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ÖZET 

 

Çoklu yöntemli bu çalışma, bütünce tabanlı ders materyallerinin basitçe bir dilbilgisi dersi 

olan Language Awareness (LA) dersini alan öğrencilerin küme söz ve eşdizimlilik yetileri üzerinde 

olan etkisini derlem bilimin eğitimsel uygulamalarının (veri güdümlü öğrenme ve sınıf içi 

dizinleme) mevcut müfredatla ilişkilendirilmesi suretiyle araştırılmasını hedeflemiştir. Bu 

çalışmaya konu olan örnek grup (n:75) Türkiye’deki bir devlet üniversitesinin akademik amaçlı 

İngilizce (AAİ) ve Özel Amaçlı İngilizce (ÖAİ) eğitimi vermekte olan hazırlık programına dahil 

ikinci seviye LA dersini alan öğrencilerden oluşmaktadır. Çalışmaya katılan örneklerden 25’i bu 

dersi daha önce en az bir defa almış öğrencilerden oluşurken, 50’si ise ilk defa alan öğrencilerden 

oluşmaktadır. Çalışma boyunca ‘öğretmen’ olarak da anılan araştırmacı, mevcut müfredatla veri 

güdümlü öğrenme tekniklerinin ilişkilendirilmesi ile, öğrencilerin sınıf içerisinde kullanılmak üzere 

pek çok özgün kaynaktan derlenen AAİ ve ÖAİ metinlerini oluşturan dilbilgisi yapılarını 

anlamalarını kolaylaştırmayı ve bu sayede bu dersten kalması muhtemel öğrencilerin sayısını 

azaltmayı ve özgün metinlerin dilbilgisi bakımından nasıl oluştuklarını daha iyi anlamalarını 

sağlamayı amaçlamıştır. Bu çalışmanın LA ile hazırlık programında öğretilmekte olan diğer dersler 

arasında bir köprü vazifesi kurması beklenmektedir. Bu maksatla araştırmacı kendisinin derlediği 

okuma ve dinleme derslerinde 2011 yılından beri kullanılmakta olan çeşitli özgün kaynaklardan 

derlenmiş okuma metinleri ile dinleme parçalarının yazılı dökümlerinden oluşan yaklaşık olarak, 

Alternatif Akademik Metinler bütüncesi -AAMB- adında bir bütünce veri tabanı ile beraber yine 

araştırmacının kendisi tarafından daha önceden hazırlanmış seviyeli okuma kitaplarından oluşan 

bütünceyi kullanmıştır. Veri toplama yöntemleri yedişer hafta süreli iki dönemden oluşan, veri 

güdümlü öğrenme teknikleriyle ile güçlendirilmiş dilbilgisi öğretiminin öncesinde ve sonrasında 

yapılan test verilerini içermektedir. Ayrıca, öğrenciler kendi bireysel tempolarında, bu çalışma için 

geliştirilen bütünce veri tabanını keşfettikleri sınıfiçi etkinliklere de katılmışlardır. Çalışmanın 

bulguları nicel ve nitel verilerle desteklenmektedir. Toplanan nicel verilerin analizi neticesinde 

öğrencilerin test performanslarında istatistiksel olarak anlamlı bir artış gözlemlenmiştir. Çalışmanın 

nitel bulguları, yapılan hedef grup mülakatı yolu ile toplanan nitel bulgularla de desteklenmiştir. Bu 

çalışma için geliştirilen ders materyalleri, gelecekte LA 2 derslerinde kullanılmak üzere elektronik 

ortamda arşivlenmiştir. 

 

Anahtar Sözcükler: YDİ, AAİ, ÖAİ, veri güdümlü öğrenme, materyal geliştirme, kendi 

kendine öğrenme, bütünce, dizinleme 
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ABSTRACT 

 

This mixed methods study aimed to investigate the impact of corpus-based lesson materials 

on the colligational competence of EFL learners taking Language Awareness (LA) course, which is 

basically a grammar course at tertiary level, by incorporating educational applications of corpus 

linguistics methodology (data-driven learning and classroom concordancing) into the curricula. The 

samples of the study (n: 75) were learners taking LA at level 2 in an English preparatory 

programme, which features English for Academic Purposes (EAP) and English for Specific 

Purposes (ESP) instruction, at a state university in Turkey. 25 of these learners were those taking 

the same course more than once during their preparatory language education and the other 50 were 

first-time takers. By incorporating data-driven learning methods into the curricula, the researcher, 

who is also the teacher in the present study, aimed at enhancing learner comprehension of 

grammatical forms that comprise EAP and ESP based authentic texts adapted from various original 

sources for in-class use, and thus reducing the number of learners who are likely to fail the course 

by increasing their awareness of the authentic language used in academic texts focusing mainly on 

how these sentences are grammatically formed. This research is expected to build up a bridge 

between LA and other essential language skills being taught within the preparatory programme. For 

this very purpose, the researcher compiled a corpus database of approximately 5 million words 

consisting of authentic texts comprising the reading corpus of the preparatory programme, along 

with listening tape scripts that have so far been used since 2011, the Alternate Corpus of Academic 

Texts or the ACAT, in addition to a graded-readers corpus previously compiled by the researcher. 

Data collection methods included the pre-test and post-test of 2 seven-week terms of grammar 

instruction explicitly strengthened by data-driven learning techniques. The learners were subject to 

corpus-based in-class tasks in which they were instructed to explore the corpus database at their 

own pace. The analysis of the quantitative data yielded a statistically significant increase in the test 

performances of the samples. The quantitative findings of the study were also supported by 

qualitative data collection methods featuring a focus group interview. The course materials 

developed for this study are also electronically archived to be used in LA 2 classrooms in the 

future.  

 

Keywords: EFL, EAP, ESP, data-driven learning, materials development, autonomous 

learning, corpus, concordance 
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INTRODUCTION 

 

“Every learner a Sherlock Holmes” 

(Johns, 1997: 101) 

 

This quasi-experimental study tries to understand the impact of data-driven learning (Johns, 

1991) techniques and corpus-based teaching materials on the colligational achievement of tertiary 

level EFL learners. It basically aims at using computers and pedagogically relevant (Braun, 2005) 

and digitalized compilations of English for language learning and teaching through the use of 

linguistic inquiry software and teaching materials developed using these corpora as a source. This 

notion of using computers for pedagogical gain spurred into my mind years ago. Born in early 

eighties, I can say that the TV and the radio were the only technology we had in our homes back in 

the day. Then came along stereo players and they were followed by video players, as far as I can 

remember. The nineties were vivid, energetic and full of technological novelty with stereo music 

players and video players finding their ways into our classrooms as learners of English. Computers 

and mobile communications technologies gradually became a part of people’s lives as of early 

nineties as well. I was literally grabbed by this everchanging and developing nature of the 

technology as a teenager and a learner of English. It was during one of my faculty courses at 

university back in the year 2003 when I first saw a portable computer and I started thinking about 

my own ways of integrating this technology with my own teaching. Although it has been a 

relatively short while since the first mobile phone arrived in Turkey, the first internet café opened 

or the first personal computer was introduced to the public, a lot has changed. Technological 

convenience has become ample and accessible for many people. 

 

As a technology enthusiast and an EFL teacher with a teaching experience of 13 years now, I 

have always sought for alternate ways of incorporating computers and the internet into my teaching 

to address my learners in a more efficient way and, of course, to make teaching more enjoyable for 

me as well. I had a couple of ideas I frequently implemented such as using camera phones to record 

videos during class presentations so as to provide constructive feedback for my learners and get 

them engaged in self-reflection activities, developing webpages to share documents, asking my 

learners to prepare short videos as homework or prepare slideshows to use in class. However, in the 

course of time, I somehow felt that I was in a loop, repeating myself and running short of new 

ideas. This was the moment when I thought I needed to start doing something about it. Doing MA 

in applied linguistics was suggested by a colleague. 
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These seemingly unimportant anecdotes bear the core mentality that I possess throughout all 

this effort I put into this study as the advent of computers and mobile technology has made it 

possible for almost anyone living in countries like Turkey to access information almost anywhere 

in no time at all. Considering the fact that I used to spend hours trying to open web pages while 

surfing the internet on clumsy web browsers through 52K internet modems, I can say that the 

internet is now much faster, much more reliable and accessible than it has ever been before. Once a 

privilege, mobile technology is now ample and affordable for the majority of the public in Turkey. 

Anyone is now able to access data about anything via the internet and these mobile devices. People 

can now decide about the amount and type of the information they need whenever they need it 

through a systematic elimination of unnecessary information with the help of developed web search 

tools. This digitalised way of living has helped transform the way people live as well as they learn. 

The change is welcome by the society as well as people in charge of education. And now we have 

high-speed internet access, smartboards, tablets running on Android and learners who are familiar 

with all this technology.  

 

Speaking out of experience and depending on the conversations I have so far had with 

colleagues teaching English, I can say that educators like me have been seeking alternate ways of 

benefiting from this technology-inspired social reality with a view to developing new techniques 

and approaches to help learners keep up with the pace at which new information emerges every 

moment. However, the transition from a traditional and non-digitalised approach to education to a 

relatively and increasingly digitalised and contemporary one seems to require not only learners but 

also teachers to transform themselves to embrace and respond to novelty and changes fast, which 

may not always be easy. This new type of tech-heavy classrooms that emerged within the last 

decade offer learners and teachers valuable opportunities to reach and utilize the information 

beyond their reach. Knowing how to use these devices, learners can now enjoy the independence 

and convenience of being able to teach themselves by adapting and adjusting the level and the 

amount of the input ultimately causing the role of the teacher to transform into a mediator, too 

(Kennedy and Miceli, 2001). As a personal response to this need in my own realm of teaching, I 

began seeking possibilities of meeting this new type of learnership with compatible means and 

approaches to teaching. Being a non-native speaker and teacher of English and a novice researcher, 

I soon realized that the use of technology for educational purposes in educational contexts where 

English is taught by non-native speakers of the language is especially liable for educational 

research aiming at understanding the pedagogical effectiveness of technology in classrooms and the 

interaction between technology and people as language learners (Ozbay and Ozer, 2017). It didn’t 

take me long to recognize DDL as a practical means of responding to this need in my classes. DDL 

allowed language learners to self-discover language forms and meaning of these forms and build-

up linguistic knowledge. Therefore, DDL seems to be closely related to constructivism as learners 

step-by-step build up their own knowledge of the language by reading concordance lines in the 

screen of a computer. However, the transition from traditional methods of learning (studying 
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course books) to self-discovery of language forms through the use of a computer (DDL) needs to 

be facilitated by teacher-prepared corpus-based teaching materials which can help learners keep 

motivated and feel safe in the new learning environment guided by a language teacher. 

