 12 different classes of 
young adults in a private 
language school  

491 focus-on- form episodes (FFEs) were identified 
and used as a basis for individualized test items in 
which participants who participated in specific FFEs 
were asked to recall the linguistic information 
provided in them 

incidental focus on form might be beneficial to learners, 
particularly if they incorporate the targeted linguistic items into 
their own production 

Macrory & 
Stone, 2000 

investigate the relationship between knowing 
and using the perfect tense in French in a 
small-scale project carried out over two years 

a small group of learners gap-filling exercise and free oral and written 
production tests 

weak relationships between students’ perceptions, their 
performance in the gap-filling exercise and their use of the tense in 
free oral and written production 

Markman, 
Spilka, & 
Tucker, 
1975 

Investigate the French language competence of 
English learners in a French immersion 
context 

two groups of English-speaking 
pupils who are being educated 
via French 

sentence repetition task constructed to test control of 
selected French linguistic features 

(1) ‘memory factor’, where those students with reasonable 
exposure to French were able to reproduce whole sentences exactly 
as presented, replicating both correct and deviant target features 
(2) ‘internalised grammar factor’, where they found evidence that 
students had manipulated grammatical structures in a manner that 
was consistent with their own internal grammar 

Mohamed, 
2004 

(1) determine learners’ attitudes to learning 
grammar through the use of two types of 
consciousness-raising tasks 
(2) investigated learners’ preferences relating 
to deductive and inductive tasks 

EFL learners A deductive task provided explicit explanations of a 
grammar structure, while an inductive task required 
learners to discover the grammar rules for themselves 

learners viewed both task types to be useful, and there was no 
obvious preference for one task type over the other. 

Morgan-
Short et al, 
2010 

Study noun-adjective agreement and noun-
article agreement in a Romance language –
based artificial language– Brocanto. 

41 right-handed native English 
speaking adults with no 
experience of having learned  

(1)A grammaticality judgement test consisting of 240 
grammatical and ungrammatical sentences.(2) 
Recordings of event-related potential as learners 
performed the test. 
(3)ERP recordings during performance of the 
computer game. 
 

1)GJT results 
– both implicit and explicit groups showed significant gains for 
noun- article agreement but only the implicit group showed gains 
for noun-adjective agreement.(2) ERPs results – the implicit and 
explicit groups showed different ERP patterns at lower levels of 
proficiency but not higher; also different patterns evident for the 
two target features. 
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Norris & 
Ortega, 
2000 

research synthesis and meta-analysis to 
summarize findings from experimental and 
quasi-experimental investigations into the 
effectiveness of L2 instruction published 
between 1980 and 1998 

49 unique sample studies  Experimental research on the effectiveness of L2 
instructional treatments that met the criteria for the 
synthesis and meta-analysis. 

(1) focused L2 instruction results in large target-oriented gains, that 
explicit types of instruction are more effective than implicit types, 
and that Focus on Form and Focus on Forms interventions result in 
equivalent and large effects. 
(2) the effectiveness of L2 instruction is durable and that the type 
of outcome measures used in individual studies likely affects the 
magnitude of observed instructional effectiveness 

Renou, 
2000 

examine learner performance in carrying out 
three steps of a written and oral grammaticality 
judgment test 

advanced-level French second 
language learners 

(1) subjects' ability to identify and correct an error, and 
to provide the rule, which the correction entailed, was 
examined according to group membership 
(communicative or grammar), types of errors, and 
mode of presentation. (2) judgment ability was 
compared with specific aspects of L2 proficiency 

(1) significant differences between the groups in their ability to 
provide the rule that the correction entailed 
(2) significant differences in judgment ability were found 
depending on whether the item was presented in the written or oral 
mode. 
(3) little difference was found in levels of L2 proficiency between 
subjects who could correct the error and provide the rule in 
comparison with those who were only able to correct the error 

Robinson, 
1996 

Examine pseudo-clefts of location(hard rule) 
and subject-verb inversion following adverbial 
fronting (easy rule). 

104 predominantly intermediate- 
level Japanese ESL learners 

Four instructional conditions: 
(1) implicit condition 
(remembering sentences); 
(2) incidental condition(exposure in meaning-centred 
task); 
(3)rule-search condition 
(identifying rules);( 
4) instructed condition(written explanations of rules). 
Grammaticality judgement�  test – measuring 
correctness of judgments and response times. 
Debriefing questionnaire to measure awareness. 

The instructed condition proved more effective than the implicit 
condition for both the easy and difficult structures but the 
difference only reached statistical significance for the easy 
structure. The instructed learners were better than the implicit 
learners at verbalizing the easy rule but, the implicit learners were 
better at verbalizing the hard rule 

Robinson, 
1997 

examines the acquisition of a rule regulating 
the argument structure frames of novel verbs 
of English after exposure to grammatical 
examples of sentences containing the verbs 

60 adult Japanese ESL learners Training took place under conditions with no focus on 
form (implicit and incidental conditions) and with 
focus on form (enhanced and instructed conditions). 
The presentation of instances during training was 
manipulated as a test of predictions made by Logan's 
(1988, 1990, 1992) memory-based instance theory of 
automaticity 

similar slopes for automaticity on trained examples in each 
condition but significant differences in the extent of learning, with 
the focus on form conditions outperforming the no focus on form 
conditions in transfer of learned knowledge to accurate judgments 
of new ungrammatical sentences 

Segalowitz 
& 
Segalowitz, 
1993 

investigated qualitative processing differences 
between fast- and slow-responding L2 learners 
on a speeded lexical-decision task with L2 
words and non words 

coefficients of variability (CVs) 
and standard deviations 

Examination of coefficients of variability (CVs) 
derived by dividing the standard deviations of response 
time by the mean response time 

Initial improvement in a second language word recognition task 
was interpreted as involving more efficient controlled processing, 
which later gave way to automatization 

Seliger, 
1979 

examine claims made for the monitor model 
with regard to the function of conscious 
grammar rules as mechanisms which control 
the quality of the learner's language production 
under certain conditions 

(1) 29 monolingual children, all 
speakers of standard English 
who ranged in age from 3 years 
to 10 years, 
(2) 11 bilingual children, spoke 
different home 
languages such as Armenian, 

subjects were asked to perform a language task which 
required the use of the indefinite article. After the task, 
subjects, including children and adults, were asked to 
explain their performance. Their verbal explanations 
were assumed to represent their conscious knowledge. 
The adequacy of these "conscious rules" was 
compared to the subjects' performance 

(1) no relationship was found for "good" and "bad" rules and 
quality of the learners' performance on the task 
(2) conscious rules do have a function, but not as monitor 
pedagogical or conscious verbalizations of underlying language 
knowledge cannot fully represent that knowledge and therefore 
cannot be said to be responsible for output 
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Greek, Hebrew, Italian, and 
Russian; these children ranged in 
age from 4 to 10 years. 
(3) 15 adult ESL 
learners, at various levels of 
proficiency and had varying 
years of exposure to English and 
with different language 
backgrounds, such as Arabic, 
German, Greek, Italian, 
Hungarian, Japanese, Persian 
and Spanish. 

Slobin & 
Welsh, 1973 

Longitudinal study of linguistic development one child, referred to as Echo 1000 elicited imitation sentences that need correction, 
collected in approximately two months (By elicited 
imitation they refer to the child’s repetition of a model 
sentence presented in a context calling for imitation, as 
opposed to the child’s spontaneous imitations of adult 
utterances) 
 

The participant imitated ungrammatical sentences as long as they 
did not exceed her memory span, but they indeed changed them 
into correct sentences if they were longer 

Sorace, 
1985 

Investigate the development of  metalinguistic 
knowledge and relationship between 
knowledge and use of the language 

EFL students Cross-sectional study conducted on this topic (1) Evolution of metalinguistic knowledge involves a growing 
specialization in terms of analyticity as well as a closer 
approximation to the target grammar 
(2) highly significant correlation between knowledge and use in 
non-beginners 

Towell, 
Hawkins, & 
Bazergui, 
1996 

investigate the development of fluency in L2 
production over time 
 

12 advanced learners of French 
and English 

retelling the story of a short film) before and after they 
spent 6 months in a French-speaking country 

on a specific task learners became more fluent (as measured by 
speaking rate) as a result of the period of residence abroad and that 
an increase in mean length of run was the most important of the 
temporal variables contributing to this development 

VanPatten 
& 
Cadierno, 
1993a 

experiment in explicit instruction that 
compares traditional form-focused instruction 
and what we call processing instruction 

EFL learners Pretest and posttest measures involving both a 
sentence-level interpretation (comprehension) task and 
a sentence-level production task 

significant gains in both comprehension and production for subjects 
who experienced processing instruction. For those experiencing 
traditional instruction, significant gains were made in production 
only 

VanPatten 
& 
Cadierno, 
1993b 
 
 
 
 
 
 
 

(1) Examine the outcome of explicit 
instruction in processing input 
(2) Discuss the impact of attempting to alter 
learners’ processing input containing non-SVO 
order 

3 second year university level 
Spanish classes at the University 
of Illinois randomly selected 

Compare three groups. The 1st received traditional 
explicit instruction in object pronouns. The 2nd 
received processing instruction on the same. The 3rd 
received no explicit instruction at all regarding object 
pronouns 
Pre and post tests were used to assess the effect of 
instruction. All tests consisted of both interpretation 
tasks and written production tasks. 

Instruction is apparently more beneficial when it is directed toward 
how learners perceive and process input rather than when 
instruction is focused on having learners practice the language via 
output. Learners who receive instruction that attempts to alter input 
processing receive a double bonus: better processing of input and 
knowledge that is also available for production 
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VanPatten 
& 
Oikkenon, 
1996 

determine whether or not explicit information 
given to learners receiving processing 
instruction is responsible for the beneficial 
effects of instruction 

59 subjects (1) three groups: (a) one receiving processing 
instruction in object pronouns and word order in 
Spanish as in VanPatten and Cadierno (1993), (b) 
another receiving explanation only with no activities or 
practice, 
(c) and another receiving only the structured input 
activities with no explanation. 
(2) A pretest/post-test assessment was used involving 
two tests, an interpretation test and a sentence-level 
production test 

the beneficial effects of instruction were due to the structured input 
activities and not to the explicit information (explanation) provided 
to learners 

Table 4. Summary of the data from the research review 
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CHAPTER	 4.	 POPULAR	 EFL	 TEACHING	
METHODS:	A	REVIEW	OF	THE	EXPLICIT	AND	
IMPLICIT	 TEACHING	 POTENTIAL	 OF	 THEIR	
ACTIVITIES	

4.1 Introduction 

	
Chapter 4 offers a review of the most popular teaching methods used in ELT. I should 

warn the reader about the fact that there are numerous varieties of the methods 

discussed in this chapters. However, I am not going to develop an exhaustive analysis of 

those varieties. Having said that, reviewing the most popular teaching methods is 

relevant inasmuch as each method requires the use of activities in the classroom, and the 

teaching character of the activities is in turn what defines the nature of each method. In 

doing this, it can be seen why and how ELT methods promote explicit and/or implicit 

teaching through a specific typology of activities. 

Since the aim of this dissertation is not the study of the teaching methods per se, 

I will only focus on some of the most representative approaches and methods and the 

prototypical activities associated with them –and the explicit and implicit teaching 

potential that they promote. The methods reviewed are the following:  

a) The Grammar-Translation (G-T) Method 

b) The Direct Method (DM) 

c) The Audiolingual Method (ALM) 

d) Communicative Language Teaching (CLT) 

e) Content and Language Integrated Learning (CLIL) 
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f) Task-Based Language Teaching (TBLT) 

 

For each of these teaching methods I will provide: a) a description of their characteristic 

features; b) a practical example of how each method might be used in the classroom; 

and d) some examples of activities with considerations on their explicit and implicit 

teaching potential. 

	
4.2 The Grammar-Translation Method 

	
Ensuring the accuracy in sentence production in a FL mainly depends on the students’ 

command of the grammar. For this reason, teaching and learning grammar in the FL 

classroom has always been considered of utmost importance. Regarded as the most 

deductive approach of all explicit teaching methods (Allen & Corder, 1975: 18), the G-

T Method, as its very name suggests, relies largely on the teaching of grammar and on 

practising the language through translation activities12 (Griffiths & Parr, 2001).  

Grammar taken as the onset of instruction, lessons typically start with explicit 

metalinguistic explanations after which the EFL teacher often has students do 

translation activities ‘into and out of the mother tongue’ (Thornbury & Slade, 2006: 

133). Sánchez (1997) describes a number of basic defining features of the G-T method, 

among which are the creation of a course syllabus that is based on the grammatical 

description of language and the prevalence of prescriptive grammar teaching in the FL 

classroom (p. 126). Within the G-T method, students’ role is passive and the role of the 

FL teacher is authoritative, that is, the lessons are based on a teacher-centered model. 

All the language structures are proffered by the L2 instructor.  

Reading and writing are the central axis of the lesson, around which the EFL 

teacher may plan tasks that focus primarily learners’ attention on long bilingual 

vocabulary lists and grammar structures (Richards & Rodgers, 1986: 4). Studying with 

a dictionary was mandatory for the translation of the lexicon. The ability to construct 

accurate and grammatically committed sentences is not only sought, but prioritized over 

the development of other skills such as speaking or listening. Since most of the teaching 

hour is strictly devoted to the delivery of explicit information about the grammar rules 

of English, students are bound to have very few, or no opportunities at all, to practise 

																																																								
12 One of the varieties of the G-T Method is Ollendorff’s Practical Method (1835), however, I am not 
going to delve into its features, as that is not part of the objective of my dissertation. 



Chapter 4. Popular EFL Teaching Methods: A Review of the Explicit and Implicit Teaching Potential of 
their Activities 

 

117 

their speaking and listening skills in the target language. Instead, their main duty is to 

pay careful attention to the teacher’s talk and take notes of the explanations (Chang, 

2011). Liu and Shi (2007) cite Stern’s (1983) statement: very often ‘the student’s native 

language is maintained as the reference system in the acquisition of the second 

language’ (p. 455; cited in Liu & Shi, 2007: 69). The technique used for actively 

practising the language in this model is the reading and translation of literary text 

samples and sentences, mostly, from the target language into the mother tongue in order 

to imitate their style. But before translating, students first study the rules and the 

examples (with the relevant vocabulary that facilitates the comprehension of those 

examples. Learning occurs in a deductive way, as a result of memorization and rote 

learning. Celce-Murcia (2001) puts forward a series of features which broadly describe 

the G-T Method (p. 3):  

a) the mother language of the students (their L1) is very often the language EFL 

teachers use in the classroom to convey the L2 knowledge  

b) the target language is little used  

c) learners’ attention is drawn on grammatical parsing (e.g. learning morphological 

and syntactical notions of the L2, such as noun declensions, verb inflections, the 

parts of speech, among other aspects) 

d) complex excerpts of classical texts are read from early stages of learning. 

e) direct translation, and not so much inverse translation (though with exceptions13), 

are typical activities in the classroom 

f) as a common outcome of this method, learners are unable to use the language 

communicatively 

g) the EFL teacher does not always need to be a fluent speaker of the L2 to teach the 

language 

 

4.2.1 Experiencing the Grammar-Translation Method 

	
Larsen-Freeman and Anderson (2013) observe how an EFL teacher implements the G-T 

Method in a high-intermediate class with fourty-two students at the University of 

Colombia. In their description of the class, they makes a thorough analysis of the 

																																																								
13 Note that Ollendorff’s version of the G-T Method only used inverse translation. 
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teaching materials and strategies followed by the teacher, and account for the classroom 

experience.  

The first task the EFL teacher implements is a reading activity. Learners have to 

read an excerpt from Mark Twain’s Life on the Mississippi (Larsen-Freeman & 

Anderson, 2013: 15). With regard to the G-T Method, the author notes the importance 

of reading literature in the target language, which is noticeably fundamental from the 

very beginning of this lesson. Given that literary language is granted more importance 

than spoken language, literature is believed to provide learners with fine linguistic, but 

also cultural notions.  

After reading the short passage from Mark Twain, in the second step, learners 

are asked to translate the whole excerpt from English into Spanish -that is, from the L2 

into their native language. Translation being a basic pillar of the approach, students’ 

success is vested in their ability to render the English extract into an accurate Spanish 

translation of it.  

The third step taken by the EFL teacher is to ask students whether they have any 

questions. Both the teacher’s talk and students inquiries and responses are developed in 

the native language, in Spanish. The use of the L1 in the classroom concurs with the 

fact that, in the framework of the G-T Method, ‘the ability to communicate in the target 

language is not a goal of foreign language instruction’ (Larsen-Freeman & Anderson, 

2013: 16).  

The fourth stage of the lesson requires that learners provide answers to a number 

of questions about a reading comprehension activity. Once they have finished their 

answers, the ensuing task consists of checking learners’ responses. In the course of 

action, the teacher adopts a more authoritative role to judge whether the answers are 

right or wrong. Whenever an answer is incorrect, other students reply turn-wise; only if 

no one says the right answer, the teacher himself does. Within the G-T Method, error 

correction is paramount, as students must not get away with inaccurate linguistic 

performance either in the L1 or the L2.  

The fifth activity involves the direct translation of English words into Spanish 

cognates. As a part of the contrastive analysis between the two languages, the teacher 

attempts to raise awareness about the close similarities through the study of 

morphology. Larsen-Freeman (2000) describes how the EFL teacher draws learners’ 

attention on the comparability of the morphemes ‘-ty’ in English and the Spanish ‘-dad’ 

and ‘tad’, whose meaning very often correspond with one another (p. 16).  
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In sixth place, the teacher moves on to explain the grammar rules underlying 

two-word phrasal verbs and how they can carry a direct object. They are also told about 

the separability or inseparability of the terms. Later, students have to apply the rule 

given to a series of examples.  

The sequencing of the activities and the techniques employed to carry them out 

tallies with the deductive character of teaching and learning in the G-T Method. At the 

end of the lesson, the EFL teacher shows the students a list of vocabulary that appeared 

in the excerpt; there are two columns, one for individual words and another for idioms. 

For homework, learners have to memorize the vocabulary, which is believed to serve 

good mental practice. As it can be observed, learners must have (or attain gradually) a 

conscious command of metalinguistic information of the target language and learn, 

among other things, the different verb tenses and conjugations, lists of irregular verbs, 

as well as ‘other grammatical paradigms’ (Larsen-Freeman & Anderson, 2013: 17). 

	
4.2.2 Considerations on the teaching potential of G-T Method activities 

	
So far the techniques and type of activities reviewed for the G-T Method clearly 

bespeak the promotion of explicit teaching. The substantial attention to the forms of the 

language (i.e. grammar rules, structures, etc.) together with the study of long bilingual 

vocabulary lists and their meanings suggest that the teaching potential of this type of 

activities might be highly or fully explicit. The teaching of declarative knowledge on 

the functioning of the L2 linguistic system fosters rote learning and emphasizes a type 

of linguistic competence primarily based on metalinguistic information. 

Certain linguistic skills and subskills are fairly ignored in the G-T Method, such 

as speaking, listening and pronunciation. Even though reading and reciting texts are in 

turn good ways to develop an implicit competence of the L2, the teaching potential of 

the activities is likely to remain greatly explicit.  
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4.3 The Direct Method 

	
In a completely different direction -opposite of the G-T Method- is the DM. 

Researchers, teachers and learners found the teaching and learning character of the G-T 

Method obsolete and the DM emerged as a radical change. The DM became known in 

the second half of the 19th century and challenged the traditional way in which foreign 

languages were taught through written language (Thornbury, 1999). Precisely, its very 

name is due to the fact that meaning must be conveyed directly in the target language, 

with visual support and ‘with no recourse to the students’ native language’ (Diller, 

1978; cited in Larsen-Freeman, 2000: 23).  

The DM was also considered a natural approach to the learning and teaching of 

foreign langauges (Sánchez 1997, 2009). The DM emphasized oral skills and, ‘while 

following a syllabus of grammar structures, [it] rejected explicit grammar teaching’ 

(Thornbury, 1999: 133). The strong focus on form and the use of translation as the main 

technique for practising the FL in the traditional method were replaced by the complete 

use of the L2 for instruction and communication in the lesson (Stern, 1983; Liu & Shi, 

2007). Felder and Henriques (1995) go on to say that grammar was no longer taught the 

way it used to in the G-T Method. Instead, the metalinguistic information was 

progressively conveyed in an inductive fashion. Learners were thought to pick up the 

grammar similarly to how children internalize the grammar of their native language, 

‘simply by being immersed in language’ (Thornbury, 1999: 133).  

The units or lessons focused on a diversity of topics and communicative 

situations (Larsen-Freeman & Anderson, 2013: 28). Students’ native language was 

avoided at all costs. The approach to EFL teaching veered off the initial direction, 

where a strong emphasis was put on classical literature reading, towards the use of 

spoken language as the central axis of instruction. The understanding of FL teaching 

and learning within the DM hinges on the practical use of the target language in real 

communicative situations. From this perspective, the learning of a FL should be viewed 

as ‘analogous to the first language acquisition, and the learning process involved  […] 

interpreted in terms of an association’s psychology’ (Liu & Shi, 2007: 70).  

Like in the G-T Method, the new style of teaching in the DM still demands the 

authoritative role of the teacher, even though inductive -rather than deductive- learning 

is emphasized. The DM requires inventiveness on the side of the teacher, inasmuch as 

the language instructor needs to adjust to more modern techniques of ELT based on the 
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use of pictures and objects, interaction with students by asking them questions to 

engage them actively in classroom conversation, reading aloud, dictation or imitation, 

among others. Celce-Murcia (2001) summarizes the major features of the DM into five 

basic principles (pp. 3-4): 

(a) The EFL teacher must be a native speaker of English or have a native-like 

pronunciation and fluency. The teacher might not allow students to use their L1 

(b) Classes begin with dialogues and anecdotes in modern conversational style 

(c) In order to clarify the meaning of words, teachers can perform actions or use 

pictures to illustrate them better. Translation into the students’ L1 is to be avoided 

too 

(d) Metalinguistic and cultural information are both taught inductively 

(e) Literary texts are read for pleasure and are not analyzed grammatically 

	
4.3.1 Experiencing the Direct Method 

	
Larsen-Freeman and Anderson (2013) witness a lower secondary school class with 

thirty first-year students in EFL. They do three one-hour sessions a week. The authors 

are observing a lesson taking place at the end of the academic course and the DM is 

being implemented. They account for how the EFL teacher deals with the students and 

the type of activities and strategies applied (pp. 26-28).  

The first activity is a reading task 14  in which learners have to read aloud, 

individually, certain segments of a passage about the geography of the United States. 

According to the principles of the DM, texts written in everyday language style are used 

at the beginning of the lesson to provide students with exposure and teach them in the 

target language. The study of cultural and behavioural aspects of the speakers of the L2 

is considered a fundamental part of the lesson in this teaching style. Even though 

students begin the lesson reading an excerpt, practice will materialize through one-to-

one conversation with the teacher and collective dialogue amongst classmates.  

In the second stage of the lesson, the EFL teacher moves on to present the 

geographical location of the major landmarks of the American mountainous relief. Each 

utterance the teacher produces he illustrates it by physically moving his hand across the 

																																																								
14 This might seem contradictory in a traditional DM lesson. However, as noted right before, the authors 
are examining a class at the end of the academic year; probably well after students had thoroughly 
practised the L2 orally. 
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board and pointing to the areas of the map. The representation of language with 

movements (kinaesthetics) and the use of objects to demonstrate the meaning of things 

(realia). Any object or item present in the classroom that may support the message or 

help learners understand the meaning of what the teacher is saying should be used. 

Through continuous confirmation checks, the teacher makes sure that all learners can 

follow him. After the teacher’s interactive explanation, there is a round of questions and 

answers between the students and the language instructor. The teacher replies to the 

queries by drawing on the blackboard15 or offering examples to help learners directly 

associate the lexical item or expression and its meaning; of course, translation is not an 

option16. The exchange of questions and answers –as the author describes- is developed 

in English all the time. The mandatory use of the target language in the classroom 

matches the basic requirement of the DM. 

In the third stage, the teacher holds the conversational tenor of the lesson but 

now students have to answer questions about the target vocabulary in the map. Also, the 

teacher demands that the learners use full sentences and not just isolated words in their 

replies. Rather than the memorization of long lists of decontextualized lexicon, the 

insertion of lexical items into complete meaningful sentences is believed to be helpful 

for acquisition. For example, even though syntactic transfer might result in positive 

transfer from the L1 into the L2, on certain occasions, learners can take for granted that 

structures of their native language have a parallel equivalent in the foreign language. 

Therefore, it is considered imperative that learners produce full sentences, as this might 

help them think and process language in the target language sooner. Also, due to the 

communicative role attributed to language in the DM, learning how to ask and answer 

questions is of great concern. Larsen-Freeman (2000) describes how during the course 

of this round of questions and answers one of the students mispronounces the name of a 

mountain range. Being mindful of the importance given to oral language, the EFL 

teacher -as she notes- intervenes to refine the learner’s pronunciation. Similarly, 

whenever a student makes a grammar mistake while speaking, the teacher brings to the 

fore the correct form of saying it by asking students to decide between two alternative 
																																																								
15 Again, the use of these techniques probably stems from: i) the level of the class, which was not 
beginners, but rather intermediate; or ii) a deviation from the original principles and characteristics of the 
DM. This lesson clearly does not reflect them. 
16 As an anecdote, I would like to say the following: while I was an EFL learner at school, I attended 
extra classes in a private academy where the DM was very often used. When the teacher found no way to 
make herself understood with a particular word or expression, she would momentarily resort to 
translation. Immediately after the clarification, she would start to speak in English again, but translation 
was in fact used when students clearly could not understand the vocabulary.  
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options (e.g. a student says ‘I made my friend to change his mind’, to which the teacher 

replies: ‘did you make your friend to change his mind? Or did you make your friend 

change his mind?’17).  

The fourth activity continues to be purely communicative. Now it is the learners’ 

turn to ask each other questions about themselves. With this, students are given mock 

real-life opportunities to chat with each other and experience a natural-like context for 

communication. Students should take advantage of all chances to speak as much as 

possible in and out of the class. As it can be observed, the role of the learners is 

significantly more active in the DM than in the G-T Method; still, the EFL teacher’s 

role seems highly authoritative, as he conducts what happens in the class all the time. In 

addition to this, the lack of freedom on the side of the students to use the language as 

they wish is remarkable.  

There is, however, a slight change of focus in the lesson with the fourth activity. 

Learners have to do a fill in the gaps exercise about the prepositions used to refer to 

different parts of the geography. It should be underlined that students did not explicitly 

receive any grammar rule or information about which preposition to use in different 

contexts; all they learnt about prepositions the teacher taught them inductively, through 

questions and answers.  

The fifth activity consists of a short dictation about the geography of the United 

States. Throughout the whole week, the students will continue to review aspects of the 

geography of the United States and they will do activities similar in format to the ones 

they did in this lesson. At the end of the lesson, the EFL teacher reads aloud a proverb 

to generate debate on the way North Americans regard punctuality. This discussion is 

meant to forward cultural information about day-to-day habits and the way native 

speakers of English live and understand the world. 

	
4.3.2 Considerations on the teaching potential of DM activities 

	
The principles and characteristics of the DM are reflected in the type of practice 

promoted in the classroom. This, in turn, has an effect on the teaching potential of the 

activities used. Activities implemented in the classroom primarily focus on spoken 

																																																								
17 Bear in mind that the teacher may stress the grammar rule, not by raising awareness on the rule itself in 
isolation but by using emphatic intonation to push the learner to notice his mistake and help him or her 
rectify.  
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language, controlled asking and response of questions, topic-oriented conversations and 

informal debates amongst learners. This entails that the teaching potential of most 

activities might be greatly implicit. It should not be forgotten, though, that the activities 

in the DM were form-focused (learning forms without awareness of doing so, as in 

children’s L1 learning), but explicit deductive teaching was ignored. As it will be seen 

in the ALM (following section), the purpose of repeating sentences containing target 

structures is not to learn to communicate in the L2, but to infer those forms and apply 

them communicatively later on. 

In fact, despite the strong preeminence of oral language, the method is not 

exempt from activities that encourage learners to cultivate declarative knowledge. In the 

class observed by Larsen-Freeman and Anderson (2013), she corroborates the emphasis 

on cultural aspects of the target language and society through a short explanation by the 

teacher on the geography of the United States. With this type of practice, not only are 

students developing their listening comprehension, but also they are enlarging their 

declarative repertoire with extra cultural information.  

The potential of this type of activity is expected to promote the explicit teaching of 

explicit knowledge.  

One of the techniques employed in the DM -well after oral practice, but not at 

the beginning- is dictation, whereby the development of various skills is involved at the 

same time. The need to pay close attention to what the teacher is saying, promoting a 

combination of oral comprehension and writing skills, and together with the practice of 

other subskills such as spelling, make dictation a singularly complete activity. Basically, 

the aim of dictation is twofold: attention is partially focused on form and partially 

focused on content, which implies that the teaching potential of dictation is bound to be, 

in most cases, both explicit and implicit.  
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4.4 The Audio-Lingual Method 

	
The Audio-Lingual, or Audio-Oral, Method stays faithful to the belief that oral 

language is fundamental for FL learning (e.g. Ausubel, 1964; Belasco, 1965; Felder & 

Henriques, 1995; Thornbury, 1999, among others). Strictly rejecting the principles of 

grammar teaching, the ALM has its roots in behaviourist psychology and structural 

linguistics (Felder & Henriques, 1995), ‘which considered language as simply a form of 

behaviour to be learnt through the formation of correct habits’ (Thornbury, 1999: 134). 

The role of grammar rules for the formation of a habit was considered unimportant and 

even derisory. The ALM (in its origin known as the Army Method, by Charles Fries, 

who was a scholar at the University of Michigan) prompted the application of principles 

from the structuralism (Larsen-Freeman & Anderson, 2013). Later on, specialists in 

teaching would integrate the principles from behavioural psychology (e.g. Skinner, 

1957).  

 

Audio lingual teaching methods […] were justified according to behaviourist 
theories that language is a system of habits which can be taught and learnt on the 
stimulus, response and reinforcement basis that behaviourists believed controlled 
all human learning, including language learning (Griffiths, 2004: 6). 

 
For the most part rendered by North American FL teaching practitioners, the syllabus in 

the stream of Audiolingualismism spun around a series of sentence patterns arranged in 

an orderly manner regarding their level of difficulty; this precise form of L2 knowledge 

arrangement, despite presumably addressing the development of oral communication, 

was in origin based on a structural framework. Of little account for this method, 

however, is vocabulary. The way students learn is by repeating sentence patterns, with a 

view to automatizing the knowledge at last. Students receive positive reinforcement 

only if their response is structurally correct (Felder & Henriques, 1995: 26-27). 

Deductive and inductive teaching methods are used in the ALM; while reading and 

writing skills are taught deductively, oral skills are practised, and more often 

emphasized, inductively. Probably, ALM is popular for the implementation of language 

drills. Richards and Schmidt (2010) provide the following definition of drills: 
A technique commonly used in older methods of language teaching particularly the 
Audiolingual Method method and used for practising sounds or sentence patterns 
in a language, based on guided repetition or practice. A drill which practises some 
aspect of grammar or sentence formation is often known as pattern practice (p. 
184). 

 



	 Part I. Theoretical Background 
	

126 

The authors further indicate that there are mainly three types of drills, namely, 

substitution, repetition and transformation drills. But there are many more types of 

drills. However, communicative approaches to language teaching tend to ignore drills, 

since the kind of practice is ‘pseudo-communicative and does not involve meaningful 

interaction’ (Richards & Schmidt, 2010: 185). 

Celce-Murcia (2001) provides a general outline of the key hallmarks of the ALM 

(p. 4): 

(a) the EFL teacher begins the lesson with dialogues 

(b) imitation and rote learning are supported, given the belief that language learning occurs 

as a matter of course with practice 

(c) learners are provided with metalinguistic information in an inductive fashion; also, the 

sequencing of the activities favours inductive learning 

(d)  akin to the previous point and to the sequencing of skill learning in the DM, skills in 

Audiolingualismism are prioritized in the following order: (i) listening; (ii) speaking-

reading; (iii) writing 

(e) learners’ pronunciation is assessed by the teacher from the beginning of the learning 

process 

(f) the provision of vocabulary at initial stages of learning is in short supply 

(g) errors are taken into account and should be corrected by all means 

(h) exposure to the foreign language is controlled, and the vocabulary and structures are often 

taught without a communicative context 

(i) teachers should mandatorily have a command only of the structures and lexicon 

programmed for the course. Providing that the materials and activities are very controlled, 

there is no need for the EFL teacher to be highly proficient in the target language 
 

Widely acclaimed by FL learners, the ALM gained popularity as FL language learning 

became accessible not only to educated individuals, but also to large groups of ordinary 

learners who demanded intellectually affordable learning methods (e.g. Sánchez, 1997, 

2004, 2009). Like the DM, the ALM did not require the abstract reasoning of complex 

language rules. Moreover, ALM emphasized chunk learning, that is, the learning of 

fixed syntactic patterns, which facilitated a quicker progression and the readiness of the 

language expressions for their immediate use. Having said that, different types of 

repetition were also fostered, some of which could actually imply changes in less fixed 

patterns. After engaging in thorough practice of dialogues and drills, learners are bound 

to internalize grammatical constructions. Through conditioning -that is, helping and 
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prompting students to ‘respond correctly to stimuli through shaping and reinforcement’ 

(Larsen-Freeman & Anderson, 2013: 35)- it was believed that learners successfully 

learnt the language. 

	
4.4.1 Experiencing the Audio-Lingual Method 

	
To better depict how a teacher who implements the ALM deals with a classroom, I am 

going to describe Larsen-Freeman and Anderson’s (2013: 35-42) experience in a school 

in Mali. Students are all beginner learners of English and they have five one-hour 

lessons a week to study the foreign language.  

At the very beginning of the class, the EFL teacher presents and acts out a 

dialogue, which students will have to imitate and memorize later on. The conversation 

is simple and it consists of a situation where two friends meet by chance in the street. 

The teacher’s talk is delivered completely in English, sometimes combined with actions 

to facilitate the understanding of difficult language, but the learner’s L1 is not allowed 

in the class. Having introduced the dialogue, and in a very controlled way, students go 

over it by a constant repetition of the drills. Sometimes, it is the teacher that asks 

learners to respond chorus-like and repeat all at once; in some other occasions, the 

teacher has students chain the drills with the rest of their classmates or asks one learner 

in particular to say the lines individually if he or she has any problems. Larsen-Freeman 

(2000) feels that the teacher may alter the order in which learners participate in many 

ways; however, it seems that the role of the learners and their possibilities to 

communicate freely are significantly restrained.  

In fact, communication is very limited in the classroom environment and the 

restrictions for language use are clear, since the teacher dictates which changes to make 

regarding the vocabulary and structures included in the sentences drilled. After several 

warmup drills at the beginning of the lesson, the teacher moves on to practise single-slot 

and multiple-slot substitution drills. On the one hand, single-slot substitution drills 

consist of sentences taken from the initial dialogue which students repeat; in these, 

learners have to replace a word or phrase18 with the ones prompted by the teacher. 

Always accompanied by pictures, the teacher varies the lexicon or grammar structure of 

isolated sentences from the dialogue (e.g. ‘I’m going to the supermarket’- students 

																																																								
18 These prompts are referred to as cues. 
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repeat; then, the teacher shows them a picture of a bank and he says ‘I’m going to the 

bank’, after which students repeat). Earlier in the lesson, the teacher can give learners a 

spoken cue before they repeat; but after some practice has been done, the teacher stops 

prompting the words and students can only see a visual cue, that is, the picture, with 

which they have to guess the word or phrase to be included in the sentence. On the other 

hand, multiple-slot substitution drills entail slightly more complex changes, involving 

the replacement of two or more words in the sentence replaced. As a third alternative, 

the EFL teacher uses transformation drills, in which students are required to rephrase 

affirmative sentences into the negative or interrogative form.  

By the end of the lesson, before students leave the classroom, the teacher goes 

back to the initial dialogue; this time, learners’ repetition of the drills is expected to be 

fluent and responses must be quick, without pausing. 

 

4.4.2 Considerations on the teaching potential of ALM activities 

	
Audiolingualism seemingly withdraws from the formal study of the foreign language, 

but the teaching potential of ALM activities might be more explicit than implicit in 

most cases. Language drills are tackled with repetitive -and very often 

decontextualized- practice of language; this suggests that the purpose of parroting a 

diversity of sentences containing target grammatical or syntactical patterns is not to 

learn to communicate in the FL, but to infer the forms of the language for their later 

application in use.  

The teaching potential of language drills is highly or, at least, partially, explicit. 

In an inductive manner, learners are -metaphorically- hand-guided through a process of 

mock language exposure which, as it could be argued, is more focused on the learning 

of forms and is clearly dissociated from the reality of language use.  

Language learning in ALM is conceived as a process of habit formation. The 

teaching potential of the different types of drills is bound to be explicit. As a teaching 

technique, the use of spoken cues and picture cues to stimulate learners’ response 

promotes the inductive learning of target forms; thus, the teaching potential of activities 

in which the teacher uses cues might be highly implicit, but also explicit for the implicit 

attention to forms of language. Sentence transformation is another type of activity in 

which learners need to be aware of the grammar structures, in order to change a phrase 

from the affirmative form into the negative or the interrogative (or also from active to 
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passive voice). The teaching potential of sentence transformation activities is in all 

likelihood fully or, at least, greatly explicit. Towards the end of the lesson described 

above, a contrastive analysis of learners’ native language and their L2 is done with a 

view to spotting ‘the places where [the teacher] anticipates her students will have 

trouble’ (Larsen-Freeman & Anderson, 2013: 44). The conscious examination of both 

languages to uncover the potential linguistic difficulties makes contrastive analysis an 

activity with a full explicit teaching load. Lastly, the limited written practice students do 

is highly related to the drills that the teacher shows them; therefore, the teaching 

potential of writing activities in the ALM may be partly explicit and partly implicit, 

although  the emphasis is typically on form. 

	
4.5 Communicative Language Teaching 

	
Throughout the history of the world, the goal of most naturally occurring or out-of-
school language learning has always been the development of useful 
communication skills to meet needs of immediate or long-term social interaction 
(Savignon, 2007: 208).  

 

Countless speakers around the world might have successfully been able to learn and use 

foreign languages if the principle reflected in the quote above had been firmly taken as a 

must by FL teachers in the classroom. However, what is not reflected in that citation is 

the biased tendency to teach and learn foreign languages with the purpose of unearthing 

the underlying rules of a target system is no too well reflected. For the very purpose of 

teaching foreign languages, the dichotomy between promoting language as a practical 

instrument for communication or as a means of understanding its underlying structures 

has been present in the debates on instructed SLA. Foreign language learning viewed as 

a tool to speak and understand a language other than the native is commonplace 

nowadays. However, convincing FL teachers and learners of the need to develop 

communicative competences at the expense of the formal learning of metalinguistic 

features of the target language was seemingly not an easy task. CLT stems from a 

multidisciplinary perspective involving ‘linguistics, psychology, philosophy, sociology 

and educational research’ (Savignon, 2007: 209).  

The method itself had its origin in Europe and both the British and American 

proponents ideated the communicative approach as a method for: (a) making 

‘communicative competence as the goal of language teaching and (b) developing 
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procedures for the teaching of the four language skills, [namely speaking, listening, 

reading and writing]’ (Chang, 2011: 16). Metaphorically speaking, it could be said that 

learners are deployed at the front line of communication in the communicative 

approach, for learners adopt a more active and participative role as negotiators of 

meaning, whereas teachers are seen as ‘organizers, guides, analysts, counselors, or 

group process managers’ (Liu & Shi, 2007: 71).  

This approach places a great emphasis on the creation of opportunities for 

learners to use English communicatively; especially, by incorporating activities that 

mainly foster the skills (writing, speaking, reading and listening) into a larger course 

curriculum for language teaching. Howatt (1984) further establishes a very important 

distinction between the weak and the strong versions of the CLT: 
The weak version […] stresses the importance of providing learners with 
opportunities to their English for communicative purposes and […] attempts to 
integrate such activities into a wider programme of language teaching [as well as] 
to include […] semantic features in a syllabus design. The strong version of 
communicative teaching, on the other hand, advances the claim that language is 
acquired through communication […]. If the former could be described as 
‘learning to use English’, the latter entails ‘using English to learn it’ (p. 279).  

 

The approach itself ‘acknowledges the interdependence of language and 

communication’ (Liu & Shi, 2007: 71), and it surmises that language use always takes 

place under communicative circumstances in a social context; thus, it should never ‘be 

divorced from its context when it is being taught’ either (Chang, 2011: 16). The firm 

determination to teach and assess learners’ communicative competence requires the 

implementation of activities which encourage them to get involved in real 

communicative practice and focus on the content of the materials, rather on the way in 

which they are written. Within CLT, tasks become more meaningful, which is believed 

to better facilitate the learning process (Sánchez, 1997, 2009). 

 Celce-Murcia (2001) reports a brief rundown of the main tenets of the CLT (p. 

6): 

(a) it is presumed that the objective of language teaching is to provide students with 

the necessary knowledge to communicate in the L2 

(b) the teaching action is primarily focused on the meaning of language and the 

attainment of social skills; grammar rules have less weight within the course 

syllabus  
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(c) cooperative learning strategies are implemented, which implies that students often 

work in pairs or in threes in order to transfer or negotiate the meaning of 

language. It is assumed that more advanced learners can help others progress 

(d) role-play and dramatization activities are employed to simulate language use in 

potential real-life social communicative contexts. Under different circumstances, 

learners can learn to adjust their language to diverse communicative registers 

(e) non-authentic materials are frequently discarded, since the authenticity of the 

linguistic input is paramount to reflect everyday language and show the 

complexity and demands of the L2 

(f) students must practice all the skills from the beginning of the learning process. 

Merging the productive and comprehensive skills is crucial to develop an 

educated and balanced command of the target language 

(g) the role of the EFL teacher is non-obtrusive in order to facilitate communication 

amongst learners during most of teaching hour. And formal error correction is 

performed after the communicative activity has taken place 

(h) the teacher should be a proficient user of the target language, demonstrating a 

fluent and accurate command of English 

	
4.5.1 Experiencing Communicative Language Teaching 

	
In order to exemplify how an EFL teacher deals with a class of students learning within 

a CLT context, I will give a synopsis of Larsen-Freeman and Anderson’s (2013) notes 

on the activities implemented during a lesson. The authors observe a class of twenty 

high-intermediate adult immigrants in Canada. There are two classes a week and each 

session takes two hours. 

At the beginning of the class, the teacher hands out an excerpt from a recent 

newspaper which reflects ‘authentic language […], as it is used in a real context’ 

(Larsen-Freeman & Anderson, 2013; 125). The use of real materials in the class, not 

necessarily adapted for teaching the language, is very characteristic of the 

communicative approach. After the article has been handed out, the teacher asks the 

students to read the text and underline any prediction made by the reporter. In an 

inductive manner, though shrouded in a communicative context, the activity requires 

some degree of attention to form, since the language focus in this precise lesson is 

predictive expressions, most of which entail the use of modal verbs (e.g ‘may’, ‘might’) 
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or structures such as ‘is likely to’, ‘in all probability’, ‘is almost certain to’, ‘there is 

great likelihood that’, ‘it is possible that’, among others. After reading the text, learners 

are asked to pay attention to the degree of certainty of the statements made by the 

reporter, for which they have to look closely at the forms of predictive structures. 

Achieving the skills to identify the purpose of the speaker or writer is considered a key 

feature of competent communication in CLT, even if that entails learning metalinguistic 

information to figure out the communicative intention. 

Throughout the class, the target language is ‘a vehicle for classroom 

communication, not just the object of study’ (Larsen-Freeman, 2000: 125); both the 

necessary directions to help learners complete the activities and the regular conversation 

are carried out in English. Once the students have gone through the piece of text and 

underlined the predictive structures, the teacher asks them questions, for which they 

have to provide an answer rephrasing the reporter’s predictions to propose further 

synonym expressions. For instance, learners are required to replace a structure like ‘it is 

probable that’ by others like ‘is likely to’ or ‘is bound to’ to reformulate what the 

reporter says. Even though most of the emphasis is placed on communicative functions 

during the lesson, different linguistic forms might be implicitly proposed and used -

without further explicit examination- to deal with each function of language. The 

following activity consists of unscrambling sentences of the piece of text read in order 

to restore them to an intelligible order again. As Larsen-Freeman (2000) points out, 

learners in CLT are encouraged to analyze language ‘at the discourse or suprasentential 

(above the sentence) level. They must learn about cohesion and coherence, those 

properties of language which bind the sentences together’ (p. 126). 

After they have finished the reading activity, there is a complete change of focus 

in the class. The teacher suggests playing a language game and hands each group a deck 

of thirteen cards containing sports vocabulary. For each of the cards students have to 

make predictions about what other classmates are going to do the following weekend 

(e.g. a card with the words ‘baseball bat’ appears and one of the students has to make up 

a prediction, such as ‘John will probably buy a new baseball bat before the final match 

on Sunday morning’). Students take turns in order for everyone to have opportunities to 

intervene and express predictions about how other classmates are going to spend their 

following weekend. In CLT, implementing games is basic strategy to engage learners 

actively in communication within an artificial context of L2 learning. With games, the 

chances of communicative practice are maximized and, in this way, learners might more 
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easily perceive the communicative purpose of learning language structures. 

Additionally, not only do students interact amongst each other, but also they can 

monitor their own output and receive immediate feedback from their classmates 

(Larsen-Freeman, 2000: 126). 

Effective and successful teaching and learning strategies to attain 

communicative competence may tolerate no delays in CLT. Learners can express their 

ideas about what they are studying freely. Errors in performance are considered as a 

natural upshot of the development of the L2; hence, mistakes might not be borne in 

mind if they do not interrupt the flow of speech. Having made no remarks on some of 

the errors noted by the teacher, learners can move on to do another activity. In this case, 

a strip story is handed out and students have to perform a task involving communicative 

practice as well. The pictures are shown one after the other and students have to predict 

what will happen next. With this type of interaction, numerous opportunities for 

meaning negotiation are offered in the class; learners can also develop cooperative 

relationships and attitudes towards a more natural and facilitative style of knowledge 

acquisition. An atmosphere where students can practice language communicatively and, 

at the same time, get to know their classmates in further detail may strengthen 

motivation and the cognitive readiness to learn the L2 faster and better. 

After the strip story learners do a role-play, in which they need to pretend to be 

the employees of a company. In pairs or in threes, students are put to work performing 

either the role of the boss, or the role of an employee. The forms of language become 

more meaningful than if these were merely shown in a textbook without any context. 

The teacher also stresses the use of the appropriate language register in the context of 

hierarchical relationships. As part of the acquisition of notions related to the target 

culture, students also have to learn how to address different speakers depending on their 

status. While students are doing the role-play, the teacher goes from one group to the 

other listening and guiding them with pieces of advice. When the activity is over, the 

teacher encourages learners to elicit the vocabulary employed in the game. Finally, 

learners are given homework; in this case, they have to listen to a debate or watch it on 

television. In CLT, students are ‘coached on strategies for how to improve their 

comprehension’ (Larsen-Freeman & Anderson, 2013: 128). 
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4.5.2 Considerations on the teaching potential of CLT activities 

	
Having appraised the instructional trends of CLT and following the line of 

argumentation described by its theoretical principles, it could be stated that the teaching 

potential of the majority of activities used in the CLT approach might be mostly or fully 

implicit.  

The implicit load of CLT activities can be easy to detect in some cases, 

especially when learners are encouraged to produce language freely, in oral or written 

form. This, however, should not be taken as a general rule. There are activities in CLT 

that demand that students use output, but whose objective is accuracy. This being the 

case, the teaching load is likely to be highly explicit. However, there are exceptions to 

this; in the ALM, for instance, repeating a dialogue is an implicit way of making 

learners learn the L2 forms. If learners are aware of what they are practising, only then 

the activity might be highly explicit in terms of teaching potential. The learning and 

usage of language structures is subordinated to the understanding of the function of 

rules through communicative practice; this principle teachers have to bear in mind at all 

times. Grammar is bound to be ‘provided in small doses’ throughout the academic year, 

taught inductively in a meaningful way, always allowing practice to automatize the 

forms. 

4.6 Content and Language Integrated Learning 

	
Content and Language Integrated Learning (or CLIL) is a teaching approach whereby 

one particular subject is taught in a foreign language rather than in the learners’ L1. As 

Lasagabaster and Sierra (2009) note, CLIL could be defined as a ‘generic term covering 

any kind of teaching in which an L2 is used to teach content’ (p. 367). Unlike what has 

traditionally been done, CLIL programs incorporate the curricular objectives of FL 

learning into the teaching of content-based subjects such as sciences, technology or 

maths, very often in secondary schools. The tasks are conceived to draw students’ 

attention on the content and meaning of the language rather than on the form in which 

that language is written. CLIL materials often include a large quantity of tables and 

pictures to better facilitate meaning and allow students with a lower level of proficiency 

to understand complex subjects with visual support. In CLIL programs, students are 

likely to get to learn specific vocabulary pertaining to different knowledge areas in each 

of the subjects where the target language rather than the L1 is used.  
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There seems to be an overwhelming and quick growth in the number of schools 

beginning to implement the CLIL approach, especially, in Spain (Muñoz, 2007). 

However, the quickened proliferation of educational institutions adopting this 

methodology, which still is in an embryonic stage, goes hand in hand with a prompt 

need to do thorough research on the issue. One of the current debates concerns the 

necessity to tease out the elements of convergence and divergence between CLIL and 

other immersion and content-based programs. Terminological precision is to be sought 

amongst researchers and language practitioners in order to delimit the findings 

specifically related to CLIL.  

Firstly, it could be argued that there are similarities across different immersion 

programs and that these could also be identified as key features of CLIL. Among the 

central characteristics of both immersion and CLIL programs are the following six 

(Lasagabaster & Sierra, 2009: 370): 

(a) the ultimate goal is the attainment of proficiency in the L2 through the acquisition 

of academic knowledge 

(b) the process of L2 acquisition should resemble that of the L1 

(c) immersion and CLIL programs are regarded as the best options for learning a 

foreign language 

(d) FL teachers must be bilingual, ‘both to be able to implement the program with the 

greatest guarantee of success and to ensure that […] activities can be smoothly 

carried out in the L2’ (p. 370) 

(e) the communicative approach is paramount to all immersion and CLIL courses, in 

order for learners to attain effective communication  

(f) the learning environment must be highly motivating and the language used totally 

meaningful for its use in different target communicative contexts and with a 

variety of speakers 

 

In spite of the clear similarities between immersion programs and CLIL, there are not so 

many noticeable differences that, in turn, have to be conscientiously borne in mind by 

researchers and FL teachers. Seikkula-Leino (2007) recapitulates some of the points of 

divergence between the two L2 learning options (pp. 328-329): 

(a) immersion teachers are often bilingual and the language they teach is their native 

language, but their learners’ L2 (Swain and Lapkin, 1982: 5; cited in Seikkula-



	 Part I. Theoretical Background 
	

136 

Leino, 2007: 328). In contrast, CLIL teachers do not necessarily have to be native 

speakers of the L2 and they are not required to have standardized FL skills19 

(b) the goal of immersion programs is clearly to enhance learners’ fluency and 

accuracy in the target language; in CLIL, however, there seems to be a marked 

variation across curricular objectives in foreign language learning 

(c) unlike immersion programs, which often promote the learning of languages that 

are present in the student’s context, the CLIL approach fosters the learning of 

languages that are not spoken locally  

  

For CLIL programs to be successful, EFL teachers should feel compelled by the need to 

become familiarized with research findings in instructed SLA, and partake in state-of-

the-art teaching strategies, seeking more effective ways of learning. 

Most of the debate on CLIL does not only focus on its pedagogical implications 

but also on the defining features and terminological nuances of the term. The disparate 

views and definitions amongst researchers are clearly visible in the literature. Ruiz de 

Zarobe (2008) considers that Content and Language Integrated Learning is a ‘generic 

umbrella term for bilingual [or] content-based education’ (p. 61). She believes that the 

terms CLIL and content-based instruction can be seen as synonyms, as the two coexist 

in the literature and are used interchangeably to refer to the same phenomenon. Whereas 

the former label is more popular in European countries, the later is more frequently 

employed in the USA and Canada. 

Coyle (2005) seems disinclined to admit that CLIL is equivalent to ‘language 

teaching enhanced by a wider range of content [or] content teaching translated in a 

different language (code) from the mother tongue’ (p. 2). Instead, Coyle et al. (2010) 

acknowledge that any CLIL approach is bound to integrate elements of both FL 

teaching and content-based learning, but also with nuances that are specific to the 

current -and emerging- ways of implementing CLIL programs in the classroom. 

	
4.6.1 Experiencing Content and Language Integrated Learning 

																																																								
19 The lack of standardized skills in the foreign language can lead to a series of problems that I will 
comment on below. Probably this might not happen so often in the subject of EFL; but teachers of other 
subjects (e.g. maths or sciences) who have to adapt their syllabus to a CLIL program may not have 
sufficient competences to teach part of the content in English accurately. Without a solid training in the 
target language or a suitable academic background for teaching in English, not only the teacher’s 
pronunciation skills, but also his/her vocabulary and grammar in the L2 might be considerably tainted by 
the influence of their mother tongue.  
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As it can be observed, the complexity of CLIL programs does not seem difficult to 

attest, due to the intricate management of language and content, and the need to satisfy 

a diversity of teaching goals. Coyle (2005) thoroughly explains the process of CLIL 

topic planning and she specifies a series of teaching principles to successfully make it 

work. 

In a CLIL class, it is of great importance that the content of a topic, project, 

theme [or] syllabus leads the way’ (Coyle, 2005: 4). Content being the central axis over 

which the lesson is planned, it is also fundamental that the teaching and learning goals 

are clearly set by the EFL teacher. Throughout the process of lesson planning, Coyle 

(2005) puts forward four main ground rules to bear in mind when building a CLIL 

program (p. 5; Bloom, 1956): 

(a) Content: one of the basic principles of CLIL revolves around successful content 

or thematic learning, and the attainment of competent reading skills in the target 

language. 

(b) Communication: language itself is considered the major vehicle for transmission 

of knowledge in the L2. Grammar is no longer taught in the traditional sense, 

since communication is believed to provide learners with the ability to understand 

the target content and discern the underlying rules incidentally, if at all. 

(c) Cognition: for the effective implementation of CLIL programs, students should be 

challenged and encouraged to engage in activities that require the development of 

–as Coyle refers to it- higher order thinking skills20. In CLIL, teachers have the 

role of guiding and assisting students in the process of learning, but learners 

themselves should build their own understanding and knowledge regardless of 

their age or command of the L2.  

(d) Culture: in order to promote a multicultural and multilingual society, features 

accorded to the lifestyle of the target language speakers should be studied in class. 

CLIL seems therefore a good teaching approach to foster a tolerant spirit across 

																																																								
20 Coyle (2005) mentions Bloom’s taxonomy of learning as the perfect example to understand what she 
means by higher and lower order thinking skills. Bloom’s taxonomy could be depicted in a pyramid 
where different learning strategies are classified according to their complexity and cognitive demand. At 
the bottom of the pyramid is learning by remembering, which is regarded as the safest but most basic way 
of learning for its low cognitive demands. The upper levels are increasingly more complex: learning by 
understanding, applying, analyzing and evaluating. At the top of the pyramid is learning by creating. 
Learning through any of the upper strategies would adapt to what Coyle refers to as higher order 
thinking.   
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different language communities and cultures. What Coyle (2005) calls ‘otherness’ 

might be a key concept for the correct interpretation of what CLIL stands for. 

	
4.6.2 Considerations on the teaching potential of CLIL activities 

 

CLIL activities are characterized by a rather high or even full implicit teaching 

potential. Lessons and activities are content-driven and the teaching of forms seems to 

be regarded as secondary. The following example (see figure 4) is an excerpt from a 

free sample unit from Network 2 CLIL Lesson by Cambridge University Press. It may 

serve as an illustrative model to understand the teaching and learning philosophy 

underlying CLIL. 

