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Abstract 

 

 The purpose of this study was to identify the role of formulaic sequences (FS) in a usage 

based approach integrated into story-based English lessons, in which procedural knowledge is 

developed through exemplars. It was also intended to investigate the extent to which 14-year-old 

Japanese junior high school students perceive the morphological pattern (-ed) and the word order 

characterizing the passive voice (X is cooked by Y.) as well as how they produce emergent patterns. 

To these ends, the research used a pre-test–post-test control group design. An FS group was exposed 

to structured input and a narrated story using collaborative dictogloss tasks, after which each 

participant was asked to write a story. A non-FS group was exposed to grammar explanations first 

before being instructed to produce the required output. To explore the extent to which the students’ 

procedural knowledge improved, auditory grammaticality judgment tests were administered. The 

post-test indicated a significant difference between the groups. To analyze language properties that 

the students acquired, edge of proceedings and Guiraud’s index values were used, and a two-way 

analysis of covariance was conducted. These procedures revealed significant differences in main 

improvement effects between the groups. Overall, the FS group exhibited stronger grammatical 

sensitivity and higher productivity than the non-FS group. The results suggest that procedural 

knowledge is cultivated through retrieving FS.  

 

1. Introduction  

 



 

 

 Although students who are learning English as a Foreign Language (EFL) have not acquired 

the grammar that characterizes the language, they can identify morphological patterns once the 

practice of retrieving exemplars [e.g., chunks of language, formulaic sequences (FS)] has enabled 

them to successfully construct form–meaning connections (FMCs). Ellis (2002) suggested that FS 

serve as a basis for creative constructions and that learners are implicitly sensitive to the frequent 

occurrences of such constructions. The term FS is used to focus on sequences that are stored or 

processed holistically. The FS that students accumulate in a meaningful context can be applied to 

grammar learning that is grounded in content that features language in use as opposed to traditional 

grammar translation. These procedures derive from the usage-based model (UBM), which came to 

be applicable to second language learning. In her observation of a second language (L2) UK 

classroom where children learn French, Myles (2004) found that “chunks do not become discarded: 

they remain grammatically advanced until the grammar catches up” and FS drive the learning 

process forward. However, the author claimed that the FS obtained by EFL learners from sound 

input are largely overlooked by EFL teachers who have a tendency to teach explicit grammar rules 

prior to language use.  

 FS have become known as the appropriate alternative way to access the language patterns 

within the range of both the rationale and practice results. Japan’s national Courses of Study (MEXT, 

2017), which are aimed at fostering positive attitudes toward communication and English language 

competencies by integrating five language skills from the elementary to junior high school level 

seem to apply with respect to the purposes of lessons delivered in elementary and junior high 

schools. Aspects of the changes Japan’s National Course of Study that are related to FS are thus 

reproduced (our paraphrase): (1) Listening needs to be instructed using a sufficient collection of 

meaningful expressions, such as a story or teacher talk; (2) The observation of language structures 

should be elicited by providing auditory input at levels corresponding to the degree of student 

proficiency; (3) Words and vocabulary should be taught with collocations as a foundation; (4) With 

an increase in target words, the difference between receptive and productive words should be 

learned but not through memorization of individual words; (5) Teachers should also monitor the 

chunks of language acquired by students; and (6) Grammar should not be taught explicitly in a way 

that is removed from context if students are to develop actual language use. On the basis of the 

above-mentioned changes, for Japanese students to familiarize themselves with chunks of language 

and progress along the cognitive process by which they accumulate prefabricated patterns, they must 

first be taught to imitate and reproduce these patterns before they are instructed on linguistic rules. A 

necessary task in this regard is to identify the extent to which Japanese learners recognize FS 

patterns in a context-rich classroom. Pattern recognition encourages them to learn language 

independently; in other words, grammar is not always delivered by the teacher but discovered by 



 

 

students. Correspondingly, this study will explore “instance-to-rule” processing, instead of its 

“rule-to-instance” counterpart, by 14-year-old Japanese junior high school students in a context-rich 

classroom that meaningfully and collaboratively engages them in content learning. Throughout this 

research, it will contribute to grammar instruction that is not removed from the content if the 

students attempt to discover language patterns.  

