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ABSTRACT 

 

 One of the problems found with EFL instruction is poor feedback, as this 

results in a lack of quality language examples for learners to experience. Computer 

corpora and concordances are education technologies which can provide a large, clear 

number of language examples for learners to observe. By and large, the employment 

of computer corpora and concordances has been proven effective for advanced EFL 

learners because they possess sufficient linguistic ability to work with large numbers 

of examples. However, this study aimed at investigating the effects of using 

concordances on the self-correction ability of low-proficiency EFL learners. Four 

research questions were posed: 1) To what extent are lower-intermediate EFL learners 

able to self-correct and retain grammatical patterns after using concordances?, 2) 

Which grammatical errors are corrected and retained most accurately, and which least 

accurately?, 3) Can learners induce rules and apply induced patterns in error-

correction?, and 4) What are the general strategies used by EFL learners and what are 

their attitudes towards using concordances for error-correction? 

The researcher adopted a quasi-experimental design for the study, which was 

carried out with thirty-seven Thai grade 11 EFL learners over a period of 18 weeks. 

The instruments used included three grammatical error-correction tasks, a post-test, a 

retention test, teacher’s observation notes, and stimulated recall interviews. Prior to 

the experiment, the learners were asked to compose a story, prompted by a series of 

pictures. Then, the five most common types of errors were selected at the word level 

for the learners to correct, and were used to design the error-correction tasks and the 
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retention test. During the experiment, learners were trained to operate the 

concordancer, deal with concordances, induce patterns, and self-correct their writing.  

The main findings from the paired sample T-tests and other qualitative 

analyses that the researcher conducted are summarized as follows: 

1. Learners performed well on the three ongoing tasks during the training 

period, getting an average score of 79.82%. On the post-test, they self-corrected their 

work with an average score of 64.34%, and their average score for a retention test on 

grammatical rules taken six weeks later was 54.32%.  

2. The grammar categories of nouns, articles, and subject-verb agreement were 

the most successfully corrected in the tasks, the post-test, and the retention test. Errors 

on verbs and prepositions were the grammatical types that were corrected least 

successfully over all data collection instruments. 

3. The overall data showed that the learners’ ability to induce grammatical 

patterns was lower than their ability to apply them to error correcting in all tasks and 

the post-test.  

4. The data from the interviews and the researcher’s observation revealed that 

the learners exhibited a certain degree of independence because a longer period of 

time is required to become totally independent. As a result, most of them preferred 

using concordances, they nevertheless needed some guidance from their peers and the 

teacher. 

The results of this study indicated that when designing concordance tasks for 

learners with a low level of language proficiency, teachers should encourage them by 

controlling the amount of language inputs and present concordance lines to learner 

with simple language structures in the form of printouts. After they are familiar with 

the learning process, learners should be trained to deal with the functions of the 

concordancer. Importantly, during the training, teachers should give sufficient 

practices in order to expose them to as many larger inputs as possible to overcome the 

problems. Furthermore, preparing learners psychologically would be worthwhile by 

telling them the advantages of independent learning and that everyone has the ability 

to take responsibility for their own learning. 
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CHAPTER 1 

 

INTRODUCTION 
 

This study aimed to investigate the effects of using concordances on low 

proficiency EFL learners and their self-correction ability.  This chapter presents the 

research rationale, objectives of the study, research questions, definition of key terms 

in the study, significance of the study, and scope and limitations of the study, 

respectively. 

 

1.1 Rationale for the Study 

 

In learning a language, student errors are unavoidable, both in speaking and 

writing (Makino, 1993; Hendrickson, 1980). This is due to two main causes: first 

language (L1) interference and a lack of sufficient exposure to the target language 

(Liou et al., 1992). English as a foreign language (EFL) learners already have a deep 

knowledge of their mother tongue, so when they want to express their ideas in 

English, which is far less salient for them, confusions arise between the dominant 

language and the less salient language (Harmer, 2001). In other words, students make 

errors as a result of negative influences from their first language. The second reason 

for making errors is the learning environment. Due to a lack of input from native 

speakers and opportunities to use English, learners rarely have time to practice the 

language, which is a very important process in language learning. 

 Although errors are inevitable in speaking and writing, it should be noted that 

they are a significant factor in language learning (Makino, 1993; Teo, 1986; 

Hendrickson, 1980) and errors can help learners to acquire the target language. 

Making errors is a natural process in learning a language. Harmer (2001) posits that 

errors are part of learners’ interlanguage, the type of a language between the native 

and target language which learners have learned at a particular stage of their language 

development. Moreover, learner errors play an important role in both language 
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teaching and learning. In teaching, learner errors can inform teachers how far students 

have progressed towards their goals (Corder, 1983). Based on the kinds of errors 

which students make, teachers can decide what language points should be taught. For 

learners, error-making is a tool which they can use to learn the language and better 

explore it (Chen, 2007).  

 However, those errors occurring in learners’ writing tasks may have the 

detrimental effects for language learners. That is, the errors become the habit and they 

are not easy to correct, thus being called fossilized errors. In order to prevent 

fossilized errors, teachers should find effective ways to work with the errors. For the 

writing teacher, responding to student errors is one of the most difficult tasks 

(Makino, 1993). One way of dealing with errors is by giving feedback to learners, and 

there are a number of ways to give feedback on writing, depending on the kind of 

writing task and the way the teacher wishes to provide the feedback (Harmer, 2001). 

Traditionally, there are two main ways to provide feedback: directly and indirectly. 

Concerning direct feedback, teachers deal with errors by giving the correct 

form of language to students. When learners receive their work, they need only to 

transcribe the teacher’s corrections into their final drafts (Ferris, 2001). The learners 

are not involved in the correction process and do not have any active role in 

correcting their own errors. Consequently, many learners still make the same errors 

again and again even after receiving feedback from their teachers because they are not 

given a chance to explore the language by themselves.  

The alternative technique, which involves the learners more fully in the 

correction process, is called indirect feedback. For this technique, the errors are 

pointed out by the teachers and the students themselves then correct the errors based 

on a system of error codes. Such a correction process can help learners learn the 

language because they can discover the rules themselves and this results in increased 

language performance. According to Lalande (1982), most theorists and researchers 

prefer indirect feedback than direct feedback because it helps promote language 

learning more than direct feedback. However, some students may find it difficult to 

correct their own work because they have insufficient linguistic knowledge. 
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Therefore, the question of how to effectively give feedback to learners is still 

unresolved (Ferris, 2004; Lee, 2004; Paulus, 1999; Lee, 1997).  

Concerning Thai EFL teachers, both types of feedback are used to reduce 

learner errors, but the teachers, nevertheless, have limited success in helping learners 

to acquire English. In relation to direct feedback, which is the most preferred method 

of Thai learners (Bennui, 2008; Kaoropthai, 2007; Onodera, 2004; Wichaya, 2003), 

when teachers give correct answers directly to students, most of them pay little 

attention to the feedback. Mostly, they do not gain any new linguistic knowledge 

because they only transfer the teachers’ corrections to the revised drafts. With indirect 

feedback, most Thai teachers give only symbols that indicate the errors, which 

learners must correct by themselves. Many students cannot correct their work on their 

own because they do not understand the symbols, which mean they cannot use the 

feedback to self-correct their written work. 

As a result, errors produced by Thai EFL learners are usually repetitive, which 

may result in them being fossilized in the learners’ minds in the future. Moreover, the 

traditional feedback method employed by Thai teachers may cause the students to 

ignore the given feedback because they think that error correction is exclusively the 

teachers’ role (Maneekhao, 2001). One effective way to help students learn more from 

teachers’ feedback is to involve students in the correction process as much as 

possible, i.e., by adopting self-correction techniques. According to Todd (2001), self-

correction can promote students’ life-long learning because they discover rules by 

themselves. 

Generally, self-correction refers to a technique which allows learners to 

correct their own errors, which were marked by teachers (Hong, 2004). To achieve 

effective self-correction ability, it is important to note that before leaving learners to 

correct their own writing by themselves, especially those who are not familiar with 

the self-correction technique, teachers should train the learners on how to correct 

errors in order to prevent them from being frustrated by the error-correction task 

(Kavaliauskienė, 2003). One way to do this is to design an exercise for learners to 

practice correcting given errors by themselves. After this, learners will be less likely 

to be overwhelmed by error correction tasks when they self-correct their own writing. 
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Regarding Thai EFL learners, errors found in their writing concern 

grammatical mistakes rather than writing styles or development of ideas 

(Udomyamokkul, 2004). Moreover, some types of grammatical errors may lead to 

misunderstanding of what the students have written. Consequently, teachers’ feedback 

on the grammar is necessary and it also prevents fossilized errors (Ferris, 2004). Two 

approaches which have been used to teach grammar are the deductive approach and 

the inductive approach. The deductive approach in teaching language starts by first 

giving learners’ rules to learn, followed by examples. Students then can practice using 

those rules. Conversely, the inductive approach starts with examples and the learners 

are asked to discover the underlying rules. Regarding the benefits of the deductive and 

inductive approaches, some researchers believe that because the deductive method is 

teacher-led (Fischer, 1979), learners might not accurately apply the rules they learn 

when they use the language on their own. This could be because they may not 

completely understand concepts in the target language. Moreover, the deductive 

approach emphasizes the rules more than their meanings, and learners thus take a 

passive role in the learning process (Shaffer, 1985). 

The inductive approach, on the other hand, is more learner-centered. Because 

the learners discover the rules themselves, they form a better understanding of the 

grammatical rules that they have induced from the sentences or texts (Brown, 1990). 

The cognitive depth required by this exercise leads to longer and better retention of 

the knowledge. The process of learning may also be more interesting for learners 

because it involves discovery (Fischer, 1979), they feel more important, they are less 

passive, and they do not become bored so easily during the lesson. Therefore, the 

inductive technique can greatly increase learners’ motivation, make them more 

attentive and more actively involved in the learning process, rather than being passive 

recipients.  

Regarding the numerous benefits of the inductive approach, it becomes an 

umbrella term that encompasses a range of instructional methods, including problem 

based learning, project-based learning, and discovery learning. These methods have 

many features in common, besides the fact that they all qualify as inductive. They are 



 

 

5

all learner-centered, that is, the students take greater responsibility for their own 

learning more than in the traditional teacher-based deductive approach. They are all 

supported by research findings saying that students learn by fitting new knowledge 

into existing cognitive structures (Prince & Felder, 2006). Inductive methods can all 

be characterized as constructivist methods in that they build on the widely accepted 

principle that students construct their own versions of knowledge rather than simply 

absorbing versions presented by their teachers.  

The concepts of learner autonomy, self-directed learning, self-access systems 

and independent learning have been increased in popularity in ELT over the last 40 

years (Benson, 2001). All of these concepts are based on a belief that learners are able 

to make independent decisions in learning and they have freedom from external 

constraints.  Hence, the successful autonomous learners should have the ability to 

engage the work independently, to use appropriate learning strategies, both inside and 

outside the classroom. Moreover, the knowledge that they gain from learning should 

help them to reach the goal of learning, which is the ability to use the language in real 

life situations. In addition, the materials used in learning should support them to 

acquire the target language which is the natural language. One component of 

autonomous learning in ELT is using authentic materials in learning.    

Authentic materials are considered important tools in English language 

learning which can help learners to use the language in the real situations effectively 

(Sinclair, 1991). That is, learners can reach the goal of learning to use language 

naturally. Normally, there are many sources providing the authentic materials for EFL 

learners to learn such as audio, visual and printed materials. Recently, there has been 

a popular source which involves the numerous of authentic materials, that is the 

Internet. Nowadays there has been an increasing preference for computer technology 

which serves as authentic sources and a supplementary tool for language teachers. 

Also, learners themselves can use the computer technology to study the authentic 

materials independently, which can promote autonomous learning. 

In the last twenty years, the connection between foreign language education 

and computer technology has grown stronger than was previously the case 

(Matsumura & Hann, 2004). In the globalized world, people are forced to constantly 
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update and upgrade their knowledge using computer technology (Chia, 2007). This 

situation has led to an important approach in education: autonomy in learning. Many 

education systems throughout the world are now focusing on the learners and their 

learning processes. Nowadays, the use of Internet based resources has emerged as a 

new trend in language learning, allowing learners to learn a lot of information outside 

of class by themselves. For this reason, it is necessary to prepare students to become 

autonomous learners. One of the new resources available on the Internet for foreign 

language learning and teaching in the classroom is an on-line corpus. 

Corpus is a vast and organized set of authentic texts of different kinds stored 

and processed mainly on computers. These texts can be from written sources such as 

books, magazines, junk mail, letters, advertisements, business documents, literature, 

academic papers, emails and Internet pages. Corpus can also come from spoken 

language texts. These involve recordings of real talk that have been transcribed word-

for-word. Types of spoken language that can be found in a corpus include everyday 

conversations, phone calls, university classes, television and radio programs, voice 

mails, speeches, and parliamentary debates. To work with these electronic databases, 

a search engine called concordancer is used to search for the corpora outputs. The 

results from concordancer search are called concordances. 

A concordance is an alphabetical list of the occurrences of a key word or 

phrase in context, drawn from a text corpus and showing every contextual occurrence 

of the word or phrase. Over the past couple of decades, computer corpora and 

concordances have become one of the most promising modes in computer-assisted 

language learning, and a great number of corpus-based studies have become well-

known in the field of applied linguistics and language teaching (Boulton, 2008; 

Lewis, 2000; Cobb, 1999; Turnbull & Burston, 1998; Somogyi, 1996; Flowerdew, 

1996). 

Basically, concordances present the words frequency lists in which may assist 

a student’s study of grammar, vocabulary, and discourse, and help the student to 

acquire large amounts of language inductively. Johns (1991) termed this process, 

“Data-Driven Learning” (DDL), a learning process in which students are assisted by 
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authentic language information delivered to them by a search engine in the form of 

concordance lines. DDL changes the traditional roles played by teachers and students 

in the classroom in that the teacher is no longer a central character, but a facilitator, a 

guide, and a supervisor. In turn, the students become more active, autonomous, and 

responsible, since they take on the role of researchers, capable of asking themselves 

questions, analyzing data, and drawing conclusions from the language data presented 

in the concordance lines. 

Due to this wide range of applications, to date there have been several studies 

exploring approaches to integrating concordances into language learning and teaching 

(Sun, 2003). By providing authentic examples of language and showing the frequency 

of use of words, concordances can help users obtain many benefits. For example, 

teachers can present the lists of concordances as examples of real-language use to 

students, and learners can observe the way the language is authentically used in 

different contexts in order to check the meaning, the usage, or the form of the 

language item, as well as word collocations (Levy, 1990).  

 Additionally, some studies were conducted on the efficacy of using in-class 

concordancing in error analysis and in feedback for EFL language teaching (Boulton, 

2008; Gaskell & Cobb, 2004; Sripicharn, 2003; Todd, 2001).When a teacher 

identifies errors in students’ writings, students can analyze their errors and then use a 

concordancer to correct the errors by themselves. In other words, teachers’ feedback, 

in conjunction with materials derived from a concordancer, can greatly assist 

inductive learning. Students can discover rules from the concordances which can 

enhance their language awareness. Learners can use Internet based resources to 

become autonomous in language learning and can play an active role in the actual 

correction process, which can help to foster their life-long learning ability. 

The results from several studies showed that concordances are appropriate 

with only the advanced learners who have sufficient prior linguistic knowledge 

(Conrad, 2005; Ma, 1993) but the results from the study conducted by Boulton (2008) 

showed the incongruent results. He found that his learners at lower levels of language 

ability could also cope with concordances very well and gained significant benefits 

from using concordances. In particular, his learners performed better with this 
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approach than they did when consulting dictionary or learning through traditional 

teaching methods. Hence, it is worthwhile to investigate further whether low 

proficient learners would gain benefits from using concordances. 

As mentioned above, grammatical errors seem to be a serious problem for 

Thai EFL learners and concordances have been found to be one effective solution for 

this problem. Hence, the present study attempted to investigate the effects of using 

concordances on the self-correction ability of low proficiency EFL learners with low 

proficiency and on their long-term retention of grammatical knowledge. The 

grammatical structures which were corrected the most often and the least often, as 

well as the ones which were retained the most and least accurately, were also 

examined in this study. The other objectives of this study were to report and identify 

the processes, general trends, and patterns of strategies used by Thai EFL learners, 

and to better determine how both teachers and students can use concordances most 

effectively. 

 

1.2 Objectives of the Study 

 

 The objectives of this study are summarized as follows: 

 

 1. To investigate learners’ ability to self-correct grammatical errors and retain 

that knowledge by using concordances. 

 2. To examine which types of grammatical errors are corrected, and retained, 

the most often and least often. 

 3. To investigate learners’ ability to induce and apply grammar rules for error- 

correction. 

 4. To explore the processes, general trends, and patterns of strategies used by 

Thai EFL learners, as well as their attitudes towards the new materials, based on the 

use of a concordancer.  
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1.3 Research Questions 

 

1. To what extent are low proficiency EFL learners able to self-correct 

grammatical errors and retain required grammatical rules after using concordances? 

2. Which grammatical errors are corrected and retained most accurately, and 

which least accurately? 

3. Can learners induce rules and apply induced patterns in error-correction? 

4. What are the general strategies used by EFL learners and what are their 

attitudes towards using concordances for error-correction? 

 

1.4 Definition of Terms  

 

1. Corpus (the plural is corpora): A collection or body of texts in electronic 

form, or an authentic electronic database of language, that is available via the Internet 

or software.  

2. A concordancer: A search engine for searching a corpus or corpora. The 

free online concordancer, www.lextutor.ca, was used in this study. 

3. Concordances: The results from a concordancer search, which are 

presented in lines of text illustrating the search word.  

4. Error-correction tasks: Three tasks designed by the researcher containing 

underlined grammatical errors in order to train learners to use concordances for error 

correction. Learners were given the tasks to practice correction before correcting their 

own work. 

5. Self-correction: A process in which the learners used concordances to 

correct grammatical errors in their own written work after the researcher had 

underlined their errors.  

6. Learning processes: subjects’ strategies in operating the concordancer and 

concordance lines to acquire the grammatical rules. 
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1.5 Significance of the Study 

 

It is expected that, as a result of this study, more information on the issue of 

teaching grammar inductively will be obtained. The findings can be applied to Thai 

EFL pedagogical efforts to re-evaluate the way English teachers give feedback on 

grammatical errors to learners. Furthermore, teachers can adapt the use of 

concordances as materials to help them in teaching, especially for learners at low 

levels of proficiency. Last but not least, learners themselves may be encouraged to 

practice and develop their self-correction abilities, a significant goal of language 

learning. Moreover, they can use a concordancer as an aid to become an autonomous 

learner in their future studies. 

 

1.6 Framework of the Study 

  

The conceptual framework of the study was based on the pedagogical 

principle of data driven learning with the aids of concordances as they provide 

grammatical contexts for learners to induce grammatical rules or patterns. The 

learners were assigned to correct their grammatical errors identified by the teacher. 

They then consulted concordances to correct the errors. In doing this, the concept of 

constructivism was applied because the learners constructed their own knowledge of 

grammatical rules, through the frequency of language exposure from concordances.   

 

1.7 Scope and Limitations of the Study 

 

1. As the subjects in this study were at a low proficiency level, and as this was 

the first time they had used concordances, only grammatical errors at the word level 

were examined.  

 2.  Regarding the process of error-correction, the learners corrected the errors 

in a language laboratory during one period of 50 minutes. Therefore, only the five 

most common types of grammatical errors were used in this study. 
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 3. As the research instrument was the learners’ written work which could not 

be controlled the over types of words, styles of writing so corpora could not be limited 

to only any one corpus. The learners could use any corpus that they could find the 

words matched with their word used in the written work.  

4. The study was limited to low profiicency ability Thai EFL learners in grade 

11 in a high school in Hat Yai, Songkhla where the situation and context might differ 

from those with other age groups, proficiency levels, and locations. 

5. With only 37 learners, the subjects of the study did not constitute a large 

group of students. Therefore, the findings were only suggestive rather than 

conclusive. 
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CHAPTER 2 

 

LITERATURE REVIEW 

 
In this chapter, the literature related to the study is reviewed in order to obtain 

a theoretical framework for implementing the concordances in self-correction. The 

review is divided into four main areas: the significance of self-correction, the 

inductive approach in learning grammar, theoretical concepts of constructivism, 

computer technology to promote autonomous language learning, the terminological 

issues about corpus, concordancer and concordances, concepts of data-driven learning 

methods, and research on using concordances for error-correction. 

 

2.1 The significance of self-correction 

 

Learning a foreign language is a gradual process, and while learners are 

acquiring a language, errors are to be expected in all stages of learning (Harmer, 

2001). Errors will not disappear simply because they have been made through a 

learners’ misconception of linguistic knowledge (which can happen due to 

interference from one’s mother tongue or due to developmental reasons), for they are 

part of students’ interlanguage (Hendrickson, 1978). Language learners need guidance 

to help them acquire the correct aspects of language so that they will learn properly. 

However, Lalande (1982) pointed out that language acquisition does not happen 

unless the learner is relaxed and enthusiastic about learning. One problem found with 

EFL learners is that they try to avoid making errors because they have a negative 

opinion of errors (Lee, 2004; Leki, 1991). This fear of making errors prevents learners 

from being receptive and responsive. In order to overcome this fear, it is essential to 

create a friendly and relaxed atmosphere in language classrooms, and apply up to date 

techniques for language acquisition that suit and involve individual learners.  

Another aspect of overcoming fear of producing errors is the way errors are 

treated by teachers. The majority of EFL teachers assume an active role in error 
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rectification, while learners prefer being passive and relying on teachers to point out 

their mistakes (Lee, 2004; Ferris 2004; Ferris, 2001). In the long run, this approach is 

neither efficient nor efficacious, particularly in treating the so-called fossilized errors 

(Ancker, 2000). Thus, the errors keep recurring in learners’ language production. In 

fact, errors are often a sign of learning and they should be viewed positively. Teachers 

have to recognize the well-known fact that learning styles vary from person to person 

and all language learning is based on continual exposure, hypothesizing and the 

testing and reinforcing of the underlying ideas behind a hypothesis. (Bartram & 

Walton, 1991) 

For decades, a range of approaches to error correction in language teaching 

and learning have been used. According to Skinner (1957), uncorrected errors lead to 

fossilisation and therefore it is necessary for teachers to immediately correct errors to 

prevent learners’ errors from being fossilized. Moreover, the technique of error-

correction chosen should provide an opportunity for learners to develop their 

cognitive skills with step-by-step learning. To date, recent trends in English language 

teaching have emphasized the role of learners; that is, the role of teachers should be 

decreased whereas the learners’ role should be maximized (Chen, 2007; Shih, 2007; 

Wu, 2003; Ying & Xu, 2001). Moreover, Ferris (1995) maintained that teachers 

cannot be with learners all the time, so it is necessary to train them in correcting their 

own errors. Similarly, Allwright and Bailey (1991) postulated that the goal of second 

language learning is for learners to be able to correct their own errors. As a result, 

self-correction can be viewed as a crucial part of language learning. 

Basically, the process of self-correction starts from a teachers’ indirect 

feedback, usually in the form of indicating learners’ errors with marked symbols. This 

indication can be performed either by underlining, circling or coding them (T for a 

wrong tense, SP for a wrong spelling, WO for a wrong word order, etc.). Learners will 

hopefully discover the correct patterns and correct their errors by themselves (Lee, 

2004; Harmer, 2001). With this process, learners can raise their awareness of the 

language and achieve autonomous learning, from which they can gain a lot of benefits 

(Ferris, 1995). Moreover, self-correction can promote life-long learning, which is the 

main goal in language education.  
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In the first step of this technique, learners must be given practice in error-

correction of using the designed error-correction tasks. Without this training, learners 

might be overwhelmed or frustrated by task intricacy. Learners’ ability to notice 

errors without teacher aid represents a positive leap forward to achieving conscious 

cognition. Hence, it is to note that in the self-correction process, not only the learners 

play on important role in correction; the teachers must support learners in language 

acquisition by providing the location of errors for learners and encourage them to 

correct their errors by themselves (Maneekhao, 2001). As a result, learners can use the 

information from the teachers in discovering new knowledge to reduce their errors 

and develop their long term learning. Moreover, at the end of a self-correction 

activity, teacher feedback is crucial and must be performed in a certain way to have a 

long-term positive effect on the students’ ability to monitor their own performance 

(Bartram & Walton, 1991).  