 

As physically available publications, such as coursebooks, offering only a limited range of 

grammatical forms and vocabulary within a relatively narrower outlook on the natural flow of the 

language (naturally occurring language), can briskly fall behind the most up-to-date version of the 

language (Farr, 2008), the use of corpora by both teachers and learners seems to be a promising 

means of enriching teaching-learning procedures by offering a limitless world of words and forms 

(O’Sullivan and Chambers, 2006: 62) when supported by relevant technology, such as laptops and 

the internet, in classrooms. Teachers can rely on this sort of technology to inform their teaching 

decisions and transform their teaching practice, rather than exploit only the technology that suits 

their current teaching practice (Egbert, Paulus and Nakamichi, 2002: 111). However, it can be 

challenging to divert this natural flow of English into a language classroom. Therefore, taking a 

wide-enough panoramic snapshot of that natural flow or authentic use of the language, freezing a 

moment of this flow and converting it into a pedagogically relevant compilation of the language 

seemed to be a practical solution for me as an experienced teacher and a novice researcher. I 

thought my learners could explore this compilation of the natural form of English, which I believe 

is synonymous with authentic English, to improve as language learners.  

 

Even though an educator may recognise the changes in the way people learn and understand, 

this does not necessarily mean that learners demand the required adaptation in every context. The 

possibility that a learner may demand adaptations of teaching to answer their needs as learners 

seems to be especially weaker in countries like Turkey, where the traditional inductive teaching 

methodology seems to be the ruling principle in teaching, which allows very little breathing space 

for, not technological, but theoretical modernisation. Once I meet a new group of learners, I pay 

special attention to inviting them into my personal understanding of how English should be taught 

highlighting the need for the use of technologies, such as computers and mobile phones, as a means 

of teaching or learning languages in a language classroom. One thing that has so far seemed to be a 

challenge for me is the fact that my students seek mediation between what they are used to 

(coursebooks) and what I offer them (electronic compilations of language-corpora). There is an 

apparent need for a smooth transition from the traditional coursebook-based teaching to the new 

software-based one. This is where corpus-based teaching materials come handy. Developing 

printables out of corpora can bridge the gap between learners’ need for something tangible and my 

tech-heavy approach to language teaching.  

 

In addition to all these I mentioned above, the impact that these adaptations and alterations in 

teaching can make may even be underestimated by institutions and people in charge of these 

institutions. Therefore, there arises a need for a teacher to take responsibility and act as a researcher 
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so that the problem can be identified, a solution can be developed and applied. A combination of 

different skills, such as technology skills, interpersonal and intrapersonal skills, that a teacher may 

possess can yield favourable results when addressed and referred to in a more empirical way, 

ultimately upgrading a teacher to a researcher-teacher. 

 

Having spent almost 10 years teaching English at primary, secondary and high schools, I 

thought I had done all I could at those levels of teaching and I needed to explore new territories of 

language pedagogy in higher education. With these thoughts in my mind, I started my university 

teaching career at my current institution in 2018. This institution I am currently affiliated to runs a  

preparatory program featuring a skill-based approach to language teaching. This was not what I 

was trained for at the university, though, and it required me to reformulate my teaching. As I 

taught, I realized more and more about possible pitfalls of the program and I decided to focus on 

only one of the five skill courses, language awareness 2 ( LA 2). I began talking to colleagues 

teaching the same course about issues they faced. The insight they provided me with led the way to 

the initiation of this present study. Starting with a personal effort to transform and improve my 

personal teaching-sphere through the use of technology as a means of offering solutions to some 

common problems that my learners concurrently face, I am now in the opinion that this study offers 

a solution that any language teacher with moderate tech-skills can apply.  

 

Since I started working as a university instructor (or teacher), I have so far been able to 

observe that, though born to a digitally wealthy society, most of my students can hardly go beyond 

being mere consumers of the technology they purchase. Even though they seem to be doing great 

when it comes to using technology for entertainment, they somehow struggle using them by 

themselves (autonomously) to improve their English. As a teacher-researcher, who is looking for 

ways to integrate the scientific methodology with the decision-taking procedures on behalf of my 

learners, I think DDL techniques accompanied by corpus-based teaching materials come to the 

rescue at this very moment. Learners in my classes seemed to be having difficulty finding remedies 

for their own wounds that they get during their struggle with the educational requirements posed by 

learner-centred curricular practices (the preparatory program) in which there is a far-reaching 

emphasis on learner autonomy. Speaking of learner autonomy, this was familiar to me from my 

DDL readings. There were many studies like Johns (1991; 1997), Braun (2005) or Chambers et al. 

(2011) showing the effectiveness of DDL in establishing learner autonomy. However, there seemed 

to be a confusion about ‘autonomous learning’ as a pedagogical concept among both my students 

and colleagues in my new work-sphere. Therefore, I came up with the idea of applying DDL 

techniques in my classes to support their (first my students and hopefully my colleagues in the near 

future) understanding of the concept. I hope this effort I put into my teaching can inspire others to 

adopt DDL as a teaching methodology offering a valuable opportunity to improve the effectiveness 

of the curriculum and deepen their insight into learner autonomy resulting in an overall 

improvement. As it is still a relatively less discovered territory of educational research, data-driven 
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language learning and the use of corpora by both learners in a hands-on manner and teachers to 

develop authentic, flexible and adaptable teaching materials that facilitate the guidance of learners 

through autonomous learning seems to be a valuable opportunity for us as language teachers to 

come up with practical solutions to implement for further teaching practices. This may also have 

implications for curriculum developers and suggestions for existing curricula still in practice.  

 

Bearing these in mind, I embarked on the present study hoping the results and implications 

will offer solutions to the problems faced by both my students and colleagues, contribute to the 

existing data-driven language learning literature and inspire future teacher-researchers to take 

responsibility and discover alternate ways and means of exploiting the scientific methodology in 

order to enhance the flexibility, efficiency, effectiveness and efficacy of language learning 

environments where English is taught as a foreign language in countries like Turkey. 
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CHAPTER ONE 

 

1. THE FRAMEWORK OF THE STUDY 

 

1.1. Introduction 

 

This chapter is dedicated to the establishment of the framework of the study. Firstly, 

background information about the study is provided. Following this, the problem that led the way 

to the initiation of this study is explained, and the purpose of the study is stated and defined. After 

that, research questions that the present study aimed at answering are stated, and the significance of 

the study is explained. Finally, the limitations of the study are expressed, and the outline of the 

study is demonstrated.  

 

1.2. Background to the Study 

 

The pedagogical benefits of the educational applications of corpus linguistics methodology is 

supported by the findings of many researchers studying in the field of applied linguistics, regarding 

its ability and flexibility to provide the learners with valuable opportunities to explore naturally 

occurring language (Reppen, 2009), particularly in English as a foreign language (EFL) settings 

where learners are in the centre of teaching activities. It is empirically shown through research that 

learners of foreign languages may not possess the required abilities to recall the correct words to 

use in a given context and use them accordingly, whether the context be academic or not (Ozbay, 

2015).  Those who are in support of using explicit inductive instruction in language teaching 

through data-driven learning (DDL) techniques have shown how useful these techniques can be by 

developing and using teaching materials with a view to creating a learning atmosphere in which the 

learner can explore and discover grammatical forms independently instead of being deductively 

instructed what to do (Tribble 1990; Tribble and Jones 1990; Johns 1991a), thus witnessing how 

grammatical forms are being used in real life contexts. In their joint study, Ozbay and Ozer (2017: 

28) express the difference that corpus methodology can make in EFL settings as follows: 

 

Corpus linguistics, or Data-driven learning in particular, may open up new horizons for learners to 

become autonomous in language learning as it provides the learner with access to naturally occurring 

language, which may not be possible to acquire once language teaching and learning is confined to 

classrooms and course books only, with the guidance of the teacher who is most possibly not a native 

speaker of the target language. 
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As shown in studies like Ozbay and Ozer (2017), Boulton and Cobb (2017), Boulton and 

Landure (2016), Boulton (2016) and Zohairy (2012), the hands-on use of DDL techniques by 

learners causes the role of the teacher in the classroom to shift from the traditional source of 

information and the role-model for learners to a mediator who facilitates the learning for learners 

rather than teaching, thus increasing the amount of learner uptake in classroom settings where 

learners can also find the opportunity to build up self-confidence and a sense of responsibility for 

their own learning.  

 

Therefore, the new primary objective of a language teacher needs to be reworded. 

Presumably, when teaching methods like DDL are adopted, the teacher in a learner-centred 

learning setting should put their effort into bringing naturally occurring language into their 

classroom in the form of compilations of texts representing the language outside the classroom and 

tailor it in such a way that it meets the needs of the learners in an EFL setting rather than following 

a uniformed path ignoring individual differences of learners. With being able to alter the way 

learners approach language learning, this approach entails the teacher himself to confront the 

traditional way of teaching in the first place. This relatively new attitude towards language teaching 

seems to be quite challenging to adopt in countries like Turkey, where the traditional roles of 

learners and teachers have somehow settled. The challenge is therefore set not for only the learners 

but also for teachers, and in a broader sense the institutions themselves.  