Activity 5 says: ‘Read and complete the text about genetically modified crops 

with the words from the box. Write them in the correct spaces’. There is a vocabulary 

box on top of the text with different nouns (‘chemicals’, ‘plants’, ‘molecule’, ‘nature’, 

‘process’), an adjective (‘nutritional’) and a verb (‘grow’). Due to the high degree of 

contextualization, the main goal of the activity is to get to know about the topic itself 

and the vocabulary. In the light of this fact, the teaching potential of this typology of 

activities is mostly implicit, mainly due to the informative and communicative nature of 

the task. From the point of view of the squared words, however, the activity is mostly 

explicit inductive, as the students have to correctly insert them in a text which provides 

for optimal communicative contextualization  

It is true nonetheless that there is a small glossary with the words in bold at the 

bottom of the text, together with their translation into the learners’ L1 (in this case, 

Italian). The presence of words in bold enhances the learning of declarative knowledge, 

which in turn might boost the explicit teaching potential of the activity. However, that is 

definitely not the primary -or secondary- goal of the activity.  
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Figure 4. Example of CLIL activities. Source: Network 2 CLIL Lessons (OUP). Retrieved from 

https://elt.oup.com/elt/students/networkitaly/clil/Network_2_CLIL_Lessons.pdf 

 

Activity 6 tests whether the learner has processed the language for meaning; in other 

words, wheteher he or she has understood the text. Implicit teaching of declarative -

linguistic and non-linguistic21- knowledge is promoted at the beginning of the activity, 

by asking the learner to define two collocations that can be easily found in the text. 

Then, in the second section of the activity 6 (‘What do you think?’), learners are 

encouraged to give their opinion about a topic, which emphasizes implicit teaching as 
																																																								
21 Non-linguistic declarative knowledge -included as a declarative knowledge competence within the 
general competences in the CEFR (2001)- refers to the attainment of ideas, that is, concepts. In this case, 
the general topic is food engineering and the concept to learn about in particular is the genetic 
modification of crops. 
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well; no indications as for the type of vocabulary or grammar structures to use are 

provided. Lastly, there is a section called ‘mini-project’ at the bottom of the page which 

further verifies the content-driven nature of CLIL activities. It consists of a writing 

activity for learners to practise the L2 while expanding their knowledge about a specific 

issue. This also enhances implicit teaching. 

	
4.7 Task-Based Language Teaching 

 

TBLT is a student-centered teaching approach that supports the development of the L2 

through the implementation of tasks. Tasks in TBLT encourage learners to be actively 

engaged -especially- in oral practice. Skehan (2014) points out that the ultimate goal of 

TBLT is ‘for learners to be able to produce complex, accurate, and fluent L2 speech’ (p. 

ix). The strategy followed to achieve such goal consists of the use of tasks, which are 

employed to integrate the various learning processes’ (p. ix). Within the framework of 

TBLT, the language is considered as a tool to convey communicative messages and to 

address real needs and problems to solve. However, the approach seems to be very 

demanding on the side of the learner, since he or she is encouraged to fully exploit 

his/her L2 knowledge during task performance. For this particular purpose, tasks such 

as story telling, picture or process description might help learners squeeze all the L2 

resources they have at their disposal. 

In TBLT, special attention has been paid to the term task, which should be 

understood as a special activity that is developed in the classroom (Sánchez, 2009) (for 

instance, a short spoken narrative) and its focus is away from the learning of language 

forms in a decontextualized way. R. Ellis and Shintani suggest that, though many 

definitions of task have been proposed, a series of criteria must be satisfied ‘for an 

instructional activity to qualify as a task’ (2014: 135). These are: 

a) primary emphasis on meaning  

b) the need to fill in a ‘gap’ of information, opinion, meaning, among others 

c) the accomplishment of the task and the language to be used through 

individual and group work 

d) a clear purpose ‘other than the use of language’ (p. 135) 
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Willis (1996) further defines task  as an activity where the target language is used by the 

learner for a communicative purpose in order to achieve an outcome’. In this sense, the 

task requires the completion of a whole process or action (e.g. doing a job interview); 

thus, it consists of a set of activities that cover all the actions implied in the process, 

from the beginning (e.g. creating a mock CV) until the end (e.g. face-to-face interview 

with employer). It is no wonder -as a result- that great emphasis of these activities is on 

the meaning.  

 
Beyond [the] apparent face value [of TBLT tasks] as opportunities for practising 
L2 speech and developing fluency, such tasks offer the intriguing possibility to 
draw learners’ attention to form-meaning connections, initiating learner analysis 
and [the] restructuring of their interlanguage, improving their control of the 
language, and ultimately pushing the development of language knowledge and 
proficiency (Skehan, 2014: ix). 

 

TBLT originally arose from Prabhu’s (1987) ‘Bangalore Project’, which aimed at 

further developing and improving the Situational Oral Approach and took five years to 

be completed (1979 and 1984) (Sánchez, 2009). Prabhu (1987) makes a clear distinction 

between the terms competence and communication. Whereas competence refers to ‘an 

ability to conform automatically to grammatical norms’, communication is seen as a 

‘matter of understanding, arriving at, or conveying meaning’ (p. 1). Therefore, tasks 

within the context of TBLT -more implicitly than explicitly- mainly attempt to draw the 

learner’s attention to fluency (meaning -or communication).  

Depending on the potential applications of the task in everyday-life contexts, a 

distinction can be made between real-world tasks and pedagogical tasks (e.g. Willis, 

1996; Nunan, 2004; D. Willis & J. Willis, 2007; Sánchez, 2009). Real-world tasks are 

developed outside classroom settings and encourage learners to practise the language 

like they would do outside the classroom if they had to face the same communicative 

situation (e.g. asking for information about a book in a library). Basically, pedagogical 

tasks are adaptations of real-world tasks, which are designed to push learners into 

communication, even though they never encounter such a communicative situation in 

real life (e.g. designing survival strategies in an abandoned island). Thus, pedagogical 

tasks are specially designed for classroom interaction and may contain a set of 

requirements, such as the use of certain words or structures. 
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Prabhu (1987) further distinguishes between three different types of tasks 

depending on the sort of language content that students need to handle. These are: a) 

information-gap activities; b) opinión-gap activities; and c) reasoning-gap activities.  

Information-gap activities require the exchange of information between learners 

in order to complete the task. For example, describing an image to other learners who 

cannot see it. While one student provides the description of the picture, other learners 

draw to complete the task (Larsen-Freeman & Anderson, 2013). 

Opinion-gap activities involve the use of learners’ own ideas regarding their 

preferences, beliefs, habits, attitudes or feelings in order to complete the task. For 

instance, presenting a social problem in class and asking the learners to discover 

possible solutions while interacting with other classmates. 

Reasoning-gap activities encourage the learners to ‘derive some new 

information by inferring it from information they have been given’ (Larsen-Freeman & 

Anderson, 2013: 149). For example, students might be given a map with which they 

have to find out the quickest route between to places.  

 In the course of a TBLT lesson, there are mainly three stages (Willis, 1996; 

Sánchez, 1997, 2009): a) the pre-task cycle; b) the task phase; and c) the language focus 

(Willis, 1996: 155) or post-task stage. At this point I should remind the reader that I am 

aware of Norris’ (2009) proposal but I will refer to the classical three-staged procedure 

(Willis, 1996; Sánchez, 1997, 2009; D. Willis & J. Willis, 2007; R. Ellis, 2003, 2009; 

R. Ellis & Shintani, 2014): 

a) Pre-task cycle. During this first stage the teacher presents the topic and 

describes the different activities that the learners will have to do for the 

completion of the task. The language employed by the teacher is clear and he or 

she makes sure the learners understand what they have to do. 

b) Task phase. This stage is subdivided into three other phases: i) task stage: 

learners develop the task in pairs or small groups while the teacher monitors 

their linguistic performance; ii) planning stage: students rehearse the 

presentation of task to ensure that they convey the message accurately and 

fluently, while the teacher continues to monitor and assist learners with any 

doubt; and iii) report stage: learners take turns to present their task while the 

teacher listens to them and monitors their output (he or she may interrupt the 

learners presentation briefly to make remarks on content and form.  
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c) Language focus or post-task stage. In this last stage, the teacher emphasizes 

certain forms aspects of language  by implementing activities to practise aspects 

from the ‘semantics, lexis, morphology, syntax and phonetics’ (Sánchez, 2009: 

159). 

 

In defense of the beneficial impact of TBLT on L2 development, four key aspects of 

this approach could be highlighted (Willis, 1996; R. Ellis and Shintani, 2014): 

1. Exposure to a rich but comprehensible input of real language. Basically the input 

which learners expose to is the teacher talk -especially before the task phase or 

during the post-task cycle when the teacher provides them with feedback- and 

other students’ interventions throughout and after the completion of the task. 

2. Opportunities for real use of language. Learners have opportunities to interact 

with each other, especially, during the task cycle. They can use language ‘to 

express what they want to say, to gain practice in turn-taking, to control 

interaction or to interact spontaneously [with their classmates]’ (Willis, 1996: 60) 

3. Motivation. Learners are likely to be highly motivated by the very nature of the 

tasks implemented in TBLT. During the task cycle, learners are allowed to 

express themselves and exploit their creativity, especially, when the activity 

challenges them to do so. In addition to this, interaction per se with other learners 

might also be greatly motivating. 

4. Focus on language form. FonF events might occur during the task cycle and 

during the post-task phase. First, during the task cycle, learners might need to 

report their work in front of their class. In such situation ‘there is a natural focus 

on language form as students prepare to go public for the report, and therefore 

strive for accuracy as well as fluency’ (Willis, 1996: 60). Second, during the post-

task phase, a FonF event is likely to take place while the teacher gives learners 

feedback on their performance.  

4.7.1 Experiencing Task-Based Language Teaching 

 

Larsen-Freeman and Anderson (2013: 144-150) account for their experience of a TBLT 

lesson adapted and expanded from Prabhu (1987). There are 40 advanced beginner ten-

year-old students in the classroom and the focus of the lesson that day is on timetables. 
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 The very first thing the teacher does at the beginning of the lesson is to present 

the activity. The teacher draws rows and columns on the blackboard to form a table and 

explains to the learners that they are going to complete a class timetable. The teacher 

ensures that the activity is clear by filling in some of the gaps in the table. This way, 

students see that the times written refer to the duration of the class.  

 Once the table is drawn, the teacher asks the learners for help in order to fill in 

the whole table. As Larsen-Freeman and Anderson (2013) indicate, ‘the teacher begins 

by having the class help her begin to fill out the class schedule [through] whole-class 

interaction in the form of teacher question and student response’ (p. 146). This activity 

is meant to be a pre-task of the task that learners will have to do later on in groups. 

During this pre-task stage, important vocabulary that students will need to use 

afterwards is elicited.  

As it can be observed, the task is subdivided into numerous steps that can be 

easily followed by the learners. After completing the time periods, the teacher asks the 

learners to write the name of the days at the top of the table. Some learners volunteer 

after the request but only one is called on by the teacher. While the selected student fills 

in the gaps with the names of the days, the rest of the students help by spelling the 

words aloud. Every time the student on the blackboard finishes writing the word for 

each day, the teacher asks the learners whether they think the spelling is correct. By 

doing this, the teacher can test whether learners can focus-on-form and judge whether 

the spelling is correct or incorrect by themselves. 

 At the end of the pre-task cycle, the teacher asks some yes-no questions (e.g do 

we have class on Saturday) and ‘supplies the correct target form by reformulating or 

recasting what the students have said’ (Larsen-Freeman & Anderson, 2013: 147). 

 During the task stage, students work in small groups. On this occasion, the 

teacher provides the learners with a jigsaw task. Each learner in the group is given part 

of the information. Therefore, all learners need to compile different bits of information 

by listening and speaking to one another to complete the final task. There are plenty of 

opportunities to engage in meaningful interaction in order to develop oral production 

and comprehension skills during the task phase. Clearly, the focus is on meaning. 

 Even though learners are completing the task in teams, they will be given 

feedback individually on the basis of the bits of information that they were able to 

compile.  
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 Finally, students are asked to create a survey with which they can find out about 

other learners’ favourite subjects. In addition to this, they are told to report their 

findings after they have completed the task. To achieve this goal, the teacher assists the 

learners all throughout the process. Larsen-Freeman and Anderson (2013) state that 

‘students have input into the design and the way that they carry out the task, [which] 

gives them more opportunities for authentic and meaningful interaction’ (p. 148). 

No further indications as to how the lesson develops after this point are offered 

by Larsen-Freeman and Anderson (2013). Nonetheless, it could be assumed that, after -

and/or during- the report stage, the teacher provides the learners with feedback.  

 

4.7.2 Considerations on the teaching potential of TBLT activities 

 

TBLT emphasizes attention to meaning throughout the completion of the tasks, 

especially, during the second stage -also referred to as task cycle. The teaching load of 

activities in TBLT lessons is expected to be highly implicit primarily due to the active 

engagement sought in oral interaction. Whereas it is true that the lessons in TBLT 

typically begin with a brief teacher talk whereby the activities to perform are described, 

the aim of exposure to those instructions -which occurs in the form of oral input- is 

twofold: i) to enhance L2 comprehension and learning implicit knowledge; and ii) to 

teach keywords explicitly before the task (R. Ellis & Shintani, 2014). During the task 

cycle learners are expected to interact with one another, basically, by asking questions 

and proving responses, negotiating with the meaning and interacting with the teacher to 

request assistance or feedback if they need it. All throughout this phase, the emphasis is 

on meaning too, which fosters the implicit teaching potential of the activivities being 

performed. Interaction might be interrupted to focus on form at some moments, 

especially because learners might want to check their language before the report stage. 

Since learners are frequently asked to present their work to their classmates in TBLT, 

they may seek to avoid errors (when learners are unaware of the reasons why something 

is wrong) and mistakes (when learners do not notice something is wrong but they know 

how to correct it when they see the mistake). Therefore, attention-to-form might also be 

present, especially: i) during the task cycle, when the teacher gives them reactive 

feedback as recasts, mainly (so as to avoid as much obstrusion while students interact 

with each other); or ii) during the post-task stage, when the focus on language is bound 
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to occur with language awareness activities and explicit feedback. As a result of this, 

TBLT activities might not be fully implicit, but these may trigger a rather noticeable 

teaching load or a mixed -implicit and explicit- potential. 

 

4.8 Concluding remarks 

	
In chapter 3 the most popular EFL teaching methods have been revisited with the 

objective of unveiling the explicit and implicit teaching potential of some of their 

prototypical activities. This is relevant because the teaching load of activities is what 

determines the nature of each method. Having described the defining features of a 

number of methods, EFL teachers might want to know what to expect from the use of 

specific activities in the classroom; especially, in terms of L2 knowledge and 

competences attained. For that matter, the following assumption is worth mentioning:  

Different ELT methods can be associated with specific typologies of activities. 

For example, it could be argued -with some degree of certainty- that G-T Method 

activities are bound to yield a higher explicit teaching potential (Gris, 2015). This 

should not be taken as a rule of thumb, since G-T Method activities might also be good 

for implicit teaching. On the other hand, one might also expect that DM, ALM, CLT 

CLIL or TBLT activities might promote implicit teaching to a greater extent (teachers 

should nonetheless maintain a critical attitude towards teaching trends and unfounded 

beliefs that discourage the use of certain activities for specific curricular objectives). In 

the light of these facts, it seems advisable that EFL teachers opt for a policy of inclusion 

and diversity, instead of following a philosophy of teaching that is discriminatory 

towards teaching methods or activity types. 
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CHAPTER	 5.	 AIM,	 RESEARCH	 QUESTIONS	
AND	METHOD	

5.1Aim 

 

It seems to be well known that textbooks are the main tool in the teacher’s kit (e.g 

Littlejohn, 2011; Tomlinson, 2012; Harwood, 2014). However, there are no studies -to 

my best knowledge- dealing with the issue of teacher cognition on the explicit and 

implicit teaching potential of authentic EFL textbook activities. Therefore, the general 

aim of this cross-sectional study is to examine EFL teachers’ perception of the explicit 

and implicit teaching potential of authentic EFL textbook activities. For the 

achievement of this aim, three major tasks were undertaken: 

 

1. Selection of materials to be assessed  

§ The compilation of a corpus of real activities from a sample of EFL teaching 

textbooks to be assessed from the perspective of their explicit and implicit 

teaching potential. 

2. Design of the instrument for data collection  

§ The adaptation of Criado et al.’s (2010) scale for EFL teachers (non-expert 

informants) to measure the explicit and implicit teaching potential of activities. 

§ The design and elaboration of a questionnaire addressed at secondary school 

EFL teachers in the city of Murcia and its surrounding areas. 

3. Data analysis 

§ The statistical analysis of the data gathered within three different dimensions: a) 

the dimension of the EFL teachers; b) the dimension of the activities; and c) the 
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dimension of the items of the scale. The objective of the statistical analysis is to 

determine to what extent secondary school EFL teachers can detect and analyze 

the explicit and implicit teaching potential of real teaching materials (that is, not 

created ad hoc by the present researcher). 

 

In this chapter, tasks 1 and 2 will be thoroughly described. Task 3 will be dealt with in 

the following chapter (see Chapter 6). 

 

5.2 Research questions 

	
The research questions are formulated taking into account the nature of the data 

collected for the analysis. Within the framework of this cross-sectional study on EFL 

teachers’ perception of the teaching load of activities, I was able to gather descriptive 

(socio-demographic) data from teachers and quantitative data from teachers’ analysis of 

the activities with a questionnaire.  

In order to gather descriptive data about informats, the questionnaire contained a 

number of questions about the socio-demographic and academic profile of the EFL 

teachers at the beginning.  

Regarding quantitative data, I could gather information about: a) EFL teachers’ 

proportion of hit rate derived from the analysis of the activities; and b) EFL teachers’ 

propotion of hit rate derived from the analysis of the items in the measuring instrument. 

In summary, data analysis will be developed around three major axes or 

dimensions: i) the teachers; ii) the activities; and c) the items of the scale. On the basis 

of this categorization in the process of data analsys, the Research Questions (RQs) of 

this study will be formulated accordingly. 

 

First, I am going to present the RQs and define their scope in this cross-sectional study: 

§ 1) RQs within the dimension of the teachers. This section is subdivided into three 

RQs: 

o RQ1.1, How accurate is EFL teachers’ global analysis of the explicit and 

implicit teaching potential of the activities?  

This RQ addresses EFL teachers’ global analysis of the explicit and implicit 

teaching potential of the activities, regardless of any distinction between 

activities.  
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o RQ1.2, How accurate is EFL teachers’ analysis of each individual activity?  

This RQ thoroughly describes EFL teachers’ analysis of the each individual 

activity in the questionnaire (n=30) 

o RQ1.3, Which is the socio-demographic and academic profile of the 

teachers with the most and least accurate analyses?  

This RQ concerns the socio-demographic and academic profile of teachers 

with the most and the least accurate analyses.  

§ 2) RQs within the dimension of the activities. This section comprises five RQs: 

o RQ2.1, How accurate is the global analysis of all the activities regardless 

of their type? 

This RQ deals with the global analysis of each activities, regardless of their 

type. 

o RQ2.2, How accurate is the global analysis of Type I (mostly explicit or 

implicit) and Type II (mixed potential) activities? 

This RQ takes into account EFL teachers’ global analysis of Type I (mostly 

explicit or implicit) activities and Type II (mixed potential) activities.  

o RQ2.3, How accurate is the analysis of Type I (mostly explicit or implicit) 

activities? 

This RQ focuses on EFL teachers’ analysis of Type I activities. 

o RQ2.3.1, How accurate is the analysis of the Type I activities whose 

potential was mostly explicit?  

This RQ accounts for EFL teachers’ analysis of the Type I activities whose 

potential was mostly explicit. 

o RQ2.3.2, How accurate is the analysis of the Type I activities whose 

potential was mostly implicit? 

This RQ addresses EFL teachers’ analysis of the Type I activities whose 

potential was mostly implicit. 

o RQ2.4, How accurate is the analysis of Type II (mixed potential) activities? 

This RQ reports on EFL teachers’ analysis of Type II (mixed potential). 

§ 3) RQs within the dimension of the items. There is only one RQ within this 

section: 

o RQ3, How accurate is the analysis of the items?  

This RQ delves into EFL teachers’ analysis of the items, regardless of 

the activities.  
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5.3 Method 

5.3.1 Design of the cross-sectional study 

	
The design of this empirical study demanded the application of a variety of procedures 

in a staged way. Different phases were involved in the assessment of EFL teachers’ 

perceptions of the explicit and implicit teaching potential of activities. By and large, 

five major steps took place in order to gather and analyze the necessary information. I 

will thoroughly describe the following stages in this second part of the thesis.  

 

§ Stage 1. Development of a corpus of authentic activities used in the context of 

English as a Foreign Language Teaching 

§ Stage 2. Adaptation and validation of a new scale based on Criado et al.’s 

(2010) for EFL teachers (non-expert informants) to measure the explicit and 

implicit potential of EFL activities 

§ Stage 3. Creation of a questionnaire to assess EFL teachers’ knowledge about 

the construct of explicit and implicit teaching 

§ Stage 4. Data collection process: handing out questionnaires and gathering data 

from EFL teachers 

§ Stage 5. Application of statistical analyses to the data from EFL teachers 

 

After detailing the intricacies of each part, the results of this study will be explained. 

	
5.3.1.1 Materials to be assessed: the development of a corpus of authentic activities for 

teaching EFL 

5.3.1.1.1 Motivations for the creation of a corpus of activities 

	
As noted by Littlejohn (2011), the textbook is probably the most common tool used in 

the FL classroom. Its major influence and dominion over any other type of didactic 

resource in the FL classroom may be substantially due to the curricular demands for the 

development of any course. If we think about our own experience at school, it seems 

quite difficult to imagine the teacher without a textbook. What is probably of utmost 

importance about a textbook might not be the physical format of the product itself, or 

the fact that it may contain a good compendium of the L2 knowledge. Instead, it is the 
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character of language practice that makes a textbook essential in an L2 classroom 

environment. Textbooks embody a select variety of activities, all of which support the 

development of implicit and explicit competences through practice. It is this precise 

aspect that differentiates textbooks from other teaching resources or materials. Without 

the help of a textbook and its activities, giving opportunities for L2 learners to practice 

would become the most strenuous task to carry out in the class.  

However, with textbooks alone there is something else missing too. Using a 

textbook without the help of a FL teacher might be ineffective under certain 

circumstances. Some students can fail to achieve the knowledge that a textbook 

attempts to convey without the help of an instructor who guides them. Anecdotal 

evidence by Littlejohn (2011) suggests that textbooks and teaching methods are 

frequently conferred with nearly ‘magical’ properties for a successful attainment of the 

target competences in the L2. He describes it as follows: 

 
One of my earliest memories as a once untrained, unqualified language teacher is 
of the principal of my first school proudly presenting me with the coursebook. It 
was, she explained, the ‘best book available’, with the most up-to-date method, that 
would guarantee excellent results (Littlejohn, 1998: 179). 

 

In a figurative way, however, the reality is that textbooks do not speak for themselves 

and they can fail to teach the knowledge contained in them. At this point, teachers need 

to assume the mantle of leadership as learners’ most direct facilitators of knowledge. FL 

teachers’ role and actions in the class should be a primal cause in the successful 

attainment of the L2. Littlejohn (1998) even makes a stronger emphasis on the 

influential capacity of the teacher to take decisions which will have effects on the 

cognitive dimension of FL learning. In describing the passage where the principal 

suggested not using the teacher’s book in the class, he adds: 

 
She was right, of course -I didn’t need the teacher’s book. The book was so 
scripted and provided so little that it was not long before I discovered that I had to 
contribute a lot more if I and my students were to stay sane in the classroom 
(Littlejohn, 1998: 179).  

 

Bearing in mind the symbiotic relationship between textbooks and teachers, it could be 

metaphorically argued that the perfect harmony between cognition and pedagogy might 

be materialized through teachers’ correct selection of activities at the right stage of the 
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learning process. So one of the questions that drives this dissertation is: how can EFL 

teachers combine pedagogy and cognition with the use of activities? 

Masuhara (2011) itemizes a number of features that good quality coursebooks 

might comply with for their selection in ELT courses. The author further acknowledges 

that textbooks should undergo a quality assessment to identify if the teaching and 

learning needs are well taken into consideration (pp. 250-251) and, for this purpose: 

a) clear objective measures should be devised to analyze the quality of the textbook, 

especially, with regard to the adoption of research advances in the area of instructed 

SLA 

b) more rigorous and systematic procedures for material selection, like the application 

of validated checklists, should be fulfilled by a variety of informants 

c) experiential feedback from users could be channeled back to material designers for 

pre-use, in-use and post-use evaluation before the textbook is eventually made 

available for the public via the market 

d) teachers’ expertise as an L2 instructor and also their experiences, conjectures and 

assumptions outside the classroom should be given credit and supported  when 

designing didactic materials 

e) multidisciplinary research advances should be brought to bear in an effort to merge 

the dynamic nature of knowledge and the -more than often- static process of 

teaching materials development 

 

Features b) and e) are of special interest for my dissertation. Led by Masuhara’s (2011) 

idea that some of the basic principles of cognition might have been neglected in the 

design of textbooks, it could be assumed that the elaboration of didactic materials for 

FL teaching might undergo some major changes in the near future.  

One can see that there are countless publishers whose main focus is the design 

and elaboration of textbooks for teaching EFL (see, for example, Cambridge University 

Press, Oxford University Press, Pearson, MacMillan, Burlington Books, among others). 

Yet, with a vast range of alternatives, there are still probably not -to my knowledge- 

textbooks that add any information about the explicit and implicit teaching potential of 

the activities within them. Even though the sequencing of activities throughout a 

textbook might not be arbitrary at all, the similarities in the syllabus, content 

distribution and practice format across textbooks may confirm that the approach to FL 

teaching in the last couple of decades has undergone little changes. And moreover, the 
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new findings in instructed SLA have not been fully reflected in the teaching materials. 

At the very least, the cognitive sequence underlying the teacher’s activity choices 

remains uncertain or unsaid if neither the textbook nor the teacher verbally justify the 

presence or selection of one activity or another for the very purpose of learning the L2. 

Corpus techniques were employed to undergo the analysis of the explicit and implicit 

teaching potential of 681 authentic textbook activities for teaching EFL. 

	

5.3.1.1.2 Defining the term ‘corpus’ 

	
The advances in technology and, specifically, the emergence of the computer some 

decades ago gave origin to a new discipline, computational linguistics (e.g. Sinclair, 

1991; Fillmore, 1992; Sánchez et al., 1995; Biber et al., 1999; Sánchez, 2000; Biber, 

2006; Hyland et al., 2012, etc). The exponential growth of the analytical capacity of 

computers brought about new approaches to the study of language. With the advent of 

corpora, researchers have been able to analyze large quantities of text and infer reliable 

conclusions. Not long before, ‘researchers had basically to extrapolate trends, usages 

and so on from a small sample of language –their own use, that of people around them, 

the language they heard and read’ (Fox, 1998: 25).  

Kennedy (2014) defines corpus as ‘a body of written text or transcribed speech 

which can serve as a basis for linguistic analysis and description’ (p. 1). Corpora can be 

compiled for a variety of purposes, for example, descriptive or quantitative linguistic 

analysis. Biber et al. (1998) put forward a set of essential features of corpus-based 

analysis (p.4):  

a. it is empirical, analyzing the actual patterns of use in natural texts 

b. it makes use of computers for analysis, using both automatic and interactive 

techniques 

c. quantitative and qualitative data can be extracted 

 

In order to specify the scope of my analysis, I am going to propose my own definition 

of the corpus compiled for this study. The corpus built in this dissertation is a collection 

of individually codified authentic textbook activity instructions that allowed the corpus 

to work as a search engine and a reference tool. The content of the activity was used to 

gain insight into its teaching potential before including it in the corpus. It should be 

noted that the entries only consisted of the activity instructions, together with a set of 
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metadata (see section 5.4.1.6) containing codified referential information about the 

source of the activity and its potential. However, the body of the activity was not 

included in the corpus, since it should only work as a search engine and a reference tool.  

The peculiarity of the present study is that the corpus of activities was not 

designed to perform a linguistic analysis of the activity instructions (e.g. the syntax in 

activity instrucitons). The reader should always bear in mind that the major aim of this 

corpus of activities was to assess EFL teachers’ perceptions of the explicit and implicit 

teaching potential of the activities that they typically implement in class, using a 

questionnaire. The secondary goal of the corpus in this study was threefold: a) analyze 

the explicit and implicit teaching potential of each individual activity in the corpus; b) 

detect patterns, singularities or trends in EFL activity design; and c) be able to locate the 

source of each activity, by using the referential information contained in the codification 

of the labels. In other words, after making a search on the corpus of activities, I should 

always be able to identify the source of the activity only by looking at the metadata in 

the codification of the label. 

Fox (1998), in her article Using corpus data in the classroom, draws attention to 

five major advantages of corpus-driven analysis22. I will only focus on three of them (p. 

26): 

i) Frequency information: for any corpus-based study, retrieving information to form 

frequency lists of lexicon or analyze how frequently words co-occur with others 

can be very revealing. For this particular work, frequency information about the 

typology of activities promoted in a textbook, or information about their explicit 

and implicit teaching potential was fundamental. 

ii) Context and co-text: having a fully annotated corpus with both referential data 

about the source of each activity and information about their explicit and implicit 

teaching potential, I could: a) recover the exact location of each activity in its 

original sequence in the textbook (that is, in context); or b) inspect the similarities 

and differences across activities with an equal teaching potential. On the other 

hand, as far as the co-text is concerned, I could also examine whether the use of 

certain sets of keywords was associated with the promotion of specific aspects of 

language, hence, with the promotion of a specific teaching potential (e.g. whenever 

the word fill appears in an activity instruction, it would be interesting to verify if 

																																																								
22 Even though her work is carried out from the perspective of text analysis, the benefits of corpus 
techniques can also apply for other similar types of research.  
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there is a tendency, or not, to associate it with the promotion of explicit teaching, as 

in -for instance- activities like fill in the gaps with the correct form of the verb). 

iii)  Pragmatics: corpus analysis techniques allow the researcher to study large bodies 

of texts that represent language as speakers really use it, like colloquial speech, 

among other registers and genres.  

 

EFL teaching material designers should also aspire to develop textbook and activities 

using corpus tools. Statistically speaking, the representative character of the data 

compiled via corpus techniques is of huge value, which means that -sooner rather than 

later- ‘idiolectal and intuitive’ (Fox, 1998: 25) decisions in the process of textbook 

making might be overtaken by more reliable and objective choices. Indeed, since there 

seems to be no perfect method or textbook to teach and learn EFL, researchers should 

welcome new ways of designing and elaborating didactic materials, especially those 

that employ state-of-the-art-techniques in ISLA and ELT research.  

	

5.3.1.1.3 Selection of textbooks and units 

	
Once the scope of the term corpus for the present study has been profiled, I am going to 

move on to describe the procedure followed for the selection of the textbooks and units 

scanned. Sixteen EFL textbooks23 published between 1985 and 2011 were randomly 

chosen from 7 editorial houses. The level of proficiency of the textbooks ranged from 

upper-beginner (A2) to upper-intermediate (B2). Higher levels such as C1 or C2 were 

disregarded in this study, as textbooks used in secondary schools in Spain do not 

typically cover such high levels. It should be considered that the aim of this dissertation 

was not to perform a cluster analysis to study whether there existed differences in the 

teachers' scale analyses according to the editorial houses they belonged to (similar to 

Criado, 2017) or the levels they were targeted at. The selection of the units within each 

textbook was also random. Sixteen units (one from each textbook) were selected in 

total. All the activities within each one of the randomly selected units were used in the 

corpus. The total amount of the activities in the corpus was 681, out of which 30 were 

randomly selected to be included in the questionnaire addressed to the teachers (see 

sections 5.4.2.3 and 5.4.2.4).  

																																																								
23 The Student’s Book of each publication was chosen, but I used the Teacher’s Book of each edition 
when necessary, as a support in the case isolated doubts about how to complete the analysis arose. 
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Table 5. Selected textbooks for the creation of the corpus of activities 
Year of 

publication Name of the textbook Full reference 

1985 Streamline English Hartley, B., & Viney, P. (1985). Streamline English 
Directions Student’s Book. Oxford: OUP. 

1986 The Cambridge English Swan, M., & Walter, C. (1986). The Cambridge English 
Course Student’s Book. Cambridge: CUP. 

1990 Openline Bosch G., M. (1990). Open Line Students’ Book. Pearson 
Alhambra. 

1991 Hotline Elementary Hutchinson, T. (1991). Hotline: Elementary Students 
Book. Oxford: OUP. 

1995 The English Experience 
Corrías, M., & Linwood, P. (1995). The English 

Experience Students’ Book. London: Thomas Nelson and 
Sons Ltd 

1995 Reward Upper-
Intermediate 

Greenall, S. (1995). Reward: Upper-Intermediate Student's 
book. Oxford: Heinemann English Language Teaching 

1997 Milestones Intermediate Hutchinson, T. (1997). Milestones Pre-Intermediate: 
Student's Book. Oxford: OUP. 

2000 Landmark Intermediate Haines, S., & Stewart B. (2000). Landmark Intermediate: 
Student's Book. Oxford: OUP. 

2001 Inside Out Intermediate Kay, S., & Jones, V. (2001). Inside Out Intermediate: 
Student's Book. Oxford: Macmillan Publishers Limited 

2004 Steps to Success Murphy, S., & Wetz, B. (2004). Steps to Success Students’ 
Book. Oxford: OUP. 

2005 Face2face Pre-
intermediate 

Cunningham, G., & Redston, C. (2005). Face2face 
Intermediate Student's Book. Cambridge: CUP. 

2006 Valid Choice for 
Bachillerato 2 

Lawrence, J., & Williams, A. (2006). Valid Choice For 
Bachillerato 2 Student’s Book. Cyprus: Burlington Books 

2006 Bridges for Bachillerato 1 Lawrence, J., & Williams, A. (2006). Bridges for 
Bachillerato 1 Student’s Book. Cyprus: Burlington Books 

2007 New English File 
Intermediate 

Oxenden, C., & Latham-Koenig, C. (2007). New English 
File. Intermediate, Student's Book. Oxford: OUP. 

2008 Get it right Cambpell C., & Wheeldon S. (2008). Get it right Student's 
Book 1. Oxford: OUP. 

2011 English in Mind Herbert, P., & Stranks, J. (2011). English in Mind Student's 
Book. Cambridge: CUP. 
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5.3.1.1.4 Digitization of the units and activities 

	
Each unit was scanned and after digitized for text processing24 with Adobe Acrobat Pro 

X. The invaluable help of optical character recognition -or reader- (OCR) software 

facilitated a quicker transit of the scanned .jpg format files into a corpus of formatless 

text. I would like to stress the fact that I only extracted each activity’s heading (that is, 

the instructions) and ignored the body of the activity itself. It should be noted, however, 

that for the detection and measurement of the explicit and implicit teaching potential of 

each activity, I did take full account of the context and sequencing of the activity in the 

unit. At the end of the process, the total number of activities in the corpus was 681. 

	

5.3.1.1.5 Typology of activities and their categorization 

	
Teaching is necessarily operationalized in the classroom by means of activities (Criado 

et al., 2010). Every single activity that EFL teachers implement in the class accrues a 

specific explicit and implicit teaching load, which, as a matter of course, influences the 

type of linguistic knowledge achieved by the learner. The explicit or implicit teaching 

load can be identified once the learning goal and the pedagogical strategy of the activity 

have been also detected. This is possible mainly because the learning goal of the activity 

reveals whether there is presence or absence of focus-on-form. Additionally, the 

strategy of the activity can also help identify the type of attention to form that is 

required. Therefore, the learning objective and the pedagogical strategy of each activity 

can be directly linked with the presence or absence of a explicit teaching load. In the 

absence of a explicit teaching load (in other words, when there is no focus-on-form), the 

potential promoted would be implicit instead. Inter-rater and intra-rater reliability  

measures (e.g. Cohen’s kappa -when there are two judges- or Fleiss’ Kappa -when there 

are three or more judges) can be applied to test the validity of this categorization (see 

section 5.4.2.6 for the inter- and intra-rater reliability test of the judges in this study). 

  

																																																								
24 No copyright infringement was intended. The proportion of data collected for the compilation of the 
corpus consisted of less than 10% of the contents in each textbook and only the activity instructions were 
transformed into a plain text file and after codified. Data from textbooks was not used for commercial 
purposes, but for research purposes alone. Additionally, all the textbooks and authors are properly cited 
here in table 5 and in the references section at the end of this dissertation. 
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In EFL textbooks with levels ranging from A2 to B2, one can expect to find 

three major types of activities taking into account the the teaching potential promoted 

by the objective and the strategy of the activity: 

a) highly or fully explicit: these activities have a strong focus on declarative information 

on the language. Explicit teaching of the forms of the L2 through activities implies 

that learners become conscious and aware of structures, such as grammar rules, 

lexical items, meanings or pronunciation. Below, there is an example. Notice activity 

6, section a). 
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Figure 5. Activity with a full explicit teaching potential (Cunningham & Redston, 

2005: 29) 
 

The activity says: Look at these sentences. Then choose the correct verb form in the 

rules. Only by looking at the activity instructions, we can see that this activity has a 

higher explicit teaching potential. The objective of the activitiy is to reflect on 

declarative (metalinguistic) information on the language. The pedagogical strategy 

followed is a multiple choice; the student has to read the sentences and infer the 

functioning of the present perfect and past simple rules by choosing the correct option. 

Having said that, if we take into account the activities that come after 6a, the 

sequenicing of activities clearly promotes a DECPRO. As the quantity of practice 

activities focused on form decreases, more activities with an emphasis on meaning seem 

to appear.  

 

b) highly or fully implicit: these activities foster an active engagement in the 

communicative side of FL learning. The way learners do so is to practise the 

language skills (reading, writing, speaking and listening) without explicitly reflecting 

on the underlying rules. Below, there is an example. Pay attention to activity 1, 

sections a) and b): 
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Figure 6. Activity with a full implicit teaching potential (Hutchinson, 

1997: 92) 
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The activity says: Look at this list of situations. Have any of these ever happened to 

you? The learning objective of the activity is the present perfect and the pedagogical 

strategy followed is a communicative drill. Students are encouraged to practise -though 

this is not explicitly stated in the activity’s instruction- some specific forms; however, 

they are free to express what they want. In this instance, no explicit instructions are 

given to learners as for the type of language or structures they should employ. Also, the 

sequence of activities has an impact on its teaching potential. Here, the activity 

promotes practice or production if preceeded by more controlled presentation or 

practice activities These aspects, together with the fact that the general aim of this 

activity is to practise oral skills, suggest that the teaching potential of this activity is 

mostly implicit.  

 

c) mixed explicit and implicit: to some degree, activities of this sort draw learners’ 

attention partly on the forms and partly on the content or communicative message. 

Most oftent, as required in the instructions, students might need to reflect on the rules 

of language that they have been induced to learn explicitly (on the textbook’s part) so 

that they can put them into practice. Look at activity b) below: 
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Figure 7. Activity with a mixed teaching potential (Oxenden & Latham-

Koenig, 2007: 75) 
 

On this page of the textbook devoted to the study of non-defining relative clauses, 

activity b) says: In pairs, put in as many non-defining relative clauses as possible to 

make the story longer and more interesting. The learning objective of this activity is to 

learn and practise the non-defining form of relative clauses; the strategy followed is 
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writing sentences (controlled practice). The fact that this activity combines attention to a 

specific form with teamwork and brainstorming to enrich the content of the story makes 

the activity partially focused on the learning of explicit knowledge and partially focused 

on the learning of implicit knowledge – in principle. 

	

5.3.1.1.6 Codification of the activities in the corpus 

	
Having detected and analyzed the explicit and implicit teaching potential of the 

activities, I began to label them. Two labels, or tags, were attached to each individual 

activity: 

i) Tag A<> contained referential information about the activity, to be able to locate 

its source and context when needed. The format of the label was as follows: 

A<editorial_name of the textbook_author(s)_year of publication_level of 

proficiency_unit_section within the unit_page number_activity number>.  

ii) Tag B<> marked the explicit and implicit teaching potential of the activity. Those 

with a full focus on form were tagged as B<0>, those with a full focus on content 

B<100>, and the ones with a mixed potential B<50>. Here is an example of a full 

label: A<cam_f2f_cu&rd_2005_B1_4_r&g_29_6a>B<0>. 

 

5.3.1.1.7 Quantitative analysis of the corpus of activities 

 

Based on Criado et al.’s (2010) scale (see section 5.3.2.1) –and following the criteria 

listed in section 5.3.1.5 for the categorization of activities with a highly or fully explicit 

teaching load, with a highly or fully implicit teaching potential, or with a mixed 

(explicit and implicit) load- I will now account for the quantitative analysis of the 

corpus of activities. 

With a total sum of 681 activities, the general corpus was further subdivided into 

three different corpora25 for analytical purposes. The overall count of activities with a 

full explicit teaching potential (217), with a full implicit teaching potential (340), and 

with a mixed explicit and implicit teaching potential (124) revealed a significant 

preeminence of those that promoted attention to the content or communication (49.9%). 

In second place, a full explicit teaching potential characterized 31.8% of the activities in 
																																																								
25 An individual corpus containing each activity type (explicit, implicit and combined potential). 
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the corpus, form-focused instruction also marking a notable presence -mostly- in all the 

textbooks analyzed. Lastly, in third place, the remaining 17.6% of the activities showed 

a remarkable balance between explicit and implicit teaching. 

 
Figure 8. Amount of activities regarding their teaching potential 

 

Figure 9 below represents the number of activities26 of each type with regard to the 

textbook and the time of publication. Following a chronological order, it should first be 

noticed that, in 81.2% of the cases, the number of activities with a full implicit teaching 

potential is higher than the number of activities that are fully or partially focused on 

form (Streamline, 1985; The Cambridge English Course, 1986; Hotline, 1991; The 

English Experience, 1995; Reward, 1995; Milestones, 1997; Landmark, 2000; Inside 

Out, 2001; Steps to Success, 2004; Valid Choice, 2006; Bridges, 2006; New English 

File, 2007; English in Mind, 2011). 

																																																								
26 The values in the graph are not standardized, in order to present the real -and not a statistical- weight of 
the different typology of activities in each textbook throughout the last two decades. 
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Figure 9. Number of activities of different typology per textbook and year of publication 
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The fact that more activities with a higher implicit teaching load are encountered in 13 

out of 16 textbooks might reveal the foisting character of the CLT since the early 

eighties. 

 

 
Figure 10. Cluster tree representing the possible relations between textbooks with regard to the 

presence of different types of activities with a diversity of teaching potentials. 

 

From the cluster tree or dendogram in Figure 10, the potential patterns showing 

similarities or differences in the presence of activities across textbooks can be inferred. 

Having split the tree in the first level27 (notice the red vertical line that cuts it), cases 2 

and 8 in the extremes, corresponding to Face2Face and Openline respectively, represent 

the most atypical textbooks from the sample. Openline is clearly a rare case inasmuch as 

the exceedingly high number of explicit teaching activities seems to undermine the 

overall tendency of textbooks to comply with the principles of the CLT. At the other 

extreme, Face2Face might be singled out for the fact that the number of activities with 

a full explicit potential and that of those with a full implicit potential seems equally high 

and balanced. The middle branch of the tree comprises an amalgam of connections 

between textbooks. The common denominator in disentangling why the rest of the 

coursebooks relate to one another points to the similar promotion of forms and content. 

Except case 3 (Get it Right), which shows a similar tendency to that of Face2Face, cases 

6 to 9 in the dendogram exhibit a greater proportion of activities with a full implicit 

																																																								
27 Levels in a dendogram can be seen from the right to the left. 
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teaching potential and a minor degree of activities with a mixed potential in comparison 

with the number of those with a full explicit teaching potential. Distinctively associated 

with a scaled increase from activities with a full explicit teaching potential to activities 

with a full implicit teaching potential are cases 10, 13, 14 and 16, corresponding to 

Steps to Success, Valid Choice, Bridges and Streamline. With regard to dendogram, the 

most prototypical example of the full set -but in conjunction with other cases such as 

number 5 (Inside Out), 10 (Steps to Success), 12 (The English Experience) and 14 

(Bridges)- is case number 13 (Valid Choice), perhaps, because it contains a 

representative sample of the three categories of activities and stands for having a 

moderate amount of activities. 

	

5.3.1.1.8 Results from the categorization of the activities 

	
After the activities were labeled and the quantitative analysis was carried out, I wanted 

to know whether there were prototypical activities representative of each of the sub-

corpora. Let us remember that in the general corpus there were 681 activities which 

could belong to three different categories with regard to their teaching potential: a) fully 

focused on explicit teaching; b) fully focused on implicit teaching; and c) partially 

focused on explicit and implicit teaching. 

As for the sub-corpus of activities fostering form knowledge, and labeled with 

the tag B<0>, the following categories were found: (i) form checking or peer review; 

(ii) multiple-choice questions; (iii) completion of gaps and tables; (iv) error correction; 

(v) pronunciation; (vi) search for target forms; (vii) metalinguistic reflection; (viii) 

listening to target forms and repetition; (ix) close attention to forms; (x) elaboration of 

lists of verbs, adjectives or vocabulary; (xi) matching of forms; (xii) rephrasing and 

rewriting; and (xiii) readings about metalinguistic explanations. 

The sub-corpus of exercises that drew learners’ attention to the content and to 

communicative practice, where activities were labeled with the tag B<100>, contained 

the richest variety: (i) close-ended and open-ended questions; (ii) choice of the correct 

forms; (iii) photographic description (background images or people profiles among 

others); (iv) role plays; (v) free and argument-driven conversations and discussions; (vi) 

surveys and quizzes; (vii) interaction in groups and team work; (viii) written and oral 

comprehension; (ix) written and oral production (often different text or conversation 

formats were involved); (x) search for specific information; (xi) judgment of true and 
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false statements; (xii) note making; (xiii) dialogue imitation; and (xiv) oral presentations 

in front of an audience. 

The third sub-corpus, aimed at the collection of activities labeled with the tag 

B<50>, which combined attention to both the forms of language and the content, 

consisted of a significantly less rich variety of tasks: (i) multiple-choice questions; (ii) 

choice of correct word forms; (iii) filling gaps or blanks; (iv) search for target forms and 

expressions; (v) close-ended questions and controlled production questions; (vi) 

sentence formation; and (vii) short, and often, controlled readings. 

	
5.3.1.2 Instrument for data collection: adaptation and validation of a new scale based 

on Criado et al.’s (2010) for EFL teachers (non-expert informants) to measure the 

explicit and implicit teaching potential of EFL activities 

5.3.1.2.1 Criado, Sánchez and Cantos’ (2010) scale 

	
The assessment of EFL teachers’ perceptions on the explicit and implicit teaching 

potential of the activities is a complex issue. In fact, the tendency amongst scholars (see, 

for example, DeKeyser, 2009: 122) is to presume that the explicit and implicit 

determinants of language learning cannot be objectively measured, since these address 

cognitive processes that occur inside the brain and hence cannot be physically observed 

or tallied. 

Criado et al.’s (2010) approach is focused on teaching and accordingly they 

attempted to detect and analyze the explicit and implicit teaching load of activities with 

objective measures.  

More specifically, Criado et al. (2010) designed a scale based on the idea that 

the teaching load of the activity can be identified by detecting the presence or absence 

of attention to form in activities so that their teaching potential could be uncovered. 

Given the controversy underlying the detection of implicit knowledge, which is 

uncionscious and non-verbalizable, they decided to focus on the creation of objective 

measures to detect and analyse the features that allegedly promote explicit knowledge; 

this type of knowledge is conscious, verbalizable and easier to identify in activities. The 

presence of attention to form in the activity would entail that some degree of 

explicitness existed and viceversa. If no attention to form was promoted in the activity, 

that would account for the opposite phenomenon, that is, the presence of implicit 
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knowledge. Let us now examine the process of analysis of the teaching load more in 

depth. 

First, Criado et al. (2010) took into account that, in the classroom, the teaching 

action is operationalized through activities (Sánchez, 2004). These hinge around two 

central elements: (i) the learning goal of the activity; and (ii) the pedagogical strategy to 

reach that goal. Consider the following example: Transform the following sentences 

from active into passive form. In this case, the learning goal of this activity is to learn 

the passive voice. The pedagogical strategy to attain such goal is a sentence 

transformation activity. By detecting and analyzing the learning goal and the 

pedagogical strategy of the activity, one can verify whether there is presence or absence 

of attention to form. Whereas the presence of attention to formal aspects of the L2 

would account for the explicit teaching load, the absence of this attention would involve 

the implicit teaching potential. In this particular case, there is presence of attention to 

form, which suggests that the teaching load of the activity is explicit.  

The question now is: how can the exact teaching potential of an activity be 

measured? The scale designed by Criado et al. (2010) measures the construct of 

explicit and implicit teaching, which is conceived as a continuum (see figure 11 below). 

In this way, activtiies can reflect either a full explicit teaching potential or a full implicit 

teaching load, but it can also have a mixed teaching potential.  

In order to measure objectively the exact load of explicit and implicit teaching in 

activities, Criado et al. (2010) conceived nine defining features to identify the explicit 

teaching potential. If an activity did not comply with some of -or none- of the explicit 

teaching potential features, that would account for the presence of an implicit teaching 

load. Again, the reader should remember that: since implicitness is associated with non-

verbalizable, tacit, unconscious and inaccessible linguistic knowledge, the development 

of items to recall such impenetrable information would be -at least- controversial. Thus, 

the nine features address explicit aspects of the L2. Here are the items. 
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1. Looks for awareness of formal aspects of the language  

2. Focuses on metalinguistic information on the language 

3. Promotes declarative knowledge on the language 

4. Focuses primarily on form  

5. Favours linguistic accuracy 

6. Uses non-authentic materials 

7. Requires the use of the L1 

8. Aims at controlled use of the language  

9. Entails non-meaningful mechanical repetition 

 

Let us see what each individual item involves when analyzing an activity.  

 

Feature 1. Looks for awareness of formal aspects of the language: the activity aims at 

becoming aware of how grammatical structures or the lexicon and how grammatical 

structures are formed. Most often, explicit explanations of a rule are given, or indirectly, 

specific formal aspects are highlighted through various techniques: words in bold or in 

italics, or frequent examples (repetition) of the same form in a single text (whether aural 

or written). Example: ‘Read the table about the comparative and superlative forms of 

short adjectives’. 

Feature 2. Focuses on metalinguistic information on the language: the activity strongly 

emphasizes how a rule is formed and/or applied always through explicit explanations 

requiring metalinguistic knowledge. Explicit instruction can be deductive (first 

explaining the rules or giving the lexical meanings to the students straightaway, and 

then practising) or inductive (practising first as a means of inferring the rules or the 

lexical items). Very often, the only purpose of the activity is to understand the 

underlying structures of the language at distinct levels (morphological, syntactical, 

lexical). Example: ‘Complete the table with the correct rule of the past perfect 

continuous tense’. 

Feature 3. Promotes declarative knowledge on the language: knowing declarative 

knowledge on the language entails knowing facts about the functioning of the linguistic 

system. Thus, any aspect of language that can be explained to students is declarative. 

Example: ‘Plural is formed adding an “s” to the singular’; or ‘Write a list of words 

related to the semantic field of pets’. 
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Feature 4. Focuses primarily on form: the communicative purpose of activities is 

secondary and focus on form is the main goal. Usually, there is a strong emphasis on 

language forms (e.g. grammatical rules, lexical items, spelling, punctuation). Example: 

‘Complete the sentences with the correct form of the first and second conditionals’. 

Feature 5. Favours linguistic accuracy: the activity requires that the learner pays close 

attention to the grammaticality, spelling, wording or pronunciation of the language 

produced. Example: ‘In the previous activity, you wrote an article about the impact of 

mass media on society. Now, read your text carefully and check it to see if you made 

any mistake’. 

Feature 6. Uses non-authentic materials: any text or material that has been adapted to 

the level of proficiency of the learners is non-authentic. Example: ‘The passage you are 

about to read is an adaptation from a newspaper article about the environment. Read it 

and answer the questions’. 

Feature 7. Requires the use of the L1: typically, translation activities entail the use of 

the L1 and so do the activities that ask the learners to compare words or structures in the 

L1 and in the L2 (e.g. activities involving false friends help students reflect on their own 

L1; therefore, this type of activities favours reasoning and conscious attention to forms). 

Example: ‘Translate the following sentences into Spanish’. 

Feature 8. Aims at controlled use of language: when free linguistic production or 

creativity is not allowed (e.g. gap-fillers, rephrasing, vocabulary matching, etc.), the 

type of linguistic use is said to be ‘controlled’. Example: ‘Read the sentences and put 

the verbs in the brackets into the correct form of the present simple and present 

continuous’. 

Feature 9. Entails non-meaningful mechanical repetition: mechanical language drills 

are mainly activities that imply non-meaningful mechanical repetition as such, with a 

full focus on form, not on the message. Exercises of this type typically imply repetition 

of decontextualized sentences. For example: ‘Repeat the following sentences: I take my 

umbrella, you take your umbrella, he takes his umbrella, she takes her umbrella, we take 

our umbrella, you take your umbrella, they take their umbrella’. 
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In order to unearth the explicit and implicit teaching potential of each activity, the scale 

and its items must be used. The items are measured in terms of absolute values (yes or 

no, regarding the presence of explicit or implicit teaching). The sum of those values 

(computed on a scale of 10 points) make the construct of explicit and implicit teaching a 

continuum (see figure 11). In this continuum, intermediate degrees between the two 

extremes -the explicit and the implicit- are also allowed. ‘The scale should be inclusive, 

i.e., open to the presence and interaction of both explicit and implicit features’ (Criado 

et al., 2010: 112). In other words, activities can have a full explicit versus full implicit 

teaching potential and, at the same time, there can be activities whose teaching potential 

is a combination of explicitness and implicitness. For instance, a listening activity could 

draw learners’ attention both on the message (or content) and on the pronunciation (or 

form) of the language used; this would consequently yield a mixed explicit and implicit 

teaching potential. 

 

 
Figure 11. The explicit and implicit teaching construct or continuum. Source: Criado et al. 

(2010: 113). 

 

An indispensable requirement in any case is that the sum of both potentials is 10. This 

means that, if the implicit load is high, the explicit is low, and vice versa. If the implicit 

or explicit potential were full, that would exclude the presence of the other.  

Criado et al. (2010) convert this theoretical construct or continuum into a 

research instrument, which was validated28 for measuring the degree of explicit and 

implicit teaching potential of activities. Figure 12 below shows the tool.   

																																																								
28  Three experts in the area carried out the statistical validation of the scale. Results showed high 
agreement rates, which supported the validity and reliability of the tool (Criado et al, 2010: 116). 
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Figure 12. Criado et al.’s (2010) original instrument for measuring the explicit and implicit 

teaching potential of activities (p. 114). 

 

It should be noted that this tool measures the teaching -and not the learning- potential of 

the activity. Analyzing the outcome of learning would constitute a completely different 

endeavour.  

5.3.1.2.2 Creating a scale based on Criado et al.’s (2010) 

	
Applying the original scale by Criado et al. (2010) in the context of this dissertation 

might be problematic. Informants in the present study -EFL teachers- are not expected 

to be experts in the area of ISLA. Thus, having to deal with a measuring tool with which 

they are not familiarized could become a threat to the validity of the instrument. In 

order to minimize the complexity of the authentic scale, encourage teachers’ 

participation and ease the process of activity analysis, the scale was adapted. 