 

2. Theoretical Background  

 

2.1 Formulaic sequences and the usage-based model 

The concept of FS originated in the study of mother tongue acquisition. Recent years have 

seen cognitive linguists (Bybee, 2008; Langacker, 2000) advance the UBM, which holds that abstract 

grammar emerges through language use (Langacker, 2000). A case in point is Tomasello (1992, 2003), 

who collected data from a diary of language utterances by his daughter Travis (T) when she was two 

to three years old. According to the author’s entries about T’s language development in her mother 

tongue, the usage-based approach shows that natural language competence involves a considerably 

more complex and diverse set of linguistic representations than the “core grammar” of a formal 

approach (Tomasello, 2003, pp. 5–6). He defined this “mastery of all exemplars and structures” as the 

item-based learning largely seen in children’s early language development. Noting that children 

imitate item-based expressions, he referred to exemplars in terms of the verb island hypothesis as 

being isolated and mutually independent (e.g., get sauce; Get me up there.). Subsequently, children 

form a slot (get---) or a reverse slot (---X) in each item of a verb phrase as a chunk of language (get X), 

which is called slot-filter category throughout item-based learning. The category learning emerges in 

this way, and children begin to analyze slots and generalize structures across isolated patterns. The 

process of verb acquisition is defined in terms of schema formation. To define the term formulaic 

sequences (FS), it is a process of construction rather than a chunk of language, in which analogy and 

category learning occur through input, and the procedure pervades all layers of language. Fluent 

speech is more likely based on the retrieval of ready-made exemplars (rather than rules), requiting 

only minimal processing capacity (Logan, 1988). Similarly, Skehan (1998) suggested that “learners 

must accumulate a repertoire of formulaic ‘chunks’ of verbs in order to become cognitively 

proficient” (p. 54). In this sense, FS play the dual role of a cognitive dimension and a rapid means of 

access to whole chunks of language. Recent studies have acknowledged the importance of learning 

FS (Ellis & Larsen-Freeman, 2009; Myles & Cordier, 2017). Kidd et al. (2010) found that the 

repetition of a target sentence by six-year-old children as they learn an L2 depends on the input 

frequency used by a teacher. Despite the insights derived from these studies, however, both the 



 

 

quantity and quality of empirical research on FS in L2 classroom settings, especially those involving 

adolescent learners, remain insufficient.  

In the Japanese context, Kashiwagi (2012) ascertained the effectiveness of exemplar-based 

learning in elementary schools by investigating the extent to which Japanese students establish the 

FMCs of verb phrases (e.g., Change my clothes.) while relying on degrees of word familiarity from 

the first through to the sixth grades. The students were taught aural input and received no grammar 

explanation. The level of FMCs increased noticeably in the fourth grade after 100 hours of 

participation in English activities. The record of the students’ imitative output showed that when a 

teacher engaged in small talk about a busy morning using gestures and questions, the students who 

accumulated FS after 50 hours of lessons successfully picked up both verb and object (V-O) and 

noun phrases. The research confirmed that these children had begun categorizing input and seemed 

to segment salient prefabricated patterns. Urata et al. (2014) investigated the extent to which fifth- 

and sixth-grade Japanese students can distinguish correct English forms of expression from incorrect 

ones when listening to auditory input (e.g., I can cook. = correct; I play can’t baseball. = incorrect). 

In sound-based grammaticality judgment tests with no descriptions (S-GJTs), the students were able 

to make distinctions, with 70% to 97% of their answers being correct, except in instances wherein 

they omitted a verb (play) and an article (the). Uchino (2019) examined the grammatical sensitivity 

of fifth- and sixth-grade students using timed grammaticality judgment tests and a metalinguistic 

knowledge test. The results indicated that the students may use procedural and declarative 

knowledge prior to the phase during which grammar explanations are given by teachers. To delve 

into the continuity of FS used in a Japanese junior high school, Kashiwagi and Ito (2017) elicited the 

practical implementation of the morphological structure (-ing) via “instance-to-rule” processing 

involving dictogloss (Wajnryb, 1990). The authors found a positive influence of FS, specifically, its 

enhancement of students’ grammatical sensitivity to linguistic patterns. The fact that there was an 

increase in the S-GJT scores on the morphological structure (-ing) of both fast and slow learners 

reveals that “instance-to-rule” can be an alternative way to understand grammatical structures.    

Above all, the concept of FS on the basis of UBM, as the authors posited that even beginning 

learners of English may find linguistic features by themselves if they accumulate a certain amount of 

FS, can cultivate procedural knowledge and helps learners form analogies and categorize the 

linguistic structures. Additionally, FS serve as a language slot (e.g., Get X.; Draw X on the Y.) until 

beginning learners catch up with grammar rules through rote learning. This leads to the hypothesis 

that the 14-year-old students participating in the present study exhibit grammatical sensitivity in a 

number of ways, including emulating linguistic features (such as morphological patterns-ed) and 

identifying the awkwardness of incorrect word order.  