There have been several studies conducted to investigate the effects of using 

self-correction for learners, such as the study by Hall (1991). He investigated whether 

self-correction on form helped learners to improve their language skills. His subjects 

were 40 ESL students at Brigham Young University who were divided into two 

groups, with 20 in each group. The subjects were required to compose 10 essays in 

order for the researcher to investigate the progress of the learners’ performance in 

each group. In the experimental group, the subjects received feedback in the form of 

underlined errors, and then were expected to self-correct their own work. The subjects 

in the control group received the direct feedback where the researcher gave the correct 

answers to them. The findings illustrated that the number of errors in the experimental 

group decreased. Moreover, the number of errors found in the post-test (essay 10) of 

the experimental group was significantly less than the number found in the pre-test 

(essay 1) for the experimental group. Hall found that the learners’ self-correction 

efforts helped them to learn the correct form of language so their language skills 

improved. However, his study did not examine long-term accuracy. 

These findings were in agreement with those from a study by Onodera (2007). 

The purpose of her study was to examine the effectiveness of the self-correction feedback 

process on students’ grammatical accuracy in their writing. It also aimed to investigate 
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the reduction of the repetition of the same mistakes. The subjects in her study were 27 

Thai undergraduate English minors. The subjects were divided into two groups: the 

control group (11 students) and the experimental group (16 students). In order to compare 

the progress of both groups, the subjects were required to write 4 essays. The self-

correction feedback process consisted of three steps: teacher feedback, self-correction, 

and revision. This process was tested on the experimental group while the control group 

received direct correction as error feedback. The findings indicated that the self-

correction feedback process helped students improve the grammatical accuracy of their 

writing significantly. Moreover, the self-correction process prevented students from 

repeating the same type of errors. In addition, all students in the experimental group 

stated that the feedback process would probably help them to write correctly in their 

future writings, although most of them preferred direct teacher correction when they had 

to rewrite essays. 

Another interesting issue among the researchers was learners’ preferences 

regarding the process of self-correction. One of the studies by Stapa (2003), who 

conducted research on Iranian learners' perceptions of self-correction and peer-

correction, revealed that most learners preferred to use the method of self-correction 

more than the method of peer-correction. The findings from his questionnaire 

illustrated that majority (64%) of the subjects were against peer-correction. As far as 

self-correction was concerned, the majority of the learners reported that the method of 

self-correction helped them to remember the rules more than the method of peer-

correction.  

These findings were incongruent with findings by Lee (2004). She conducted 

research to focus on L2 writing teachers’ perceptions and practices, as well as 

students’ beliefs and attitudes regarding error feedback in secondary writing 

classroom in Hong Kong. The data were gathered from three main sources: a teacher 

survey comprising a questionnaire and follow-up interviews, a teacher error- 

correction task, and a student survey made up of a questionnaire and follow-up 

interviews. The results revealed that both teachers and students preferred 

comprehensive error feedback, that the teachers used a limited range of error feedback 

strategies, and that only about half of the teacher corrections of student errors were 

accurate. The study also showed that the students were reliant on teachers in error 
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correction, and that the teachers were not very aware of the long-term significance of 

error feedback. Lee asserted that it is very important for EFL teachers to change their 

students’ beliefs by giving students the opportunity to take responsibility in correcting 

their own works. Moreover, teachers should use reliable references to help them 

correctly the learners’ errors. This can prevent the negative effects of incorrect teacher 

corrections.  

In 2003, Chandler conducted research to examine the long-term learning of 16 

undergraduate students, and their preferences regarding self-correction. She compared 

four types of feedback: direct correction, underlining with description, description 

only, and underlining only. She found that both direct correction and simple 

underlining for self-correction were more effective for reducing long-term errors than 

describing the type of error to the students. She also noted that direct correction 

worked best for helping the students produce accurate revisions. There was no 

significant difference found between direct correction and underlining of errors. The 

survey results indicated that students preferred direct correction because it was 

considered the fastest and easiest way for them to revise their grammatical errors. 

However, students felt that they learned more from self-correction when the errors 

were underlined. Although both Chandler’s study and Lee’s study made distinctions 

between different types of errors, neither addressed the effect of feedback on the 

specific types of errors. 

The findings of Chandler’s study were in agreement with the study conducted 

by Makino (1993), who examined the most effective way of giving grammatical 

feedback for self-correction purposes to 72 advanced learners. He conducted an 

experiment on three types of feedback situations, when no feedback was provided, 

when the grammatical errors were marked and when the location of errors were 

underlined. No explanation on errors was given. The learners in his study were 

divided into three groups and received these three types of feedback on their written 

works. After receiving the feedback, the learners had to self-correct their own work 

by using each type of feedback. The findings showed that the subjects could 

successfully self-correct their work only when they received the underlined feedback. 

Based on this result, he suggested two benefits to self-correction. First, learners’ 
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awareness of grammar may be increased when the learners have an opportunity to 

review their own errors. Second, this method may enable learners to utilize their own 

linguistic competence because they can use their target language knowledge in 

correcting their own errors. 

A recent study by Liu (2008) investigated the ability of 12 university ESL 

students to self-edit their writing using two feedback situations: direct correction with 

the correct form provided by the teacher, and indirect correction only indicating that 

an error exists. The students were randomly divided into one control and one 

experimental group. Data were collected from two drafts of their first essay and the 

first draft of their second essay. The results showed that both types of feedback helped 

students self-edit their texts. Although direct feedback reduced students’ errors in the 

text for which it was given, it did not improve students’ accuracy in different papers. 

Indirect feedback helped the students reduce morphological errors more than semantic 

errors. The survey results showed that students had a strong preference for the 

underlining with description method for self-correction. Overall results implied that 

providing corrective feedback on students’ writing is not an efficient way to improve 

students’ accuracy in writing. Some techniques which provide the opportunity for 

students to learn and construct their own knowledge are necessary for those students’ 

to improve their language skills. 

To sum up, even though the results from several studies indicated that most of 

students preferred direct feedback from their teachers, self-correction is necessary for 

teachers to use to push them to reach the goal of life-long learning. The self-

correction technique is an effective way to foster students’ motivation for self-

development and provide the opportunity for them to learn by constructing their own 

knowledge, leading to life-long learning. Moreover, using self-correction techniques 

with students can also help to raise their grammatical awareness and increase their 

grammatical accuracy. Furthermore, the findings from the aforementioned studies 

indicated that giving indirect feedback by underlying errors was an effective way for 

students to self-correct their work. That is, students could use the underlined errors to 

discover the correct patterns by themselves. However, the materials or the tools that 

learners consult should provide correct, clear, and sufficient information for learners 
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to independently acquire the linguistic knowledge necessary to construct their own 

knowledge. One effective method for learning grammar involves students observing 

grammatical rules from given examples and then generalizing rules by themselves. 

This is the inductive method. 

 

2.2 Inductive Approach in Teaching Grammatical Rules 

 

The accepted teaching paradigms in second language teaching, such as the 

direct method, the audio-lingual method, and the communicative language teaching 

method, have contributed multiple grammar-teaching approaches to the body of 

knowledge that ESL, EFL, and EIL teachers draw from. Among these approaches, the 

Grammar-Translation Method emphasizes deduction in the learning process. On the 

other hand, the representative of the inductive approach is the Direct Method (Wang, 

2002; Todd, 2001). The Grammar-Translation method is a method in which the rules 

are first given to learners and then the teachers provide exercises for them to complete 

as the production step. This is completely opposite to the Direct Method, in which a 

number of examples are presented to the students, who must then discover the rules 

by themselves. Thus, the grammar is learnt inductively through the observation of the 

given examples.  

These two approaches were both controversial throughout the nineteenth and 

twentieth centuries (Shih, 2008; Takimoto, 2005; Xia, 2005; Erlam, 2003; Wang, 

2002; Nagata, 1997). However, currently the inductive approach seems to be more 

accepted among researchers as an effective approach to teach language, as it 

represents a more modern style of teaching in which new grammatical structures or 

rules are presented to students in a real language context (Prince & Felder, 2006; Xia, 

2005; Takimoto; 2005; Wang, 2002; Nagata, 1997). This approach encourages the 

students to develop their own mental set of strategies for dealing with tasks. In other 

words, this approach attempts to highlight grammatical rules implicitly so that the 

learners are encouraged to conclude what the rules are. Students can obtain a lot of 

benefits from this learning method. Under the inductive method, students are more 

active in the learning process, rather than simply being passive recipients. If they are 
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trained to be familiar with rule discovery; it could enhance their learning autonomy 

and self-reliance (Prince & Felder, 2006). 

The inductive method can be particularly effective with low level learners. It 

allows such students to focus on use, not on complex rules and terminology. The 

teachers can exploit authentic materials from a wide range of sources to present the 

target language (Thornbury, 1999). The rules and structures students discover are 

often more valid, relevant, and authentic than those used in the deductive approach, as 

they are drawn from authentic use of English. The action of discovery helps learners 

to remember because the acquisition process allows the students to connect with the 

language, then construct rules and apply them to new contexts (Wang, 2002).  

There have been numerous studies which illustrated the effectiveness of the 

inductive approach, such as a study by Herron & Tomasello (1992). They examined 

the effects of inductive and deductive approaches in the teaching of beginning level 

French grammatical rules. Twenty-six American college students were the subjects 

who received the treatment. They learned 10 French grammatical rules via the two 

approaches—five through inductive teaching and five through deductive teaching. In 

the inductive instruction, learners had to divine the grammatical rules from the 

contextualized oral drills given. In the deductive instruction, the teachers started by 

explained the rules; after that the learners used the new patterns in the oral drills. 

Then, a fill-in-the-blank post-test was immediately given to all learners, and a week 

later, a delayed post-test was administered to evaluate the subjects’ retention. The 

results from inductive instruction were superior to the deductive results on both the 

immediate test and the delayed test. The inductive method helped the learners to 

memorize the grammatical rules better than the deductive method did. 

Shih (2008) also conducted the research to explore the effects of the inductive 

approach, in contrast to the conventional deductive approach, on the teaching of 

English relative clauses. Student proficiency, and gender, and task complexity, were 

also examined. Two intact classes of 70 eighth graders were randomly assigned to an 

inductive or deductive group. A test was administered right after the respective 

grammar instruction. The important results were as follows: there was no significant 

difference between the inductive and deductive groups, the inductive approach and 
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deductive approach resulted in equivalent results in English grammar learning, and 

significant proficiency-by-treatment interaction was found. That is, high achievers, in 

particular, benefited more from the inductive approach than from the deductive one. 

Furthermore, the results showed that gender and task complexity did not affect the 

effectiveness of either the inductive and deductive instruction. The findings 

demonstrated that the inductive approach was as effective as the conventional 

deductive approach in teaching English grammar. They further showed that 

grammatical learning via rote memory was not always helpful. In contrast, the 

inductive approach was found to create a more meaningful learning context through 

the self-discovery of rules that it involves. Thinking promotes learner autonomy and 

brings about deeper learning.    

 Similarly, Wang (2002) studied the effectiveness of the inductive approach 

and deductive approach on the learning of collocations by using a concordancer. She 

also investigated other factors influencing the learning outcomes such as language 

proficiency, aptitude, and the difficulties of the grammar patterns used.  The subjects 

consisted of 81 second-year students from a senior high school in Taiwan who were 

divided into two groups: the inductive group and the deductive group. Both the groups 

were taught how to use concordances for error-correction, but using the respective 

approaches. The subjects in the inductive group had to search for concordances and 

then formulate the rules and apply the rules in error-correction. The subjects in the 

deductive group were required to consult the rules provided and then use these rules 

for error-correction.  The results illustrated that the inductive group improved was 

better than the deductive group in their performance in collocation learning. 

Regarding the difficulty of patterns, it was found that the inductive group performed 

significantly better with easy collocation patterns while there was no significant 

differences between the inductive and deductive groups with the difficult patterns. 

The results demonstrated that using concordancer to teach grammatical collocation 

patterns can enhance the effectiveness of the learning outcomes.    

To conclude, inductive learning is the process of discovering general 

principles from information. In a language classroom, the inductive approach involves 

getting learners to discover rules and how they are applied by looking at examples. 



 

 

21

 

The role of the teacher is to provide the language the learners need to discover the 

rules, to guide them in discovery if necessary, and then to provide more opportunities 

to practice. The inductive approach is often thought of as a more modern way of 

teaching than the deductive approach, as the inductive approach involves discovery 

techniques during the acquisition process. Moreover, it often exploits authentic 

material in which the focus is on usage rather than rules. The biggest advantage of this 

method is that inductive activity supports students in constructing their own 

knowledge to apply in their own contexts, which is the foundation of constructivism 

theory. 

 

2.3 Theoretical Concepts of Constructivism  

 

 The constructivist model of teaching and learning, based primarily on 

cognitive psychology, has become a major component of education since the 1980s 

(Escandon, 2002). The basic constructivist concept in learning lies in the fact that 

learners discover or construct their own knowledge from the learning process. The 

basic assumptions of constructivism are that learners build up their new knowledge 

using knowledge they already know and their processes of learning are active rather 

than passive (Fang, 2009; O’Dwyer, 2006; Driscoll, 2000). 

The development of constructivism in learning originated in the work of two 

early 20th century educational psychologists who tried to explain how knowledge is 

acquired and what happens inside the human brain (Cholewinski, 2009, para. 1). 

Primarily, the constructivist paradigm is made up of two major foundation; cognitive 

constructivism (Burner, 1996 & Piaget, 1973, cited in Ryder, 2010) and social 

constructivism (Vygotsky, 1978 & Dewey, 1916, cited in Cholewinski, 2009). These 

constructivist principles are based on the similar concepts in that learners could learn 

actively and construct new knowledge from their prior knowledge. Piaget (1973, cited 

in Ryder, 2010) maintained that humans cannot immediately understand and employ 

given information, but they have to construct their own knowledge through their own 

experiences. In other words, their own experiences help them to form schemata or 

mental models in their heads. That is, when people receive new information, they then 
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modify the knowledge they already know to include the new information into their 

existing knowledge. The new knowledge will be combined into the existing mental 

structure if it makes sense to the previous structure. In contrast, if the knowledge is 

very different from the structure, it will not be combined into the structure. People 

may not be able to acquire new information if they do not understand or they are 

forced to do so (Piaget, 2001). 

Following Piaget’s theory of learning, many researchers have been 

successfully integrating his cognitive constructivism concept into the education. One 

of them is Bruner (1996, cited in Ryder, 2010) who has tried to connect the 

development of cognitive theory to classroom learning. His idea has influenced 

educational studies and practice since its development in the early 1960s 

(Cholewinski, 2009, para. 6). One of his most well-known dictums is that teachers 

should give the opportunity for learners to discover knowledge by themselves 

(Williams & Burden, 1997). He further suggested that the topics used in teaching 

should relate learners’ understanding in a meaningful way to a coherent knowledge of 

the world. In other words, teachers should encourage learners to become active in the 

learning process by using authentic materials. 

Regarding social constructivism, Vygotsky (1962, cited in Llano, 1993), 

emphasized the social context of learning; he believed in the importance of the socio-

cultural context in which learning takes place and how the context has an impact on 

what is learned. The interaction with people, including other learners and teachers, is 

the basic principle   of social constructivism. He suggested that constructivist theory 

be incorporated into the curriculum, and advocate that teachers create environments in 

which children can construct their own understandings. Constructivist activities can 

foster critical thinking and create active and motivated students who will be 

autonomous and inquisitive thinkers.  

Much like Vygotsky, the American psychologist and philosopher, Dewey 

(1916, cited in Cholewinsski, 2009) postulated that successful learning processes are 

based on active experience in which the experiences of the environment affect the 

learners’ processes in learning. As for using social constructivism in the classroom, he 

recommended adapting the problem-solving method to many subject areas to 
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encourage learners’ cognitive development. Dewey further suggested that selected 

problems should be derived from learners’ problems or interests in order to be easily 

grasped by learners and help them in learning.  

To sum up, cognitive constructivism adopted in education refers to the active 

process of learning in which learners use their own experience to integrate with the 

new information in order to discover new knowledge. Moreover, to motivate learners, 

materials used in teaching should be authentic so as to encourage learners motivation 

in learning. Regarding the social constructivist concept in learning, social interaction 

plays a fundamental role in learners’ development of cognition which is limited to 

their ZPD. Moreover, problem solving strategies should be used with learners and the 

chosen problems should be from learners’ real life problems in order to help them in 

learning. Table 2.3 concludes the aforementioned two theories. 

 

Table 2.3: Summary matrix of constructivist theories (Cholewinski, 2009, para.4) 
Concepts Cognitive Constructivism Social Constructivism 

Principle Theorists Piaget, Bruner Vygotsky, Dewey 

Concept of 
Knowledge 

• Knowledge is actively 
constructed 
by individuals through 
a series of internal intellectual 
stages or steps. 

• Knowledge is a product of 
social interaction (authentic 
tasks in meaningful, realistic 
settings). 

Concept of 
Learning 

• Learning is an ongoing effort 
to adapt to the environment 
through assimilation and 
accommodation. 
• Emphasis on identifying 
prerequisite 
relationships of content. 

• Understandings are created by 
‘assembling’ knowledge from 
diverse sources appropriate to 
the problem at hand. 
• Learners build personal, 
situation- 
specific interpretations 
of the world based on 
experiences 
and interactions, with 
the potential for development 
limited to the ZPD. 

Instructional 
Strategies 

• Links to prior knowledge 
• Explanations, demonstrations, 
examples 
• Schema Theory 
• Outlining & Concept Mapping 
• Generative Learning 
• Repetition 
• Interactivity 
• Corrective feedback 

• Modeling 
• Problem-based learning 
• Scaffolding 
• Coaching 
• Collaborative learning 
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According to Biggs (1996), to use constructivist instructions in the classroom, 

teachers should follow variations of the following principles for effective instruction: 

1. Content and experiences which are familiar to the students should be given 

to the students at the beginning of the study so that they can make connections with 

their existing knowledge structures. New material should use authentic language 

presented in the context of its intended real-world applications and its relationship to 

other areas of knowledge, rather than be taught separately and out of context. 

2. Material should be presented suitably and should match with the level of the 

students, in accordance with Vygotsky’s terminology. That is, students should not be 

forced outside their zones of proximal development, which are the regions between 

what they are capable of doing independently and what they have the potential to do 

under adult guidance or in collaboration with more capable peers. They should also be 

directed to continually revisit critical concepts, improving their cognitive models with 

each visit.  

3. Instruction should provide opportunities for students to take responsibility 

for their own learning in order to practice becoming independent learners. The goal 

should be to wean the students away from dependence on instructors as primary 

sources of required information, as this will help them to become self- learners. 

In using constructivism in the classroom, it is important to note that the 

instructions used should take the level of the students into account and use the step-

by-step method of learning, in which students start with tasks that they are familiar 

with and then build their knowledge by themselves. Moreover, providing activities for 

students to work in small groups can also support the students in constructing their 

own knowledge.  

Based on the effect principles for instructions so far reviewed, the researcher 

used both principles of cognitive constructivism and social constructivism in the 

present study to focus on providing an opportunity for the learners to construct their 

own knowledge by observing authentic information. Then, they were expected to use 

their own knowledge to correct the grammatical rules, which were the real problems 

found in their writing. The level of grammatical rules employed was not overly 
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complicated, given the level of the learners. The learners were trained to use the tools 

before they were allowed to use them individually.      

In summary, it is very important to note that constructivism is not a particular 

pedagogical method. In fact, constructivism is a theory in which learners construct 

new understandings by combining what they already know and the new knowledge. It 

can not describe how learning happens, regardless of whether learners are using their 

experiences to understand a lecture or following the instructions for building a model 

airplane. Moreover, in this theory, learners are active rather than passive in that they 

take responsibility in their own learning. However, constructivism is often associated 

with one of pedagogical approaches that promote active learning, or learning by 

doing. In these, students play an active role and take charge of their own learning, 

which is called autonomous learning.  

 

2.4 Computer technology to promote autonomous language learning 

 

 In this century, computer technology has played an important role in language 

learning and teaching (Matsumura & Hann, 2004). Given the rapid changes occurring 

in this globalised world, most people have developed their technological skills in 

order to stay up to date (Chia, 2007). In language education, computer technology is 

viewed as a modern tool which can provide valuable language knowledge to learners. 

This phenomenon has lead to a new trend in language learning: autonomous learning. 

 Given its enormous value in long-term learning and self-study, autonomous 

language learning is accepted among ESL, EFL, and EIL teachers to promote the 

student learning process. Autonomy in language learning is the process under which 

learners acquire language knowledge by themselves. According to Sinclair (2000), the 

process of autonomy learning involves a willingness on the part of the learners to take 

responsibility for their own learning, both inside and outside the classroom. 

Furthermore, according to Benson (2007), autonomy is the capacity to take control 

over one’s own learning, and is beneficial to learning in the long-term. It can be 

assumed that autonomy is one goal of education. However, to promote autonomy in 

learning, teachers should attempt to foster autonomy in-day-to-day classroom 
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practices in order to support learners to reach the goal of autonomous learning (Jarvis, 

2002). 

 According to Benson (2001) proposes six approaches to encourage learners to 

reach this goal: resource-based, technology-based, learner-based, classroom-based, 

curriculum-based, and teacher-based approaches.  

1. Resource-based approaches: The focus is on learners’ independent interaction 

with learning resources. The approaches offer learners the opportunity to 

develop their skills through the processes of experimentation and discovery 

2. Technology-based approaches: The development of autonomy through the use 

of technologies to access resources.  

3. Learner-based approaches: the approaches with the emphasis on the direct 

production of behavioural and psychological changes in learners. 

4. Classroom-based approaches: the approaches which emphasize learner control 

over the planning and evaluation of learning in the classroom. 

5. Curriculum-based approaches: the approaches in which learners can control 

the curriculum. 

6. Teacher-based approaches: the focus is on the role of the teacher and the 

teacher’s education in the practice of fostering autonomy among learners. 

 

Figure 1 shows how the six approaches should be employed in order to encourage 

learners’ autonomy. 
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Figure 1: Autonomy in language learning and related areas of practice (Benson, 2001) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Benson (2001) further suggests that, in practice, the approaches are often 

combined but this depends on how teachers use these methods in their teaching. In 

some cases, teachers may use only one approach to develop learners’ autonomy. In 

this study, the concept of learner autonomy was encouraged through the use of 

technology-based approaches because the learners had the opportunity to develop 

their autonomous learning by using new learning technology. 

According to Motteram (1997), technologies have a long association with 

education. Many technologies are used in ESL, EFL, and EIL classrooms such as 

audio tapes, video tapes, and CD-ROMs. Recently, computer and the Internet have 

played important roles in language learning. Learners can use the Internet as a source 

for learning, as it can enhance their language achievement by providing authentic 
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information to learn from (Chia, 2007).  Authentic materials are very important tools 

which are useful for transferring real language knowledge to learners. In this decade, 

using the authentic materials in ELT is accepted among ESL, EFL, and EIL teachers 

because authentic texts draw language learners into the communicative world of the 

target language community and because the development of autonomy entails 

interaction between language learning and language use. Moreover, language learners 

can learn independently via Internet resources and the knowledge derived from this 

self-study can help them to become the lifelong learners, which is the main goal of 

language learning (Jarvis, 2004). 

Currently, there are a number of experimental technology-based learning 

projects underway which incorporate learner-produced video, e-mail language 

advising, informational CD-ROMs, computer-enhanced interactive videos and 

computer simulations (Motteram, 1997). Recently, one interesting tool has become 

particularly popular among researchers and teachers. This tool is called a 

concordancer, it provides numerous benefits for learners which help them learn and 

acquire knowledge inductively and become independent in language learning. 

 

2.5. Corpus, Concordancer, and Concordances 

 

 Within the last 10 years, there has been an increasing frequency of the use of 

corpora in language education (Lewis, 2000; Turnbull & Burston, 1998; Tribble, 

1997; Somogyi, 1996; Flowerdew, 1993; Stevens, 1991). At the earlier stage of its 

arrival in ELT, corpora were used to adapt and develop the syllabi, curricula, and 

materials for the target language classes. Later, many teachers used them as linguistic 

resources to develop their knowledge and adapted the information to serve as 

authentic input in their classes. Lately, corpora have been used not only for the 

preparation stage of teaching, but also as a source for students’ language learning 

(Supatranont, 2005). Learners can use corpora to access authentic materials and self-

discover language points. This learning approach is called Data-Driven Learning 

(DDL). In it, learners’ individually use the raw data which shows the frequency of 

words to observe a linguistic point of the language, such as word, phrase, meaning or 
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grammatical rule (Sripicharn, 2003). The knowledge received from the concordances 

is driven by the data contained in the corpora. 