Specifically, the change made to create a scale based on Criado et al.’s (2010) consisted 

of excluding the analysis of the objectives and the strategies. Even though this 

distinction might have been easily perceptible for EFL teachers, it was estimated that it 

would make the process more complicated for teachers and that it would also be 

counterproductive during the process of data analysis (e.g. in terms of the interpretation 

of the results). No changes were applied to the items; the nine items were kept in the 

adaptation of the scale the same way they appeared in the original one. This decision 

might seem controversial, since item 3 (promotes declarative knowledge on the 

language) refers to the promotion of declarative knowledge and EFL teachers may not 

be familiarized with the term. However, there were clear instructions as to how to 
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interpret and apply it throughout the analysis of the activities in the questionnaire. In 

addition to that, I made sure that EFL teachers understood its meaning during the face-

to-face meetings before doing the questionnaire (see section 5.4.3).  

In summary, the purpose of this adaptation was twofold: i) to simplify the 

analysis that EFL teachers would develop; ii) to carry out a global analysis of the 

explicit and implicit teaching load of the activities.  

The major implications of this modification in the scale directly concerned the 

operationalization of the term activity, and the type and amount of data collected from 

EFL teachers. It should be noted that the original scale by Criado et al. (2010) was 

based on Sánchez’s (2004) operationalization of activities –defined as units of teaching 

action containing goals and strategies. With the adapted scale the operationalization of 

activities was still the same but, for the purpose of simplifying the analysis of the 

activities’ potential, the differentiation between goal and strategy was omitted. It was 

the teacher that had to think about the goal and the strategy globally in order to draw 

conclusions for the analysis of the activity’s teaching potential. Also, let us remember 

that simplifying the scale was convenient, because the target informants in this study -

EFL teachers- were not expected to be experts in the field.  

An implication directly derived from this omission was the lack of information 

regarding EFL teachers’ beliefs on the specific (explicit and/or implicit) nature of the 

goals and strategies of the activities. However, the adaptation was necessary. Had this 

adaptation not been implemented, the application of the original scale by non-expert 

informants might have constituted a serious threat to the internal and external validity of 

the data collected. 

 

 
Figure 13. Adaptation of Criado et al.’s (2010) scale. 
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As in the original scale, teachers would only have to respond Yes (implies the presence 

of explicit teaching) or No (implies absence of explicit teaching) to each of the items. 

The total sum of both columns (explicit and implicit) would yield the teaching potential 

of each activity. 

	

5.3.1.2.3 Design of the instrument by which the EFL teachers assess the explicit and 

implicit teaching potential of EFL activities 

	
Surveying and evaluating EFL teachers’ knowledge on the explicit and implicit teaching 

potential of activities was the following step in the process. The creation of a 

questionnaire was necessary to explore teachers’ beliefs on what they think they teach 

with each of the activities that they implement in class. The elaboration of the 

questionnaire implied a number of procedures that I will describe in an orderly manner. 

The questionnaire begins with an initial page to explore descriptive data from 

the teachers.  

Table 6. Questions to gather descriptive data from teachers in the questionnaire 

1. Sex 
2. Nationality 
3. Age 
4. University degree 
5. Master degree 
6. Years as an EFL teacher 
7. Total number of weeks of language stays abroad. Where? 
8. Is being an EFL teacher your real vocation? A) Yes; B) No; C) Other 
9. Is being an EFL teacher at a High School your ultimate academic goal? A) Yes; B) No; C) Other 
10. Are you familiarized with research papers on Instructed Second Language Acquisition (ISLA)?  

A) Yes; B) No; C) Other 
11. How would you describe the course syllabus?  
A) Communicative; B) Traditional; C) Mixed (A+B) 
12. How would you describe your own approach to EFL teaching?  

A) Communicative; B) Traditional; C) Mixed (A+B) 
13. Do you sometimes need to explain or clarify some points in Spanish during the class?  

A) Yes; B) No; C) Other. In case of answering ‘Other’, on which occasions? 
 

The following section of the questionnaire was designed to inform EFL teachers of the 

purpose of my research. In this second section I stated the importance of applying 
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didactic materials with full awareness of their explicit and implicit teaching potential, 

and the possible outcomes of both a balanced and an unbalanced selection of materials 

on learning. I also thanked teachers in advance for their collaboration, since lacking 

their help would have made it impossible for me to continue with this dissertation.  

The third section of the questionnaire consisted of the sample analysis of three 

activities; one with a high explicit teaching potential (fully focused on form), one with a 

high implicit teaching potential (fully focused on content), and a third activity with a 

mixed explicit and implicit teaching potential (partially focused on form and content). 

Lastly, in the fourth section, a battery of 30 real EFL activities was displayed for 

teachers to evaluate their explicit and implicit teaching potential. There were ten 

activities from each category (mostly explicit, mostly implicit and mixed potential). 

These were randomly arranged, so as to avoid the detection of patterns in the analysis. 

5.3.1.2.4 Analysis of the explicit and implicit teaching potential of the activities to be 

assessed by the teachers 

	
Now, activities in the questionnaire will be analyzed from the perspective of their 

explicit and implicit teaching potential. The method of analysis will consist of applying 

the adapted version of Criado et al.’s (2010) scale to each of the 30 activities in the 

questionnaire. By considering the goals and strategies globally in each of the activities 

(Sánchez, 2004), I will respond to the 9 individual items in the scale. For each of these 

items, the answer can be either Yes (promotes explicit teaching) or No (does not 

promote explicit teaching; thus, promotes implicit teaching instead). After applying the 

scale, considerations on the global teaching potential of the activity will be provided by 

checking the sum of both columns (Yes and No). 

The purpose of inspecting the activities with the adapted version of Criado et 

al.’s (2010) scale is to break them down into the explicit and implicit components and 

establish a template for comparison. Once the data from EFL teachers are gathered, 

these will be compared with the template to probe the proximity or distance of teachers’ 

answers with regard to the experts’ analysis. This will help me explore EFL teachers’ 

understanding and beliefs on the construct of explicit and implicit teaching. 

Additionally, getting to know teachers’ beliefs on the construct of explicit and implicit 

teaching might help me understand why they make certain decisions in the selection and 

implementation of activities in the classroom. 
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Now, for each individual activity I will provide a brief commentary about the 

rationale underlying the application of the scale and the analysis of the items. 

 

Activity 1 

 

 
Figure 14. Activity 1 (mostly or fully focused on form) 

A<cam_eim_he&str_2011_A2_9_p_79_4a>B<0>29 

 

Activity 1 in the questionnaire is aimed at practising pronunciation, which is subskill; 

specifically, the emphasis in this section is on comparatives with than. It says, ‘Listen to 

the sentences and underline the stressed syllables’. Working on pronunciation entails 

gaining awareness of formal aspects of the language but, in this exercise, no explicit 

metalinguistic information is given to the student. The activity promotes declarative 

knowledge on the language, inasmuch as bringing about explicit knowledge about the 

pronunciation of words requires learning rules. Since no other skill or communicative 

practice is involved in this exercise, attention is primarily drawn on form and the 

attainment of accuracy. I do not know the source of the instances in the task, that is, 

whether they have been extracted or adapted from any other materials. Consequently, I 

cannot state that the materials are non-authentic. What seems clear is that the activity 

does not require the use of the L1 and the use of the L2 is very restricted, because 

learners are not given any degree of freedom. Lastly, the type of practice promoted is 

mechanical and non-meaningful, as learners have to analyze the stressed syllable 

																																																								
29 I will use my own terminology to refer to the source of the activities. It should also be noted that the 
teaching potential marked in Tag B and the one resulting from the application of the scale might differ 
slightly sometimes. Whereas the former is an estimate of the explicit and implicit teaching potential, the 
latter represents the exact objective measure.  
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repeatedly, without paying attention to the message conveyed. Table 7 below shows the 

explicit and implicit teaching potential yielded. 

 
Table 7. Analysis of the explicit and implicit teaching potential of activity 1 

 
 

Activity 2 

 
Figure 15. Activity 2 (mostly or fully focused on meaning) 

A<bur_bri_wi&bai_2013_B1_7_v_86_3>B<100> 

 

The strong focus of Activity 2 on the meaning of sentences makes it radically different 

to the previous one. It says: ‘Decide if the following sentences are true or false’. Given 

the emphasis on pondering the truthfulness or falsehood of the statements, which 

counteracts awareness of formal aspects, attention on declarative and metalinguistic 

information, attention to the forms, linguistic accuracy or the use of the L1, for items 1, 

2, 3, 4, 5 and 7 in the scale the answer would be no. Additionally, the answer for item 6 

would be equally no, since there are no clues to declare that the activity makes use of 

non-authentic materials; similarly, the use of language is not controlled, and there is not 

mechanical repetition involved, thus, the answer for items 8 and 9 is also no. In the light 

of the above information, Activity 2 has a full implicit teaching potential, as no explicit 

references to forms are mentioned. 
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Table 8. Analysis of the explicit and implicit teaching potential of activity 2 

 
 

Activity 3 (analysis of number 6 only) 

 

 
Figure 16. Activity 3 (partially focused on form and meaning) 

A<bur_bri_wi&bai_2013_B1_7_v_81_6>B<50> 

 

Activity 3 in the questionnaire (number 6 in the Figure 16 above) says: ‘With a partner, 

think of three situations where you would need to ask for help. Then make up mini-

dialogues for each situation, using sentences from Exercise 5 to help you’. The activity 

requires following two steps. In the first step, learners have to recall communicative 

contexts where they might need asking for help, which does not demand awareness of 

formal aspects or metalinguistic knowledge on the language. Even though it may seem 

that the activity promotes declarative knowledge, due to the clear reference to the 

prefabricated language chunks in exercise 5 afterwards, the major focus is on the 

elaboration of mini-dialogues. Deflecting attention from the forms in order to 

emphasize the communicative intention of the message definitely does not intend to 

promote the learning of declarative knowledge, or even focus primarily on form. What 
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is on the contrary pursued with the display of a number of chunks is linguistic accuracy 

and native-likeness. As it is not explicitly mentioned in the heading that students need 

to use the L1, the answer for item 7 is no; nonetheless, the precondition for including 

the chunks entails, to some extent, a controlled use of the language. Ultimately, the 

activity does not involve non-meaningful mechanical repetition. After considering each 

of the items in the scale, the teaching potential of activity 3 is, albeit more implicit than 

explicit, fairly balanced.  

 

Table 9. Analysis of the explicit and implicit teaching potential of activity 3 

 
 
Activity 4 (analysis of number 2 only) 

 
Figure 17. Activity 4 (partially focused on form and meaning) 

A<bur_bri_wi&bai_2013_B1_7_v_86_2>B<50> 

 

Activity 4 in the questionnaire (activity 2 in the Figure 17 above) says: ‘Complete the 

sentences with the expressions in Exercise 1. Make any necessary changes to the verbs’. 

It seems to be a purely grammatical activity from first reading, but the need to link the 

vocabulary in exercise 1, in order to use it for filling in the gaps later on may also draw 
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learners’ attention, not only on the forms, but also on the content of the message 

conveyed. The demand for looking attentively at the form of the verbs entails awareness 

of formal aspects of the language as well as resorting to declarative and metalinguistic 

knowledge. The activity focuses primarily on form and accuracy is sought. Since the 

sentences seem to have been devised with the unique purpose of filling in gaps with the 

vocabulary in exercise 1, it is very likely that the type of materials used is non-

authentic. Despite the strong focus on form, the L1 is not needed to complete this task 

and, in a similar way, the activity does not involve mechanical repetition. However, the 

use of language is totally controlled. Bearing in mind the features of activity 4, the 

analysis of the teaching potential resulting the application of the scale reveals a very 

high explicit load. In contrast, its implicit potential is almost marginal. 

 
Table 10. Analysis of the explicit and implicit teaching potential of activity 4 

 
 

Activity 5 

 
Figure 18. Activity 5 (mostly or fully focused on meaning) 

A<bur_bri_wi&bai_2013_B1_7_v_87_7a>B<100> 
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Activity 5 in the questionnaire (number 7 in the picture) is aimed at guessing the 

meaning of a number of idioms. It says: ‘Look at the picture and the caption below. 

What do you think the expression means? [picture] Choose the correct meaning for 

each expression in bold’. The activity has two parts. In the first, learners have a visual 

cue that might help them guess the meaning of the idiom easily. In the second, however, 

there are no pictures to support learners’ choice, but two multiple choice questions with 

two possible answers in each. Given the full focus on the content, there is no need to 

focus on formal aspects of language or deliberately think about metalinguistic 

information. Even though the meaning of the expressions might be considered 

declarative knowledge, the activity does not emphasize the learning of declarative 

knowledge itself; it serves as a mere reminder to infer inductively the meaning of the 

idioms in a context where the focus is not diverted at form or linguistic accuracy in any 

way. Non-authentic materials are not used in this task and the L1 is not explicitly 

required. The use of language is not restricted insofar as learners are not asked to 

resolve an activity with particular linguistic devices. Lastly, the activity does not 

involve non-meaningful mechanical repetition. All these evidences reflect on its 

teaching potential, which is fully implicit.   

 

Table 11. Analysis of the explicit and implicit teaching potential of activity 5. 
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Activity 6 

 

 

 

 

 

 

 

Figure 19. Activity 6 (mostly or fully focused on form) 

A<cam_eim_he&str_2011_A2_9_g_81_8d>B<0> 

 

Activity 6 deals with morphological aspects of the language. It says: ‘Complete the 

sentences. Use the superlative form of the adjectives’. Basically, what students need to 

do in the activity is to consider the number of syllables in the adjective and decide on 

whether it needs the suffix –est (e.g. the biggest) or it demands using ‘the 

most+adjective’ (e.g. the most difficult). As the communicative focus of the activity is 

nearly null, the activity is expected to yield a higher explicit teaching potential. It does 

require awareness of formal aspects of the language as well as declarative and 

metalinguistic knowledge. The need to reflect upon the morphological rules underlying 

the use of adjectives without paying much attention to the content of the message itself 

makes the learner focus primarily on form, in order to seek accuracy. It cannot be 

stated, however, that the instances are non-authentic or that the L1 is demanded to fill in 

the activity. In contrast, it could be argued that the use of the language is fully 

controlled and, given the possibility to complete the task in its entirety without even 

looking at the communicative context, the activity entails non-meaningful mechanical 

repetition in practising a rule. As expected, the explicit teaching potential is much 

higher than the implicit. 
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Table 12. Analysis of the explicit and implicit teaching potential of activity 6 

 
 

Activity 7 

 
Figure 20. Activity 7 (mostly or fully focused on meaning) 

A<bur_bri_wi&bai_2013_B1_7_r_88_1>B<100> 

 

Activity 7 in the questionnaire (number 1 in Figure 20) is characterized by a strong 

communicative focus, because learners need to find out specific information in a text. 

The activity says: ‘A for and against essay presents two sides of an argument and 

concludes by supporting one of the sides. Read the model essay below. What is the 

writer’s opinion of computer games?’ Even though there are explicit guidelines 

(declarative knowledge) on the left hand side of the page to assist the reader in finding 

the information rapidly, these pieces of advise do not constitute a bias towards form. 

Indeed, the activity does not seek awareness of formal aspects of language, the same 

way it does not promote learning or resorting to declarative or metalinguistic 

knowledge. The major focus is the message conveyed and linguistic accuracy is not 

demanded, as learners do not have to produce language, but merely handle information. 
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Given the fact that the source of the text is unknown, it cannot be affirmed that the 

excerpt is non-authentic. As for items 7, 8 and 9 in the scale, the answer is also no, 

because the activity does not ask learners to translate the text, make a controlled use of 

language or practise the contents mechanically. Having seen all these features, it is no 

wonder that the teaching potential yielded by activity 7 is fully implicit.  

 

Table 13. Analysis of the explicit and implicit teaching potential of activity 7 

 
 
Activity 8 

 
Figure 21. Activity 8 (mostly or fully focused on form) 

A<cam_f2f_cu&rd_2005_B1_4_r&g_29_6a>B<0> 
 

Activity 8 (number 6 in Figure 21) plainly seems to advocate for learning the rules 

underlying a verb tense; in this case, the present perfect. The activity says: ‘Look at 

these sentences. Then choose the correct verb form in the rules’. Learning 

decontextualized grammar features straightforwardly promotes awareness of formal 

aspects of language, declarative and metalinguistic information. Even though there are 

two examples at the top, which students can use as a reference for completing the task 

below, the communicative context is poor and not very explanatory. Thus, focusing on 
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form in this activity is a prerequisite for attaining its goal. Unless learners pay conscious 

attention to the context of use of the present perfect tense, they should not be able -in 

theory- to select the right answers. Linguistic accuracy is sought and the type of 

materials used is in all likelihood non-authentic, since the instances seem to have been 

adapted in an attempt to contextualize the grammatical information. Additionally, the 

use of language is totally controlled. On the other hand, the L1 is not explicitly required 

to carry out exercise 8 and it does not imply mechanical or repetitive practice. As a 

result from applying the scale, it can be seen that activity 8 has a very high explicit 

teaching potential, whereas the implicit load is quite low. 

 
Table 14. Analysis of the explicit and implicit teaching potential of activity 8 

 
 

Activity 9 

 
Figure 22. Activity 9 (partially focused on form and meaning) 

A<bur_bri_wi&bai_2013_B1_7_w_89_5>B<50> 

 

Activity 9 in the questionnaire (number 5 in Figure 22) might be a perfect example of 

activity with a balanced -explicit and implicit- teaching potential. Labeled as such in 

Tag B (B<50>), the activity combines attention to form and content in a way that the 

learner has to show control of metalinguistic knowledge and, at the same time, 

creativity to finish the uncompleted instances. The activity says: ‘Choose one of the 

options and then complete the sentences so that they are true for you’. On the one hand, 
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learners have to demonstrate a good command of the adverbs of frequency, the present 

perfect tense, verbs followed by gerund or infinitive (e.g. enjoy+gerund), or expressions 

such as likely. This requires awareness of formal aspects of language and having learnt 

some declarative (metalinguistic) knowledge beforehand. However, it should be noted 

that the activity does not provide metalinguistic information on how to fill in the 

examples. Since there are gaps and these should only be completed with correct verb 

forms, linguistic accuracy is sought and, at least to some degree, the use of language is 

partially controlled to write some sections of the sentences. On the other hand, learners 

have to be inventive, as they need to finish the sentences in a particular way. With this 

in mind, it cannot be argued that forms are emphasized over the content or that the 

activity involves non-meaningful mechanical repetition. Resorting to the L1 is not 

necessary either. After considering the divergent elements implied in activity 9, the 

mixed explicit and implicit teaching potential resulting from the application of the scale 

can also be seen with clarity. The initial estimate for labeling the activity in the corpus 

nearly coincides with the objective measure, as both figures -the explicit and the 

implicit- only differ slightly. 

 

Table 15. Analysis of the explicit and implicit teaching potential of activity 9. 
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Activity 10 

 
Figure 23. Activity 10 (mostly or fully focused on meaning) 

A<bur_bri_wi&bai_2013_B1_7_r_88_2>B<100> 

 

This reading activity is aimed at finding specific information in a piece of text with the 

help of connectors, which act as keywords to locate the exact details quickly. Activity 10 

in the questionnaire (number 2 in Figure 23) says: ‘Find one example of a disadvantage 

and one of an advantage of computer games in the model in Exercise 1’. The explicit 

allusion to another exercise (the text in activity 7, also in the questionnaire), although 

unnecessary to carry out the analysis of the teaching potential, serves as a reference for 

teachers’ responses in the scale. To the extent that this task involves getting to know in 

deeper detail the functioning of connectors -and for extended information the textbook 

encourages learners to go to page 153-, the explicit potential of activity 10 is expected 

to be high. As there are straightforward instructions to study connectors, the exercise 

looks for awareness of formal aspects of language, and there is a clear focus on both 

declarative and metalinguistic knowledge. The presence of a big green table with 

metalinguistic information reveals the deliberate use of input enhancement techniques 

to draw learners’ attention primarily on form. Nonetheless, as in activity 7 in the 

questionnaire, there is no evidence to state that the text employed is not authentic. The 

L1 is not required and there is no need to practise the contents in a mechanical or 

repetitive way. In contrast, the use of language is fully controlled here. The teaching 

potential is therefore highly explicit, but also mixed with a considerable degree of 

implicitness due to the indispensable need to take the content into account. 
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Table 16. Analysis of the explicit and implicit teaching potential of activity 10 

 
 
Activity 11 
 

 
Figure 24. Activity 11 (partially focused on form and meaning) 

A<bur_bri_wi&bai_2013_B1_7_g_91_4>B<50> 

 

Activity 11 in the questionnaire (number 4 in Figure 24) can also be a representative 

instance of balanced teaching, with regard to explicitness and implicitness. It says: 

‘Complete the passage with the correct form of the verbs in brackets’. At first glance, it 

can be seen that there is an excerpt with gaps to fill in. The amount of linguistic input is 

considerable, as the completion of blanks is embraced by a communicative context that 

does not only consist of separate or isolated utterances. The student has to read the text 

in order to fulfill the activity. On the one hand, there are certain clues (e.g. time 

expressions, adverbs) that can speed up the completion of the activity without reading 

the whole piece of text (e.g. when followed by a past simple form, already with the 

present perfect tense, among others). On the other hand, activity 11 is aimed at revising 

numerous grammar features at the same time, which demands having learnt, assimilated 
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and practised the contents beforehand. Reflecting on these facts, it should be noted that 

the activity promotes awareness of formal aspects of language and sufficient command 

of declarative knowledge, even though it does not show metalinguistic information. 

Linguistic accuracy is sought and the type of language used required is totally 

controlled. In contrast, it cannot be stated that the text is not authentic or that the L1 is 

needed to finish the activity; non-meaningful mechanical repetition is not requested 

either. Having checked the potential of activity 11 analyzing the items in the scale, I 

arrive at the conclusion that the estimated mixed explicit and implicit teaching potential 

has been objectively verified. The activity is slightly more focused on explicit teaching, 

but the load implicit teaching is nearly as high as the other. 

 

Table 17. Analysis of the explicit and implicit teaching potential of activity 11. 

 
 

Activity 12 

 
Figure 25. Activity 12 (mostly or fully focused on form) 

A<cam_f2f_cu&rd_2005_B1_4_r&g_29_7a>B<0> 

 

From the instructions in this heading, one can visibly infer that the teaching potential of 

activity 12 in the questionnaire (number 7 in Figure 25) is in all likelihood mostly 

explicit. It says: ‘Look at the article again. Find four examples of the Present Perfect 

and four examples of the Past Simple’. Perhaps, in a previous activity, learners needed 

to read and react to that article in a communicative way. However, in this particular 

exercise attention to content of the message is missing. Activity 12 demands awareness 
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of formal aspects of the language as well as declarative and metalinguistic knowledge of 

two verb tenses, the present perfect and the past simple. It favours attention to form and 

linguistic accuracy. The control of language is full. However, the reference of the 

activity to that text does not suffice to state that it involves is non-authentic materials. 

Also, it does not require the use of the L1 or mechanical repetition. As a result, only one 

third of the activity’s teaching potential promotes implicitness. 
 
Table 18. Analysis of the explicit and implicit teaching potential of activity 12 

 
 

Activity 13 

 
Figure 26. Activity 13 (partially focused on form and meaning) 

A<cam_f2f_cu&rd_2005_B1_4_g_28_0>B<50> 

 

Activity 13 in the questionnaire encourages learners to produce language in a nearly 

unrestricted way. But for the subtle reference to the use of the past simple tense -which 

students have to infer if they are not explicitly told by the teacher-, the activity’s 

potential is expected to be mostly or fully implicit. Three different steps have to be 

followed: (i) written production stage in pairs; (ii) spoken interaction; and (iii) listening 

and guessing. The three stages are highly communicative, as they all involve attention 

to the message rather than the form (vocabulary, grammar, accuracy) in which it is 

delivered. The evidence is that, from reading the activity’s instructions, there is no 

promotion of declarative or metalinguistic knowledge and that awareness of formal 

aspects of the language is not sought. Similarly, learners’ attention is not drawn 

primarily on form, in the same way that linguistic accuracy does not seem to be as 
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important as the content of the message produced. Even though the use of the past 

simple tense is inductively demanded, learners are free to employ whatever vocabulary, 

language structures, idioms or expressions they wish. Activity 13 does not require the L1 

or practising the L2 in a mechanical or repetitive way. Bearing in mind these objective 

measures, it can be observed that the teaching potential of this activity is almost fully 

implicit. The fact that activity 13 implies the learners’ own written production makes 

item 6 in the scale count for a very small degree of explicitness. 

 

Table 19. Analysis of the explicit and implicit teaching potential of activity 13 

 
 

Activity 14 (analysis of 4a only) 

 
Figure 27. Activity 14 (mostly or fully focused on form) 

A<cam_f2f_cu&rd_2005_B1_4_l&g_30_4a>B<0> 

 

Activity 14 (number 4a in Figure 27) belongs to another listening task. We know this 

because in section 4b, students are asked to listen again and check. In this activity, 

learners would be listening to the recording for the first time. Activity 14 (4a) says: 

‘Look at the beginning of the conversation. Which verb forms did Scott and Julie say?’. 

In the wording of the activity’s heading, it is implied that the conversation is longer than 

what students are shown, but that would not be part of the analysis. The focus of this 
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activity is merely grammatical, as all the verb forms consist of past simple and present 

perfect structures. Thus, any task beyond the strict identification of forms should not be 

considered in the analysis of the teaching potential of the activity. Overall, activity 14 

does look for awareness of formal aspects of the language, whereas attention to the 

content of what is being said is not explicitly demanded. The exercise also involves 

learning declarative knowledge and metalinguistic information; learners are told to 

recognize a number of linguistic patterns and, in an inductive way, they are being 

encouraged to infer the rules underlying both verb tenses. Additionally, linguistic 

accuracy is favoured and the use of language is fully controlled. So far it should be 

noted that activity 14 is primarily targeted at forms; however, the fact that it does not 

entail the use of non-authentic materials, it does not demand using the L1 or that 

repetition in a mechanical way is not the strategy followed here indicate that the task is 

not communicatively decontextualized in its entirety. There is a recording, and learners 

need to listen to it. This makes language practice somehow implicit, hence, some degree 

of implicit teaching is also expected to be found in the analysis. After incorporating the 

data into the scale, the explicit teaching potential seems to be much higher than the 

implicit. Nonetheless, nearly 35% of the teaching load is presumed to help develop the 

communicative command of language. 

 

Table 20. Analysis of the explicit and implicit teaching potential of activity 14. 
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Activity 15 

 
Figure 28. Activity 15 (mostly or fully focused on meaning) 

A<cam_eim_he&str_2011_A2_9_g_81_8b>B<100> 

 

This activity fosters a purely communicative type of practice. After reading a text, 

students have to try to answer a number of questions, none of which involves attention 

to form. Activity 15 in the questionnaire says: ‘Cover the text. Can you answer these 

questions?’ There seems to be only one condition for carrying out the task: learners 

should answer the questions without looking at the text again. Considering the nature of 

the questions posed, one might think that learners have to focus on specific vocabulary -

and not in forming complete sentences as such-, which may enhance declarative 

knowledge. Learners need to find out a name of a continent, a set of short country 

names, and ‘the most common word in English’. Learners’ answers are expected to be 

very concise, perhaps, consisting of the mere words asked, without putting them in 

complete sentences. Nevertheless, there are no explicit references to gaining awareness 

of formal aspects of the language, or learning declarative and metalinguistic knowledge. 

For sure, no rules or structures are involved in activities, but the declarative knowledge 

around which the activity is designed might be a confusing feature for the analysis of 

the teaching potential. If we take into consideration the activity’s heading, again, no 

explicit reference is aimed at learning declarative knowledge. The identification of 

words entails understanding language, which is a fully communicative task. In addition, 

learners’ attention is primarily drawn on the message of the text and linguistic accuracy 

is not necessary. Activity 15 does not make use of non-authentic materials or require the 

L1 at all. Lastly, it does not encourage learners to practise language in a controlled, 

repetitive or mechanical way. In the light of these results, the teaching potential of this 

activity is fully implicit.  

  



Chapter 5. Aim, Research Questions and method 
 

199 

Table 21. Analysis of the explicit and implicit teaching potential of activity 15. 

 
 
Activity 16 (analysis of 9a only) 

 
Figure 29. Activity 16 (mostly or fully focused on form) 

A<cam_f2f_cu&rd_2005_B1_4_r&v_33_9a>B<0> 

 

Activity 16 in the questionnaire (number 9 in Figure 29) is a task that involves four 

different steps. I will only focus on 9a, which is the first step. The exercise says: ‘Find 

all the –ed or ing- adjectives in the article’. The focus of activity 16 is derivational 

morphology and, more specifically, the study of the functions of two suffixes with 

which adjectives can be formed. The task consists of identifying adjectives with both 

suffixes in an article displayed before. The objective is simple and form is clearly the 

main focus. Activity 16 implies exploring formal aspects of the language and it compels 

learners to pay deliberate attention to declarative knowledge and metalinguistic (rule-

based) information. Accuracy is sought with awareness, since learners are deductively 

shown the exact linguistic pattern to be looked for. The type of language use is 

controlled, though not mechanical or repetitive. Finally, the answer for items 6, 7 and 9 

is no, as the L1 is not required and the materials used -to my knowledge- are authentic. 

The analysis of activity 16 reveals that its teaching potential is mostly explicit (67%), 

even though the presence of implicitness is fairly representative as well. 
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Table 22. Analysis of the explicit and implicit teaching potential of activity 16 

 
 

Activity 17 

 
Figure 30. Activity 17 (partially focused on forma and meaning) 

A<cam_f2f_cu&rd_2005_B1_4_v&g_29_10>B<50> 

 

The main goal of activity 17 in the questionnaire (number 10 in Figure 30) is to write a 

number of sentences. Even though it is not explicitly stated anywhere that learners have 

to use the present perfect form, they are given prompts in an inductive way. It says: ‘On 

six pieces of paper write three interesting things you have done in your life and three 

things you haven’t done but would like to. Use verbs from 8a) or your own ideas’. 

Learners are apparently given freedom to use their own ideas, however, they are 

persuaded to follow the structure of the two instances below the activity’s heading, 

which contain the affirmative and negative forms of the present perfect. Thus, the 

combination of attention to the message and the clear focus on a verb tense shape the 

teaching potential. In the light of this data, activity 17 looks for awareness of formal 

aspects of language and declarative knowledge is promoted, even though there is not 

metalinguistic information to guide learners’ written production. Showing two sample 

sentences for students to get the gist of what they need to do favours linguistic accuracy, 

but still the emphasis is not primarily on form. The use of language is inductively 

controlled, since students should not be using any other tense but the present perfect to 

express what they have or have not done so far. The activity does not make use of non-
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authentic materials and it does not require the use of the L1 or mechanical repetition 

either. Given the combination of explicit and implicit teaching features in the scale after 

the analysis, the activity’s load is almost fully balanced, as expected from the estimated 

categorization in the corpus. The implicit teaching potential is relatively higher than the 

explicit though. In sum, activity 17 would be a good task for promoting a balanced 

teaching of forms and content.  

 

Table 23. Analysis of the explicit and implicit teaching potential of activity 17. 

 
 

Activity 18 (analysis of 11a only) 

 
Figure 31. Activity 18 (mostly or fully focused on meaning) 

A<cam_eim_he&str_2011_A2_9_w_83_10a>B<100> 

 

Activity 18 in the questionnaire (number 11a in Figure 31) is comprised of two writing 

activities. Only section a will be analyzed here. The main purpose of the exercise is to 

write a composition. It says: ‘Write about the languages you speak. Use the texts by 

Roberto and Gabriela on page 79 to help you’. The reference to another text that 

learners can read to get inspired can make the activity’s teaching potential even more 

implicit and communicative. The absence of indications as for the type of vocabulary, 
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expressions or tenses to use will also be reflected as a very likely dearth of explicitness. 

The evidences suggest that Activity 18 does not look for awareness of formal aspects of 

the language. Even if the sample text by Roberto or Gabriela cited in the activity 

contains target linguistic items, this exercise does not promote the learning of 

declarative or metalinguistic knowledge. Thus, it does not focus primarily on form. As 

for the accuracy in language use, activity 18 does not explicitly make any reference to it. 

Furthermore, the L1 is not needed and, given the extensive freedom to use language as 

learners wish, the type of written production is not controlled, mechanic or repetitive in 

any way. Having applied the scale, and coinciding with the estimated teaching potential 

attributed to the activity in the corpus analysis, activity 18 is fully implicit.  

 

Table 24. Analysis of the explicit and implicit teaching potential of activity 18. 

 
 

Activity 19 

 
Figure 32. Activity 19 (mostly or fully focused on form) 

A<cam_f2f_cu&rd_2005_B1_4_v&spl_35_3a>B<0> 

 

Activity 19 in the questionnaire (number 3 in Figure 32) is aimed at identifying specific 

vocabulary about types of music by rearranging and joining the isolate morphemes. It 

says: ‘Join these pieces of paper to make six types of music’. There is not a 
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communicative focus in the activity, but a decontextualized recalling of -perhaps 

previously- reviewed or learnt vocabulary. The lexical items are easily identifiable, 

since for EFL learners some of the target words are equally written in their L1 like, for 

instance, pop, jazz, blues among others. Having considered these features, the evidence 

suggests that activity 19 looks for awareness of formal aspects of the language, as the 

grouping of morphemes to form words fosters explicit learning, which in turn favours 

awareness of declarative knowledge. The exercise focuses primarily on form, given the 

lack of a message or any sort of communicative context. In this case, the use of 

materials might be considered non-authentic, due to the biased, limited and 

decontextualized selection of words related to a specific semantic field: types of music. 

Linguistic accuracy is favoured, because there is no margin for error; words in the 

activity do not allow for a diversity of changes, but only for one possible form. This 

implies that the type of language use in activity 19 is fully controlled. On the other 

hand, there is no metalinguistic information displayed, students’ L1 is not demanded 

and the type of practice does not involve non-meaningful mechanical repetition. Despite 

the strong focus on the form of certain words, the degree of implicit teaching is slightly 

high, 33% of the whole activity’s potential. Nevertheless, the potential for explicit 

teaching is still greater (67%) than the implicit one. 

 

Table 25. Analysis of the explicit and implicit teaching potential of activity 19. 
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Activity 20 

 
Figure 33. Activity 20 (mostly or fully focused on meaning) 

A<cam_f2f_cu&rd_2005_B1_4_r&g_28_4a>B<100> 

 

Group work in the EFL classroom might always promote interaction and cooperative 

learning, which enhance communication amongst students and the development of 

communicative fluency, or implicit knowledge. Activity 20 in the questionnaire (number 

4 in Figure 33) favours teamwork; it says: ‘Work in groups. What do you know about 

the Star Wars films? Talk about these things’. At first reading, we can expect a high 

implicit teaching potential, due to the communicative load of the exercise. Also, the fact 

that the task is topic-driven might contribute to shape the teaching potential towards 

implicitness. Activity 20 is definitely not aimed at becoming aware of formal aspects of 

the language, promoting metalinguistic information or gaining declarative knowledge. 

The focus is not primarily on form and linguistic accuracy is not demanded. We cannot 

even find inductive cues to focus on a particular verb form in the activity’s heading, 

which indicates that the use of language is free. Learners’ L1 is not required to carry out 

activity 20, let alone non-meaningful mechanical repetition. Weighing out the above-

mentioned characteristics, the resulting teaching potential is doubtlessly fully implicit, 

due to the strong communicative load and the lack of explicit teaching demands.  

 

Table 26. Analysis of the explicit and implicit teaching potential of activity 20. 
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Activity 21 

 
Figure 34. Activity 21 (partially focused on form and meaning) 

A<cam_f2f_cu&rd_2005_B1_4_v_32_1a>B<50> 

 

The goal of activity 21 in the questionnaire (number 1 in Figure 34) is to categorize a 

number of words, collocations and verbs according to whether they are related to TV 

equipment, TV programmes or TV verbs. It says: ‘Put these words/phrases into three 

groups’. Unlike activity 19 in the questionnaire, where learners only had to rearrange 

the morphemes to form words, this exercise combines the explicit handling of words 

with special attention to their meaning. On the one hand, activity 21 demands for 

awareness of formal aspects of the language and favours the learning of declarative 

knowledge, even though it does not involve any kind of metalinguistic information. The 

emphasis on form is greater to the emphasis on meaning, since there is not a 

communicative context or purpose when dealing with the items; the goal is purely 

analytical. Linguistic accuracy is sought and the type of language use is totally 

controlled. However, the task does not entail the use of non-authentic materials, the L1 

or decontextualized mechanical practice. For these reasons, the explicit teaching 

potential is slightly higher (56%), even though the presence of implicitness is as 

relevant as to indicate that the potential of activity 21 is mixed. 
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Table 27. Analysis of the explicit and implicit teaching potential of activity 21. 

 
 

Activity 22 (analysis of 1b only) 

 
Figure 35. Activity 22 (mostly or fully focused on meaning) 

A<cam_f2f_cu&rd_2005_B1_4_v_35_1b>B<100> 

 

On the same line as activity 20, the goal of activity 22 (number 1a in Figure 35) is to 

practise speaking. It says: ‘Tell your partner about your favourite film of all time. Ask 

follow-up questions’. There are to fundamental features in this exercise: interaction and 

imitation. On the one hand, learners are free to use language as they may wish, without 

conscious control or explicitly thinking about which words, expressions or verb tenses 

to use; and they can do this with a partner, which enhances the communicative potential 

of the activity. On the other hand, two instances can be used as a guideline, a sample 

statement (A My favourite film is ‘Twins’) and a sample question (B What kind of film is 

it?). But the type of response that may come after the model question is not restricted or 

led towards any concrete direction. Whereas it could be expected that learners try to 

recall declarative knowledge about film genres, they are not explicitly but inductively 

encouraged to do so. The evidences suggest that the activity looks for awareness of 
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formal aspects of the language, not by deduction, but by inference. Nonetheless, the 

focus is not primarily emphasized on form, due to the fact that there are no 

metalinguistic explanations or lexical (declarative) items displayed in lists. Linguistic 

accuracy is clearly sought through an inductive control of the language used. The L1, 

however, is not required and neither is non-meaningful mechanical repetition. Having 

considered this information, the analysis of activity 22 reveals that its teaching potential 

is mostly implicit, even though the explicit load is considerably significant as well, 

perhaps, due to the relevance of the two samples. 

 

Table 28. Analysis of the explicit and implicit teaching potential of activity 22. 

 
 

Activity 23 

 
Figure 36. Activity 23 (mostly or fully focused on form) 

A<cam_f2f_cu&rd_2005_B1_4_l_35_4>B<0> 

 

Activity 23 in the questionnaire (number 4 in Figure 36) implies looking for specific 

information, expecting to find it with the help of prefabricated phrases that students can 

use as a shortcut. It says: ‘Look at R4.10, p148. Find all the phrases for agreeing, 

disagreeing and asking for opinions’. Firstly, there is an explicit reference to a revision 

page in the textbook with summarized information about these target structures. 

Secondly, rather than get to understand the content of the message, the activity 

promotes the inductive learning of chunks for expressing consensus, difference of 

opinion or forming opinion questions. Thus, activity 23 focuses primarily on form, 
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looks for awareness of formal aspects of the language and lets learners know about 

language chunks, which implies exposure to declarative knowledge. However, in the 

event of failure to observe the reference page with rule information, the activity would 

not focus on metalinguistic information. The eventual decision to use the reference page 

escapes control of teachers unless they explicitly ask learners to do so; thus, it cannot be 

stated that the activity itself focuses on metalinguistic features. The way students have 

to infer the use of structures that introduce agreement or disagreement is controlled and 

favours linguistic accuracy. However, there are no clues to state that the materials are 

non-authentic. Lastly, the activity does not require the use of the L1 or practising the L2 

in a non-meaningful mechanical way. The combination of explicit and implicit teaching 

features results in a mixed potential. Activity 23 has a slightly higher degree of explicit 

teaching potential, but the coexistence of both potentials is nearly fully balanced. 

 

Table 29. Analysis of the explicit and implicit teaching potential of activity 23. 

 
 

Activity 24 

 
Figure 37. Activity 24 (partially focused on form and meaning) 

(A<oxf_gir_ca&wh_2008_B1_3_g_35_5>B<50> 

 

The purpose of activity 24 in the questionnaire (number 5 in Figure 37) is to command 

the use of defining and non-defining relative clauses. It says: ‘Match sentences 1-6 with 

non-defining relative clauses A-F’. What this type of activity implies is the control of 
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different linguistic features, among which are some relative pronouns (the so-called wh- 

question words), the parts of speech (non-defining clauses require the identification of 

the subject and the predicate, in order to place the phrase in between) or the object 

pronouns30. However, learners also need to focus closely on the content of the instance 

to join them properly; not only to form a meaningful message, but also to produce a 

genuine statement. Bearing in mind these conditioning factors, activity 24 looks for 

awareness of formal aspects of the language, as well as declarative and metalinguistic 

knowledge. Form is emphasized over any other language feature and linguistic accuracy 

is sought and the type of language use is completely controlled. In contrast, the presence 

of general facts about popular topics indicates that there is no use of non-authentic 

materials. The L1, or practising the L2 in a non-meaningful way are not needed either. 

Due to the conscious control of language demanded in activity 24, the explicit teaching 

load is greater than the implicit, the latter, however, being considerably high as well.  

 

Table 30. Analysis of the explicit and implicit teaching potential of activity 24. 

 
  

																																																								
30 Consider the following instance: Jerry has a cat. His mother loves it. In order to join both sentences, 
the learner needs to know that ‘it’ has to be omitted in the target sentence (Jerry has a cat which his 
mother loves). 
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Activity 25 

 
Figure 38. Activity 25 (mostly or fully focused on meaning) 

A<cam_f2f_cu&rd_2005_B1_4_l_35_6a>B<100> 

 

Judging a set of sentences to decide whether you agree or disagree with them constitutes 

a determining factor in the teaching potential of activity 25 in the questionnaire (number 

6 in Figure 38). It says: ‘Look at these sentences. Think of reasons why you agree or 

disagree with them’. Due to the communicative bias of the exercise, none of the items 

from 1 to 9 in the scale is marked for explicitness. Activity 25 definitely does not look 

for awareness of formal aspects of the language, display metalinguistic information, or 

intend to emphasize declarative knowledge. Even though there is some degree of 

inductive explicitness given the need to use expressions for agreement or disagreement, 

the activity’s heading does not explicitly invoke their conscious handling. The exercise 

does not focus primarily on form, since reflecting on meaningful sentences to debate the 

instances emphasizes attention to the content of the message, and an uncontrolled use of 

language. Errors seem to be allowed, because free thinking cannot be restrained in any 

way. Activity 25 does not make use of non-authentic materials or require the L1; the 

practice with the L2 is not repetitive or mechanical either. Coinciding with the 

estimated analysis in the corpus, the teaching potential of this exercise is fully implicit. 
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Table 31. Analysis of the explicit and implicit teaching potential of activity 25. 

 
 

Activity 26 

 
Figure 39. Activity 26 (partially focused on form and meaning) 

A<oxf_gir_ca&wh_2008_B1_3_w_38_2>B<50> 

 

Activity 26 in the questionnaire (number 2 in Figure 39) asks learners to look for 

specific information using a list of connectors as language hints to find the information 

requested quickly. It says: ‘Which paragraph gives arguments for the statement? Which 

paragraph gives arguments against?’ Given the combination of attention to the content 

of the message, and the explicit display of chunks aimed at organizing the ideas in a 

text, the teaching potential expected is partially explicit and implicit. The facts are the 

following. The activity does look for awareness of formal aspects of the language (e.g. 

connectors of contrast, addition, exemplification or conclusion). Whereas it does not 

show metalinguistic information in the form of rules, activity 26 exhibits a set of linkers 

that comprise declarative knowledge on the language. The focus is primarily on form, 

linguistic accuracy is favoured and the use of language is controlled, as learners simply 

have to identify ideas guided by a number of linguistic cues. However, the activity does 

not entail the use of non-authentic materials, the use of the L1 or practising the L2 in a 

non-meaningful, mechanic, or repetitive way. The concluding observations verify the 
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estimated teaching potential, which was expected to be partially focused on explicitness 

and implicitness. 

 

Table 32. Analysis of the explicit and implicit teaching potential of activity 26. 

 
 

Activity 27 

 
Figure 40. Activity 27 (mostly or fully focused on form) 

A<oxf_gir_ca&wh_2008_B1_3_g_35_4>B<0> 
 

Getting to know the functioning of the relative clauses and pronouns and being able to 

apply that knowledge in practice are the goals of activity 27 in the questionnaire 

(number 4 in Figure 40). It says: ‘Read the Language Extra box and sentences 1-6. 

Which relative pronouns can you omit?’. Only when the relative pronoun acts as a 

direct object in the sentence can it be omitted (e.g in the first sentence, The band that my 

sister saw last week was American, the pronoun can be omitted). When the function of 

the relative pronoun is other than the direct object, such as subject, as for instance in 

examples 3, 4 and 6, it cannot be omitted. In order to know this, learners who are less 

advanced and do not know how to make the necessary changes automatically without 

conscious reflection need to pay conscious attention to the rules, in order to be able to 

determine whether a relative pronoun can be omitted or not. Having pondered this fact, 

it should be noted that activity 27 looks for awareness of formal aspects of the language 

and it offers metalinguistic information in a separate section which learners must read, 
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as it is stated in the heading. This additionally demands certain command or learning -if 

necessary- of declarative knowledge on this syntactic issue. Thus, this activity focuses 

primarily on form and favours linguistic accuracy through a strictly controlled use of 

language. However, activity 27 does not require the use of non-authentic materials, the 

L1 or mechanical repetition of the L2. Due to the little attention drawn on the message 

of the instances in the activity, its teaching potential is far less implicit than explicit.    

 

Table 33. Analysis of the explicit and implicit teaching potential of activity 27.   

 
 

Activity 28 

 
Figure 41. Activity 28 (partially focused on form and meaning) 

A<oxf_gir_ca&wh_2008_B1_3_s&w_41_6>B<50> 

 

Activity 28 in the questionnaire (number 6 in Figure 41) is aimed at completing a 

dialogue by filling in gaps with language chunks that are displayed below the activity’s 

heading. In a later stage learners are asked to listen to a recording to see if they got the 

right answers, which implies the development of oral comprehension and implicit 

knowledge. It seems that partially diverting attention to the fixed chunks and partially to 

the message of the dialogue might make the teaching potential of this activity mixed. 
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Activity 28 says: ‘Complete the dialogue with the phrases in the list. Then listen and 

check your answers’. The amount of input is very limited but there is a communicative 

context surrounding the blanks. Unlike tasks where each sentence is isolated from the 

rest, this activity requires following the ideas to fit in the expressions in the right order. 

If we analyze items 1 to 9, awareness of formal aspects of the language and the 

promotion of declarative knowledge can be evidenced; the phrases in the box constitute 

a set of lexical items that enhance the inductive explicitness and the learning of 

declarative knowledge. Nonetheless, activity 28 is not primarily focused on form, 

inasmuch as it does not explicitly display metalinguistic information or rules. Linguistic 

accuracy is favoured and the type of language use is fully controlled because, in 

carrying out this exercise, there is no freedom at all. In contrast, there is no use of non-

authentic materials, the L1 does not need to be employed and, overall the activity does 

not require repetitive or mechanical practice. In the light of these mixed results, the 

explicit and implicit teaching potentials of activity 28 are nearly fully balanced. There is 

a marked emphasis on communication rather than on form, which fosters implicitness to 

a slightly higher degree. 

 

Table 34. Analysis of the explicit and implicit teaching potential of activity 28. 

 
  



Chapter 5. Aim, Research Questions and method 
 

215 

Activity 29 

 
Figure 42. Activity 29 (mostly or fully focused on meaning) 

A<oxf_hot_hu_1991_A2_1_r_10_2>B<100> 

 

The objective of activity 29 in the questionnaire (number 2 in Figure 42) is to 

understand a dialogue amongst two speakers. It says: ‘Listen and follow in your books’. 

The implicit teaching potential of this exercise is expected to be remarkably high, due to 

the fact that the only strategy followed is reading while listening. Uncontrolled exposure 

to the language enhances experiential or unconscious acquisition. Given the clear bias 

towards implicitness, items 1 to 9 in activity 29 are all marked in the right column for 

implicit teaching. It does not look for awareness of formal aspects and form is not the 

priority of the exercise. Metalinguistic information is absent and the declarative 

knowledge present is fully contextualized, which prevents focusing on isolated words. 

In a similar way, linguistic accuracy is not demanded and there is no use of non-

authentic materials. The L1 is unnecessary and the type of language practice promoted 

is not repetitive or mechanical in any way. Having attested the aforementioned features, 

the resulting teaching potential from the analysis of activity 29 is a total focus on 

implicitness. 
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Table 35. Analysis of the explicit and implicit teaching potential of activity 29. 

 
 

Activity 30 

 
Figure 43. Activity 30 (mostly or fully focused on form) 

A<oxf_gir_ca&wh_2008_B1_3_p_41_12>B<0> 

 

Achieving the intonation of a set of questions seems to be the main goal of activity 30, 

the last one in the questionnaire (number 12 in Figure 43). It says: ‘Listen and repeat 

the questions’. Even though learners are asked to listen to a speaker saying the 

sentences in a recording, the main focus is on form, due to the emphasis on intonation. 

Despite the oral input, the decontextualized display of unrelated sentences makes 

activity 30, in all likelihood, more biased towards explicitness than implicitness. The 

fact is that it looks for awareness of a concrete formal aspect of language and, with the 

help of inductive hints, the learner is bound to rationalize the pronunciation of the 

questions posed; this inevitably promotes declarative knowledge. Linguistic accuracy is 

sought by imitation. Activity 30 might be one of the few exercises reviewed utilizing 

non-authentic materials, inasmuch as the collection of random and isolated daily 

questions to pay close attention to form has been planned on purpose. Additionally, in 

this case, the type of language practice is mechanical and repetitive. However, the L1 is 
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not necessary to accomplish the goal of this exercise. As expected, the teaching 

potential of activity 30 is nearly fully explicit. 

 

Table 36. Analysis of the explicit and implicit teaching potential of activity 30. 
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5.3.1.2.5 Experts’ validation 

	
The validation of the new scale, based on Criado et al.’s (2010), and the 30 activities in 

the questionnaire was carried out by three expert judges. These were lecturers and 

professional researchers in the assessment of the explicit and implicit teaching potential 

of EFL didactic materials. This section includes the following information:  

1) The number and proportion of the judges who evaluated the activities as explicit 

or implicit each item (tables 38-46). 

2) The intra- and inter-rater reliability figures (Tables 47 and 48 for the former and 

Table 48 for the latter). 

The following data represent the proportion of judges who have evaluated the different 

activities classified as explicit or implicit for each item of the questionnaire. A 

description of the information displayed on tables below is convenient for a better 

understanding of the data. Tables 37 to 45 are all divided into five independent 

columns. The first column (Activity) designates activities 1 to 30 in the questionnaire. 

The second column (Explicit) stands for the number of judges, with a minimum of 0 and 

a maximum of 3, who considered the corresponding item explicit. Similarly, the third 

column (Implicit) determines the number of judges, with a minimum of 0 and a 

maximum of 3, who decided that the item being analyzed was implicit. The fourth 

column (p explicit) specifies whether a particular item accounts for the presence of 

explicit teaching (1.00), or its absence (0.00). The later would cater for the presence of 

implicit teaching. The fifth column (Template) appoints the exact value in the template 

for each item in each of the activities in the questionnaire, with a view to analyzing the 

agreement between judges and teachers’ responses, and comparing them with a genuine 

answer. Lastly, the sixth column (Match) shows the values for the matches between the 

individual responses of the three judges for each item and activity and the answer in the 

template. If the figure in columns 4 and 5 coincides, this means that there is a match 

between judges’ answers and those in the template. 

First, Table 37 below represents a summary of the descriptive statistics 

concerning the valuation of the judges (n=3). The valuation can be from 0 (the activity 

does not have any characteristics of the explicit) to 9 (the activity has all the 

characteristics of the explicit). Then, descriptive data for each of the items will be 

displayed.  
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Table 37. Descriptive statistics of the total score in the scale for the scores of all judges. 

Activity Mean SD Min Max 

1 6.33 0.58 6.00 7.00 

2 0.00 0.00 0.00 0.00 

3 3.00 0.00 3.00 3.00 

4 7.00 0.00 7.00 7.00 

5 1.67 2.89 0.00 5.00 

6 6.67 1.53 5.00 8.00 

7 0.00 0.00 0.00 0.00 

8 6.67 0.58 6.00 7.00 

9 4.33 0.58 4.00 5.00 

10 6.00 0.00 6.00 6.00 

11 5.00 0.00 5.00 5.00 

12 6.33 0.58 6.00 7.00 

13 0.33 0.58 0.00 1.00 

14 6.00 0.00 6.00 6.00 

15 0.00 0.00 0.00 0.00 

16 6.00 0.00 6.00 6.00 

17 4.33 0.58 4.00 5.00 

18 0.00 0.00 0.00 0.00 

19 6.00 0.00 6.00 6.00 

20 0.00 0.00 0.00 0.00 

21 5.00 0.00 5.00 5.00 

22 2.00 1.73 0.00 3.00 

23 4.33 1.15 3.00 5.00 

24 6.00 0.00 6.00 6.00 

25 0.00 0.00 0.00 0.00 

26 4.33 0.58 4.00 5.00 

27 6.00 0.00 6.00 6.00 

28 4.00 0.00 4.00 4.00 

29 0.00 0.00 0.00 0.00 

30 6.33 0.58 6.00 7.00 
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Item 1. Looks for awareness of formal aspects of the language. 
 

Activities 1, 4, 6, 8, 12, 14, 16, 17, 19, 21, 23, 24, 26 to 28 and 30 have been 

unanimously classified as explicit in this item, in line with the pre-categorization of 

each one of them, except for activity 21, which was originally categorized as implicit, 

but classified as explicit by the judges. Activity 22, categorized as explicit in the 

template, has been classified as explicit by two judges. The rest of the activities have 

been unanimously classified as implicit, in consonance with the template. 
 

Table 38. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 1. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 3 0 1.00 1 1 
2 0 3 0.00 0 1 
3 0 3 0.00 0 1 
4 3 0 1.00 1 1 
5 0 3 0.00 0 1 
6 3 0 1.00 1 1 
7 0 3 0.00 0 1 
8 3 0 1.00 1 1 
9 3 0 1.00 1 1 

10 3 0 1.00 1 1 
11 3 0 1.00 1 1 
12 3 0 1.00 1 1 
13 0 3 0.00 0 1 
14 3 0 1.00 1 1 
15 0 3 0.00 0 1 
16 3 0 1.00 1 1 
17 3 0 1.00 1 1 
18 0 3 0.00 0 1 
19 3 0 1.00 1 1 
20 0 3 0.00 0 1 
21 3 0 1.00 0 0 
22 2 1 0.67 1 0 
23 3 0 1.00 1 1 
24 3 0 1.00 1 1 
25 0 3 0.00 0 1 
26 3 0 1.00 1 1 
27 3 0 1.00 1 1 
28 3 0 1.00 1 1 
29 0 3 0.00 0 1 
30 3 0 1.00 1 1 
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Item 2. Focuses on metalinguistic information on the language. 

 

Activities 4, 8, 10, 12, 14, 16, 24 and 27 have been unanimously classified as explicit, 

the same as in the template. Previously categorized as explicit, activity 6 has been 

classified as explicit by two judges. Activities 17 and 30 have been classified as explicit 

by a single judge. They had been categorized as implicit in the template. The rest of the 

activities have been unanimously classified as implicit, in line with the template, except 

for activity 21, which was previously categorized as explicit. 