 



 

 

2.2 Dictogloss tasks 

 The dictogloss method developed by Wajnryb (1990) involves the following steps: (1) 

Warm-up: Learners are introduced to a topic and do relevant vocabulary work, (2) Dictation: Learners 

listen to a text being read at a normal speed by their instructor, (3) Reconstruction: Learners work 

together in small groups to reconstruct a version of the text, and (4) Analysis and correction: Learners 

analyze and compare their texts with those of other groups and the original text and make necessary 

corrections. In the instruction, relevant to the dictogloss activity, FS defined in the current study can 

be implemented. 

Dictogloss tasks are typically carried out with the students being provided an accompanying 

reference text, whereas the teacher in the current study provided audio input and students were to 

recall the content (in the form of notetaking and picture sorting) without the help of supplementary 

text. The authors defined this recalling through sound as S-dictogloss. The instruction is as follows: 

(1) Exemplars were presented to the students as linguistic properties (FS exemplars) using teacher 

talk; (2) The teacher elicited the FS that had been accumulated by the students prior to the lesson, 

providing them with an opportunity to recall what they had learned (FS accumulation); (3) The 

teacher explicitly explained grammar using a chart after the students formed a schema of the structure 

(FS schema formation); and (4) she encouraged the students to imitate and repeat (i.e., borrow) the 

exemplars for production (FS borrowing). With the exception of (3), all these procedures were 

presented in English, and the teacher encouraged the students to replace the FS by borrowing from the 

given exemplars rather than by creating new sentences. For instance, between (2) and (3), the teacher 

motivated the students to find linguistic patterns with sound and structured input. The grammar image 

acquired by the students was drawn on the chart (fewer grammar terms meant less tedious 

explanations) (Appendix C). In (4), the teacher ensured that the students refrained from relying 

exclusively on the rule that was explained to them and instead borrowed and replaced parts of the 

chunks of expression to fill in language slots that could be accessed rapidly (with minimum cognitive 

operation). In (4), as well, the grammar rule learned in (3) could be used by the students to express 

their own ideas.  

 

 3. Methods  

 

3.1 Participants 

 The participants were second-year junior high school students (mean age = 14.8, N = 134). 

Their average English proficiency, as measured by EIKEN simulated test, was Grade 4, with 

roughly 60% of them falling within this level, 30% classified as having Grade 3 proficiency, and 

10% belonging to pre-Grade 2 proficiency. English lessons were taught by a junior high school 



 

 

English teacher and the students were divided into FS and non-FS groups according to an 

achievement test conducted prior to the experiment. It revealed no statistically significant differences 

between the groups (FS group: mean = 63.6, SD = 23.84, max = 98, min = 8; non-FS group: mean = 

57.52, SD = 27.3, max = 98, min = 0; t = 1.437, df = 145, p > .05, n.s.). A score of 0 to 100 could be 

obtained from the test. The students had undergone a total of 70 hours of English instruction from 

ages 11 to 12 years and were receiving English lessons once a week. After they entered junior high 

school, English instruction was increased to 230 hours (four times a week), which was the duration 

implemented up to the time the study was initiated (in 2019). In regular classes, teachers had 

provided abundant input in English, but they had cultivated “rule-to-instance” processing 

exclusively. Prior to the experiment, the students had learned about grammatical rules (auxiliary-be, 

verbs, third-person singular, auxiliary verbs, past and future tenses, infinitives). The passive voice is 

generally difficult to learn for Japanese students. Consent was obtained from the students through 

the distribution of an information sheet regarding the research by the participating schools. The 

students were all informed that neither they nor their schools would be identifiable from the study. 

After the study, the alternative teaching method developed in this work was shared with both groups. 

 

3.2 Lesson procedures 

 For the FS group, the lessons were based on “instance-to-rule” processing and were 

incorporated with teacher talk (using structured input) and the digital story “Salad” (See Appendix 

A), which we repeatedly retold so that the students could experience exemplar-based learning. The 

original book, Sarada de Genki, was written by Kadono (2005). The lessons were designed to focus 

on students’ collaborative learning and elicit collective attention from them, hence increasing the 

input frequency of target structures (e.g., X is cooked by Y.), prompting the noticing of linguistic 

patterns, and advancing inductive grammar instruction. The lessons lasted approximately four hours. 