 To use this authentic information in ELT, the corpus, concordancer and 

concordances must be used together. The corpus is the database, the concordancer is 

the program for searching for words and phrases to be learnt, and the concordances 

are the lists of the particular words and phrases in the context. 

 

2.5.1 A Corpus  

 

A corpus (corpora for plural), is a collection of real language use, both spoken 

and written, by native speakers. According to Yoon & Hirvela (2004), written corpora 

may be from newspapers, business letters, books, magazines, etc…. Spoken corpora 

can be from any formal or informal conversations, radio, movies, etc. Corpora can be 

based on simple and brief texts on a narrow topic or can run into the millions of 

words. They may consist of whole texts or collections of whole texts, or they may 

consist of continuous text samples taken from whole texts, or even collections of 

citations. Users can access corpora via the Internet or with software (Supatranont, 

2005). Corpora can be composed of unformatted text made up of individual words. 

Alternatively, they can be tagged by grammatical function or other functions. Simple 

searches can be done to count the frequency of different words and structures. 

There are many corpora available, and these have been designed from a 

variety of text types. People can use free online corpora or can buy commercial 

corpora software. Each corpus is a different size, depending on the texts compiled and 

its purposes. Normally, each corpus is designed to be as big as possible to contain the 

most data (Supatranont, 2005). Although a large number of corpora are available at 

present, some users do not obtain the corpora that serve their specific needs. To help 

serve the particular purposes, the researchers, material developers, teachers, or even 

students may need to compile their own corpora. Before compiling a corpus, they 

should clearly set the objectives of the study and take particular considerations to 

assure the quality of the corpus. The quality of the representativeness of the entries in 
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relation to the target language as well as the size of the corpus should be utmost 

importance (Leech 1991). 

Normally, most corpora are intentionally designed to be as large as possible, 

although in some cases, the most important criterion is not the size. For specific 

purpose-constructed corpora in language learning, it is not always necessary for the 

corpora to be as big as the general purpose ones. In such specific corpora, a large size 

is less important because the sufficiency of the corpus depends on its objective 

application. Teachers and learners have rather different objectives from professional 

linguists, so in some cases a small corpus with less systematic analyses may still be 

adequate (Coniam, 1997; Hong, 1995). Using an enormous corpus may be too large 

for practicing students to use. According to Hadley (2001) small specialized corpora 

are useful for drawing attention to specific uses of words or phrases which occur 

repeatedly in particular contexts. However, only larger and more general corpora have 

the ability to illustrate how language is used in a broader, less specialized context and 

in particular how  it is used by speakers of varying linguistic knowledge and ability. 

Nevertheless, Hadley suggests that analyzing language derived from a small 

specialized corpora can generally allow learners and teachers to understand the 

context in which a particular word or phrase is used within a broader linguistic 

background and many researchers agree that small corpora are adequate for most 

needs providing there are enough occurrences of the language of interest in the 

corpora to provide sufficient concordance lines featuring it. Aston (2001) 

recommends the use of relatively small, specialized corpora for language learning, 

ranging from 2,000 to 1,000,000 running words. Some of these involve corpora of 

newspaper articles, transcribed speeches, academic writings, and classified 

advertisements. 

Corpora are available, but to use them, users have to use a concordancer as a 

search engine to find information on the word or phrase they are concerned about. 

After this search, the concordance lists will display the results from the word search. 
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2.5.2 A Concordancer and Concordances 

 

The program which offers the searching and analyzing of corpora is called a 

concordancer, and the output it provides is the concordances themselves (Stevens, 

1995). Users enter a target word or phrase to get information on how it is used in 

speech and writing. Occurrences of the target word or phrase in speech and writing 

are then displayed on the computer screen. The concordances can be viewed in 

several formats, the most popular being the Keyword in Context (KWIC) format. In 

this format, the keyword of the word search occurs in context in the middle of the 

concordance lines. Moreover, the frequency of the words to the right and left of the 

keyword is also displayed. 

 

Figure 2: The Lextutor Concordancer when Searching for the Word “avoid” 
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Figure 3: KWIC concordances for “avoid” 

 

 
 

Figure 4: The Right Collocation of the Word “avoid” 

 

Right collocates for 

'avoid' 

 

A 2 and 1 any 1 anything 1 

As 1 bad 1 binding 1 cracking 1 

Disgrace 1 disruption 1 eye 1 Falling 1 

Fine 1 headaches 1 it 3 mentioning 1 

Musing 1 nicked 1 observing 1 passing 1 

Puncturing 1 suspicion 1 the 10 These 2 

This 1 those 1 too 1 treating 1 

Where 1       
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There are numerous advantages to using concordances in English language 

teaching and learning. Sinclair (1991) emphasizes three main advantages of using 

concordances: to discover collocations, semantics, and pragmatics. Therefore, in the 

classroom, a teacher can adopt the use of concordances as authentic materials to aid in 

teaching grammatical rules. Concordances can also enable learners in their 

autonomous learning efforts. For example, with a large number of examples of word 

use in context, learners can find the answers to their questions by themselves. 

Furthermore, they can learn how to spell the word, and how to use the word in 

context. They can also observe the collocations and induce the grammatical rules 

(Cobb, 1997). Consequently, there has been the increasing popularity of corpora and 

concordance use in English language teaching.  

There are four main reasons why the corpora and concordances are used for 

language learners (O’Sullivan & Chamber, 2006). Firstly, corpora and concordances 

are acceptable tools in constructivist methodology because they allow learners to 

interact with a huge number of authentic, sorted language examples. This has caused a 

shift from the learner as a passive recipient of language forms to an active and 

creative language user who works with concordances in an effort to construct his or 

her own knowledge of the target language (Murphy, 2000; Skrinda, 2004). 

Secondly, as O’Sullivan & Chamber (2006) pointed out, corpus consultation is 

well suited to methods emphasizing process-oriented instruction in which inductive 

learning is used. Learners can use corpora and concordances as resources and 

instruments to construct their own knowledge by inducing rules or patterns from 

concordance outputs while developing their cognitive and metacognitive processes. 

Thirdly, corpora and concordances support the development of learner autonomy by 

giving learners the opportunity to gain control over the learning process as they 

independently discover the forms and patterns of language. In this way, concordances 

are linked to discovery learning (Robinson, 1994) and improved language awareness 

among students (Wichmann, 1995). 

Finally, corpora contain authentic language and constitute an important source 

of actual examples of grammar, and language information found in dictionaries and 

course book compilations. It is currently believed that learners must study real 
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instances of language (Sinclair, 1991); therefore, corpora are an excellent tool for 

English language learning. 

   In addition to other alternative teaching paradigms, there is a growing interest 

in using inductive learning by involving corpora and concordances in language 

teaching (Todd, 2001). Wang (2001) further points out that by observing multiple 

examples of language use, students can inductively learn both the grammatical 

patterns involved and the real use of language in context. In language teaching 

involving concordances, the output shown by a concordancer can be used to help 

students learn inductively, as this tool presents a large number of examples to the 

learners and helps them to induce patterns. Thus, concordances can help learners to 

raise their self-awareness independently. In other words, the students can learn 

without the teachers by using the output data. This is called “Data Driven Learning” 

(DDL). 

 

2.5.3 Data Driven Learning: A Learning Approach 

 

With the introduction of Computer Assisted Language Leaning (CALL), 

including computerized corpora, new trends have developed regarding the teaching of 

grammatical rules. One of these trends is called the concordance-based method. In 

this method, students have to analyze language by studying structures and patterns 

contained in digital databases (O’ Keefee, McCarthy, & Carter, 2007). Students can 

use a concordancer to search for a target word or phrase in the large bodies of texts, 

corpora. Then, the outputs, called concordances, are presented for them. This is a list 

of concordance lines which contain the search word or phrase in each sentence, called 

the Key Word In Context (KWIC). In this format, students can observe the words to 

the left and the right of the key word in order to inductively induce grammatical 

patterns. From this process, students can also identify collocations, words that are 

most often used together, from the key word in the samples sentences (Koosha & 

Jafarpour, 2004).  

Johns (1991) termed the innovative approach of using concordance materials 

to inductively discover rules “Data Driven Learning.” According to Sripicharn (2000), 
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DDL refers to the methodological framework of the approach, whereas classroom 

concordancing refers to the practical aspect of the approach. Thus, these two terms are 

used interchangeably in his study. Similarly, in this paper, these terms are mostly used 

interchangeably. In DDL approach, language learners are the research workers whose 

learning process is aided by access to authentic linguistic data (Koosha & Jafarpour, 

2004; Sripicharn, 2002). According to O’Keefee, McCarthy, & Carter (2007), the 

DDL approach refers to the inductive process of learning involving students’ ability to 

observe patterns in the target language and to construct and use that language. 

Furthermore, Chamber & Kelly (2002) point out that the pedagogical context of DDL 

involves the constructivist theories of learning, the communicative approach to 

language teaching, and the developments within the area of learner autonomy. These 

indicate that DDL helps learners to learn independently, which is the goal of life-long 

learning. 

In the same vein, Hadley (2002) claims that DDL is the pedagogic continuum 

from product to process in teaching grammar. Product approaches refer to approaches 

in which grammatical rules are carefully presented as specific aspects of the language 

to students, whereas process approaches encourage creativity and self-discovery by 

students as they experiment with a language. Under the DDL approach, which 

involves the advantages of the product approach, specific aspects of language are 

presented to students by multiple exposures within context. At the same time, DDL 

involves the process approach, as it promotes creativity and self-discovery in learning 

(Koosha & Jafarpour, 2004). Thus, the DDL approach contains the strengths of both 

the product and process approaches when it comes to teaching grammar successfully. 
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Figure 5: A Pedagogic Continuum from Product to Process Grammar Learning  

     Through DDL, by Hadley (2002) 
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Moreover, in the view of grammar learning, the DDL approach suggests that 

the process of grammar learning should primarily involve consciousness-raising 

activities, rather than the teaching of grammatical rules. According to Macedo (1999), 

consciousness raising (CR) is a deliberate attempt to draw the learners’ attention 

specifically to the formal properties of the target language. Thus, DDL learners are 

not considered as the recipients of knowledge, but rather as researchers studying the 

regularity of a language. They use the method of “research-then-theory” in studying 

grammar. The language learners start with a question, and then come to their 

conclusions after analyzing concordance outputs (Tribble & Jones, 1990). The roles 

of the teachers change from being instructors to being guides and assistants to help the 

learners research the knowledge and raise their own consciousness of grammatical 

patterns. Thus, the students can use their prior knowledge together with the newly 

presented data to construct the grammatical patterns by themselves. This is currently a 

popular approach in ELT. 

  Although the DDL approach offers a huge set of advantages, careful 

consideration must be taken before using it with students. Lewis (2000) indicates that 

students may feel bombarded if presented with a large number of instances. Hence, 

teachers, who play important roles, should first teach them how to induce patterns 

    Pedagogic Continuum 
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from concordances, and should use small corpora in the beginning. This is a good way 

to familiarize learners with the vast raw data that is available. The other caution in 

using DDL regards the age when learners should first begin learning autonomously. 

According to Johns (1991), most of the use of corpora in the English language 

teaching classroom involved students at the university level because they had 

sufficient English background knowledge to work with concordances independently. 

However, there have been several studies conducted on this topic involving students 

in secondary schools, and the results indicated that some secondary students, 

especially high-proficiency students, successfully used concordances in leaning 

(Conrad, 2005). Furthermore, the findings from many research studies have shown 

that most high-proficiency students were successful in using concordances (Yoon & 

Hirvelar, 2004; Sun, 2003; Wang, 2002; Stevens, 1995). The results indicated that 

concordances are more appropriate for students at a high-proficiency level than for 

those at a low-proficiency level. However, a recent study by Boulton (2008) showed 

that low proficiency students could be successful in using concordances in their 

learning. Thus, the ability of low-proficiency students to use concordances is one 

interesting issue which should be investigated further. 

 

2.5.4 Preparing Learners to Deal with Concordances 

 

Concerning the use of concordances in the ELT classroom, students have to be 

given a tutorial lesson on how to deal with concordances before using them (Turnbull 

& Burston, 1998; Stevens, 1995). According to Turnbull & Burston (1998), this pre-

training on using concordances is necessary for students before allowing them to work 

with concordances independently. They suggested that the training on using 

concordances should include the following processes: 

1. The objective of the concordance work should be explained to the 

students. 

2. Teachers should demonstrate how to work with a concordancer using a 

keyword search. 
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3. Teachers should give learners suggestions on how to select appropriate 

concordances which provide the data necessary for investigation of 

particular aspects of language usage. 

4. Suggestions on how to induce underlying patterns and rules from 

concordances and how to apply those rules in context should be given to 

students. 

5. Teachers should provide tasks for students to practice dealing with 

concordances. 

In this study, before the subjects were allowed to work with the concordances 

independently, they were trained in how to deal with the functions of the 

concordancer and use the concordance outputs for self-correction. The tutorial lessons 

followed Turnbull & Burston’s (1998) step-by-step recommendations. According to 

Starfield (2004), when training students to deal with concordances, teachers should 

use both paper-based and computer-based materials in their lessons. Utilizing paper-

based concordance handouts is a good technique for training students, especially those 

who are not comfortable with computers (Johns, 1994). This training can help them to 

prepare themselves before having to deal with concordances independently. 

Moreover, it is convenient for teachers who have to teach a large group of students. 

These handouts are easy to provide to even a large number of students in a class 

(Cobb, 1999). However, this paper-based approach is primarily teacher-led.  

Computer-based concordance learning techniques, on the other hand, are more 

learner-centered. Students can access more data and try to use different strategies by 

themselves in order to find appropriate methods to become successful users.  

 

2.5.5 Using Concordances and Data-Driven Learning in Error-Correction 

 

 Due to the aforementioned benefits of using concordances in language 

learning and teaching, concordances should definitely be used in the process of 

student self-correction. That is, when teachers give indirect feedback to learners by 

pointing out the location of their grammar errors, the concordance lists can serve as a 

source for learners to discover correct patterns. Moreover, the teachers can adapt the 
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concordances to serve as feedback for students in both inductive and deductive ways. 

In the inductive feedback method, learners have to discover underlying patterns from 

the lists of concordances, while in the deductive feedback method, learners can use 

the concordances to serve as real-world examples of the rules given by the teachers. 

Then, learners under both methods must correct their own errors. 

 Nagata (1997) conducted experimental research to investigate the effect of 

using inductive and deductive feedback produced by BANZAI, a computer parser. 

Thirty American college students were randomly assigned into two groups (the 

inductive feedback group and the deductive feedback group) to learn four Japanese 

particles. For deductive learners, rule-based feedback was provided, whereas the 

inductive group received feedback in the form of examples. A fill-in-the-blank post-

test was administered two days after the instruction. A retention test was given three 

weeks and five days later. The results showed that the deductive group performed 

better on both the post-test and the retention test. The complexity of Japanese particles 

may be the reason why the students in the deductive group significantly outperformed 

their peers in the inductive group. As mentioned before, the deductive method was 

considered suitable for teaching difficult grammar. 

 Wang (2001) conducted experimental research on inductive and deductive 

methods of teaching collocations via the use of concordances. Eighty-one high school 

students in Taiwan were recruited in this study, divided about equally between the 

deductive and inductive groups. In the inductive group, learners were asked to search 

for sentences containing the target collocation in the concordancer. Then, they had to 

induce the underlying grammatical rules by using the concordances. The deductive 

learners were given the collocation patterns first and then worked on the same 

exercise. The results indicated that the inductive group significantly outperformed the 

deductive group. As for the difficulty level of the collocation patterns in this study, it 

was found that the inductive group could more easily learn the simple patterns, while 

the deductive group was more successful in learning the complex patterns. Hence, the 

conclusion was that induction is a more appropriate method for teaching simple 

grammatical patterns. 
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 Todd (2001) conducted self-correction research via the use of inductive 

learning. Twenty-five postgraduate Thai students served as the subjects of the study. 

After receiving indirect feedback from the teachers, these learners were asked to use 

the FAST search to find ten examples for each of the two error words. Then, they 

wrote out the induced pattern and corrected their own work. The results indicated that 

there was a strong correlation between the ability to induce patterns and the ability to 

self-correct. The number of parts of speech that individual words belong to seems to 

be one factor that affects the ability of learners to induce grammatical rules. 

 Gaskell & Cobb (2004) conducted a study to investigate the ability of lower-

intermediate L2 writers to use concordances to self-correct their own writing. The 

subjects of the study were twenty adult Chinese EFL learners. They had to correct ten 

categories of errors in their ten essays by inducing the rules from concordances. The 

results showed that the majority of the subjects could correct their own errors when 

these errors were linked to concordances provided by the researchers at the initial 

stage. However, later on, when they had to search for concordances on their own to 

correct their errors, they were less successful. The participants did feel that their 

English writing skills had improved, though. However, it was found that there was no 

decrease in the number of their errors. The researchers thought that this was probably 

because the subjects produced long and complicated sentences with many errors, so 

this made it hard for them to correct their own errors independently. 

 Furthermore, Sun (2003) conducted a case study research project to explore 

the strategies and learning processes that learners used when working with 

concordances. The subjects consisted of three advanced Taiwanese EFL college 

students. A web-based concordancer was used to assist the participants while they 

worked on a proofreading activity and attempted to correct their own errors. Think-

aloud protocol was used to collect their data. The results showed that the subjects 

were successful in using concordances. Moreover, the findings indicated that the 

following four factors influenced the students’ learning process and the strategies 

these employed: prior knowledge, cognitive skills, teacher intervention, and 

concordancer skills. 
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 Yoon and Hirvela (2004) also conducted a study to discover how intermediate 

and advanced ESL students deal with concordances and how these students feel about 

using them in L2 writing. The study showed that, overall, the students thought that 

concordances were useful for the development of their L2 writing skills and that they 

gained more confidence in their L2 writing. Most of the subjects used cognitive skills 

in working with concordances, and most reported no problems while working with 

them. 

 The results of the aforementioned studies led to this experimental study being 

conceived and conducted. This study sought to investigate the effects of using 

concordances on the self-correction ability of low proficiency Thai EFL learners. In 

this study, the grammatical errors which were corrected and retained the most often 

and the least often by the students were examined, as was the learners’ ability to 

induce patterns and apply rules. The processes and strategies that the low proficiency 

learners employed, and their attitudes towards using concordances, were also 

explored. The next chapter presents the research methodology and the design of the 

materials used to promote the use of concordances for self-correction. 
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CHAPTER 3 

 

RESEARCH METHODOLOGY 

 
This study investigated the effects of using concordances on low proficiency 

Thai EFL learners in grade 11 at a high school in Hat Yai, Songkhla, with particular 

attention paid to their self-correction ability. This chapter describes the research 

methodology of the study. The chapter begins with details on the subjects, the 

research instruments, and the data collection instruments. Finally, the procedures of 

data collection and data analysis are presented.   

 

3.1 Subjects of the Study 

 

 For the purpose of convenience, one class of 37 Thai EFL students studying in 

grade 11 at a private high school in southern Thailand, called Thidanukhro School, 

was chosen to participate in this study. All participants were females, and had studied 

English for an average of eleven years. Generally, their English proficiency was in the 

low proficiency level, as reflected by their mean English score (59.32%) from their 

Fundamental English course in semester 2, 2008. It can be said that all of the students 

had sufficient computer literacy; most of them used the Internet for e-mailing, 

chatting online, or consulting online dictionaries. Although they were familiar with 

using the Internet, none of them knew about language corpora and concordances.  

 

3.2 Instruments 

 

 Both research instruments and data collection instruments were used to obtain 

information for this study. 
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 3.2.1 Research Instruments 

 

To carry out the study, the subjects took the course “English Foundation 3,” 

for four periods per week—three periods with their regular English teacher and one 

period with the researcher. The research instruments employed in this study were the 

learners’ written work, the lesson plans, and the online concordancer. 

 

3.2.1.1 A Picture Prompt Writing Exercise (Appendix A) 

In this study, the subjects were given a picture prompt-writing exercise, in 

which they had to write a story based on a picture. The researcher and her supervisor 

chose a picture prompt from “Composition through Pictures” by Heaton (1966), with 

consideration for the difficulty of vocabulary that the learners would use, the length of 

the stories they would write, and the variety and types of grammatical patterns they 

would use to compose their stories.  

Before using the picture prompts with the learners in the main study, a pilot 

study was conducted with a group of twenty grade 11 EFL learners with similar 

language proficiency at another high school in Hat Yai. The main purpose of the pilot 

study was to determine the suitability of the selected series of picture prompts 

regarding the content and time allocated for writing. The test time was 50 minutes. 

The students were allowed to use dictionaries, grammar books, or ask their friends 

while writing. The results of the pilot study showed that the students were able to 

compose stories from the pictures within the time allotted to them. Consequently, this 

picture prompt exercise was used in the main study and the time for it was kept at 50 

minutes. 

There were six pictures in the prompt series and each picture was built up 

around one particular theme. The key words and difficult words were also provided in 

the list to prevent the problem of dealing with unknown words. After the learners 

composed the story, all 37 pieces of the learners’ written work were checked by three 

experienced EFL teachers. Then, only grammatical errors at the word level were 

considered. The errors were classified into each category of grammar based on Na-

ngam (2005) taxonomy (Appendix B), which included useful sub-types of misuse, 
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omission, wrong form, and unnecessary insertion of English structure. Thus, the 

identified errors consisted of 12 main grammatical types at the word level. Then, 

some types of grammatical errors were chosen for future exercises, based on the 

frequency of their misusage and their ease of serving as search items on the 

concordancer. The following table shows the types of grammatical errors found in the 

learners’ written work in this study. 

 

Table 3.2.1.1: The Errors Found in the Learners’ Written Work 

 

No. Types of Grammatical Errors Number of Errors 

1 Articles 134 

2 Verbs 99 

3 Subject-verb agreement 87 

4 Prepositions  70 

5 Nouns 50 

6 Spelling 29 

7 Infinitive/Gerund 21 

8 There is/ There are 18 

9 Pronouns 17 

10 Word order 10 

11 Capital letters 9 

12 Adjectives/ adverbs 6 

  

Table 3.2.1.1 shows the most frequent types of errors that were identified, 

based on their frequencies of occurrence. The five most common types of 

grammatical errors involved articles, verbs, subject-verb agreement, prepositions, and 

nouns, respectively.  All five of these types of grammatical errors could be identified 

using concordances. Thus, in this study, only these five types of grammatical errors 

were presented to the students and used for searching for concordances. 
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3.2.1.2 Lesson plans (Appendix C) 

 The overall lesson plan was divided into four lessons, which were planned to 

be taught over seven periods. However, during the training period, the researcher 

found that the learners still had problems in using the concordancer and reading 

concordances. Thus, the training in this study was extended to 12 periods of 50 

minutes each. The lesson plans were justified topic-by-topic, as follows.  

 

Lesson 1: Revision of Parts of Speech (1 period) 

 The first lesson in this study was a revision of the parts of speech. The 

researcher reviewed the parts of speech in English with the students. The objective of 

this lesson was to ensure that the learners had sufficient background knowledge to 

identify each part of speech. The focus of the teaching in this lesson was on getting 

the learners to understand that some words can function as more than one part of 

speech. The researcher provided exercises in which the learners had to identify the 

parts of speech of each underlined word in the given sentences. This was to help them 

recognize the parts of speech in the English language and their functions in sentences. 

Moreover, the activity also familiarized the learners with inducing grammatical rules.  

 

Lesson 2: How to Use the Concordancer (3 periods) 

 The aim of lesson two was to introduce the concordancer, which was named 

“The Compleat Lexical Tutor,” to the learners. They learned about the concept of a 

concordancer and the benefits that they could obtain from using a concordancer, such 

as learning grammar and collocations, verifying a word’s spelling, and understanding 

how a word is used in a sentence. Then, they learned how to operate the functions of 

the concordancer and use the program to search for concordances for the target words. 

Learners were given handouts on the procedures of how to work with the 

concordancer, how to search for single words and groups of words (associated words), 

and how to extract the concordance lines. The researcher demonstrated the processes 

of working with the functions of the concordancer. Learners then tried to work with 

the concordancer on their computers by following the researcher’s step-by-step 
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instructions. After they learned to work with the program’s functions, they were given 

exercises to practice using the concordancer. 