 

Bearing what has been stated above in mind, there may be some technical challenges when 

DDL techniques are to be adopted. It is pretty much obvious that such a large amount of data in the 

form of corpora cannot possibly be explored and analysed manually. In order to facilitate and speed 

up the experience of learners, language teachers can resort to digitally compiled corpora. Not only 

do these samples of authentic texts, saved electronically on a computer and analysed by means of 

software, can provide the learners with a virtual means that enables them to touch and feel the real 

world in which the target language is the natural medium of input, they also help the teacher build 

bridges across the overall objectives of the curriculum and individual needs of learners themselves, 

thus helping the teacher to fulfil his goals as an educator, as well. Instead of being exposed to 

decontextualized, invented statements bearing certain forms of grammar in a relatively isolated 

manner, the learners are granted the chance to taste moments of real life by means of the authentic 

language that they can experience individually (Maddalena, 2001). The need for learners in EFL or 

ESL settings to be exposed to certain amounts of naturally occurring language representing real-life 

occasions, such as a radio talk or a newspaper article, has begun to be recognized by educators 

(Maddalena, 2001). By observing the same language items in different contexts, learners can build 

up their own knowledge of the language.   

 

Accordingly, there arises a need for synchronizing the rhythm and music of the language that 

lives outside the EFL classroom and the one that the learners are exposed to in the classroom. 



8 

Obviously, this duty should be carried out by the teacher when a language, English in particular, is 

taught at schools. At institutions where teaching materials development activities are carried out by 

teachers, or instructors in a broader and more academic sense, concordancing, the computational 

analysis of corpora for educational purposes, seems potentially to be a feasible technique for 

teaching materials developers focusing on EAP and ESP instruction. This is partly due to the fact 

that learners are expected to build up their own realities as learners of academic English. In the 

particular context of this present study, following the compulsory twelve years of education during 

which they were exposed to English at varying levels, learners join universities where the level and 

content of the language exposure is diverted into a relatively academic vein. Depending on the 

initial proficiency levels of learners identified by the institution through exemption exams at all of 

the 4 language skills and grammar, the duration and the amount of the input is scaffolded so as to 

provide the learners with a smooth transition from what they are already used to and what they will 

be exposed to in the faculty. 

 

1.3. Statement of the Problem 

 

The need for this present research arose initially from the pedagogical discrepancy between 

institutional needs designated by the principles of the preparatory programme, which can be found 

in the academic handbook, and the pedagogical reality observed by the researcher. The academic 

handbook is the official manifestation of the principles adopted by the institution. It is prepared by 

the academic staff led by the academic director of the preparatory programme. The handbook is 

renovated every year in accordance with changes in the curriculum. Academic resolutions for the 

upcoming term are also explicitly revealed within the handbook. However, actual practice of 

teaching can vary on an individual scale depending on the dynamics of the groups of learners being 

taught or individual teachers disregarding the need for learner autonomy as explicitly stated in the 

academic handbook. 

 

Within the context of this research, before they start their education in the preparatory 

programme, learners, who are future students of faculties, are held subject to exemption 

examinations testing both their competence and performance in different language skills in order to 

understand the learners individually. This allows them to be placed in upper levels of some prep 

courses which they are good at and lower levels of the others, which they need to improve.  

 

Local and international learners are expected to score a minimum of 70% in tests assessing 

their knowledge of 5 different language skills in English (reading, listening, speaking, writing and 

language awareness) to be exempt from the preparatory programme, and join their faculty 

programmes. According to the results they get from each exemption exam, the learners are either 

considered completely exempt or placed in skill courses at their own levels. There is also a 

foundation level in which the learners receive elementary level English within a period of eight 
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weeks. Here, it is important to know that the preparatory programme is run on a 36-week academic 

calendar comprising of 4 academic terms and the summer school. Learners are taught every course 

inductively highlighting autonomous learning, which stands out to be a principle adopted by the 

academic directorate of the preparatory programme. Therefore, every learner has 8 weeks to master 

certain aspects of English and move to an upper level of each course, eventually leaving the 

preparatory programme to join their faculties. 

 

However, learners, mostly local ones, passing the second level of LA course had reportedly 

been observed to be experiencing difficulty in writing grammatically correct statements in writing 

level 3 even though they had passed LA and also writing at level 2. The preparatory program 

necessitates learners to master a certain level of all courses to move to an upper level of each 

course. Therefore, it can be assumed that if a learner can’t succeed in LA 2, he is not allowed to 

take LA 3 as well as other courses that are directly related to grammar such as writing 3, with and 

exception that they can keep escalating in other levels of other skills, e.g. reading 3, listening 3 or 

speaking 3. Past observation and also the number of repeating learners indicated that even though 

learners passed LA 2, they later appeared to be poor at writing grammatically correct sentences in 

writing 3, which features essay writing sessions for three main genres (process description, cause 

and effect, for and against) and the learners often failed to recall necessary language elements when 

they needed to use unless they were reminded by the teacher. Teachers teaching other skills, 

especially writing 3, to learners who repeated LA 2 at least once asserted that they needed to 

explicitly point at grammar topics during feedback sessions to help the learners realise what the 

mistake is; however, even so, teachers claimed that the learners had hard a time remembering what 

that certain grammar pattern was. 

 

As for the teaching materials development aspect of the study, when approached critically, 

the existing set of LA 2 teaching materials had three potential weaknesses even though they were 

prepared by instructors who are native speakers of English: firstly, they contained relatively 

decontextualized and invented statements lacking a sense of naturally occurring language. They 

focused mainly on the mechanical side of grammatical forms rather than the meaning and the use in 

context. Secondly, they poorly represented academic use of the language, which is what learners 

were exposed to in other skill courses. Thirdly they seemed to be poor at providing the learners 

with opportunities to notice and experience the grammatical forms independently, eliminating the 

advantages of self-discovery in language learning offering the learners only a limited number of 

examples, which, apparently, was not enough for the learners whose pace at learning was relatively 

slower than others, eventually leading to undesired consequences such as repeating the same 

content for an additional 8 weeks. In some cases, the amount of time wasted repeating the same 

content could even go beyond this. Finally, there was a weak connection between the input 

provided by reading and listening course materials and LA 2 course materials. Due to this 

mismatch between receptive-skill course materials and the existing LA 2 materials, learners 
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seemed to be having difficulty realizing to correlation between different skill courses that provide 

input and writing course in which they are expected to turn this input into output and create texts.  

 

1.4. Purpose of the Study 

 

The purpose of this research was twofold: the primary purpose was to develop new 

alternative teaching materials to use in LA (grammar) courses at level 2 for in-class use by making 

use of the authentic language comprising the academic texts that the learners are exposed to at all 

four levels of reading and listening courses. In reading and listening at levels 1 to 4, learners are 

expected to read, listen to, understand and do tasks at an academic level. A number of texts of a 

variety of genres, all of which are academic, comprise the whole body of resources used as course 

materials in reading and listening courses at the institution where this study was carried out. This 

research, therefore, sought ways of incorporating methods of computational linguistics, data-driven 

learning (DDL), concordancing and keyword in context (KWIC) search in particular, into materials 

development procedures. Secondly, this research aimed at creating a network of teaching materials 

based on DDL techniques which have demonstrated considerable potential in leading the learners 

to making connections between what they learned in different skill courses that they were taught as 

a study skill. 

 

1.5. Research Questions 

 

As introduced above, this research was conducted in an environment where the learner is in 

the centre, building up language knowledge for and taking up the responsibility of his own 

learning, autonomously participating in language learning activities in which he was able to build 

up knowledge at his own pace and doing activities, not instructed, but rather guided by the teacher 

in a classroom. In order to address all of the functional variables and components of this learning 

environment, this research tried to answer the following two research questions. 

 

1. To what extent can corpora be incorporated into curriculum development procedures of a 

preparatory program featuring EFL instruction?  

2. To what extent can the corpus-based teaching materials prepared by the researcher out of 

the reading and listening materials be used in the corresponding skill courses to foster 

autonomous learning of grammar in the EFL setting featuring EAP and ESP instruction? 

 

1.6. Significance of the Study 

 

As for the significance of this particular study, it is possible to say that this study can be 

significant due to its versatility in presenting a combination of various components of different 

disciplines in terms of linguistic study. First of all, this study seems to be one of the very few 
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studies aiming at seeing the effects of using corpora in materials development procedures for 

language teaching and learning.  

 

Secondly, the intended integration of corpus methodology into the curricula in the given 

context is another aspect of this study that highlights its significance. A CALL approach to 

language teaching and learning with a view to fostering autonomous learning and enhancing 

learner uptake at a farther level puts this study in line with many others trying to address the gap in 

the literature. For this reason, the findings and future implications of the present study can be 

significant and empirically proliferous in the sense that it collected data from real teaching 

procedures by exploiting corpus-based materials through DDL techniques with real learners within 

the frame of a small-scale alternate curriculum based on a specified corpus compiled by the 

researcher can yield a relatively more realistic image.  

 

Thirdly, this study can be classified within a league of studies, whose number has been on 

rise in recent years, that try to collect both qualitative and quantitative data in real life EFL settings, 

with the latter being relatively scarce in DDL literature. This study can also stand out amongst 

other similar studies as it combines the procedures of corpus compilation and the use of corpora in 

language teaching and learning, which are actually two different branches of the same discipline. 

Finally, this study can be significant as it stems from the needs of a tertiary level language school 

whose main institutional language focus is on EAP and ESP. 

 

1.7. Limitations of the Study 

 

Like every study, this study also has its limitations. Due to institutional restrictions, the 

dynamic nature of the preparatory program and time constraints, the research can be carried out 

with only a number of learners within a designated period of time. Therefore, the results of this 

study can only represent the realities of the samples of this study within the environment where the 

research was carried out. Even though they may have had an observable effect on learner 

achievement and motivation, individual variables, such as learner styles, were therefore not taken 

into consideration in order to facilitate attainability and understanding of the realities of the 

participants and the research environment. The results of this study, therefore, are not 

generalizable. The findings and implications of this study may not go beyond providing inspiration 

for future researchers, either. 