During the last lesson (fourth), the teacher asked which language patterns the students found during 

the activities. The teacher then demonstrated the word order of the passive voice (e.g., X cooks 

dinner. → Dinner is cooked by X.) and instructed the students to connect meaning. Vocabulary was 

taught by presenting chunks of language in a rhythmic manner (e.g., take → is taken by), but no 

explicit explanation of a verb’s conjugation was provided.  

 For the non-FS group, the lessons were based on “rule-to-instance” processing, similar to a 

presentation-practice-production (PPP) approach that uses an authorized textbook, namely, New 

Crown English Series 2 (Lesson 8: “India, My Country”). The primary grammar goal was for the 

students to learn passive voice construction, that is, the use of auxiliary-be past participle (-ed) or 

(-en) and the preposition in or at (e.g., English is spoken in India.; Rupee notes are used in India.; It 

is sold at the supermarket.). First, the teacher delivered an oral introduction to the topic “which 



 

 

language is spoken in various countries?” She then explained the sentence structure of the passive 

voice and provided examples (e.g., X cooks dinner. → Dinner is cooked by X.) The students 

participated in a mechanical drill wherein they were instructed to convert the active voice into the 

passive voice and vice versa. They completed worksheets on verb conjugations (e.g., eat–ate–eaten). 

Finally, they prepared group presentations on the topic “a country we want to visit.”  

 To both groups, pre- and post-tests (S-GJTs) were administered twice, during which an 

interval of 3 seconds was implemented between sentence dictations and between fill-in-the-blank 

dialogue narrations (3 minutes long). Before and after the lessons, the students were asked to write 

essays (7 minutes allocated to each writing session). 

 

3.3 Test procedures 

3.3.1 Sound-based grammaticality judgment tests 

 First, we conducted the sound-based grammaticality judgment test developed for this study 

(Test 1: Tables 1 and 2), in which the students were asked to determine whether the English 

sentences presented were correct and fill in missing details to complete an interactive dialogue (Test 

2 example shown below). The tasks were meant to assess the students’ grammatical sensitivity to 

each item (including linguistic patterns, such as morphemes and word order). We then examined 

how such sensitivity (Test 1) changed during experimental practice from the pre-test to the post-test. 

The tests were also a means by which to determine whether the receptive procedural knowledge of 

the students improved. The total number of questions across both tests was 16. The reliability of the 

pre- and post-tests was calculated using Cronbach’s alpha analysis, which showed acceptable levels 

of reliability (pre-test: α＝.89; post-test: α＝.82). 

 

Sample dialogue (Test 2)  

A: Thank you for the present. B: You’re welcome. 

A: Oh, it’s blueberry jam!  B: Do you like it? It (is) (made) in California. 

 

3.3.2 L2 writing development 

 In the evaluation of the students’ writing development, the students were assigned a timed 

essay activity (7 minutes) to assess the extent to which the students borrowed the FS to which they 

were exposed and produced emergent patterns for which some language slots were replaced. The 

students in the FS and non-FS groups were asked to write narratives that carried on from the 

following opening statements in the pre-test: When I got home, I was very hungry. So I opened the 

fridge and I cooked. In the post-test, they were asked to complete the essay from the following 

introductory sentences: When I got home, the birthday party was ready. The salad was prepared.  



 

 

 We assumed that the students could form a slot-filter category for the verb phrases and begin 

to replace the parts where chunking was carried out. We therefore needed to observe the lexical 

richness of their output and the variations in the language properties that they attempted to use. To 

identify the language properties that the students may have possessed, we initially elected to employ a 

type-token ratio (TTR), which is the total number of word types divided by the total number of word 

tokens. However, Ellis and Barkhuizen (2005) pointed out that a TTR is affected by text length, 

driving us to use Guiraud’s index (G, shown below), which refers to the number of word types 

divided by the square root of the number of word tokens, or word types √ word tokens. Examples of 

TTR calculation are presented below (Kashiwagi, 2005, p. 36). G is also calculated using type and 

token frequencies. Example (1) has word type (11) and word token (17), which accordingly yielded a 

TTR = 0.647 and a G = 2.67, whereas Example (2) has word type (17) and word token (17), which 

accordingly generated a TTR = 1 and a G = 4.12. These calculations confirmed that Example (2) is 

lexically richer than Example (1). 