 

    Lesson 3: How to Induce Grammatical Rules from Concordances  

                 (3 periods) 

The next important step of training was for the students to learn how to 

induce rules from the concordance. The concordance printouts were used as exercises 

for learners to practice inducing grammar rules by using parts-of-speech knowledge in 

the process of pattern induction. Firstly, the researcher explained how to induce the 

grammatical rules, which involved observing how the target words were used in the 

lines and looking at the words before and after the target word in each line. Secondly, 

learners practiced inducing rules from the given concordance exercise handouts. 

Then, learners, together with the researcher, worked with the concordancer by using 

the word search from the given exercises to search for the concordances. From the 

exercises, the learners could practice inducing rules from the varieties of concordance 

lines that they found. Thus, in this lesson, learners were taught how to solve problems 

which they might face in the self-correction process. 

  

Lesson 4: Using concordances for error-correction (5 periods) 

 The last lesson in training the learners to deal with concordances was on 

practicing using concordances for error-correction. This lesson aimed to train the 

learners to use concordances for error-correction before applying this process to self-

correction. In this process, the learners were given exercises to practice. Each exercise 

consisted of five common grammatical errors which were underlined by the 

researcher. The learners had to use the underlined words to search for concordance 

lines and then induce the rules necessary to correct the errors. During the first step, 

the learners, together with the researcher, searched for concordances and chose the 

best lines to induce rules for error-correction. Then, the learners used the 

concordancer independently for error-correction. During this practice, the researcher 

observed the problems and difficulties which the learners faced, and helped them 

when they asked any questions.  
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Table 3.2.1.2: Summary of Lesson Plans and Purposes 

 

 

 

 

 

 

 

 

 

 

 

 

 

3.2.1.3 The Concordancer 

 A concordancer is a program used to search for concordance lines. In fact, 

there are many concordancers, both as stand-alone software and on the Internet, but in 

this study, “The Compleat Lexical Tutor” online concordancer was used as the 

instrument for searching for concordances. The learners accessed “The Compleat 

Lexical Tutor” on the Internet, http://www.lextutor.ca/concordancers/concord_e.html. 

The Lextutor concordancer was designed by Tom Cobb, University du Québec à 

Montréal, Canada. This concordancer is user-friendly and suitable for beginners who 

have no experience with this type of program. It has the basic functions of a general 

concordancer in that it shows word frequency lists, searches for words and 

collocations, sorts outputs, displays KWIC concordances, displays source texts, and 

manipulates outputs. 

This concordancer contains 22 corpora for users to search, including Brown 

Corpus (The Brown University Standard Corpus of Present-Day American English), 

BNC (British National Corpus), and The Call of the Wild Corpus by Niall Ó 

Domhnaill. Each corpus is a different size and was colleted from different text types. 

Text extracts in each corpus come from written sources, such as books, magazines, 

Lessons Purposes 

 
- Lesson 1: Revision of parts of  
   speech 

 
To review the parts of speech in the English language, 
and their functions. 

- Lesson 2: Getting to know the 
   concordancer & receiving   
   instruction on how to use the  
   concordancer 

To teach and demonstrate to learners how to use the 
concordancer and how to select the concordance lines to 
learn grammatical rules. 

- Lesson 3: How to induce    
  grammatical rules from  
  concordances 

To practice using the concordancer and to teach learners 
how to induce grammatical rules from the search results. 

- Lesson 4: Using concordances for   
  error-correction 

To teach learners how to induce rules from 
concordances to correct errors in the given sentences. 
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junk mail, letters, advertisements, business documents, literature, academic papers, 

emails, and Internet pages. Some corpora include spoken language texts. These 

involve recordings of real speaking that have been transcribed word-for-word. Types 

of speech situations in each corpus include everyday conversations, phone calls, 

university lectures, television and radio programs, voice mails, speeches, and 

parliamentary debates. 

 

Table 3.2.1.3: Available Corpora in “The Compleat Lexical Tutor”  

 

No. Corpora Size Language and Design 

1. Brown  

 

1million words mostly American print sources,  books, newspapers, 

magazines 
2. BNC Written 

 

over 1 million words from the British National Corpus, books, newspapers, 

magazines 
3. BNC Spoken nearly 1 million words from the British National Corpus, but from speech 

sources in text form 
4. All of the above about 4 million words from the three sources above 

5. Brown + BNC Written 2+ million words, British and American print sources 

6. NEW 1k Graded Corpus 530,000 words from British graded readers that use only the 1000 most 

common words.  
7. NEW 2k Graded Corpus 920,000 words from British graded readers that use only the 2000 most 

common words.  

8. BNC Law over 2 million words taken from legal writing 

9. BNC Medicine  1.4 million words taken from medical writing, mostly journals 

10. 2000 list corpus 240,000 words from writings that stay within the 2000 most common 

11. Univ. Word List 550,000 words from readers that focus on the University Word List 

12. TV Corpus Marlise:  

 

 transcripts from television shows, collected by Marlise 

Horst 
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No. Corpora Size Language and Design 

13. Focus on Vocabulary 

 

82,300 words from the “Focus on Vocabulary” series 

14. Call of the Wild  with 24,000 words the Jack London novel 

15. Learner (Student)  150,000 words taken from a corpus of student writing. 

16. Learner (Teacher) 61,000 words from material written by teachers for learners 

17. JPU Learner 300,000 words from English essays and research papers by Hungarian 

18. Sheridan Book 1 108,000 words from the first novel in a series 

19. Sheridan Book 2 

 

128,000 words from the second novel in a series 

20. Sheridan Book 3 147,000 words from the third novel in a series 

 

There are four main reasons why this concordancer was selected for this study. 

Firstly, it is a free online program and easy to manage. Secondly, it provides the 

original extract and full context of key words or phrases with a simple click of the 

mouse. Most importantly as in the experimental process, the learners had to present 

the examples from their concordance searches, this concordancer made it easy for the 

learners to extract concordance lines by ticking the little box in front of each line. This 

produces a page with the chosen line. The last advantage was that this concordancer 

provided a link to the Cambridge Online Dictionary. According to Cobb (1999), who 

designed the Lextutor concordancer, the Cambridge Online Dictionary is provided for 

students to consult when they want to check parts of speech, meanings, or word 

spellings. It is a very important tool when students work with the concordancer 

independently. According to Johns (2000) and Sinclair (1999), working with 

concordances makes learners truly autonomous and responsible for their own 

learning, so the materials provided should facilitate learners in learning 

independently. Thus, in this study, when learners had any problems in dealing with 

concordances, they could consult the dictionary by themselves.  
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Figure 6: The Compleat Lexical Tutor  Concordancer 

 

 
 

Figure 7: The Box to Extract the Chosen Concordance Lines  
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Figure 8: The Link to Cambridge Online Dictionary 

 

 
 

3.2.2 Data Collection instruments 

In this study, five data collection instruments—the learners’ error-correction 

tasks, the self-correction test, the error-correction test, the teacher observations, and 

the stimulated recall interviews—were used to gather data. Each of them is explained 

below. 

 

3.2.2.1 The Three Ongoing Tasks of Error-Correction  

(Appendix D-F) 

 These tasks were used to train the learners on how to use concordances for 

error-correction. All of the students corrected the same errors; this meant that all 

learners worked with grammatical rules of the same level of difficulty. The three tasks 

of error correction were designed by the researcher and were examined by the three 
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experienced EFL experts. Each task contained a total of five common types of 

grammatical errors: errors involving articles, verbs, subject-verb agreement, 

prepositions, and nouns. Learners had to work with the concordance lines to discover 

the correct grammatical rules, which they then applied to the error-correction tasks.  

 

3.2.2.2 Self-Correction Test (Appendix G) 

 The test of self-correction involved the learners’ writing, based on the picture 

prompts given on the first day. The researcher had underlined the five most common 

types of grammatical errors in the learners’ written work without any grammar rules 

or codes. Each learner’s number of errors in the test varied depending on their writing, 

with an average of 11.89 errors per learner. In this study, the learners’ self-correction 

was used as the post-test. The purpose of the test was to measure the learners’ ability 

to use concordances for self-correction independently after they were trained in how 

to work with concordances for error-correction. Also, the grammatical structures 

which were most and least successfully corrected were investigated. 

 

3.2.2.3 Error-Correction Test (Appendix H) 

The error-correction test was designed and used as a retention test in order to 

investigate which grammatical rules the learners could retain most accurately and 

least accurately. The test was written by the researcher. It was a story composed by 

the researcher, which was similar in context to the stories on the post-test and on the 

ongoing tasks. It contained ten errors: three verb errors, two noun errors, two errors 

on articles, two errors on prepositions, and one on subject-verb agreement. All of the 

errors were underlined, and the students had to correct the errors without using 

concordances, dictionaries or any other books. The test was approved by three English 

teachers.  

 

3.2.2.4 Teacher’s Observation Notes  

The teacher’s observation notes were aimed at recording the learners’ 

processes and attitudes while working with the concordances during the error-

correction tasks. The overall observation included detailed notes and an observation 
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checklist form used by the teacher. The key observation points included learners’ 

feelings, their participation, their ability to work with the concordancer and 

concordance lines, and their difficulties and problems. The duration of the observation 

was fours weeks, which was the time that the students worked with the three ongoing 

tasks and the post-test. 

 

3.2.2.5 The Stimulated Recall Interviews  

The stimulated recall interviews were conducted to obtain in-depth 

information on how the learners work with the concordancer and concordances. A 

group of questions was set up as the interview framework and these questions were 

examined by the experts. The interviews were aimed at eliciting learners’ information 

in the following areas: computer concordancing skills used, self-observed 

concordance skills, reflection on learners’ prior knowledge, and attitudes and 

opinions. The interviews were conducted in Thai in order to obtain as much 

information as possible without any language barriers. The sessions took 

approximately 10-20 minutes per interviewee. The 15 guideline questions used are 

presented as follows. 

 

Guideline Questions for the stimulated recall interviews 

1. How did you correct the errors in your writing tasks? 

2. Why did/didn’t you use the concordances to correct the errors? 

3. How did you use the concordances to correct the errors? 

4. When you read the concordances, which parts did you look at first? 

5. Did you work with the concordances by yourself? 

6. Which corpora did you use most? Why? 

7. Did you have any problems when using the concordances? If yes, what were 

they? 

8. Do you think concordances are useful for your English learning? Why? 

9. Do you think working with the concordances helps you to induce the rules 

more easily than usual? Why? 
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10. How did you make decisions in choosing the concordance lines to use to 

induce the rules and correct the errors? 

11. When there were a lot of concordances lines that appeared on the screen after 

you searched for a word, what did you do? 

12. Suppose that we are going to correct this sentence. “It was first time for him to 

visit the zoo.”  Could you please tell me how to use concordances to correct it? 

13. Did you use concordances for other purposes? If yes, how did you use them? 

14. Will you continue using concordances in your studies? If yes, how will you 

use them? 

15. Do you have any comments or suggestions about using the concordances? 

 

3.3 Data Collection Procedure 

 

The study was carried out over 18 weeks with one class of students at a 

secondary school in Hat Yai, Songkhla, Thailand. The researcher conducted the 

treatment and taught the subjects herself.  Each week, the learners studied with the 

researcher one day, for one period of 50 minutes. The overall research procedure 

consisted of the following three phases: (1) the introductory phase, (2) the 

experimental process, and (3) the post-experimental process. 

  

(1) Introductory Phase 

 

At the beginning of the study, the subjects were told that all the results of the 

tests would not affect their grades at school. Next, they were given the picture prompt 

writing task and they were asked to compose the story in one period (50 minutes). 

During the period, they could consult the dictionary or ask their friends for help. 

Then, the researcher checked their written work in order to obtain their five most 

common grammatical errors. In the second week, the study began with a tutorial for 

the learners on how to use the concordancer and they received practice in working 

with concordances. The learners were trained 12 periods of 50 minutes each using the 

following sequence: (1) parts of speech review, (2) how to use the concordancer, (3) 
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instruction on how to induce grammatical rules from concordances, and (4) 

instruction on how to use concordances for error-correction. The tutorial was 

conducted over 12 weeks (weeks 2-13). 

 

(2) The Experimental Process 

 

 (2.1) Administering three ongoing tasks of error-correction 

During weeks 14-16, the learners were given three ongoing tasks of error-

correction. Learners were required to use the underlined word errors to search for the 

overall grammatical rules, and induce the patterns by using concordances. They were 

asked to correct the errors using the induced rules from the concordance lines. Then, 

they had to send the e-mail of their tasks to the researcher. The researcher observed 

the learning process and took notes while they worked with the concordancer and 

concordances between weeks 14-16. 

 

Figure 9: The Example of the Three Tasks of Error-Correction 

Task 1  

 Last summer my sister and I went to the park together. (1.) In early morning we 

prepared some food for the picnic. Our mother helped us to make some sandwiches for 

our lunch. We put the sandwiches and the flask into the picnic basket. Our mother told us 

the directions to the park. We left home and said goodbye to our mother. The park is not 

(2.)  far to our house so we decided to walk there. When we reached the park, we tried to 

find the place to sit. There are many trees in the park so we decided to sit in the shade 

under the trees. The air in the park is fresh and there are (3.) many beautiful flower 

which we had never seen before. While (4.)we was watching the flowers, we heard some 

noise. It was a kitten. We looked for the kitten and found that it was in a tree. My sister 

and I climbed up the tree to take it down. (5.) The kitten hungry because it cried loudly. 

My sister and I gave it some sandwiches. The kitten ate quickly. We looked at the kitten 

and felt very happy that we could help it. We thought that when we went back home, we 

would tell our mother. She would be happy too. 
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Figure 10: The Processes of Error-Correction in the Ongoing Tasks 
 
 
 
 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Then, in week 17, the post-test was administered to the learners, which 

involved their own written work from the first week. 

 

(2.2) Administering the post-test for self-correction 

The post-test was administered immediately after the treatment, and took place 

in week 17. On the post-test, the learners had to correct their own work individually 

by using concordances within one period of 50 minutes. They had to follow the same 

Worked with the 
concordancer to search 
for the concordances 

Observed concordance 
outputs and analyzed the 
target aspect of each line 

Chose the target 
concordance lines for 
error-correction by 
ticking the little box   

Applied the induced rules 
to correct the errors and 
e-mail the self-corrected 
work to the researcher 

Induced the underlying 
rules from the chosen 
concordances  

Copied the extract lines 
into Microsoft Word 
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steps as shown in Figure 3.4.2. During this week, the researcher also took notes while 

the learners worked with the concordancer and concordances. 

 

(3) The Post-Experimental Process 

 

 (3.1) Conducting the stimulated recall interviews 

One week after the completion of the experiment, the researcher carried out 

the stimulated recall interviews with each student. Principally, questions used during 

the interviews were from the guided questions, as shown in 3.3.4, although some extra 

questions arose when the researcher observed the learners while they were working 

with the concordancer and concordances. The time spent on the interviews with each 

subject depended on their performance during their error-correction and self-

correction, but came out to approximately 10-20 minutes for each participant. The 

interviews were administered using a one-on-one format so the learners could express 

their ideas freely without fear of being compared with others. 

 

 (3.2) Administering the retention-test 

The retention test was administered six weeks after the interview sessions. Six 

weeks was considered appropriate because the researcher wanted to ensure that 

enough time had elapsed since the students had started practicing. The learners were 

required to use their retained grammatical rules to correct ten items of five categories 

of grammar within one period of 50 minutes.  
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3.4 Data Analysis and Statistical Procedures 

 

 To appropriately answer the research questions, the following statistical 

techniques were used in analyzing the data from this study: 

 

3.4.1 Scoring 

 

In order to investigate whether the learners could use concordances for self-

correction, the data on the extracted concordances, pattern induction, and rule 

application were used to analyze the error-correction tasks and the post-test, and the 

Table 3.3: Summary of the Data Collection Procedure 

Data Collection Time 
(50 minutes/period)  

Instruments 

1. Introductory Phase 
- Writing a story         Week 1 The picture prompt writing 

- Lesson 1: Revision of parts of speech          Week  2 
(1 period) 

Lesson plan and teaching materials 

- Lesson 2: Get to know concordancer & 
Instruction on how to use concordancer 

Weeks 3-5 
(3 periods) 

 
Lesson plan and teaching materials 

- Lesson 3: How to induce  grammatical rules 
from concordances 

Weeks  6-8 
(3 periods) 

 
Lesson plan and teaching materials 

- Lesson 4: Using concordances for error-   
correction 

Weeks 9-13  
( 5 periods) 

 
Lesson plan and teaching materials 

2. The experimental process 

- error-correction 

 

Weeks 14-16 

 
Three ongoing tasks of error-correction 

- Post-test 

(self-correction of their own work ) 

 

Weeks 17 

 
Learners’ written work 

- Teacher’s observation Weeks 14-17 Teacher’s observation notes 

3. The post-experimental process 

-  The interviews 

 

         Week 18 

Guided Questions for the semi-structured 

interviews 
 

- The retention test 

Six weeks after 

weeks 18 

 

Error-correction test containing 5 types of errors 

 



 

 

59

correction rules from the retention test were analyzed. The approaches used in the 

analysis are described below. 

1. Pattern induction was checked in order to examine whether each induced 

pattern matched the chosen concordances. If the pattern was from at least one line of 

the chosen concordances, the learner received one point for inducing the correct rule. 

If it did not match any line, the learner received zero points. 

2. The rule application for error-correction was analyzed by the researcher to 

investigate whether the learners could use the rules to correct the errors in their 

writing. If the learner could correct the underlined error, the learner received one 

point for the ability to apply the rules for error correction. If the learner applied 

correctly induced rules to correct an underlined error, but the self-corrected word was 

incorrect, he or she received zero points for his or her ability to apply the rules. 

3. For the ability of self-correction, if the learner could correct an underlined 

error, he or she received one point for the ability of error-correction. 

All self-corrected words were checked by three experienced teachers who 

were English native-speakers, in order to ensure reliability.  

 

3.4.2 Data Analysis Procedures 

 

To answer all research questions, the data obtained from the error-correction 

tasks, the post-test, and the retention test were calculated using the SPSS/PC 

(Statistical Package for the Social Sciences/Personal Computer) program. The data 

obtained from the interviews were analyzed qualitatively by categorizing and 

quantifying it using frequencies and percentages to analyze the strategies the subjects 

employed for error-correction by using concordances. 
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Research Question 1: To what extent are low proficiency EFL learners able to self- 

  correct grammatical errors and retain required grammatical   

  rules after using concordances? 

 

 In order to answer Research Question I, the error-correction tasks, the post-

test, and the retention test were all scored. One point was allotted for a corrected 

sentence and zero points for an incorrect sentence. Percentages and mean scores on 

the post-test and the retention-test were calculated to identify learner gains in 

grammatical rules. A paired sample t-test was utilized in order to determine 

significant differences between the mean scores on the post and retention tests.  

 

Research Question 2: Which grammatical errors are corrected and retained most    

                                     accurately, and which least accurately? 

 

 The corrected errors were classified into five categories: nouns, verbs, articles, 

prepositions, and subject-verb agreement. Percentages and mean scores on the post-

test and the retention-test were calculated to identify the errors corrected and retained 

the most and least accurately. A paired sample t-test was utilized in order to determine 

significant differences between the mean scores on the post and retention tests for 

each grammatical rule category.  

 

Research Question 3: Can learners induce rules and apply induced patterns in error- 

    correction? 

 

 In order to answer Research Question 3, the pattern induction and the rules 

application from the error-correction tasks and the post-test were scored. One point 

was given for induced patterns which matched the chosen concordance lines. One 

point was also given for correct rule application. The results were classified into five 

types of grammatical errors.  

 

 



 

 

61

Research Question 4: What are the general strategies used by EFL learners and what   

are their attitudes towards using concordances for error-             

correction? 

 

The data obtained from the stimulated recall interviews and the teacher’s 

observation notes were analyzed qualitatively by categorizing and quantifying the 

data using frequencies and percentages to provide support for answering Research 

Question 4. The data were analyzed to determine the most frequent strategies 

employed by learners when working with the concordancer and concordances. The 

data on learners’ problems and difficulties, and the data on learners’ preferences for 

using concordances, were also analyzed.  

 

 

 

 

  

 

 

 

 



  62 

CHAPTER 4 

 

FINDINGS AND DISCUSSION 

 
This chapter presents the data derived from the results of the study in order to 

answer the research questions addressed in Chapter 1. Principally, the focal point for 

data presentation and interpretation is the degree of success in using on-line 

concordances for error-correction, the strategies used and the attitudes toward using 

concordances. The main findings were divided into the following sections for 

reporting purposes: 

 

4.1 Learners’ ability to self-correct grammatical errors and retain the knowledge 

4.2 Types of grammatical errors that were successfully corrected most and least  

       accurately, and retention of the grammar principles 

4.3 Learners’ ability to induce and apply grammar rules for error-correction 

4.4 Learners’ strategies and attitudes towards using concordances 

4.5 Conclusions and discussion 

 

4.1 Learners’ Ability to Self-Correct Grammatical Errors and Retain the    

      Knowledge 

  

 To answer the first research question as to how effectively can low proficiency 

learners could self correct and retain the grammatical rules after using concordances, 

the researcher analyzed the mean scores and the percentages of the number of 

grammatical errors that were corrected in the three ongoing tasks, and the post-test. 

The degree of students’ retention of the grammatical rules after six weeks was also 

analyzed. The results of the learners’ self correcting ability are presented below: 

 
 
 
 
 



 
 

   

63 
 
 
Table 4.1.1: Number of Errors Corrected by Learners in the Three Ongoing   

                     Tasks  

 

No. of students Tasks No. of grammatical 
errors 

No. of errors 
successfully 

corrected ( X ) 

Percentage of 
errors successfully 

corrected 

N=37 

Task 1 5 4 80% 

Task 2 5 4.027 80.54% 

Task 3 5 3.95 78.92% 

Total 15 11.97 79.82% 

  

As shown in Table 4.1.1, it was found that the overall percentage of the 

grammatical errors corrected was 79.82%. In Task 1, 80% of the grammatical errors 

were corrected, whereas 80.54% were corrected in Task 2 and 78.92% were corrected 

in Task 3. These indicated that the learners had the ability to work with concordances 

independently to carry out the correcting errors tasks designed by the researcher.  

 
Table 4.1.2: Number of Errors Corrected and Mean Difference between the   

                     Post-Test and the Retention Test 

 
 

Test No. of 
 grammatical 

errors 

Mean 
( X ) 

SD Mean Difference 
 

t Sig. (2-tailed) 

Post-test 11.89** 64.34 20.65 
10.01 2.021 .05** 

Retention test 10 54.32 18.79 

* The number of errors in the self-corrections of each student was different depending on their writing. 
** Significant at 0.05 level. 

 
With respect to the data in Table 4.1.2, it was found that, on average, the mean 

score of the errors corrected in the post-test was 64.34%, whereas 54.32% of all target 

grammatical patterns were retained six weeks later. According to the data in the table, 

the difference between the means of errors corrected in the post-test and the retention 

test was 2.021.When the two sets of scores were compared, it was found that they 
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were significantly different (t=2.021, p< 0.05). The results indicate that after six 

weeks of learning by using concordances, the learners could retain only a half of all 

grammatical rules.  

 

Figure 11: Overall Error-Correction Ability 

 

0%

20%

40%

60%

80%

100%

Percentage of error corrected 80% 80.54% 78.92% 64.34% 54.32%

Task 1 Task 2 Task 3 Post-test Retention 
test

 
 

 With respect to the findings of the first research question, which examined the 

EFL learners’ self-correction ability after using concordances, the data demonstrated 

that the learners could perform better in the ongoing tasks than the post-test and the 

retention test. During the training period, it was seen that about eighty percent of the 

grammatical errors were successfully corrected. About sixty four percent of all 

learners’ grammatical errors were successfully corrected in the post-test. The findings 

thus indicated that the learners’ ability in self-correction decreased. In addition, about 

fifty-four percent of grammatical errors were corrected successfully without using the 

concordances six weeks after the post-test. That is, the students retained significantly 

fewer correct grammatical patterns six weeks after the post-test. Therefore, it shows a 

trend in the loss of grammatical knowledge. 
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4.2 Types of grammatical errors that were successfully corrected most and least  

      accurately, and retention of the grammar principles 

 

In order to answer the second research question, the types of grammatical rules 

which were successfully corrected and retained the most and the least accurately, were 

looked at and percentages of each type of error that could be corrected from the three 

tasks, the post-test, and retention test were analyzed. The numbers of each type of 

grammatical error that could be corrected from the post-test and retention test were 

then compared using paired-sample t-tests to determine the differences between the 

learners’ ability in self-correction and in retention. The results are presented as 

follows: 

 

Table 4.2.1: Types of Grammatical Errors Successfully Corrected Most and  

                     Least Accurately in Tasks 1-3 

Types of errors No. of errors 
No. of errors 
successfully 
corrected 

Percentage% 

Subject-verb 
agreement    

Task 1 37 36 97.30 
Task 2 37 35 94.59 
Task 3 37 37 100 
Total 111 108 97.30 

Articles    
Task 1 37 37 100 
Task 2 37 28 75.68 
Task 3 37 33 89.19 
Total 111 98 88.29 

Nouns    
Task 1 37 32 86.49 
Task 2 37 35 94.59 
Task 3 37 24 64.86 
Total 111 91 81.98 

Prepositions    
Task 1 37 17 45.95 
Task 2 37 33 89.19 
Task 3 37 27 72.97 
Total 111 77 69.37 

Verbs    
Task 1 37 26 70.27 
Task 2 37 18 48.65 
Task 3 37 25 67.57 
Total 111 69 62.16 



 
 

   

66 
 
 
 The data shown in Table 4.2.1 demonstrates the types grammatical errors 

corrected most and least accurately in Tasks 1-3. Subject-verb agreement was the type 

of error corrected the most often (97.30%), followed by articles (88.29%) and nouns 

(81.98%) respectively. Verbs had the least correction rate, at 62.16%, and only 

69.37% of sentences focusing on prepositions were corrected.  