 

1.8. The Outline of the Study 

 

This present study aims at understanding the impact of data-driven learning and the 

autonomous use of corpus-based teaching materials by EFL learners on their colligational 

competence at tertiary level through the incorporation of these into the existing curriculum of a 
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preparatory programme in a Turkish context on a relatively smaller scale. In order to understand to 

what extent data-driven learning techniques and corpus-based teaching materials can make a 

difference on the particular sample with regards to fostering autonomous learning, this present 

study is designed to include both qualitative and quantitative data collection and analysis methods 

in a descriptive manner.  

 

In the first chapter, the literature on data-driven learning and the educational applications of 

corpus linguistics is reviewed under six subheadings. Firstly, the constructivist approach to 

language learning and teaching is reviewed and stated as the theoretical framework of the present 

study with a specific focus to DDL. Secondly, literature on data-driven learning as a technique for 

language teaching and learning is reviewed in connection with the use of corpora in EFL settings. 

Thirdly, the need for teachers to create corpus-driven teaching materials which can satisfy 

linguistic needs of learners is discussed. Fourthly, critical views about the use of corpora for 

educational purposes in language classrooms by teachers and learners are reviewed so that an 

unbiased tone of language can be adopted. Fifthly, literature on autonomous learning is reviewed in 

order to bridge the conceptual gap between the theoretical framework of this study and data-driven 

learning as the proposed and adopted teaching methodology in the particular context of the present 

study. Lastly, literature on learner motivation is reviewed in order for this study to be able to 

provide insights into psychological aspects of the adopted techniques and the theoretical 

framework. 

 

In the second chapter, the methodology adopted throughout the present study is stated in six 

subsections. Firstly, the overall study design is explained and the research environment is analysed 

through the use of a SWOT analysis, which is a total quality management technique. Secondly, the 

compilation of the specified corpus data-base is explained. Thirdly, the procedures pertaining to the 

development of the corpus-based teaching materials are stated. Fourthly, the procedures of and the 

rationale behind the application of these peculiar corpus-based teaching materials are stated. 

Fifthly, the sample of the present study is explained. Finally, the data collection and analysis 

methods are stated.  

 

In findings and discussion, the findings of the present study are presented and discussed in a 

straight line with the research questions so as to provide an understanding of the realities of the 

sample in the light of the reviewed literature and the adopted methodology and what sort of a 

difference has been made.  

 

In conclusion and implications, the position of the present study in between previous studies 

and possible future ones is clarified through recommendations which may inspire further research 

in the field of corpus linguistics, data-driven learning and autonomous learning. 
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CHAPTER TWO 

 

2. LITERATURE REVIEW 

 

This study has three main technical dimensions all of which have psychological implications 

with regards to learner motivation as well. These are the adoption of DDL as a teaching method, 

the use of corpora by learners to explore the linguistic arteries of the target language for self-

discovery of language patterns (Zhang, 2015) and the incorporation of corpora and DDL methods 

into teaching material development procedures. Therefore, with DDL being the umbrella concept, 

following the establishment of the theoretical framework of the study, literature pertaining to DDL 

and the use of corpora in language classrooms is reviewed by frequently referring to similar studies 

where and where possible in the first place. Secondly, in order to strengthen the conceptual bond 

between the use of corpora by learners and by language teachers, literature on the need for teacher-

prepared (Reppen, 2010) DDL materials is reviewed. Thirdly, literature on the arguments against 

the use of corpora in EFL settings is reviewed to avoid a biased tone. Finally, with an effort to 

provide an insight into the psychological impact that DDL can make in a language classroom, 

literature on autonomous learning and learner motivation is reviewed. 

 

2.1. Theoretical framework: The Constructivist Approach to Teaching English as a 

Foreign Language 

 

The constructivist (Piaget, 1973; Vygotsky, 1978) manifestation of language teaching and 

learning, widely accepted by contemporary minds (Bruner, 1966, Schank, 1975; Flavell, 1987; 

Cooper, 2016; Tang, 2016), has re-defined the roles of the two parties within an EFL classroom, 

the teacher and the learner. According to this new definition learners are no more passive receivers 

of linguistic knowledge, often in the form of monologues delivered by a teacher (Marlowe and 

Page, 2005). Instead, they actively take part in linguistic activities and self-discover language forms 

and the meaning gradually building up their own linguistic knowledge which eventually required 

the role of the teacher to change into a mediator between learners and the language (Roblyer and 

Doering, 2010). Inside a language classroom where the teacher performs as a mentor (Roth, 2000) 

rather than the only figure delivering information to learners without giving them no or very little 

chance to experience the language itself, learners will find the valuable opportunity to interact with 

the genuine language occurring naturally (Sinclair, 1991) outside the walls of the classroom and the 

borders of their motherland, through various combinations of many different sources of input, thus 

becoming autonomous (Reinfried, 2000) and taking responsibility of their own learning as 
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individuals with a developing linguistic intellect. In his definition of learner autonomy, Johns 

(1991) points at the requirement for learners to build up linguistic knowledge independently, 

without needing the teacher as the one and only source of information in the language classroom, 

for which classroom concordancing or data-driven learning can be the perfect fit. 

 

EFL learners may not have the relatively rare chance to experience the naturally occurring 

(Sinclair, 1991) form of the language that is spoken daily for different purposes worldwide. For this 

reason, it may seem to be inevitable for educators to resort to course books and other publications 

that provide learners and the teachers with only a limited and unfortunately artificially compiled 

loads of input in the target language on which neither the teacher nor learners have any control at 

all (Biber and Reppen, 2002). This relatively unrealistic comfort zone may well result in undesired 

consequences such as failure in achieving the goals of the curriculum.  

 

In the context of this study, excluding the international ones whose educational background 

may vary on a global basis, local learners joining the preparatory programme, after completing the 

twelve years of compulsory education during which they receive inductive language instruction 

through the use of course books with the teacher being the source figure of linguistic knowledge, 

are obliged to take exemption exams so that their individual levels of proficiency can be identified 

because their proficiency level in English is not certified by the Ministry of education on a national 

basis. Only very few learners come with a language proficiency certificate issued by private 

language companies.  

 

With an increasing number of freshmen being identified as complete beginners every year, 

this may indicate the fact that traditional methods fail in transforming modern generations into real 

learners. Therefore, it can be assumed that the introduction of the use of linguistic corpora in a 

language classroom may save valuable time, energy and resources, as this ‘condensed exposure’ 

(Gabrielatos, 2005: 10) makes it possible to get learners to experience authentic occurrences of 

language items representing the real-self of the target language, thus promoting and fostering 

learning. Within this linguistic environment, whose limits and boundaries are defined only by the 

learner himself, helps him find or even open up new gateways and gain new insights into the 

language ultimately reaching a factual understanding of language patterns (Granger and Guilquin, 

2010). This may eventually cause learning to occur within a relatively short period of time in 

proportion to the time learners have spent learning very little English. 

 

2.2. DDL and the Use of Corpora in Language Classrooms 

 

Corpora can be defined as vast machine-readable collections of any sort of language 

produced by the speakers of that language (McEnery, Xiao and Tono, 2006: 5). There are different 

types of corpora, such as spoken or written corpora, monolingual, bilingual or multilingual corpora, 
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parallel corpora for translation studies or comparable corpora for academic purposes (Chambers et 

al., 2011) and pedagogical corpora for language learning (Braun, 2005). The pedagogical use of 

corpora, which appeals directly to the design of the present study, for learning and teaching a 

language goes back to the 80s.  

 

In 1980s, in an attempt to help international EAP students learning academic writing, Johns 

organized “one-to-one consultation sessions” in which the teacher and the learner explored corpora 

to identify problems with the way learners used the language (Vincent and Nesi, 2018: 1). These 

consultation sessions in which corpora were used as a source of empirical evidence to demonstrate 

how English works without the learner interacting directly with corpora (Johns, 1986) were the first 

couple of steps taken into what Johns later defined as “data-driven learning” (Johns 1991a: 2). 

Learners had the chance to see the correct usage of expressions which appeared erroneously in their 

own writing (Johns, 1994). However, as Bernardini (2004) acknowledges, data-driven learning 

(DDL) has evolved into a more autonomous way of learners’ own effort put into learning.  

 

The interaction of learners with corpora, directly through hands-on exploration or indirectly 

within teacher-guided exercises has been reported to be beneficial for learners in a number of 

studies. By providing positive exposure to the correct use of expressions, DDL causes the learners 

to modify their outputs, which is what Swain (1995: 125) formulates as “output hypothesis”. In a 

similar vein, Seidlhofer (2002) exploits corpora compiled by trainee English teachers, who are 

highly motivated, in a collaborative way, and reports that this had a positive effect on linguistic 

hypothesis testing (Smith, 2004), that is testing the correctness of a learner’s own production of 

language by consulting to corpora and checking if a particular phrase occurs in the target language 

in the same way as it is uttered by the learner. As cited in Boulton (2012c), Maia (1997) compiled a 

themed corpus together with some Portuguese-English translation students, first by transforming 

paper documents into digital ones and later using the web as the main source of reference, in order 

to provide leaner production of the languages with positive reinforcement in a bilateral way. In a 

straight line with this, Castagnoli (2006) argues the effectiveness of using the web as a source of 

reference for DDL practices, as the web can be a vast source for different possible combinations of 

words and expressions forming the meaning in particular contexts. Additionally, Sha (2010: 375) 

refers to Google as a “super corpus” in comparison with BNC (British National Corpus). 