 

 (1) I like tennis very much and my friend likes tennis very much, so we play tennis together.  

  type 11/token 17: 11/17 = 0.647, Guiraud index: G = 11 √ 17 = 2.67   

(2) I like playing tennis very much with a friend of mine who is interested in it, too.   

type 17/type 17: 17/17 = 1, Guiraud index; G = 17 √ 17 = 4.12  

 

4. Results and Analyses 

 

4.1 Results of the S-GJTs and analyses 

 Test 1 (S-GJTs) comprised 12 items. The pre-test and post-test (S-GJT) results of the FS and 

non-FS groups are shown in Tables 1 and 2, respectively (The proportion of correct answers is 

displayed as a decimal value.). The tables show that each item mirrored the target structure to be 

judged by the students as grammatically correct or not. Test 2 (contextual fill-in-the-blank items) 

consisted of four items, and the maximum score that could be derived was 16. The total scores, 

descriptive statistics, and the t-values of the repeated tests are shown in Table 3.  

 The FS group showed a larger increase in scores (Test 1) from the pre-test to the post-test 

(total S-GJT score, pre- and post-tests: 7.15–7.96) than the increase achieved by the non-FS group 

(total S-GJT score, pre- and post-tests: 7.07–7.26). Both groups obtained increased overall scores on 

correct word order (nos. 1, 3, 4, 6, 8, 10, and 12), but occasionally, the FS group’s scores were 

markedly higher (e.g., Salad was made by X: FS group’s d-value = 0.9; non-FS group’s d-value = 

0.69). On omission auxiliary-be or verbs (the passive voice, nos. 2, 7, and 9), neither group’s scores 

increased. However, the FS group’s test scores on insertion between auxiliary-be and verbs (-ed) 



 

 

rose dramatically (pre- and post-tests: No. 5, 0.78–0.87). With respect to inverted V-O, the FS group 

showed a significant increase (pre- and post-tests: No. 11, 0.6– 0.67), whereas the non-FS group 

showed a decrease for No. 5 (pre- and post-tests: No. 5, 0.61–0.6) and No. 11 (pre- and post-tests: 

No.11, 0.72–0.55). These results demonstrate that the FS group paid more attention to the 

morphological structure (-ed), thereby enhancing their grammatical sensitivity to the passive voice 

and the word order that characterizes it.  

An unpaired t-test was performed, and the Statistical Package for the Social Sciences 

(version 21) was used to analyze the results of the total scores derived by the students in Tests 1 and 

2. No significant difference was found between the groups in the pre-test (FS group [N = 63]: mean 

= 8.9, SD = 1.88; non-FS group [N = 71]: mean = 8.53, SD = 2.43; t = –1.044, p > .29, n.s.) As seen 

in Tables 1 and 2, however, the overall S-GJT scores of the FS group distinctly improved from the 

pre-test to the post-test. A significant difference was found between the FS and non-FS groups (FS 

group [N = 63]: mean = 9.7, SD = 3.34; non-FS group [N = 71]: mean = 8.42, SD = 3.43; t = –2.176, 

p < .031, medium–small effect size). Meanwhile, the S-GJT scores of the non-FS group showed no 

improvement. The results indicates that many of the non-FS group students failed to ascertain 

whether the target structures were incorrect. It can be inferred that the procedures used by the FS 

students positively influenced their grammatical sensitivity to linguistic patterns or word orders, 

enabling them to judge both correctness and incorrectness. In addition, Figure 1 (ⅰ–ⅳ) (Comparison 

of the Pre- and Post-Test Scores of the FS (N = 63) and non-FS (N = 71) Groups) demonstrates a 

shift from the pre-test to the post-test. A transition of the FS (ⅰ–ⅱ) indicated that the low proficiency 

students to the left of the dotted vertical line decreased and that the number of medium-proficiency 

students (to the right of the dotted vertical line) increased, indicating that the overall level of 

grammatical sensitivity improved. No such transition was seen in the non-FS (ⅲ–ⅳ). 

