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ABSTRACT

One of the problems found with EFL instructionpisor feedback, as this
results in a lack of quality language examplesléarners to experience. Computer
corpora and concordances are education technolatiietr can provide a large, clear
number of language examples for learners to obs&yeand large, the employment
of computer corpora and concordances has beenmpefiective for advanced EFL
learners because they possess sufficient linguasiildy to work with large numbers
of examples. However, this study aimed at invetitigathe effects of using
concordances on the self-correction ability of lpkeficiency EFL learners. Four
research questions were posed: 1) To what exteribaer-intermediate EFL learners
able to self-correct and retain grammatical pasteafter using concordances?, 2)
Which grammatical errors are corrected and retamesit accurately, and which least
accurately?, 3) Can learners induce rules and applyced patterns in error-
correction?, and 4) What are the general stratagied by EFL learners and what are
their attitudes towards using concordances forarorection?

The researcher adopted a quasi-experimental désighe study, which was
carried out with thirty-seven Thai grade 11 EFLrteais over a period of 18 weeks.
The instruments used included three grammatical-eorrection tasks, a post-test, a
retention test, teacher’s observation notes, aimoukited recall interviews. Prior to
the experiment, the learners were asked to compasery, prompted by a series of
pictures. Then, the five most common types of ermere selected at the word level

for the learners to correct, and were used to detkig error-correction tasks and the



retention test. During the experiment, learners ewdrained to operate the
concordancer, deal with concordances, induce pattand self-correct their writing.

The main findings from the paired sample T-testsl aher qualitative
analyses that the researcher conducted are suneth@szollows:

1. Learners performed well on the three ongoingstasduring the training
period, getting an average score of 79.82%. Omptist-test, they self-corrected their
work with an average score of 64.34%, and theiraye score for a retention test on
grammatical rules taken six weeks later was 54.32%.

2. The grammar categories of nouns, articles, abgest-verb agreement were
the most successfully corrected in the tasks, tds¢-fest, and the retention test. Errors
on verbs and prepositions were the grammatical styfp@t were corrected least
successfully over all data collection instruments.

3. The overall data showed that the learners’ tgbib induce grammatical
patterns was lower than their ability to apply themerror correcting in all tasks and
the post-test.

4. The data from the interviews and the researshabservation revealed that
the learners exhibited a certain degree of indeprecel because a longer period of
time is required to become totally independent.aAsult, most of them preferred
using concordances, they nevertheless needed sadange from their peers and the
teacher.

The results of this study indicated that when desy concordance tasks for
learners with a low level of language proficien@achers should encourage them by
controlling the amount of language inputs and presencordance lines to learner
with simple language structures in the form of fmirts. After they are familiar with
the learning process, learners should be trainedetd with the functions of the
concordancer. Importantly, during the training, ctexs should give sufficient
practices in order to expose them to as many langerts as possible to overcome the
problems. Furthermore, preparing learners psycihedtlg would be worthwhile by
telling them the advantages of independent learamdjthat everyone has the ability

to take responsibility for their own learning.

Vi
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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.



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), seltf-
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
(Kavaliauskien¢, 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.



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



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



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



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



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.



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.



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 lranian 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



20

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.
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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 20" 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 is actively » Knowledge is a product of
Knowledge constructed social interaction (authentic
by individuals through tasks in meaningful, realistic
a series of internal intellectual settings).
stages or steps.
Concept of « Learning is an ongoing effort  Understandings are created by
Learning to adapt to the environment ‘assembling’ knowledge from

through assimilation and
accommodation.

« Emphasis on identifying
prerequisite

relationships of content.

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 * Links to prior knowledge * Modeling
Strategies « Explanations, demonstrations, | ¢ Problem-based learning
examples « Scaffolding
* Schema Theory « Coaching

« Outlining & Concept Mapping
» Generative Learning

* Repetition

« Interactivity

« Corrective feedback

« 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
Technology-based approaches: The development of autonomy through the use
of technologies to access resources.

Learner-based approaches: the approaches with the emphasis on the direct
production of behavioural and psychological changes in learners.
Classroom-based approaches: the approaches which emphasize learner control
over the planning and evaluation of learning in the classroom.
Curriculum-based approaches: the approaches in which learners can control
the curriculum.

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)

RESOURCE-BASED
APPROACHES
Independent use of learning
resources

CURRICULUM-BASED TECHNOLOGY-BASED
APPROACHES APPROACHES
Control over curriculum decisions v Independent use of learning
technologies
AUTONOMY
/ A
CLASSROOM-BASED LEARNER-BASED
APPROACHES APPROACHES
Control over classroom decisions Development of autonomous
learning skills

TEACHER-BASED
APPROACHES
Focus on teacher roles and teacher
education

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”
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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
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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.