 

Table 4.2.2: Types of Grammatical Successfully Corrected Most and Least  

            Accurately and Mean Differences between the Post-Test and the  

                       Retention Test 

 

Types of errors Post-test Retention test Mean 
Difference 

t Sig. 
(2-tailed) Mean SD Mean SD 

Nouns 83.11 35.38 87.84 21.74 4.73 .721 .48 
Articles 84.16 25.03 72.97 32.48 11.19 1.451 .16 
Subject-verb agreement 78.87 33.51 91.89 27.67 13.02 1.787 .08 
Prep 47.07 41.86 29.73 34.28 17.34 1.955 .06 
Verb 48.29 40.23 23.42 30.29 24.86 3.054 .00** 
Total 64.34 20.65 54.32 18.79 10.01 2.021 .05* 
** Significant at 0.01 level. 
* Significant at 0.05 level. 
 As seen in the Table 4.2.2, the findings show that the top three types of 

grammatical errors successfully corrected the most accurately in the post-test and the 

retention test were the types of subject-verb agreement, articles, and nouns. The 

articles category was the most successfully corrected grammatical error (84.16%) on 

the post-test whereas subject-verb agreement was the grammatical error corrected the 

most, at 91.89%, on the retention test. However, the results from both the post-test 

and retention test show that prepositions and verbs remained problematic for learners 

to correct. Learners corrected verb errors with only 48.29% of the time, and 

prepositions only 47.07% of the time, on the post-test. On the retention test, verbs 

were the least corrected error, at 23.42%, and prepositions were at 29.73%. 
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 Turning now to the most and the least common grammatical types that the 

learners could retain, the mean differences for each type of grammar in the post-test 

and the retention test were compared. The findings show that nouns were the 

grammatical structure most commonly retained six weeks after the treatment (t = 

0.721), whereas verbs were the least commonly retained in this study. The results 

from the t-test also confirmed that there was a statistically significant difference 

between the post-test and retention test for verbs (t= 3.054, p< .001).   

 In sum, the findings of the second research question investigating the most and 

least successfully corrected grammatical structures showed that subject-verb 

agreement, nouns and articles in number that were successfully corrected the most in 

this study, while prepositions and verbs were the least often corrected. In addition, 

nouns were the grammatical structure best retained six weeks after the treatment, 

whereas verbs were the least retained.  

 

4.3 Learners’ Ability to Induce Grammatical Rules and Apply Induced Rules for     

      Error-Correction 

 

During the correction process, learners had to select the best concordance lines 

in order to induce the rules, which they then used in their self correction. The research 

was done to investigate the learners’ ability in inducing patterns from the selected 

concordances and their ability in applying these patterns to their own writing. The 

percentages of correctly induced patterns and the percentages of successfully 

corrected errors from the induced patterns of each task, and on the post-test, are 

presented below: 
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Table 4.3.1: Ability in Inducing Patterns and Applying Them to Perform Error-             

          Correction in Tasks 1-3 

 

Type of Error No. of items 
Ability to induce patterns Ability in applying the induced 

patterns 
No. of  correctly 
induced patterns % No. of errors 

corrected % 

Subject-verb 
agreement      

Task 1 37 33 89.19 36 97.30 
Task 2 37 36 97.30 35 94.59 
Task 3 37 36 97.30 37 100 
Total 111 105 94.59 108 97.30 

Articles      
Task 1 37 37 100 37 100 
Task 2 37 28 75.68 28 75.68 
Task 3 37 36 97.30 33 89.19 
Total 111 101 90.99 98 88.29 

Nouns      
Task 1 37 30 81.08 32 86.49 
Task 2 37 33 89.19 35 94.59 
Task 3 37 21 56.76 24 64.86 
Total 111 84 75.68 91 81.98 

Prepositions      
Task 1 37 16 43.24 17 45.95 
Task 2 37 33 89.19 33 89.19 
Task 3 37 27 72.97 27 72.97 
Total 111 76 68.47 77 69.37 

Verbs      
Task 1 37 26 70.27 26 70.27 
Task 2 37 17 45.95 18 48.65 
Task 3 37 23 62.16 25 67.57 
Total 111 66 59.46 69 62.16 

Total 481 432 89.81 443 92.10 
 

As presented in Table 4.3.1, on average of 89.81% of all grammatical types 

were successfully induced, whereas the overall percentage of successfully applied the 

induced rules for error-correction was higher, at a rate of 92.10%. Regarding the 

grammatical category of subject-verb agreement, the patterns in Tasks 1-3 were 

successfully induced 94.59%, on average. The percentage of number of errors 

corrected was higher, at a rate of 97.30%. Article errors were corrected using induced 
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patterns 90.99%, while the percentage of successful correction using induced patterns 

decreased to the rate of 88.29%. Interestingly, for nouns, 75.68% of the patterns were 

correctly induced, but the percentage of the number of errors successfully corrected 

was higher, at the rate of 81.98%. The influential factors for this will be discussed in 

section 4.5.5.3   Furthermore, the percentage of correctly induced patterns and the 

application of rules using prepositions was also low. The percentage of the patterns 

with verbs was correctly applied in self-correction at a rate of only 59.46%.   

 

Table 4.3.2: Ability in Inducing Patterns and Applying Them for Self-Correction  

                     in the Post-Test 

 

Types of Errors No. of items 

Ability to induce patterns Ability to apply  
the induced patterns 

No. of correctly  
induced patterns % 

No. of errors 
 successfully 

corrected 
% 

Articles 134 114 85.07 114 85.07 
Nouns 50 41 82.00 41 82.00 
Subject-verb agreement 87 67 77.01 71 81.61 
Prepositions 70 37 52.86 36 51.43 
Verbs 99 52 52.53 52 52.53 
Total 440 311 70.68 314 71.36 
 

 As seen in Table 4.3.2, the overall results from the post-test showed that the 

percentage of correctly induced patterns and the percentage of successful use of the 

induced rules for self-correction of articles and nouns were at the same rate (85.07% 

for articles and 82% for nouns). However, for subject-verb agreement, only 77.01% of 

them were induced correctly, but the percentage for using the induced patterns for 

self-correction was higher, at a rate of 81.61%. Regarding prepositions, 52.86% of the 

patterns were induced correctly but self-correction usage was lower, at a rate of 

51.43%. Finally, for the patterns of verb errors, the percentage that were induced 
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correctly and the percentage of correct use of the induced rules were the same 

(52.53%). 

 To summarize the findings on learners’ ability to induce and apply 

grammatical rules in self-correction using concordances, regarding the overall results 

of the ongoing tasks and the post-test, the percentage of the ability to induce correct 

patterns from the chosen concordances was lower than that for rules application.  For 

the three tasks of error-correction, learners induced the grammatical patterns at the 

rate of 89.81%, and applied the rules in error-correction at the higher rate 92.10%. 

When they did the post-test, in which they self-corrected their own writing, they 

induced the grammatical patterns correctly 70.68% of the time. They applied the 

grammatical rules for self-correction at 71.36%. This suggests that their ability with 

error-correction was not the same as their ability to induce rules from concordances in 

other words they ability to correct the grammatical errors was not from inducing the 

rules from concordances. 

 

4.4 Learners’ strategies and attitudes towards using concordances 

  

 The learners’ processes and their attitudes in using concordances were also 

explored in this study in order to answer the research question asking what the 

learners’ processes and their preference towards using concordances were. The data 

from the teacher’s observation notes and the stimulated recall interviews were 

analyzed in order to gain information on how the learners work with the concordancer 

and concordances. Furthermore, problems and difficulties were also investigated as 

well as their attitudes towards using the concordances for error-correction.  

 

4.4.1 Learners’ Strategies in Working with the Concordancer 

 
 The data obtained from the stimulated recall interviews revealed the learners’ 

strategies in working with the concordancer to use the corpora to assist their learning. 

The results are shown in Table 4.4.1 below.  
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Table 4.4.1: Learners’ Strategies in Working with the Concordancer 

 

Type Strategies in working with the concordancer No. of 
respondents 

Percentage (%) 

1 

Learners’ strategies in choosing search words 
1.1 Using prior grammar knowledge to guess the correct 

answer and then checking with the concordancer 

 
26 

 
70 

1.2 Using the underlined words and then checking with the 
concordancer 7 19 

1.3 Relying on their intuition based on their linguistic 
background and then searching the  concordancer 4 11 

2 

The corpora used 
2.1   Brown+BNC Written+BNC Spoken (3 million words) 

 
30 

 
81 

2.2   Brown (1 million words) 6 16 

2.3   Others ( less than 1 million words) 1 3 

3 

Reasons for choosing the corpora 
3.1   Many examples and ease of searching the concordances 

 
27 

 
72 

3.2  The first corpus from the list 5 14 

3.3   Few examples 5 14 

  
 

Concerning learners’ strategies in choosing search words, the results in Table 

4.4.1 show that most of the subjects (70%) used their prior grammatical knowledge to 

guess the correct rules before using the underlined words to search the concordance 

lines which matched the grammatical rules. Only 11% (4 students) used their intuition 

to guess the correct rules before searching the concordance lines. Regarding the 

corpora the learners preferred, about 81% reported that they always used the 

Brown+BNC Written+BNC Spoken (3 million words) which is the largest corpora in 

the Lextutor concordancer. Quite a large number of respondents (72%) reported that 

they chose the corpora which provided large numbers of examples for them to 

observe. Only 14% of the participants reported that they chose the first corpus in the 

concordancer (the Brown corpus) for convenience reason. 

 

4.4.2 Learners’ Strategies in Dealing with Concordance Lines 

 

 To further explore the learners’ strategies in dealing with concordance lines, 

the data from the teacher’s observation notes and the stimulated recall interviews were 

used to analyze the processes and strategies used. Table 4.4.2 shows the learners’ 

strategies in dealing with the concordance output.  
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Table 4.4.2: Learners’ Strategies in Dealing with the Concordance Lines 

 

Type Strategies in dealing with concordance lines No. of 
respondents 

Percentage (%) 

1 

Learners’ strategies when working with large amounts of 
concordance lines 
1.1 Asking their peers or teacher for guidance 

 
 

14 

 
 

38 
1.2 Ignoring the concordances and asking friends for the 

answers 
 

11 
 

30 
1.3 Looking only at relevant information 7 19 
1.4 Searching a smaller corpus 5 13 

2 

Learners’ strategies in observing the concordances 
2.1 Looking at only the key words and observing the   

context to the left and right of them 

 
 

25 

 
 

68 
2.2  Reading only the short, easy lines 5 13 

2.3   Reading all the lines word-by-word 4 11 

2.4   Reading the full sentences 3 8 

3 

Learners’ strategies in choosing the concordance lines 
3.1   Choosing the lines that matched the rules in their  
        minds 

 
 

14 

 
 

38 
3.2   Choosing the most frequent lines 7 18 
3.3   Choosing only the lines that facilitated pattern  
        Induction 6 16 

3.4   Choosing the lines that had similar contexts to their  
        Sentences 5 14 

3.5   Choosing the first five lines 5 14 

 

The data from the observation of the learners’ strategies in working with large 

amounts of concordance lines, reveal that most of the learners in this study were still 

not independent concordance users. It can be seen that 68% of learners asked their 

peers or teacher how to cope with the concordances or copied the induced rules from 

their peers. Concerning the learners’ strategies in the step-by-step observation of the 

concordance lines, when the concordance lines were presented on the screen, about 

68% observed the text to the right and left of the keywords. With regard to the 

learners’ strategies in choosing concordance lines, 38% chose lines which matched 

the rules that they had thought of before searching the concordancer. It was found that 

instead of observing the concordance lines and induced the patterns accordingly. 

While only 14% selected lines that had a similar context to their tasks, another 14% 

reported that they chose the first five lines of the concordance outcomes which did not 

contain the words to be corrected.  
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4.4.3 Learners’ Problems When Working with the Concordancer and  

         Concordances 

 

 Even though the learners were trained to use the concordancer and 

concordances, the results from the stimulated recall interviews revealed that most of 

the learners still experienced some problems during the process of working with the 

concordances. Table 4.4.3 shows the problems and difficulties the learners in this 

study experienced. 

 

Table 4.4.3: Problems and Difficulties Encountered during the Process of  

                        Working with the Concordancer and Concordances 

 

Type Problems and difficulties encountered during the process of working 
with the concordancer and concordances 

No. of 
respondents  

Percentage (%) 

1 

Problems and difficulties in dealing with the functions of the 
concordancer 
1.1 Forgetting to change the function of the concordancer to search to the 

left, the right or both sides of the key word 

 
 

28 

 
 

76 

1.2 Forgetting to choose the corpus 23 62 
1.3 No problems 2 5 

2 

Problems and difficulties in dealing with the concordance lines 
2.1 Not being able to find the concordance lines from the word search 

 
 

32 

 
 

86 
2.2  Not knowing how to choose appropriate concordance lines   
       from the list 20 54 

2.3  Not knowing how to induce the rules from the  
        concordance lines 17 46 

Note: The learners could answer more than one problem. 

  

As shown in Table 4.4.3, the majority of the learners (76%) reported that the 

most difficult problem in dealing with the functions of the concordancer was 

forgetting to change the function of the concordancer to search to the left, the right, or 

both sides of the key word. About 62% of learners forgot to choose the corpus, thus 

causing them to return to the main page, where they again had to choose the corpus.  

This might be the results from lack of practice. As shown in the aforementioned, they 

always asked their peers and the teacher when working with concordancer. Regarding 

the problems and difficulties in dealing with the concordance lines, it was interesting 

that 86% of the learners reported their main problem as being unable to find the 
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concordance lines from the word search. They used words search only one time so 

they could not get the target concordance lines. 

 

4.4.4 Learners’ Opinions on the Usefulness of Working with the Concordances 

 

More findings on learners’ opinions in terms of the usefulness of the 

concordances in studying English were collected. The responses from the stimulated 

recall interviews were transcribed and grouped for the positive and negative responses 

concerning how they used concordances. The results are shown in Table 4.4.4.  

 
 
Table 4.4.4:  Learners’ Opinions on the Usefulness of Concordance 
 
 
Type Learners’ opinions on the usefulness of concordances and 

their preferences on using them 
No. of 

respondents 
Percentage (%) 

 Positive reaction 
1. Concordances helped, but only with teacher’s guidance 
  

 
20 

 
54 

2. Concordances provided a lot of examples, thus making  
    it easy to remember 9 24 

3. Concordances helped them recall the grammatical  
   rules they had learnt in class 7 19 

4. Concordances helped them learn grammar inductively 5 13 
 

5.  Discovering the rules by themselves helped them   
     remember the rules 3 8 

 Negative reaction 
1. Not useful. Preferred teacher   

 
14 

 
38 

2. Did not like using the concordances. Selecting the    
   concordance lines was difficult 7 19 

 3. Did not like using the concordances. Inducing patterns  
   was difficult 5 14 

 4. Not useful. Concordances confused them 4 11 

Note: The learners could answer more than one point. 

  

As is apparent in Table 4.4.4, there was a positive reaction from the learners 

on the usefulness of concordances. Interestingly, half the learners believed that the 

concordances were useful for them in their English study. About 54% of learners 

reported that concordances helped them, but only with a teacher’s guidance, during 

the learning process. This indicates that the learners could not work with the 

concordancer and concordances independently.    
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Regarding the negative aspect of learners’ opinions on using concordances, 

38% of the learners revealed that they preferred the traditional way of learning with 

the teacher more than relying on their ability to use concordances. Nineteen percent of 

the respondents reported that they did not like using the concordances because 

selecting the concordance lines was difficult for them, whereas 14% of them did not 

like to use the concordances because inducing patterns was difficult for them. The 

data confirmed that the learners did not like to self-correct their own writing with the 

aids of concordances.  

 

4.5. Conclusions and Discussion on the Findings 

 

4.5.1 Factors Affecting Learners’ Ability in Self-Correction 

In short, concerning the ability of the subjects in self-correction, the findings 

showed that they successfully corrected errors during the training period. On the post-

test, about sixty-four percent of all the learners’ grammatical errors were successfully 

corrected. In addition, about fifty percent of grammatical errors were successfully 

corrected successfully without using the concordances on the retention test. That is, 

the learners retained significantly fewer correct grammatical patterns six weeks after 

the post-test.  

The findings thus indicate that there were five factors influenced the learners’ 

ability in error-correction: 1) the complexity of errors in the learners’ work, 2). The 

variety and the complexity of concordance outputs, 3) the unfamiliarity with the self-

correction method, 4) the final factor of the impending final examinations, and 5) the 

learners’ motivation. 

Regarding the first factor, the complexity of the errors in the learners’ written 

work, that is, the errors in the three ongoing tasks, which were designed by the 

researcher, were easy and not complicated, unlike their own errors. Thus, the average 

percentage for the learners’ ability in error-correction in the tasks was higher than 

they did in the post-test. This finding was in agreement with the study conducted by 

Gaskell & Cobb (2004), in which it was found that the subjects could perform better 

in the first three weeks of practice periods because the researchers provided the 
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concordance links for learners to consult and there was only one place of the errors in 

the sentence. Moreover, those chosen errors were easy to consult with the provided 

links. Therefore, the subjects in their study could use the concordances for error-

correction effectively in the first three weeks of the training period. While the errors 

in the last three weeks were complex and difficult to search for the concordances only 

in one time, the subjects could not use concordances to correct the errors. 

In this study, the researcher designed the three tasks of error-correction by 

including one type of grammatical errors in one sentence, so there were five places 

with errors for the learners to correct. The errors in the tasks were designed with 

consideration that the learners could use some underlined errors in the word search to 

obtain helpful concordance lines easily on the first search. Moreover, most of the 

concordances in this type of search were clear to the learners, so it was easy for them 

to induce the rules and apply them for self-correction. While the errors in their own 

work were complicated, they needed to use their prior grammatical knowledge in 

working with concordances. The following examples show the errors in the designed 

tasks of this study, which could be corrected after searching for the concordances on 

the first search. Furthermore, the obtained concordances were clear and easy for the 

learners to observe.  

In Examples 1 and 2, when the learners searched for concordances by using 

only the keyword ‘in’ or the keyword ‘early’, they obtained a large amount of clear 

concordance rules showing that  ‘In + article(the) + early morning/ Early +in+ 

article(the).’ This is shown below. 
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Example 2 

Error Sentence: In early morning we prepared some food for the picnic. 

 

 

Example 1 

Error Sentence: In early morning we prepared some food for the picnic. 

001.  ge is so closely identified with the first action IN the early morning of June 3, 1861, and with sub  

002.   wheels, built up from the floor. Every few days, IN the early morning, as the work progressed, twen  

004.  est to go on horseback, and I think you should go IN the early morning or late afternoon. Sunset beh  

006.   Olive Gibbs is probably chugging along the road, IN the early morning in her tiny camping van. T 

007.   to keep on the visual qui vive . We enter Venice IN the early morning and the light does a graceful 
 
 
 
 
 

001.  as the day it ended. ## THE FREIGHT CAR WAS COLD, EARLY in the morning. He was pressed   

002.  this is my rock, you can use it sometimes. I come EARLY in the morning". "So do I. See you aroun 

003.  ould be open, even late at night or erm you know, EARLY in the morning if necessary, people could 

004.   her. They arrived at the airport in the morning. EARLY in the evening Karen drove to her house. Sh 

005.   late, it's true, but you don't have to get up so EARLY in the morning. ฆ  M: And another thing, you   

006.  ars Restaurant . Do I look tired? Yeah not get up EARLY in the morning? I'm not getting up early t  

007.  out it? ฆ  L: Well, most of all, I like getting up EARLY in the morning. [laugh] If I live to be 80,   

008.  vies, still gives its students a chance to get up EARLY in the morning and drive along back roads , a 
 

 

 

Rule(s) induced by learners: In + article(the) + early morning/ Early +in+article(the) 

Learners’ correction: In the early morning / Early in the morning, we prepared   

                                      some food for the picnic. 
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In Example 3 below, the learners searched with the keyword ‘we’ to get 

samples of the concordances of ‘we+were’ in which they could apply the rules to 

correct the following sentence: ‘While we was watching the flowers, we heard some 

noise.’ 

 

 

Example 3 

Error Sentence: While we was watching the flowers, we heard some noise. 

724.  Laren girl and I sitting alone in the hotel cafe. WE were talking and I heard myself say "It must h  

728.  amiliar with the expression". The apartment where WE were talking that afternoon in March faced o 

801.   bought her some fruit pastilles again just while WE were waiting for the train but funnily enough,  

804.   the previous night's flight from St. Petersburg. WE were waiting to board a 315-foot-long Swiss-ma  

807.  Well they're doing them all now, for service Now, WE were washing you know washing the caravan 

808.  ou doing today Chris? Dunno yet. Should have said WE were watching football today Mm mm. And 

809.  we're gonna have that million. Who were it boxing WE were watching other night when they were  

810.  spent er a year and a half there and all the time WE were watching this house being built because I  

818.   all the same and hence erm that'd be the the kit WE were wearing there Thank you. And then lastly, 
 
 

 

Rule(s) induced by learners: We+were+v. ing 

Learners’ correction: While we were watching the flowers, we heard some noise. 

 

 

On the contrary, as mentioned earlier, the errors in the learners’ written work 

were more complicated. In many instances, there were more than one error in one 

sentences; this caused confusion for the learners to self-correct. They might have had 

no idea how to correct the errors because they did not know the scope or area of the 

errors. Then, they tried to guess the aspect of the correct rules by looking at the other 
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words in the sentence, which also were incorrect. When they used the word search 

from the underlined errors or the rules that they thought, they could not get any 

concordances from the misused word search. This problem also occurred in the study 

by Maneekhao (2001), in which the subjects made errors in more than one place in a 

sentence. For this reason, the subjects in her study had low success in using 

concordances in self-correction. The following are samples of some learners’ errors in 

the present study which contained more than one error per sentence. 

 
Example 4 

We  hungry so we will going to home and telling their mother. (Student 12) 
         V.                              V.         Prep.               V. 
 
 
….because tree gave shade for them. (Student 5) 
        Art.      Art.        Prep. 
 
 
…and I am take flask to picnic-basket too. (Student 16) 
                   V.         Art. Prep.    Art. 
 

 

Example 5 presents one of the subjects’ processes for using concordances to 

correct the errors in her writing. Errors occurred in more than one place in her 

sentence. The sentence was “We hungry so we will going to home and telling their 

mother” At first when she received feedback, she searched with the words “we” and 

“hungry.” Thus, she obtained the following concordance lines: 

 

 

 

 

 

 

 

 

 

Example 5 (Student 12) 

Error Sentence: We hungry so we will going to home and telling their mother. 

 

001.  meal they had to eat because they were hungry and WE couldn't understand why I had got thi 

002.  now it was just some meal they had to eat because WE were hungry and they couldn't unders 

003.   the gang are like candy bars when you're hungry: WE may ease your hunger temporarily, bu 

004.  of bacon, hanging from the smoke-stained rafters. WE wouldn't go hungry, not yet. And the  
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When she saw these concordance lines, she thought that there must be a 

helping verb before the word “hungry.” She noticed that she had used the future tense 

in her sentence (…we will going to home and…), so she used “will” as the helping 

verb and tried to correct this part of the error, as shown below. 