 

Figure 1  

A shift from the pre-test to the post-test for FS and Non-FS group 

  



 

 

Table 1   

Pre-Test1: S-GJT Scores (FS Group: N= 63, non-FS Group: N = 71)   

No. Pre-test: S-GJTs Target grammatical items FS(d ) Non-FS(d )

1 She opened the fridge. ✘ 0.28 0.32

2 X  a salad for her mother. ✔　Omission copula -be 0.49 0.6

3 Euro is used in France. ✘ 0.51 0.61

4 This T-shirt is sold at the department store. ✘ 0.78 0.67

5 My mother dinner cooks  every day. ✔　VO inverted 0.78 0.61

6 She put ham on her salad. ✘ 0.51 0.43

7 The small bike used by  Y . ✔　Omission auxiliary-be　（Passive-V） 0.41 0.46

8 The classroom is cleaned every day. ✘ 0.82 0.76

9 A big cat into  the kitchen. ✔　Omission verbs 0.59 0.58

10 Z  wants to be a teacher in the future. ✘ 0.78 0.71

11 A man a nice car made last year. ✔　VO inverted 0.6 0.72

12 She wanted something to eat. ✘ 0.59 0.6

                                     Average score 7.15 7.07

Note.  The subject in Nos. 2,7, and 10 is a proper noun written as an initial.   Italics in S-GJTs indicate erros.

%(d): percentage of correct answers displayed as decimal values.  

 

Table 2 

Post-Test 1: S-GJT Scores (FS Group: N= 63, non-FS Group: N = 71)  

No. Post-test: S-GJTs Target grammatical items FS(d) Non-FS(d)

1 This Salad is made by X. ✘ 0.9 0.69

2 Tomato soup cooked by my mother. ✔　Omission auxiliary -be (Passive-V) 0.45 0.49

3 The bike is used by X . ✘ 0.58 0.66

4 The car is washed every day. ✘ 0.78 0.89

5 Hindi is in India spoken. ✔　Insertion between auxiliary-be and verbs（-ed) 0.87 0.6

6 This chocolate is sold at the cake shop. ✘ 0.64 0.51

7 English spoken in Canada. ✔　Omission auxiliary-be （Passive-V） 0.58 0.41

8 Dollar is used in America. ✘ 0.66 0.7

9 This jacket sold at the department store. ✔　Omission auxiliary-be （Passive-V） 0.42 0.53

10 This bag is made in Japan. ✘ 0.88 0.75

11 My mother kitchen cleans every day. ✔　VO inverted 0.67 0.55

12 The fridge was opened by Y . ✘ 0.54 0.48

                                      Average score 7.96 7.26

Note.  The subject in Nos. 3 and 12 is a proper noun written as an initial.   Italics in S-GJTs indicate erros.

%(d): percentage of correct answers displayed as decimal values.  

 



 

 

Table 3   

Descriptive Statistics of the S-GJT Scores (Test1&Test2) and Differences Between the Groups 

(Unpaired T-Test) 

FS Group (N = 63) and non-FS Group (N = 71) 

 Pre-Test FS – non-FS Post-Test FS – non-FS 

  M SD Min Max t-value p-value M SD Min Max t-value p-value d 

FS  8.9 1.88 4 15 

–1.004 .29 n.s. 

9.7 3.34 2 16 

–2.176  .031* 

.36  

Medium 

-Small 
non-FS  8.53 2.34 4 14 8.42 3.43 3 16 

Notes: *p < .05, **p <. 01, d: effect size 

 

4.2 Results of writing using type-token frequency and analyses  

 The timed essay (pre- and post-tests) was basically analyzed using criteria that we formulated 

(a rubric of scales 0 to 3). The criteria were word count (FS: mean = 2.3; non-FS: mean = 1.74), the 

appearance of passive voice (-ed), (FS: mean = 0.98; non-FS: mean = 0.41), and an increase in 

story-based narrative descriptions (FS: mean = 1.84; non-FS: mean = 1.3), which were used in 

examining the essays written after the intervention. The detailed results of the latter group were 

omitted given space limitations. The study focused exclusively on the results in Table 4, which 

featured Guiraud’s index values(G). In addition, edge of proceedings (EP) in Table 5 indicated the 

extent to which the students attempted to borrow from the input examples (token words) they were 

exposed to during lessons in which instruction was given to change parts of language slots. EP is the 

value of how many times the students attempted to replace the part of language slots (within 7 minute 

period), which was formulated by the authors. It stands for the students’ procedural knowledge. On 

the basis of the students’ schema formation, lexical complexity was noted using G during the lessons. 

In short, G was intended to show that the greater the instances of EP demonstration by the students, 

the more frequently they borrowed from the exemplars and replaced parts of slots and the more 

frequently they proceeded to schema formation. The greater the instances at which the students 

demonstrated G, the more frequently they used a variety of language and showed lexical richness 

within the target context (See Appendix D). 