 

DDL is often reported to be helpful, occasionally with the help of a concordancer (Sha, 

2010), when non-native teachers of English, sometimes even native ones as well, find themselves 

out of resources representing different usages of grammatical forms and the language patterns that 

these forms construct (Johns, 2002; Rüschoff, 2002; Hunston, 2002). A comparison of the 

expressions written by learners with a number of concordance lines bearing the correct use of these 

expressions, learners are granted the opportunity to realize the systematicity of the language, thus 

inform their future efforts so as to perform better at using the language (Sha, 2005). It also helps 
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teachers raise an awareness of language patterns and trigger cognitive mechanisms of learners in 

favour of linguistic development (Chambers, 2005). DDL methods can also help learners build, if 

not, strengthen their linguistic self-confidence (Kennedy and Miceli, 2001). This is where 

concordancing software, or the web itself alike (Renouf, Kehoe and Benerjee, 2007), come handy, 

as these help learners filter bulks of language down to digestible units so as to nourish their own 

learning (Gaskell and Cobb, 2004). As explained by McEnery and Wilson (1997) learners 

exploring the language through DDL methodology can find different paths ultimately leading to the 

same direction. Learners do not only passively acquire language rules by putting words to form a 

grammatically correct statement, but they also gradually build an understanding of how different 

combinations of these words change the meaning in different ways (Sinclair, 1991: 109).  

 

Likewise, it is possible to say that DDL causes learners to modify their outputs which is what 

Swain (1995: 125) formulates as “output hypothesis”. Similarly, Seidlhofer (2002) exploits corpora 

compiled by trainee-English teachers who are highly motivated in a collaborative way, which is 

reported to have a positive effect on linguistic hypothesis testing (Smith, 2004). This effect of DDL 

on learners’ syntactical competence in language use has a strong connection with what Hoey 

(2005) defines as lexical priming, which postulates that the meaning of words can better be defined 

with other words that accompany them in different contexts. Through the hands-on experience that 

DDL provides language learners with, they are granted the valuable opportunity to witness 

mechanics of a language forming the meaning, and by doing this they can further inform their 

performance while producing written or spoken language and vary the use of words and 

expressions through native-like strategies (Gaskell and Cobb, 2004), which is also defined as 

“intercollocability” by Cowie and Howarth (1996: 83). 

 

The combination of two relatively recent approaches to language teaching and learning, DDL 

and the use of pedagogically specified corpora, have been frequently emphasized in contemporary 

ELT literature on a global basis (Bernardini, 2000; Argris, 2004; Braun, 2005; Meunier and 

Gouverneur, 2009). Not only does the advent of computers facilitate linguistic research, but it also 

offers new insights into education particularly language teaching (Smith, 2004). In classrooms 

where DDL is adopted as a learning method, learners are constantly busy discovering rules and 

patterns with the teacher as a ‘research director and a collaborator’ in linguistic activities (Talai and 

Fotovatnia, 2012). The use of concordance lines allows learners to explore corpora as the main 

source of linguistic input and access a large number of real-life occurrences of a certain grammar 

pattern (Chambers and O’Riordan, 2010). When one concordance line surpasses the proficiency 

level of a learner, he can easily, by a single click of a computer mouse, move on to another one 

which may well be more comprehensible for him (Chambers, 2005). By doing this, learners not 

only explore, discover and realize how the linguistic mechanisms of the target language work, but 

they also do a substantial amount of reading, if not extensively, in small amounts, which may 

eventually improve their reading skills as well (Cobb, 1997). Learners can gradually improve their 
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cognitive strength which will help them cope with and survive the linguistic challenges of the 

target language (Braun, 2005).  

 

This transforms the teacher role in the language classroom, from a source of linguistic input 

to a mediator (Braun, 2005). As a mediator, the teacher is now responsible for bridging the 

linguistic divide between the learners and naturally occurring data by bringing the most appropriate 

corpus into the classroom considering the proficiency levels of the learners, bypassing age as a 

variable (Gilquin and Granger, 2010; Braun, 2005). ‘Pedagogic corpus’ (Willis, 2003: 163), or 

‘pedagogically relevant corpora’ as Braun (2005) puts it, which can easily be compiled by the 

teacher using the texts from course books, already seen by learners, and some other texts that the 

teacher might want the learners to be exposed to, may facilitate the application of DDL techniques 

increasing the learner familiarity. To suggest an alternative to this, in a study carried out by 

Flowerdew (1993), transcriptions of lectures that learners attended are used in an ESP course, 

which follows a similar pattern as this study. Osborne (2001; 2002) makes use of a sequence of 

native-speaker and learner corpora as a source for teaching materials to establish a sense of 

“language awareness” in learners. Although there are studies (Aston, 1997; Roe, 2000) suggesting 

the use of small-size corpora engineered in accordance with the realities and needs of learners, 

which directly affects the tone of the EFL activities in a classroom, Johns (1997: 100) advocates 

the idea that it is the responsibility of the teacher to alleviate the transition to DDL methods by 

preparing corpus-based materials as a “first stage”, what Widdowson (2003: 5) defines as 

“pedagogic mediation of corpora”. However, the role of the teacher in a language classroom where 

DDL methods are adopted needs further scrutiny. Hence, there seems to be a need for further 

research initiated by research questions derived from actual experiences of professionals of 

language pedagogy, as the answers directly appeal to them as mediators between authentic 

language and the cognitive mechanisms of learners (O’Keeffe et al., 2007).  

 

On a rather technical side of the topic, it can be argued that the trend of using computers in 

learner-centred ELT settings has recently gained momentum (Smith, 2004). In order to meet the 

standards of the trends of the new era in language education, DDL and CALL can be rather 

promising (Johns, 1997). DDL, which is the practice of self-discovery of language patterns, rules 

and meaning by learners without the teacher delivering information where learners are passive 

listeners, has found an auspicious place in language-learning pedagogy (Hyland, 2002). The 

availability of DDL and CALL compatible classrooms fitted with high-end multimedia technology 

and broadband wireless internet connection equipment facilitates the transformation of the EFL 

environment (O’Keeffe et al., 2007). Bearing these in mind, as for how effective DDL techniques 

can be in meeting the linguistic and educational needs of an EFL classroom in the 21
st
 century and 

to what extent it can facilitate language learning, as mentioned in Granger and Gilquin (2010), 

there seems to be a need for more studies enriching the DDL literature with empirical data. This 

study is aimed at addressing this research gap in its own context defining its significance for the 
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literature. Barbieri and Eckhardt (2007: 320) also support the idea that further research is needed to 

better understand the effect of the educational applications of corpus linguistics, particularly in EFL 

settings. However, despite all the potential it offers for language learners and teachers, DDL has 

not been able to find its way into “mainstream language teaching” (Boulton, 2009: 38). This 

increases the importance of the educational research carried out by DDL enthusiasts teaching 

English. 

 

On a final note, speaking of potential research opportunities, there seems to be only a few 

studies whose results convey practical pedagogical implications for teachers addressing teenagers 

with a DDL perspective (Braun, 2005). There are a number of DDL studies focusing on the 

qualitative aspects of the methods; however, there seems to be a need for more others focusing on 

the quantification of the understanding of the impact that DDL makes in language classrooms 

(Chambers, Farr and O’Riordan, 2011), such as Stevens (1995) who tried to understand the 

quantitative impact that DDL makes concluding that learner performance increased after DDL 

procedures. Researchers like Belz and Viyatkina (2008) point at an urgent need for studies 

exploiting “pedagogically relevant” (Braun, 2005: 47) corpora that can address the needs of 

learners, which corresponds directly to the primary objectives of this current research. Bernardini 

(2002) the use of corpora increases learner satisfaction as it provides an abundance of written 

examples (Chambers, 2005) with a specific grammatical or lexical focus within a variety of 

contexts. 

 

2.3. The Need for Teacher-prepared DDL Materials 

 

According to McEnery and Wilson (1997) there are three possible ways to use corpora for 

language learning: firstly, a teacher can teach what corpora is, secondly how to use corpora to learn 

languages can be taught to students and lastly teachers can use corpora to teach languages. For the 

reason that corpora can cognitively be too difficult for language learners (especially lower level 

ones) to handle, even with the help of a concordancer, there is an apparent need for the guidance of 

a teacher during DDL procedures (Clifton and Philips, 2006; Basanta and Martin, 2007). The 

weight of the linguistic input to which learners are exposed during DDL practices can easily go 

beyond their cognitive limits, resulting in undesired consequences causing demotivation and 

frustration (Sha, 2010). Systematical selection of relevant and necessary portions of the data 

presented by the concordancing software to prepare teaching materials that guide learners across 

the depths and heights of corpora is the responsibility of a teacher adopting DDL techniques 

(Reppen, 2011). Materials derived from a teacher’s own corpora has a history, though. In similar 

studies, Aston (1995) used CDROM-based collections of language for grammar and vocabulary 

practice while Tribble (1997: 106) reports on themed corpora of 30.000-40.000 words designed by 

teachers in a “quick and dirty” way for pedagogical gain rather than use generic corpora. Tyne 

(2009) reports on corpora that learners compiled for their own learning.  
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The development of EAP and ESP teaching materials is usually carried out by teachers 

depending heavily on their personal knowledge of the language forms and patterns (Simpson-Vlach 

and Leciher, 2006: 276). The examples comprising these materials represent mostly how teachers 

view the world and use the language rather than offer a panoramic view of the diversity existing in 

natural settings (Maddalena, 2001). As these sentences are relatively poor in representing the true 

contextual patterns of words and expressions, learners often have very little exposure to the actual 

contextuality of the rules and patterns governing a language. Referring to specialised corpora such 

as the British Academic Spoken English Corpus (BASE), the Corpus of Spoken Professional 

American English (CSPAE) or the MICASE (Chambers et al., 2011) of the University of Michigan 

(which the ACAT of the present study functions in a similar way) for the very purpose of 

developing teaching materials that are capable of meeting the linguistic and cognitive needs of 

learners can offer learners greater opportunities to be exposed to “pragmatically and 

sociolinguistically likely and appropriate uses of language, rather than just grammatically correct 

uses” (Simpson-Vlach and Leciher, 2006: 275). By looking at this example, it is possible to say 

that some institutions like the English Language Institute of the University of Michigan have 

adopted corpus-based approaches to materials development for language teaching demonstrating a 

good example for language schools with a focus on authentic teacher-prepared teaching materials.  