 

Table 39. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 2. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 0 3 0.00 0 1 
2 0 3 0.00 0 1 
3 0 3 0.00 0 1 
4 3 0 1.00 1 1 
5 0 3 0.00 0 1 
6 2 1 0.67 1 0 
7 0 3 0.00 0 1 
8 3 0 1.00 1 1 
9 0 3 0.00 0 1 

10 3 0 1.00 1 1 
11 0 3 0.00 0 1 
12 3 0 1.00 1 1 
13 0 3 0.00 0 1 
14 3 0 1.00 1 1 
15 0 3 0.00 0 1 
16 3 0 1.00 1 1 
17 1 2 0.33 0 0 
18 0 3 0.00 0 1 
19 0 3 0.00 0 1 
20 0 3 0.00 0 1 
21 0 3 0.00 1 0 
22 0 3 0.00 0 1 
23 0 3 0.00 0 1 
24 3 0 1.00 1 1 
25 0 3 0.00 0 1 
26 0 3 0.00 0 1 
27 3 0 1.00 1 1 
28 0 3 0.00 0 1 
29 0 3 0.00 0 1 
30 1 2 0.33 0 0 
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Item 3. Promotes declarative knowledge on the language. 

 

Activities 1, 4, 6, 8, 12, 14, 16, 17, 19, 21, 24, 27, 28 and 30 have been unanimously 

classified as explicit, in line with the template. Activities 23 and 26 have been classified 

as explicit by two judges, as in the template. Previously categorized as implicit, activity 

5 has been classified as explicit by a single judge. The rest of the activities have been 

classified unanimously as implicit, as in the template. 

 
Table 40. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 3. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 3 0 1.00 1 1 
2 0 3 0.00 0 1 
3 0 3 0.00 0 1 
4 3 0 1.00 1 1 
5 1 2 0.33 0 0 
6 3 0 1.00 1 1 
7 0 3 0.00 0 1 
8 3 0 1.00 1 1 
9 3 0 1.00 1 1 

10 3 0 1.00 1 1 
11 3 0 1.00 1 1 
12 3 0 1.00 1 1 
13 0 3 0.00 0 1 
14 3 0 1.00 1 1 
15 0 3 0.00 0 1 
16 3 0 1.00 1 1 
17 3 0 1.00 1 1 
18 0 3 0.00 0 1 
19 3 0 1.00 1 1 
20 0 3 0.00 0 1 
21 3 0 1.00 1 1 
22 0 3 0.00 0 1 
23 2 1 0.67 1 0 
24 3 0 1.00 1 1 
25 0 3 0.00 0 1 
26 2 1 0.67 1 0 
27 3 0 1.00 1 1 
28 3 0 1.00 1 1 
29 0 3 0.00 0 1 
30 3 0 1.00 1 1 
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Item 4. Focuses primarily on form. 
 

Activities 1, 4, 6, 8, 10, 12, 14, 16, 19, 21, 24, 26, 27 and 30 have been classified as 

explicit by three judges, as in the template. Previously categorized as explicit, activity 

23 has been classified as explicit by two judges. Activities 5 and 9 have been classified 

as explicit by a single judge. They had been categorized as implicit in the template. The 

rest of the activities have been classified unanimously as implicit, as in the template. 

 
Table 41. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 4. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 3 0 1.00 1 1 
2 0 3 0.00 0 1 
3 0 3 0.00 0 1 
4 3 0 1.00 1 1 
5 1 2 0.33 0 0 
6 3 0 1.00 1 1 
7 0 3 0.00 0 1 
8 3 0 1.00 1 1 
9 1 2 0.33 0 0 

10 3 0 1.00 1 1 
11 3 0 1.00 1 1 
12 3 0 1.00 1 1 
13 0 3 0.00 0 1 
14 3 0 1.00 1 1 
15 0 3 0.00 0 1 
16 3 0 1.00 1 1 
17 0 3 0.00 0 1 
18 0 3 0.00 0 1 
19 3 0 1.00 1 1 
20 0 3 0.00 0 1 
21 3 0 1.00 1 1 
22 0 3 0.00 0 1 
23 2 1 0.67 1 0 
24 3 0 1.00 1 1 
25 0 3 0.00 0 1 
26 3 0 1.00 1 1 
27 3 0 1.00 1 1 
28 0 3 0.00 0 1 
29 0 3 0.00 0 1 
30 3 0 1.00 1 1 
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Item 5. Favours linguistic accuracy. 

 

Activities 1, 3, 5, 6, 8, 12, 14, 16, 17, 19, 21, 23, 24, 26 to 28 and 30 have been 

classified as explicit three judges, as in the template, except for activities 14 and 21, 

which were previously categorized as implicit. Previously categorized as explicit, 

activity 22 has been classified as explicit by two judges. Activity 5 has been classified 

as explicit by a single judge. They had been categorized as implicit in the template. The 

rest of the activities have been classified unanimously as implicit, as in the template. 

 

Table 42. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 5. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 3 0 1.00 1 1 
2 0 3 0.00 0 1 
3 3 0 1.00 1 1 
4 3 0 1.00 1 1 
5 1 2 0.33 0 0 
6 3 0 1.00 1 1 
7 0 3 0.00 0 1 
8 3 0 1.00 1 1 
9 3 0 1.00 1 1 

10 3 0 1.00 1 1 
11 3 0 1.00 1 1 
12 3 0 1.00 1 1 
13 0 3 0.00 0 1 
14 3 0 1.00 0 0 
15 0 3 0.00 0 1 
16 3 0 1.00 1 1 
17 3 0 1.00 1 1 
18 0 3 0.00 0 1 
19 3 0 1.00 1 1 
20 0 3 0.00 0 1 
21 3 0 1.00 0 0 
22 2 1 0.67 1 0 
23 3 0 1.00 1 1 
24 3 0 1.00 1 1 
25 0 3 0.00 0 1 
26 3 0 1.00 1 1 
27 3 0 1.00 1 1 
28 3 0 1.00 1 1 
29 0 3 0.00 0 1 
30 3 0 1.00 1 1 
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Item 6. Uses non-authentic materials. 

 

Activities 3, 4 and 19 have been classified as explicit by three judges, as in the template. 

Previously categorized as explicit, activity 8 has been classified as explicit by two 

judges. Activities 1, 5, 12 and 13 have been classified as explicit by a single judge. 

They had been categorized as implicit in the template, except for activity 13, which was 

previously categorized as explicit. The rest of the activities have been classified 

unanimously as implicit, as in the template. 

 

Table 43. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 6. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 1 2 0.33 0 0 
2 0 3 0.00 0 1 
3 3 0 1.00 1 1 
4 3 0 1.00 1 1 
5 1 2 0.33 0 0 
6 0 3 0.00 0 1 
7 0 3 0.00 0 1 
8 2 1 0.67 1 0 
9 0 3 0.00 0 1 

10 0 3 0.00 0 1 
11 0 3 0.00 0 1 
12 1 2 0.33 0 0 
13 1 2 0.33 1 0 
14 0 3 0.00 0 1 
15 0 3 0.00 0 1 
16 0 3 0.00 0 1 
17 0 3 0.00 0 1 
18 0 3 0.00 0 1 
19 3 0 1.00 1 1 
20 0 3 0.00 0 1 
21 0 3 0.00 0 1 
22 0 3 0.00 0 1 
23 0 3 0.00 0 1 
24 0 3 0.00 0 1 
25 0 3 0.00 0 1 
26 0 3 0.00 0 1 
27 0 3 0.00 0 1 
28 0 3 0.00 0 1 
29 0 3 0.00 0 1 
30 0 3 0.00 0 1 
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Item 7. Requires the use of L1. 

 

No activity has been unanimously classified as explicit, although activities 14 and 15 

were explicit in the template. Activities 6 and 7 have been classified as explicit by a 

judge. They had been categorized as implicit in the template. The rest of the activities 

have been unanimously classified as implicit, as in the template. 

 

Table 44. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 7. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 0 3 0.00 0 1 
2 0 3 0.00 0 1 
3 0 3 0.00 0 1 
4 0 3 0.00 0 1 
5 0 3 0.00 0 1 
6 1 2 0.33 0 0 
7 1 2 0.33 0 0 
8 0 3 0.00 0 1 
9 0 3 0.00 0 1 

10 0 3 0.00 0 1 
11 0 3 0.00 0 1 
12 0 3 0.00 0 1 
13 0 3 0.00 0 1 
14 0 3 0.00 1 0 
15 0 3 0.00 1 0 
16 0 3 0.00 0 1 
17 0 3 0.00 0 1 
18 0 3 0.00 0 1 
19 0 3 0.00 0 1 
20 0 3 0.00 0 1 
21 0 3 0.00 0 1 
22 0 3 0.00 0 1 
23 0 3 0.00 0 1 
24 0 3 0.00 0 1 
25 0 3 0.00 0 1 
26 0 3 0.00 0 1 
27 0 3 0.00 0 1 
28 0 3 0.00 0 1 
29 0 3 0.00 0 1 
30 0 3 0.00 0 1 
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Item 8. Aims at controlled use of the language. 
 

Activities 1, 3, 4, 6, 8, 12, 14, 16, 17, 19, 21, 23, 24, 27, 28 and 30 have been classified 

as explicit by three judges, as in the template, except for activity 14, which was 

categorized as implicit. Previously categorized as explicit, activities 22 and 26 have 

been classified as explicit by two judges. The rest of the activities have been classified 

unanimously as implicit, as in the template. 

 
Table 45. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 8. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 3 0 1.00 1 1 
2 0 3 0.00 0 1 
3 3 0 1.00 1 1 
4 3 0 1.00 1 1 
5 0 3 0.00 0 1 
6 3 0 1.00 1 1 
7 0 3 0.00 0 1 
8 3 0 1.00 1 1 
9 3 0 1.00 1 1 

10 3 0 1.00 1 1 
11 3 0 1.00 1 1 
12 3 0 1.00 1 1 
13 0 3 0.00 0 1 
14 3 0 1.00 0 0 
15 0 3 0.00 0 1 
16 3 0 1.00 1 1 
17 3 0 1.00 1 1 
18 0 3 0.00 0 1 
19 3 0 1.00 1 1 
20 0 3 0.00 0 1 
21 3 0 1.00 1 1 
22 2 1 0.67 1 0 
23 3 0 1.00 1 1 
24 3 0 1.00 1 1 
25 0 3 0.00 0 1 
26 2 1 0.67 1 0 
27 3 0 1.00 1 1 
28 3 0 1.00 1 1 
29 0 3 0.00 0 1 
30 3 0 1.00 1 1 
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Item 9. Entails non-meaningful entails mechanical repetition. 
 

Activities 1 and 30 have been classified as explicit by three judges, as in the template. 

Previously categorized as explicit, activity 6 has been classified as explicit by two 

judges. The rest of the activities have been unanimously classified as implicit, as in the 

template. 

 

Table 46. Number and proportion of judges who have evaluated the activities as explicit or 

implicit in item 9. 

Activity Explicit Implicit p explicit Template (explicit) Match 
1 3 0 1.00 1 1 
2 0 3 0.00 0 1 
3 0 3 0.00 0 1 
4 0 3 0.00 0 1 
5 0 3 0.00 0 1 
6 2 1 0.67 1 0 
7 0 3 0.00 0 1 
8 0 3 0.00 0 1 
9 0 3 0.00 0 1 

10 0 3 0.00 0 1 
11 0 3 0.00 0 1 
12 0 3 0.00 0 1 
13 0 3 0.00 0 1 
14 0 3 0.00 0 1 
15 0 3 0.00 0 1 
16 0 3 0.00 0 1 
17 0 3 0.00 0 1 
18 0 3 0.00 0 1 
19 0 3 0.00 0 1 
20 0 3 0.00 0 1 
21 0 3 0.00 0 1 
22 0 3 0.00 0 1 
23 0 3 0.00 0 1 
24 0 3 0.00 0 1 
25 0 3 0.00 0 1 
26 0 3 0.00 0 1 
27 0 3 0.00 0 1 
28 0 3 0.00 0 1 
29 0 3 0.00 0 1 
30 3 0 1.00 1 1 
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5.3.1.2.6 Raters’ reliability 

 

The internal consistency of the assessments of the 3 judges has been analyzed through 

the Cronbach alpha coefficient (Table 47). The results show that the scores of each 

individual judge were highly reliable. In other words, the internal consistency 

coefficient of the scale for each judge was satisfactory. 

 

Table 47. Intra-rater reliability (Cronbach coefficient for each judge). 

Rater α Cronbach 

1 0.87 

2 0.87 

3 0.88 

	
Fleiss' Kappa (Table 48) has been used to assess the degree of agreement among judges 

(n = 3). It can be seen that only item 7 presents a poor degree of agreement, the value of 

k being very high in magnitude in the rest of items. 

 

Table 48. Iter-rater relibability (Fleiss' Kappa for each item). 

Item Kappa IC95% Agreement 

1 0.95 0.74-1.00 Almost perfect 

2 0.84 0.64-1.00 Almost perfect 

3 0.86 0.65-1.00 Almost perfect 

4 0.87 0.66-1.00 Almost perfect 

5 0.89 0,69-1.00 Almost perfect 

6 0.60 0.39-0.81 Substantial 

7 -0.02 -0.23-0.18 Poor 

8 0.90 0.69-1.00 Almost perfect 

9 0.86 0.66-1.00 Almost perfect 

	
5.3.1.3 Data collection process  

	
The procedure for data collection required following a number of steps. The first one 

entailed contacting the heads of the department of English of each secondary school via 

email, phone call or direct intervention -when I received no reply31. Once I got a verbal 

confirmation of their agreement to participate, I proceeded to hand out the 

																																																								
31 It should be noted that I did not interpret the absence of a reply as an indicator of refusal to participate.  
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questionnaires and explain to the teachers what the purpose of my study was. Face-to-

face meetings were always held. The main purpose of meeting teachers in person was to 

encourage them to get involved in the study.  

Representatives of the department of English from each secondary School in 

charge of completing the questionnaire in two to four weeks32 . The return of the 

questionnaires largely depended on the teachers’ availability, so those who delayed the 

delivery of the surveys longer than two months were not included in the analysis. This 

decision was taken because, even though the process of data collection would be 

flexible to certain extent, there were clear time constraints in the writing process of this 

dissertation. 

	
5.3.1.4 Informants 

	
Participants in the present study were all EFL teachers currently teaching at secondary 

schools in the city of Murcia and its surrounding areas (see section 5.4.4.2 to know 

more about the sampling process). Therefore, the target population involves the 

complete set of EFL teachers in secondary schools in the city of Murcia and its 

surroundings. The exact size of the population is unknown, but an accurate estimate can 

be determined by knowing the number of secondary schools in Murcia. 

	

5.3.1.4.1 Data sources in this cross-sectional study 

	
1. Primary data, which are generated according to the specific purpose of the study, 

will be obtained after the participants (EFL teachers) have completed the 

questionnaires. This will allow me to compare the extent to which EFL teachers’ 

responses match the experts’ analysis of the explicit and implicit teaching potential 

of the activities selected.  

2. Secondary data involve descriptive information about the EFL teachers who 

participated in the study. These will be obtained together with primary data, in 

order to establish links between the personal and academic background of the 

participants and their analysis. 

	 	
																																																								
32 Even though the questionnaire was exhaustive and demanded a significant degree of attention, its 
completion was not thought to take longer than 40 minutes. 
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5.3.1.4.2 Determining the sample size: statistical sampling 

	
Statistical sampling consists of selecting a group of individuals from the target 

population to make an estimate of the characteristics of the entire population (Lavrakas, 

2008). This was the method followed to select a representative sample of the complete 

population of EFL teachers in the city of Murcia and in the surrounding areas. The 

rationale for adopting such a statistical measure is due to two major reasons: 

a. Accessibility. This refers to the fact that access to the total population of EFL 

teachers cannot be guaranteed. It might not be possible to contact some teachers if 

they are off sick, on maternity leave, or if they are temporary workers, among other 

circumstances. Additionally, other teachers may not be willing to collaborate with 

the project. 

b. Cost. This study was not simply designed to ask for opinion, but to explore EFL 

teachers’ ability to and expertise in evaluating the teaching potential of activities. In 

surveying the complete population of EFL teachers, a vast amount of 

questionnaires should have been printed and handed out. This would have taken a 

long period of time and cost a lot of money, in terms of car journeys and one-to-one 

interviews in order to hand out the questionnaires, and later on pick them up from 

each secondary school. 

	

5.3.1.4.3 Rejection and selection of sampling techniques 

	
Probabilistic sampling techniques were selected for this study. Non-probabilistic 

measures were discarded since these are subject to some degree of subjectivity and they 

do not guarantee the representativeness of the sample or the possibility to extrapolate 

the conclusions to the complete target population. Among the sampling techniques 

discarded are: 

a. Systematic Sampling was not used because it would have been very difficult to 

establish a criterion to order the target population, and the sequence in which 

secondary schools and their EFL teachers should be addressed. 

b. Cluster Sampling did not fully match the most important focus of this research. 

Dividing the target population of EFL teachers regarding demographic and 

geographic criteria was not the best approach.  
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c. Stratified Sampling requires a prior exhaustive analysis of the target population in 

order to guarantee the collection of a very representative amount of (descriptive and 

quantitative) data from numerous areas and socio-demographic strata representative 

of that population. The major advantage of this sampling method is that it allows 

for the extrapolation of both quantitative and descriptive data, but it was also 

discarded due to strong limitations of accessibility, time and cost.  

d. Simple Random Sampling (SRS) is a more basic sampling procedure where a small 

sample population is selected from the complete target population. Informants are 

chosen randomly and all individuals have the same chance of being selected. SRS 

allows for extrapolating quantitative data from the sample to the target population. 

However, any conclusion drawn from the descriptive data of the sample (e.g. 

establishing links between percentage of right answers and academic background or 

number of weeks of language stays abroad), would only be true for the sample, not 

for the complete population. 

 

The statistical sampling method selected for my study was Simple Random Sampling 

(SRS). Below are the procedures followed to determine the sample from the total 

population of EFL teachers in the city of Murcia and surroundings. 

1. From the official website of the Spanish Ministry of Education, Culture and Sport, 

a list with 81 secondary schools in Murcia and its surroundings districts was 

obtained (see section 3 in Appendices for the complete list). 

2. Each individual center was assigned the exact ordinal number as in the official 

website. 

3. The selection of secondary schools for the sample was fully random, by using the 

‘RAN#’ key in a scientific calculator. Only the ordinal numbers coinciding with the 

school numbers in the official list of centers were used. 

4. The selection of EFL teachers followed the previous criterion. Only the teachers 

working in the secondary schools randomly chosen were contacted. 

5. Taking into account that the number of EFL teachers in each secondary school is 

different, I decided to consider the Departments of English as the ‘individuals’ to 

determine the sample size for the study.  

6. From each of secondary school, only one EFL teacher would represent the 

department of English in the center. This decision was adopted because teachers 

always agreed to fulfill the questionnaires with the rest of their department 
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colleagues. The questionnaire -they stated- would be completed in groups since that 

would save time for them. 

7. As teachers could potentially meet to agree on the responses (I did not have control 

over this), I foresaw a potential threat to the external validity of the study. If all the 

questionnaires handed out amongst the members of one department had the same 

responses, data would not be representative of them. Therefore, this is why I 

decided to take only one representative from each secondary school. The decision 

on who would represent each department was up to the departments themselves. 

5.3.1.4.4 Determination of the Sampling Frame Error 

	
Since all the teachers from the target population give lessons in those centers, there is 

no Sampling Frame Error. Therefore, the sampling frame coincides in its entirety with 

the target population. 

	

5.3.1.4.5 Determination of the sample size 

 
Previous considerations 
 
a) Distortion. Since not all the teachers randomly selected eventually became part of the 

final sample -either because they did not give the questionnaire back or they did not 

complete it in its entirety or with major completion errors- some degree of distortion 

might be expected. One could be tempted to argue that those who did not complete the 

questionnaire might have been unsure about the analysis of the activities’ teaching 

potential. However, it could also be argued that they did not fill in the questionnaire 

because they simply did not want to do it, they did not have time to do it or they did not 

want to be evaluated. Thus, it cannot be assumed that incomplete questionnaires 

belonged to teachers who did not know how to assess the explicit and implicit teaching 

load of activities. As these uncontrolled aspects were not tested or measured, making 

assumptions would have no statistic rigour.  

 
b) Representativeness. There exists homogeneity as for the type of syllabus, contents 

and use of teaching materials by all the members of a specific Department of English 

within an EFL course and center. For this very reason, it could be established that each 

individual EFL teacher from the sample represents the Department of English of each 
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secondary school. If we add the fact that the selected statistical sampling method was 

SRS, representativeness should be guaranteed. 	
 
Delivery and reception of questionnaires 
	
From the total number of secondary schools, and following the criteria listed above, the 

sample size was 40 centers and the total amount of questionnaires given (two per 

center) was 80. From all the questionnaires handed out, 53 were collected. 

	
Filter for the selection of the questionnaires collected 
	
From the 53 questionnaires collected, a total of 15 of incomplete or erroneously filled in 

questionnaires were discarded. Thus, the number of correct questionnaires taken for 

further analysis was 38. From the 38 valid questionnaires, 8 were specifically used for 

the pilot sample (see Table 49). 

	
Sample size 
	
The final sample size used for this study was 30 teachers, each one representing the 

complete Department of English at each secondary school. 

	

5.3.1.4.6 Validity of the sample size 

	
In order to test the validity of the sample size (30 teachers), a number of statistical 

calculations concerning the determination of the appropriate size were employed.  

For dichotomous variables, as is the case in this study, the most commonly used 

formula for calculating the correct sample size is ( = *

+,*∗./
 where ‘e’	 represents the 

error rate resulting from the random sampling and ‘p’ is the total number of EFL 

teachers. This last item of data is unknown and impossible to determine, as no official 

website from the -Regional- Ministry of Education shows it. Nonetheless, even if it 

were known, this type of data is variable at short term, probably, with the incorporation 

of new temporary workers, replacement teaching staff, sick leaves, retirements, among 

other circumstances. In order to compute the ideal sample size, criteria such as 

representativeness and the complexity of determining the exact number of EFL teachers 

should be taken into account. However, the ideal sample size can be calculated if the 

total number of secondary schools is a known figure, which in this case is 81. Unlike 
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the number of EFL teachers, the amount of educational centers might not be subject to 

short-term variability. In the light of these facts, the process to compute the total 

number of EFL teachers by looking at the number of secondary schools is as follows: 

The formula for the sample size is applied adding a 5% error rate and the 

number of secondary schools as the ‘p’ value, representing the target population: 0 =
12

2,12∗3.356
= 67 centers. 

8 questionnaires corresponding to eight different teachers -and hence, to eight 

different centers- were used as a pilot sample. The objective of obtaining a pilot sample 

(Table 49) was threefold: a) to test whether the process of data collection and data 

analysis worked properly; b) to detect inter-rater agreement issues (no problems were 

identified); and c) to validate the final sample size (see the last procedure on the next 

page). These eight questionnaires approximately comprise a 25% of the total sample 

size. Results from the pilot sample are shown below. As it can be observed, the average 

p-hit of the sample was 0.65. 

 

Table 49. Pilot sample  

Teacher p-hit per teacher in the 30 activities 

1 0.53 

2 0.52 

3 0.70 

4 0.74 

5 0.66 

6 0.69 

7 0.63 

8 0.74 

p-hit of the pilot sample 0.65 

	
 

Having carried out a previous pilot study with data from eight different teachers, 

another formula was applied: 0 = 9(9;2)=
6

>6
=

3.?5∗3.@5∗2.A?
6

3.356
= 350 teachers. ‘p’ is the 

proportion of the pilot sample (p=0.65) (see Table 49 above) and ‘z’ is the value of the 

normal distribution for a confidence level of 95% (z=1.96). 

By using two data, namely the number of teachers divided by the number of 

centers, the following result is obtained: EF.FG	I>JKL>MN
K>EI>M

=
@53

?O
= 5.224. 



	  
	

236 

As there are 81 centers, the population of teachers would be: 

	RS. ST	UVWXℎVZ[ = 0S. ST	XV0UVZ[ ∗
EF.FG	I>JKL>MN

K>EI>M
= 81 ∗ 5.224 = 423 . Now it is 

possible to obtain the sample size with the first formula: 0 = ^_@

2,^_@∗3.356
= 206 

teachers.  

As this value (206 teachers) is approximately 50% of the population, it should be 

corrected by applying the correction factor of the finite population: 0K =
E`

`,E;2
=

_3?∗^_@

^_@,_3?;2
= 139 teachers.  

Finally, to determine the number of centers, the following formula was applied: 

0º	cV	XV0UZS[ =
EF.FG	I>JKL>MN

EF.FG	I>JKL>MN

K>EI>M

=
2@A

5,__^
= 27 centers. The final simple size is 30, 

a 3.7% bigger than the size determined by the formula (27), thus, it is accepted and 

validated because it does not exceed the 5% of the determined size. 

	
Face-to-face meetings were arranged to hand out the questionnaires to the participants 

in this study. Several advantages are linked to this procedure: 

 

a. Ease for locating EFL teachers 

b. High rate of responses 

c. Possibility for EFL teachers to ask questions when necessary, avoiding 

unfilled spaces in the questionnaire. 

 

In order to sort out the possible disadvantages of face-to-face meetings -as the high 

probability of data distortion or the time-consuming filling out period- EFL teachers 

were allowed to keep the questionnaires. Teachers were given two weeks to fill out the 

questionnaire, even though I sometimes had to wait longer until they contacted me to 

collect them. This way, informants had enough time to do the questionnaire. 

In addition to this, without time pressure and providing them with enough time 

to complete the questionnaires in group, teachers were more prone to participating in 

the study. It should be borne in mind that the expected time for its completion was 30 

minutes, since there were plenty of activities to analyze. Whereas the explicit and 

implicit teaching potential of some of them was easy to detect, it is true however that 

others required more paused reflection. 
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5.3.1.4.7 Codification of the variables 

	
Alphanumeric information was transformed into numeric data. For each of the 

items in the scale, teachers had to write the number ‘1’ for yes or no. No two ‘1’ could 

appear for both yes and no in one single item because the underlying variables were 

were dichotomous. 

	

5.3.1.4.8 Data processing 

	
Three major types of data processing were applied after collecting data from the 30 

activities (see sections 6.3.1, 6.3.2 and 6.3.3): 

a. Proportion of hit rate per teacher (section 6.3.1). 

b. Proportion of hit rate per activity (section 6.3.2). 

c. Proportion of hit rate per item (section.6.3.3). 

5.3.2 Variables 

	
In general terms, to better illustrate this for the readers, it could be argued that the 

independent variable is the ‘EFL teacher’. The dependent variable is ‘accuracy in 

individual teacher analysis of the explicit and implicit teaching potential of real 

activities’. The dependent variable is continuous and ordinal, since their accuracy can 

be measured in terms of hit rate percentages. 

In more technical terms, the independent variables are the hit rates in the 

individual analysis of the explicit and implicit teaching potential of activities from each 

teacher and from each of the 30 activities; thus, there are 30 independent variables, each 

one for each of the activities. The scale of each independent variable is continuous and 

ordinal. In contrast to this the dependent variable, which is central to the study, is the 

mean of the hit rates in the global analysis of activities of each individual EFL teacher. 

The scale of this dependent variable is also continuous and ordinal. 
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5.3.2.1 Control of variables 

5.3.2.2 Individual variables 

 

A series of factors can have an impact on EFL teachers’ analysis of the explicit and 

implicit teaching potential of activities. In order to control the possible effects from 

those teacher-internal and teacher-external factors, some personal descriptive data was 

collected in the first section of the questionnaire. But for the name, which was never 

asked, EFL teachers had to fill in the descriptive information segment with data 

regarding their academic background, formal training abroad, degree of familiarity with 

SLA literature or some considerations about the approach of the textbook to EFL 

teaching as well as their own approach to EFL teaching. All datasets were collected 

with the use of a questionnaire.  

Table 50. Individual variables 
Variable 
 

Scale measure 
 

1. Gender Categorical and dichotomous 
2. Nationality Categorical and dichotomous 
3. Age Quantitative 
4. University degree Categorical and polytomous 
5. Master degree Categorical and polytomous 
6. Years as an EFL teacher Quantitative 
7. Total number of weeks of language stays 
abroad 

Quantitative 

8. EFL teaching as a vocational inclination 
(yes, no, other) 

Qualitative 

9. EFL teaching at a secondary school as their 
ultimate goal (yes, no, other) 

Qualitative 

10. Familiarization with research papers on 
Instructed SLA (yes, no, other) 

Qualitative 

11. Description of course syllabus 
(communicative, traditional, mixed) 

Qualitative 

12. Description of their own approach to EFL 
teaching (communicative, traditional, mixed) 

Qualitative 

13. Need for clarifications in Spanish during 
the lesson (yes, no, other) 

Qualitative 

 

Considering these individual factors was not an arbitrary decision. Uncountable studies 

in the research arena include information related to gender, nationality or age (e.g. 

DeKeyser, 1995; Renou, 2000; Hu, 2002; Loewen, 2005; Morgan-Short et al., 2010; 

Lichtman, 2012) as independent variables; this is done to control possible effects on the 

dependent variable. Academic background may definitely have an effect on the 

accuracy of teachers’ responses. Number of weeks of language stays abroad, however, 
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may not influence response accuracy as much as it may affect the type of approach to 

EFL teaching (traditional, communicative or mixed). Familiarization with the literature 

on SLA can definitely be linked with teachers’ performance on the analysis of the 

activities’ teaching potential, inasmuch as they are aware of the concepts of explicit and 

implicit teaching, or declarative and procedural knowledge among other aspects. Lastly, 

need for clarification in the L1 while teaching EFL (e.g. Schweers, 1999; Turnbull, 

2001; Edstrom, 2006; Scott, 2008; Cianflone, 2009; Pan and Pan, 2010) may influence 

teachers’ perceptions on the explicit and implicit teaching potential of the activities they 

often implement in class. 

	
5.3.2.3 Extraneous variables 

	
Due to the fact that telephone and (e)mail surveys are believed to achieve a lower 

response rate and may not cover the target population as required by the empirical 

design (Dillman, 1978; Dykema et al., 2007), I eventually opted for face-to-face 

interviews. Two key aspects encouraged me to do so: engagement of the participants 

and quality of the data.  

In carrying out face-to-face interviews (e.g. De Leeuw & Zouwen, 1988; 

Dillman, 1978; Suchman & Jordan, 1990; Doyle, 2005; Dykema et al., 2007; Plewes & 

Tourangeau, 2013) to present the study and hand out the questionnaires, a number of 

extraneous variables were considered as potential threats to internal validity. The 

complexity and length of the questionnaire led me to take an important decision about 

the methodology. Face-to-face interviews prior to the completion of the questionnaires 

were possibly the best option to: a) reduce misinterpretation of the supplied information 

(Dillman, 1978); and b) decrease the probability of nonresponse (Plewes & Tourangeau, 

2013). However, there are considerable disadvantages regarding the cost of data 

collection following this procedure. In the following section I will account for a set of 

extraneous variables that were controlled in order to avoid threats to internal and 

external validity. 
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5.4 Internal validity 

	
Paul J. Lavrakas (2008), in his Encyclopedia of Survey Research Methods, defines 

internal validity as ‘the extent to which the methodological research design […] can 

provide empirical evidence to test the possible cause-and-effect relationship between an 

independent variable (the antecedent), X, and a dependent variable (the consequence), 

Y’ (p. 345). He proposes four general types of threats to internal validity for any type of 

research design: 

a. Selection of respondents when two or more groups are formed for comparison ‘via 

a process other than random assignment’ (p. 347) can be challenging to maintain 

the internal validity of the study. When this is the case, researchers might make 

assumptions that are not based on solid grounds; this in turn could threat the 

validity of the inferences or conclusions drawn from those previous assumptions. In 

the design of my study no respondents were assigned to groups or categories.  

b. History refers to any external and non-controlled variable that can potentially 

intervene throughout the passage of time during the experimental process. This 

factor should be taken into account in experimental treatments where the 

respondent’s environment can undergo changes. Let us consider the example of 

delayed post-test. These often occur a number of weeks or months after the post-

test. In that span of time it is difficult to control certain variables and any changes 

in the participant’s behaviour might also be due to external factors (e.g. the student 

might have attended extra classes). Researchers may feel tempted to make 

assumptions on the basis of any observable change in the respondent’s behaviour; 

however, they can no longer state with 100% confidence that any variation is only 

due to the experimental treatment. The questionnaire in my study was administered 

only once. No changes were expected in teachers’ performance, as there were no 

pre or post-tests. 

c. Instrumentation concerns any changes applied to the measuring instrument during 

the experimental treatment. Observed differences in the participants’ performance 

could be the result of the variations in the instrument rather than the result of a 

meaningful treatment effect. The scale (measuring tool) used to assess the explicit 

and implicit teaching potential of the activities did not change across activities or 

questionnaires, since my study is cross-sectional. The very same scale was always 

applied for the analysis. 
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d. Attrition, also associated with the terms like withdrawal and dropouts, occurs when 

there is a loss of participants in some of the treatment groups. Having more 

informants in a group than in another can become a threat to internal validity. The 

researcher may need to address this issue either by supplementing with more 

subjects in the group affected by the loss, or by balancing both samples taking out 

participants from the group with no subject loss. This variable had to be specially 

controlled in my experimental design, since one teacher did not complete the 

questionnaire in its entirety and three teachers eventually declined after having 

agreed to have the first meeting. The solution against this threat was to contact 

more teachers than needed in order to counterbalance potential withdrawals. 

 

Two other categories of extraneous variables were established to control the potential 

threats to internal validity of my study: questionnaire-external and questionnaire-

internal variables.  

1. Questionnaire-external extraneous variables: 

a. Location of participants. After determining the sample size of the population 

that is to participate in the study, one fundamental issue is to locate the 

participants. Dillman (1978) determines that the probability of locating the 

individual selected for the study is slightly lower if interviewed face-to-face 

than if interviewed by means of regular mail, telephone or email. Yet, in most 

cases teachers were located on site, without arranging any previous meetings. 

Therefore, locating the participants was not a complex issue, as they had not 

previously been informed. But in one single occasion, all the teachers from the 

very same centre agreed to do a face-to-face interview upon arrival in the 

center.  

b. Time constraints were eventually eliminated to avoid random performance and 

discouragement. With time pressure more probability of refusal to do the 

questionnaire was expected. Therefore EFL teachers were given enough time 

(overall two weeks) to complete the analysis of the 30 activities’ explicit and 

implicit teaching potential.   

c. Distortion of data occurs when there is no control over the possibility that the 

interviewer gets involved (e.g. by assisting) in the participant’s own analysis. 

The degree of distortion in this study was null because EFL teachers did the 

questionnaire once I was not present. My role as the interviewer merely 
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entailed a ten to fifteen-minute explanation of the purpose of the study and one 

sample analysis of an activity which, indeed, was not part of the battery of 

activities for analysis.  

 

2. Questionnaire-internal extraneous variables: 

a. Length of questionnaire seems to be a critical factor in the response rate of 

participants. Lund and Gram (1998) indicate that, even though short 

questionnaires show the highest response rate, the lengthiest do not obtain the 

lowest response rate. Additionally, the benefits from rich data obtained with 

extensive questionnaires outweigh the potential nonresponse factor. 

Particularly in my study the questionnaire contained a battery of 30 real EFL 

activities for teachers to analyze their explicit and implicit teaching potential. 

Even though it was 15 pages long, I politely asked teachers for their 

engagement and compromise due to the importance of the data for my 

dissertation. All teachers were offered the possibility to receive a small reward 

as a compensation for their participation in the study. This decision was taken 

to make participants feel more prone to filling in the questionnaire. However, 

all teachers volunteered and no one asked for that compensation after 

completing the questionnaire. 

b. Complexity of questions can be a potential threat to internal validity insofar as 

it can discourage subjects to participate (Fowler, 1995). This specific factor 

entailed a sensitive issue for my empirical study. Even though activity analysis 

was not difficult to carry out by the experts, the novelty of the task and the lack 

of familiarization with the concepts could cause EFL teachers to retreat from 

my project. For this very reason, the face-to-face interviews were particularly 

beneficial, because I was able to illustrate the analysis with an example. Any 

doubt concerning the complexity of the questions was solved at that moment.  

c. Ambiguity of questions can be a threat to internal validity (Dillman, 1978) 

unless ‘the researcher can provide complete definitions so that all or most of 

the ambiguities about what is called for are resolved’ (Fowler, 1995: 14). In the 

questionnaire designed for this study there was an introductory section where 

all the items and their defining features were described, so that the ambiguity 

in the analysis of the activities’ explicit and implicit teaching potential was 

potentially reduced to a minimum degree.   
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d. Neutrality concerns the need for an impartial attitude of the interviewer or the 

unbiased and objective wording of the questions in a survey (e.g. Kreftin, 

1991; Dillman, 1978). The lack of neutrality in an experimental design can 

seriously threat the internal validity of the study because the results are bound 

to be biased. Neutrality was achieved in my study since there were no hints or 

clues as to how to develop the analysis of the activities other than three 

instructive examples at the beginning. These examples merely served as a 

guide and the analysis of the teaching potential of each individual activity was 

unique. By no means did I assist any teacher in their analysis either.  

e. Suspicion or distrust can occur if respondents feel they are going to be judged 

based on their responses or evaluation. EFL teachers participating in my study 

were overtly informed during the face-to-face interview that they would not be 

judged on the basis of their performance by doing the questionnaire. Their 

responses would be examined to observe their perceptions on the explicit and 

implicit teaching potential of the activities. Some subjects seemed to be 

concerned about this issue at the beginning, but eventually agreed to participate 

in the study. 

f. Privacy is closely linked to the previous factor. This potential threat to internal 

validity was controlled by not asking any personal information that could be 

used to identify them. The questionnaires were completely anonymous and 

their data were collected for strict research purposes alone. 

g. Boredom might entail a serious threat to internal validity in long 

questionnaires. Controlling this factor was paramount, since the design of my 

study required an exhaustive coverage of different typologies of activities. 

There was the risk that subjects would tend to respond at chance level if they 

got bored or tired throughout the completion of the questionnaire. However, 

evaluating the explicit and implicit teaching potential of the activities 

demanded full attention and random assignment of values would have been 

easily detected afterwards, during the analysis of the results. 
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5.5 External validity 

	
External validity refers to the ‘extent to which the research findings based on a sample 

of individuals […] can be generalized’ (Lavrakas, 2008: 254) and the conclusions 

extrapolated to the target population. This concept is central not only to true 

experimental designs but also to other types of research designs such as quasi-

experimental and non-experimental. There exist various threats to external validity, the 

control of which is necessary to guarantee the generalizability of the findings (pp. 254-

256):  

a. Sample characteristics concerns the possibility that the findings and conclusions 

drawn are only applicable to the sample, ‘rather than to the target population from 

which the sample was selected’ (p. 254). Through the use of Simple Random 

Sampling (SRS) -which was the sampling method chosen- the descriptive data 

remain the unique data of the sample, which implies that its characteristics are not 

applicable to the complete target population (see section 5.4.4.3). For this very 

reason, the reader should bear in mind that no inferential statistics were applied to 

the data in this study.  

b. Setting and temporal characteristics refer to the potential environmental threats to 

the generalizability of the results and, hence, to the external validity of the study. 

To assure the reliability of the empirical treatment, conducting the survey in 

different environmental conditions (e.g. location, time) would diminish the threat 

(Lavrakas, 2008). In this study, even though each questionnaire was handed out to 

EFL teachers, they belonged to the departments of English in different centers. 

Additionally, I handed out the questionnaire at different times throughout a period 

of two to three months, therefore having to deal with different -though similar to 

some extent- environmental conditions.   

c. The Hawthorne effect can occur when subjects in a study become aware that their 

performance is being evaluated. Several authors (e.g. De Leeuw & Zouwen, 1988; 

Dillman, 1978; Suchman & Jordan, 1990; Doyle, 2005; Dykema et al., 2007; 

Plewes & Tourangeau, 2013) identify this feature as a strong threat to external 

validity, since the so-called research awareness can possibly have an impact on the 

respondents’ behaviour, either for the better (if they are highly motivated) or for the 

worse (if they feel under pressured or uncertain about how to perform in the 

experiment). The questionnaire employed in the present study might have led EFL 
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teachers to believe that they would be critically judged with regard to their 

knowledge on the explicit and implicit teaching potential of real activities. 

However, I was fully aware that their uncertainty (e.g. probably due to the lack of 

familiarization with the construct) could have an impact on their responses. 

Therefore, I always clearly stated that they would not be judged, because that was 

not the purpose of the study. The objective was to explore their understanding on 

the issue, whatever their thoughts were.  

d. Multiple-treatment interferences may occur when subjects are administered ‘more 

than one intervention, treatment, training, testing, or survey either simultaneously 

or sequentially’. This was not a threat to the validity in this study inasmuch as no 

multiple-treatment was implemented. 

e. Pretesting effects refer to the potential influences of pretesting on subsequent tests 

or treatments. This threat was not considered because there was not pretest in this 

study. 

f. High dropout (attrition) rates are the result of participants’ decision to abandon the 

study once they agreed to engage in it. This in fact was a potential threat to the 

external validity of my study, because without the minimum sample size required 

by the sampling method followed I could not make inferences -at least statistically 

demonstrated- about the target population. To control potential attrition effects, two 

major decisions were made: a) hand out the questionnaire to a bigger sample than 

needed in order to compensate for possible dropouts; and b) offer participants a 

reward as a compensation for their participation in the study, in order for them to be 

more motivated and more formally engaged.  

g. Low response rates concerns the chance that the subjects of one study leave 

questions unanswered. This threat to validity is difficult to control since researchers 

may not be aware of the nonresponse effects until they check the results. Whereas I 

could not fully control this possibility, but for two cases (they had left many 

questions unanswered), all subjects responded to all of the questions in the 

questionnaire. 
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CHAPTER	6.	RESULTS	

6.1 Structure of this chapter 

	
Quantitative results will be classified and described in response to the Research 

Questions (RQs) (see section 5.2), which address three different dimensions: a) the 

dimension of the teachers; b) the dimension of the activities; and c) the dimension of 

the items of the scale. But before accounting for the quantitative results, I am going to 

present the descriptive socio-demographic and academic data of the EFL teachers who 

participated in this cross-sectional study. After the presentation of the descriptive data, 

quantitative data gathered from teachers, the activities and the items will be reported. 

 In the first stage of the quantitative analysis, I will put forward the results from 

the dimension of the EFL teachers. This will allow me to answer the RQs related to 

EFL teachers’ global analysis of the explicit and implicit teaching potential regardless 

of the activities and, later on, the RQs concerning teachers’ analysis of each individual 

activity. Lastly, I will answer the RQ regarding the links between the EFL teachers with 

the highest and lowerst p-hit rates and their socio-demographic and academic. 

 In the second stage of the quantitative analysis, I will address the RQs 

concerning the dimension of the activities. First I will deal with the global analysis of 

the activities and then I will explore the results from the two different types of activities: 

Type I (mostly explicit or implicit) and Type II (mixed potential).  

 In the third stage, I will delve into the RQs regarding the analysis of the items. 
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Table 51. Stages in the analysis of the results 
Analysis of the results 

1st Stage 2nd Stage 3rd Stage 
Teachers Activities Items 

Data from EFL teachers’ 
analysis compared across 
activities, items, and also 

analyzed individually. 

Analysis of the data from 
activities as categorized by their 

teaching potential: Type I -
mostly explicit or implicit-, Type 

II -mixed potential.  

Analysis of the data from the 9 
items regarding EFL teachers’ 

analysis in each item and in 
each activity. 

6.2 Results related to the teachers’ background 

6.2.1 Socio-demographic, academic and motivational background profile of the teachers 

 

Prior to the analysis of the explicit and implicit teaching potential of the activities, EFL 

teachers were asked to fill in a number of questions regarding their socio-demographic 

and academic background. Questions addressing the academic background also ocvered 

aspects such as working experience and training abroad, motivational factors and 

beliefs on teaching approaches. 

	
6.2.1.1 Socio-demographic data 

	
This section reports the demographic data from the EFL teachers who participated in the 

study. Information regarding their gender, nationality and age is summarized in the 

table 52 below. 

 

Table 52. Summary of demographic data from teachers 
Teacher Gender Nationality Age 

Total Mean (n=30) 
M F SP EN 

40.4 
0.13 0.83 0.90 0.03 

 

Both males and females participated in the questionnaire. As it can be seen above, the 

proportion of females (83%) is much greater than that of males (13%). Regarding 

nationality, but for one subject -who was English-, the vast majority of teachers (90%) 

were Spanish. And as far as age is concerned, the mean is 40.4 and the median is 39. 
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Figure 44. Ages of participants 

 

The minimum age is 25 and the maximum is 58. There are three groups of three 

teachers whose age is 33, 38 and 50 respectively, and four groups of two teachers with 

ages 34, 35, 41 and 48. The rest of the subjects have different ages between the 

maximum and the minimum values. Table 52 below contains the demographic data. 

 

Table 52. Demographic data in detail 
Teacher Gender Nationality Age Teacher Gender Nationality Age 

1 F - 51 16 F SP 38 

2 F SP 33 17 M SP 38 

3 F SP 38 18 F SP 34 

4 F SP 44 19 F SP 43 

5 M SP 52 20 F SP 41 

6 F SP 56 21 F SP 34 

7 F SP 39 22 M SP 48 

8 F SP 39 23 M SP 33 

9 F SP 28 24 F EN 48 

10 F SP 58 25 F SP 25 

11 F SP 35 26 F SP 46 

12 F SP 50 27 F SP 57 

13 - - - 28 F SP 50 

14 F SP 35 29 F SP 36 

15 F SP 33 30 F SP 50 
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6.2.1.2 Academic background 

	
Data regarding the educational profile of the 30 participants in the study is shown in 

Table 53 below. The academic background should be a key aspect to further establish 

and discuss the possible links between quantitative and descriptive information. 
Table 53. Information about the academic profile of participants 
Teacher University degree Master degree Teacher University degree Master degree 

1 

English Studies/ 

Translation and 

Interpreting 

- 16 English Studies - 

2 English Studies - 17 English Studies 
Translation and 

Interpreting 

3 English Studies - 18 English Studies - 

4 English Studies - 19 English Studies - 

5 English Studies - 20 English Studies - 

6 English Studies - 21 
Translation and 

Interpreting 
- 

7 English Studies - 22 
English Language 

and Literature 
- 

8 English Studies 

Diploma of 

Advanced 

Studies in 

English 

Literature 

23 
English Language 

and Literature 
- 

9 
Translation and 

Interpreting 
Translation 24 English Studies - 

10 

English Studies 

and Spanish 

Studies 

- 25 English Studies 
Literary Studies/ 

Teaching 

11 English Studies - 26 English Studies - 

12 English Studies - 27 
Anglo-Saxon 

Studies 
- 

13 - - 28 English Studies - 

14 
Translation and 

interpreting 
- 29 English Studies - 

15 English Studies - 30 English Studies - 

 

The degree in ‘English Studies’ clearly recurs throughout the dataset. 23 subjects 

(76.6%) studied this university degree, including informants’ number 1 and 10, whose 
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academic backgrounds also included a second degree in Translation and Interpreting, 

and a degree in Spanish studies respectively. Following this trend in the descriptive 

data, a smaller sample of respondents (13.3%) studied Translation and Interpreting as a 

degree at university. 2 other participants (6.6%) indicated that they studied a degree in 

English Language and Literature and, lastly, there is 1 participant who declares that she 

studied Anglo-Saxon Studies -if considered a similar degree to that of ‘English Studies’ 

in terms of course programs and syllabi, this subject could enlarge the body of teachers 

in that category of university studies in the dataset. 

The following section of the academic background deals with post-graduate 

studies involving MA degrees. Only 4 teachers (13.3%) of the sample held a master 

degree by the time of the completion of the questionnaire. Whereas two of them –

subjects 9 and 17- reported that they had studied an MA degree in Translation and in 

Translation and Interpreting, two other informants -subjects 8 and 25- held a Diploma 

of Advanced Studies in English Literature and an MA degree in Literary studies 

respectively. Subject 25 additionally reported having studied a second MA degree in 

Teaching. 

Linking aspects of the academic background other than the university degree 

and gender, it can be observed that there were two male teachers -subjects 22 and 23- 

who studied the degree in English Language and Literature and two other males who 

studied a degree in English Studies. However, from the body of teachers who held one 

or more MA degrees, only one male informant -subject 17- reported having studied 

Translation and Interpreting as part of his postgraduate training. 

By looking at the age of the teachers who reported having postgraduate training, 

the average age is 32.5. Ages of teachers with an MA degree range from 25 to 39. 

Interestingly, teachers with no postgraduate training but with two university degrees –

subjects 1 and 10, were 51 and 58 years old respectively. The mean age of those who 

studied English Studies was slightly higher (41.7) than that of teachers who studied 

Translation and Interpreting. The mean age of subject whose university degree was 

other than English Studies or Translation and Interpreting was considerably higher (49 

years old). 
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6.2.1.3 Working experience and training abroad 

	
In this section I will report data concerning the working experience of the participants 

and their experience abroad (if applicable).  

 
Table 54. Information about working experience and training abroad. 

Teacher 
Years as an 

EFL teacher 

Weeks of language stays 

abroad 
Where 

1 27 Around 35 
Leigh-on-Sea, Bournemouth, Rochdale 

(Manchester) 

2 1 
Several times in some of them, 

cannot remember exactly 
Liverpool, Manchester, London 

3 9.5 8 Ireland 

4 18 - - 

5 >25 100 UK, USA 

6 35 60 UK 

7 12 20 Broadstairs (Kent) 

8 13 36 Liverpool (John Moores University) 

9 5 2 years and 2 months England, USA, Belgium, France, Italy 

10 30 52 London, Colchester, Birmingham 

11 10 - - 

12 25 - - 

13 - - - 

14 3 - - 

15 8 - - 

16 5 - - 

17 10 2 years New Jersey (USA), Chicago 

18 9 20 London 

19 18 1 year London 

20 14 2 years - 

21 6 2 years Saabrücken (Germany) and London 

22 24 30 Godalming and London 

23 8 2 years London 

24 6 6 - 

25 8 4 Brisbane (Australia) 

26 23 30 UK, England and Scotland 

27 35 16 Dartmouth (Lincoln) 

28 25 - - 

29 9 - - 

30 25 Many Different cities in different countries 
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As far as the number of years of working experience as EFL teachers, the mean was 

13.7, with a minimum of 1 year and a maximum of 35 years. The standard deviation 

was very high (9.8), indicating that the age range is wide and values spread rather 

evenly across the spectrum. 53.3% of the sample (16 subjects) had 1≤x≤10 years of 

working experience, 5 teachers (16.6%) had 12≤x≤18 years of experience, 7 subjects 

(23.3%) had 23≤x≤27 years of experience and lastly 3 informants (10%) had 30≤x≤35 

years of experience. Informant 13 did not specify the number of years of experience as 

an EFL teacher. 

Regarding the number of weeks of language stays in a foreign country -which is 

considered as training abroad-, the minimum number of weeks is 4 and the maximum is 

104. Only 20 out 30 informants reported having undergone training abroad. The average 

number of weeks of language stays abroad was 47.7. 4 participants spent two years (96 

weeks) abroad, 3 teachers spent 4, 6 and 8 weeks respectively, other 4 informants spent 

30≤x≤36, 2 subjects spent 20 weeks each, and other individual teachers spent 16, 48, 

52, 60 and 100 weeks abroad. Two respondents -subjects 2 and 30- left this information 

unspecified, reporting that they spent ‘many’ weeks abroad or that they have been 

abroad for language stays ‘many times […] but cannot remember exactly’. 

The exact location while abroad for language stays was reported by 19 subjects. 

Three of whom had noted training abroad -subjects 20, 24 and 25- did eventually not 

specify where they had been. 43% of the teachers with clearly specified language stays 

abroad went to the United Kingdom (UK), 5 of them went somewhere else before or 

after going to UK. Among the most resorted places in the UK were London (7 subjects) 

and Liverpool (2 informants). Other destinations within the UK were Manchester, 

Bournemouth or Birmingham. 3 subjects went to USA, but only one specified where 

exactly (New Jersey and Chicago -subject 17). 5 other subjects went to different 

destinations in Europe (e.g. subject 3, Ireland), but not necessarily to places where 

English was spoken as the L1 (e.g. subject 9, Belgium, France and Italy). Finally, 

subject 25 went to Brisbane (Australia). 

By linking years of working experience and number of weeks of language stays 

abroad, there does not seem to be very significant differences between subjects with 

more and less experience. However there are exceptions to this observation. For 

example, whereas subjects 9, 21 and 23 had less than 10 years of experience as teachers 

and 96 weeks of experience abroad, subjects 1, 6, 10, 22, 26 and 27 had between 23 and 

35 years of experience but between 16 and 60 weeks of experience abroad. Thus, it 
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could be argued that only in certain cases, the higher the number of years of working 

experience as a teacher, the lower the number of weeks of language stays abroad. 

What seems true, however, is that there is a strong relationship between number 

of years of working experience and postgraduate training. Subjects 8, 9, 17 and 25, with 

less than 15 years of working experience, were those who held MA degrees. In contrast, 

subjects 1, 3, 5, 10, 19, 22, 26, 27 and 30, with more than 15 years of working 

experience as EFL teachers, did not hold any MA degree. 

	
6.2.1.4 Motivational factors 

	
Sensitive decisions relative to the selection of BA and MA degree might be founded by 

vocational (e.g. intrinsic, integrative motivation) or economic aspirations (e.g. extrinsic, 

instrumental), among other circumstances; these two plus many other factors can have 

an impact on EFL teachers’ view of the explicit and implicit teaching potential of the 

activities they implement in class. In this section, I will report whether or not: i) 

subjects chose EFL teaching as their true vocation (e.g. intrinsic and instrumental); ii) 

EFL teaching was their ultimate professional goal (e.g. intrinsic, extrinsic and 

instrumental); and iii) teachers were familiarized with ISLA literature (e.g. intrinsic, 

extrinsic and instrumental). Table 55 below provides a summary of the information 

related to the motivational factos (see Table 56 with the complete information related to 

the motivational factors). 

 

Table 55. Summary of motivational factors 

Teachers 
EFL Teaching as Vocation EFL Teaching as Ultimate goal 

Familiarization with ISLA 
literature 

Yes No Other N/A Yes No Other N/A Yes No Other N/A 

Total (n=30) 
21 

70% 
1 

3.4% 
5 

16.6% 
3 

10% 
16 

53.3% 
7 

23.4% 
4 

13.3% 
3 

10% 
14 

46.7% 
11 

36.7% 
2 

6.6% 
3 

10% 
 

6.2.1.4.1 EFL teaching as a real vocation 

	
Starting with the descriptive data on the vocational choice of subjects to become EFL 

teachers, 70% of the sample declared EFL teaching was indeed a vocational issue and 

only 3.4% confessed that it was not their real vocation. 16.6% subjects said their real 

vocation was other than teaching EFL and 10% of the complete sample left this 
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question unanswered. In order to delve more deeply into the vocational considerations, 

it is necessary to compare this variable against other demographic and academic data. 

First it should be noted that age did not seem to be related to vocation. Both younger 

(e.g. subjects 2, 9, 15, 23, 25) and older teachers (e.g. subjects 1, 10, 12, 24, 26) 

revealed that EFL teaching was their real vocation. Interestingly, only 2 out of the 4 

male participants -that is, 50% of the sample of males- in the study admitted that EFL 

teaching was their real vocation. Whereas another male subject said it was not his 

vocation, the fourth male participant declared his real vocation was another. No males 

left this question unanswered.  

With regard to the link between vocation and academic background, 18 

respondents (60%) whose career was their real vocation had applied for English Studies 

at university. Additionally, subjects 8, 9, 17 and 25 –all those who held an MA degree- 

also declared that EFL teaching was their real vocation.  

In contrast, is seems interesting to observe that those teachers without an MA 

degree and with less experience and training abroad (e.g. subjects 13, 14, 28 and 29 did 

not even have any weeks of language stays abroad) affirmed that their real vocation was 

another or simply left the item unanswered. Equally interesting is the case of subject 5, 

who clearly stated that EFL teaching was not his real vocation and still that was his job 

at the age of 52 and with more than 25 years of working experience (at the time of the 

completion of the questionnaire). Similar circumstances occurred within the group of 

subjects indicating that their vocation was other than being EFL teachers. Their average 

age was higher than the rest of the sample’s -ages ranging between 35 and 75, and with 

a mean age of 49.2- and their working experience exceeded 25 years in most cases. 