To analyze the scores of the students in connection to the EP and G, a 2×2 ANCOVA [test 

timing (pre- and post-test essay writing) × grouping (FS and non-FS)] was conducted for each test 

result. The results are shown in Table 5. First, the analysis revealed a significant difference in main 

EP effects between the groups (non-FS < FS), F(1, 132) = 6.57, p = .011, partial η2 = .047), whereas 

no such effects were found in relation to test timing, F(1, 132) = 6.57, p = .52, partial η2 = . 003, n.s.. 



 

 

There was no interaction between groups and timing, F(1, 132) = 6.57, p = .52, partial η2 = . 003, n.s.. 

These results indicated that the FS group maintained their EP scores, reflecting borrowing from the 

exemplars and proceeding to schema formation; conversely, the scores of the non-FS group declined. 

The analysis also revealed significant differences in main G effects in connection to both grouping 

(pre-test < post-test essays) and test timing (pre- < post-test), F(1, 132) = 14.98, p = .000, partial η2 

= . 102; F(1, 132) = 119.21, p = .000, partial η2 = .48. An interaction was found between grouping 

and test timing, (F(1, 132 ) = 13.03, p = .000, partial η2 = . 09. The results denoted that the FS group 

showed a significant increase in G scores, pointing to the lexical complexity and richness arising 

from frequent engagement in schema formation during the lessons.  

 

Table 4 

Timed Essays Using Type-Token Frequencies, Guiraud’s Index, and Edge of Proceeding 

Token Type EP G Token Type EP G

FS Mean 17.76 13.68 3.8 3.19 27.83 24.75 3.08 4.55

group (SD) -11.32 -8.78 -4.86 -1.23 -13.88 (12,43) -4.26 -1.27

Non-FS Mean 12.17 10.28 1.89 2.71 16.42 15.04 1.38 3.4

group (SD) -11.27 -8.82 -4.34 -1.28 -12.63 -11.44 -1.9 -1.53

FS group (N = 63) and non-FS  group (N = 71)

Pre-Essay Post-Essay

Notes: G : Guiraud Index; EP : Edge of Proceedings (times)  

 

Table 5   

Guiraud’s Index and Edge of Proceedings: ANCOVA Results 

 

Source df F p partial η
2 df F p partial η

2

Groups 1 14.98 0        ** 0.102 1 6.57 0.011 　  ＊ 0.047

Error 132 –21.24 0.1 132 –21.24 0.01 　  ＊ 0.1

Time (pre/post) 1 119.21 0 ** 0.48 1 0.417 0.52 n.s 0.003

Groups×Time 1 13.03 0 ** 0.09 1 0.417 0.52 n.s 0.003

Error 132 –0.59 132 –10.29

Guiraud’s Index Edge of Proceedings

 

Notes: *p < .05, **p <. 01, partial η2: effect size  

 

5. Discussion and Conclusion 

 

 This study examined the role of FS in the UBM and investigated the extent to which 

Japanese junior high school students observe the morphological pattern (-ed) or (-en) and acquire the 



 

 

use of the passive voice (X is cooked by Y.; X is spoken by Y.). Although the use of the passive voice 

featuring the morpheme (-ed) or (-en) is difficult for Japanese learners given first language (L1) 

negative transfer, the frequency with which morphemes occur in English promoted the learners’ 

procedural knowledge regarding how these linguistic components can be used in a meaningful 

context. In other words, the FS approach contributed better to increasing procedural knowledge not 

only in receptive domains, as confirmed by the S-GJTs, but also in productive ones. The 

combination of procedures drove the learners to become aware of linguistic patterns. As a result, it is 

assumed that the targeted language patterns (X is cooked by Y.) emerged in their productions. We 

also developed and conducted English lessons that were based on FS delivered through S-dictogloss. 

As Vasiljevic (2010) proposed, dictogloss can encourage learner autonomy and cooperation within 

groups, helping them focus on meaning and form at the same time. In the learning environment, 

presumably, the students engaged with content and enriched their procedural knowledge.  

 Other findings are worth noting. First, the FS were featured in distinguishing grammatical 

incorrectness in word order (inverted V-O), cultivating grammatical sensitivity, and finding awkward 

insertions between auxiliary-be and verbs (-ed). We believe that the lexical chunks used in the FS 

approach prompted the students to be conscious of grammatical errors. This phenomenon suggests 

that FS are effective support for early adolescent students in their development of schematic 

knowledge and grammatical sensitivity to any of the auditory inputs given during the lessons. 