 

The wealth of diversity that the use of corpora in the development of teaching materials can 

compensate for the lack of contextuality in which the target grammatical forms and vocabulary 

become more meaningful (Paker and Özcan, 2017). As corpora is capable of informing learners 

about the differences between how expressions and words are used in spoken and written language 

(Biber, Leech and Conrad, 2002), teacher-prepared corpus-based in-class materials featuring 

examples from different registers can have a more favourable effect on the linguistic development 

of learners. Helping learners develop a comparative understanding of the differences between 

registers of a language, this pedagogical motivation to use corpora can facilitate the process of 

contextualization of the language that learners are exposed to during in-class activities led by 

teachers (Braun, 2007: 310). Therefore, it seems to be possible to say that the colligational 

competence and performance of learners can improve faster, saving much of the valuable time and 

energy of language teachers (Römer, 2006), which would otherwise be used in feedback sessions. 

 

The reason that teachers and institutions prefer using coursebooks as the primary source of 

teaching materials is most likely that these ready-made resources facilitate the handling of teaching 

procedures by offering systematically and thematically coherent exercises, though without much to 

offer as alternatives for individual tasks (Breyer, 2008; Maddalena, 2001). This is partly why many 

of these resources attribute to other additional external ones focusing on language items in more 

detail (Meurnier and Gouverneur, 2009). However, with regards to learner differences, they may 

not support learning of individuals in a satisfactory manner (Gabrielatos, 2005; MacCarthy, 2008). 

While one exercise can satisfy the needs of a learner, another learner can be deprived of 
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pedagogically satisfying input (Burton, 2012). This lack of adaptability may result in the failure of 

learners with varying levels of motivation and linguistic needs; besides, it may provoke a change in 

the attitudes of learners towards the target language for the worse (Burton, 2010; Simpson and 

Mendis, 2003). Cited by McEnery and Xiao (2010), Mindt (1996: 232) argues that the problem 

with coursebooks is that they present an unrealistic version of ‘L1 English’, which hardly occurs 

outside the classroom causing learners to have difficulty communicating with natives. As corpora 

represents the authentic use of the language by native speakers, learners can get a more realistic 

image of the language through the adoption of DDL methods (Seidlhofer, 2002). Bearing these in 

mind, so long as the teacher recognizes the potential of the method, it is highly possible to develop 

and compile a specified corpus database addressing the needs of the individuals within an EFL 

classroom disregarding how old the learners are (Biber, 1993; Sinclair, 2004; Braun, 2005). 

 

Even though the adoption of a DDL approach accompanied by corpus-based teaching 

materials may seem to be arduous for teachers, considering the pedagogical flexibility it offers to 

learners to self-adjust the level and the type of the input, the use of corpus-based teacher-prepared 

materials seems to be worth considering (Breyer, 2008). The use of corpora for language learning 

can make it easier to understand the actual contextual patterns of the language (Tsui, 2004). 

Corpora are capable of illustrating the true systematicity of languages, which is often delivered to 

language learners through an EFL teacher’s personal effort to invent decontextualized statements 

exemplifying the grammatical forms and rules (Sealey and Thompson, 2006). However, unlike 

linguistic researchers working on vast corpora, teachers adopting a DDL perspective on language 

teaching need pedagogical corpora (Braun, 2005). 

 

Bearing all of these in mind, it should also be considered that genuine data can best be 

derived from real life settings (Benson, 2001). Despite the fact that the body of research pertaining 

to the pedagogical applications of corpus linguistics is gradually and rapidly expanding and 

contributing to the pool of data, the findings and implications of these remain to be a part of the 

actual teaching practice (Römer, 2006: 121). Meunier (2010) convincingly argues that teachers 

with no or little background knowledge about how EFL settings can benefit from corpora may 

resist the change offered by linguists which is broadly mentioned as ‘ivory tower effect’ in the pre-

service or in-service teacher training literature. Thereby a need for researcher teachers who 

welcome change emerges in order for the research community to access the genuine data that 

corresponds to the theoretical accounts of the impact that corpora can make on the way EFL is 

handled (Breyer, 2009). In the new world of ELT where main stream publishers of ELT resources 

have recognized the benefits of the authentic data that corpora can provide, with this eventually 

affecting the overall structure of new publications (Meunier and Gouverneur, 2009), it doesn’t 

seem possible for curriculum developers and teachers to remain unaffected. 
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2.4. Critical Views about the Use of Corpora in EFL Settings 

 

A seemingly large portion of the available research on the theme of corpora and language 

teaching, such as Seidlhofer (2002), Granger (2002) or Braun (2005), focuses on SLA rather than 

ELT or EFL but it wouldn’t be wrong to say that they point out some prevalent issues both SLA 

and EFL keep within their scope of interest. Although corpora seem to have found its way into 

pedagogical research (Johns, 1994; Stewart, Bernardini and Aston, 2004), it is not possible to claim 

that it has received much response from educational practitioners since the commencement of DDL 

as a practical solution to meet linguistic needs of EAP learners in 1980s (Meunier and Gouverneur, 

2009).  

 

In the early days of DDL, the corpora that Johns compiled in order to develop the teaching 

materials that can answer the needs of his writing students were small in size and comprised of 

texts from publications that were easy to find, such as daily newspapers and magazines along with 

a basic computer program that yielded KWIC concordance lines (Chambers and O’Riordan, 2010). 

This was later doomed to bring about the frequency issue (Vincent and Nesi, 2018). As small size 

corpora may not bear rare language patterns, these may not have allowed them to go beyond some 

basic, frequently used language patterns back in the day (Vincent and Nesi, 2018). However, this 

does not seem to be the exact case it used to be anymore. With the advent of computers and 

adaptations of digitalized corpora available online, learners and language teachers are able to reach 

huge amounts of data in no time at all, which both saves time and reduces the possible risk of 

frustration diminishing learner motivation (Chambers, 2005). 

 

One would expect that the larger the corpus data-base is, the more effective it can be within 

the process of teaching and learning a foreign language in classrooms. However, this may not 

always be the case as different needs require different kinds of corpora (Hunston, 2002: 14). DDL 

can be successful when the most appropriate corpus is chosen considering the needs and 

proficiency level of learners (Krishnamurty and Kosem, 2007) which seems to be a real challenge 

for teachers to find because only a few studies, such as Aston (1997), Tribble (1997) or Tyne 

(2009), feature specified corpora unlike the present study. Taking institutionally compiled large 

corpora like BAWE, LOCNESS or COCA as a reference for in-class learning activities may cause 

the learners to be overwhelmed as the linguistic data received may go beyond the proficiency level 

of learners who learn English for general purposes (Flowerdew, 1998: 550). Vincent and Nesi 

(2018) cite The Common European Framework of Reference for Language (CEFR, Council of 

Europe, 2001: 51) to demonstrate the suggested thematic structure of a language lesson for English 

for General Purposes (EGP) featuring themes such as entertainment, travel, weather etc. and claim 

that it would be a real challenge for an EGP teacher to find a learner corpus to satisfy the needs of 

the teenage learners they teach no matter how willing the teacher is to adopt a DDL approach. 

Another potential threat posed by using corpora like BNC in language classrooms to harvest 
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pedagogical outcomes is that when learners search for a term or an expression, they might not be 

able to get any results, which eventually causes frustration (Sha, 2005).  

 

Supporting the idea that corpora that is intended to be used as a source of linguistic 

information in classrooms by teachers whose main focus is on EGP rather than EAP or ESP, if not 

adapted according to the needs of specific audiences, the use of corpora may pose a threat to 

learners as they increase the weight of the demand, requiring them to interpret the meaning and 

function of unfamiliar language forms and items (Gasskell and Cobb, 2004: 315). Gabrielatos 

(2005) warns that this form of DDL may not find its way into educational settings below higher 

education. Manning (2003) also warns that referring to “static corpora” (Sha, 2010: 378) such as 

BNC, COCA or BAWE may lead to undesired outcomes as language is an evolving phenomenon 

and these massive collections of language might fail to represent new collocations answering the 

needs of the people of the new era. Kaltonbock and Mechlmauer-Larcher (2005) fully autonomous 

student-corpus interaction may cause the learners to feel lost. 

 

Despite the fact that the literature suggesting DDL as an effective method of promoting the 

autonomy of language learners and fostering learning has been on a rising trend, authors, such as 

Johns (1986), warn against the shortcomings of this method claiming that it is appropriate for adult 

learners who are intrinsically motivated implying that DDL may not be a pedagogically suitable 

technique to use when teaching to younger learners of English. This may be true unless teachers 

teaching English to younger learners are intrinsically motivated to solve the problems they 

encounter through their personal effort rather than call for help from outside (Ozbay and Ozer, 

2017). The size of the body of research trying to see the effects of DDL on adult language learners 

may also support this view; however, this is due to the researchers' choice (Talai and Fotovatnia, 

2012). Therefore, it can be concluded that there seems to be room and a need for further research 

focusing on the effects of DDL on younger learners. 

 

The notion of exposing the learners to mild amounts of linguistic data that is pedagogically 

and cognitively comprehensible may alleviate these scholarly concerns about DDL (Cobb, 1997). 