Nonetheless at the time of the completion of the questionnaire they were still doing the 

job they claimed to have chosen for reasons other than their true vocation. 

	

6.2.1.4.2 EFL teaching as an ultimate goal 

	
Regarding the subjects’ belief on EFL teaching as their ultimate goal, there are data 

demonstrating that 53.3% of the complete sample expressed that EFL teaching was 

indeed their final professional aim. Yet unlike the previous variable EFL teaching as 

their real vocation, a high percentage of teachers (23.3%) admitted that their 

professional aspirations went further beyond teaching EFL. There was also a relatively 

high percentage of teachers (13.3%) who confessed that their ultimate goal was another, 
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both -those who said ‘no’ or ‘other’- suggesting that they might aspire to achieve a 

higher academic status. In contrast, very few subjects (3) left this question unanswered.  

Let us now examine subjects’ ultimate goal in relation to demographic data and 

information about their academic background, as well as establish new possible links 

between real vocation and ultimate goal. In first place, there seems to be a strong 

connection between age and the consideration of EFL teaching as an ultimate goal. 8 

subjects with ages between 33 and 39 declared that their teaching career was their final 

professional aspiration. 3 other respondents whose age ranged between 41 and 44, 

together with a group of 5 participants with ages 50 to 58 also stated that EFL teaching 

was their ultimate academic goal. No subjects under the age of 33 wrote that EFL 

teaching was their ultimate goal. It should be noted, however, that teachers who 

responded ‘no’ or ‘other’ differed considerable in terms of age. On the one hand, 

subjects who confessed that EFL teaching was not their ultimate professional objective 

were mainly in their 30s, with ages ranging from 28 to 38; there were also two other 

subjects who were 48 and declared the same. On the other hand, teachers who 

responded that they had ‘other’ ultimate professional goal were considerably older -

subjects 27 and 30, with 57 and 50 years of age respectively. Only one of these -subject 

25- was one of the youngest, being 25.  

Regarding EFL teaching as ultimate goal and gender, interesting results can be 

observed by filtering out male subjects. Only subjects 5 and 23 expressed that EFL 

teaching was their ultimate goal. The other 50% of the sample of male subjects declared 

it was not their final professional aspiration. 

As far as ultimate goal and academic background are concerned, English Studies 

was the most recurrent university degree (81.2%) among those subjects who said that 

EFL teaching was their ultimate professional aim. However, only one teacher in this 

restricted sample -teacher 8- had a postgraduate diploma. None of the teachers in this 

category held an MA degree. Interestingly, only among those teachers who in turn 

specified EFL teaching was not their ultimate goal -those who responded ‘no’ or 

‘other’- 3 subjects (9, 17 and 25) had an MA degree. The type of masters held by 

subjects 9 and 17 was focused on Translation, and on Translation and Interpreting 

respectively. On the other hand their academic background was similar as for the type 

of university degree (mostly ‘English Studies) to those who said ‘yes’ in the category 

‘ultimate goal’. 
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By comparing ultimate goal and professional experience, there was a wide 

interval of data; in other words, there does not seem to be a strong link between EFL 

teaching as an ultimate goal and years of professional experience, since the span of 

values in the latter category ranged from 1 single year of experience up to 35. Moving 

on to the comparison between ultimate goal and training abroad, the average number of 

weeks of language stays abroad was 40.4, with a minimum value of 8 weeks and a 

maximum of 100. More specifically, three of the subjects (20, 21 and 23) who admitted 

EFL was their ultimate goal spent 96 weeks and another respondent (5) spent 100 

weeks. The rest had between 20 and 60 weeks of training abroad. 

	

6.2.1.4.3 Familiarization with the ISLA literature 

	
Reading papers on ISLA -or SLA- can also have an effect on the evaluation of the 

explicit and implicit teaching potential of activities. Therefore, it was crucial to ask 

participants whether they were familiarized or not with the literature. Exploring this 

issue can later on help establish different links between descriptive and quantitative 

data. 

Nearly half of the sample of participants (46.7%) claimed that they were 

familiarized with ISLA literature. In contrast to this, 36.7% confessed that they were not 

familiarized with it and 6.6% responded ‘other’ in this category. 10% of the subjects left 

this question unanswered. Let us now consider this variable in comparison with other 

factors such as demographic data, academic background, professional experience and 

training abroad, as I have done in previous sections. 

Firstly I am going to delve into the existing relationships between age and 

familiarization with ISLA literature. Interestingly there seems to be a significant link 

between these two variables. The mean age of those who claimed that they were 

familiarized with the literature was slightly high (41.2), with a minimum age of 33 and a 

maximum of 52. Whereas 7 teachers of this group of subjects were in their 30s 

(33≤x≤39), another group of 4 informants were in their 40s (41≤x≤48); 3 other subjects 

were in their 50s, with 50, 51 and 52 respectively. With regard to those teachers who in 

turn said they were not familiarized with the literature, the average age also revolved 

around 40. Nevertheless, the mean does not seem a reliable measure to assess the 

relationship between age and familiarization with the ISLA literature. The minimum 

age of those who were not familiarized was 28. The maximum was 58, however, more 
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teachers belonged to a lower age range. 7 teachers were between 29 and 39 and only 3 

teachers were in their 50s. Those subjects who declare that their familiarization with the 

literature was ‘other’ were very different ages –subject 25 was 25 years old and subject 

27 was 57 years old. 

Looking now at gender and familiarization with the literature on ISLA, it can be 

observed that 75% of the male respondents claimed that they were familiarized with it. 

Only one male subject (17) declared that he was not familiarized. 

There is one striking aspect worth discussing when looking at the teachers’ 

academic background and their familiarization with ISLA papers. No teacher from the 

group of subjects who claimed that they were familiarized with the literature held an 

MA degree. All but three subjects (14, 22 and 23), however, had a degree in English 

Studies alone or this degree plus another degree in Translation and Interpreting (subject 

1). Subject 14 had a degree in Translation and Interpreting and both respondents 22 and 

23 had studied a degree in English Language and Literature. Similar circumstances were 

found amongst subjects who responded ‘no’ to the question of whether they were 

familiarized with the literature on ISLA. Only two of these had postgraduate studies, 

subjects 8 and 17, the former being the only one who held an MA degree in Translation 

and Interpreting and the latter with a Diploma of Advanced Studies in English 

Literature. Within this category of teachers who were not familiarized with research on 

ISLA, the most recurrent university degree was English Studies except in two cases, 

subjects 9 and 21; both had a degree in Translation and Interpreting. Subject 10 had a 

second university degree in Spanish Studies. Lastly, only one of the informants 

reporting that their familiarization with research papers on ISLA was ‘other’ (subject 

25) held two MA degrees, one in Literary Studies and one in Teaching. The other 

subject reporting ‘other’ in this category only studied a university degree in Anglo-

Saxon Studies. None of the subjects who left this question unanswered -subjects 13, 24 

and 28- held an MA degree.  

Last but not least let us examine the links between familiarization with the 

literature on ISLA and working experience and training abroad. In first place, I am 

going to look at the relationship between the factors ‘familiarization with research’ and 

‘working experience’. The average number of years of working experience of the 

teachers who claimed they were familiarized with the research was 15.3. 6 subjects had 

between 3 and 10 years of experience teaching, other 5 informants had between 23 and 

25 years of professional experience, and only 3 subjects had 12, 14 and 18 years of 
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experience. 10 informants out of the group of subjects who were familiarized with the 

literature (n=14) reported having weeks of language stays abroad, with diverse 

durations -between 8 up to 100 weeks- and mostly within the UK and in Ireland. Now, 

with regard to those who declared not being familiarized with the research, the average 

number of years of teaching experience was 14.2, an almost imperceptibly lower value 

to the average of those who were familiarized. More specifically, 6 subjects had 

between 1 and 10 years of professional experience, 2 other subjects had 30 and 35 years 

of experience respectively, 1 informant had 18 years of experience and another 

respondent had 25 years of experience. The duration of the language stays abroad of 

those teachers who were not familiarized with the literature ranged widely, between 36 

and 108 weeks. Interestingly, the average number of weeks abroad of subjects who were 

not familiarized with the research was 72.6. This mean score is much higher than the 

average number of weeks abroad reported by teachers who claimed to be familiarized 

with the literature, 38.3. The working experience of those who declared that their 

familiarization with ISLA research was ‘other’ differed very widely. However, none of 

them had more years of experience or weeks of language stays abroad than the rest of 

the participants. Whereas subject 25 only had 8 years of experience as an EFL teacher 

and 4 weeks of language stays abroad, subject 27 had 35 years of professional 

experience but only 16 weeks stays abroad. Two of the subjects who left this question 

unanswered did not have any training abroad.    

 

Table 56. Motivational factors in detail 
Teacher EFL 

Teaching 
as 

Vocation 

EFL 
Teaching 

as 
Ultimate 

goal 

Familiarization 
with ISLA 
literature 

Teacher EFL 
Teaching 

as 
Vocation 

EFL 
Teaching as 

Ultimate 
goal 

Familiarization 
with ISLA 
literature 

1 Yes Yes Yes 16 Yes No No 
2 Yes Yes No 17 Yes No No 
3 Yes Yes Yes 18 Yes No Yes 
4 Yes Yes No 19 Yes Yes Yes 
5 No Yes Yes 20 Yes Yes Yes 
6 Other Yes No 21 Yes Yes No 
7 Yes Yes Yes 22 Other No Yes 
8 Yes Yes No 23 Yes Yes Yes 
9 Yes No No 24 Yes No - 

10 Yes Yes No 25 Yes Other Other 

11 Yes No Yes 26 Yes 

Other 
(‘important 

but not 
ultimate’) 

Yes 

12 Yes Yes Yes 27 Other Other Other 
13 - - - 28 - - - 
14 Other Yes Yes 29 - - No 
15 Yes Yes Yes 30 Other Other No 
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6.2.1.5 Beliefs on teaching approaches 

	
EFL teachers certainly have beliefs about the type of curriculum they need to abide by 

when teaching, or about their own particular approach. Teachers can basically use 

activities that promote: i) knowledge of L2 language forms (mostly explicit, associated 

with a traditional model for EFL teaching); ii) knowledge about how to communicate 

with language forms (mostly implicit, more frequently linked with CLT); and iii) both, 

combining explicit and implicit knowledge (mixed model: traditional plus 

communicative). In this section, I will report results from EFL teachers’ beliefs on the 

course syllabus, their own approach as EFL teachers and also whether they use L1 in 

the class33. In Table 57 below there is a summary of these data. The reader should note 

that no subjects wrote the following: 

a. The course syllabus was traditional 

b. Their own teaching approach was traditional 

c. L1 was not used in class 

Due to this fact, the summary table below (Table 57) does not contain a category for 

‘Traditional’ in the sections ‘Course syllabus’ and ‘Teacher’s own approach’. 

Similarly, the option ‘No’ in the section ‘Use of L1 in class’ does not appear either, 

since there are no data related to this response. 

 

Table 57. Summary of the beliefs on teaching approaches 
Teachers Course syllabus 

 
Teacher’s own approach 

 
Use of L1 in class 

 
Com. Mixed N/A Com. Mixed N/A Yes Other N/A 

Total (n=30) 16.6% 73.4% 10% 10% 83.3% 6.6% 86.6% 6.6% 6.6% 
	

6.2.1.5.1 Course syllabus 

	
Depending on which activities a established course syllabus promotes, both EFL 

teaching and learning might be determined to handle explicit knowledge, implicit 

knowledge, or explicit plus implicit knowledge, both combined to different extents. 

Inasmuch as the course syllabus can be basically traditional (more focused on explicit 

																																																								
33 The reason why I focused on these three factors and excluded others -such as beliefs on cooperative 
skills- is because I thought the former would be potentially more interesting in the context of my research. 
Also, I thought it more ‘realistic’ to address teachers’ beliefs on basic aspects regarding the teaching of 
EFL in Spain. I doubted whether all teachers would be able to respond critically to questions like: do you 
implement cooperative learning activities in class? 
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teaching), communicative (more focused on implicit teaching) or mixed (focused on 

explicit and implicit teaching), one of my aims was to ask EFL teachers on their beliefs 

about these trends, based on what they did with the curricular objectives and the 

textbook materials available.  

In first place, looking strictly at EFL teachers’ beliefs on the course syllabus, it 

can be observed that the majority of respondents (73.4%) considered it mixed. Only 

16.6% subjects believed that the course syllabus was mostly communicative. Another 

10% of the sample (3 subjects) did not provide a response to that question.  

After these general remarks, it should be now appropriate to inquire into existing 

links between the beliefs on the course syllabus and different factors such as 

demographic data, academic background, working experience and training abroad.  

Age does not seem to be a relevant factor to establish solid relationships with 

teachers’ views on the course syllabus. There were 22 subjects (73.4% of the sample) 

who considered the course syllabus mixed -that is, traditional and communicative- and 

their ages ranged very widely, from a minimum value of 25 up to a maximum of 58. 

The average age (40.1) was in the middle of that spectrum, indicating that a similar 

number of teachers were probably below and above the mean score. Even though age 

did not seem to be a useful factor to determine possible links with teachers’ beliefs on 

course curricula, it can be observed nonetheless that 33.3% of the teachers who rated 

the syllabus as mixed were in their 30s, their ages ranging between 33 and 39. Another 

20% of those teachers were in their 40s, with ages between 41 and 48. 13.3% were in 

their 50s and only a 6.6% were under 30. Similar circumstances apply to those teachers 

who believed that the course syllabus was communicative; subjects 5, 11 and 15 were 

ages 52, 35 and 33 respectively. No links might be possibly drawn from those 

differences in age. However, subjects 6 and 12, who thought that the syllabus was both 

communicative and mixed were 56 and 50 respectively. I cannot state that, by selecting 

both options ‘communicative’ and ‘mixed’ they meant to express something in 

particular or it was only a mistake in their selection of response.  

Analyzing EFL teachers’ beliefs on course syllabus and gender, it is worth 

mentioning that only 50% of the sample of male participants -subjects 22 and 23- 

thought that the syllabus was mixed. Whereas another 25% of the sample of male 

informants considered the course syllabus strictly communicative, the remaining 25 left 

this question unanswered. 
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The next step involves examining the links between teachers’ beliefs on course 

curriculum and the academic background. More than half percent of the sample (53.3%) 

of teachers who considered the syllabus mixed studied ‘English Studies’ as a university 

degree, only two of whom -subjects 9 and 25- also studied MA degrees in Translation, 

Literary Studies and teaching. 4 informants within this category studied a university 

degree in Translation and Interpreting, 2 subjects studied English Language and 

Literature and, lastly, one teacher studied Anglo-Saxon Studies. Participants who 

believed that the course syllabus was purely communicative only held a university 

degree in English Studies; they did not report having any postgraduate studies. These 

very same circumstances can be ascribed to subjects 6 and 12, who thought that the 

syllabus was both communicative and mixed.  

With regard to the links between teachers’ beliefs on course syllabus and 

working experience plus training abroad, the average number of years of working 

experience was 14, with a minimum age of 1 and a maximum of 35. It seems worth 

noting that the mean does not fully represent the working experience since there is not 

an equal amount of subjects above and below the mean. For example, 14 subjects 

(63.6%) -which is more than 50% percent of the sample of teachers who believed that 

the course syllabus was mixed- had between 1 and 13 years of professional experience 

(1≤x≤13). Only 8 subjects (36.6%) had more than 14 years of experience. More 

specifically, they had between 18 and 35 years of professional experience (18≤x≤35). 

Therefore, there seems to be a tendency amongst EFL teachers with fewer years of 

working experience (the group of teachers whose professional experience was between 

1 and 13 years, 1≤x≤13) to believe that the course syllabus was mixed. In addition to 

this, the mean number of weeks of language stays abroad of this group of subjects was 

43.5. Moving on to the set of subjects who considered the course syllabus fully 

communicative, it is interesting to say that the average number years of working 

experience was 14.3. However, there were only three respondents in this category 

(subjects 5, 11 and 15). Also, only one out of the three subjects reported having stayed 

abroad for 100 weeks. Subjects 6 and 12, who considered the course syllabus both 

communicative and mixed had a fairly higher average number of professional 

experience, 30 years as EFL teachers. Nonetheless, only participant 6 had training 

abroad during 60 weeks. 
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6.2.1.5.2 Teacher’s own approach 

	
The way teachers make use of the textbook and select teaching materials and activities 

for classroom work is crucial to understand the outcome of learning. Exploring 

teachers’ beliefs on their own approach to EFL teaching can shed light on some of the 

decisions they take when they intend to teach different aspects of the L2. Subjects could 

respond to this specific question marking three different options according to whether 

they considered their own approach traditional (focused on explicit teaching), 

communicative (focused on implicit teaching) or mixed (explicit plus implicit). The 

reader should bear in mind that no subject considered their own approach traditional.  

A vast majority of teachers (n=25, 83.3% of the sample) considered their own 

approach to EFL teaching mixed. 10% thought that it was communicative and the rest 

of participants did not provide an answer to this question.  

Major variations could be expected if teachers’ beliefs on their own approach is 

compared with the variable ‘age’. Given the fact that the vast majority thought of it as 

being mixed (focus on form plus focus on communication), a wide range of ages was 

expected when subjects were filtered by age. The mean age of those within this category 

was 42.6, with a minimum age of 28 and a maximum of 58. Nearly the same number of 

subjects were below (n=12) and above (n=11) the mean; their ages ranged from 28 to 

41. Therefore there was a nearly perfect balance with regard to age, which in turn 

seemed to be inconclusive in order to establish specific links between beliefs on one’s 

approach and age. In contrast, only 3 participants -subjects 11, 15 and 25- considered 

their own approach as fully communicative. Their mean age was 31, fairly below the 

average age of those who considered their approach mixed.  

By comparing EFL teachers’ beliefs on their own approach to teaching with 

gender, greater variations were expected if gender was sorted by females. Since most 

subjects were females, it was rather uninteresting to examine those differences in further 

detail. However, since only 4 subjects were males, I wanted to explore their beliefs on 

their own approach. Subjects 5, 17, 22 and 23 also thought that their approach was 

mixed. Therefore, major differences were not found in males but in females. Three of 

them -subjects 11, 15 and 25- believed that their approach was communicative and 

another female respondent (28) did not provide an answer to this question. 

The next comparison to make is between teachers’ beliefs on their own approach 

and academic background. 76% of the sample of teachers who considered their 
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approach mixed studied English Studies as a university degree. 16% (4 subjects) studied 

a degree in Translation and Interpreting and 2 subjects (22 and 23) studied English 

Language and Literature. Subject 27 studied Anglo-Saxon studies and informant 

number 10 had a second degree in Spanish Studies apart from the degree in English 

Studies. With regard to postgraduate studies, only two subjects in this category of 

teachers who thought of their approach as mixed held an MA degree. Moving on to the 

respondents who believed that their approach to EFL teaching was totally 

communicative, it should be noted that their academic background mainly consisted of a 

university degree in English Studies, only one of whom -subject 25- held two MA 

degrees, one in Literary Studies and another in Teaching. 

Taking into consideration the existing links between teachers’ beliefs on their 

own approach and working experience plus training abroad, the average number of 

years of professional experience of teachers who considered their own approach mixed 

was 15.8, with a minimum value of 1 year of experience and a maximum number of 35. 

There was nearly an equal number of subjects above and below the mean, which 

suggests that there were no clear links to be established between certain segments of the 

sample population. In summary, different teachers with a wide age range believed that 

their approach to EFL teaching was mixed (partly traditional and partly 

communicative). Most of the subjects pertaining this category reported having 

experience abroad. The average number of weeks of language stays abroad was 52.7, 

also with a balanced number of cases above and below this mean score. In contrast, the 

professional experience reported by those subjects whose own approach was considered 

communicative had a lower mean of working years. The average number of years of 

experience of those teachers was 8.6. Interestingly, only one subject had 4 weeks of 

language stays abroad. 

	

6.2.1.5.3 Use of L1 in class 

	
Resorting to the learners’ L1 in class to clarify some aspects of the L2 might in some 

cases be strongly indicative of a completely or a partially traditional model. Knowing 

whether EFL teachers need or deliberately prefer to use the L1 in class for some 

purposes can be revealing, especially, in order to understand their views on the explicit 

and implicit teaching potential of the activities they implement. In this section I will 

report the descriptive results for EFL teachers’ use of L1 in class alone, and in 
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combination with demographic data, information on their academic background, their 

working experience as EFL teachers and their training abroad.  

Overall, a vast group of teachers from the sample (86.6%) tended to use the L1 

in class. Among the set of informants who admitted using the L1 in class, only 6 

subjects (20%) specified when. Subject 2 indicated that she used Spanish because she 

‘taught English language to formative studies for mechanics and some of them did not 

come from secondary studies’. Subject 4 acknowledged that she used the L1 ‘most of 

the time’. Subject 10 specified that she resorted to Spanish ‘when some issues were too 

difficult for the students or when their level was not very high’. Subject 17 declared that 

he only used the L1 ‘depending on the level’ of the students addressed. Subject 20 

delivered explanations in Spanish ‘only [for] grammar points if necessary’. Finally, 

subject 21 used the L1 ‘depending on the students’ characteristics’. In contrast, 6.6% of 

the sample reported that their use of L1 in class was ‘other’, but did not provide any 

further information as to when. Another 6.6% of the sample did not answer this 

question at all.  

Comparing the use of L1 in class with age, it seems difficult to discern trends or 

establish possible links because most teachers with many different ages acknowledged 

they used Spanish. The average age of those who admitted using the L1 in class was 

41.9, with a minimum age of 25 and a maximum of 58. Indeed there is a perfect balance 

with regard to the mean, since there is exactly the same number of teachers (13) with 

ages below and above 41. This indicates that values spread evenly across the spectrum 

of the dataset for age. Only two subjects -informants 17 and 21- said that their use of L1 

in class was ‘other’. Their mean age was lower (36).  

Regarding use of L1 and gender, 75% of the sample of male informants stated 

that they used Spanish in class. Only 25% of males indicated that their use of the L1 

was ‘other’, specifying that it was used depending on the level of the students. The 

majority of female participants (88.4%) stated also stated that they used the L1 in class. 

No specific links could be made between use of L1 and gender due to this fact. 

In terms of use of L1 and academic background, 80.7% of the subjects studied 

English Studies as a university degree, 11.5% studied Translation and Interpreting, 

7.6% had a degree in English Language and Literature, and 2 independent respondents 

(subjects 10 and 27) studied Spanish Studies and Anglo-Saxon studies respectively. 

Only two teachers who used L1 in the classroom -participants 9 and 25- held MA 

degrees in Translation and in Literary Studies and Teaching respectively, and one 
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teacher -subject 8- had a postgraduate Diploma of Advanced Studies in English 

Literature. Among those subjects who stated that their use of L1 in the class was ‘other’, 

degrees in English Studies and Translation and Interpreting were the most common 

university background. Only one of these respondents had an MA degree in Translation 

and Interpreting. 

Finally, by observing the use of L1 and professional experience teaching EFL 

plus training abroad, it can be observed that the average number of years of working 

experience of teachers who used the L1 in class was 15.6. The minimum value was one 

year of professional experience and the maximum was 35. There was nearly an equal 

number of teachers with number of years of working experience above and below that 

mean, which may suggest that the mean was a representative measure for this category. 

Additionally, also by analyzing the group of subjects who uses Spanish in the class, it 

can be seen that the mean number of weeks of language stays abroad was 42.2. In 

contrast, the average number of years of working experience of those whose use of L1 

in the class was ‘other’ was 8, which is a fairly lower mean than the one of those who 

used the L1. Both subjects who declared that their use of the L1 was ‘other’ -informants 

17 and 21- had 96 weeks of training abroad. 

	

6.2.1.5.4 Final observations on EFL teachers’ beliefs 

	
In this last section of the descriptive data I will seek and report existing links between 

the categories thoroughly described so far: course syllabus, teacher’s own approach and 

use of L1 in the class. Below there is a summary table containing these data (Table 58). 

There is a clearly observable trend among subjects who considered the course 

syllabus mixed to believe that their own approach was also mixed, that is, partially 

traditional (focused on explicit knowledge) and partially communicative (focused on 

implicit knowledge). Except for one respondent -subject 25-, who considered the course 

syllabus mixed but thought of her own approach towards EFL teaching as fully 

communicative, there was a match between beliefs on type of syllabus and type of 

approach in the rest of the subjects. This match also occurred in the case of subjects 

who believed that the both the syllabus and their own approach were communicative. 

Therefore, for most cases there was a total consistency in teachers’ responses. There 

was also a total degree of consistency between teachers’ considerations on the syllabus 

and their own approach as compared with the use of the L1 in the class. All subjects but 
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one -informant 21- believed that both the syllabus and their own approach were mixed, 

and used the L1 in the classroom. However, those who believed that the course syllabus 

was fully communicative and thought of their own approach as totally communicative –

subjects 11 and 15- then declared that they used the L1 in class as well. 

Even though there seems to be total consistency within raters, it is true however 

that only a few subjects responded somehow inconsistently and unfortunately did not 

clearly specify why they made some decisions. 

 

Table 58. Teacher beliefs in detail 

Teacher Course 
Syllabus 

Teacher’s 
approach 

Use of L1 in 
class 

(when) 
Teacher Course 

Syllabus 
Teacher’s 
approach 

Use of L1 in 
class 

(when) 
1 Mixed Mixed Yes 16 Mixed Mixed Yes 

2 Mixed Mixed 

Yes (I teach 
English 

language to 
formative 
studies for 
mechanics 

and some of 
them do not 
come from 
secondary 

studies) 

17 - Mixed 
Other (it 

depends on the 
level) 

3 Mixed Mixed Yes 18 Mixed Mixed Yes 

4 Mixed Mixed Yes (most of 
the time) 19 Mixed Mixed Yes 

5 Com Mixed Yes 20 Mixed Mixed 

Yes (only 
grammar 
points if 

necessary) 

6 
Com 
and 

Mixed 
Mixed Yes 21 Mixed Mixed 

Other (It 
depends on 

students' 
characteristics) 

7 Mixed Mixed Yes 22 Mixed Mixed Yes 
8 Mixed Mixed Yes 23 Mixed Mixed Yes 
9 Mixed Mixed Yes 24 Mixed Mixed Yes 

10 Mixed Mixed 

Yes (When 
some issues 

are too 
difficult for 

the students or 
when their 
level is not 
very high) 

25 Mixed Com Yes 

11 Com Com Yes 26 Mixed Mixed Yes 

12 
Com 
and 

Mixed 
Mixed Yes 27 Mixed Mixed Yes 

13 - - - 28 - - - 
14 Mixed Mixed Yes 29 Mixed Mixed Yes 
15 Com Com Yes 30 Mixed Mixed Yes 
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6.2.2 Summary of the socio-demographic, academic and motivational background 

profile of the teachers 

 
Results related to the teachers’ socio-demographic and academic background 

 
1. Socio-demographic data 
1.1 The proportion of females (83%) is much greater than that of males (13%) 
1.2 But for one subject -who was English-, the vast majority of teachers (90%) are Spanish 
1.3 The average age of the participants is 40.4  
2. Academic background 
2.1 Most participants (n=23, 76.6%) had a degree in ‘English Studies’ 
2.2 Only 4 teachers (13.3%) had an MA degree (they had studied an MA degree in Translation and 
Interpreting, an MA degree in Literary Studies, and a Diploma of Advanced Studies in English 
Literature)  
3. Working experience and training abroad 
3.1 As far as the number of years of working experience as EFL teachers, the mean was 13.7, with a 
minimum of 1 year and a maximum of 35 years 
3.2 Only 20 out 30 informants reported having undergone training abroad. The average number of weeks 
of language stays abroad was 47.7 
4. Motivational factors 
4.1 EFL teaching as a real vocation 
4.1.1 70% declared EFL teaching was indeed a vocational issue and only 3.4% confessed that it was not 
their real vocation 
4.1.2 Age did not seem to be related to vocation. Both younger and older revealed that EFL teaching was 
their real vocation 
4.1.3 Teachers without an MA degree -and with less working experience and training abroad- affirmed 
that their real vocation was another  
4.1.4 One subject whose vocation was not teaching still worked as an EFL teacher at the age of 52, with 
more than 25 years of working experience. 
4.2 EFL teaching as an ultimate goal 
4.2.1 53.3% expressed that EFL teaching was indeed their final professional aim 
4.2.2 23.3% admitted that their professional aspirations went further beyond teaching EFL 
4.2.3 13.3% confessed that their ultimate goal was another 
4.3 Familiarization with the ISLA literature 
4.3.1 46.7% claimed that they were familiarized with ISLA literature 
4.3.2 36.7% confessed that they were not familiarized with it 
4.3.3 No teacher from the group of subjects who claimed that they were familiarized with the literature 
had an MA degree 
5. Beliefs on teaching approaches 
5.1 No subjects indicated that (a) the course syllabus was traditional; (b) their own teaching approach 
was traditional; or (c) L1 was not used in class 
5.2 Regarding the course syllabus, 73.4% considered it mixed and 16.6% believed that it was mostly 
communicative 
5.3 Regarding EFL teachers’ own approach to teaching, a vast majority of them (n=25, 83.3% of the 
sample) considered it mixed. 10% thought that it was mostly communicative  
5.4 Regarding the use of L1 in class, a vast group of teachers (86.6%) admitted using the L1 in class 
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6.3 Results of the analysis of EFL teachers’ perceptions of the explicit and implicit 

teaching potential of activities 

6.3.1 Results for the Research Questions (RQs) within the dimension of teachers 

6.3.1.1 Results for RQ1.1 How accurate is EFL teachers’ global analysis of the explicit 

and implicit teaching potential of the activities? 

	
This section reports the results from EFL teachers’ analysis of the explicit and implicit 

teaching potential of the thirty activities in the questionnaire. By examining the 

correlation between teachers’ responses in each item and activity with the experts’ 

analysis, matches and mismatches in the data were obtained. Table 59 below 

summarizes the proportion of hit rate of the sample population of EFL teachers.  

 

Table 59. Mean of proportion of hit rate by teachers in all the activities 
Subject p-hit SD 

Total (n=30) 0.698 0.179 

 

The average proportion of hit rate was 0.698 and the mean for the standard deviation 

was 0.179. A mean hit score of nearly 70%, even though it may seem quite moderate, is 

relatively high if aspects such as familiarization of EFL teachers with SLA literature are 

taken into account. A value of 0.179 for the average standard deviation reveals that data 

is closely distributed around the mean score, which points to the homogeneity of the 

values in the dataset. In order to examine individual teachers’ proportion of hit rate, let 

us have a look at Table 60 below. It displays the mean proportion of hit rate per EFL 

teacher in all the activities in the questionnaire.   
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Table 60. Average proportion of hit rate per teacher regardless of the activity 
Subject p-hit SD Subject p-hit SD 

1 0.744 0.165 16 0.667 0.177 
2 0.641 0.142 17 0.730 0.210 
3 0.630 0.150 18 0.704 0.219 
4 0.622 0.167 19 0.607 0.208 
5 0.767 0.153 20 0.633 0.215 
6 0.759 0.157 21 0.826 0.159 
7 0.589 0.178 22 0.804 0.174 
8 0.756 0.144 23 0.826 0.159 
9 0.737 0.192 24 0.704 0.215 

10 0.663 0.183 25 0.659 0.208 
11 0.633 0.152 26 0.752 0.162 
12 0.778 0.154 27 0.711 0.136 
13 0.604 0.227 28 0.622 0.206 
14 0.863 0.119 29 0.593 0.229 
15 0.700 0.192 30 0.611 0.220 

 

The highest proportion of hit rate was observed in subject 14 (0.863), whereas the 

lowest p-hit value was found in informant number 7 (0.589). More specifically, four 

EFL teachers -subjects 14 (0.863), 21 (0.826), 22 (0.804) and 23 (0.826) (13.3% of the 

sample)- had the highest p-hit rate, showing an average hit score over 80%. In contrast, 

there were two teachers -subjects 7 (0.589) and 29 (0.593) (6.67% of the sample)- who 

had the lowest proportion of hit rate, with mean hit scores below 60%. 40% of the 

informants -subjects 2, 3, 4, 10, 11, 13, 16, 19, 20, 25, 28 and 30- had an average p-hit 

between 0.604 and 0.667. The rest of the participants -subjects 1, 5, 6, 8, 9, 12, 15, 17, 

18, 24, 26, 27 (the other 40% of the sample)- obtained mean p-hit values x≥0.7 up to 

0.778. No participant scored below 58% of hit rate. The average proportion of hit rate 

per teacher almost coincides with that per activity: nearly a 70%. 

Regarding the mean scores of the standard deviation (SD, or σ, which is the 

symbol for sigma) per EFL teacher, it should be noted that the participant with the 

highest average p-hit rate -subject 14 (0.863)- showed the lowest variation with an 

average σ of 0.119. However, the highest mean SD score (σ=0.229) did not belong to 

the subject with the lowest mean p-hit rate (informant number 7), but to subject 29, 

whose p-hit rate was the second lowest (0.593). 66.6% of the participants, subjects 1, 2, 

3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 14, 15, 16, 21, 22, 23, 26, 27 had a mean (σ) score between 

0.119 and 0.192 (from now on, intervals like this will be expressed in the following 

format: 0.119≤x≤0.192, where the ‘x’ represents the variable being referred to and the 

symbol ‘≤’ means higher than or equal to what appears to the left of the symbol, and 

lower than or equal to what appears to the right of the symbol. In this case I am talking 

about the mean score, therefore, in the interval ‘0.119≤x≤0.192’, the mean score is 
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higher than or equal to 0.119, and lower than or equal to 0.192). The rest of the subjects 

(33.3%) had mean SD values 0.206≤x≤0.229. The median σ belonged to subject 22, 

whose average p-hit was one of the highest (0.804). What seems true is that the highest 

mean SD values mostly pertained to teachers with the lowest average p-hit rates (e.g. 

σ>0.2 in subjects with p-hit x<0.68, -informants number 13, 19, 20, 25, 28, 29, 30). 

	
6.3.1.2 Results for RQ1.2 How accurate is EFL teachers’ analysis of each individual 

activity? 

	
In this section, results from teachers’ analysis of the explicit and implicit 

teaching potential of each of the activities in the questionnaire will be shown. Data 

regarding number of teachers’ hits per activity will be displayed in this section. In each 

of the analyses below there will be information regarding the activity number (1 to 30), 

activity type (Type I -mostly explicit or implicit- and Type II -mixed potential), the 

possible matches in items (this means right answers; there are nine items for each 

activity, so the minimum would be 0 matches and the maximum would be 9 matches), 

the number of teachers who had from 0 to 9 matches (e.g. in Activity 1, no teachers had 

0, 1 or 2 matches; 1 teacher had 3 matches -or right answers; 3 teachers had 4 matches, 

etc.) and lastly the analysis of hit percentages per teachers and activity. 
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Activity 1. Listen to the sentences and underline the stressed syllables 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 

30% of the sample (9 subjects) had five matches -or right answers- 

in activity 1 in the questionnaire. No teacher had 0 (completely 

erroneous analysis) or 9 (perfect analysis) matches. Also, no 

teacher had only 1 or 2 matches. In an ascending order, only 1 

teacher had three matches, 3 teachers had four matches, 4 teachers 

had six matches and 7 teachers had eight matches. This last score 

represents the maximum number of teachers hitting the maximum 

number of items. 

1 0 

2 0 

3 1 

4 3 

5 9 

6 4 

7 6 

8 7 

9 0 

Total 30 

 

Activity 2. Decide if the following sentences are true or false 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 

6 teachers (20% of the sample) had seven right answers in activity 

2 in the questionnaire. An equal number of participants (another 

20% of the sample) had 6 matches. This reveals that there are two 

modes (Mo=6 and 7) in this analysis. No teacher had either 0 or 1 

matches. However, 16.6% of the subjects -that is, 5 teachers- did a 

perfect analysis with 9 matches. This indicates that they had all the 

items correct in comparison with the experts’ analysis. Similarly, 

other 5 teachers (another 16.6% of the sample) had 8 matches. 

1 0 

2 1 

3 1 

4 4 

5 2 

6 6 

7 6 

8 5 

9 5 

Total 30 
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Activity 3. With a partner, think of these situations where you would need to ask for 

help. Then make up mini-dialogues for each situation, using sentences form Exercise 5 

to help you 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 Activity 3 in the questionnaire, which is labeled as Type II, showed 

a decrease in the number of teachers with a high match rate. 12 

teachers (40% of the sample) had 5 right answers. No teachers did 

a totally wrong analysis with 0 matches, the same way no one did a 

perfect analysis, with 9 matches. Similarly, no informant showed 7 

matches. 30% of the subjects (9) got six right answers. Other than 

that, in an ascending order, only one subject had only one item 

correct, and only one teacher had two items correct. Then two 

participants had three and eight matches and, lastly, three subjects 

had four matches. 

1 1 

2 1 

3 2 

4 3 

5 12 

6 9 

7 0 

8 2 

9 0 

Total 30 

 

Activity 4. Complete the sentences with the expressions in Exercise 1. Make any 

necessary changes to the verbs 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 11 subjects (36.6% of the sample) had seven right answers. Again, 

like in activity 3, which is also labeled as Type II, results show a 

decrease in the maximum number of matches as compared to Type 

I activities. Only one teacher (3.3%) got the analysis perfectly 

correct, with 9 right answers. No teacher had a complete wrong 

analysis with 0 matches. All teachers had at least four right 

answers in activity 4. Another 30% of the informants (9 of them) 

got nearly perfect analyses, with eight matches. However, 5 

subjects had six matches, 3 subjects had five matches and 1 subject 

had four matches. 

1 0 

2 0 

3 0 

4 1 

5 3 

6 5 

7 11 

8 9 

9 1 

Total 30 
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Activity 5. Look at the picture and the caption below. What do you think the expression 

means? Choose the correct meaning for each expression in bold 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 10 participants (33.3% of the sample) had 6 right answers in 

activity 5 in the questionnaire. The second highest score belonged 

to 7 subjects, who represent the 23.3% of the sample and got 4 

matches. In contrast, no teachers had either 0 -a completely wrong 

analysis- or 5 matches. Even though this activity is labeled as Type 

I, fewer teachers got high numbers of matches. For example, only 

2 subjects had a perfect analysis with 9 matches and only 1 

participant had an almost perfect analysis with 8 right answers. 

Apart from this, 3 subjects had 2 matches, 3 subjects had 3 

matches and other 3 had 7 matches. 

1 1 

2 3 

3 3 

4 7 

5 0 

6 10 

7 3 

8 1 

9 2 

Total 30 

 

 

Activity 6. Complete the sentences. Use the superlative form of the adjectives 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 The distribution of data in activity 6 seems rather infrequent, since 

the number of matches concentrates around two different values. 

On the one hand, 33.3% of the sample (10 subjects) had 6 right 

answers. On the other hand, another 30% (9 informants) had nearly 

perfect analyses, with 8 matches. In contrast, no teachers got a 

totally wrong (0 matches) or perfect (9 matches) analysis. 

Similarly, nobody had 1, 2, 3 or 4 matches. The minimum number 

of matches was 5 (4 subjects). Above this value are 7 teachers who 

obtained 7 matches.  

1 0 

2 0 

3 0 

4 0 

5 4 

6 10 

7 7 

8 9 

9 0 

Total 30 
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Activity 7. A for and against essay presents two sides of an argument and concludes by 

supporting one of the sides. Read the model essay below. What is the writer’s opinion 

of computer games? 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 As in activity 2, activity 7 has two modes (Mo=3 and 8), 

displaying a graph with two bells. 16.6% of the sample (5 subjects) 

got eight matches and another equal amount of informants had 

only 3 right answers. These are the two peaks and data distributes 

rather evenly around these two modes. Only 1 participant hit one 

item. 2 subjects had four matches and 2 other subjects had five. 3 

informants had six matches and 4 participants had only two right 

answers. 26.6% of the participants seem to have done a fairly good 

or perfect analysis of the activity. 4 subjects got 9 matches and 

other 4 got 7. No teacher had 0 matches. 

1 1 

2 4 

3 5 

4 2 

5 2 

6 3 

7 4 

8 5 

9 4 

Total 30 

 

 

Activity 8. Look at these sentences. Then choose the correct verb form in the rules 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 The distribution of data in activity 8 is rather infrequent, showing a 

remarkably high number of teachers who performed a totally 

accurate analysis of the explicit and implicit teaching potential. 

More specifically, 36.6% of the sample (11 subjects) had 9 right 

answers. No teacher had 0, 1, 2, 3 or 4 correct; in other words, the 

minimum number of matches in activity 8 was 5, reaching up to 8 

matches. One subject had 5 right answers, 4 subjects had 7 correct 

answers, 6 informants had 6 matches and finally 8 teachers (26.6% 

of the sample) did an almost perfect analysis of the activity, with 8 

correct items.  

1 0 

2 0 

3 0 

4 0 

5 1 

6 6 

7 4 

8 8 

9 11 

Total 30 
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Activity 9. Choose one of the options and then complete the sentences so that they are 

true for you 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 Data distribute more normally in activity 9 than they do in the 

previous one. With a pointed shape graph by the middle of the data 

range, values seem to gather around that central value of matches 

(5). 33.3% of the sample (10 subjects) had those 5 right answers 

and most teachers (66.6%) performed around them. 4 subjects got 

6 correct responses and 7 subjects got 4 matches. The second 

highest number of matches (7) was attained by another 30% of the 

sample. However, no teacher did a perfect analysis with 9 matches. 

Similarly, there were no cases of totally incorrect analyses with 0 

matches or cases where teachers got 1, 2, 3 or 8 matches. 

1 0 

2 0 

3 0 

4 7 

5 10 

6 4 

7 9 

8 0 

9 0 

Total 30 

 

 

Activity 10. Find one example of a disadvantage and one example of an advantage of 

computer games in the model in Exercise 1 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 

12 subjects (40% of the sample) had 6 right answers in activity 10 

in the questionnaire. However, nobody did a perfect analysis with 

9 matches, the same way there were no cases of subjects scoring 0, 

1 or 4 matches. Nonetheless, a relatively high number of teachers 

(13), representing a 43.3% of the sample performed fairly accurate 

analyses with 7 and 8 correct responses. Only 3 subjects got 5 

matches and 1 informant 3 correct answers. The lowest amount of 

matches (2) was attained by one teacher. 

1 0 

2 1 

3 1 

4 0 

5 3 

6 12 

7 7 

8 6 

9 0 

Total 30 
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Activity 11. Complete the passage with the correct form of the verbs in brackets 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 Activity 11 in the questionnaire has a high number of teachers with 

a significant number of right answers. 10 subjects (33.3% of the 

sample) had a nearly perfect analysis with 7 matches. 26% of the 

sample, that is, 8 subjects, also got 8 correct responses. However, 

there were no teachers who performed a perfect analysis of the 

activity with 9 matches. In contrast, no subject had a completely 

wrong analysis or an analysis with 1, 2 or 3 matches. The 

minimum number of matches attained in this exercise was 4 by 

one teacher. For the rest of them, 4 subjects got six matches and 7 

teachers got five matches.  

1 0 

2 0 

3 0 

4 1 

5 7 

6 4 

7 10 

8 8 

9 0 

Total 30 

 

 

 

Activity 12. Look at the article again. Find four examples of the Present Perfect and 

four examples of the Past Simple 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 

Data from activity 12 in the questionnaire shows an ascending 

distribution. 9 subjects (30% of the sample) got 6 right answers. 

Also, a fairly high number of teachers (13) did a perfect or a nearly 

perfect analysis. Whereas 23.3% of them got 8 matches, another 

20% had all the items correct (9). Two groups of 4 teachers scored 

five and seven right answers respectively. On the other hand, no 

teachers had 0, 1, 2, 3 or 4 matches. The minimum number of 

matches in this activity was 5. 

1 0 

2 0 

3 0 

4 0 

5 4 

6 9 

7 4 

8 7 

9 6 

Total 30 
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Activity 13. Write three true sentences and three false sentences about what you did last 

week. Work in pairs. Say your sentences. Your partner guesses which are false 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 Even though activity 13 in the questionnaire is considered Type II, 

36.6% of the sample (11 teachers) performed a nearly perfect 

analysis, with 8 right answers. 3 other subjects got 7 matches. 

However, no teacher hit the 9 items of the scale or did a totally 

wrong analysis with no matches at all. Other than that, data seem 

to distribute rather evenly across the lower values of matches. For 

instance, 5 teachers (16.6%) had 3 matches, 4 teachers (13.3%) 

had six correct responses, two groups of two subjects got 2 and 5 

matches respectively, and 1 participant got 4 right answers.  

1 2 

2 2 

3 5 

4 1 

5 2 

6 4 

7 3 

8 11 

9 0 

Total 30 

 

 

Activity 14. Look at the beginning of the conversation. Which verb forms did Scott and 

Julie say? 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 Like activities 2 and 7, data from EFL teachers’ analysis of activity 

14 in the questionnaire reveals two modes (Mo=6 and 7). Whereas 

8 teachers (26.6% of the sample) got 7 matches, another 26.6% 

had 6 right answers. 5 teachers (16.6%) did a nearly perfect 

analysis with 8 matches and 4 subjects had a match in all the items, 

hence, performing a totally accurate analysis. On the other hand, 

no teachers had 0, 1, 2 or 3 matches. The minimum number of 

right answers in this activity was 4, which was attained by one 

teacher.  

1 0 

2 0 

3 0 

4 1 

5 4 

6 8 

7 8 

8 5 

9 4 

Total 30 
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Activity 15. Cover the text. Can you answer these questions? 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 

The low level of complexity of activity 15 in the questionnaire can 

be attested in the high rate of perfect and nearly perfect analyses. 

63.3% of the teachers (19) had either 8 or 9 right answers. 

Whereas 10 subjects got 8 matches, 9 informants got the entire set 

of items correct. In contrast, no teachers had 0, 1, 2 or 5 matches. 

The minimum number of correct answers was 4, attained by one 

teacher. Other 5 subjects got 7 matches, 3 participants got 6 and 2 

participants got 3. 

1 0 

2 0 

3 2 

4 1 

5 0 

6 3 

7 5 

8 10 

9 9 

Total 30 

 

 

 

Activity 16. Find all the –ed or –ing adjectives in the article 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 Unlike activity 15, the low level of complexity of activity 16 in the 

questionnaire did not show such considerable impact on the 

number of matches. 11 subjects (36.6% of the sample) got 6 

correct responses and no teacher performed a perfect analysis with 

9 matches. However, 43.3% got a fairly accurate analysis. Whereas 

7 subjects had 7 right answers, 6 informants got the 9 items 

correct. On the other side of the balance three individual teachers 

got 2, 3 and 4 matches; 3 teachers got 5 correct responses. No 

subject had 0 or 1 items correct. 

1 0 

2 1 

3 1 

4 1 

5 3 

6 11 

7 7 

8 6 

9 0 

Total 30 
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Activity 17. On six pieces of paper write three interesting things you have done in your 

life and three things you haven’t done but you would like to do. Use verbs from 8a) or 

your own ideas 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 The distribution of data from activity 17 in the questionnaire 

reflects its higher complexity. No teacher did a perfect analysis 

with a nine-item match, but two sets of teachers, with 3 subjects in 

each, performed nearly perfect with 7 and 8 matches respectively. 

33.3% of the sample (10 subjects) had six right answers. Two 

groups of 6 teachers each got four and five matches respectively. 

Two teachers, who scored three matches each, attained the 

minimum number of right answers. In this activity there were no 

participants with either 1 or 2 matches. 

1 0 

2 0 

3 2 

4 6 

5 6 

6 10 

7 3 

8 3 

9 0 

Total 30 

 

Activity 18. Write about the languages you speak. Use the texts by Roberto and 

Gabriela on page 79 to help you 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 Activity 18 has an abnormal distribution of data, displaying an 

ascending line due to the elevated number of teachers whose 

analysis is mostly or totally accurate (56.6% of the sample). 

Whereas 9 subjects did a perfect analysis with 9 matches, 8 

subjects got 8 out of the 9 items correct. No teachers got 0, 1 or 4 

matches, though. In the center of the distribution it can be 

observed how three groups of two subjects in each scored 2, 3 and 

5 matches respectively. Lastly, 6 teachers got 7 matches. In this 

case, the low level of complexity had a clear effect on the results.   

1 0 

2 2 

3 2 

4 0 

5 2 

6 1 

7 6 

8 8 

9 9 

Total 30 
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Activity 19. Join these pieces of paper to make six types of music 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 

Data distribution seems more normal in activity 19. Despite being 

labeled as Type I, no subjects performed a perfect analysis with 9 

matches. 12 subjects (40% of the sample) had six correct answers, 

7 subjects (23.3%) had 7 correct responses and two groups of two 

teachers had 4 and 5 matches. Even though no one achieved hitting 

9 items, 6 subjects (20%) did a nearly perfect analysis with 8 

matches. Finally, one teacher had a lower score with only two 

correct answers. 

1 0 

2 1 

3 0 

4 2 

5 2 

6 12 

7 7 

8 6 

9 0 

Total 30 

 

 

 

Activity 20. Work in groups. What do you know about the Star Wars films? Talk about 

these things. 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 

An anomalous distribution can be observed in activity 20 in the 

questionnaire. More than half of the sample, 16 subjects (53.3%), 

did a perfectly accurate analysis with 9 matches. In contrast, no 

teacher had 0, 1, 2 or 4 right answers. In the center of the 

distribution it can be seen that 6 participants (20%) hit five items, 

4 subjects (13.3%) had a nearly perfect analysis with 8 matches, 2 

teachers had 6 matches and two independent subjects had 3 and 7 

right answers respectively. 

1 0 

2 0 

3 1 

4 0 

5 6 

6 2 

7 1 

8 4 

9 16 

Total 30 
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Activity 21. Put these words/phrases into three groups 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 So far activity 21 shows a typical distribution of data in the context 

of the analyses of exercises labeled as Type II. Results spread 

normally displaying a high in the center of the distribution, that is, 

neither towards the lower or towards the higher values of matches. 

13 subjects (43.3% of the sample) had 6 right answers in activity 

21. No teacher had either a perfect analysis with a match in the 9 

items or a totally incorrect evaluation of the items with 0 matches. 

Only 10 teachers (33.3%) got a nearly perfect or fairly accurate 

analysis, five of whom had 8 matches and other 5 of whom got 7 

matches. 4 subject got 4 matches and 3 subjects got 5. There were 

no cases of informants who only had 1, 2 or 3 correct answers. 

1 0 

2 0 

3 0 

4 4 

5 3 

6 13 

7 5 

8 5 

9 0 

Total 30 

 

Activity 22. Find ten types of film 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 Activity 22 seems a rare case of Type I activity with the typical 

data distribution of a Type II activity, with a high in the center of 

the range of matches and no cases of teachers doing a perfect 

analysis with 9 correct answers. With a very pointed shape due to 

the middle score, this exercise shows that 16 subjects -more than 

half of the sample (53.3%)- had 6 correct responses. In contrast, no 

teachers had 0, 1, 2 or 3 matches. The minimum value for correct 

responses was 4, attained by 2 subjects. Only 3 subjects (10%) had 

a nearly perfect or fairly accurate analysis. One of them had 7 

matches and other 2 of them had 8 correct answers.  

1 0 

2 0 

3 0 

4 2 

5 9 

6 16 

7 1 

8 2 

9 0 

Total 30 
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Activity 23. Look at R4.10, p148. Find all the phrases for agreeing, disagreeing and 

asking for opinions 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 The distribution of data in this task reveals an ascending curve 

with three peaks. 10 subjects (33.3% of the sample) had a fairly 

accurate analysis of activity 23 in the questionnaire, with 7 right 

answers. The second highest value of matches was attained by 8 

teachers (26.6%). 4 subjects got 3 matches and two groups of 3 

informants got 4 and 6 correct responses. Only 2 teachers 

performed a nearly perfect analysis, with 8 matches. However, no 

teacher hit the 9 items, the same way there were no cases of 

subjects having 0, 1 or 2 matches.  

1 0 

2 0 

3 4 

4 3 

5 8 

6 3 

7 10 

8 2 

9 0 

Total 30 

 

Activity 24. Match sentences 1-6 with non-defining relative clauses A-F 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 Data from activity 24 distributes normally across the spectrum of 

matches, with a high in the center of the range of values. The peak 

in this distribution is characterized by 10 subjects (33.3% of the 

sample), who got 6 right answers. Even though this task is labeled 

as Type II, 4 teachers hit the 9 items of the scale, hence, 

performing a totally correct analysis. Similarly, 3 subjects attained 

a nearly perfect analysis with 8 matches and 6 subjects did a fairly 

accurate evaluation with 7 right answers. In the center of the range 

of values it can be observed that 4 subject had 5 matches and 3 

other informants got 4 matches. In contrast, no teachers had 0, 1, 2 

or 3 matches.  

1 0 

2 0 

3 0 

4 3 

5 4 

6 10 

7 6 

8 3 

9 4 

Total 30 
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Activity 25. Look at these sentences. Think of reasons why you agree or disagree with 

them 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 Like activities 8, 15, 18, 20, exercise 25 has an abnormal and 

infrequent data distribution, showing an ascending trend instead of 

a normal bell-shaped line. 8 teachers (26.6% of the sample) 

performed a totally accurate analysis, hitting the 9 items of the 

scale. Also, there were no cases of teachers with 0, 1 or 2 matches, 

revealing that most part of the sample spreads towards the highest 

values of matches. For instance, two groups of 6 participants 

(40%) had 5 and 8 matches respectively; the latter did a nearly 

perfect analysis. Other 4 teachers performed a fairly accurate 

analysis, with 7 matches. 3 subjects had 6 matches, 2 subjects got 

4 matches, and the minimum value of right responses (3) was 

attained by only one respondent.  

1 0 

2 0 

3 1 

4 2 

5 6 

6 3 

7 4 

8 6 

9 8 

Total 30 

 

Activity 26. Which paragraph gives arguments for the statement? Which paragraph 

gives arguments against? 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 Like activities 2, 7 and 14, task 26 has two modes (Mo=4 and 6), 

showing a distribution spread across two main match values. Two 

groups of 7 subjects -nearly half of the sample (47.7%)- had 4 and 

6 right responses respectively. In this activity no teachers had 

either 0 (totally wrong analysis) or 9 (totally perfect analysis) 

matches. However, 4 participants performed a nearly perfect 

evaluation of the items, hitting 8 of them. 6 other participants had a 

fairly accurate analysis, with 7 correct answers and lastly two 

groups of 3 teachers had 3 and 5 matches respectively. No cases of 

1 or 2 matches occurred. 

1 0 

2 0 

3 3 

4 7 

5 3 

6 7 

7 6 

8 4 

9 0 

Total 30 
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Activity 27. Read the language extra box and sentences 1-6. Which relative pronoun 

can you omit? 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 A particular trend in tasks labeled as Type I is that observed in 

activities 2, 14 and in the present one, number 27. In all these cases 

data is distributed in an ascending line towards the right, where 

most subjects get a high number of matches, but then there seems 

to be a sudden drop. 10 subjects (33.3% of the sample) had a 

nearly perfect analysis, with 8 right answers; however, only 3 

participants hit the 9 items, hence, a rapid decrease in the number 

of teachers performing a totally accurate analysis can be seen. On 

the other hand, the minimum value of right responses was 5, 

showing that no teachers had either 0, 1, 2, 3 or 4 matches.  

1 0 

2 0 

3 0 

4 0 

5 4 

6 7 

7 6 

8 10 

9 3 

Total 30 

 

Activity 28. Complete the dialogue with the phrases in the list. Then listen and check 

your answers 

Type II 

Matches 

in items 
Teachers Analysis 

0 0 

13 subjects (43.4% of the sample) obtained 6 right answers in the 

analysis of activity 28. Merely 3.3% (1 subject) got to do a nearly 

perfect evaluation, with 8 matches, and another 10% (3 subjects) 

did a fairly accurate analysis with 7 matches. Two groups of 6 

informants (40%) had 3 and 5 correct responses respectively. The 

minimum number of matches obtained in this exercise was 4, 

attained by one respondent. There were no cases of teachers with 

0, 1 or 2 correct responses. 