Second, both fast and slow learners increased their S-GJT scores, and the gap between them 

narrowed, signaling that the number of students who understood the content grew over time. This 

indicates that activities such as S-dictogloss in groups can be useful. In these activities, students 

borrow from and use FS in joint attentional engagement while feeling relaxed; no pressure is 

imposed as to creating emergent patterns and avoiding errors. In contrast, the non-FS group students’ 

learning outcomes showed a larger disparity. They did not benefit from learning processes, such as 

“rule-to-instance” processing and may have felt anxious about using a new form of grammar 

correctly. Third, one of the most telling observations in favor of the FS approach is the fact that the 

impromptu writing output of the students remarkably improved. The students in the FS group 

actively borrowed from the exemplars and changed parts of slots, thereby composing essays that 

frequently used the passive voice in chunked language and showed lexical richness. Conversely, the 

non-FS group showed less variety in verb phrases and incorrectly used the passive voice because 

they were instructed to write sentences in accordance with grammar rules that they had not yet 

understood. They tended to repeat the same simple patterns, generating a low G value (FS group = 

4.55, non-FS group = 3.40) even after the lessons.  

One of the limitations of the current study was that we focused on receptive knowledge 

(listening) and productive knowledge (writing); reading and speaking remain areas for future 



 

 

research. Another limitation was that transitions in the students’ writing and detailed narratives could 

not be introduced in this article because of space constraints.  

In conclusion, the usage-based approach influenced the students’ grammatical sensitivity in 

judging the correctness and incorrectness of English sentences by finding linguistic patterns as 

regards receptive procedural knowledge. It also favorably influenced their production of emergent 

patterns, their borrowing from formulaic sequences, and their replacement of parts of slots in the 

timed essays. Considering that the UBM derives from mother language acquisition, this approach is 

similar to everyday parent–child talk, which is how a child acquires L1. Therefore, when English 

educators teach L2, they should be conscious of the extent to which junior high school students 

perform better using an FS approach and “instance-to-rule” and should explore how it can best be 

used. 
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Appendices 

Appendix A  

Script of Sarada De Genki [Becoming happy with salad] retold by the authors 

Appendix B                     Appendix C 

S-Dictogloss worksheet   Grammar explanations using PPT 

(Illustrated by the authors) 

 

Appendix D 

Examples of Students’ Timed-Essays Within 7 min (Pre-Essay and Post-Essay) 

Pre

Post

Pre

Post
by my mother. The present is by  his father. The birthday cake is made by  his uncle. He looks so happy. Because, everyone say

"Congratulation!" for him. They had a great time.

Note. Italic words indicate some errors the student made.

Something hot to eat. Well, Oh, this is UDON. I cook UDON today! But I don't have a big DONBURI. So I cook YAKIUDON today.

The salad was cooked by my brother. This salad is delicious, but really large. So we can't finish to eat salad. Suddenly, my father came

home. And he ate the salad! And he said "Happy birthday." with eating salad. After party, I opend the present. "Oh? It is salad. On No.I don't

want salada!"

FS Group             A mid-level student S1 (The number of words: 40<67; S-GJTs score  8=8; Guiraud index(G):3.9<6.5)

Non-FS Group     A mid-level student S2 (The number of words: 23<26; S-GJTs score  7<12; Guiraud index(G):3.6<4.7)

SARADA . I use vegetables and mayonese . It's very delicious. Next, I cook soup.

 

Introduction of the Story (The story was instructed by a teacher using passive-voice using PPT) 
Richan wanted to do something special for her mom. Because her mom had been sick in bed. Richan (R) 

really wondered. R: “How about rubbing her shoulder･･･or telling her riddles? I want to do something special 
for Mom. Something that makes Mom well again.” 

R: “Oh! I’ve just had an idea! Making salad! Making salad for Mom.” She opened the fridge, and looked in. 
She took some vegetables from it and began to make salad. She cut cucumbers, ton ton ton. She cut cabbage. 
Shaki shaki shaki. And she cut tomatoes, suton ton ton. She arranged them on a big plate. Then a cat came into 
the kitchen. The cat said: “It is good to put pieces of dried bonito in it. I’m sure that your Mom will get well 
soon by eating them. And also she will be able to climb trees well. Just like me.” 

R: “Thank you very much, Mr. Cat.” Richan bought dried bonito from the cat. And she put some pieces of 
dried bonito on her salad. Then a dog jumped into the kitchen. The dog said: “You should make salad with 
ham. It is really delicious. Eating it, it will make her cheeks bright. Just like ham.”･･･. (The rest is omitted.) 