However, though still vague when asked how, the steps to take in creation of individual teaching 

materials require to be sensitively designed allowing space for learner participation to increase 

learner awareness in order to avoid any possible demotivating factors such as learner disorientation 

(Quinn, 2015). As demonstrated in Pérez-Paredes, Sánchez-Tornel and Alcaraz Calero (2013), 

teachers may meet the integration of corpus linguistics with resistance due to concerns about how 

to keep the balance between learner autonomy and teacher guidance. This may be due to the fact 

that these possible practitioners of DDL need more experience with DDL techniques and a sense of 

research to solve their own problems right at the place they occur (Farr, Murphy and O’Keeffe, 

2004). Those with a fairer understanding of the possible future benefits of DDL techniques may 

attempt to eliminate unnecessary occurrences surpassing the proficiency and comprehension level 
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of learners which are pedagogically irrelevant to the learners by developing paper-based exercises; 

however, this weakens the chances of peripheral learning, defined as “serendipitous learning” by 

Bernardini (2004: 17), which can be one of the forthcoming benefits that DDL provides language 

learners with. 

  

There may be some cultural implications in the way people approach to CALL and DDL in 

different countries. Namely, how DDL is perceived by stakeholders (teachers, learners, 

administrators) can vary from culture to culture. For instance, Hadley (2002) reports that a number 

of Japanese students he worked with thought DDL was difficult. Likewise, Sue and Wang (2003) 

and Savignon and Wang (2003) also report that Taiwanese teachers thought DDL is time 

consuming even though autonomous learning and learner-centeredness is encouraged 

institutionally. Studies like Cheng and Dörnyei (2007) or Cheng, Warren, and Xu, (2003) try to see 

the effect of culture as a variable in the way learners and teachers perceive DDL in Taiwan and 

Japan, both of which are Asian countries; however, there seems to be no research done yet trying to 

understand what the cultural dynamics and mechanism that define or affect the way the euro-asian 

people of Turkey perceive and approach to the notion of CALL and DDL in particular are.  

 

2.5. Autonomous Learning and DDL 

 

As can be seen in Najeeb (2012) the emergence of learner autonomy (Holec, 1981) as a 

conceptual approach in pedagogy was during the beginning of 1970s, at University of Nancy in 

France. Holec (1981) puts forward the idea that taking the responsibility of one’s own learning has 

practical implications despite being idealistic. According to Benson and Voller (1997: 18), learner 

autonomy is the “self-regulated” effort of taking the responsibility of one’s own learning and it 

indicates academic development as well. However, Trebbi (2006) claims that there is no need for 

the self-contained description of autonomy as taking the responsibility of one’s own learning, as 

this is already a prerequisite to learning. Dam (1990) argues that learning requires being 

intrinsically motivated and independent social interaction while Dickinson (1992) asserts that 

learner autonomy is being actively responsible for one’s own progress within isolation. Alwright 

(1990) and Little (1991) describe an autonomous learner as someone with an understanding of their 

individual dynamics and potential of learnership. Thanasoulas (2000) emphasises that the 

distinctive characteristics of an autonomous learner are willingness to take risks and complete 

assignments and tasks even if they are not graded.  

 

The leading theoretical motive behind this research is the idea of utilizing DDL techniques in 

order to foster learner autonomy, the philosophical foundation of which is in a straight line with the 

curricular design of the institution where this research was carried out. Due to the fact that the 

adoption of this philosophy requires learners to gradually build up linguistic knowledge for their 

own benefit (Vygotsky, 1987) independently by going through decision-making processes with the 



24 

guidance and advisory of the teacher, the first-hand use of DDL techniques utilizing corpora seems 

to be closely related (Vickers and Ena, 2006). The traditional methods and means of classroom 

instruction aiming at teaching a foreign language may not provide learners with the freedom to 

self-adjust the amount and the level of the input as they prioritize stability (Ushiodo, 2006). This 

lack of flexibility of input in the target language may be quite demotivating for some learners.  

 

Critics of the traditional approaches to language teaching, such as Brown (1990, 1994), 

explain that traditional schools are weak at initiating and sustaining intrinsic motivation in learners 

as they expose learners to a standard level and type of input for everyone in a classroom 

disregarding various psychological needs of individuals. Therefore, this kind of a curriculum stands 

a high chance to fail as learners are expected to follow concrete instructions rather than finding 

their way out by taking steps at their own pace. However, it seems to be highly possible that 

granting the learners the chance to explore the target language in an “every learner a Sherlock 

Holmes” fashion (Johns, 1997: 101) can help them discover language patterns and meaning 

through their own effort. Instead of being viewers of the teacher in the traditional sense and 

accepting what is told as it is, learners can now be reviewers of the language who have the critical 

eye, actively questioning (Guan, 2013) so that they can understand the mechanics and principles 

governing the meaning, thus become independent (Denghan and Darasawang, 2014). 

 

Thinking back to the theoretical framework of the present study, Heins (1991) explains that 

constructivism is the umbrella term defining the philosophy which postulates that learning occurs 

when learners construct meaning and build up knowledge by taking up the responsibility of their 

own learning. In the traditional sense, it can be quite challenging and painful for the teacher, so 

much that it can even cause teacher burnout, to adapt his instruction and style so that he can 

address every individual within an EFL classroom. The autonomy that DDL provides the learners 

with may facilitate this as it increases learner uptake relieving the teacher of this extra load of work 

(Benson, 2001). By assigning the learners to self-diagnose their needs the response time can be 

minimized, as well (Carter and Nunan, 2001).   

 

The impacts of these self-diagnostics carried out by learners themselves may not be 

observable in the short run (Boulton, 2009). However, in the long run, this approach can be rather 

beneficial in terms of both personal and linguistic development of learners (Wachob, 2005). 

Learners tend to resist changing their habits as they feel safe in their personal comfort zones 

identified by traditional approaches, by and large. At this very point, the teacher is advised to take 

the passionately conscientious tone and avoid any sort of hesitation to face the change on behalf 

and for the sake of his learners (Benson, 2001). 
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CHAPTER THREE 

 

3. METHODOLOGY 

 

This chapter focuses on the methodological aspects of this study, whose aim is to understand 

the impact of DDL techniques on learner achievement considering LA 2 through the incorporation 

of corpora into teaching material development procedures. Therefore, this chapter will first 

introduce the overall study design beginning with an analysis of strengths, weaknesses, 

opportunities and threats existing in the research environment particular to this study. Secondly, the 

authentic and specified corpus data-base developed specifically for this study is presented with 

touches to the design criteria, the way it is used to develop teaching materials for in-class use and 

piloting procedures of these materials to foresee and reduce possible risks stemming from the very 

nature of the corpus data-base. Thirdly, this chapter deals with how the learner participants of this 

study are familiarized with DDL techniques. Following this, the basic structure and content of the 

materials developed are explained. The sampling techniques adopted are described and finally data 

collection methods and how the data were analysed is explained through descriptive language.  

 

3.1. The Overall Study Design 

 

The educational applications of corpus linguistics can be promising in terms of the insight 

they offer into the establishment of an approach to education fostering autonomous learning. From 

an argumentum a contrario point of view, it is the learner himself who decides what to learn, how 

and how much to learn within the pre-set parameters designated by the teacher, thus changing the 

teacher into a mediator of the learning activities, which is also collinear with the theoretical 

principals of this study. In order to achieve the linguistic goals stated in the research questions 

specific to this study, a number of steps needed to be taken as outlined in table 1 below. 

 

 

 

 

 

 

 

 

 

 



26 

Table 1: The Methodology of the Study 

Methodology of the Study 

The Overall Study 

Design 

1. Mixed-methods study: a combination of quantitative and qualitative methodologies 

1.1. Getting to know the research environment: the language school of a state university 

in Turkey a SWOT analysis is carried out to evaluate the current situation and 

foresee possible risks 

1.1.1. Strengths and opportunities: strengths of the research environment are 

evaluated 

1.1.2. Weaknesses and threats: observable weaknesses and possible risks are 

discussed  

Compilation of the 

ACAT 

2. The need for the compilation of the specified corpus is explained. 

2.1. The Design Criteria: the design criteria adopted in the process of the preparation of 

the Alternate Corpus of Academic Texts are explained in comparison with similar 

studies in the literature 

Development of the 

Teaching Materials 

3. The need for the development of new teaching materials is explained 

3.1. Piloting the Materials: outsiders were invited to test the new teaching materials  

3.2. Familiarising the Learners with DDL Techniques: learners get in touch with DDL 

techniques, the notion of corpus investigation for self-discovery of language 

patterns 

Application of the 

Teaching Materials 

4. The actual teaching experience emerging right from the field is conveyed 

4.1. Grammar Presentation: how grammar is presented through the use of the new 

teaching materials 

4.2. Grammar Application: how learners utilize DDL techniques to make use of both the 

ACAT and the new corpus-based teaching materials  

Sampling 
5. Convenient sampling: A total of 75 EFL learners taught by the researcher in two 

successive terms of 7 weeks each 

Data Collection and 

Analysis 

6. The pre-test and post-test of 2 seven-week grammar instruction strengthened by DDL 

techniques and a focus group interview with 26 participants 

Quantitative data analysis: Paired sample t-test: analysis of the pre and post-test scores of 

the samples on SPSS (v. 24)  

Qualitative data analysis: encoding the qualitative input by the participants and 

interpretation of high-frequency codes and themes 

 

3.1.1. Getting to Know the Research Environment: A SWOT Analysis 

 

Corporations in control of varying amounts of capital were in search of sustainability of profit 

in the late 1990s. Therefore, an inevitable need for the increase in the quality of everything 

produced put an emphasis on the term quality. However, quality did not seem to be relatively easy 

to define as its dimensions did not use to be definitive (Pfeffer and Coote, 1991). The adoption of 

the total quality management (TQM) philosophy, therefore, served as a means by which companies 

attained financial goals within a certain period of time. This new approach required a planned 

series of actions in which the managerial bodies of these corporations took scientific steps. By 

collecting empirical data about what needs to be better and what does not, the potential energy and 

time were spent where and when necessary, thus preventing any unnecessary steps and waste of 

resources.  
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In order to achieve this, corporations administered an analysis called SWOT. The acronym 

SWOT stands for strengths, weaknesses, opportunities, and threats. The notion behind the 

development of SWOT analyses is the sustainability of the improvement of businesses. By 

understanding the current situation in terms of SWOT, it was possible to canalize the necessary 

amount of energy towards weaknesses and threats which could potentially put any business at risk, 

thus saving time and sources that would otherwise be wasted. Moreover, this could also make it 

possible to take necessary precautions and actions against undesired situations even before they 

occurred. 