1 0 

2 0 

3 6 

4 1 

5 6 

6 13 

7 3 

8 1 

9 0 

Total 30 
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Activity 29. Listen and follow in your books 

Type I 

Matches 

in items 
Teachers Analysis 

0 1 Activity 29 in the questionnaire has a similar distribution of data to 

that of exercises 2, 14 and 27, where there is always as sudden 

drop towards the end of the ascending trend. That immediate 

decrease involves 10% of the sample (3 subjects), who do a perfect 

analysis of the 9 items after 36.6% of the teachers (11 subjects) 

obtained a nearly perfect evaluation with 8 correct responses. No 

teachers had either 1 or 4 matches. Two groups of 5 informants got 

5 and 6 matches respectively, and other two sets of 2 teachers each 

obtained 2 and 7 matches. This is the only activity where one of 

the 30 subjects did not get any hits in any of the 9 items, thus 

performing a totally wrong analysis.   

1 0 

2 2 

3 1 

4 0 

5 5 

6 5 

7 2 

8 11 

9 3 

Total 30 

 

 

Activity 30. Listen and repeat the questions 

Type I 

Matches 

in items 
Teachers Analysis 

0 0 Activity 30 is probably the only task in the questionnaire whose 

data seem to be in a perfect normally distributed balance across the 

spectrum of values. Displayed in a graph, data would show the 

prototypical type of bell-shaped distribution. There are no cases in 

the extremes, either hitting 0 or 9 items. 8 teachers (26.6%) got 6 

correct answers. Around that central value, there are subjects 

scoring above and below. To the right of the medium score there 

were 7 participants who got 7 matches and 3 informants who did a 

nearly perfect analysis, with 8 matches. To the left, however, it can 

be seen that 7 teachers got 5 matches, 4 informants got 4 matches 

and 1 participant hit 3 items. There were no cases of 1 or 2 

matches. 

1 0 

2 0 

3 1 

4 4 

5 7 

6 8 

7 7 

8 3 

9 0 

Total 30 
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6.3.1.3 Results for RQ1.3 Which is the socio-demographic and academic profile of the 

teachers with the most and least accurate analyses? 

	
So far I have accounted for the following results: i) teachers’ descriptive data including 

socio-demographic information (sex, gender, nationality) (section 6.2.1.1), their 

academic background (university and master degrees) (section 6.2.1.2), their working 

experience (years as EFL teachers) and training abroad in terms of number of weeks of 

language stays abroad (section 6.2.1.3); ii) EFL teachers overall analysis of the explicit 

and implicit teaching potential of the activities in the questionnaire (section 6.3.1); and 

iii) teachers’ analysis (match accounting) in each individual activity in the questionnaire 

(6.3.2). Now I am going to bring back Table 60 (from section 6.3.1.1), which contained 

a summary of EFL teachers’ overall performance in the questionnaire. The purpose in 

this section is to comment on salient cases where performance was either at the highest 

or the lowest level and link those quantitative results with the descriptive data belonging 

the subjects involved in that analysis.   

 

Table 61. Table 60 Average proportion of hit rate per teacher regardless of the activity (section 

6.3.1.1) 

Subject p-hit SD Subject p-hit SD 
1 0.744 0.165 16 0.667 0.177 
2 0.641 0.142 17 0.730 0.210 
3 0.630 0.150 18 0.704 0.219 
4 0.622 0.167 19 0.607 0.208 
5 0.767 0.153 20 0.633 0.215 
6 0.759 0.157 21 0.826 0.159 
7 0.589 0.178 22 0.804 0.174 
8 0.756 0.144 23 0.826 0.159 
9 0.737 0.192 24 0.704 0.215 

10 0.663 0.183 25 0.659 0.208 
11 0.633 0.152 26 0.752 0.162 
12 0.778 0.154 27 0.711 0.136 
13 0.604 0.227 28 0.622 0.206 
14 0.863 0.119 29 0.593 0.229 
15 0.700 0.192 30 0.611 0.220 

 

Starting with the respondents whose performance in the 30 activities of the 

questionnaire was at the highest level -subjects 22, 21, 23 and 14 in an ascending order 

regarding their proportion of hit rate, there are various aspects that I would like to bring 

to the fore. Firstly, these teachers had hit rates of x>0.8 and their average standard 

deviation was 0.15, which suggests that their answers were similar to one another’s, 

maintaining a high level of consistency. Very surprisingly none of these teachers 
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studied English Studies as a university degree and none of them held an MA degree. 

Their academic background consisted of two university degrees; two subjects had one 

in English Language and Literature (subjects 22 and 23) and two other inforants had a 

degree in Translation and Interpreting (subjects 14 and 21). The average number of 

years of working experience as EFL teachers was 10.2, with a minimum of 3 and a 

maximum of 24. Whereas participants 14, 21 and 23 had less than 10 years of 

professional experience, only one subject (22) had more than 20 years of experience 

working as an EFL teacher. Interestingly, subject 14, who has the highest score, did not 

report having any weeks of language stays abroad. Subjects 22, 21 and 23 had 

nonetheless 30, 96 and 96 weeks of training abroad respectively. There is a common 

destination for the language stays amongst those who had the highest performance: 

London. Subjects 22 and 21 had also been to a second destination, Godalming and 

Saabrücken (Germany) respectively. Two of the teachers who performed at the highest 

level were males; two other teachers with the highest proportion of hit rate were 

females. The average age of these four teachers with a very successful analysis of the 

activities was 37.5, with a minimum age of 35 and a maximum of 48. Only subject 22 

was nearly in his 50s; the rest were in their 30s. Regarding their professional 

aspirations, only 2 out of these 4 subjects -informants 21 and 23- declared that EFL 

teaching was their real vocation. In contrast, subject 14 -with the highest average 

proportion of hit rate of the complete sample- said that his real vocation was ‘other’; 

this was also the case of subject 22. For respondents 14, 21 and 23, EFL teaching was 

their ultimate professional goal, whereas it was not for subject 22. Now moving on to 

the familiarization with the research on ISLA, subject 14, with the highest score, 

together with subjects 23 and 22 -in second and fourth place respectively- said that they 

were familiarized with the literature. Nonetheless, participant 21 admitted she was not 

familiarized. By looking at the beliefs on EFL teaching, all 4 teachers with the highest 

average p-hit rate considered both the course syllabus and their own approach to 

teaching mixed (partially traditional and partially communicative). Similarly, they all 

but one informant (subject 21) resorted to the L1 in class; subject 21 specified that she 

would only use Spanish under certain circumstances, depending ‘on the learners’ 

characteristics’.  

In contrast to this, subjects with an average proportion of hit rate slightly below 

x<0.6 were considered to have the lowest level of performance; however, their score 

was always over 0.5. Their mean standard deviation was 0.2, which is a fairly higher 
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value than the one for those with the highest level of performance. The higher the 

standard deviation, the lower the consistency in responses. Two participants were 

identified in this group, subjects 7 and 29 with p-hit rates of 0.589 and 0.593 

respectively. Interestingly the academic background of these two respondents was 

different to those with the highest p-hit rate. Subjects 7 and 29 both had a university 

degree in English Studies, but did not hold any postgraduate training or MA degrees. 

Their mean age was 37.5 and both of them were female participants. Looking at 

professional experience and training abroad of the subjects with the lowest 

performance, it can be observed that the mean number of years of working experience 

as EFL teachers was 10.5. Only one out of the two informants within this group of 

teachers -subject 7- had training abroad, reporting 20 weeks of language stays in a 

foreign country. Additionally, only subject 7 filled in the information regarding her 

professional aspirations. She admitted that EFL teaching was her real and ultimate goal; 

she also claimed that she was familiarized of the literature on ISLA. Subject 29 did not 

submit any details as for her professional aspirations but she did admit not being aware 

of the research papers on ISLA. There are data belonging to the beliefs on EFL teaching 

from both participants. Both informants -subjects 7 and 29- thought of the course 

syllabus and their own approach as mixed (traditional plus communicative) and they 

also stated that they used the L1 in class. None of them, however, specified when they 

used Spanish in class.   

Other intermediate score categories can be identified by examining EFL 

teachers’ performance in their analysis of the explicit and implicit teaching potential of 

the activities. An interesting fact, for instance, is that an equal number of teachers 

(n=12) had average p-hit rates between 0.6<x<0.7 and mean p-hit rates between 

0.7<x<0.8. I am going to split the information from these two score categories to 

explore any existing trends or nuances in the data. 

First I am going to deal with the group of teachers whose average p-hit rates 

were between 0.604≤x≤0.667. Their average standard deviation was 0.2, indicating 

variability in responses among raters. 11 teachers were part of this dataset, there average 

age being 41.3, with a minimum age of 25 and a maximum of 58. Data are equally 

spread above and below the mean age. All the subjects in this category were female 

teachers whose academic background -in all cases- consisted of a university degree in 

English Studies and no MA degree except in the case of one subject (25), who held two, 

one in Literary Studies and another in Teaching. As far as the professional experience of 
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subjects with p-hit rates between 0.6 and 0.7 was concerned, the average number of 

years of working experience as EFL teachers was 14.8, with a balanced range of data 

distributing above and below the mean. The average number of language stays abroad 

was 41.6, only taking into account the subjects who had been in a foreign country for 

extra training. 5 out of 9 subjects did not have experience abroad. Regarding the 

professional aspirations of subjects whose p-hit rate was between 0.6 and 0.7, 81% of 

them argued that EFL teaching was their real vocation 72% of that sample also stated 

that it was their ultimate goal. Only two participants -subjects 25 and 30- said that their 

ultimate goal was ‘other’. Few subjects (36%), however, claimed that they were familiar 

with research papers on ISLA. Lastly, linking score category 0.6<x<0.7 and beliefs on 

teaching, all respondents but one -subject 11- thought of the course syllabus as mixed; 

subject 11 considered it communicative. A similar phenomenon occurred with teachers’ 

beliefs on their own approach. Only subjects 11 and 25 believed that their approach was 

fully communicative. The rest of subjects considered it mixed (traditional plus 

communicative). Surprisingly, all subjects whose average p-hit rate was between 0.6 

and 0.7 admitted using the L1 in the class. 

Second, I am going to delve into the data belonging to the EFL teachers whose 

p-hit rate ranged between 0.7 and 0.8. Another group of 12 subjects is found within this 

category. Their exact average p-hit rates were between 0.7≤x≤0.778. The exact mean p-

hit rate of these subjects was 0.73 and the mean standard deviation was 0.17. The 

average age of these subjects was 44.3, with a minimum age of 28 and a maximum of 

57. There was a slightly greater number of teachers whose age was above the mean 

(n=7); in contrast, 5 subjects were ages below the mean. Yet the distribution is not 

imbalanced. The younger respondents -subjects 9, 15, 18 and 17-, ages 28, 33, 34 and 

38 respectively, held the highest values of the standard deviation of the sample of 

teachers with an average p-hit rate 0.7≤x≤0.778. This suggests that their performance 

was less consistent. With regard to gender, only two male informants -subjects 5 and 

17- had mean p-hit scores between 0.7 and 0.8. The rest of subjects in this category 

were females. Moving on to the comparisons between quantitative and descriptive data 

related to academic background, 83% of the subjects scoring between 0.7 and 0.8 had a 

university degree in English Studies; 16% of the respondents had a degree in 

Translation and Interpreting and only 8.3% had a degree in Anglo-Saxon Studies. Only 

3 out of 12 respondents had postgraduate training, subjects 9 and 17 with MA degrees 

in Translation, and in Translation and Interpreting respectively. Subject 8 had a 
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Diploma of Advanced Studies in English Literature. By linking score category with 

years of professional experience and training abroad, the average number of years as 

EFL teachers was 18.4, with a minimum of 5 years of working experience and a 

maximum of 35. There was also a balanced number of EFL teachers with years of 

professional practice above and below the mean. With regard to the average number of 

weeks of language stays abroad, the mean was 41.9. EFL teaching was basically the 

major professional aspiration of the group of subjects whose average p-hit rate was 

between 0.7 and 0.8. Only two subjects -informants 6 and 27 within this score category- 

declared that their real vocation was other. Informant number 5 even confessed that 

EFL teaching was not his real vocation. Interestingly, 33.3% of these subjects stated 

that EFL teaching was indeed not their ultimate goal; another 16.6% clarified that their 

final goal was other than being EFL teachers. Subject 26 specified that being an EFL 

teacher was ‘important but not ultimate’. It is also worth noting that 33.3% of these 

respondents were not familiarized with the research papers on ISLA, a figure coinciding 

with the percentage of teachers for whom EFL teaching was not their ultimate goal. The 

rest of the subjects from this sample did say that they were familiarized with the 

literature. In this last step data regarding teachers’ beliefs will be filtered. Subjects 

whose average p-hit rate was between 0.7 and 0.8 (75% of this sample) mostly thought 

that the course syllabus was mixed (traditional plus communicative). If we observe 

teachers’ beliefs on their own approach, even more subjects, 11 out of 12 (91.6%), 

declared that their approach was mixed. Only one informant -subject 15- claimed that 

her approach was fully communicative. A similar scenario occurs if the use of L1 in the 

classroom is taken into consideration. Another 91.6% of the sample admits using 

Spanish. Only one respondent, subject 17, stated that he used the L1 depending on the 

proficiency level of the learner. 

	
6.3.2 Results for the Research Questions (RQs) within the dimension of the activities 

	
Following the section devoted to the analysis of the quantitative and descriptive results 

from the EFL teachers who participated in the study, I will now focus on reporting the 

results from the activities, without taking individual subjects into consideration. Results 

from the 30 activities stem from overall teachers’ performance and analysis of their 

explicit and implicit teaching potential. First I will present the global results from the 
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complete set of activities and then I will move on to comment on the overall teachers’ 

performance in individual activities. 

	
6.3.2.1 Results for RQ2.1 How accurate is the global analysis of all the activities 

regardless of their type? 

 

Below are the global results from the 30 activities. Table 62 summarizes the average 

proportion of hit rate in the complete set of activities and the average standard 

deviation. 

 

Table 62. Average proportion of hit rate in the activities 
Activity p-hit SD 

Total (n=30) 0.698 0.173 

 

Nearly reaching a p-hit rate of 0.7, the average performance of teachers’ was 0.698. The 

mean standard deviation was 0.173. More specifically hit rates per activity are shown on 

Table 63 below. 

 

Table 63. Proportion of hit rate per activity 
Activity p-hit SD Activity p-hit SD 

1 0.674 0.165 16 0.693 0.162 
2 0.719 0.214 17 0.611 0.154 
3 0.559 0.164 18 0.789 0.239 
4 0.767 0.128 19 0.700 0.152 
5 0.559 0.231 20 0.844 0.206 
6 0.744 0.117 21 0.681 0.136 
7 0.607 0.288 22 0.637 0.101 
8 0.859 0.140 23 0.622 0.172 
9 0.611 0.130 24 0.719 0.164 

10 0.700 0.155 25 0.767 0.205 
11 0.730 0.136 26 0.622 0.179 
12 0.785 0.154 27 0.781 0.138 
13 0.622 0.273 28 0.589 0.155 
14 0.756 0.150 29 0.707 0.254 
15 0.830 0.189 30 0.648 0.146 

 

Activities 3, 5 and 28, which comprise the 10% of the sample of tasks in the 

questionnaire, had the lowest p-hit rate. Another 10%, activities 15, 20 and 8 (in an 

ascending order regarding their p-hit rate) had the highest values. 36% of the activities 

had p-hit values between 0.607≤x≤0.789. The majority of the activities (43.3%) had 

proportion of hit rates between 0.7≤x≤0.789. There was nearly an equal number of 
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activities with p-hit rates between 0.6 and 0.7 and activities with p-hit rates between 0.7 

and 0.8. Nonetheless no activities had p-hit rates of 0.86 or above. 

Interestingly the standard deviation of activities both with the highest and the 

lowest p-hit rates varied widely, suggesting that intra-rater agreement was not always 

high. The highest standard deviation value of those activities with the highest p-hit rate 

was 0.206 in activity 20. In the case of those activities with the lowest p-hit rate, the 

highest standard deviation value was 0.231 in activity 5. However, there did not seem to 

be a correlation between p-hit rate in activity and standard deviation. The lowest 

standard deviation was found in activity 22 (σ=0.101) and the highest in activity 7 

(σ=0.288). This suggests that, whereas the lowest degree of inter-rater variability was 

found in activity 22, the highest range of variation across subjects’ analysis was found 

in activity 7. It is important to note that a higher degree of consistency in inter-rater 

analysis does not equal to having a more accurate analysis. One activity may have a 

high standard deviation but a greater p-hit rate (e.g. activity 20, with a p-hit rate of 

0.844 and σ=0.206). Indeed, activities 22 and 7, with the lowest and highest standard 

deviation values respectively, both have p-hit rates between 0.6 and 0.7. 

	
6.3.2.2 Results for RQ2.2 How accurate is the analysis of Type I (mostly explicit or 

implicit) and Type II (mixed potential) activities? 

	
Activities in the questionnaire were arranged in a random order taking into account their 

category: i) Type I (mostly explicit or implicit) and ii) Type II (mixed potential). There 

were 20 Type I (mostly explicit or implicit) activities in the questionnaire. In contrast, 

there were 10 Type II (mixed potential) activities in the questionnaire. As a reminder, 

this categorization was made during the stage of the design of the measuring instrument. 

Specifically, activity categorization34 and extraction derives from the codification of the 

activities (see section 5.4.1.6). Here I will describe the results from Type I (mostly 

explicit or implicit) activities and Type II (mixed potential) activities. The reader should 

remember that subjects were not aware of that categorization. Table 64 is a summary of 

the results from Type I and Type II activities.  

 

																																																								
34 This categorization was made during the design of the measuring instrument and was supported by its 
validation afterwards. More specifically, Type I and Type II activities were extracted from the corpus of 
activities that was compiled for the purpose of surveying EFL teachers through the use of a questionnaire 
(see Chapter 5). 
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Table 64. Proportion of hit rate according to activity type 

Activity Type p-hit SD 
Type I  0.721 0.448 
Type II  0.651 0.477 
Total 0.698 0.459 

 

The average p-hit rate in Type I activities was 0.721 whereas that of Type II activities 

was slightly lower, 0.651. Bearing in mind that there were more Type I activities (n=20) 

than there were Type II activities (n=10), no statistically significant results were found 

by comparing the two categories (z=1.181; p>0.05). Therefore, it cannot be argued that 

the proportion of hit rate was superior in the category Type I. 

Regarding the standard deviation, very similar high values were found in both 

categories. Whereas standard deviation in Type I activities was 0.448, it was 0.477 in 

Type II activities. 

	
6.3.2.3 Results for RQ2.3 How accurate is the analysis of Type I (mostly explicit or 

implicit) activities? 

	
Delving only into the analysis of Type I activities, there were those mostly or fully 

focused on explicit teaching and those mostly or fully focused on implicit teaching. 

Table 65 below shows all the results only from the Type I activities. It can be observed 

that three of the activities with the highest proportion of hit rate -tasks 8, 15 and 20- 

were found in this category. Nonetheless, activity 5, which was also labeled as Type I, 

obtained one of the lowest p-hit rates (x=0.559). Within this group of Type I activities 

there were those with a mostly or fully explicit potential, and those with a mostly or 

fully implicit potential. 
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Table 65. P-hit rates and standard deviation in Type I activities. 

Activity Type p-hit SD 

1 Type I 0.674 0.165 
2 Type I 0.719 0.214 
5 Type I 0.559 0.231 
6 Type I 0.744 0.117 
7 Type I 0.607 0.288 
8 Type I 0.859 0.140 

10 Type I 0.700 0.155 
12 Type I 0.785 0.154 
14 Type I 0.756 0.150 
15 Type I 0.830 0.189 
16 Type I 0.693 0.162 
18 Type I 0.789 0.239 
19 Type I 0.700 0.152 
20 Type I 0.844 0.206 
22 Type I 0.637 0.101 
23 Type I 0.622 0.172 
25 Type I 0.767 0.205 
27 Type I 0.781 0.138 
29 Type I 0.707 0.254 
30 Type I 0.648 0.146 

 

Half percent of the activities within the category Type I -without distinguishing between 

those with a mostly or fully explicit or implicit potential- had p-hit rates between 0.7 

and 0.8. Another 30% of Type I activities obtained p-hit rates between 0.6 and 0.7. 15% 

was the percentage of activities with p-hit rates equal or above 0.8, and only a 5% had a 

p-hit rate between 0.5 and 0.6. With regard to the relationship between p-hit rate and 

standard deviation, no relevant observations can be made, since there does not seem to 

be a link between performance and degree of inter-rater variability in responses. 
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6.3.2.3.1 RQ 2.3.1 How accurate is the analysis of the Type I activities whose potential 

was mostly explicit? 

	
Type I activities whose teaching potential was mostly or fully explicit will be dealt with 

in this section.  

 

Table 66. P-hit rates and standard deviation in Type I explicit activities. 

Activity Type Category p-hit SD 

1 Type I Explicit 0.674 0.165 
6 Type I Explicit 0.744 0.117 
8 Type I Explicit 0.859 0.140 

12 Type I Explicit 0.785 0.154 
14 Type I Explicit 0.756 0.150 
16 Type I Explicit 0.693 0.162 
19 Type I Explicit 0.700 0.152 
23 Type I Explicit 0.622 0.172 
27 Type I Explicit 0.781 0.138 
30 Type I Explicit 0.648 0.146 

 

40% of the mostly or fully explicit activities within the category Type I had a p-hit rate 

between 0.6 and 0.7. Another 50% of the activities of that type obtained a p-hit rate 

between 0.7 and 0.8. Activity 8 had one of the highest p-hit rates in the whole set of 

exercises (x=0.859). Again, no links might be established between p-hit rate and the 

standard deviation, as there is no concordance between them. 
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6.3.2.3.2 RQ 2.3.2 How accurate is the analysis of the Type I activities whose potential 

is mostly implicit? 

	
Results from the Type I activities whose teaching potential was mostly or fully implicit 

are displayed on Table 67. 

 

Table 67. P-hit rates and standard deviation in Type I implicit activities. 

Activity Type Category p-hit SD 

2 Type I Implicit 0.719 0.214 
5 Type I Implicit 0.559 0.231 
7 Type I Implicit 0.607 0.288 

10 Type I Implicit 0.700 0.155 
15 Type I Implicit 0.830 0.189 
18 Type I Implicit 0.789 0.239 
20 Type I Implicit 0.844 0.206 
22 Type I Implicit 0.637 0.101 
25 Type I Implicit 0.767 0.205 
29 Type I Implicit 0.707 0.254 

 

Three of the activities with extreme proportion of hit rates can be found within this 

category (activities 5, 15 and 20). Whereas activity 5 was one with the lowest scores, 

activities 15 and 20 had two of the highest p-hit rates. 15% of the activities with a 

mostly or fully implicit teaching potential had p-hit rates between 0.7 and 0.8. 20% of 

the tasks in this group had p-hit rates above 0.8 and an equal percentage of activities got 

p-hit rates between 0.6 and 0.7. Yet no observations are worth making regarding the 

relationship between p-hit rate and standard deviation. 

	
6.3.2.4 Results for RQ2.4 How accurate is the analysis of Type II (mixed potential) 

activities? 

	
Mixed activities were those whose potential was partially explicit and partially implicit. 

Unlike Type I activities (n=20), a lower quantity of Type II activities was included in the 

questionnaire (n=10). Table 68 below shows data coming from those 10 Type II 

activities with a mixed teaching potential. 
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Table 68. P-hit rates and standard deviation in Type II activities. 

Activity Type Category p-hit SD 

3 Type II Ex/Im 0.559 0.164 
4 Type II Ex/im 0.767 0.128 
9 Type II Ex/Im 0.611 0.130 

11 Type II Ex/Im 0.730 0.136 
13 Type II Ex/Im 0.622 0.273 
17 Type II Ex/Im 0.611 0.154 
21 Type II Ex/Im 0.681 0.136 
24 Type II Ex/Im 0.719 0.164 
26 Type II Ex/Im 0.622 0.179 
28 Type II Ex/Im 0.589 0.155 

 

There seems to be a slight decrease in overall analysis of Type II activities. Two of the 

activities with the lowest p-hit rates -activities 3 and 28- were found in this category. 

50% of the Type II activities got p-hit rates between 0.6 and 0.7. 30% of the activities 

belonging to this group had p-hit rates between 0.7 and 0.8. And 20% of Type II 

activities (activities 3 and 28), as I have already mentioned in this paragraph, had the 

lowest p-hit rates, with values 0.559 and 0.589 respectively. 

	
6.3.3 Results for the Research Question (RQ) within the dimension of the items 

	
Next to each individual activity used in the questionnaire was a scale based on Criado et 

al.’s (2010). This scale was the instrument used to measure teachers’ knowledge on the 

explicit and implicit teaching potential of the activities. It consisted of 9 independent 

items, for each of which teachers provide a dichotomous answer: yes or no. Let us 

remember the 9 items: 

1. Looks for awareness of formal aspects of the language 

2. Focuses on metalinguistic information on the language 

3. Promotes declarative knowledge on the language 

4. Focuses primarily on form 

5. Favours linguistic accuracy 

6. Uses non-authentic materials 

7. Requires the use of the L1 

8. Aims at controlled use of language 

9. Entails non-meaningful mechanical repetition 



Chapter 6. Results 
 

299 

After having reported the results from the teachers and from the activities, I am now 

going to explore the findings regarding the items, both from a global perspective and 

from the point of view of the activities in the two types: Type I (mostly explicit or 

implicit) and Type II (mixed potential). 

	
RQ3 How accurate is the analysis of the items? 

	
Table 69 below shows the proportion of hit rate and the standard deviation for each item 

independently of the activity. The item where teachers’ analysis was at the highest level 

was item 7 (requires the use of the L1), with a score of 0.804. The item where 

performance was at the lowest level was item 6 (uses non-authentic materials), with a 

score of 0.471. 

 

Table 69. Proportion of hit rate per item. 

Items p-hit SD 

Item1 0.748 0.435 
Item2 0.687 0.464 
Item3 0.643 0.479 
Item4 0.767 0.423 
Item5 0.679 0.467 
Item6 0.471 0.499 
Item7 0.804 0.397 
Item8 0.732 0.443 
Item9 0.749 0.434 

 

But for the case of item 6, whose hit rate value was lower than 50%, the rest of the 

items showed a hit rate x≥0.643. Items 1, 4, 8 and 9 (44.4%) obtained average p-hit 

rates between 0.7 and 0.8. Items 2, 3 and 5 (33.3%) got p-hit rates between 0.6 and 0.7. 

As far as the mean standard deviation is concerned, there seemed to be a high degree of 

inter-rater variability in responses because in 8 items (88.8%) the standard deviation 

was between 0.42 and 0.49. Indeed item 6, the one that obtained the lowest performance 

rate, had the highest standard deviation, nearly hitting 0.5. In contrast, item 7, with the 

highest p-hit rate, had the lowest of standard deviation, 0.39. Therefore, there seemed to 

be a strong link between item analysis and standard deviation. The higher the EFL 

teachers’ analysis in one specific item, the lower the inter-rater variability, and vice 

versa. 
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Taking into account that not all the activities belonged to the same category or type, two 

categories were formed. As a reminder, Type I activities were those with a clear bias 

towards explicit or implicit teaching. In the questionnaire there were 10 of these in the 

questionnaire (activities 1, 2, 5, 6, 7, 8, 10, 12, 14, 15, 16, 18, 19, 20, 22, 23, 25, 27, 29 

and 30). On the other hand, Type II activities had a mixed explicit and implicit teaching 

potential. There were 10 of these (3, 4, 9, 11, 13, 17, 21, 24, 26 and 28). Table 70 below 

shows the proportion of hit rates per item, taking into account Type I and Type II 

activities.  

 

Table 70. Proportion of hit rate per item regarding activity type.  

 Type I (n = 20) Type II (n = 10) Contrast of proportions 

 p-hit SD p-hit SD z p 
Item 1 0.797 0.403 0.650 0.478 0.872 >0.05 
Item 2 0.737 0.441 0.587 0.493 0.892 >0.05 
Item 3 0.668 0.471 0.593 0.492 0.446 >0.05 
Item 4 0.823 0.382 0.653 0.477 1.011 >0.05 
Item 5 0.662 0.474 0.713 0.453 -0.307 >0.05 
Item 6 0.507 0.500 0.400 0.491 0.634 >0.05 
Item 7 0.810 0.393 0.793 0.406 0.099 >0.05 
Item 8 0.713 0.453 0.770 0.422 -0.337 >0.05 
Item 9 0.773 0.419 0.700 0.459 0.436 >0.05 

 

Comparisons between the two proportions did not show significant differences as for 

the hit rate. However, it can be observed that the majority of the items in Type I 

activities showed higher p-hit rates than those that were in Type II activities. There were 

two major exceptions: items 5 and 8. The highest p-hit rate can be found in item 4, in 

Type I activities (82.30%), and in item 7, in Type II activities (79.30%). In contrast, the 

lower p-hit rate is found in item 6 (50.70% and 40%) for both Type I and Type II 

activities respectively. 
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6.3.4 Summary of the results by the teachers, activities and items 

	

Summary of the results of the analysis of EFL teachers’ perceptions of the explicit and 
implicit teaching potential of activities 

1. Research Question 1.1: How accurate is EFL teachers’ global analysis of the explicit and implicit 
teaching potential of the activities? 

1.1 The average proportion of hit rate was 0.698 and the mean for the standard deviation was 0.179 
1.2 The highest proportion of hit rate was observed in subject 14 (0.863), whereas the lowest p-hit value 
was found in informant number 7 (0.589) 
1.3 The participant with the highest average p-hit rate -subject 14 (0.863)- showed the lowest variation 
with an average σ of 0.119 
1.4 The highest mean SD score (σ=0.229) did not belong to the subject with the lowest mean p-hit rate 
(informant number 7), but to subject 29, whose p-hit rate was the second lowest (0.593) 

2. Research Question 1.2: How accurate is EFL teachers’ analysis of each individual activity? 

See section 6.3.1.2 for detailed results 

3. Research Question 1.3: Which is the socio-demographic and academic profile of the teachers with 
the most and least accurate analyses? 

3.1 The participants with the highest p-hit rates (x>0.8) had studied the degree in English Language and 
Literature and the degree in Translation and Interpreting 
3.2 None of the informants with the highest p-hit rates held an MA degree 
3.3 The subjects with the lowest p-hit rates (x<0.6) had studied the degree in English Studies 
3.4 The participants with the lowest p-hit rates did not have an MA degree 

4. Research Question 2.1: How accurate is the global analysis of all the activities regardless of their 
type? 

4.1 The average proportion of hit rate obtained in activities was 0.698 and the mean for the standard 
deviation was 0.179 
4.2 Activities 15, 20 and 8 had the highest p-hit values, which ranged between 0.83 and 0.86  
4.3 Activities 3, 5 and 28 had the lowest p-hit rate (0.559) 
4.4 43.3% of the activities had proportion of hit rates between 0.7 and 0.79 
4.5 36% of the activities had p-hit values between 0.6 and 0.7 
4.6 The standard deviation of activities both with the highest and the lowest p-hit rates varied widely, 
suggesting that intra-rater agreement was not always high 
 

5. Research Question 2.2: How accurate is the global analysis of Type I (mostly explicit or implicit) and 
Type II (mixed potential) activities?  

5.1 The average p-hit rate in Type I activities was 0.721 
5.2 The average p-hit rate in Type II activities was 0.651 
5.3 Bearing in mind that there were more Type I activities (n=20) than there were Type II activities 
(n=10), no statistically significant results were found by comparing the two categories (z=1.181; p>0.05). 
It cannot be argued that the proportion of hit rate was superior in the category Type I. 
5.4 Regarding the standard deviation, very similar high values were found in both categories (between 
0.44 -in Type I- and 0.47 -in Type II) 
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6. Research Question 2.3: How accurate is the analysis of Type I (mostly explicit or implicit) activities? 

6.1 50% of Type I activities had p-hit rates between 0.7 and 0.8; the remaining 50% had p-hit rates 
between 0.6 and 0.8 
6.2 Three of the activities with the highest proportion of hit rate (8, 15 and 20) belonged to the category 
Type I 
6.3 Activity 5, which was Type I, obtained one of the lowest p-hit rates (0.559) 

7. Research Question 2.3.1: How accurate is the analysis of the Type I activities whose potential was 
mostly explicit? 

7.1 40% of the mostly or fully explicit activities within the category Type I had a p-hit rate between 0.6 
and 0.7 
7.2 50% of the activities of that type obtained a p-hit rate between 0.7 and 0.8 
7.2 No links might be established between p-hit rate and the standard deviation 

8. Research Question 2.3.2: How accurate is the analysis of the Type I activities whose potential was 
mostly implicit? 

8.1 Three of the activities with extreme proportion of hit rates (activities 5 -0.56-, 15 -0.83- and 20 -0.84) 
can be found within this category  
8.2 No links can be established between p-hit rate and standard deviation 

9. Research Question 2.4: How accurate is the analysis of Type II (mixed potential) activities? 

9.1 There seems to be a slight decrease in overall analysis of Type II activities 
9.2 Two of the activities with the lowest p-hit rates (activities 3 and 28) were found in this category 
9.3 50% of the Type II activities got p-hit rates between 0.6 and 0.7 
9.4 30% of the activities belonging to this group had p-hit rates between 0.7 and 0.8 
9.5 20% of Type II activities (activities 3 and 28) had the lowest p-hit rates (0.559 and 0.589 respectively) 
 

10. Research Question 3: How accurate is the analysis of the items? 

10.1 Item 7 -Requires the use of the L1- obtained the highest p-hit rate (0.804) 
10.2 Item 6 -Uses non-authentic materials- obtained the lowest p-hit rate (0.471) 
10.3 Items 1, 2, 3, 4, 5, 8 and 9 got p-hit rates equal to or higher than 0.643 
10.4 The majority of the items in Type I activities showed higher p-hit rates than in Type II activities 
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6.4 The current status of EFL teachers’ perceptions of the teaching potential of 

authentic textbook activities 

 

The objective of this dissertation was to take an x-ray of EFL teachers’ perceptions of 

the explicit and implicit teaching potential of real activities. By no means my aim was 

to judge teachers on the basis of their knowledge about the explicit and implicit 

teaching construct, let alone expect a perfect analysis of activities’ potential, since they 

did not receive any kind of instruction. So far I have provided a thorough description of 

the results from three different perspectives: a) the teachers; b) the activities; and c) the 

items. This section here is now devoted to discuss the current status of EFL teachers’ 

perceptions of the explicit and implicit teaching potential of authentic EFL textbook 

activities. It is estimated that teachers’ proportion of hit rate in Type I (mostly explicit or 

implicit) activities is 0.77; that is, through the application of the scale it could be 

determined that EFL teachers will obtain 7 right answers (7 correct items out of the 9 in 

the scale). On the other hand, it is expected that the proportion of hit rate by teachers in 

Type II (mixed potential) activities is 0.66. In other words, it could be estimated that 

EFL teachers will obtain 6 right answers in these activities (6 correct items out of the 9 

in the scale). Overall, it could be established that EFL teachers will get 7 right answers 

(7 correct items out of the 9 in the scale) in any activity regardless of its type. 

These precise estimates could apply to any EFL teacher currently teaching at any 

of the secondary schools in the city of Murcia and in the areas that surround it. In doing 

so, this dissertation could shed light on: (i) the need to improve EFL teachers’ and EFL 

teacher trainees’ instruction; and (ii) how to better orient the teaching action towards the 

attainment of fluency and automatization in the L2.  

However, no estimates or predictions will be made about the descriptive socio-

demographic data, as those data can only be applied to the sample of informants in the 

study. It should be noted that my objective is not to make inferences about the 

population, but to determine with some degree of objectivity what the current status of 

EFL teachers’ perceptions of the teaching potential of authentic textbook activities is. 
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6.4.1 Study of variable independence, normality and symmetry 

	
Either if the variables correspond to the data obtained from each independent activity or 

if the variables correspond to the data obtained from each individual item, independence 

has to be guaranteed in both cases. 

1. Activity independence was guaranteed taking into account the manner of 

completion of the questionnaire. The explicit and implicit teaching potential was 

individually assigned in each of the activities and by no means teachers had to 

establish links between them.  

2.  Item independence was guaranteed because each individual item had specific 

defining features and these were totally independent of the rest of items. 

 

6.4.1.1 Normality and symmetry of the activities 

	
The study of normality and symmetry of the activities is shown in the three tables 

displayed below. The first comprises the category Type I activities, the second deals 

with Type II activities and the third explores the activities globally. To make the 

information below more reader-friendly, I am going to explain what each column in the 

tables represents: 

§ Activity: this first column basically indicates the activity number that is being 

analyzed. 

§  E(X): the second column shows the arithmetic mean. The arithmetic mean is a 

measure of position that consists of: i) adding all the data; and b) dividing the 

data by their frequency. 

§ Me: the third column displays the median, which is another measure of position. 

The median is the central value in the dataset and can be found after 50% of the 

data have been analyzed in an orderly manner. 

§ Mo: the fourth column in the following tables represents the mode. As a measure 

of dispersion, the mode is the value with the highest relative frequency in the 

dataset. 

§ g1: the fifth column displays Fisher Coefficient, which is a measure of 

asymmetry. It determines whether data spread evenly both towards the left and 

right of the mean and the median. Datasets obtained from real world empirical 
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treatments can show slight deviations, which does not necessarily entail that the 

data does not follow a normal distribution. 

§ g2: the sixth column shows Kurtosis Coefficient, which is another measure of 

asymmetry. Kurtosis Coefficient exhibits any deviation from normality in the 

distribution of the values of the data set. Values close to x=o indicate that the 

distribution of the data is normal. However, as noted in the definition of the g1, 

slight deviations can also occur. 

§ Symmetry: the seventh column deals with the symmetry of the distribution of 

the values in the dataset. When values are displayed in a graph, the distribution 

of the data can be symmetrical, slightly asymmetrical or asymmetrical. The more 

symmetrical the distribution, the more the curve in the graph will look like a 

bell, and vice versa. 

§ Type: the eighth column indicates the tendency in the position of the data in the 

bell-shaped curve. It can be positive (if the data tends to be distributed to the 

right of the central axis) or negative (if the data tends to be distributed to the left 

of the central axis). 

§ Pointing: the ninth column depicts the peak of the curve if values are 

represented in a graph. The shape of the ‘bell’ in the graph can be normal (if 

data distribute normally, there are fewer extreme cases and more values evenly 

spread to the right and left of the central axis) or pointed (if most data gather 

around the central axis and the peak of the curve is high). 

§ Shape: the tenth column constitutes the shape of the curve. This measure of 

asymmetry indicates the degree of resemblance of the data curve with the shape 

of a ‘bell’ when values are represented in a graph. The shape can be Mesokurtic 

(high resemblance with prototypical bell-shaped curve; it can represent the 

perfect example of a normally distributed dataset), Leptokurtic (when the peak 

of the curve is very high and pointed) or Platokurtic (values in the dataset are 

very spread; the shape of the curve resembles that of a plateau and no clear 

peaks can be identified). 
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Let us start commenting Table 71, which contains the analysis of the normality and 

symmetry of Type I activities. The average E(X) was 6.49, with the lowest value found 

in activity 5 and the highest score in activity 8. Regarding the Me, the average value was 

6.75. Activity 23 had the lowest median score (x=5) and activity 20 got the highest one 

(x=9). As far as the Mo is concerned, the average score was 6.4. The lowest mode of 

this dataset was 5, found in activity 1 and the highest was 9, in activity 20. Even though 

the E(X) @ Me @ Mo nearly coincided in Type I activities (6.49 @ 6.75 @ 6.4) -which 

suggests that the data were normally distributed-, it can be observed by analyzing the g1 

(Fisher Coefficient, mean score x=-0.679) and the g2 (Kurtosis Coefficient, mean score 

x=1.21) that the resulting curve would be slightly asymmetrical, negative, pointed and 

slightly leptokurtic.  

 
Table 71. Normality and symmetry of Type I activities 
 

Type I Activities 

Activity 
Measures of Position Coefficients of Asymmetry 

E(X) Me Mo g1 g2 Symmetry Type Pointing Shape 

1 6.067 6 5 -0.735 -0.304 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 
2 6.467 7 6 & 7 -1.094 -0.766 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

5 5.033 6 6 -0.130 -0.702 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

6 6.700 7 6 -0.093 4.883 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

7 5.467 6 8 -0.039 -1.412 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

8 7.733 8 9 -0.542 1.759 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
10 6.300 6 6 -0.707 2.725 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

12 7.067 7 6 0.037 2.071 SYMMETRICAL POSITIVE POINTED SLIGHTLY 
LEPTOKURTIC 

14 6.800 7 6 & 7 -0.756 1.253 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
15 7.467 8 8 -0.767 0.707 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

16 6.233 6 6 -1.029 1.564 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
18 7.100 8 9 -0.762 0.746 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

19 6.300 6 6 -2.034 1.634 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
20 7.600 9 9 -0.386 2.501 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
22 5.733 6 6 -1.371 4.336 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

23 5.600 5 7 -0.109 -0.863 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

25 6.900 7 9 -0.719 -0.228 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 
27 7.033 7 8 -0.173 3.953 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
29 6,367 7 8 -0.987 0.812 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

30 5,833 6 6 -1.203 -0.306 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 
Mean 
(n=30) 6.49 6.75 6.4 -0.6799 1.2182 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 
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A similar outcome can be observed in the analysis of the normality and symmetry of the 

Type II activities. Table 72 shows that the average E(X) was 5.86, with the lowest value 

(x=5.03) found in activity 3 and the highest score (x=6.9) in activity 4. With regard to 

the median, the average Me was 6. Activities 3 and 9 had the lowest value (x=5) and 

activities 4 and 11 got the highest one (x=7). The average score for the Mo was 5.6, with 

activities 3 and 9 containing the least frequent value of the data set (x=5). In this case, 

there was a double Mode in activity 26 (x=4, x=6). The presence of a double Mode 

might be rather infrequent in normally distributed datasets. Again, even though the 

values for the E(X) @ Me @ Mo were very close to each other (5.86 @ 5 @ 5.6), the 

analysis of the g1 and the g2 displayed a curve with the following properties: slightly 

asymmetrical, negative, normal and slightly leptokurtic. It is worth commenting that the 

pointing is normal due to the presence of a double mode, that is, two values with an 

equal high frequency. 

 

Table 72. Normality and symmetry of Type II activities 

 
Type II Activities 

Activity 
Measures of Position Coefficients of Asymmetry 

E(X) Me Mo g1 g2 Symmetry Type Pointing Shape 

3 5.033 5 5 -0.676 1.237 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 

4 6.900 7 7 -1.972 2.753 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 

9 5.500 5 5 -2.281 -1.134 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

PLATYKURTIC 

11 6.567 7 7 -1.257 3.070 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 

13 5.600 6 8 -0.353 -1.192 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

17 5.500 6 6 -0.748 -0.644 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

PLATYKURTIC 

21 6.133 6 6 -2.494 -0.926 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

PLATYKURTIC 

24 6.467 6 6 -1.158 -0.402 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 

26 5.600 6 4 & 6 -0.673 -1.339 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

PLATYKURTIC 

28 5.300 6 6 0.316 -0.479 SYMMETRICAL POSITIVE NORMAL SLIGHTLY 
PLATYKURTIC 

Mean 
(n=30) 5.86 6 5.6 -0.5649 0.0472 SLIGHTLY 

ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 
LEPTOKURTIC 
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Lastly, by checking the normality and symmetry of the activities globally (Type I and 

Type II), it can be seen that the average E(X) was 6.28. The lowest value for the 

arithmetic mean (x=5.03) was found in activity 3 and the highest (x=7.73) in activity 8. 

Regarding the Me, the average score was 6.5, with the lowest value (x=5) in activities 3, 

9 and 23, and the highest (x=9) in activity 20. It can also be seen that the average Mode 

was 6.13. Whereas the lowest Mo (x=5) was found in activities 1, 3 and 9, the highest 

one was double (x=6, x=7) in activities 2 and 14. As in the case of the independent 

analysis of the normality and symmetry of Type I and Type II activities, the average 

values for the arithmetic mean, the median and the mode in the global analysis are close 

to one another (6.28 @ 6.5 @ 6.13). However, the analysis of the Fisher and Kurtosis 

Coefficients respectively revealed that the normality and symmetry of these data were 

compromised. The resulting curve was slightly asymmetrical, negative, pointed and 

slightly leptokurtic. 
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Table 73. Global normality and symmetry of Type I and Type II activities 
 

Global Analysis (Type I and Type II) 

Activity 
Measures of Position Coefficients of Asymmetry 

E(X) Me Mo g1 g2 Symmetry Type Pointing Shape 

1 6.067 6 5 -0.735 -0.304 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 
2 6.467 7 6 & 7 -1.094 -0.766 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

3 5.033 5 5 -0.676 1.237 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
4 6.900 7 7 -1.972 2.753 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

5 5.033 6 6 -0.130 -0.702 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

6 6.700 7 6 -0.093 4.883 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

7 5.467 6 8 -0.039 -1.412 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

8 7.733 8 9 -0.542 1.759 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
9 5.500 5 5 -2.281 -1.134 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

10 6.300 6 6 -0.707 2.725 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
11 6.567 7 7 -1.257 3.070 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

12 7.067 7 6 0.037 2.071 SYMMETRICAL POSITIVE POINTED SLIGHTLY 
LEPTOKURTIC 

13 5.600 6 8 -0.353 -1.192 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

14 6.800 7 6 & 7 -0.756 1.253 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
15 7.467 8 8 -0.767 0.707 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

16 6.233 6 6 -1.029 1.564 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
17 5.500 6 6 -0.748 -0.644 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

18 7.100 8 9 -0.762 0.746 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 
19 6.300 6 6 -2.034 1.634 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

20 7.600 9 9 -0.386 2.501 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

21 6.133 6 6 -2.494 -0.926 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

PLATYKURTIC 

22 5.733 6 6 -1.371 4.336 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 

23 5.600 5 7 -0.109 -0.863 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
PLATYKURTIC 

24 6.467 6 6 -1.158 -0.402 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 

25 6.900 7 9 -0.719 -0.228 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 

26 5.600 6 4 & 6 -0.673 -1.339 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

PLATYKURTIC 

27 7.033 7 8 -0.173 3.953 SYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

28 5.300 6 6 0.316 -0.479 SYMMETRICAL POSITIVE NORMAL SLIGHTLY 
PLATYKURTIC 

29 6.367 7 8 -0.987 0.812 SLIGHTLY 
ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 

LEPTOKURTIC 

30 5.833 6 6 -1.203 -0.306 SLIGHTLY 
ASYMMETRICAL NEGATIVE NORMAL SLIGHTLY 

PLATYKURTIC 
Mean 
(n=30) 6.28 6.5 6.13 -0.83 0.84 SLIGHTLY 

ASYMMETRICAL NEGATIVE POINTED SLIGHTLY 
LEPTOKURTIC 

	
	
After having observed the distribution of the data pertaining to the activity analysis, it 

can be concluded that the majority of the activities shows a slightly pointed shape and 

some degree of asymmetry. Notwithstanding the lack of a normal distribution in the 
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data, it is true nonetheless that the proximity in the measures of central tendency reveals 

homogeneity in EFL teachers’ analysis of the activities.  

 

6.4.1.2 Normality and symmetry of the items 

	
The study of the normality and symmetry of the items is shown in three different tables 

displayed below. The first corresponds to Type II activities, the second to Type I 

activities and the third encompasses both Type II and Type I activities. In this section 

the variables take the hit rate of the items independently of the activity. 

In order to help the reader understand the data in the following tables, I will 

provide a brief description of the variables involved: 

§ xi refers to the number of matches. There were nine items in the scale, thus, 

teachers could have either 0, 1, 2, 3, 4, 5, 6, 7, 8 or 9 matches. 

§ ni represents the number of EFL teachers who got 0, 1, 2, 3, 4, 5, 6, 7, 8 or 9 

matches. For instance -note that this analysis focused on the items independently 

of the 30 activities in the questionnaire-, teachers attained 6 matches on 79 

occasions in Type II activities. 

§ fi indicates the particular frequency of each data, expressed in parts per unit.  

§ Fi shows the cumulative frequency, or in other words, the sum of the particular 

frequencies (fi). This measure is used to identify the exact point where 50% of 

the data have been analyzed. This is necessary, in turn, to check if data are 

normally distributed or if there is some degree of positive or negative 

asymmetry. 

§ xini is used to calculate the arithmetic mean. 

§ xi
2n, (xi-x)3ni and (xi-x)4ni represent different positions with regard to the 

arithmetic mean. 

§ Standard Deviation is a statistical measure used to examine how much data 

deviate from the mean. 

§ Variance is a measure needed to calculate the standard deviation. 

§ Fisher Coefficient and Kurtosis Coefficient have already been reviewed in 

section 6.6.3.1. 

Before delving into the description of the tables below, it should be noted that the most 

relevant variables to determine the normality and symmetry of the data are the 
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cumulative frequency Fi, the mean E(X), the median Me, the mode Mo and both Fisher 

(g1) and Kurtosis (g2) coefficients. I will strictly focus on these in the analysis below. 

Table 74 shows the study of the normality and symmetry of the items in Type II 

(mixed potential) activities. By looking at the cumulative frequency (Fi), it can be 

observed that more than 50% of the data -specifically, 64%- have been analyzed around 

6 matches (see Figure 45). This indicates that the data tend to distribute equally -though 

not completely normally- to the right and left of the central axis, that is, the mean and 

the median. 

 

 
Figure 45. Number of matches in Type II activities 

 

Table 74. Normality and symmetry of items in Type II activities 
Type II Activities 

Matches Teachers       

xi ni fi Fi xini xi
2ni (xi-x)3ni (xi-x)4ni 

0 0 0.0000 0.0000 0 0 0.000 0.000 
1 3 0.0100 0.0100 3 3 -344.374 1673.657 
2 3 0.0100 0.0200 6 12 -172.537 665.994 
3 18 0.0600 0.0800 54 162 -795.384 1204.305 
4 34 0.1133 0.1933 136 544 -218.785 670.255 
5 56 0.1867 0.3800 280 1400 -35.619 30.632 
6 79 0.2633 0.6433 474 2844 0.217 0.030 
7 56 0.1867 0.8300 392 2744 82.966 94.582 
8 46 0.1533 0.9833 368 2944 450.816 964.746 
9 5 0.0167 1.0000 45 405 154.796 486.059 
 300  1.0000 1,758 11,058 -877.905 5790.260 
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With regard to the measures of position, it can be seen that the median and the mode 

fully coincided (x=6); the arithmetic mean was very close to that value too (x=5.86). 

The standard deviation (x=1.58) shows the dispersion of the data at both sides of the 

median, which indicates a tendency to normality. Fisher Coefficient (g1=-0.731) depicts 

a bell shape where most data seemed spread to the left of the median, which shows a 

slight negative asymmetry. However, Kurtosis coefficient (g2=0.038) remained below 

x=0.5, which suggest that the peak is not pointed, but normal.  

 
Measures of position 

Arithmetic mean E(X)=5.86 

Median Me=6 

Mode MO=6 

Measures of dispersion 

Variance S2=2.52 

Standard Deviation S=1.58 

Coefficient of variation CV=0.27 

Coefficients of Asymmetry 

Fisher Coefficient g1=-0.731 (Slightly asymmetrical, negative) 

Kurtosis Coefficient g2=0.038 (Normal, slightly leptokurtic) 

  

Table 75 shows the study of the normality and symmetry of the items in Type I (mostly 

explicit or implicit) activities. In this case the cumulative frequency (Fi) revealed a 

tendency in the data to gather around the left of the median. As in the analysis of the 

items in Type II activities, the median and the mode coincide (x=6); nonetheless, the 

value for the arithmetic mean is above 6 (x=6.49) in the analysis of the items in Type I 

activities. This means that 50% of the data was distributed below and above 7 matches. 

 
Table 75. Normality and symmetry of the items in Type I activities 
 

Type I Activities 
Matches Teachers       

xi ni fi Fi xini xi
2ni (xi-x)3ni (xi-x)4ni 

0 1 0,0017 0,0017 0 0 -273,359 1774,103 
1 2 0,0033 0,0050 2 2 -330,938 1816,851 
2 15 0,0250 0,0300 30 60 -1357,783 6096,444 
3 24 0,0400 0,0700 72 216 -1360,274 3560,516 
4 32 0,0533 0,1233 128 512 -494,024 3113,740 
5 81 0,1350 0,2583 405 2025 -267,944 399,236 
6 139 0,2317 0,4900 834 5004 -16,353 8,013 
7 105 0,1750 0,6650 735 5145 13,928 7,103 
8 121 0,2017 0,8667 968 7744 416,597 629,062 
9 80 0,1333 1,0000 720 6480 1265,060 3175,301 
 600   1,0000 3.894 27.188 -2405,090 20580,370 
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Here, data seem to be encountered towards the right of the distribution in Figure 46 

below, which would make the normality curve slightly asymmetrical. Fisher Coefficient 

(g1=-0.702) indeed showed that most data was distributed to the left of the median. 

From what can be observed in Figure 46, fewer teachers had 0, 1, 2, 3 and 4 correct 

answers in most activities. This indicates that their distribution is not fully normal, since 

most of them got moderately accurate p-hit rates.  

 

 
Figure 46. Number of matches in Type I activities 

 
Measures of position 

Arithmetic mean E(X)=6.49 

Median Me=6 

Mode MO=6 

Measures of dispersion 

Variance S2=3.193 

Standard Deviation S=1.787 

Coefficient of variation CV=0.275 

Coefficients of Asymmetry 

Fisher Coefficient g1=-0.702 (Slightly asymmetrical, negative) 

Kurtosis Coefficient g2=0.364 (Normal, slightly leptokurtic) 

 

Lastly, Table 76 below shows the study of the normality and symmetry of the items 

from a global perspective (Type I and Type II activities). Cumulative frequency (Fi) 

shows that the values were evenly distributed at both sides of the median. At 6 matches 

(Fi=0.541), 54% of the data had been analyzed.  
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As in the analysis of the normality and symmetry of Type I and Type II activities 

-separately-, the median and the mode in the analysis of the matches from a global 

perspective also coincided (x=6). Again, the arithmetic mean was slightly higher than 

the median and the mode (x=6.28). This suggests that, even though the values of central 

tendency are close to each other, the total normality of the data in the distribution 

cannot be guaranteed. However, what this tendency does show is that teachers’ analysis 

is homogeneous. 

 
Table 76. Global normality and symmetry of the items in Type I and Type II activities 

Global Analysis (Type I and Type II) 
Matches Teachers       

xi ni fi Fi xini xi
2ni (xi-x)3ni (xi-x)4ni 

0 1 0.0011 0.0011 0 0 -247.673 1555.387 
1 5 0.0056 0.0067 5 5 -735.990 3886.026 
2 18 0.0200 0.0267 36 72 -1411.250 6040.148 
3 42 0.0467 0.0733 126 378 -2328.978 4861.213 
4 66 0.0733 0.1467 264 1056 -782.255 3702.201 
5 137 0.1522 0.2989 685 3425 -287.310 367.757 
6 218 0.2422 0.5411 1308 7848 -4.786 1.340 
7 161 0.1789 0.7200 1127 7889 60.093 43.267 
8 167 0.1856 0.9056 1336 10688 849.771 1461.606 
9 85 0.0944 1.0000 765 6885 1710.510 4652.587 
 900   1.0000 5,652 38,246 -3177.868 26571.532 

 
With regard to the standard deviation, it can be argued with a 95% level of confidence 

that most data are encountered within a range of ±1.748 points from the mean. Kurtosis 

Coefficient (g2=0.159) is very close to x=0, which points to the fact that the global 

distribution of data pertaining to the items (independently of the activities) tends to 

resemble that of normality.  