 

 

 

 

 

She had no ideas why the second error, “will going,” was incorrect. Then she 

noticed that the subject of the sentence was “we” which she decided should be 

changed to “shall.” Thus, she searched the concordancer by using the word “we” 

associated with the word “shall.”   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Rule(s) induced by learners: We+helping verb+hungry 

Learners’ correction: We will hungry so we will going to home and telling 

Example 6  
 
Error Sentence: We hungry so we will going to home and telling their mother. 

001.   her body. "Farewell, Joan de Warenne," he said. "WE shall meet again, never fear." "Farewell, my lo  

002.  , come across quickly, said a woman in a Trabbi. "WE shall celebrate through the night. I have to be  

003.  . "Now put your feet up, me hearties," he cried, "WE shall need all our strength this evening." "Don  

004.  hange into a proper, organised, political force. "WE shall have to prove able to provide professiona  

005.  like Peter's clawing up to F sharp on the phrase "WE shall be free" while the chorus chants relentle  

006.  qualms about putting them in this quality field. "WE shall know whether they sink or swim by putting  

007.  s Berlin message two weeks ago when he declared: "WE shall always be prepared to discuss internation  

008.  tions. President Kennedy was right when he said, "WE shall never negotiate out  mime has been flui  
 

 

Rule(s) induced by learners: We+shall 

Learners’ correction: We will hungry so we shall going to home and telling their 

h
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For the error in the phrases “to home,” she searched for the word “to” 

associated with “home” and obtained the following example. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

She knew that she had already used the word “going” in the sentence, and if 

she wrote “we shall going to go home,” she knew that it would be incorrect. Thus, 

she changed the word search by searching for “going” associated with “to.” She 

obtained the following concordances: 

 

 

 

 

 

 

 

 

 

Example 7 
 
Error Sentence: We hungry so we will going to home and telling their mother. 

 

009.  mondsey. Autumn went, and winter came. I was able TO go home for Christmas with my new friends. My f  

010.  s he is still too weak. Doctors say he'll be able TO go home in a few weeks' time. ฆ HEADLINE: MOTOR  

012.  , have great promises to make when they are about TO go home, but drinking is their sickness. You've  

020.  eration is finished the officers are then allowed TO go home, that's the end of their shift because   

086.  and horrible, but I also knew that I wasn't going TO go home that weekend; I'd find an excuse. It wa  

095.  d, stuck the hose up her jumper, believe, she had TO go home. She, she weren't going partying till s  

098.  h the fellow that kept crying for "Get Happy" had TO go home unhappy, about that item anyway. She wa  

 108.  jokes! Bite Dad really hard then maybe we'll have TO go home! Bed of Noses A beautiful girl went int 
 

 
Example 8 
 
Error Sentence: We hungry so we will going to home and telling their mother. 

 

002.  eroded as far as I can see. And erm I think we'll be GOING back to the kind of erm conditions that t  

003.  keeping them at all? is the number to dial. We'll be GOING to the telephone lines in a moment or two  

004.  s, and the freedom to travel, I told them I would be GOING to the Kehl bridge the next morning in or  
 



 
 

   

82 
 
 

Thus, she induced the rules “going+to+ article (the)” and corrected the error, 

“we shall going to the home.” For the underlined error “telling,” she thought that 

there was something wrong between the “and” and the “telling,” so she used the 

word “and” associated with “telling” to search for concordance lines. She obtained 

the lines below: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Moreover, some types of errors produced by the learners did not permit the 

students to use the underlined words to search for concordance outputs directly. This 

is because when they chose the word to search for concordance lines, the concordance 

outputs contained the word searched but they did not give the expected words. The 

learners had to try searching several words in order to get the concordances by using 

 
Example 9 

Error Sentence: We hungry so we will going to home and telling their mother. 

 

010.  had at least a high-school education), and she is TELLING a story she has mentally rehearsed some ti  

018.   Yeah, but that's , mine had some And now they're TELLING you, you got the video aren't they? And th  

019.  . And I opened the door and let him in and he was TELLING me I've been here half an hour trying to g  

020.  fferent sizes. she says the hum, and then she was TELLING us when she brought the tape back the othe  

021.  finding this as well. And she came in and she was TELLING us all about it, and another woman who was  

022.  ling Stephen, my boyfriend, about that, and I was TELLING him the question and he said Yeah. that. O  

023.  o be the manager of Tettron didn't he? And he was TELLING them you know what a a good club it could   

028.  id. She's doing very well isn't she? Oh and you'd TELLING everybody up and down that Jackie's had he 
 

 

Rule(s) induced by learners: and+subject+helping verb+verb 

Learners’ correction: We will hungry so we shall going to the home and we shall 

telling their mother. 
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Example 10 

  
Error Sentence: They sat under shade. (Student 8, 15)  
 

Example 11 

the words occurring before or after the misused word. In fact, the learners in the 

present study were already trained during the training periods but they gave up 

immediately after the first attempt. This problem was also found in the study 

conducted by Jaihow (2005) and Maneekhao (2001). The following sample clearly 

shows the types of errors in this study for which the learners had to do a word search 

more than one time in order to get the concordances. 

 When the learners used the word search for the underlined errors, “under” 

associated with “shade,” they obtained only one concordance line, as shown below. 

 
 
 
 
 
 
Concordance from the word(s) search: under+shade 
 

001.  k in his chair again, dragging it round so he was UNDER the shade too "Shame Ferg isn't superstitio 
 
  

 Thus, the learners could not correct this grammatical rule because they used 

only the underlined errors as the word search. To correct the sentence, they had to use 

the word search with a word found in front of the underlined error. That is, the word 

‘sat’ associated with ‘shade’. The learners then found only one line of concordances, 

shown in Example 11 below.  

 
 
 
 
Concordance from the word(s) search: sat+shade 
 

001.  harles suspiciously as they sat in the well-house SHADE watching the girls congregate in front of t 
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The learners then were expected to search in another way, that is, search with 

only the keyword ‘shade’. This would give them samples of the preposition ‘in’ 

before the word search, as shown in Example 12 below. 

 
 
 
Example 12 
 
Concordance from the word(s) search: shade 
 

031.   me to a clearing where a small hut stood. In the SHADE of a palm tree in front of the squalid dwell  

032.  erge suit, sat in a chair out on the lawn, in the SHADE of a tree smoking a cigarette and waiting.   

039.   many years drowsed on an August afternoon in the SHADE of the curbside trees and silence was a wei  

044.  st Brazil, and it's already ninety degrees in the SHADE  Oh. What am I supposed to do? Yeah. I see   

051.   foliage, lime green when young or growing in the SHADE red in full sun and at the approach of autu  

054.  s -- Soft Mocha and Soft Charcoal. We have 100 in SHADE Soft Charcoal worth £1.95 write to. 1 
 
 

From all the above concordances, the learners were expected to induce the rule 

of ‘in+the+shade’ and apply the rule to correct the error of ‘They sat under shade.’ as 

follows: 

 

   Correction: They sat in the shade. 

 

The second factor which might influence the learners’ self-correction ability is 

the variety of concordance outputs, which required learners to use a deep level of 

analysis to successfully self-correct. For some concordances, the learners had to use 

their prior knowledge to analyze and construct the grammatical rules for self-

correction (Jaroongknongdach, 2007; Jaihow, 2005; Sun, 2003; Maneekhao, 2001). 

These types of concordances, involving prepositions and verbs were a serious 

problem in the students’ self-correction efforts in this study, due to their limited 

knowledge. Most students could not recognize and identify how to use the 
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concordance lines in their error-correction. Thus, in this case, the concordance outputs 

did not help them in the process of self-correction.  

The following examples illustrate the variety and complexity of concordance 

lines from which the learners had to use their prior grammatical knowledge to identify 

information from the concordance outputs and construct their own knowledge for self-

correction. The grammatical error in this example was, “The park is not far to our 

house.” The learners were expected to correct the preposition from “to” to “from.” 

When the learners used the keyword “far” search for concordances, they had to 

observe the variety of concordance outputs, as shown below, to induce the rule. The 

learners had to use their own knowledge to analyze which preposition could make the 

meaning of the sentence complete. Example 13 shows one of the subjects’ work who 

had the problem in errors correction because she did not know how to choose the 

concordance lines. She chose the first line and then induced the rule. 

 

Example 13 (Student 15) 

Error Sentence: The park is not far to our house. 

The presented concordance lines from the word search: far  

017.   want to trade off on account of Harmony being so FAR along, Dan explained. "Jackson recruited hi 

018.  had found that other school districts were not as FAR along in their planning as this district "Los  

019.  e replied. "Not that it matters to me, being this FAR along. Rod gave her a warm pat on the shoulde  

314.  ighly speculative and the capacities involved are FAR beyond those foreseen for food-preservation f 

444.  halamic cortical discharge. Although we are still FAR from a complete understanding of these pr 

446.  usician is non-intellectual and non-verbal; he is FAR from being a literary hero yet is a creative   

458.  on of French and Italian exchange controls -- are FAR from clear and the preparatory work not done    

493.  at the subjects I enjoy doing most of all are not FAR from my home my garden, conservatory, figure  

920.  each so the tourists would not have to travel too FAR to eat Unfortunately the cafes might not make  

926.  ut there remained one mysterious, unexplored gap, FAR to the north Nearly twenty-five years befor  
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In Example 14, the learners were expected to correct the preposition errors in 

the sentence, ‘The mother prepares sandwiches for us at in kitchen.” There was a 

variety of concordance outputs containing the word “kitchen.” The learners had to use 

their prior knowledge to choose the appropriate preposition which made the meaning 

of sentence complete, that is, the preposition “in.” However, student 19 could not 

analyze the rules from concordances. She saw the prepositions “in” and “at” in the 

concordances. She thought that she could use both of these two prepositions in the 

sentence. She saw that there is “the” in every line so she decided to add the word 

“the” in the sentence. This is shown below. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Rule(s) induced by learners: far+along 

Learners’ correction: The park is not far along our house. 
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Example 14 (Student 19) 

Error Sentence: The mother prepares sandwiches for us at in kitchen. 

019.   loaded drinks to Burton and then returned to the KITCHEN to get weaker drinks for himself. For a 

020.   my place in the kitchen and wait. Sitting in the KITCHEN I recalled every word Mrs. Salter said th 

021.   Nobody came until Chief Moore". I drummed on the KITCHEN table with my pencil. "Mrs. Buck 

023.   page of the Santa Luisa Register, resting on the KITCHEN bar. KIDNAPER SPURNS RANSOM;  

025.   She had invited him in for coffee. It was in the KITCHEN, as she was watching the kettle, waiting f  

027.   the dishes by gathering them all together in the KITCHEN sink. They looked so formidable, howev 

028.   They begged Grandma to let them put a bed in the KITCHEN for her, but Grandma said she was g   

038.  ans is rubbing him with snow. He's got him in the KITCHEN". "Pedersen"? "No, Pa. It's the Pederse  

045.  e kept telling himself this as he went out to the KITCHEN to make a drink. Only then did he decide   

046.  e room, and then they went across the hall to the KITCHEN. She was intimidated by the stove. He f 

049.  es and coffee I had to go back to my place in the KITCHEN and wait. Sitting in the kitchen I recalle  

050.  floor bedroom floor. Her husband was lying on the KITCHEN floor, police said. The younger son t 

061.  n, as Maude might have said it. She paused at the KITCHEN door, caught her breath, told herself fi 

065.  ng. When she came back Eugenia was sitting at the KITCHEN table with a pencil and envelope jotti 

074.  part of all, simply sit at the plank table in the KITCHEN with a bottle of wine and the newspapers,  
 

 

 

 

 

 

 

 

 

Rule(s) induced by learners: at+in+the 

Learners’ correction: The mother prepare sandwiches for us at in the kitchen. 
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In Example 15, the type of error regarded verbs: “Last month, Peter and Julia 

are walk to the park.” When the learners conducted a word search for ‘are’ associated 

with “walk,” they could not get any concordances. Thus, they had to search two times 

by using the word “are.” The results presented that “are, is followed by verb-ing.” 

This is a form of the continuous tense. The word search for “walk” also provided a 

variety of concordances. Hence, the learners had to use their prior knowledge to 

analyze the concordances. They had to consider the tense used in their own sentence 

that is, past simple tense. They should notice the adverb of time “Last month” which 

they should change the verb into past form. To correct this grammatical error, the 

learners have used the past tense so that there would be only one verb in the sentence-

walked, without “are.” However, even though student 28 could search the 

concordance lines, she could not analyze and identify each line to construct her 

grammatical rule. As shown below. 
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Example 15 (Student 4) 

Error Sentence: Last month Peter and Julia are walk to the park. 

019.  cture at the same time that the Japanese are adoptING Western utility patterns. At this Women's Uni 

024.  en the roadways and interchanges are raised, allowING for cross access at many points and providin 

025.  it becomes clear that the Germans are simply allowING the letters to blow away in the wind. Awkw  

052.   cast acrylic and the newer extruded sheets are beING used by sign manufacturers, with extruded no 

125.  ho act as controllers for retail giants are beginnING to discover. When all has been said, however,   

129.  s, Mays and Mantle, the perfect players, are behavING as though they're going to pass those previou  

154.  ead various guesses on how many Americans are campING. The number depends on who is talking  

141.  o repeat. "I'm eating more", he would say. Or: "I WALK around the house a lot". "Perhaps you shou 

142.  o. I just try and close my eyes to it Yeah. and I WALK indoors. But ooh Marg, it makes puts years  

143.  us, I get on the bus at the end of Care Street, I WALK right along Care Street, right up Dawsons Str  

146.   said well you mean are you? No problem mate I'll WALK now, are you sure he say? I said yes, I've  

147.  nd your dad saying alright James it's enough I'll WALK back I don't know how long you'll be in ther 

155.  here than I've got downstairs! He laughed! I just WALK over things I Mm. tread over things Well o  

156.  n't want to talk about it, she won't, she'll just WALK out the room. Yeah. You see, the trouble with  
 
 

 

 

 

 

 

 

 

 

 

 

Rule(s) induced by learners: are+walking 

Learners’ correction: Last month Peter and Julia are walking to the park. 
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The third influential factor was that the subjects were unfamiliar with the 

method of self-correction which was also found in the study by Lee (2004). She 

conducted the research to ascertain how error correction was perceived and carried 

out by the writing teachers in Hong Kong secondary classrooms and how it was 

perceived by the EFL learners. The findings showed that both the teachers and the 

learners in her study thought that error-correction was the teachers’ task. She 

suggested that if teachers do not change their thoughts on teachers’ and learners’ roles 

in error-correction and do not practice giving self-correction feedback to students, it 

will be difficult to change students’ beliefs.  

Similarly in the Thai context, many students still believe that error-correction 

is not their responsibility (Bennui, 2008; Onodera, 2007; Kaoropthai, 2007; Onodera, 

2004; Wichaya, 2003; Maneekhao, 2001). This may be a result from their experience 

in language learning, in which the teachers give the correct answer after checking 

their work. In this study, this was the learners’ first time doing self-correction, so they 

might have been unfamiliar with the methods. Moreover, most of them thought that 

error-correction was not their role. They expected to receive correction from their 

teachers, so they did not see the value of learning how to self-correct. From the results 

of the interview, the researcher found that some of the learners still believed that 

error-correction was the teachers’ task, so they considered it unnecessary to pay 

attention to the process of self-correction. Two respondents reported the following: 

 

Student 13 

“Normally, when I submitted the written work, the teacher corrected 

my errors by giving the right answer for me. I thought the 

concordances were useful but no need for me to use them”. 

 

Student 18 

“From my experience, error-correction was the teacher’s task. If the 

students correct by themselves, it may take the time during the 

process of correction and sometimes the errors were too difficult for 
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the students to correct. That’s why the teacher should correct the 

students’ errors.” 

 

The next factor was an external one, in that they were worried about the final 

examination. This affected the learners during the correction process of their own 

writing. These findings were congruent with the study by Gaskell & Cobb (2004). In 

their study, the ability of the subjects when using the concordances for self-correction 

independently was lower after the first four weeks of the study than it was during that 

time. The drop in the ability of the students in that study, especially during the last 

two weeks, may have been related to the students’ concerns over impending final 

examinations. 

 In the current study, the learners were given their written work for self-

correction two weeks before their final examination. During that period, they had 

many quizzes for other subjects. As a result, they were not attentive to do the self-

correction because they were anxious about the quizzes, as reported by three 

respondents below: 

 

Student 4 

“…another problem was last week (the week for self-correction) I 

worried about the science quiz (20 points) after your period. I hurried 

to finish the self-correction work in order to review the science 

formula before the quiz. ” 

 

Student 19 

“I knew that I did the bad job in self-correction my work. The reason 

was that I had the Science quiz which was worth 20 points. If I 

failed, it may have caused the big problem with my GPA and I may 

have had trouble on the entrance examination.” 
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Student 27 

“I did not concentrate on the self-correction work much because I 

had the quizzes everyday. I went to bed late every night to prepare 

for the quizzes so I felt sleepy at this afternoon.” 

 

The last influential factor affecting the learners’ ability in self-correction in 

this study was their motivation to construct their own knowledge. As the subjects 

were in Grade 11, their main goal for learning was to pass the university entrance 

examinations. Therefore, they did not have much motivation to learn other things 

beyond the knowledge necessary for the university entrance examinations. This 

finding is consistent with that of Nomnian (2002). From the interview results, it was 

discovered that many of the learners learned English, as well as other subjects, just 

because they wanted to pass the entrance examinations. They did not pay attention to 

the extra activities which were not related to the entrance examinations even though 

those activities were meant to promote their long-term learning. They liked the spoon-

feeding way of teaching (Nomnian, 2002) Most of them asked the researcher the 

question, “Can concordances help me to pass the entrance exams?” They also asked 

the researcher to tutor them in order to help them to succeed in the entrance 

examinations. The following are some reports from the subjects: 

 

Student 25 

“I think the concordances were useful, but they are not necessary for 

me now. My goal in learning, along with my friends, is to gain 

entrance to a university. What we need now is a test or an extra 

tuition class to help us pass the entrance examination.” 

 

Student 33 

“I liked using concordances, and I wanted to use them outside the 

class by myself, but I had no time. I had to go to the tutoring schools 

everyday from 5:00 p.m. – 9:00 p.m. At the weekend, my tutor class 

goes from 9:00 a.m. until 8:00 p.m. Moreover, in my free time, I set 
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my schedule to read for the entrance examinations so I do not have 

time to use concordances” 

 

According to Nomnian (2002), it is difficult to teach students to be able to 

construct knowledge by themselves if the students are familiar with spoon-feeding 

way of learning and if their learning destination is only on university entrance 

examinations. Moreover, he asserted that one of the problems in the Thai educational 

system, which has long been discussed, is the tutoring schools. The students are 

tutored to learn in a spoon-fed way without regard to developing critical thinking 

skills, and they, themselves, believe that this is not useful to do.  

 

4.5.2. Factors Affecting the Learners’ Ability to Correct Certain Grammatical  

          Patterns 

 
It was found from the study that subject-verb agreement, nouns, and articles 

were corrected the most successfully in the three ongoing tasks, the post-test, and the 

retention test, while prepositions and verbs were the least successfully corrected in all 

the data collection instruments. In addition, nouns were the grammatical structure best 

retained six weeks after the treatment, whereas verbs were the least well retained.  

It can be argued that in this study, L1 interference and learners’ 

overgeneralization of grammatical rules seemed to be influential factors affecting the 

learners’ error-correction in the error categories of prepositions and verbs.  

 Regarding the factors affecting the learners’ ability in self-correction of verbs 

and prepositions, the inference of L1 seemed to be the main cause of this problem, 

and this was found in several other studies with EFL learners (Koosha & Jafarpour, 

2004; Kubota, 2001). In this present study, verb and preposition errors were difficult 

because of L1 (Thai) interference. According to Ubol (1979), the functions and usage 

of English prepositions are difficult areas for Thai EFL learners of all backgrounds. 

This finding is also consistent with that of Lush (2002), who found that most of Thai 

students’ preposition errors were from using their knowledge of Thai grammar when 
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writing English essays. This could be a valid explanation why prepositions were the 

least corrected error in this study.  

Overgeneralization of grammatical rules was another cause of errors in the 

subjects’ written work. According to Richards (1974), overgeneralization means that 

the learner creates a deviant structure based on his own experience of other structures 

in the target language. Most of the learners’ errors were probably due to the influence 

of Thai prepositions and overgeneralization of known English patterns. The following 

examples illustrate errors which involved L1 interference and overgeneralization of 

prepositions.  

 

Examples 16 

 
Errors Reconstruction Problems 

On one day, they went to… One day, they went to…. Overgeneralization of the rule 

about “on” with days of the 

week 

On last Sunday 
 

On Sunday Overgeneralization of the rule 

about “on” with days of the 

week 

they go back to home 
 

they go back home… L1 interference   

(literal translation from Thai) 

(พวกเขากลับไปถงึบาน) 

we sit under the shade of the tree we sit in the shade of the tree L1 interference 

(literal translation from Thai) 

(นั่งใตรมไม) 

we should sit at that tree 
 

we should sit under that tree L1 interference 

(literal translation from Thai) 

(นั่งที่ตนไมนั่น) 

they sit at under shade they sit in the shade L1 interference 

(literal translation from Thai) 

(นั่งใตที่รม) 
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the tree gave shade for them 
 

the tree gave shade to them 
 

L1 interference 

(literal translation from Thai) 

(ตนไมใหรมเงาแกพวกเขา) 

 

For the category of verb errors, the learners also made an overgeneralization of 

the structure in English by adding the verb ‘to be’ before the infinitive verbs. 

Moreover, some of them resorted to using literal translation from L1 (Thai) to L2 

(English), so the errors found in this case were also from mother tongue interference 

(Bennui, 2008). The following examples show the verb errors from the learners in this 

study: 

Examples 17 

 
No. Errors Reconstruction Reasons 

1.1 they are go to the park they go to the park 
Overgeneralization of 

verb ‘to be’ 

1.2 they are come back home they come back home 
Overgeneralization of 

verb ‘to be’ 

1.3 their dog is eat their dog eats… 
Overgeneralization of 

verb ‘to be’ 

2.1 we want tell the mother 
We want to tell our 

mother 

L1 interference 

(purposive  Thai serial 

verb construction) 

(พวกเขาตองการบอกแม) 

2.2 they walk up go on the mountain They climb a mountain 

L1 interference 

(directional of Thai serial 

verb construction) 

(พวกเขาเดินข้ึนไปบนเขา) 

2.3 it jumps out go from basket it jumps out of the basket 

L1 interference 

(directional of Thai serial 

verb construction) 

(มันกระโดดออกไปจากตะกรา) 

3.1 they sad they are sad 
L1 interference 

(use adjectives for verbs) 

3.2 they very angry they are very angry L1 interference 
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(use adjectives for verbs) 

3.3 they hungry they are hungry 
L1 interference 

(use adjectives for verbs) 

 

 

As shown in Example 17, the problem found with Thai students and their verb 

errors is overgeneralization (Ubol, 1979). In this study, the overgeneralization of 

verbs caused errors to arise. As shown in 1.1-1.3 from the above example, the learners 

added the verb to be before infinitive verbs because they thought of the structure in 

which there is the verb ‘to be’ in a sentence. They misused the application of their 

knowledge of the verb to be.  

As shown in Example 17, the most troublesome area of verbs was the Thai 

serial verb structure. According to Sutthichatchawanwong (2006), in Thai, when 

lexical verbs are serialized in a construction, the whole series of verbs can convey 

semantic notions. One type of serial verb construction, called a purposive verb 

pattern, refers to constructions in which the second verb signifies the goal or purpose 

of the action expressed by the initial verb. From 2.1 in the above example, the verb 

errors were from the Thai serial verb construction; ‘want tell’. The initial verb was 

‘want’ which is the modality verb that expresses the feeling of the agent, we. The 

second verb is ‘tell’, which contributes the purpose of the movement of the agent. The 

learners made this type of verb error by using Thai serial verb construction, so they 

constructed the verbs ‘want tell’ in the sentence. 

 In examples 2.2 and 2.3, the verb errors involved Thai directional serial verbs 

in which the meanings were related to motion and direction. When the verbs are 

serialized, the second verb changes the first verb in terms of path, direction of motion, 

or action. Moreover, one type of L1 interference is the incorrect selection of other 

parts of speech for verbs (Ubol, 1979). As shown in examples 3.1-3.3, the learners 

mistook the adjectives “sad,” “angry,” and “hungry” as verbs. This was due to Thai 

sentence construction, i.e, these adjectives were in the position of verbs.  

 

4.5.3. Factors Affecting Pattern Induction and Application of Rules 
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 It was consistently found from all relevant data that the learners’ ability to 

induce rules was lower than that to apply the induced rules in error-correction, in 

terms of average percentage scores. As seen in the overall findings of the error-

correction tasks, the learners’ ability in patterns induction was 89.81%, but when they 

applied the rules for error correction, their ability rose to 92.10%. This was similar 

with the learners’ ability in the post-test, in which the percentage of their ability in 

pattern induction was 70.68% while the percentage for their application of the rules 

for self-correction was 71.36%. The results of this study were incongruent with the 

results found by Todd (2001). The findings in his study demonstrated that his subjects 

were successful in self-correction if they could induce the valid patterns from 

concordance lines. The reason might be that his subjects did not have any problems in 

searching for concordances from the word search. In Todd’s study the subjects used 

FAST Search http://www.alltheweb.com as their unlimited corpus to search for 10 

examples of the word search instead of using lextutor.ca which was used in the 

current study. In the lextutor concordancer, there are 22 corpora which designed in the 

format of KWIC and each corpus limits the number of words. Consequently, the 

learners could not find the some target words. Then, they ignored using concordancer 

to search for concordance lines and copied their friends’ patterns or wrote the rules 

that they thought correct after the chosen concordances lines and e-mailed to the 

researcher. For concordance lines selection, they just chose any presented lines from 

the list. Two respondents reported the following: 

 

Student 10 

“I thought of the rules that I expected to use for error correction and 

used that rules as concordancer word search. I could not get the 

concordance lines which matched with the rules in my mind so I chose 

five lines of the presented concordance list and wrote the rules that I 

thought. I did not observe from the chosen concordances. ” 

 

Student 2 
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“The reason that I copied from my friend was that I could not search 

for concordances. I asked my friend the word that she used to search 

in concordancer, and then I used that word to search for concordance 

lines. I did not know how to choose the lines so I chose the first five 

lines of the list and copied the patterns induction from my friend. ” 

 

The following examples show that the learners’ pattern induced incorrect rules 

but they could use the rules that they wrote to apply for error-correction.  The data 

from teacher’ observation showed that student 16 had no idea how to correct the error 

“The park is not far to our house.” She decided to choose the first eight lines of 

concordances and then copied the pattern induction from her friends.  

 

 

Examples 18 (Student 16) 

Error Sentences: The park is not far to our house.  

001.   that need special gynecological treatment. It is FAR better to have such conditions treated in adva  

002.  thing is certain, however, and that is that he is FAR more slavish to the detailed accents, phrasing  

003.  uppets could be changed without disharmony, it is FAR more fun to create shades in the gay spirit of  

004.  f its intent, Utopian communism is far too naive, FAR too crude, to suit any modern socialist or com  

005.  Pasadena from the hoi-polloi. Mother even went so FAR as to trump up for me matrimonial o  

006.  shire, Vermont, Rhode Island, and Connecticut, so FAR as relates to the sale of Patent rights and th  

007.  some- Anzilotti is the principle example- went so FAR as to say that all international law could be   

008.  stir the public from its lethargy, Steele goes so FAR as to list Catholic atrocities of the sort to  
 

 

 

 

 

 

 

 

Learners’ Induced Rule(s): far+from (not to) 

Correction: The park is not far from our house. 
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 Example 19 illustrates the work by student 6. She has already known the 

correct rules to change the sentence “I hope if my parents has time, we can go back 

there.” but she searched the concordances by using the keyword “has” associated 

with “time.” When she obtained the concordances, she did not find the lines that 

contained the phrase “my parents have time.” She decided to choose the lines that 

indicated the rule “Singular third person subject+has.” However, when she induced 

the rule, she wrote the rules that she thought in her mind “Plural subject+have.” As 

shown below. 

 

 

 

Example 19  (Student 6) 

Error Sentence: I hope if my parents has time, we can go back there.                        

 

003.  ddya gonna do with all those muscles (of which he HAS none at the time)"? After all, a guy's gotta h  

004.  mming pool in it- didn't you notice it? But if he HAS time to go swimming, he had time to be with  

005.  thstanding, it is no doubt safe to assume that he HAS spent time schooling himself in Southern histo  

006.  districts, is hungry for the spoils of office. It HAS been a long time since he has seen any campaig  

011.  school education), and she is telling a story she HAS mentally rehearsed some time before. Then she

 004.  h a problem. Very thoughful of others. She always HAS time for you - never 'too busy right now'.   

026.  school education), and she is telling a story she HAS mentally rehearsed some time before. Then she

 027.  she knows what she's doing, it's just whether she HAS the time to do it, she would liked it if we ha 
 

  

 

 

 

 

 

Learners’ Induced Rule(s): Plural Subject+verb to have 

Correction: I hope if my parents has time, we can go back there. 
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Moreover, another factor that affected the learners’ ability in pattern induction 

of this study was the overgeneralization of their prior grammatical knowledge. The 

data from the interviews show that the main reason that made the learners employed 

the incorrect rules to search for the concordances was the insertion of another 

grammar knowledge. They thought of the rules by using their prior grammatical 

knowledge then used the rules to search for concordances. Some learners could get 

the concordance lines from the incorrect rules. Some could not get the lines so they 

wrote the incorrect rules after the chosen concordances. The following parts were the 

data from the stimulated recall interview and the examples of the incorrect induced 

patterns which the problem was from the overgeneralization of other grammatical 

rules. 

Example 20 shows the work by student 23 in which she incorrectly used her 

prior grammatical knowledge to correct the error. She used the knowledge of tense to 

construct the rule by herself. As shown below. 

 

Student 23 

“There was the verb to be ‘were’ and the verb which follows the 

verb to be should add-ing. It was past continuous tense so I chose 

the concordance lines which contained the verb ‘were’ plus verb-

ing.” 
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Example 20 (Student 23) 

Error Sentence: We were returned to the car and went back home. 

003.  hat in making their government the people were actING through their states, whereas the Preamble o 

029.  Bari by complete surprise and now they were batterING her, attacking with deadly skill. They had ru 

199.   and pleasing conversation in French, we were gettING nowhere. We had nearly decided that all the  

278.  d I visited your country last spring, you were livING and working close to the places we saw and the  

354.  lant himself in reality. It was late, we were playING kissing games, and Jessica and I were called o  

402.  an had already crossed the Equator. They were sailING round the Cape of Good Hope; the weather h  

417.  ints of pain along her thighs. They were all shoutING at her as if she were the embodiment of the ev  

457.  zed the utter futility of the idea. They were starING at him in the same blank and menacing way that  

458.  and sadness and guilty relief. But they were startING a new life. And they had almost everything the  

488.  ehension and disappointment. So there we were talkING around and about it. The English lady said  
 

 

 

 

 

 

Example 21 below illustrates the work of students 18, who used her prior 

grammatical knowledge of active-passive voice to incorrectly construct the rule in 

order to correct the sentence. However, the self-corrected sentence was correct. As 

shown below. 

 
Student 18 
 

“I could remember that when verb to be is followed by verb ended 

with-ed. It was called ‘passive voice’ but in this sentence I think it was 

not the passive form because the subject did the verb ‘return’. To 

 

Learners’ Induced Rule(s): were+v.ing (past continuous) 

Correction: We were returning to the car and went back home. 
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change the passive form to be the active form, we cut the verb to be out 

so in this sentence we cut verb to be ‘were’ out.” 

 
 
 
Example 21 (Student 18) 

Error Sentence: We were returned to the car and went back home. 

 

001.  e troop and the regiment. Maneuvers over, the 7th RETURNED to garrison duty in Tokyo, Captain  

002.  . I managed to do this by the time the great A.B. RETURNED to the place where he last had seen th 

003.  ouse and Alex to go to the main post office. Alex RETURNED to the hotel, rather weary and with n 

004.   because he left the house before the murders and RETURNED after them. Fleet asked the same que 

005.   his overcoat. He left the rest of his things and RETURNED to the lobby. He set Roberts' suitcase ne  

006.   jug, placed the chamber pot beside her feet, and RETURNED to her place at the front of the wagon  

007.   yards. He went into the Army in March, 1957, and RETURNED two years later. But he was schola 
 
 

 

 

 

 

 

 

Regarding the problem from the insufficient of parts of speech knowledge, 

even though the researcher reviewed the parts of speech and concordancer provides 

the Cambridge on-line dictionary for them to check the parts of speech, this problem 

still occurred in the study. The results were in agreement with the studies conducted 

by Jaroongkhongdach (2007), Jaihow (2005), Maneekhao, (2001), in that lacking 

parts of speech knowledge leads students to wrong pattern induction. Examples 22-23 

below illustrate the incorrect grammatical patterns generated by the learners in this 

study.  In example 22, student 16 could correct the underlined error “many thing” by 

 

Learners’ Induced Rule(s): Subject+V.3 (active voice) 

Correction: We returned to the car and went back home. 
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observing the concordance outputs and added “s” after “thing”. However, the rule she 

generated was wrong because she thought of “thing” as a verb. 

 

 

Example 22 (Student 16) 

Error Sentence: I love this trip because I could do many thing together as a family. 

008.   knew the boy well. He was eleven and we had done MANY things together. He was a beautiful boy, 

011.  Well, what can I do"? Believe me! There are many, MANY things to do. Find out what you like to d  

012.  tary phrases. Her name was L'Turu and she told me MANY things. For an anthropologist, loquaciou 

013.  rea meet your needs in comparison to other sites. MANY things need to be checked: #SIZE AND  

015.  ease get that in your reports. It accounts for so MANY things. Both Red McIver and Handley Walke  

017.  . "Not the least bit", Arlene snapped. One of the MANY things that was so nice about her was that   

018.  lly seeking the causes of and the reasons for the MANY things that make the world go 'round would   

020.  o. Here again it was vacation time and there were MANY things I could not see, but I was able to vis 
 

  

 

 

 

 

 

 

 

In example 23, the underlined error was “I hope if my parents has time….” 

Student 22 induced the rule wrongly in that “parents” functioned as a verb instead of a 

plural noun. Therefore, the rule she induced was “Plural verb+have.” 

 

 

 

 

Learners’ Induced Rule(s): Many+plural verb  

Correction: I love this trip because I could do many things together as a family 
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From the analysis, it was found that mistaking verbs as nouns, and vice versa, 

is a common phenomenon. This might be due to the fact that the learners memorized 

the rule in relation to the addition of “s” at the end of a word. That is, a plural noun is 

indicated by “s,” and in the present simple tense with a singular, third person subject, 

the verb of a sentence is also marked with an “s.” For students who have no notion of 

noun or verb, it is likely they would add “s” with confusion as illustrated above. 

Although the researcher provided thirteen hours of grammar revision, parts of speech 

was reviewed for only one hour because the researcher did not anticipate this as a big 

problem for the subjects in this study. 

Conversely, regarding the learners’ ability to apply the rules in self-correction, 

the findings from the study showed that most of the learners could apply the rules 

which did not involve pattern induction appropriately with other words in their own 

writing. The results were contrary to the findings of the study by Jaihow (2005), who 

Example 23 (Student 22) 

Error sentence: “I hope if my parents has time….” 

 

002.  l see Foxy when I get back in the evening because PARENTS have gotta come back for the parents' meet  

011.  he job. Nursery and Child-Minding Facilities Many PARENTS have no-one who can care for their young c  

013.  t their inspiration from the attitude of "modern" PARENTS they have observed. From necessity, they a  

014.  gh date of admission is not yet determined. Negro PARENTS have filed application for admission of ad  

017.  child doesn't enjoy physical contact with others. PARENTS have to find other ways of comforting him.  

018.  at. And not always, you know, it's not always the PARENTS who have who have erm either bruised the c  

 

Learners’ Induced Rule(s): Plural verb+have  

Correction: “I hope if my parents have time….” 
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discovered that his subjects were more successful in pattern induction than in rule 

application in their writing. The reason why the subjects in the current study were 

better at applying rules might be that they were familiar with the method of using 

given rules to construct sentences. This is called deductive method. Sun (2003) also 

discovered that the subjects in his study were familiar with the deductive method. He 

reasoned that most EFL learners have learned grammatical rules deductively. They 

thought about the rules they were taught first and then constructed a sentence 

according to the rules they knew. 

 

4.5.4. Factors Affecting Learners’ Strategies to Use Concordances 

 

It can be drawn from the findings that the strategies the subjects used most 

often is basing their guess on their prior grammar knowledge to correct their own 

writing instead of using the underlined words to search the concordance lines.  They 

always used the Brown+BNC Written+BNC Spoken (3 million words) which are the 

largest corpora of the Lextutor concordancer. Regarding the difficulty and the 

problem in dealing with concordances, the majority of the learners forgot to change 

the function of the concordancer to search to the left, the right, or both sides of the key 

word. Interestingly enough, in dealing with the concordance lines, the learners could 

not always find the target words from the word searched.  However, half of the 

learners believed that the concordances were useful for them in their English study but 

only with a teacher’s guidance during the learning process. Some of the learners even 

preferred the traditional way of learning with the teacher than using concordances.  

The results of this study were incongruent with those of the studies conducted 

by Sun (2003). In his study, the subjects were advanced EFL learners. They tried to 

use word search skills many times in order to discover the concordances, and they 

then observed the concordance lines by using cognitive skills. These skills include 

identifying the different structures of each line, and analyzing the parts of speech.  

As for being autonomous learners, the results of this study were incongruent 

with the results of the study by Yoon & Hirvela (2004), who discovered that the 
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participants in their study preferred using concordances independently without 

guidance and without any serious problems. 

 The conclusions that can be drawn from this study as to what affected the 

learners’ strategies cover four factors: language proficiency, corpora size and corpora 

selection, unfamiliarity with inductive learning method, and motivation. Firstly, 

concerning language proficiency, the fact that the students used their prior 

grammatical knowledge which may not be correct to initially define the rules they 

thought were correct, and then verify those rules from the concordance outputs in 

accordance with the anticipated rules, may be due to their deductive learning 

approach.  The students explained how they initially dealt with concordance texts in 

the following quotes: 

 

Student 7 

“Firstly, I looked at the errors and tried to think of the correct 

grammatical rules. Then, I searched for the concordance lines which 

matched these rules.” 

 

Student 26 

“I thought of the rules and then checked them with the 

concordancer.” 

 

The second factor, corpora selection and corpora size, was found to affect the 

process of dealing with the concordances. According to Tribble and Jones (1990), a 

corpus of 50,000 words should be very useful for classroom purposes.  Working with 

large corpora may make the students feel overwhelmed, and as a result, the many 

irrelevant concordance outputs make analysis difficult and frustrating. However, if the 

number of concordance lines is too few, learners can became confused, as reported by 

Student 33: 
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Student 33 

“My big problem was when I chose a big corpora, it was difficult for 

me to search the large amounts of concordance lines. When 

searching small corpora thought, there were only two or three 

examples, which did not help me enough to induce the patterns.” 

 
The learners’comments support Gavioli’s (2001) suggestion that the processes 

of observation and generalization can pose many difficulties to learners because 

concordances do not provide enough information. Thus causes complexity in a 

particular analysis, and EFL learners cannot rely on their intuition to guide and back 

up their observations and to suggest and reinforce explanatory generalizations.  

The third factor is the unfamiliarity with inductive strategies. This seemed to 

be one reason why the students struggled when exploring the grammatical rules 

(Turnbull & Burston, 1998). Data from the teacher’s observation revealed that at the 

beginning of the training periods, the learners’ capacity to deal with the concordances 

was quite low. The reason might be that they were not familiar with a large amount of 

information presented in concordance lines. After they were trained to better work 

with the large outputs, their performance developed gradually. However, at the end of 

the experiment, they had to cope with the concordances output by themselves in order 

to correct the errors presented in the three tasks. It was found that most of them lacked 

confidence in working with the information alone. Student 9 reported the following:  

  

Student 9 

“Obtaining a lot of examples confused me and it was thus hard to 

induce the rules by myself. I preferred teacher’s explanation in class 

than using the concordances.” 

 
 According to Sun (2003), for EFL learners who have learnt English grammar 

through deductive teaching methods, it is more difficult for them to alter to inductive 

learning methods. Thus, extensive guidance in using inductive learning strategies is 

recommended for the future. Teachers should give learners both methodological and 

psychological preparation by training them to learn independently step-by-step in 
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order to prevent them from being overwhelmed by large amount of information. 

Moreover, teachers should tell learners the benefits of learning inductively and 

stimulate them so that they have the ability to take responsibility to learn 

independently. In addition, timely training and guidance from teachers is important 

for learners. 

The last factor, motivation, was identified from the teacher’s observation 

notes. The students were motivated only when they felt a sense of achievement in 

dealing with the concordances. When they saw no chance of development, they soon 

lost interest in working with the concordances, as reported by two respondents below.   

 

Student 12 

“I liked the initial stage when the teacher guided me on how to use 

the concordancer and induce the rules from the given concordances. 

It was easy to deal with the concordances then, but when I used them 

by myself, I found that it was too difficult and I didn’t want to use 

them.” 

  

Student 32 

“I think it was boring when I could not discover the grammatical 

rules by myself. I think that the teacher should specify the searched 

words for the concordancer and choose the concordance lines for us. 

I think then it would be more interesting and easier to learn the 

grammatical rules.” 

 

According Hadley (2001) and Aston (2001), learning motivation cannot be 

fostered without a teacher’s intervention, as exposure to a vast number of authentic 

texts without a well-prepared structure of learning may cause confusion and 

discouragement. Thus, it is important for a teacher to choose and organize texts in 

such a way that they are manageable for students. The amount of language input 

should be controlled and the inputs which might pose problems for the students 

should be screened out. In many cases, these authentic texts might have to be slightly 



 
 

   

109 
 
 
modified and only short concordances with simple language structures might have to 

be presented to the students so they can practice dealing with the corpus information 

(Sripicharn, 2003; Aston, 2001).  

This chapter presented the findings of low proficiency learners’ ability on self-

correction by using concordances. The results indicated that there were both internal 

and external factors affecting learners in using concordances for self-correction. The 

implications arising from this study will be discussed in the next chapter.  
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CHAPTER 5 

 

SUMMARY, IMPLICATIONS AND RECOMMENDATIONS 

 
 In this chapter, a summary of the study is provided first. Then, the 

implications and recommendations based on the findings in the previous chapter are 

presented. With respect to the empirical research, suggestions on the application of 

the method for low-proficiency learners and recommendations for further studies are 

proposed. 

 

5.1 Summary of Research Findings 

 
The primary goal of the study was to investigate the effects of using 

concordances on the ability to self-correct grammatical errors of low proficiency EFL 

learners and on their long-term retention of grammatical knowledge. In particular, the 

grammatical structures which were corrected the most often and least often, as well as 

the ones which were retained the most and least often, were given special focus in this 

study. In addition, the learning processes, general trends, and patterns of strategies 

used by Thai EFL learners were explored. The present study was aimed at providing 

insights into the use of concordances for error-correction, as well as providing 

suggestions on how teachers can use concordances with low-proficiency learners most 

effectively. 

The conceptual framework of the study was based on the pedagogical 

principle that knowledge can be constructed by learners, not just supplied by teachers. 

In this study, the learners had to construct the grammatical rules from the shown 

concordances by themselves; they then applied the rules in self-correction. Regarding 

teaching/learning methods, the Data Driven Learning, DDL approach is partially 

amenable for self-discovery efforts by students. By studying the target words in the 

concordances, the students were expected to inductively learn the grammatical rules. 
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This current study also promoted autonomy in language learning because the learners 

took responsibility to work independently in their self-correction activities.  

This study was conducted with 37 EFL students studying in grade 11 at a 

private high school in southern Thailand. The five most common errors in the 

learners’ written task from the picture prompts were chosen to be the target errors for 

correction. The learners were trained to deal with the concordancer and concordances 

for error-correction. Three tasks of error-correction were designed for ongoing 

assessments, whereas the post-test and the retention test were designed for assessing 

the overall learning effects of the training the students’ ability with self-correction and 

retention. The other instruments were the teacher’s observation notes and the 

stimulated recall interviews, and were used at the end of the study to investigate the 

students’ learning processes and attitudes towards the concordance-based method.   

 The main research findings can be summarized as follows: 

5.1.1 After training the learners to use concordances for error-correction for 

twelve weeks, the learners’ ability in self-correcting their own work decreased 

(64.32%) from their skill level during the training period (79.82%). The complexity of 

the learners’ own errors was the main factor that caused the learners’ results in self-

correction to decrease from their performance during the training. Moreover, a variety 

of concordances also influenced the learners’ ability in self-correction. Regarding the 

findings from the retention test, there was a significant difference between their 

ability in self-correction on the post-test (64.32%) and their ability in error-correction 

without using concordances, as measured by the retention test (54.32%).  That is, 

there was a significant loss of grammatical knowledge six weeks after they used the 

concordances for grammatical-error correction. The learners’ motivation concerning 

the process of self-correction was the main factor influencing their learning. They 

believed that it was the teachers’ task and these activities could not help them to reach 

their learning goals, so they did not pay enough attention during the experiment. Thus, 

they were not very successful in using concordances in self-correction. 

5.1.2 From the study, it was found that subject-verb agreement, nouns and 

articles were the categories of grammatical rules which were corrected and retained 

the most often, while verb and preposition errors were corrected and retained the least 
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often. Three main influential factors affecting the learners’ ability in correction each 

type of grammatical rules are 1). the complexity of types of errors, 2). L1 interference, 

and 3). the variety of concordances.  

5.1.3 It was also found that the learners’ pattern induction ability was lower 

than their rule application ability. During the training period with the three ongoing 

tasks, the percentage of correctly induced patterns was 89.81%, whereas that of 

correctly applied rules was 92.10%. In the post-test, the percentage of correctly 

induced patterns was 70.68% while the percentage for rule application was 71.36%. 

There were two main influential factors for the learners’ ability in pattern induction. 

Firstly, some learners could not find the expected concordances from the word search, 

they chose any irrelevant lines from the presented concordances and copied the 

correct patterns induction answers from their friends or they wrote the rules that they 

already had in their minds from the beginning. Thus, their pattern induction answers 

did not always match with the chosen concordance lines. However, when they had to 

use the induced patterns they copied from friends to correct the errors, they were 

usually successful. This might be a result of their familiarity with the deductive 

learning method. Secondly, they had insufficient knowledge about the parts of speech, 

so their pattern induction was often erroneous. However, when they corrected the 

errors, they could imitate their sentence from the chosen concordances.  

5.1.4 Regarding strategies used when dealing with concordancer, most of the 

learners thought of the rules first and employed those rules as the word search terms 

for finding concordances. The result was usually that they could not find any 

concordances because the rules that they had guessed were actually incorrect.          

As for strategies used when dealing with concordances, most of learners asked for 

guidance from their peers and teacher while some copied their friends’ answers. 

Concerning concordance selection, most students chose the concordances lines that 

best allowed them to induce the rules. When they could not find the expected 

concordances, they merely chose the first five lines of concordances even though the 

word searched did not appear in the concordances and wrote the rules that they had 

previously thought, which showed no connection between the rules and the chosen 

concordance lines. 
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Concerning the corpora size, most of the subjects chose the biggest corpora, 

thinking that they would retrieve the most examples of concordances. On the contrary, 

they were overwhelmed by the large amounts of concordance lines.  

The most common problem found when dealing with concordancer was 

forgetting to change the functions and forgetting to choose the corpus due to the lack 

of practice. The problems when dealing with concordances regarded the difficulties of 

searching for concordance lines and not be able to select the concordance lines for 

error-correction.  

With reference to students’ opinions on the usefulness of concordances, half of 

the learners reported that the concordances were useful, but that they needed some 

guidance while using the concordances. They thought that the concordances provided 

a lot of examples which made it easy for them to remember rules. However, some 

students preferred the traditional way that a teacher teaches in classes. Some learners 

reported that concordances were difficult for them to use. The influential factors 

affecting the learners in dealing with concordances were both internal (prior 

grammatical knowledge and their motivation) and external (the complexity of the 

errors, concordances, L1 interference, and the unfamiliarity with inductive learning). 