 
Measures of position 

Arithmetic mean E(X)=6.28 

Median Me=6 

Mode MO=6 

Measures of dispersion 

Variance S2=3.057 

Standard Deviation S=1.748 

Coefficient of variation CV=0.278 

Coefficients of Asymmetry 

Fisher Coefficient g1=-0.661 (Slightly asymmetrical, negative) 

Kurtosis Coefficient g2=0.159 (Normal, slightly leptokurtic) 

 

  



Chapter 6. Results 
 

315 

 
Figure 47. Global number of matches 

 

In the tables above -Type I activities, Type II activities and both types globally-, it can 

be observed that the variables do not fully present a normal distribution. There is some 

degree of negative asymmetry, which might be due to the handling of real data, but it 

could also be due to uncontrolled factors. Notwithstanding the asymmetrical and 

abnormal distribution of the data, it would still be interesting to determine whether the 

average p-hit rate from EFL teachers in activities (see section 6.3) can be applied to any 

EFL teacher in the city of Murcia and its surroundings. 

	
6.4.2 Confidence intervals 

	
The establishment of confidence intervals is necessary in order to see whether the 

average p-hit rate by the EFL teachers in the activities (x=0.698) can apply to any 

teacher currently teaching at any secondary school in the city of Murcia or its 

surroundings. Confidence intervals provide two types of information. They show 

whether the mean falls within or outside the confidence interval, and they determine the 

range of values within which the mean can fall. 

 The question to answer is: ‘can we guarantee that the mean of matches in Type I 

activities, Type II activities, and both in Type I and Type II activities globally is around 

a score of 6 or 7?’ (see section 6.3.4). In an attempt to answer that question, a 

confidence interval is built to see if the mean falls within or outside that range. If the 

mean falls within the confidence interval, then the estimate in the average p-hit rate for 

any EFL teacher in the city of Murcia or its surroundings would be accepted. 
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 In addition to the confidence intervals, a test statistic can be applied. The main 

difference is that the latter does not provide specific information about the arithmetic 

mean, but it serves as a means to establish acceptance and rejection areas. The test 

statistic tells us whether the mean falls within the acceptance or the rejection area.  

 The following description attempts to illustrate the process whereby the 

confidence intervals are established. As the sample size is bigger or equal to 30 and the 

standard deviation of the distributions is known, a t-test (U
E;2,

∝

6

) will be applied for the 

distribution of the test statistic. Quasi-variance of the sample (f
g

_) will be used as the 

measure of dispersion. The actual relationship with the variance of the sample (f_) is 

known, thus, this data will be used to calculate the quasi-variance: 	(f
g

_
= f

_
E

E;2
). 

Additionally, a 95% level of confidence is established. This level is the highest used in 

this type of studies, with an Alpha value of α=0,05. Therefore, the t-test employed will 

be U_A,3.3_5, whose value is 2.4620 (see the t-test table in section 2 in the appendix). 

	 When handling real data, some degree of error might be expected. First, the 

formula to determine he maximum allowable error is	 (h	 =U
E;2,

∝

6

ij

E
). Second, the 

formula to establish the confidence interval for the hit rate mean is	kK = l − ϵ, l + ϵ . 

In other words, the confidence interval is calculated with the mean ± (plus and minus) 

the allowable error. For example, if the mean of matches in x activities is 5 and the 

maximum allowable error is 1, the mean can fall within or outside a confidence interval 

of 4≤x≤5. In the following sections, the confidence intervals for matches in Type II 

activities, Type I activities and both in Type I and Type II activities globally will be 

determined. 

 

6.4.2.1 Confidence intervals for hit rate measures in Type I activities 

	
As in the previous section, the first step to determine the confidence interval for hit rate 

measures in Type I activities is to calculate the sampling variance:  

f
_
= 3.193 → f

g

_
= 3.193

30

29
= 3.3031 → fK = 1.8174.	

The maximum allowable error is	q = U_A,3.3_5

2.12O^

@3
= 0.8169.	 As the sample mean 

value is	l = 6.49 	à	kK = 6.49	 − 0.8169, 6.49 + 0.8169 = 5.67, 7.30 ,	 it can be 

asserted that the mean of hit rates in Type I activities is between 5.67 and 7.30.	
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6.4.2.2 Confidence intervals for hit rate measures in Type II activities 

	
The first step to determine the confidence interval for hit rate measures in Type II 

activities is to calculate the sampling variance:  

 

f
_
= 2.52 → f

g

_
= 2.52

30

29
= 2.6069 → fK = 1.6146.	

The maximum allowable error is	q = U_A,3.3_5

2.?2^?

@3
= 0.7258.	 As the sample mean 

value is	l = 5.86	à	kK = 5.86	 − 0.7258, 5.86 + 0.7258 = 5.13, 6.59 ,	 it is safe to 

say that the mean of hit rates in Type II activities is between 5.13 and 6.59.  

	
6.4.2.3 Global confidence intervals for hit rate measures (Type I and Type II activities) 

	
The sampling variance obtained to establish the confidence intervals for hit rate 

measures in Type I and Type II activities globally is: 

f
_
= 3.057 → f

g

_
= 3.057

30

29
= 3.1624 → fK = 1.7783.	

The maximum allowable error is	q = U_A,3.3_5

2.OO1@

@3
= 0.7993 .	 As the simple mean 

value is	l = 6.28 	à	kK = 6.28	 − 0.7993, 6.28 + 0.7993 = 5.48, 7.08 ,	 it can be 

concluded that the global mean of hit rates (for Type I and Type II activities) is 

between 5.48 and 7.08.  

6.4.3 Conclusions 

	
Having established the confidence intervals for hit rate measures in the previous section, 

it can be concluded that the estimate in the proportion of hit rates (matches representing 

right answers) by any EFL teacher teaching at any secondary school in the city of 

Murcia or its surrounding areas is as follows:  

 

a. The hit rate of Type II (mixed potential) activities is 6/9 (0.66) or a 66.67%. This 

means that teachers would have 6 right items out of the 9 items in the scale. 

b. The hit rate of Type I (mostly explicit or implicit) activities is 7/9 (0.77) or a 

77.78%. This entails that teachers would have 7 right items out of the 9 items in 

the scale. 
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c. The global hit rate of both Type I and Type II activities is 7/9 (0.77) or a 

77.78%. This implies that teachers would obtain 7 right items out of the 9 items 

in the scale. 

	
The fact that the proportion of hit rate is the same for both Type I activities (77.78%) 

and the global analysis of Type I and Type II activities (77.78%) could lead to the belief 

that there is some kind of mistake in the analysis. There is in fact no mistake and the 

reader should note the rationale behind that specific outcome.  

Whenever there is a reference to the proportion of hit rate in activities, I am 

mentioning the number of right answers, which is the same as saying items matched in 

the scale. As there were 9 items in my adaptation of Criado et al.’s (2010) scale, EFL 

teachers could have 0, 1, 2, 3, 4, 5, 6, 7, 8 or 9 right answers, matches, or items 

matched. However, no teacher could have for instance 1.5 items wrong, or 5.88 items 

correct. Matches could not be split the same way items could not be split. Each item 

referred to a quality in the teaching nature of the activity. Therefore, since teachers 

cannot have 77.78% of the items correct (that is the proportion of hit rate), it is inferred 

that the punctuation that EFL teachers would obtain both in Type I activities and in 

activities analyzed globally (Type I and Type II) would be 7 right answers, matches, or 

items matched. 

 Estimates about EFL teachers’ score in the analysis of the explicit and implicit 

teaching potential of Type II activities reveals that their performance can be expected to 

be fairly to moderately accurate overall. Regarding the estimates about teachers’ 

punctuation in Type I activities and in activities from a global perspective, however, 

performance is expected to be rather accurate or nearly perfect. This finding seems very 

positive and revealing due to the fact that secondary school EFL teachers are not 

believed to be experts in the analysis of the cognitive potential of activities. Further 

teacher training seems to be needed, as EFL teachers’ answers need refinement and 

readjustment. Nonetheless, their analysis indicates that their academic background and 

working experience might have contributed favourably -rather than negatively- to the 

implementation of activities in the class regarding their teaching nature. 
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CHAPTER	7.	DISCUSSION	AND	CONCLUSIONS	

7.1 Discussion 

	
The purpose of this research was to explore EFL teachers’ perception of the explicit and 

implicit teaching potential of real activities. Findings in this empirical study suggest 

that, overall, EFL teachers’ analysis of the explicit and implicit teaching potential of 

activities was moderately accurate. Nonetheless, their analyses need further refinement 

and readjunstment. Each individual teacher’s analysis yielded different proportion of hit 

rates, indicating that there were significant inter-teacher differences regarding their 

understanding of the explicit and implicit construct.  

Here in the discussion section, results will be summarized and interpreted. Links 

with the research on EFL teachers’ beliefs on explicit and implicit teaching construct 

will be established when possible. The reader should remember that, to the best of my 

knowledge, there were no other approaches in the literature similar to the one carried 

out in this study. Only Criado et al. (2010), Gris (2015) and Criado (2017) might serve 

as known precursors of the analysis of the explicit and implicit teaching potential of real 

activities used in the context of EFL teaching.  

	
7.1.1 Summary and interpretation of the results within the dimension of the teachers 

	
EFL teachers’ global analysis of the activities 

 

EFL teachers’ global analysis was moderately accurate, probably higher than expected. 

Specifically, the average proportion of hit rate in the 30 activities was 0.698, with a 

standard deviation value of ±0.179. Overall, teachers’ analysis could even be considered 
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fairly good taking into account that more than 50% of the teachers were not familiarized 

with research on ISLA. 46.6% of the teachers who participated in this study declared 

that they knew about ISLA research, but none of them held an MA degree. They did 

have a similar academic background, having completed university degrees in English 

Studies and in many fewer cases degrees in Translation and Interpreting and in English 

Language and Literature.  

A global analysis of teachers’ performance might not reliably guarantee that all 

subjects had the same understanding of the construct of explicitness and implicitness. 

The rationale behind this observation stems from the fact that socio-demographic data 

as well as other teacher characteristics (e.g. academic background, working experience, 

language stays abroad, beliefs or use of L1 in class) have an impact on their analysis of 

the explicit and implicit teaching potential of the activities. Different teachers viewed 

different teaching potentials in specific activities and these trends were found in the data 

analysis. On a global scale there was an interesting remark to be made about the number 

of teachers whose p-hit value was between 0.6 and 0.7, and the teachers whose p-hit 

value was between 0.7 and 0.8. There were two groups of 12 subjects in each of these 

two categories.  

First, there were particular nuances that might be worth examining among 

teachers whose p-hit rate ranged between 0.6 and 0.7. All these subjects were female 

EFL teachers who had a university degree in English Studies. Subject 10 also had a 

second degree in Spanish Studies. Their average age was 37.7 and the mean number of 

years of working experience was 13.6. Interestingly, only some of them (nearly 50%) 

had weeks of language stays abroad. But for one case -teacher 30- they all stated that 

EFL teaching was their vocation and their ultimate professional goal (only subject 25 

specified that her ultimate goal was ‘other’). A similar scenario could be observed as for 

their beliefs on teaching. But for teacher 11, they all considered the course syllabus 

mixed (partly traditional and partly communicative) and so they did for their own 

teaching approach (yet, subject 25 again disagreed in this matter and declared that she 

thought of her own approach as communicative). A common characteristic in all the 

teachers whose average p-hit value ranged between 0.6 and 0.7 was that they all 

admitted using the L1 in class. 

Second, as far as the socio-demographic and academic profile of those with p-

hits between 0.7 and 0.8 is concerned, only two male participants performed within this 

score span. 10 other female teachers got scores between 0.7 and 0.8. Their average age 
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was 44.3 and the mean number of years of professional experience as EFL teachers was 

18.4. As it can be observed, teachers within this category (p-hit scores between 0.7 and 

0.7) probably outperformed the group of teachers whose p-hit rate was lower due to age 

or experience factors. At least for these two groups, age and more experience have been 

linked to better performance in the analysis of the teaching potential of the activities in 

the questionnaire. The academic background of 83% of this sample of subjects 

consisted of a university degree in English Studies. 16.6% had degrees in Anglo-Saxon 

Studies or in Translation and Interpreting. Subject 1 had a second degree in Translation 

and Interpreting apart from the one in English Studies. 83.3% of the teachers within this 

score group had weeks of language stays in foreign countries, with an average of 41.9 in 

the duration of those periods abroad. Regarding the number of weeks of language stays 

abroad, there also seems to be a relationship between training abroad and performance 

in the activity analysis in the questionnaire. The higher the experience abroad, the better 

the performance (at least this could be applied to the group of teachers whose mean p-

hit rate was between 0.7 and 0.8). According to the professional aspirations of teachers 

in this score category, 75% indicated that EFL teaching was their real vocation as well 

as their ultimate professional goal. Only one teacher -subject 5- clearly stated that EFL 

teaching was not his real vocation, but declared that it was his ultimate goal. In contrast, 

subject 9 considered that EFL teaching was her vocation but not her ultimate 

professional goal. The same considerations were pointed out by informant 26, who said 

that EFL teaching was important for her, but it was not her ultimate goal. Only 50% of 

the teachers claimed that they were familiarized with the literature on ISLA. None of 

the teachers who confessed EFL teaching was not their real vocation declared that they 

did not know ISLA research. Rather, all teachers who stated that they were not 

familiarized had said that EFL teaching was their real vocation. Overall, there seems to 

be a link between professional aspirations and performance, albeit with some 

exceptions. Lastly, regarding teachers’ beliefs, 83.3% of the teachers whose p-hit rate 

was between 0.7 and 0.8 considered that the syllabus of their course was mixed 

(traditional and communicative). Even more of them (91.6%) thought that their own 

approach was mixed. But for one teacher -subject 17- all admitted using the L1 in the 

class.  

As a concluding remark, it should be noted that the average performance -out of 

the extremes (p-hit rates between 0.5 and 0.6, and between 0.8 and 0.9), was more 

predictable. Regarding the analysis of the results from EFL teachers’ analysis, there 
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were two main groups of teachers, those with p-hit rates between 0.6 and 0.7 and those 

with p-hit rates between 0.7 and 0.8. There was an equal number of subjects in each 

(n=12). The greater success found in the group of outperforming teachers could be 

mainly attributed to the following factors: age, professional experience and training 

abroad. 

 

Socio-demographic and academic profile of the teachers with the most and least 

accurate analyses 

 

The most accurate analyses of the explicit and implicit teaching potential of the 

activities belonged to four teachers, subjects 22, 21, 23 and 24 (in this order according 

to their ascending p-hit rates). Focusing first on the teacher with the best performance of 

the group -subject 14-, it is noted that her average p-hit rate was 0.863. She was 35 

years old at the time of the completion of the questionnaire and only held a university 

degree in Translation and Interpreting. She did not report having any MA degree. 

Subject 14 was one of the informants with less working experience as an EFL teacher, 

only 3 years, and with no training abroad. Likewise, she did not report having stayed 

any weeks abroad for language stays. She acknowledged that her real vocation was 

other than being an EFL teacher but declared that it was, however, her ultimate 

professional goal. Subject 14 was aware of the ISLA research and, like the rest of the 

teachers within this score category, believed that the course syllabus was mixed (partly 

traditional and partly communicative), she thought of her own approach as mixed and 

used the L1 in the class. Similar backgrounds surrounded the profiles of teachers 22, 21 

and 23, the only major differences being found in their age, gender and the university 

degree they held. Teacher number 22 was 48 (the oldest within this group) and teachers 

21 and 23 were ages 34 and 33 respectively. Whereas two teachers were males -subjects 

22 and 23-, two other teachers were females –subjects 21 and 14. Interestingly, the male 

teachers with p-hit rates above 0.8 both studied a degree in English Language and 

Literature, and the female teachers had a degree in Translation and Interpreting. 
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Notwithstanding these differences and taking the group of teachers with the best 

performance in the questionnaire as a whole, it should be noted that their profiles were 

all very similar. In short, the most accurate analysis belonged to a type of teacher with 

the following characteristics: 

a. Average age, 37.8  

b. University degrees in English Language and Literature or in Translation and 

Interpreting 

c. No MA degrees or postgraduate academic achievements  

d. Few years of working experience as an EFL teacher (less than 10 in average) 

e. An average of 55.5 weeks of language stays abroad in London 

f. EFL teaching or other as a real vocation and ultimate professional goal 

g. Likely familiarization with the research on ISLA 

h. Considering both the course syllabus and their own approach mixed (partly 

traditional and partly communicative) 

i. Likely use of the L1 in class 

 
Now moving on to the least accurate analyses, with p-hit rates of 0.589 and 0.593 

respectively, teachers 7 and 29 were attributed the worst activity analyses. Similar 

background scenarios were observed when attempting to link their quantitative results 

with their descriptive information. Given the comparability of the two profiles, I am 

going to proceed to summarize the information. The least accurate performance 

belonged to teachers with the following characteristics: 

a. Average age, 37.5 

b. Females 

c. Higher intra-rater variability 

d. University degree in English Studies 

e. No MA degrees or postgraduate academic achievements 

f. 10.5 years of working experience as EFL teachers in average 

g. Few or no weeks of language stays abroad  

h. Less likelihood of EFL teaching as real vocation and ultimate professional goal 

i. Less likelihood of familiarization with research on ISLA 

j. Considering both the course syllabus and their own approach mixed (partly 

traditional and partly communicative) 

k. Use of the L1 in class 
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Homogeneity and predictions about the data 

 

Based on the teachers’ homogeneous analysis of the explicit and implicit teaching 

nature of ELT activities, estimations and predictions were made about the score that 

they would obtain in Type I (mostly explicit or implicit) activities, Type II (mixed 

potential) activities, and in Type II and Type II activities from a global perspective. It 

was concluded that EFL teachers teaching at any secondary school in the city of Murcia 

and its surrounding areas would obtain the following punctuation:  

 

a. 7 out of 9 matches in Type I activities 

b. 6 out of 9 matches in Type II activities 

c. 7 out of 9 matches in activities from a global perspective 

 

The slight improvement in the teachers’ analysis of the teaching nature of Type I 

activities might be due to the fact that, whenever an activity is mostly focused on the 

teaching of forms or mostly focused on the teaching of communicative aspects of the 

language, detecting its teaching potential would be easier.  

EFL teachers’ overall analysis of the teaching load of real ELT activities is 

expected to range from moderately accurate to nearly perfect. This suggests that 

teachers’ background, working experience, stays abroad and further training programs 

might exert a positive influence in knowing how to select and implement activities in 

the class. This could have a very beneficial impact on the overall process of L2 

development and, especially, on the attainment of a balanced L2 competence. This 

would entail that learners attain competence in terms of knowledge of the L2 forms 

(explicit knowledge) and fluency in use (implicit knowledge).  

Nonetheless, as professional experts in the field of ELT, EFL teachers should 

seek and receive further specialized teacher training, especially in the field of ISLA. 

Skills such as the ability to detect and analyze the teaching potential of EFL activities 

are paramount and should be promoted in EFL teacher training courses. 
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7.1.2 Summary and interpretation of the results within the dimension of the activities 

	
Global analysis of Type I (mostly explicit or implicit) and Type II (mixed potential) 

activities 

 

The average p-hit rate in the 30 activities was 0.698, with a standard deviation of 0.173. 

There were three activities with the lowest p-hit rates (x<0.6), three other activities with 

the highest p-hit rates (0.83≤x≤0.859) and there were two other subgroups with two sets 

of activities in each; a subgroup with p-hit rates between 0.6 and 0.7, and another 

subgroup with p-hit rates between 0.7 and 0.8. 

By examining the activities where teachers’ analysis was at the highest level, it 

is important to note that only Type I activities (those with a mostly explicit or implicit 

potential) got such high p-hit rates. Activities 15, 20 and 8 -in this specific order 

regarding the ascending p-hit values- had p-hit scores above 0.8 (see Table 77 below). 

Whereas activities 15 and 20 were mostly focused on implicit teaching, it is interesting 

to observe that activity 8, with the highest p-hit rate, was focused on explicit teaching. 

This finding is in line with the literature (Fotos & R. Ellis, 1991; DeKeyser, 1995; 

Robinson, 1996; Hulstijn, 1997; Norris & Ortega, 2000; Erlam, 2003; Eckerth, 2008; 

Fernández, 2008; Henry et al., 2009; R. Ellis, 2010; Afshari & Oroujlou, 2012; 

Lichtman, 2012) in that teachers seem to find it easier to identify the features that make 

an activity focused on explicit teaching. This is probably due to the fact that most EFL 

teaching materials and textbooks have been designed and adapted taking into 

consideration the benefits of explicit learning, as extensively reported in the research 

review (see Chapter 3). Therefore, EFL teachers might be more familiarized with the 

use of activities that involve explicit teaching and learning of explicit and implicit 

knowledge on the L2. 
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Table 77. Activities with the highest p-hit rates 
Activities with the highest p-hit rates 

Activity 15 (p-hit=0.833) 

Type I 

Implicit teaching 

 

Activity 20 (p-hit=0.844) 

Type I 

Implicit teaching 

 

 

 

Activity 8 (p-hit=0.859) 

Type I 

Explicit teaching 

 

 

In contrast, two out of the three activities with the least accurate analyses -exercises 3 

and 28- belonged to the category Type II activities -mixed potential (see Table 78). Only 

one of the activities with the second lowest scores -exercise 5- was labeled as a Type I 

activity. The three activities -tasks 3, 5 and 28- obtained p-hit scores lower than 0.6, but 

in no case with p-hit rates lower than 0.5. From the total number of Type II activities 

(n=10), 7 of them obtained p-hit rates between 0.55 and 0.69. Two of these –activities 3 

and 28- I have already made remarks on. But additionally activities 9, 17, 13, 26 and 21 

got p-hit rates between 0.6 and 0.7. Three other Type II activities had scores between 

0.7 and 0.8.  

 
Table 78. Activities with the lowest p-hit rates 
 

Activities with the lowest p-hit rates 

Activity 3 (p-hit=0.559) 

Type II 

Explicit and implicit teaching 

 

Activity 5 (p-hit=0.559) 

Type I 

Implicit teaching 

 

Activity 28 (p-hit=0.589) 

Type II 

Explicit and implicit teaching 
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Overall, the fact that more Type II activities (70%) had lower p-hit values than the bulk 

of Type I activities suggests that teachers had difficulties in identifying the teaching 

potential of the activities with a mixed explicit and implicit load. Another possible  

explanation for this result is that teachers might not be fully able to identify the teaching 

load of certain activities. Probably, teachers are less familiarized with the use of 

activities with an implicit teaching potential or with activities with some degree of 

implicit teaching load. EFL teaching materials might also reflect research trends, for 

instance, when there is a clear bias towards the promotion of explicit (declarative) 

knowledge on the language.  

Additionally, in the context of EFL teaching in Spain, teachers might be more 

used to handling activities aimed at explicit teaching of the L2 grammar (among other 

things), since this allows a more transparent quantification of what is to be learnt and 

taught. Classes are very frequently overcrowded with students and teachers might prefer 

not to encourage communication, perhaps due to the high probability of classroom 

discipline issues, such as losing control of what their students are doing. For example, 

in a classroom of 35 or more students, one single teacher might not be capable of 

ensuring that all of them are doing the activity they are meant to do and practising 

speaking in the L2; as a university lecturer and an EFL teacher, it is not strange to 

observe that your students are rather speaking to each other about their own things in 

Spanish. 

 

7.1.3 Summary and interpretation of the results within the dimension of the items 

	
The item that obtained the highest score in teachers’ analysis was item 7 (requires the 

use of the L1), with a p-hit rate of 0.804. A possible explanation for this phenomenon is 

that, unlike the rest of the items, item 7 was the most transparent one and did not 

demand much analytical effort. Knowing whether an activity required the use of the L1 

might have been easy to determine; if required, the activity would in all likelihood have 

stated it clearly and explicitly in the instructions. In contrast, the item with the lowest p-

hit rate was item 6 (uses non-authentic materials), with 0.471. Item 6 proved to be the 

weakest and most problematic item in the scale, even for the expert judges during the 

validation process. Judging whether an activity uses authentic or non-authentic 
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materials seems very difficult to determine, especially if there is no information about 

how the activity was designed by the material designer or the editorial. Even when there 

are specific criteria (e.g. source of the text, input manipulation, among others) 

established to detect whether an activity made -or did not make- use of non-authentic 

materials, item 6 did not obtain p-hit rates higher than 0.47. Additionally there was the 

fact that using a negation in the wording of the item might not have contributed to its 

better understanding, hence causing uncertainty between teachers during the analysis. 

Furthermore, items with similar p-hit rates were identified and accordingly 

divided into two major subsets of items. The first subgroup of items got scores between 

0.6 and 0.7. Items with these scores are listed below: 

Item 2. Focuses on metalinguistic information on the language 

Item 3. Promotes declarative knowledge on the language 

Item 5. Favours linguistic accuracy 

 

The second subgroup of items obtained p-hit rates between 0.7 and 0.8. These items are 

listed below:  

Item 1. Looks for awareness of formal aspects of the language 

Item 4. Focuses primarily on form 

Item 8. Aims at controlled use of the language 

Item 9. Entails non-meaningful mechanical repetition 

 

It could be argued that EFL teachers tend to be good at analyzing the items that reflect 

the L2 aspects which they emphasize in class (e.g. formal aspects of the language, 

structures -forms- controlled language practice, etc.), independently of whether their 

beliefs point to a different phenomenon. For example, teachers might be good at 

identifying whether an activity focuses primarily on form because they frequently 

emphasize form in their class. However, they may claim that their approach to EFL 

teaching is mostly communicative. All in all the apparent disconnection between 

teachers’ beliefs and actual practice in the classroom might be due to various reasons, 

among which working experience might be worth highlighting.  
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The more experienced the teachers, the more discrepancy between their beliefs and 
actual practices of classroom management. This is perhaps due to the fact that 
those teachers who have been graduated in recent years are more in line with the 
research findings and have a more open-minded view to classroom management 
quite unlike old teacher-centered views and they believe in leaving some room for 
the students to participate in management of their class (Aliakbari & Heidarzadi, 
2015: 8). 

 

Probably, discrepancies between teachers’ beliefs and actual classroom practice might 

not be as important as the fact that the decisions they make to teach the L2 are the 

appropriate ones from a cognitive perspective.  

 

If effective teaching is, at least in part, about making good decisions, decisions that 
have a positive impact on learners and learning, then there is a need to help 
teachers make good decisions, decisions that are ‘acquisition rich’ (Ellis 1998; 
cited in Li and Walsh, 2011: 54). 

 

This idea might be fundamental, as it boosts the importance to develop research on 

teachers’ beliefs. It is paramount that researchers inquire about the decisions that 

teachers make in the classroom, because those decisions are very likely founded on their 

own beliefs about teaching. Indeed, on a questionnaire study conducted by Bell (2005), 

it was concluded that:  

 
All teachers can benefit from an awareness of emerging professional consensus 
regarding specific teaching behaviors that are believed to contribute to effective 
foreign language teaching and learning. By being made aware of these behaviors 
[…] teachers will be able to critically reflect on their own beliefs and teaching 
behaviors (Bell, 2005: 268).  

 

Therefore, in a research scenario where there is a clear lack of information regarding 

EFL teachers’ beliefs as related to their pedagogical actions, there is a ‘strong and 

compelling need to look more closely at the relationship between stated beliefs and 

decisions made while teaching […] as a means of promoting fuller, more in-depth 

understandings about teaching and learning’ (Ellis, 1998: Li & Walsh, 2011: 54). 

 Indeed, this study attempted to shed light on EFL teachers perceptions’ of the 

explicit and implicit teaching potential of activities. On future occasions I will try to 

collect qualitative as well as quantitative data, in order to learn about the clarity and 

difficulty of the items per se and the categorization of the activities. 
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7.2 Conclusions 

7.2.1 General conclusions of this thesis 

	
The present dissertation has investigated EFL teachers’ perceptions derived from their 

analysis of the explicit and implicit teaching potential of real teaching materials. 

Awareness on the detection, analysis and identification of the teaching potential of the 

activities used in the EFL class seems to be a key success factor in balanced L2 

teaching. At the core of EFL classroom teaching is the L2 instructor and his/her attitude 

towards the implementation of activities that promote: a) explicit teaching; b) implicit 

teaching; or c) both explicit and implicit teaching. Thus, it could be argued that the EFL 

teacher is the main duty-bearer for the appropriate -and not biased- selection and 

implementation of activities containing L2 knowledge in the class. In the light of this 

fact, exploring EFL teachers’ perception of the construct of explicit and implicit 

teaching was of high priority and importance. This study provides a novel approach 

based on Criado et al.’s (2010) to accomplish such a task. 

A corpus of real EFL teaching activities from 30 different textbooks was 

compiled and used as a source of materials for the creation of a questionnaire. 30 EFL 

teachers teaching in different secondary schools in the city of Murcia and its 

surrounding areas participated in this study by filling in a questionnaire. The 

questionnaire contained 30 activities with different explicit and implicit teaching 

potentials and teachers had to analyze these activities with a nine-item scale based on 

Criado et al.’s (2010).  

Results showed that the overall analysis of the activities was fairly accurate, 

with teachers’ responses matching the expected analysis in many instances. However, 

one of the major findings in this investigation is that EFL teachers’ analysis was not 

homogeneous. There was a high degree of inter-rater variability, suggesting that 

performance was sometimes hesitant and inconsistent. Even though teachers claimed to 

be familiarized with the research on ISLA, further refinement and readjustment in their 

analyses might be required to better select activities with a variety of teaching potentials 

in the class. EFL teachers may in some cases have a superficial understanding on the 

main concepts comprising the rationale for the study (e.g. explicit and implicit 

knowledge, declarative and procedural knowledge). However, at a teacher-independent 

level, performance did not demonstrate a full control of the construct of explicit and 
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implicit teaching or a deep interaction with the terminology used in the measuring tool. 

A second major finding is that Type I activities, that is, those that were mostly or fully 

focused on explicit or implicit teaching, obtained better p-hit rates than Type II 

activities, with a mixed teaching potential. 

There were some methodological limitations in this study. The first was the lack 

of prior research on the issue of EFL teachers’ perceptions on the explicit and implicit 

teaching potential of real teaching materials. The second was the access to a larger 

sample of EFL teachers. More particpants might have been involved in the study by 

using stratified sampling, which is a statistical measure to determine a larger sample 

size and hence to obtain more data. However, stratified sampling was eventually not 

used because studying all the sample of EFL teachers in the Region of Murcia was not 

part of the objective of this thesis. Data from this study can be taken as a basis to 

enlarge the sample of data by surveying EFL teachers teaching in secondary schools 

from other cities or areas in the region. Consequently, further research involving a 

larger body of data from more participants would be appropriate. 

	
7.2.2 Recommendations and implications 

	
At this point a number of recommendations and implications can be drawn from the 

empirical research conducted. EFL material designers and editorials, teachers, teacher 

trainees, and researchers are the addressees in this last section of my dissertation.  

 

To EFL textbook material designers and editorials: there should be a balanced amount 

of activities with different explicit and/or implicit potentials in forthcoming editions of 

textbooks. This should allow for a more representative and accurate selection of 

activities in the class, as well as facilitate opportunities for learners to practice both 

formal and communicative aspects of the L2. Together with the physical copy of the 

textbook, a digital database or version of the textbook with activities might be equally 

useful, as a search engine to look for activities with the specific teaching potential 

desired, to support classroom work. This could also apply for any website offering 

online EFL teaching materials. 
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To EFL teachers and EFL teacher trainees: they should receive further training in 

specific aspects of ISLA and other areas involving research on memory and learning 

mechanisms and strategies. EFL teaching involves any action attempting to insert or 

modify knowledge in the brain. Therefore, pedagogy should never be separated from 

the language cognition. Teacher trainers should always emphasize the importance of 

this notion. 

 

To researchers: they should focus on individual learner differences. The ideas, findings 

and implications proposed in this PhD should give rise to the creation of EFL materials 

that address individual learner needs. Identifying and measuring the explicit and 

implicit teaching potential of EFL activities can be highly beneficial to the 

implementation of materials regarding the specific needs of a target type of learner. No 

two learners learn the same way, especially, EFL students with reading comprehension 

problems (e.g. dyslexia). Learners with language impairments struggle to succeed in 

their own L1. Therefore, learning an L2 can mean a completely new challenge that they 

may sometimes feel out of their reach. This, by the way, can have a serious impact on 

their academic and social life. 
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APPENDICES	

1. Questionnaire 

	
Explicitness and Implicitness from the Perspective of EFL Teachers 

 
Sex: male � / female � 
 
Place of birth:…………………………………………………………………………… 
 
Age: …………… 
 
University degree(s):…………………………………………………………………… 
 
Master degree(s):………………………………………………………………………… 
 
Years as an EFL teacher: ……………………………………………………………… 
 
Total number of weeks of language stays abroad ……………  
Where? 
…………………………………………………………………………………………… 
 
Is being an EFL teacher your real vocation? Yes � / No � / Other � 
 
Is being an EFL teacher at a High School your ultimate academic goal?  
Yes � / No � / Other � 
 
Are you familiarized with research papers on Instructed Second Language Acquisition 
(SLA)?  
Yes � / No � / Other � 
 
How would you describe the course syllabus? 
1-Communicative � 
2-Traditional (Emphasis on Emphasis on language forms: grammatical rules, lexical 
items, spelling, punctuation) � 
3-Mixed (1+2) � 
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How would you describe your own approach to EFL teaching? 
1-Communicative � 
2-Traditional(Emphasis on language forms: grammatical rules, lexical items, spelling, 
punctuation) � 
3-Mixed (1+2) � 
 
Do you sometimes need to explain or clarify some points in Spanish during the class? 
Yes � / No � / Other �  
In case of answering ‘Other’, on which occasions?........................................................ 
 
 
The purpose of this questionnaire is to gather information about teachers’ beliefs on 
explicitness and implicitness as applied to language teaching materials. All the activities 
used in the classroom may have a certain potential for explicit and/or implicit learning. 
Depending on the kind of activities and the way they are implemented in class by the 
teacher, specific aspects of the foreign language are promoted. Therefore, the type of 
knowledge achieved by the learner is greatly influenced by the selection of materials 
that the EFL teacher makes and by the activities through which those materials reach 
the learner.  
 
Firstly, activities with a higher explicit learning potential are primarily focused on 
form. Learning the forms and structures of the foreign language explicitly implies that 
the student becomes aware of the grammar rules, lexical items or the pronunciation of 
words/sentences. 
 
Secondly, activities with a higher implicit learning potential are focused on the 
development of skills to communicate. With these activities, students actively practise 
with the language (read, write, listen or speak) without explicitly reflecting or reasoning 
grammar rules or lexical items. 
 
Basically, in this questionnaire you are expected to find activities that promote either 
explicitness or implicitness, as well as exercises that promote both explicitness and 
implicitness, in a balanced or near-balanced way. 
 
Taking for granted the importance of this issue in the area of EFL teaching, I would be 
very grateful if you could collaborate by filling in the present questionnaire.  
Below, there is a sample activity analysis. 
	
 Sample Activity Analysis (1) 
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Sample Activity Analysis (2) 
	

	
	

	
Sample Activity Analysis (3) 
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In order to fully understand the tool used for measuring the load for explicitness or 
implicitness in activities, keep in mind that, 

a) It is important that you first identify the goal and the strategy of the activity. The 
goal of an activity is the linguistic feature to be practised or leant by the student. 
For instance, if the activity says ‘read the text and look up in the dictionary the 
words you don’t know’, the goal of the activity is to learn new vocabulary. The 
strategy of an activity is the method employed to reach the goal. For example, if 
the activity says ‘listen to the song and fill in the lyrics’, the goal is identifying 
and/or learning vocabulary and the strategy is a listening comprehension task 
(Criado et al., 2010: 112). 

b) The instructions for each activity are usually sufficient for identifying the goal and 
the strategy the author has in mind. 

c) Think always from the perspective of the author, who is responsible for 
defining the goal and strategy through the instructions given at the beginning 
of the activity. 

d) Notice that the goals and strategy are mainly focused on the communicative 
message, on form or formal aspects of the language, or both. 

e) Be precise and accurate in your answers: the reliability of the research will depend 
on it. 

 
In detail (what lies behind each feature): 
 
Feature 1: Looks for awareness of formal aspects of language: the activity aims at 
becoming aware of how grammatical structures or the lexicon are formed. Most often, 
explicit explanations of a rule are given, or indirectly, specific formal aspects are 
highlighted through various techniques: words in bold or in italics, or frequent 
examples (repetition) of the same form in a single text (whether aural or written). 
Example: ‘Read the table about the comparative and superlative forms of short 
adjectives’. 
 
Feature 2: Focuses on metalinguistic information on the language: the activity 
strongly emphasizes how a rule is formed and/or applied always through explicit 
explanations requiring metalinguistic knowledge. Explicit instruction can be deductive 
(first explaining the rules and then practising) or inductive (practising first as a means 
of inferring the rules). Very often, the only purpose of the activity is to understand the 
underlying structures of the language at distinct levels (morphological, syntactical, 
lexical). Example: ‘Complete the table with the correct rule of the past perfect 
continuous tense’. 
     
Feature 3: Promotes declarative knowledge on the language: knowing declarative 
knowledge on the language entails knowing facts about the functioning of the linguistic 
system. Thus, any aspect of language that can be explained to students is declarative. 
Example: ‘Plural is formed adding an “s” to the singular’; or ‘write a list of words 
related to the semantic field of pets’.  
 
Feature 4: Focuses primarily on form: Is secondary and focus on form is the main 
goal. Usually, there is a strong emphasis on language forms (e.g. grammatical rules, 
lexical items, spelling, punctuation). Example: ‘Complete the sentences with the correct 
form of the first and second conditionals’. 
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Feature 5: Favours linguistic accuracy: the activity requires that the learner pays 
close attention to the grammaticality, spelling, wording or pronunciation of the 
language produced. Example: ‘In the previous activity, you wrote an article about the 
impact of mass media on society. Now, read your text carefully and check it to see if you 
made any mistake’; or ‘check the use of the article “a” or “an”’. 
 
Feature 6: Uses non-authentic materials: any text or material that has been adapted 
to the level of proficiency of the learners is non-authentic. Example: ‘The passage you 
are about to read is an adaptation from a newspaper article about the environment. 
Read it and answer the questions’. 
  
Feature 7: Requires de use of L1: typically, translation activities entail the use of the 
L1 and so do the tasks that ask the learners to compare words or structures in the L1 
and in the L2 (e.g. activities involving false friends help students reflect on their own 
L1; therefore, this type of activities favour reasoning and conscious attention to forms). 
Example: ‘Translate the following sentences into Spanish’. 
 
Feature 8: Aims at controlled use of the language: when free linguistic production or 
creativity is not allowed (e.g. short stretches of language, gap-fillers, rephrasing, 
vocabulary matching, etc.), the type of linguistic use is said to be ‘controlled’. Example: 
‘Read the sentences and put the verbs in the brackets into the correct form of the 
present simple and present continuous’.  
  
Feature 9: Entails non-meaningful mechanical repetition: language drills are 
mainly activities that imply non-meaningful mechanical repetition as such, with a full 
focus on form, not on the message. Exercises of this type typically imply repetition of 
decontextualized sentences. For example: ‘Repeat the following sentences: I take my 
umbrella, you take your umbrella, he takes his umbrella, she takes her umbrella, it takes 
its umbrella, we take our umbrella, you take your umbrella, they take their umbrella’. 
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Activity 1 
 

  
 
Activity 2 
 

 
 

 
 
Activity 3 (analyze only number 6) 
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Activity 4 (analyze only number 2) 
 

 
 

 
 
Activity 5 
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Activity 6 
 

 

 
 

 
 
Activity 7 
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Activity 8 
 

  
 
Activity 9 
 

 
 

 
 
Activity 10 
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Activity 11 
 

 
 

 
Activity 12 
 

 
 

 
 
Activity 13 
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Activity 14 (analyze only 4a) 
 

 
 

 
 
Activity 15 
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Activity 16 (analyze only 9a) 
 

 
 

 
 
Activity 17 
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Activity 18 (analyze only 11a) 
 

 
 

 
 
Activity 19 
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Activity 20 
 

 
 

 
 
Activity 21 
 

 

 

 
Activity 22 (analyze only 1b) 
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Activity 23 
 

 
 

 
 
Activity 24 
 

 
 

 
 
Activity 25 
 

  
 



Appendices 
 

385 

Activity 26 
 

 
 

 
 
Activity 27 
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Activity 28 
 

  
 
Activity 29 
 

 
 

 
Activity 30 
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2. Student’s-t Distribution 
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3. List of secondary schools in Murcia 
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4. Descriptive statistics of EFL teachers’ hits in the questionnaire 

	
Hits per item and informant in the Activity 1. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 0 1 0 1 1 1 0.556 

2 1 0 0 0 1 0 1 1 1 0.556 

3 1 1 0 0 1 0 0 0 1 0.444 

4 1 1 0 1 1 0 1 1 1 0.778 

5 1 1 0 1 1 0 1 0 0 0.556 

6 1 0 0 1 1 0 1 1 0 0.556 

7 1 0 0 1 1 0 1 1 1 0.667 

8 1 1 0 0 1 0 1 1 0 0.556 

9 1 1 0 1 1 0 1 1 1 0.778 

10 1 0 1 1 1 0 1 1 1 0.778 

11 1 1 0 1 1 0 1 1 1 0.778 

12 1 1 0 1 1 0 1 1 0 0.667 

13 1 1 1 1 1 0 1 1 1 0.889 

14 1 0 1 1 1 1 1 0 1 0.778 

15 0 0 1 0 0 1 1 1 0 0.444 

16 0 1 0 0 0 1 1 0 1 0.444 

17 0 1 0 0 0 1 1 1 1 0.556 

18 0 1 0 0 0 1 1 1 1 0.556 

19 1 0 1 1 0 1 0 1 1 0.667 

20 1 0 1 1 0 1 0 1 1 0.667 

21 1 0 1 1 1 1 1 1 1 0.889 

22 1 0 1 1 1 1 1 1 1 0.889 

23 1 0 1 1 1 1 1 1 1 0.889 

24 1 0 1 1 1 1 1 1 0 0.778 

25 0 1 0 0 0 0 1 1 0 0.333 

26 0 1 0 0 1 0 1 1 1 0.556 

27 0 1 0 1 1 1 1 0 0 0.556 

28 1 1 1 1 1 0 1 1 1 0.889 

29 1 1 1 1 1 0 1 1 1 0.889 

30 1 1 0 1 1 1 1 1 1 0.889 

Total 0.733 0.600 0.400 0.667 0.767 0.433 0.900 0.833 0.733 0.674 
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Hits per item and informant in the Activity 2. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 0 1 0.778 

2 1 1 0 1 0 0 1 0 1 0.556 

3 1 1 1 1 0 0 1 0 1 0.667 

4 1 1 1 1 0 0 1 0 1 0.667 

5 1 1 1 1 1 0 1 1 1 0.889 

6 1 1 1 1 1 0 1 1 1 0.889 

7 0 0 0 1 0 1 0 1 1 0.444 

8 0 1 0 1 0 0 1 1 1 0.556 

9 1 0 1 1 1 0 1 1 1 0.778 

10 0 0 0 0 0 0 1 0 1 0.222 

11 1 1 0 1 0 0 1 0 0 0.444 

12 1 1 1 1 1 1 1 1 1 1.000 

13 1 1 1 1 1 1 1 1 1 1.000 

14 1 1 1 0 0 1 1 1 1 0.778 

15 0 1 1 0 0 1 0 0 1 0.444 

16 1 1 1 1 1 1 1 0 1 0.889 

17 1 1 1 1 1 1 1 0 1 0.889 

18 1 1 1 1 1 1 1 0 1 0.889 

19 1 1 0 0 0 1 1 0 0 0.444 

20 1 1 0 0 0 0 1 0 0 0.333 

21 0 0 0 1 1 1 1 1 1 0.667 

22 0 0 0 1 1 1 1 1 1 0.667 

23 0 0 0 1 1 1 1 1 1 0.667 

24 1 1 1 0 0 1 1 1 1 0.778 

25 1 1 1 1 1 0 1 0 1 0.778 

26 1 1 1 1 1 0 1 0 1 0.778 

27 1 1 1 0 1 0 1 0 1 0.667 

28 1 1 1 1 1 1 1 1 1 1.000 

29 1 1 1 1 1 1 1 1 1 1.000 

30 1 1 1 1 1 1 1 1 1 1.000 

Total 0.767 0.800 0.667 0.767 0.600 0.533 0.933 0.500 0.900 
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Hits per item and informant in the Activity 3. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 1 1 1 0 0.889 

2 1 0 0 1 1 1 1 1 0 0.667 

3 0 0 0 1 1 1 1 1 0 0.556 

4 0 0 0 1 1 1 1 1 0 0.556 

5 1 1 1 1 0 1 1 0 0 0.667 

6 1 1 1 1 1 1 1 1 0 0.889 

7 1 0 0 1 1 1 1 1 0 0.667 

8 0 1 1 1 1 0 1 1 0 0.667 

9 1 1 1 0 1 0 1 0 0 0.556 

10 0 1 0 1 1 1 1 1 0 0.667 

11 0 0 0 1 1 1 1 1 0 0.556 

12 0 1 1 1 1 0 1 1 0 0.667 

13 1 1 1 0 1 0 0 1 0 0.556 

14 1 1 1 1 0 0 1 1 0 0.667 

15 1 0 1 1 0 1 1 1 0 0.667 

16 0 0 0 1 0 0 1 0 0 0.222 

17 0 0 0 1 0 1 1 1 0 0.444 

18 0 0 0 1 0 1 1 1 0 0.444 

19 0 0 0 0 1 1 1 1 0 0.444 

20 0 0 0 0 1 1 1 0 0 0.333 

21 1 1 1 1 0 0 1 0 0 0.556 

22 1 1 1 1 0 0 1 0 0 0.556 

23 1 1 1 1 0 0 1 0 0 0.556 

24 0 0 0 0 1 0 1 1 0 0.333 

25 1 1 1 1 0 0 1 1 0 0.667 

26 0 0 0 0 0 1 0 0 0 0.111 

27 0 1 0 1 1 0 1 1 0 0.556 

28 1 1 1 0 1 0 0 1 0 0.556 

29 1 1 1 0 1 0 0 1 0 0.556 

30 1 1 1 1 0 0 1 0 0 0.556 

Total 0.533 0.567 0.533 0.733 0.600 0.500 0.867 0.700 0.000 0.559 
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Hits per item and informant in the Activity 4. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 0 0 0 1 1 1 1 1 0.667 

2 1 0 0 0 0 1 1 1 1 0.556 

3 1 1 1 1 1 1 0 1 1 0.889 

4 1 1 1 1 1 1 0 1 1 0.889 

5 1 1 1 1 1 1 1 1 1 1.000 

6 1 0 0 1 1 1 1 1 1 0.778 

7 1 1 1 1 1 0 1 1 1 0.889 

8 1 0 0 0 1 1 1 0 1 0.556 

9 1 0 0 0 1 1 1 1 0 0.556 

10 1 0 1 0 1 1 1 1 1 0.778 

11 1 1 1 0 1 1 1 1 1 0.889 

12 1 0 0 1 1 1 1 1 1 0.778 

13 1 1 1 1 1 1 0 1 0 0.778 

14 1 0 0 1 1 0 1 1 1 0.667 

15 1 1 0 1 1 1 1 1 1 0.889 

16 1 0 1 1 1 1 1 1 0 0.778 

17 1 1 1 0 0 0 1 1 1 0.667 

18 1 1 1 0 0 0 1 1 1 0.667 

19 1 1 1 1 1 1 0 0 1 0.778 

20 1 1 1 1 1 1 0 0 1 0.778 

21 1 1 1 1 1 0 1 1 1 0.889 

22 1 1 1 1 1 0 1 1 1 0.889 

23 1 1 1 1 1 0 1 1 1 0.889 

24 1 0 1 1 1 0 1 1 1 0.778 

25 0 0 0 0 0 1 1 1 1 0.444 

26 1 1 1 1 0 1 1 1 1 0.889 

27 0 0 1 1 1 1 1 1 1 0.778 

28 1 1 1 1 1 1 0 1 0 0.778 

29 1 1 1 1 1 1 0 1 0 0.778 

30 0 1 1 1 1 1 0 1 0 0.667 

Total 0.900 0.600 0.700 0.700 0.833 0.733 0.733 0.900 0.800 0.767 
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Hits per item and informant in the Activity 5. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 0 1 0 1 0 1 0.667 

2 1 0 0 1 0 0 1 0 1 0.444 

3 1 0 0 1 0 0 0 1 1 0.444 

4 1 0 0 1 0 0 0 1 1 0.444 

5 1 1 0 1 0 0 1 1 1 0.667 

6 1 1 1 1 0 0 1 0 1 0.667 

7 0 0 0 0 0 1 1 0 1 0.333 

8 0 1 1 1 0 1 1 1 1 0.778 

9 1 1 1 1 1 1 1 1 1 1.000 

10 1 1 1 1 0 0 1 0 1 0.667 

11 1 1 0 1 0 1 0 1 1 0.667 

12 1 1 1 1 0 1 1 0 1 0.778 

13 0 1 0 0 0 0 0 0 1 0.222 

14 1 1 1 1 1 1 1 1 1 1.000 

15 0 1 1 0 1 0 1 1 1 0.667 

16 1 0 1 1 1 0 1 0 1 0.667 

17 0 0 0 1 1 1 1 1 1 0.667 

18 0 0 0 1 1 1 1 1 1 0.667 

19 0 0 0 0 0 0 1 1 1 0.333 

20 0 0 0 0 0 0 1 1 1 0.333 

21 1 1 0 1 0 1 0 0 0 0.444 

22 1 1 0 1 0 1 0 0 0 0.444 

23 1 1 0 1 0 1 0 0 0 0.444 

24 0 0 0 1 0 1 1 0 1 0.444 

25 1 1 1 1 1 1 0 1 1 0.889 

26 1 1 1 1 1 0 0 1 1 0.778 

27 1 1 1 0 0 1 1 0 1 0.667 

28 0 1 0 0 0 0 0 0 1 0.222 

29 0 1 0 0 0 0 0 0 1 0.222 

30 0 1 0 0 0 0 0 0 0 0.111 

Total 0.600 0.667 0.400 0.667 0.300 0.467 0.600 0.467 0.867 0.559 
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Hits per item and informant in the Activity 6. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 1 0 0.778 

2 1 0 1 1 1 0 1 1 0 0.667 

3 1 1 0 1 1 0 0 1 0 0.556 

4 1 1 0 1 1 0 0 1 0 0.556 

5 1 1 1 1 1 0 1 1 1 0.889 

6 1 1 1 1 1 0 1 1 0 0.778 

7 1 1 0 1 1 1 1 1 0 0.778 

8 1 0 1 0 1 0 1 1 0 0.556 

9 1 1 1 1 1 0 1 1 1 0.889 

10 1 1 1 1 1 0 1 1 0 0.778 

11 1 1 1 1 0 0 1 1 1 0.778 

12 1 1 0 1 1 0 1 1 0 0.667 

13 1 1 1 1 1 0 0 1 0 0.667 

14 1 1 1 1 1 1 1 1 0 0.889 

15 1 1 0 1 1 0 1 1 0 0.667 

16 1 1 1 1 0 0 1 1 0 0.667 

17 1 1 1 1 1 1 1 1 0 0.889 

18 1 1 1 1 1 1 1 1 0 0.889 

19 1 1 1 1 1 1 0 1 1 0.889 

20 1 1 1 1 1 0 0 1 0 0.667 

21 1 1 1 1 1 0 1 1 1 0.889 

22 1 1 1 1 1 0 0 1 1 0.778 

23 1 1 1 1 1 0 1 1 1 0.889 

24 1 1 1 1 1 1 1 1 0 0.889 

25 1 0 0 1 1 0 1 1 0 0.556 

26 1 0 1 1 1 0 1 1 0 0.667 

27 1 1 1 1 1 0 1 1 0 0.778 

28 1 1 1 1 1 0 0 1 0 0.667 

29 1 1 1 1 1 0 0 1 0 0.667 

30 1 1 1 1 1 0 0 1 0 0.667 

Total 1.000 0.867 0.800 0.967 0.933 0.200 0.700 1.000 0.233 0.744 
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Hits per item and informant in the Activity 7. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 1 1 0.889 

2 0 0 0 0 0 0 1 1 1 0.333 

3 0 1 0 1 0 0 0 0 1 0.333 

4 0 1 0 1 0 0 0 0 1 0.333 

5 0 0 0 1 1 1 1 1 1 0.667 

6 0 0 1 1 0 1 1 1 1 0.667 

7 0 0 0 0 0 0 1 0 1 0.222 

8 1 1 1 1 1 0 1 1 1 0.889 

9 0 1 1 0 0 0 1 0 1 0.444 

10 1 1 0 1 0 0 1 0 1 0.556 

11 1 1 0 1 0 0 1 1 1 0.667 

12 1 1 1 1 1 1 1 1 1 1.000 

13 0 0 1 0 0 0 0 0 1 0.222 

14 1 1 1 1 1 1 0 1 1 0.889 

15 0 1 0 0 0 1 1 0 0 0.333 

16 0 1 1 1 0 0 1 0 1 0.556 

17 1 1 1 1 1 1 1 0 1 0.889 

18 1 1 1 1 1 1 1 0 1 0.889 

19 0 0 0 0 0 1 1 1 1 0.444 

20 0 0 0 0 0 0 1 1 1 0.333 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 1 1 0 1 0 1 1 1 1 0.778 

25 1 1 1 1 1 0 1 0 1 0.778 

26 1 1 0 1 1 0 1 1 1 0.778 

27 0 1 1 0 1 1 1 1 1 0.778 

28 0 0 0 0 1 0 0 0 1 0.222 

29 0 0 0 0 1 0 0 0 1 0.222 

30 0 0 0 0 0 1 0 0 0 0.111 

Total 0.467 0.667 0.500 0.633 0.500 0.467 0.767 0.533 0.933 0.607 
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Hits per item and informant in the Activity 8. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 1 1 1 1 1.000 

2 1 0 1 1 1 1 1 1 1 0.889 

3 1 1 1 1 1 1 1 1 0 0.889 

4 1 1 1 1 1 1 1 1 0 0.889 

5 1 1 1 1 1 1 1 1 0 0.889 

6 1 1 1 1 1 1 1 1 1 1.000 

7 1 1 0 1 0 0 1 1 0 0.556 

8 1 1 1 1 1 1 1 1 1 1.000 

9 1 1 1 1 1 1 1 1 0 0.889 

10 1 1 1 1 1 1 1 1 1 1.000 

11 1 1 1 1 0 1 1 1 0 0.778 

12 1 1 1 1 1 1 1 1 1 1.000 

13 1 1 1 1 1 0 0 1 0 0.667 

14 1 1 1 1 1 1 1 1 1 1.000 

15 1 1 1 1 1 1 1 1 1 1.000 

16 1 1 1 1 0 1 1 1 1 0.889 

17 1 1 1 1 1 0 1 0 1 0.778 

18 1 1 1 1 1 0 1 0 1 0.778 

19 1 1 1 1 1 0 0 1 0 0.667 

20 1 1 1 1 1 0 0 1 0 0.667 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 1 1 1 1 1 0 1 0 1 0.778 

25 1 1 1 1 1 1 1 1 1 1.000 

26 1 1 1 1 1 1 0 1 1 0.889 

27 1 1 0 1 1 1 1 1 1 0.889 

28 1 1 1 1 0 1 0 1 0 0.667 

29 1 1 1 1 0 1 0 1 0 0.667 

30 1 1 1 1 1 0 0 1 0 0.667 

Total 1.000 0.967 0.933 1.000 0.833 0.733 0.767 0.900 0.600 0.859 
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Hits per item and informant in the Activity 9. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 1 0 0 1 1 1 0.556 