 

5.2 Pedagogical Implications 

 

 Since this study was carried out with a group of only 37 low-proficiency EFL 

learners, it is difficult to generalize or draw the conclusion that using concordances in 

self-correction for all low-proficiency Thai EFL students would provide identical 

results. The results of the current study may provide some useful information for 

English classroom teaching, and also for the design of tasks that use concordances as 

a potential alternative method of teaching grammatical rules to low-proficiency EFL 

learners. However, if it is to be used effectively and successfully in the classroom, the 

following pedagogical implications need to be taken into account:  

 5.2.1 As shown, the students’ success with working with concordances in the 

three ongoing tasks designed for error-correction was high. The findings indicate that 

when using concordances with low proficiency learners, it is important for a teacher 
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to choose and organize texts in such a way that they are manageable for students. That 

is, the amount of language input should be controlled and the inputs which might pose 

problems for the students should be screened out. In many cases, these authentic texts 

might have to be slightly modified and only short concordances with simple language 

structures might have to be presented to the students  This technique can also support 

the learners’ motivation in using concordances for their learning. When they achieve 

success in using concordances, they will be more motivated to continue learning. In 

addition, these tasks can help learners to be successful in using concordances in their 

learning. 

 5.2.2 Working with concordances independently may cause learners to be 

overwhelmed by the large amounts of information. Therefore, in using concordances 

with low-proficiency learners, especially with Thai learners who are familiar with 

deductive learning style, teachers should adapt the use of concordances by discussing 

with them rather than purely promote autonomous learning. This method can prevent 

the learners from being bombarded by numerous concordance lines. Teachers should 

still guide and monitor to support learners in the classroom.  

 Moreover, working with concordances only during class time is not enough 

for learners to become independent users. Learners need to practice using 

concordances as much as possible. Teachers should consider this point and provide 

them additional opportunities to work with concordances by giving them tasks for 

self-study outside the classroom. It is to be noted that at this stage, learners must be 

confident and experienced in working with concordances independently. 

 5.2.3 Training learners to deal with concordances is a very important step in 

teaching. Teachers should give students extensive training before allowing them to 

work by themselves. In the training, teachers should use preplanned concordance 

printouts, which is more effective than simply bombarding learners with a large 

amount of information from an online concordancer. This paper printouts technique 

would also help avoid the technical problems that can occur during training, thus 

increasing the amount of time learners spend effectively working with the corpus. The 

concordances chosen should contain possible linguistic problems, as well as obvious 

language patterns to be induced.  
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 5.2.4 The findings from the interviews showed that the learners thought that 

concordances were useful for them, but that they needed some guidance. Hence, more 

time for training learners to deal with concordances using the printouts is required in 

order to make them ready to work with concordances independently before allowing 

them to work with on-line concordancer. In the beginning, when working with the 

computer-based concordances, the teacher should observe learners closely in order to 

guide them on how to deal with the problems and difficulties that they may face 

during their work with the concordancer. This can help learners to become 

independent users.   

 5.2.5 Another way to help learners deal with computer-based concordances 

effectively is to provide pair work activities because the learners can learn from their 

friends during the process of working with concordances, especially in large classes.  

 5.2.6 To overcome the problem concerning the unfamiliarity with the 

inductive approach, teachers should not only provide methodological training, but 

psychological preparation for learners by explaining to the learners the benefits of 

learning inductively and stimulating them to take responsibility to learn 

independently.  

 5.2.7 One problem found in the study was that the learners could not find the 

concordances from the word search. The reason might be that they searched using the 

incorrect grammatical rules. However, another reason might be due to misused 

grammatical collocations. As concordances are the best tool for learning collocations, 

teachers should design lessons to teach grammatical collocations in the classroom. 

Such lessons can help learners to produce more varieties of collocations in their 

writing so that their language will be more natural and more easily understood. 

  

5.3 Recommendations for Further Research 

 

 The following suggestions for further research aim to develop a thorough 

understanding of concordance-based learning and to produce new findings. Hence, 

some recommendations for further studies are made. 
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 5.3.1 It would be beneficial if a subsequence study conducted using a control 

group which receives traditional instruction in grammatical rules and one 

experimental group, which is exposed to the concordances-based method of teaching.  

 5.3.2 The data from the interviews indicated that when the learners had 

problems with grammatical rules, they always consulted either dictionaries or 

grammar books. In this study, only concordances were allowed to be used as a tool in 

error-correction. In further studies, it is suggested that a comparison of the effects 

between students using dictionaries, grammar books, and concordances for error-

correction be done. 

 5.3.3 In this study, the learners’ errors were only underlined; no code was 

given. This might be one factor affecting their ability in self-correction. In a future 

study, it is suggested that coded feedback be provided to the low-proficiency learners. 

Codes might have different effects on learners’ abilities to correct grammatical errors. 

That is, coding might be more beneficial to low proficient learners. The coded 

feedback should be a code for error types, such as N. (nouns), V. (verbs), A. (articles), 

and ADJ. (adjective). This technique may guide learners to use their prior knowledge 

appropriately. It would also be interesting to investigate the effects of the use of error 

symbol indication with two groups of participants in an experimental study. The 

groups could receive different feedback before beginning to use concordances for 

error correction.  

 5.3.4 In this study, the level of the difficulty of errors was a major factor 

affecting the learners’ ability in error-correction. Future research should utilize errors 

of differing difficulty levels to see how this factor affects students’ self-correction 

ability. 

5.3.5 Only the inductive method of learning was considered in this study. It 

would be interesting for a future study to compare the effects of using concordances 

inductively and deductively. An experimental study between two groups of learners 

receiving different methods of instruction, (one group involved in inductive learning 

and one group in deductive learning) should be used to investigate which method is 

most suitable for Thai EFL learners. Moreover, a retention test should be administered 

in order to examine which method best promotes long-term learning. 
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 5.3.6 In this study, concordances were used for self-correction. It would be 

interesting to investigate the effects of using concordances for L2 writing. The types 

of grammatical errors or word collocations that learners consult concordances for the 

most should be explored as well, and the reasons why they want to check those 

grammatical rules or word collocations should be clarified. Hence, the real causes of 

the errors will be revealed to the researcher by the learners. Moreover, learners’ 

ability with pattern induction and rule application in their writing should be also 

investigated as well as the problems and difficulties that learners face should be 

recorded in order to find solutions for problems using concordances that EFL learners 

have when writing.   

  5.3.7 In this study only five types of grammatical rules were involved in the 

concordance exercises. A future study should employ concordances to aid the learning 

of other grammatical rules and collocations. No more than five error categories should 

be used, and these should be chosen based on the results from an analysis of the 

students’ writing. Consideration of errors from multiple drafts enables the researcher 

to distinguish errors from mistakes. Hence, the target errors will be the errors that are 

a real problem for learners. 

 5.3.8 The paper- based concordance exercises were suggested to benefit the 

low-proficiency learners, it would be interesting to investigate the effects on long-

term learning that both using paper-based methods and computer-based methods 

offer. Further research should employ an experimental study to investigate the effects 

of using paper-based concordances and computer based concordances by means of a 

retention test after the experimental process.  

 5.3.9 In this study, the instruments used to collect data on the learners’ 

strategies for dealing with concordances were the teachers’ observation notes and the 

stimulated recall interviews. These two instruments might not have been enough to 

explore what the learners truly thought while working with concordances.  In a future 

study, thinking aloud protocol should be used as another instrument in order to gain 

more information on the learners’ strategies while working with concordances. 

5.3.10 The final suggestion concerns the target group of the study. This 

research aimed to investigate the effects of using concordances on the self-correction 
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ability of low-proficient EFL subjects. It is suggested that such research be conducted 

with advanced learners. Moreover, to avoid the negative impact caused by differing 

difficulty levels of grammatical rules, only editing tasks should be given to learners. 

That is, learners should edit their errors by themselves without feedback from the 

teacher, and they should then use concordances for error-correction. 
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Types of Grammatical Errors (Na-ngam , 2005) 
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The Analysis Framework 

of 

Types of Grammatical Errors by Na-ngam (2005) 

1. Articles 

 1.1 Indefinite articles (a,an) 

  1.1.1 Misuse of ‘the’ for ‘a/an’ 

  1.1.2 Misuse of ‘a’ for ‘an’/’an’ for ‘a’ 

  1.1.3 Omission 

  1.1.4 Unnecessary insertion 

 1.2 Definite article 

  1.2.1 Misuse of ‘a/an’ for ‘the’  

  1.2.2 Omission 

  1.2.3 Unnecessary insertion 

2. Verbs 

 2.1 Misuse of the non-finite finite forms of the verbs 

 2.2 Misuse of other parts of speech for verbs 

 2.3 Misuse of ‘verb + ing’ for ‘verb + ed’ 

 2.4 Misuse of expressions containing ‘go’ 

 2.5 Unnecessary insertion of verbs  

 2.6 Unnecessary insertion of ‘V. to be’ 

3. Agreement 

 3.1 Subject-verb agreement 

 3.2 Determiner-noun agreement 

4. Prepositions 

 4.1 Misuse/omission of prepositions 

5. Nouns 

 5.1 Misuse of other parts of speech for nouns 

 5.2 Misuse of singular for plural nouns 

 5.3 Misuse of plural for singular nouns 

 5.4 Unnecessary insertion of plural markers 

 5.5 Unnecessary insertion of nouns 
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6. Spelling 

 6.1 Doubling final consonant 

 6.2 Final –e 

 6.3 The suffix –ful 

 6.4 ie and ei 

 6.5 word ending in y 

 6.6 Hyphens 

 6.7 Full stops with abbreviations 

7. Infinitives/Gerunds 

 7.1 Misuse of infinitives for gerunds 

 7.2 Infinitives with ‘to’ 

  7.2.1 To+simple past tense 

   7.2.2 To+gerunds 

  7.2.3 To+verb+s/es 

  7.2.4 Misuse of infinitives without ‘to’ for infinitives with ‘to’ 

8. There-be 

 8.1 Misuse of ‘It has’ for ‘There-be’ 

 8.2 Misuse of ‘has/have/had’ for ‘there-be’ 

9. Pronouns 

 9.1 Subject pronouns 

  9.1.1 Misuse 

  9.1.2 Unnecessary insertion 

 9.2 Object pronouns 

  9.2.1 Misuse 

  9.2.2 Unnecessary insertion 

 9.3 Relative pronouns 

  9.3.1 Misuse 

  9.3.2 Unnecessary insertion 
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10. Word order 

 10.1 Order of two nouns 

 10.2 Order of two verbs 

 10.3 Order of adverb and adjective 

 10.4 Order of adverb and verb 

 10.5 Order of adjective and noun 

 10.6 Order of embedded questions 

11. Capitalization 

 11.1 Uncapitalization for the beginning of a sentence 

 11.2 Uncapitalization for proper nouns 

 11.3 Capitalization after phrases and clauses 

 11.4 Random capitalization 

12. Adjectives/adverbs 

 12.1 Misuse of other parts of speech for adjectives/adverbs 

 12.2 Unnecessary insertion of adjectives 
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Lesson 1: Revision of Parts of Speech 
 
Duration:  50 minutes  
 
Goals:  

1. To provide an opportunity for students to review essential grammar in order to 

use in working with the concordances. 

2. To practice students in inducing the rules from the sentences. 

Objectives: Students will be able to:  

1. summarize the functions of each part of speech. 

2. identify and label the various parts of speech including nouns, verbs, 

pronouns, adjectives, adverbs, prepositions, and articles in the given sentences. 

Materials: Computer, white board and work sheet activity 

Procedure: 

1. Teacher tells the objectives of the lesson. 

2. Ask the following questions in order to elicit the students’ background of the 

parts of speech. 

How many parts of speech are there in English? 

(Show the following list of words on the white board)  

Can you tell me what the parts of speech of these words are? 

house beautiful however Jack always they 
go an on old myself happily 

strong eat but want and must 

3. Teacher summarizes what parts of speech are and let the students do the 

exercise 1, 2 in pairs. 

4. Check the answer and do the exercise 3,4 in order to lead the students to 

review the function and notice how words with different parts of speech can 

occur in sentences. 
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5. Teacher asks the whole class what are the functions of each part of speech by 

writing the answers on the whiteboard. 

6. Teacher summarizes the functions and how the each part of speech occurs in 

the sentence. 

7. Let the students do the exercise 5 to identify the parts of speech of the given 

sentences. 

8. The teacher checks the answers with the whole class and gives more 

explanation if learners have the problems. 

9. Let the students practice more in exercise 6 in this activity learners will induce 

the rules from the phrases in order to make them familiarize how to induce the 

patterns from the keyword. 

10. Teacher summarizes the entire lesson and asks if they have any problems. 
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Lesson 1: Revision of Parts of Speech Exercise 1: Match the word with its part of speech 

1. The       preposition 
      2. Hungry      conjunction 
       3. At       adjective 
      4. Student      verb 
    5. He       adverb 
      6. Easily      article 
       7. Walk      pronoun 
       8. Because      noun 
  9. Choose      adjective 
 10. Strong       verb   
    
Exercise 2: For each underlined word in the following sentences, identify and    
                    then write the part of speech. 
 _____________1. He came by bus. 
 _____________2. Bob and Dan are friends. 
 _____________3. The lazy dog sat on the rug. 
 _____________4. They go to school everyday. 
 _____________5. I always do my homework. 
 _____________6. My sister is a doctor. 
 _____________7. It is under the table. 
 _____________8. Yesterday, Susan called her mother. 
 _____________9. The man is tall. 
 _____________10. The dog quickly ate all of the cake. 
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Exercise 3: From the given part of speech in the parentheses. Underline the   
                    indicated word within the sentence. 
 

 1. Jason went to the concert last night.   (Noun) 
2. I taught Jim to drive a car.    (Verb) 
3. He is an unhappy man.    (Adjective)  
4. I saw myself in the mirror.    (Pronoun)  
5. The shop refused to accept a cheque.  (Verb)  
6. It is a difficult word to say.    (Adjective)  
7. Paula or Jeannine can go with you tonight.  (Conjunction) 
8. May I sit between you two?   (Preposition)   
9. The musicians play marching songs.  (Noun) 
10. The boys and girls worked at the fair.  (Conjunction) 

            11. The police officer ran fast.    (Adverb)  
 12. Mike arrived late.     (Adverb)  

13. She put her bag next to her.   (Pronoun)  
14. Reggie fell by the stairs.    (Preposition)   
15. I would like to help you, but I will be busy tonight. (Conjunction) 
16. She has blonde hair.     (Noun) 
17. We looked at each other and started to laugh.  (Pronoun)  
18. Remember to take your hat when you go out.  (Verb) 
19. He is taller than me.     (Adjective)  
20. My sister answered the question loudly.   (Adverb)     
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Exercise 4: The following words can be more than one part of speech identify  

                    what is the part of speech of each underlined word? 
 _____________1. My work is easy. 
_____________2. I work in London. 
_____________3. I think I can do it. 
_____________4. Don't open that can of beans.   
_____________5. I took a book with me to read on the train. 
_____________6. I�ve booked you on the 10 o�clock flight. 
_____________7. Let�s go for a walk. 
_____________8. He walked slowly away from her. 
_____________9. On January 3 the company will present its plans to the bank. 
______________  10. I gave her a very special present for her birthday. 
_____________11. Ronny caught three huge fish this afternoon. 
_____________12. Let�s go fishing this weekend. 
_____________13. She watched the kids playing in the yard. 
_____________14. She kept looking anxiously at her watch. 
_____________15. Let�s go for a drive. 
_____________16. I drove to work this morning. 
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_____________17. They live in New York. 
_____________18. The band will be giving a live concert performance next week. 
_____________19. I don�t feel very well. 
_____________20. The kids all behaved well. 
_____________21. Check your car before you drive to make sure that your lights are working. 
_____________22. She has light blue eyes    
_____________23. You should keep a record of your expenses. 
_____________24. Tell me when the tape starts recording. 
_____________25. It is important to develop good study skills. 
_____________26. It is important to develop good study skills. 
_____________27. This would be a good place for a picnic. 
_____________28. He placed his hand on her shoulder. 
_____________29. The room has a comfortable feel to it. 
_____________30. How are you feeling today? 
_____________31. I didn�t get it because it cost too much. 
_____________32. We did not even make enough money to cover the cost of the food. 
_____________33. The child was shaking with fear. Noun. 
_____________34. She feared to tell him the truth.  Verb 



 142 

Lesson 2: How to Use the Concordancer 
 
Duration:  150 minutes (3 periods) 
 
Goals:  

1. To introduce the concordancer as the useful aid in language learning 

2. To explain the benefit from using the concordancer 

3. To teach the students how to work with the concordance 

Objectives:   Students will be able to:  

1. understand the concept of concordancer 

2. perceive the advantages of using concordancer in learning 

3. know the functions of Compleat Lexical Tutor Concordancer 

4. search the words from the concordancer 

Materials: Computer, white board, work sheet activity and online concordancer 
http://www.lextutor.ca/concordancers/concord_e.html 

Procedure: 

1. Review the previous lesson by asking the students about the parts of speech. 

2. Write down the word ‘However’ on the whiteboard and ask the students that 

what is the part of speech of this word? How is it occurred in the sentence? 

3. Ask the students that if they don’t know how to use the word what do they do? 

How can they find the example used of the word? 

4. The teacher tells the students that one way to check the numerous of real 

example is from using concordancer. 

5. Let the students look at the handout and explain them the meaning of the 

concepts in using the concordancer; corpus, corpora, concordancer/ 

concordancing program and concordances. 

6. The teacher together with the students access the Compleat Lexical Tutor 

Concordancer and the teacher explain how to use it. 
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7. The students follow the teacher instruction step by step and also look at the 

given guideline on how to use concordancer handout.  

8. Tell the students to type the word ‘however’ and get the concordance lines. 

9. Ask them what we can get from the concordances. 

10. The teacher shows the ways to learn the grammatical rules from the 

concordances.  

11. The teacher presents how to see the whole sentence of the keyword. 

12. The teacher give the further explanation how to search the word with occur 

together (with associated) and present the students how to work with them. 

13. Summarize the lesson and let the students practice working with the 

concordances with the teacher by using the sentences from exercise 1.4.  

14. During the practice using the concordancer, teacher tries to elicit students to 

choose the keyword and the associated word from the exercises. 

15. Teacher walks around the class to check whether students can use the 

concordancer and help the students if they can’t use the concordancer. 
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Lesson 2: How to Use the Concordancer 

 
The Compleat Lexical Tutor Concordancer   

 
 A concordancer (or concordancing program) is a computer program that is 
used to search for a list of words or phrases which is called concordances. The data of 
the concordance lines are drawn from a corpus (corpora for plural). A corpus is the 
collection of real language use both of speaking and written from native speaker. There 
are many corpora which you can select to search for the concordances such as Brown 
corpus, BNC written corpus, BNC spoken corpus, etc. 
 The Compleat Lexical Tutor Concordancer is another concordancer to use 
for searching the concordances. It is a free online concordancing program available via 
the Internet. 
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Guideline on how to use the Compleat Lexical Tutor Concordancer 

1. Log on the Compleat Lexical Tutor Concordancer at 
http://www.lextutor.ca/concordancers/concord_e.html and you will see the 
web page as follows. 

 

 

 

2. Type in a word to search for the list of concordances in the keyword(s) box  
(see box 1) on the Web page. 
3. Select a corpus from the corpus list (see box 2). However, there is no corpus which 
can provide the concordance lines of every word that you want to search. You may 
have to try more than one corpus for each word search in order to find out the 
information that you need. 
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4. If you want to check the word which occur with your keyword, you can type the 
word in With associated (see box3). 
5. Press the Get concordance button (see box 4) to start the search. 
6. Now type the word >>>>>.and practice searching from the different corpora. 
7. To learn grammar from the concordance lines, you can notice how the word search 
occurs in the contexts or observing from the word or phrase at the left side and the 
right side of the key word to induce the rules. 
 
Look at the examples of the concordance lines below and see how to learn 
grammatical rules. 
 

1. Keyword(s) 

2. Corpus 

4. Get concordance 

3. With associated 
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 **Note** to extract each line of concordances, you have to check the part of 
speech of the word you want to search and the key word of the concordances in 
order to find out the right results to learn. 
 
Exercise 2.1 Practice searching the keyword and associated words from the sentences 
in Exercise 1.4 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
  



 148 

 
 
 

 

 

 

 

 

 

 

APPENDIX D 
 
 

Samples of Learners’ Self-Correction in the Post-Test 
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APPENDIX D 
 
 

Three Ongoing Tasks for Error-Correction 

Task 1 and Samples of the Learners’ Error-Correction 
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          Task 1 
 
Last summer my sister and I went to the park together. (1.) In early 
morning we prepared some food for the picnic. Our mother helped 
us to make some sandwiches for our lunch. We put the 
sandwiches and the flask into the picnic basket. Our mother told 
us the directions to the park. We left home and said goodbye to 
our mother. The park is not (2.)  far to our house so we decided to 
walk there. When we reached the park, we tried to find the place 
to sit. There are many trees in the park so we decided to sit in the 
shade under the trees. The air in the park is fresh and there are (3.) 
many beautiful flower which we had never seen before. While 
(4.)we was watching the flowers, we heard some noise. It was a 
kitten. We looked for the kitten and found that it was in a tree. My 
sister and I climbed up the tree to take it down. (5.) The kitten 
hungry because it cried loudly. My sister and I gave it some 
sandwiches. The kitten ate quickly. We looked at the kitten and felt 
very happy that we could help it. We thought that when we went 
back home, we would tell our mother. She would be happy too. 
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APPENDIX F 
 
 

Three Ongoing Tasks for Error-Correction 

Task 2 and Samples of the Learners’ Error-Correction 
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Task 2 
 
Last weekend my family and I (1.)  went to countryside to have a 

picnic. We took some apples and fried chicken for our lunch. We 

left (2.) on the morning. After about half and hour, we came to a 

nice place. It was near a river with some large trees beside it. We 

parked the car under the trees and took some photos. We saw a lot 

of beautiful birds and some small animals. We took a good 

number of pictures then we felt hungry. We thought that it was 

time for lunch so we had our lunch under the trees. Then, we went 

for a walk. We could hear the birds and the water running. We 

thought that there was a water fall close by so we continued to 

walk until we found a small one. We went for a swim and took 

photos. After playing for about an hour, we (3.) were returned to 

the car and went back home. I love this trip because I could do (4.) 

many thing together as a family. I hoped that if (5.) my parents has 

time, we will go there again. 
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APPENDIX G 
 
 

Three Ongoing Tasks for Error-Correction 

Task 3 and Samples of the Learners’ Error-Correction 
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         Task 3 
 
(1) Mick and Jane loves to visit the zoo very much. Last Sunday 

Mick and Jane went to the zoo with their parents. Their mother 

cooked a chocolate cake and put it in the picnic basket with a flask 

of tea. They (2) left from their home in the morning and arrived the 

zoo in time for lunch. They sat in the shade under the trees and ate 

their lunch there. After lunch they went for a walk (3) around zoo 

to see the animal. There are (4.) many animal, such as snakes, lions, 

tigers and birds. Mick admired the lions and Jane like the peacocks 

best. When they had seen all the animals, they took photos of the 

beautiful flowers in the gardens. Mick and Jane both enjoyed their 

visit to the zoo very much and tomorrow when (5.) they are go to 

school, they always tell their friends about their happy trip. 
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APPENDIX H 
 
 

Retention Test and Samples of the Learners’ Error-Correction 
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APPENDIX I 
 

 Raw Score Obtained from the Main Study 
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 Raw Score Obtained from the Main Study 
 

Task 1 Task 2 Task 3 Post-test Retention-test N=37 
% %  %  %  %  

1 100 80 80 62.5 60 
2 80 80 100 100 40 
3 60 60 60 61.53846 80 
4 80 100 80 41.66667 80 
5 100 100 100 84.61538 60 
6 100 80 100 64.28571 40 
7 100 100 100 66.66667 40 
8 60 80 80 94.44444 50 
9 100 80 80 57.14286 80 
10 60 60 60 80 20 
11 100 80 80 72.72727 50 
12 40 80 60 38.46154 30 
13 60 80 80 50 30 
14 100 80 80 80 50 
15 100 60 60 71.42857 80 
16 100 60 100 75 40 
17 80 100 80 81.81818 60 
18 60 80 80 66.66667 50 
19 60 80 80 45.45455 90 
20 60 80 80 90 50 
21 60 60 60 77.77778 60 
22 100 100 80 75 60 
23 80 80 60 84.61538 30 
24 60 80 80 75 40 
25 100 100 80 58.33333 60 
26 100 40 80 92.30769 50 
27 100 100 100 44.44444 90 
28 60 80 60 55.55556 40 
29 100 100 60 78.57143 30 
30 100 80 100 80 50 
31 80 80 100 60 50 
32 100 80 60 36.36364 40 
33 40 80 80 72.72727 60 
34 60 60 60 50 60 
35 60 80 60 60 50 
36 100 100 100 93.33333 100 
37 60 80 80 62.5 60 

X  80 80.54 78.92 64.34 54.32 

 