2 1 1 1 0 1 0 1 1 1 0.778 

3 1 1 1 0 1 0 1 1 1 0.778 

4 1 1 1 0 1 0 1 1 1 0.778 

5 1 0 1 0 1 0 1 1 0 0.556 

6 0 0 1 0 1 0 1 0 1 0.444 

7 1 0 0 0 1 1 1 0 0 0.444 

8 0 1 0 1 1 0 1 0 1 0.556 

9 1 0 1 0 1 0 1 1 0 0.556 

10 1 1 0 0 1 0 1 1 1 0.667 

11 1 0 1 0 1 0 1 1 0 0.556 

12 1 1 0 1 1 0 1 1 1 0.778 

13 1 0 1 0 1 0 0 1 0 0.444 

14 1 1 0 0 1 1 1 1 1 0.778 

15 1 1 0 0 1 1 1 1 1 0.778 

16 1 0 1 0 0 0 1 1 1 0.556 

17 1 0 1 0 1 0 1 1 1 0.667 

18 1 0 1 0 1 1 1 1 1 0.778 

19 1 0 1 0 1 1 0 1 0 0.556 

20 1 0 1 0 1 0 0 0 1 0.444 

21 1 0 1 0 1 0 1 0 1 0.556 

22 1 0 1 0 1 0 1 0 1 0.556 

23 1 0 1 0 1 0 1 0 1 0.556 

24 1 1 0 0 1 1 1 1 1 0.778 

25 0 1 0 1 1 0 1 1 1 0.667 

26 1 0 1 1 1 0 1 1 1 0.778 

27 0 1 1 0 1 0 1 1 1 0.667 

28 1 0 1 0 1 0 0 1 0 0.444 

29 1 0 1 0 1 0 0 1 0 0.444 

30 1 0 1 0 1 0 0 1 0 0.444 

Total 0.833 0.400 0.700 0.167 0.933 0.200 0.800 0.767 0.700 0.611 
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Hits per item and informant in the Activity 10. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 0 1 0 1 1 1 0.778 

2 1 0 1 1 1 0 1 1 1 0.778 

3 1 1 1 0 1 1 0 0 1 0.667 

4 1 1 1 0 1 1 0 0 1 0.667 

5 1 0 1 0 0 1 1 1 1 0.667 

6 1 1 1 0 1 1 1 0 1 0.778 

7 1 0 1 1 0 1 1 1 1 0.778 

8 1 1 1 0 1 0 1 0 1 0.667 

9 1 1 1 1 1 0 0 1 0 0.667 

10 0 0 0 0 1 1 1 1 1 0.556 

11 1 1 1 1 1 0 1 1 0 0.778 

12 0 0 0 0 1 1 1 1 1 0.556 

13 1 1 1 1 1 0 0 1 0 0.667 

14 1 1 1 1 1 1 1 0 1 0.889 

15 1 1 1 1 1 0 1 0 1 0.778 

16 0 1 0 0 1 0 1 1 1 0.556 

17 1 1 1 1 0 1 1 1 1 0.889 

18 1 1 1 1 0 1 1 1 1 0.889 

19 1 1 1 1 1 0 0 0 1 0.667 

20 1 1 1 1 1 1 0 0 1 0.778 

21 1 1 1 1 1 0 1 1 1 0.889 

22 1 1 1 1 1 0 1 1 1 0.889 

23 1 1 1 1 1 0 1 1 1 0.889 

24 0 0 0 0 0 0 1 0 1 0.222 

25 0 0 0 0 0 0 1 1 1 0.333 

26 1 1 1 0 0 0 1 1 1 0.667 

27 1 0 1 1 0 1 1 0 1 0.667 

28 1 1 1 1 1 0 0 1 0 0.667 

29 1 1 1 1 1 0 0 1 0 0.667 

30 1 1 1 1 1 0 0 1 0 0.667 

Total 0.833 0.733 0.833 0.600 0.733 0.400 0.700 0.667 0.800 0.700 
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Hits per item and informant in the Activity 11. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 1 1 0 1 1 1 0.667 

2 1 1 1 1 1 0 1 1 1 0.889 

3 1 0 1 1 1 0 1 0 1 0.667 

4 1 0 1 1 1 0 0 0 1 0.556 

5 1 0 1 1 1 0 1 1 1 0.778 

6 1 0 0 1 1 1 1 1 1 0.778 

7 1 0 1 0 1 1 1 1 1 0.778 

8 1 1 1 1 1 0 1 1 1 0.889 

9 1 0 1 1 1 0 1 1 1 0.778 

10 0 0 0 1 1 0 1 1 0 0.444 

11 1 0 0 1 1 0 1 1 0 0.556 

12 1 0 0 1 1 0 1 1 1 0.667 

13 1 0 1 1 1 0 0 1 0 0.556 

14 1 1 0 1 1 1 1 1 1 0.889 

15 1 1 0 1 1 0 1 1 1 0.778 

16 1 0 0 1 0 0 1 1 1 0.556 

17 1 0 1 1 1 0 1 1 1 0.778 

18 1 0 1 1 1 1 1 1 1 0.889 

19 1 0 1 1 1 1 0 1 1 0.778 

20 1 0 1 1 1 1 0 1 0 0.667 

21 1 0 1 1 1 1 1 1 1 0.889 

22 1 0 1 1 1 1 1 1 1 0.889 

23 1 0 1 1 1 1 1 1 1 0.889 

24 1 0 1 1 1 1 1 1 1 0.889 

25 1 1 0 1 1 0 1 1 1 0.778 

26 1 0 1 1 1 0 1 1 1 0.778 

27 0 1 1 0 1 1 1 1 1 0.778 

28 1 0 1 1 1 0 0 1 0 0.556 

29 1 0 1 1 1 0 0 1 0 0.556 

30 1 0 1 1 1 0 0 1 0 0.556 

Total 0.900 0.233 0.700 0.933 0.967 0.367 0.767 0.933 0.767 0.730 
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Hits per item and informant in the Activity 12. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 0 0 1 1 0 1 1 1 0.667 

2 1 0 1 1 0 0 1 1 1 0.667 

3 1 1 0 1 0 0 1 1 1 0.667 

4 1 1 0 1 0 0 1 1 1 0.667 

5 1 1 1 1 0 0 1 0 1 0.667 

6 1 1 0 1 1 1 1 1 1 0.889 

7 1 0 1 1 1 1 1 1 0 0.778 

8 1 1 1 1 1 1 1 1 1 1.000 

9 1 1 1 1 1 0 1 1 1 0.889 

10 1 1 1 1 1 0 1 0 0 0.667 

11 1 1 1 1 0 0 1 1 0 0.667 

12 1 0 0 1 1 1 1 1 1 0.778 

13 1 0 1 1 1 0 0 1 0 0.556 

14 1 1 1 1 1 1 1 0 1 0.889 

15 1 1 0 1 1 0 1 1 1 0.778 

16 1 1 0 1 1 0 1 1 1 0.778 

17 1 1 1 1 1 1 1 1 1 1.000 

18 1 1 1 1 1 1 1 0 1 0.889 

19 1 1 1 1 0 1 0 0 1 0.667 

20 1 1 1 1 0 0 1 0 1 0.667 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 1 1 1 1 1 1 1 1 1 1.000 

25 1 1 1 1 1 0 1 1 1 0.889 

26 1 1 1 1 1 0 1 1 1 0.889 

27 1 0 1 1 1 1 1 1 1 0.889 

28 1 0 1 1 1 0 0 1 0 0.556 

29 1 0 1 1 1 0 0 1 0 0.556 

30 1 0 1 1 1 0 0 1 0 0.556 

Total 1.000 0.700 0.767 1.000 0.767 0.433 0.833 0.800 0.767 0.785 
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409 

Hits per item and informant in the Activity 13. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 1 1 0.889 

2 1 0 0 1 0 0 1 0 1 0.444 

3 1 1 0 1 0 0 1 0 1 0.556 

4 0 1 0 0 0 1 1 0 0 0.333 

5 1 1 1 1 1 0 1 1 1 0.889 

6 1 1 1 1 1 0 1 1 1 0.889 

7 1 0 0 0 0 0 0 0 1 0.222 

8 1 1 1 1 1 1 1 0 1 0.889 

9 1 1 1 1 1 0 1 1 1 0.889 

10 1 1 1 1 1 0 1 0 1 0.778 

11 1 0 0 1 0 1 1 1 1 0.667 

12 1 1 1 1 0 0 1 0 1 0.667 

13 0 1 0 1 0 0 0 0 0 0.222 

14 1 1 1 1 1 0 1 0 1 0.778 

15 1 0 1 1 1 0 1 0 1 0.667 

16 1 0 1 1 1 0 1 1 1 0.778 

17 0 0 0 0 0 0 1 0 0 0.111 

18 0 0 0 0 0 0 1 0 0 0.111 

19 1 1 1 1 1 1 0 1 1 0.889 

20 1 1 1 1 1 1 0 1 1 0.889 

21 1 1 1 1 1 0 1 1 1 0.889 

22 1 1 1 1 1 0 1 1 1 0.889 

23 1 1 1 1 1 0 1 1 1 0.889 

24 0 0 0 0 1 0 1 0 1 0.333 

25 1 1 1 1 1 0 1 1 1 0.889 

26 0 0 1 1 0 0 1 1 1 0.556 

27 1 1 1 1 0 0 0 1 1 0.667 

28 0 1 0 0 1 1 0 0 0 0.333 

29 0 1 0 0 1 1 0 0 0 0.333 

30 0 1 0 0 1 1 0 0 0 0.333 

Total 0.700 0.700 0.600 0.733 0.633 0.267 0.733 0.467 0.767 0.622 

 

 

	  



	  
	

410 

Hits per item and informant in the Activity 14. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 0 0 1 1 0 1 1 1 0.667 

2 1 0 1 1 1 0 1 1 1 0.778 

3 1 1 1 1 1 0 0 1 0 0.667 

4 1 1 1 1 1 0 0 1 0 0.667 

5 1 1 1 1 1 0 1 0 1 0.778 

6 1 1 1 1 1 0 1 1 1 0.889 

7 1 0 1 1 1 1 1 1 1 0.889 

8 1 1 1 0 1 0 1 1 1 0.778 

9 1 1 1 1 1 0 0 1 0 0.667 

10 1 1 0 1 0 0 1 1 1 0.667 

11 1 1 1 1 0 1 1 1 0 0.778 

12 1 0 0 1 1 0 1 1 1 0.667 

13 1 1 0 0 1 1 0 1 0 0.556 

14 1 0 1 1 1 1 1 1 1 0.889 

15 1 1 0 1 1 0 1 1 0 0.667 

16 1 1 0 1 1 0 1 1 1 0.778 

17 1 1 1 1 0 1 1 0 1 0.778 

18 1 1 1 1 0 1 1 0 1 0.778 

19 1 1 1 1 1 1 1 1 0 0.889 

20 1 1 1 1 1 1 1 1 1 1.000 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 1 1 1 1 1 1 1 0 1 0.889 

25 1 0 0 0 0 0 1 1 1 0.444 

26 1 0 1 1 1 0 1 1 1 0.778 

27 0 0 1 1 1 1 1 0 1 0.667 

28 1 0 1 1 1 0 0 1 0 0.556 

29 1 0 1 1 1 0 0 1 0 0.556 

30 1 0 1 1 1 0 0 1 0 0.556 

Total 0.967 0.633 0.767 0.900 0.833 0.433 0.767 0.833 0.667 0.756 
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411 

Hits per item and informant in the Activity 15. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 0 1 0.778 

2 1 0 0 1 0 1 1 1 1 0.667 

3 1 1 0 1 1 1 0 0 1 0.667 

4 1 1 0 1 0 0 0 0 0 0.333 

5 1 1 1 1 1 1 1 1 1 1.000 

6 1 1 1 1 1 1 1 1 1 1.000 

7 1 0 0 1 0 0 1 0 1 0.444 

8 1 1 1 1 1 0 1 1 1 0.889 

9 1 1 1 1 1 1 1 1 1 1.000 

10 1 1 1 1 1 0 1 1 1 0.889 

11 1 0 0 1 0 1 1 1 1 0.667 

12 1 1 1 1 1 1 1 1 1 1.000 

13 1 1 1 1 1 1 0 1 1 0.889 

14 1 1 1 1 1 1 1 1 1 1.000 

15 1 0 1 1 1 1 1 1 1 0.889 

16 1 1 1 1 1 1 1 1 1 1.000 

17 1 1 1 1 0 1 1 0 1 0.778 

18 1 1 1 1 0 1 1 0 1 0.778 

19 1 1 1 1 1 0 0 1 1 0.778 

20 0 0 0 1 0 0 0 1 1 0.333 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 1 1 1 1 1 0 1 1 1 0.889 

25 1 1 1 1 1 0 1 1 1 0.889 

26 1 1 1 1 1 0 1 0 1 0.778 

27 1 1 1 1 0 1 1 1 1 0.889 

28 1 1 1 1 1 1 0 1 1 0.889 

29 1 1 1 1 1 1 0 1 1 0.889 

30 1 1 1 1 1 1 0 1 1 0.889 

Total 0.967 0.833 0.800 1.000 0.733 0.667 0.733 0.767 0.967 0.830 

 

 

	  



	  
	

412 

Hits per item and informant in the Activity 16. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 1 0 0.778 

2 1 0 1 1 1 0 1 1 1 0.778 

3 1 1 0 1 0 0 1 1 0 0.556 

4 1 1 1 0 1 0 1 1 0 0.667 

5 1 1 1 1 0 1 1 0 1 0.778 

6 1 1 0 1 1 0 1 1 0 0.667 

7 1 0 0 1 0 1 1 0 0 0.444 

8 1 1 1 1 0 0 1 1 1 0.778 

9 1 1 1 1 1 0 1 1 0 0.778 

10 1 1 0 1 0 0 1 0 1 0.556 

11 1 1 1 1 0 0 1 1 0 0.667 

12 1 0 0 1 1 1 1 1 1 0.778 

13 1 1 1 1 1 0 0 1 0 0.667 

14 1 1 1 1 1 0 1 1 0 0.778 

15 0 1 0 0 0 0 1 1 0 0.333 

16 1 1 1 1 0 0 1 1 0 0.667 

17 1 1 1 1 0 1 1 1 1 0.889 

18 1 1 1 1 0 1 1 1 1 0.889 

19 1 1 1 1 1 1 1 1 0 0.889 

20 1 1 1 1 1 1 1 1 0 0.889 

21 1 1 1 0 0 1 1 0 1 0.667 

22 1 1 1 0 0 1 1 0 1 0.667 

23 1 1 1 0 0 1 1 0 1 0.667 

24 1 1 1 1 1 1 1 0 1 0.889 

25 1 0 0 1 0 0 1 1 1 0.556 

26 1 1 1 1 1 0 1 1 1 0.889 

27 0 0 1 0 0 0 1 0 0 0.222 

28 1 1 1 1 1 0 0 1 0 0.667 

29 1 1 1 1 1 0 0 1 0 0.667 

30 1 1 1 1 1 0 0 1 0 0.667 

Total 0.933 0.833 0.767 0.800 0.500 0.367 0.867 0.733 0.433 0.693 
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413 

Hits per item and informant in the Activity 17. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 1 0 1 1 0 1 0.556 

2 1 1 1 0 1 0 1 1 1 0.778 

3 1 1 1 0 1 1 1 1 1 0.889 

4 1 1 1 0 1 1 1 1 1 0.889 

5 0 1 0 1 0 1 1 1 1 0.667 

6 0 1 0 1 0 1 1 0 1 0.556 

7 0 0 1 1 1 0 1 1 1 0.667 

8 0 1 1 1 0 0 1 1 1 0.667 

9 0 1 0 1 0 1 1 0 1 0.556 

10 0 1 0 1 0 0 1 1 1 0.556 

11 1 0 1 0 0 0 1 1 0 0.444 

12 1 1 0 1 1 1 1 1 1 0.889 

13 0 1 1 1 0 1 0 0 0 0.444 

14 0 1 1 0 1 1 1 1 1 0.778 

15 0 0 1 1 0 0 0 1 0 0.333 

16 1 0 0 1 1 1 1 0 1 0.667 

17 0 1 1 0 1 0 1 1 1 0.667 

18 0 1 1 0 1 0 1 1 1 0.667 

19 0 1 0 1 0 0 0 0 1 0.333 

20 1 0 0 1 0 0 0 1 1 0.444 

21 0 1 0 1 1 1 1 0 1 0.667 

22 0 0 1 1 1 1 1 1 1 0.778 

23 0 1 1 1 0 0 1 1 1 0.667 

24 0 1 0 0 1 1 1 1 1 0.667 

25 0 1 0 1 0 1 1 0 1 0.556 

26 0 0 1 1 1 1 1 0 1 0.667 

27 0 1 1 0 1 1 0 0 1 0.556 

28 0 1 1 1 0 1 0 0 0 0.444 

29 0 1 1 1 0 1 0 0 0 0.444 

30 0 1 1 1 0 1 0 0 0 0.444 

Total 0.233 0.767 0.600 0.700 0.467 0.633 0.733 0.567 0.800 0.611 

 

 

	  



	  
	

414 

Hits per item and informant in the Activity 18. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 1 1 1 1 1.000 

2 1 1 0 1 0 0 1 0 1 0.556 

3 1 1 0 1 0 1 1 1 1 0.778 

4 1 1 0 1 0 1 1 1 1 0.778 

5 1 1 1 1 1 1 1 1 1 1.000 

6 1 1 1 1 1 1 1 1 1 1.000 

7 1 0 0 0 0 0 1 0 1 0.333 

8 1 1 1 1 1 0 1 1 1 0.889 

9 1 1 1 1 1 1 1 1 1 1.000 

10 1 1 1 1 0 1 1 0 1 0.778 

11 1 0 0 1 0 1 1 1 1 0.667 

12 1 1 1 1 0 1 1 0 1 0.778 

13 1 1 1 1 1 1 0 1 1 0.889 

14 1 1 1 1 1 1 1 1 1 1.000 

15 1 1 1 1 1 1 1 1 0 0.889 

16 1 1 1 1 1 1 1 1 1 1.000 

17 0 0 0 0 0 0 1 0 1 0.222 

18 0 0 0 0 0 0 1 0 1 0.222 

19 1 1 1 1 1 0 1 0 1 0.778 

20 1 1 1 1 0 0 0 0 1 0.556 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 0 0 0 0 0 1 1 0 1 0.333 

25 1 1 1 1 1 1 1 0 1 0.889 

26 1 1 0 1 1 1 1 1 1 0.889 

27 1 1 1 1 0 1 0 1 1 0.778 

28 1 1 1 1 1 1 0 1 1 0.889 

29 1 1 1 1 1 1 0 1 1 0.889 

30 1 1 1 1 1 1 0 1 1 0.889 

Total 0.900 0.833 0.700 0.867 0.600 0.767 0.800 0.667 0.967 0.789 
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Hits per item and informant in the Activity 19. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 1 1 1 1 1 1 1 0.889 

2 0 1 0 1 1 0 1 1 1 0.667 

3 1 0 1 0 0 1 1 1 1 0.667 

4 1 0 1 0 0 1 1 1 1 0.667 

5 0 1 0 1 0 0 1 0 1 0.444 

6 0 1 0 1 1 1 1 1 1 0.778 

7 1 0 0 1 0 0 1 1 1 0.556 

8 0 1 0 1 1 1 1 1 1 0.778 

9 1 1 0 1 1 0 1 1 0 0.667 

10 0 0 0 1 1 1 1 1 1 0.667 

11 0 0 0 0 0 1 1 0 0 0.222 

12 1 1 0 1 1 1 1 1 1 0.889 

13 1 0 1 1 1 1 0 1 0 0.667 

14 0 1 0 1 1 0 1 1 1 0.667 

15 1 1 0 1 1 1 1 1 1 0.889 

16 0 1 0 0 0 1 1 1 0 0.444 

17 0 1 0 1 1 1 1 1 1 0.778 

18 1 0 1 1 1 0 1 0 1 0.667 

19 1 0 1 1 1 1 1 1 1 0.889 

20 1 0 1 1 1 1 1 1 1 0.889 

21 1 0 1 1 0 1 1 1 1 0.778 

22 1 0 1 1 1 1 0 1 1 0.778 

23 1 0 1 1 0 1 1 1 1 0.778 

24 0 1 0 1 1 1 1 0 1 0.667 

25 0 1 0 0 0 1 1 1 1 0.556 

26 0 1 1 1 1 1 1 1 1 0.889 

27 1 0 1 1 1 1 1 1 0 0.778 

28 1 0 1 1 1 1 0 1 0 0.667 

29 1 0 1 1 1 1 0 1 0 0.667 

30 1 0 1 1 1 1 0 1 0 0.667 

Total 0.567 0.467 0.500 0.833 0.700 0.800 0.833 0.867 0.733 0.700 

 

 

	  



	  
	

416 

Hits per item and informant in the Activity 20. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 1 1 1 1 1.000 

2 1 0 0 1 0 1 1 0 1 0.556 

3 1 1 0 1 0 0 1 0 1 0.556 

4 1 1 0 1 0 0 1 0 1 0.556 

5 1 1 1 1 1 1 1 1 1 1.000 

6 1 1 1 1 1 1 1 1 1 1.000 

7 1 0 0 1 0 1 1 0 1 0.556 

8 1 1 1 1 1 0 1 1 1 0.889 

9 1 1 1 1 1 1 1 1 1 1.000 

10 1 1 1 1 1 1 1 1 1 1.000 

11 0 1 0 1 0 1 1 1 1 0.667 

12 1 1 1 1 1 1 1 1 1 1.000 

13 1 1 1 1 1 1 1 1 1 1.000 

14 1 1 1 1 1 1 1 1 1 1.000 

15 1 1 1 1 0 1 1 1 1 0.889 

16 1 1 0 1 1 1 1 1 1 0.889 

17 1 1 1 1 1 1 1 1 1 1.000 

18 0 0 0 1 0 0 1 0 1 0.333 

19 1 0 0 1 1 0 0 1 1 0.556 

20 0 1 1 0 0 1 1 0 1 0.556 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 1 1 0 1 0 1 1 0 1 0.667 

25 1 1 1 1 1 1 1 1 1 1.000 

26 1 1 0 1 1 1 1 1 1 0.889 

27 1 1 1 1 0 1 0 1 1 0.778 

28 1 1 1 1 1 1 1 1 1 1.000 

29 1 1 1 1 1 1 1 1 1 1.000 

30 1 1 1 1 1 1 1 1 1 1.000 

Total 0.900 0.867 0.667 0.967 0.667 0.833 0.933 0.767 1.000 0.844 
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Hits per item and informant in the Activity 21. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 1 1 1 0 1 1 1 0.778 

2 0 0 1 1 1 1 1 1 1 0.778 

3 0 1 1 0 1 0 0 1 0 0.444 

4 0 1 1 0 1 0 0 1 0 0.444 

5 0 1 1 0 0 1 1 1 1 0.667 

6 0 1 0 0 1 0 1 1 1 0.556 

7 0 1 1 0 1 1 1 0 1 0.667 

8 0 1 1 0 1 0 1 1 1 0.667 

9 0 1 0 0 0 1 1 0 1 0.444 

10 0 1 0 0 0 1 1 0 1 0.444 

11 1 1 0 0 1 0 1 0 1 0.556 

12 1 1 0 1 1 0 1 1 1 0.778 

13 1 1 1 1 1 1 0 1 1 0.889 

14 0 1 0 0 1 1 1 1 1 0.667 

15 1 1 0 1 1 1 1 1 1 0.889 

16 0 1 1 1 0 0 1 1 1 0.667 

17 0 1 0 0 1 1 1 1 1 0.667 

18 1 0 1 1 1 1 1 0 1 0.778 

19 1 0 0 1 1 1 0 1 1 0.667 

20 0 1 1 1 1 1 1 1 1 0.889 

21 1 0 1 1 1 0 0 1 1 0.667 

22 1 0 1 1 1 0 1 1 0 0.667 

23 1 0 1 1 1 0 0 1 1 0.667 

24 1 0 1 1 1 1 1 1 1 0.889 

25 1 0 1 0 0 0 1 1 1 0.556 

26 1 1 1 1 1 0 1 1 1 0.889 

27 1 1 1 1 1 0 0 1 1 0.778 

28 1 1 1 1 0 0 0 1 1 0.667 

29 1 1 1 1 0 0 0 1 1 0.667 

30 1 1 1 1 0 0 0 1 1 0.667 

Total 0.533 0.733 0.700 0.600 0.733 0.433 0.667 0.833 0.900 0.681 

 

 

	  



	  
	

418 

Hits per item and informant in the Activity 22. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 1 1 0 1 1 0 1 0.667 

2 0 1 0 0 0 1 1 0 1 0.444 

3 0 1 1 1 0 0 1 0 1 0.556 

4 0 1 1 1 0 0 1 0 1 0.556 

5 0 1 1 1 0 1 1 0 1 0.667 

6 0 1 1 1 1 0 1 0 1 0.667 

7 0 0 0 1 1 0 1 1 1 0.556 

8 0 1 0 1 1 0 1 1 1 0.667 

9 1 1 1 0 1 0 1 1 0 0.667 

10 0 1 1 1 0 1 1 0 1 0.667 

11 0 1 0 1 1 0 1 0 1 0.556 

12 0 1 1 1 1 1 1 1 1 0.889 

13 0 1 1 1 0 1 1 0 1 0.667 

14 1 1 1 0 1 1 1 1 1 0.889 

15 0 1 1 0 1 1 1 1 1 0.778 

16 0 1 0 1 0 1 1 0 1 0.556 

17 0 1 1 1 0 1 1 0 1 0.667 

18 1 0 0 0 1 0 1 1 0 0.444 

19 1 0 0 0 1 1 1 1 0 0.556 

20 1 0 0 0 1 1 1 0 1 0.556 

21 0 1 1 1 0 1 1 0 1 0.667 

22 1 0 0 0 1 1 1 1 0 0.556 

23 0 1 1 1 0 1 1 0 1 0.667 

24 0 1 1 1 0 0 1 0 1 0.556 

25 0 1 1 1 0 1 1 0 1 0.667 

26 0 1 0 1 1 0 1 1 1 0.667 

27 0 1 1 1 1 0 0 1 1 0.667 

28 0 1 1 1 0 1 1 0 1 0.667 

29 0 1 1 1 0 1 1 0 1 0.667 

30 0 1 1 1 0 1 1 0 1 0.667 

Total 0.200 0.833 0.667 0.733 0.467 0.633 0.967 0.367 0.867 0.637 
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Hits per item and informant in the Activity 23. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 0 0 0 1 1 1 0.444 

2 1 1 0 1 1 0 1 1 1 0.778 

3 1 0 0 0 0 1 0 0 1 0.333 

4 1 0 0 0 0 1 0 0 1 0.333 

5 0 1 1 0 0 1 1 0 1 0.556 

6 0 1 0 0 1 0 1 1 1 0.556 

7 0 1 1 0 1 1 1 1 1 0.778 

8 1 1 1 1 1 0 1 1 1 0.889 

9 0 1 0 0 0 1 1 0 1 0.444 

10 1 1 0 1 0 0 1 0 1 0.556 

11 1 0 0 1 0 0 1 1 0 0.444 

12 1 1 0 1 1 0 1 1 1 0.778 

13 1 1 1 1 0 0 0 1 0 0.556 

14 1 1 0 1 1 1 1 1 1 0.889 

15 1 0 1 1 1 0 1 0 0 0.556 

16 1 0 0 1 1 0 1 1 1 0.667 

17 1 0 1 1 0 1 1 0 1 0.667 

18 1 0 1 1 0 1 1 0 1 0.667 

19 0 0 1 0 0 0 1 0 1 0.333 

20 1 0 1 1 1 1 1 0 1 0.778 

21 1 0 1 1 1 1 1 1 0 0.778 

22 1 0 1 1 1 1 1 1 0 0.778 

23 1 0 1 1 1 1 1 1 0 0.778 

24 1 0 1 1 1 1 1 0 1 0.778 

25 0 0 0 0 0 0 1 1 1 0.333 

26 1 0 1 1 1 0 1 1 1 0.778 

27 1 0 1 1 1 0 1 1 1 0.778 

28 1 1 1 1 0 0 0 1 0 0.556 

29 1 1 1 1 0 0 0 1 0 0.556 

30 1 1 1 1 0 0 0 1 0 0.556 

Total 0.767 0.467 0.600 0.700 0.500 0.433 0.800 0.633 0.700 0.622 

 

 

	  



	  
	

420 

Hits per item and informant in the Activity 24. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 0 0 1 1 0 1 1 1 0.667 

2 1 0 1 1 0 0 1 1 1 0.667 

3 0 1 1 0 1 0 1 1 1 0.667 

4 0 1 1 0 1 0 1 1 1 0.667 

5 1 1 1 0 0 1 1 1 1 0.778 

6 1 1 0 1 1 0 1 1 1 0.778 

7 1 0 0 1 0 1 1 1 1 0.667 

8 1 1 1 0 1 0 1 1 1 0.778 

9 1 0 0 1 1 0 1 1 1 0.667 

10 0 0 0 0 0 1 1 1 1 0.444 

11 1 1 0 1 1 0 1 1 0 0.667 

12 1 1 0 1 1 0 1 1 1 0.778 

13 1 0 1 1 1 0 0 1 0 0.556 

14 1 1 1 1 1 1 1 1 1 1.000 

15 0 1 0 1 1 0 1 0 0 0.444 

16 1 1 0 1 0 0 1 1 1 0.667 

17 1 1 1 1 1 1 1 1 1 1.000 

18 1 1 1 1 1 1 1 1 1 1.000 

19 1 1 0 1 1 1 0 1 0 0.667 

20 1 1 1 1 1 0 0 1 1 0.778 

21 1 1 1 1 1 0 1 1 1 0.889 

22 1 1 1 1 1 0 0 1 0 0.667 

23 1 1 1 1 1 0 1 1 1 0.889 

24 1 1 1 1 1 1 1 1 1 1.000 

25 1 0 0 0 0 0 1 1 1 0.444 

26 1 1 1 1 1 0 1 1 1 0.889 

27 1 1 1 1 1 0 1 1 0 0.778 

28 1 0 1 1 1 0 0 1 0 0.556 

29 1 0 1 1 1 0 0 1 0 0.556 

30 1 0 1 1 1 0 0 1 0 0.556 

Total 0.867 0.667 0.633 0.800 0.800 0.267 0.767 0.967 0.700 0.719 
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Hits per item and informant in the Activity 25. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 1 1 1 1 1.000 

2 1 0 0 1 0 0 1 1 1 0.556 

3 1 1 0 1 0 1 1 0 1 0.667 

4 1 1 0 1 0 1 1 0 1 0.667 

5 1 1 1 1 1 1 1 1 1 1.000 

6 1 1 1 1 1 0 1 1 1 0.889 

7 1 1 0 1 0 0 1 0 1 0.556 

8 1 1 1 1 0 0 1 1 1 0.778 

9 1 1 1 1 1 1 1 1 1 1.000 

10 1 1 0 1 1 1 1 1 1 0.889 

11 1 0 0 1 0 0 1 1 1 0.556 

12 1 1 1 1 1 1 1 1 1 1.000 

13 1 1 0 1 1 0 0 0 0 0.444 

14 1 1 1 1 1 1 1 1 1 1.000 

15 1 1 1 1 1 1 1 1 0 0.889 

16 1 0 1 1 1 1 1 1 1 0.889 

17 1 0 1 1 1 0 1 1 1 0.778 

18 1 0 1 1 1 0 1 1 1 0.778 

19 0 0 0 0 0 1 1 0 1 0.333 

20 0 0 0 0 0 1 1 1 1 0.444 

21 1 1 1 1 1 1 1 1 1 1.000 

22 1 1 1 1 1 1 1 1 1 1.000 

23 1 1 1 1 1 1 1 1 1 1.000 

24 1 1 1 1 0 1 1 0 1 0.778 

25 1 1 1 1 1 0 1 1 1 0.889 

26 1 1 0 1 1 1 1 1 1 0.889 

27 1 1 0 1 0 0 0 1 1 0.556 

28 1 1 0 1 1 0 0 1 0 0.556 

29 1 1 0 1 1 0 0 1 0 0.556 

30 1 1 1 1 1 0 0 1 0 0.667 

Total 0.933 0.767 0.567 0.933 0.667 0.567 0.833 0.800 0.833 0.767 

 

 

	  



	  
	

422 

Hits per item and informant in the Activity 26. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 0 0 0 1 0 1 0.333 

2 1 1 1 0 1 0 1 1 1 0.778 

3 1 1 1 0 1 0 1 1 0 0.667 

4 1 1 1 0 1 0 1 1 0 0.667 

5 1 1 0 1 0 1 1 1 0 0.667 

6 0 1 0 0 1 0 1 1 1 0.556 

7 0 1 1 1 0 1 1 1 0 0.667 

8 0 1 1 0 0 0 1 1 1 0.556 

9 1 1 0 1 1 0 1 1 0 0.667 

10 1 0 0 0 1 0 1 0 1 0.444 

11 1 0 1 1 1 0 1 1 1 0.778 

12 0 1 0 0 0 1 1 0 1 0.444 

13 0 1 0 0 0 0 1 1 1 0.444 

14 1 1 1 1 1 1 1 0 1 0.889 

15 1 1 0 1 1 0 1 1 1 0.778 

16 1 0 0 0 0 0 1 1 1 0.444 

17 1 0 1 1 0 1 1 0 1 0.667 

18 1 0 1 1 0 1 1 0 1 0.667 

19 0 0 0 0 0 1 1 0 1 0.333 

20 1 0 1 1 1 1 1 0 1 0.778 

21 1 0 1 1 1 1 1 1 1 0.889 

22 1 0 1 1 1 1 1 1 0 0.778 

23 1 0 1 1 1 1 1 1 1 0.889 

24 1 0 1 1 1 1 1 1 1 0.889 

25 0 0 0 0 0 0 1 1 1 0.333 

26 1 0 1 0 0 0 1 1 1 0.556 

27 1 0 1 1 1 0 1 1 1 0.778 

28 0 1 0 0 0 0 1 1 1 0.444 

29 0 1 0 0 0 0 1 1 1 0.444 

30 0 1 0 0 0 0 1 1 1 0.444 

Total 0.633 0.533 0.533 0.467 0.500 0.400 1.000 0.733 0.800 0.622 
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Hits per item and informant in the Activity 27. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 1 1 0.889 

2 1 0 1 1 0 0 1 1 1 0.667 

3 0 1 0 0 1 0 1 1 1 0.556 

4 0 1 0 0 1 0 1 1 1 0.556 

5 1 1 1 1 1 0 1 1 0 0.778 

6 1 1 1 1 1 0 1 1 1 0.889 

7 1 0 0 1 0 1 1 0 1 0.556 

8 1 1 1 1 1 0 1 1 1 0.889 

9 1 1 1 1 1 0 1 1 1 0.889 

10 1 1 0 0 1 0 1 0 1 0.556 

11 1 1 1 1 0 0 1 1 0 0.667 

12 1 1 1 1 1 0 1 1 1 0.889 

13 1 1 1 1 1 0 0 1 0 0.667 

14 1 1 1 1 1 1 1 1 1 1.000 

15 1 1 0 1 1 0 1 1 1 0.778 

16 1 1 0 1 0 0 1 1 1 0.667 

17 1 1 1 1 1 1 1 1 1 1.000 

18 1 1 1 1 1 1 1 1 1 1.000 

19 1 1 1 1 1 1 0 1 1 0.889 

20 1 1 1 1 1 1 0 0 1 0.778 

21 1 1 1 1 1 0 1 1 1 0.889 

22 1 1 1 1 1 1 0 1 1 0.889 

23 1 1 1 1 1 0 1 1 1 0.889 

24 1 1 1 1 0 1 1 0 1 0.778 

25 1 1 0 1 1 0 1 1 1 0.778 

26 1 1 1 1 1 0 0 1 1 0.778 

27 1 1 1 1 1 0 1 1 1 0.889 

28 1 1 1 1 1 0 0 1 0 0.667 

29 1 1 1 1 1 0 0 1 0 0.667 

30 1 1 1 1 1 0 0 1 0 0.667 

Total 0.933 0.933 0.767 0.900 0.833 0.267 0.733 0.867 0.800 0.781 
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Hits per item and informant in the Activity 28. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 1 1 0 1 1 1 0.667 

2 0 0 1 1 1 0 1 0 1 0.556 

3 0 1 1 0 1 0 1 1 1 0.667 

4 0 1 1 0 1 0 1 1 1 0.667 

5 0 1 1 1 0 1 1 1 1 0.778 

6 0 1 0 1 1 0 1 1 1 0.667 

7 0 1 0 1 1 0 1 1 1 0.667 

8 1 1 0 1 1 0 1 1 1 0.778 

9 0 1 0 1 1 0 1 1 0 0.556 

10 0 1 0 1 1 0 1 1 1 0.667 

11 1 0 0 0 0 0 1 1 0 0.333 

12 0 1 0 1 0 0 1 1 1 0.556 

13 1 0 0 0 1 0 0 1 0 0.333 

14 1 1 0 1 1 1 1 1 1 0.889 

15 1 1 0 0 1 0 1 1 0 0.556 

16 1 0 0 1 0 0 1 1 1 0.556 

17 0 1 0 1 0 1 1 1 1 0.667 

18 0 1 0 1 0 1 1 1 1 0.667 

19 0 0 0 1 0 0 1 0 1 0.333 

20 1 0 1 0 1 1 1 0 1 0.667 

21 0 1 0 1 1 0 1 1 1 0.667 

22 0 1 0 1 0 0 1 0 1 0.444 

23 0 1 0 1 1 0 1 1 1 0.667 

24 0 1 1 1 0 1 1 0 1 0.667 

25 0 1 0 1 0 0 1 1 1 0.556 

26 1 0 1 1 1 0 1 1 1 0.778 

27 0 1 0 1 1 0 1 1 1 0.667 

28 1 0 0 0 1 0 0 1 0 0.333 

29 1 0 0 0 1 0 0 1 0 0.333 

30 1 0 0 0 1 0 0 1 0 0.333 

Total 0.367 0.667 0.233 0.700 0.667 0.200 0.867 0.833 0.767 0.589 
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Hits per item and informant in the Activity 29. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 1 1 1 1 1 0 1 0 1 0.778 

2 1 0 1 1 0 0 1 0 1 0.556 

3 1 1 0 1 0 0 1 0 1 0.556 

4 1 1 0 1 0 0 1 0 1 0.556 

5 1 1 1 0 1 1 1 1 1 0.889 

6 1 1 1 1 0 0 1 0 1 0.667 

7 1 1 0 1 0 1 1 0 1 0.667 

8 1 1 1 1 1 0 1 1 1 0.889 

9 1 1 1 1 1 1 1 1 1 1.000 

10 1 1 1 1 1 1 1 1 1 1.000 

11 1 1 1 1 1 0 1 1 1 0.889 

12 0 1 1 1 0 0 1 0 1 0.556 

13 0 1 1 0 0 0 0 0 0 0.222 

14 1 1 1 1 1 1 1 1 1 1.000 

15 1 1 1 1 1 1 1 1 0 0.889 

16 0 1 1 0 1 0 1 0 1 0.556 

17 1 1 1 0 1 1 1 1 1 0.889 

18 1 1 1 0 1 1 1 1 1 0.889 

19 0 0 0 0 0 1 0 1 1 0.333 

20 0 1 1 0 0 0 0 0 0 0.222 

21 1 1 1 1 1 1 1 0 1 0.889 

22 1 1 1 1 1 0 1 1 1 0.889 

23 1 1 1 1 1 1 1 0 1 0.889 

24 1 0 1 1 0 1 1 0 1 0.667 

25 1 1 1 1 1 0 1 0 1 0.778 

26 1 1 1 1 1 0 1 0 0 0.667 

27 1 1 1 1 0 0 1 0 1 0.667 

28 1 1 1 1 1 1 1 0 1 0.889 

29 0 0 0 0 0 0 0 0 0 0.000 

30 1 1 1 1 1 1 1 0 1 0.889 

Total 0.800 0.867 0.833 0.733 0.600 0.467 0.867 0.367 0.833 0.707 
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Hits per item and informant in the Activity 30. 

Informants 1 2 3 4 5 6 7 8 9 hit rate 

1 0 1 0 1 1 0 1 1 1 0.667 

2 0 0 0 0 1 0 1 1 1 0.444 

3 1 0 1 1 1 1 1 1 1 0.889 

4 1 0 1 1 1 1 1 1 1 0.889 

5 1 1 0 1 1 0 1 1 1 0.778 

6 1 0 0 1 1 0 1 1 1 0.667 

7 0 1 0 1 0 1 1 0 0 0.444 

8 1 0 1 1 0 0 1 1 0 0.556 

9 0 0 0 0 1 0 1 1 1 0.444 

10 0 1 0 1 0 0 1 1 1 0.556 

11 1 0 1 1 0 0 1 1 1 0.667 

12 1 0 0 1 1 0 1 1 1 0.667 

13 1 1 1 1 1 0 0 1 1 0.778 

14 1 0 1 1 1 0 1 1 0 0.667 

15 0 1 1 0 1 0 1 1 1 0.667 

16 1 0 0 1 0 0 1 1 1 0.556 

17 0 1 0 1 0 0 1 1 1 0.556 

18 0 1 0 1 0 0 1 1 1 0.556 

19 1 0 0 1 0 1 1 0 0 0.444 

20 1 0 1 1 1 1 1 1 1 0.889 

21 1 0 1 1 1 0 1 1 1 0.778 

22 1 0 1 1 1 0 1 1 1 0.778 

23 1 0 1 0 1 1 1 1 1 0.778 

24 0 0 0 1 0 1 1 0 0 0.333 

25 0 1 0 0 1 0 1 1 1 0.556 

26 1 0 1 1 1 0 1 1 1 0.778 

27 1 0 1 1 1 0 1 1 1 0.778 

28 1 1 0 1 1 0 0 1 1 0.667 

29 1 1 0 1 1 0 0 1 1 0.667 

30 1 1 0 0 1 0 0 1 1 0.556 

Total 0.667 0.400 0.433 0.800 0.700 0.233 0.867 0.900 0.833 0.648 
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RESUMEN DE LA TESIS (ESPAÑOL)35 
 
Esta tesis doctoral presenta un estudio exploratorio de corte transversal que tiene como 

principal objetivo analizar la percepción que los profesores de Inglés como Lengua 

Extranjera tienen acerca del potencial de enseñanza explícita e implícita de las 

actividades reales de libros de texto que se emplean en el aula. 

La literatura existente se ha centrado principalmente en desarrollar los aspectos 

teóricos y psicológicos que subyacen a los conceptos de «conocimiento explicito e 

implícito», «aprendizaje explícito e implícito» y «enseñanza explícita e implícita». 

Mucho menos frecuentes, sin embargo, han sido los estudios que han profundizado en 

los distintos acercamientos a la enseñanza de la L2 desde una perspectiva pedagógica. 

Entre estos podemos encontrar la enseñanza enfocada al aprendizaje de formas del 

lenguaje y la enseñanza enfocada al significado (entendido como mensaje 

comunicativo). Dado que la acción pedagógica en el aula es operacionalizada a través 

del uso de actividades, reviste especial importancia saber qué potencial de enseñanza 

tienen las actividades, por un lado, y qué percepción poseen los profesores acerca del 

potencial de enseñanza de las mismas, por otro. En otras palabras, la percepción de la 

que dispone el profesorado respecto al impacto cognitivo de las actividades resulta un 

aspecto crucial para poder optimizar el aprendizaje de la L2 en el aula. No obstante, a 

excepción de Criado et al. (2010), Gris (2015) y Criado (2017), no tengo conocimiento 

de otros estudios previos que hayan evaluado de manera objetiva el potencial de 

enseñanza explícita e implícita de materiales didácticos empleados en el área de la 

Enseñanza del Inglés como Lengua Extranjera o de las percepciones de los profesores 

sobre los mismos. 

 Bien es sabido que el resultado de la enseñanza y el aprendizaje de una lengua 

extranjera depende en gran medida de las actuaciones pedagógicas del profesor, así 

como de la selección y el uso de actividades del libro de texto. Por esta misma razón, es 

fundamental descubrir cuál es la percepción del profesorado acerca del potencial de 

enseñanza de las actividades empleadas con el fin de optimizar la enseñanza y lograr 

que el aprendizaje esté más enfocado a la adquisición de fluidez en la L2. Diversos 
																																																								
35 Esta es la versión resumida en español de la tesis titulada en inglés: «Explicitness and Implicitness as 
Perceived by EFL Teachers. A Study Based on the Analysis of the Explicit and Implicit Teaching 
Potential of Real Teaching Materials». Dicho resumen es preceptivo para optar a la mención de Doctor 
Internacional (artículo 15 del Real Decreto 99/2011, de 28 de enero; artículo 31 de la 
Resolución  310/2015 de la Universidad de Murcia, de 15 de mayo). 
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factores como la formación, la filosofía propia de enseñanza del profesor o las 

preferencias podrían estar creando un sesgo en el tipo de conocimiento alcanzado por el 

alumno. Por un lado, reforzar sobremanera las formas está estrechamente ligado al 

aprendizaje explícito o implícito de conocimiento declarativo sobre la L2, lo cual puede 

tener como consecuencia que el alumno desarrolle más competencia léxica y/o 

gramatical que comunicativa o de fluidez. Por otro lado, un excesivo hincapié en el 

contenido del mensaje ignorando reiteradamente las formas en el aula (véase el método 

basado en el contenido, entre otros), si bien puede favorecer la procedimentalización y 

automatización de la lengua, también puede acarrear una carencia de conocimiento 

declarativo de carácter metalingüístico. Ello puede resultar en errores de forma en la 

producción tanto oral como escrita. A la luz de estos hechos, sería recomendable que el 

profesor tomara siempre decisiones adecuadas dirigidas a ayudar al alumno a reforzar 

de manera equilibrada las cuatro destrezas (lectura, comprensión oral, escritura y 

producción oral) y las subdestrezas (gramática, léxico, pronunciación, ortografía), con 

el objetivo de alcanzar la fluidez deseada y la autonomía necesaria a la hora de corregir 

sus propios errores, especialmente en la producción, de modo que su uso de la lengua (a 

nivel receptivo y productivo) sea tanto preciso como rápido y efectivo.  

En base a la justificación del estudio, la presente tesis doctoral está estructurada 

en dos grandes partes. La primera de ellas tiene como objetivo establecer el marco 

teórico y se divide en cuatro capítulos, a saber: i) un primer capítulo introductorio en el 

que se desarrollan la justificación de la tesis, los objetivos generales del estudio y la 

estructura del mismo; ii) un segundo capítulo dedicado al desarrollo teórico de los 

conceptos de «conocimiento explícito e implícito», «aprendizaje explícito e implícito» y 

«enseñanza explícita e implícita»; iii) un tercer capítulo destinado a la revisión de la 

literatura en el que se examinan las contribuciones de la investigación -tanto dentro 

como fuera del campo de la Adquisición de Segundas Lenguas- al estudio del 

conocimiento, el aprendizaje y la enseñanza explícitos e implícitos; y, por último, iv) un 

cuarto capítulo en el que se revisan algunos de los métodos más populares para la 

enseñanza del Inglés como Lengua Extranjera (como lo son el método tradicional o de 

gramática y traducción, el método directo, el método Audiolingual, el enfoque 

comunicativo, el método basado en el contenido o el método por tareas), con el fin de 

estudiar el potencial de enseñanza de las distintas actividades prototípicas que aparecen 

en cada uno de ellos.  
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 En la segunda parte se expone un estudio transversal sobre la percepción de los 

profesores de Inglés como Lengua Extranjera acerca del potencial explícito e implícito 

de las actividades. Esta se divide a su vez en tres capítulos (capítulos V, VI y VII de la 

tesis). En el primer capítulo de la segunda parte (capítulo V) se tratan los objetivos 

específicos, las preguntas de investigación y el método. En el segundo capítulo (capítulo 

VI) se exponen los resultados del estudio transversal. Finalmente, en el tercer capítulo 

(capítulo VII) se desarrollan la discusión y las conclusiones de la tesis. Se reflejan 

además las limitaciones del estudio y se establecen posibles futuras líneas de 

investigación, junto con una serie de recomendaciones. 

 Más concretamente, con el fin de analizar la percepción de los profesores de 

Inglés como Lengua Extranjera acerca del potencial explícito e implícito de las 

actividades -el objetivo central de esta tesis doctoral- se llevaron a cabo un serie de 

tareas, como a) el desarrollo de un corpus de actividades auténticas de libros de texto 

(es decir, no diseñadas ad-hoc por el investigador para la Enseñanza de Inglés como 

Lengua Extranjera, y b) la creación de un instrumento para el análisis del potencial de 

enseñanza explícita e implícita de las actividades y la recogida de los datos, para lo cual 

se adaptó la escala de Criado, Sánchez y Cantos (2010). Durante la primera fase de 

desarrollo del corpus de actividades, se seleccionaron aleatoriamente 681 actividades de 

entre un conjunto de 16 libros de texto publicados entre 1985 y 2011, y también 

seleccionados aleatoriamente. Todas estas actividades fueron codificadas en el corpus y 

posteriormente categorizadas según su potencial de enseñanza, que podía ser 

mayormente explícito o implícito (Tipo I), o de carácter mixto, es decir, parcialmente 

explícito e implícito (Tipo II). De entre las 681 actividades, 30 fueron seleccionadas 

aleatoriamente para constituir el corpus que se incluiría en el cuestionario destinado a 

los profesores. Tres jueces expertos realizaron la categorización de las 30 actividades. 

Tras la aplicación de procedimientos estadísticos para validar dicha categorización, la 

fiabilidad inter-juez resultó ser muy alta. En una segunda fase se creó un instrumento de 

medida del potencial de las actividades basado en la escala original de Criado et al. 

(2010). La escala mencionada contenía 9 ítems cuyo análisis se llevaba a cabo 

examinando el objetivo de aprendizaje y la estrategia pedagógica de la actividad por 

analizar. La decisión de adaptar la escala estaba fundamentada en el hecho de que la 

original podría no ser adecuada para profesores de Inglés como Lengua Extranjera en 

los niveles de secundaria y bachiller, a quienes se consideró como informantes no 

expertos en el área. Por ello, la escala adaptada conservaba los 9 ítems pero no 
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distinguía entre los parámetros de «objetivo» y «estrategia». El resultado de la 

aplicación de esta escala proporcionaría un potencial de enseñanza que pasaría a formar 

parte de un continuo en el que la actividad podía estar más centrada en la enseñanza 

explícita o implícita: cuanto mayor fuera el potencial explícito de la actividad, menor 

sería el implícito y viceversa. 

 Los participantes de este estudio fueron 30 profesores de Inglés como Lengua 

Extranjera que, en el momento del estudio, ejercían la docencia en centros distintos de 

Enseñanza Secundaria Obligatoria y Bachiller en la ciudad de Murcia y sus alrededores. 

El tamaño de la muestra se determinó mediante el método de Muestreo Aleatorio 

Simple (MAS) y se validó con una muestra piloto de 8 profesores. Cada uno de los 

informantes participó en representación del departamento de Inglés de su centro 

mediante la realización de un cuestionario. Ante la posibilidad de que distintos 

profesores de cada centro completaran los cuestionarios conjuntamente (con el riesgo de 

que ofrecieran las mismas respuestas), se decidió que un solo profesor o profesora 

hiciera un cuestionario en representación del departamento de cada centro con el fin de 

evitar posibles problemas de validez interna en el estudio. 

 El cuestionario constaba de cuatro partes diferenciadas. La primera sección se 

componía de preguntas de carácter descriptivo para completar con información 

sociodemográfica y del perfil académico del profesor. La segunda sección ofrecía una 

descripción del estudio y de la escala que posteriormente los profesores tendrían que 

aplicar para medir el potencial de enseñanza de las actividades. La tercera sección 

contenía tres ejemplos analizados de actividades, dos de las cuales eran de Tipo I (una 

mayormente explícita y otra mayormente implícita) y una era de Tipo II (potencial 

mixto). La cuarta sección consistía en una batería de 30 actividades para ser analizadas 

desde el punto de vista de su potencial de enseñanza explícito e implícito a partir de la 

escala basada en la original de Criado et al. (2010). 

 Los resultados de este estudio se organizan según las preguntas de investigación, 

principalmente dirigidas al análisis de las tres dimensiones implicadas, los profesores, 

las actividades y los ítems. En la sección de los resultados relativos a la dimensión de 

los profesores, se elabora en primer lugar una exposición de la información de los datos 

descriptivos sociodemográficos y de formación académica. La mayor parte de los 

informantes de este estudio son profesoras de nacionalidad española con una 

Licenciatura en Filología Inglesa. La mayoría de los participantes declaró que la 

enseñanza del Inglés como Lengua Extranjera era su vocación real.  
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Seguidamente se presentan los datos cuantitativos que resultan del análisis del potencial 

de enseñanza explícita e implícita de las actividades. Dicho análisis revela que la 

proporción media de acierto en las actividades es de 0,698 y que el perfil académico de 

aquellos profesores con una proporción de acierto más elevada se corresponde con 

licenciados en Filología Inglesa y licenciados en Traducción e Interpretación, sin 

formación universitaria de posgrado. 

En la sección de los resultados en la que se trata la dimensión de las actividades, 

se presenta primero la información referente a la percepción del potencial de enseñanza 

de las actividades en general, sin tener en cuenta su tipo (Tipo I, mayormente de 

carácter explícito o implícito, o Tipo II, de carácter mixto). Posteriormente se expone la 

información derivada de las actividades individuales y, finalmente, se profundiza en el 

análisis de los resultados de las actividades según su tipo. Tras el análisis de los 

resultados, se observa que las actividades 8, 15 y 20 obtienen las proporciones de 

acierto más elevadas, con valores por encima de x=0,8, mientras que las actividades 3, 5 

y 28 obtienen las proporciones de acierto menos elevadas, con valores entre x=0,5 y 

x=0,6. Aquellas actividades de Tipo I obtienen una media de proporción de acierto más 

elevada (x=0,72) que las actividades Tipo II (x=0,65).  

Por último, en la sección de los resultados procedentes de la dimensión de los 

ítems se percibe que el ítem 7 (Requiere el uso de la L1) obtiene la proporción de 

acierto más elevada (x=0,804), mientras que el ítem 6 (Uso de materiales no auténticos) 

obtiene la proporción de acierto más baja (x=0,471). 

Tras exponer los resultados del estudio exploratorio y transversal, se describe el 

estado de la cuestión, es decir, se establece cuál es la percepción actual de los profesores 

acerca del potencial de enseñanza de las actividades. Se estima que la proporción de 

acierto de los profesores en las actividades de Tipo I (mayormente explícitas o 

implícitas) es 0,77, es decir, mediante la aplicación de la escala se podría estimar que 

los profesores responderán de manera acertada a 7 de los 9 ítems. Por otro lado, cabe 

esperar que la proporción de acierto de los profesores en las actividades de Tipo II 

(potencial mixto) sea 0,66; en otras palabras, se podría estimar que los profesores 

acertarán 6 de los 9 ítems de la escala en este tipo de actividades. Grosso modo, se 

puede llegar a estimar que los profesores acertarán 7 ítems de los 9 en la escala en 

cualquier actividad sin hacer distinciones en el tipo. 

 En última instancia se ofrece al lector una síntesis e interpretación de los 

resultados en el apartado de la discusión, donde de nuevo se hace referencia a las 
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preguntas de investigación. Se concluye que, en general, el análisis del potencial de 

enseñanza de las actividades por parte de los profesores de Inglés como Lengua 

Extranjera es moderadamente acertado, aunque hay claras diferencias entre los distintos 

profesores. Ello apunta hacia el hecho de que los profesores necesitan más formación 

especializada en el área con el fin de optimizar la selección de actividades en el aula y, 

en definitiva, ayudar a que el alumno consiga una mayor fluidez en la comunicación. 
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