 

Seeing how businesses flourished by adopting the TQM philosophy, educators started 

seeking ways to apply TQM in education (Sallis, 1996: 1). As the customer is the centre figure in 

TQM (Peters and Waterman, 1982), considering a learner in a learning environment a customer 

seeking quality in whatever he purchases could be an approach that might open up new horizons 

for learner-centeredness in education. With regards to this understanding of learners, who are at the 

same time consumers of industry, this research aimed at understanding what was strong, weak, 

promising in terms of learner-centeredness and threatening considering the future outcomes of the 

educational provisions of the current curricula before the initiation of the actual study. 

 

Even though SWOT seemingly does not occur frequently in linguistic research, with only a 

few linguists, such as Knop and Meunier (2014), exploiting a SWOT approach, this research 

provides a SWOT perspective with a view to offering a more objective understanding of the 

research environment. 

 

3.1.1.1. Strengths and Opportunities 

 

Principally, the notion that learners should take up the responsibility of their own learning is 

institutionally emphasized within the research vicinity, which can in fact be a positive factor as it 

helps reduce the amount of workload for teachers, sparing them more time to be engaged in 

professional development activities such as educational research and materials development. This 

is also supported by the technological infrastructure facilities possessed by the university as 

mentioned previously. Therefore, it can be presumed to some extent that the pedagogical 

implications of data-driven learning overlap with the institutional perspectives of the preparatory 

programme. 

 

Secondly, right from the very beginning, learners are urged and encouraged to get a portable 

computer for themselves in order for them to be able to access course content, do exercises 

provided and refer to external sources when they need to. Soft copies of the teaching materials 

developed by the team of instructors for every skill course are downloaded from Schoology and 

used by the learners, who can be defined as digital natives (Prensky, 2001). Therefore, it can be 
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assumed that the learners have already internalized the essence of the rationale behind the 

integration of technology into EFL settings. The fact that the learners are somehow familiar with 

the concept of computer-assisted language learning (CALL) appears to be one of the leading 

strengths of the research environment considering the technique, DDL, that this present research 

aims at exploiting. This may also increase the potential of this research facilitating the actuation of 

computational applications of corpus linguistics within the parameter of learner autonomy. Ybarra 

and Green (2003) point out that the use of computers in a sense of gamification increases learner 

motivation in second language teaching.  

 

Thirdly, the fact that the academic directorate is supportive of teaching materials developed 

by instructors themselves stands out to be another distinguishing positive aspect of the research 

environment. This offers a relatively sound research ground for linguistic research for educational 

outcomes. The continuous nature of the materials development procedures within the institution 

purports to be yielding in terms of research planning.  For the reason that teaching materials are 

required by the academic directorate to be up-to-date, adaptations and improvements to the existing 

materials give way to possible research. 

 

Another point that can be made is that the university accepts learners from around the world 

creating a multi-national on-campus life in which people are somehow required to use the target 

language for daily communication. The fact that the medium of language of instruction in the 

research environment of this research is English, along with the presence of international teaching 

staff, can be pronounced to be the definitive socio-motivational paradigm that increases learner 

motivation. As cited by Dörnyei (1994), Gardner (1985) asserts that when social factors act as a 

source of motivation learners are motivated and eventually learning occurs. A supportive sense of 

on-campus integrativeness (Gardner, 1985) increases learner motivation as it overrides the learners’ 

collective and individual attitude towards learning a foreign language (Gardner and Lambert, 

1972).  

 

Lastly, the programme features a gamified approach to passing levels of skill courses, which 

provides the learners with an opportunity to master every level within a year without having to wait 

for another year unlike most of the other preparatory programmes at different universities 

nationwide. Every level of every skill course takes approximately 8 weeks during which the 

learners are assessed through a midterm (or continuous assessment) and a final exam. Ybarra and 

Green (2003) point out that the use of computers in a sense of gamification increases learner 

motivation in L2 teaching. The combination of a gamified approach to language teaching and the 

use of technology may unleash the capabilities of DDL techniques. 
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3.1.1.2. Weaknesses and Threats 

 

Learners from a variety of socio-cultural backgrounds join the preparatory programme to 

master English at a certain level that is enough for them to meet the requirements of faculty courses 

which are mainly engineering courses. With being fewer than local learners, international ones 

appear to be better at grasping the need for resorting to English as the primary means of 

communication on the campus. This may be due to the fact that using a language other than their 

mother tongue is in their comfort zones, which can be the inspiration behind their arrival in Turkey 

for education. However, local learners seem to be less motivated when it comes to using English as 

the primary means of communication, possibly due to the fact that they have no or little input off 

campus.  

 

A vast majority of the local learners tend to use Turkish with local instructors unless they are 

asked not to do so. What is more, they, unfortunately, seem to avoid oral communication with the 

teachers who have an international background. This situation may seemingly be due to either a 

lack of motivation or self-confidence, and it also increases their affective filter (Krashen, 1981) 

causing them to be carried away by a self-demotivating mindset. Time constraints and the density 

of the curricula can be other issues hindering the progress of a linguistic research. The individuals 

and the number of the learners that a teacher is busy with can differ from one term to another, and 

this can make it difficult to collect data across the year. Therefore, all the steps to finalizing a 

research should be taken within a period of 8 weeks. The fact that the teaching materials are custom 

made poses a potential risk of having unexpected mistakes or level-inappropriate selection of 

examples.  

 

Another potential threat, as explicitly referred by the academic directorate of the programme, 

could be the very nature of corpus linguistics. The learner population of the preparatory programme 

is limited to 18-20-year-old young adults, comprised mainly of generation Y and provisionally 

generation Z in the following years. When the learning styles, habits, and needs of these learners 

are taken into consideration, corpus inquiry tools that are intended to be used may not be appealing 

to them. This may partly be due to the fact that, from a very early age they have been exposed to 

lively online content, such as videos, games, animations and so on. The fact that concordance lines 

that a corpus analysis tool yields does not provide the information accompanied by colourful 

images, music or sound effects may have a demotivating effect on learners even though the content 

is on a computer. Therefore, it can be concluded that engaging learners with computerized content 

does not necessarily mean that they will be motivated. Additional tools like web 2.0 tools may have 

to be utilized so that learners can put their own effort into completing tasks using the data from 

corpus selected in line with the activities in the teaching materials in order to make classroom 

concordancing more eighteen-year-old learner friendly. 
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3.2. Compilation of the Alternate Corpus of Academic Texts (ACAT) 

 

Unlike many other linguistic studies adopting the corpus methodology; such as Nesselhauf 

(2004) or Cheng (2010), this study did not refer to a reference corpus; such as BAWE, COCA or 

LOCNESS, as it doesn’t aim at linguistic inquiry, but rather train learners to be self-sufficient 

learners of English who can use corpora to devise their own methods to meet their personal needs 

as language learners. For this purpose, an approximately 1-million-word corpus-database of 

academic texts has been compiled peculiar to this study. This relatively large body of language can 

be referred to as a specified corpus due to the nature of the texts included. The academic texts used 

in reading courses and transcripts of listening materials were converted into plain text format with 

the file extension ‘.txt’ so that they could be processed and analysed by the software AntConc 

(Lawrence, 2014). This peculiar database has been named the Alternate Corpus of Academic Texts. 

The acronym for this database has been designated as ACAT. As the texts have already been 

attributed by the institution, there seems to be no need to show them in the reference list particular 

to this study. This corpus database was later combined with a corpus of graded readers that was 

previously compiled by the researcher to serve a similar purpose and to increase the 

representativeness of the database. The total volume is approximately 5 million words. 

 

3.2.1. The Design Criteria 

 

This corpus database, compiled ad hoc, was designed according to relatively strict design 

criteria as can be seen in table 2 below. In the process of the compilation of the ACAT, level-

appropriate adaptations of academic texts featuring the authentic use of English used in reading 

courses and the transcripts of listening materials of similar educational value are compiled in the 

form of plain texts so that they can be analyzed on AntConc. With the ultimate size being 

continuously increasing, the academic scope of the database is expected to expand with the new 

texts and audio included in the reading corpus and the pool of listening materials.  
 

 

Table 2: The Design Criteria of the ACAT 

Source Level Size 

Listening archive Levels 1-4 (CEFR A1-C2) 10% 

Reading corpus Levels 1-5 (CEFR A1-C2) 40% 

Graded readers library Levels 1-6 (CEFR A1-C2) 50% 

 

The transcripts of listening materials consist of academic monologues, academic dialogues, 

short academic lectures and general interest videos and audios with academic value. The reading 

texts consist of adapted versions of research papers, abstracts of research papers, survey reports and 
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academic reports on various topics. The content was downloaded from the web archive of the 

department and digitally stored. 

 

Following the archiving of these resources, the plaintexts have been categorized with the 

initials of the skill courses and the level they belong to; e.g., R1, R2, R3. The miscellaneous and 

unnecessary wording such as pagination (number of pages), front and back matter (preface, 

contents, list of figures, acknowledgments etc.) have been manually omitted and the database has 

been treated. 

 

3.3. Development of the Corpus-based Teaching Materials 

  

As stated in the research questions, the primary goal of this research was to see whether the 

corpus methodology can compensate for the lack of authenticity in EFL classrooms where the 

priority is EAP or ESP. Unlike corpora focusing on only one type of register such as VOICE 

(Seidlhofer, 2002; 2004) or ELFA (Mauranen, 2003), the ACAT of the present study, whose aim is 

to enhance the learner awareness of both written and spoken language by increasing the exposure 

to naturally occurring (Sinclair, 1991) examples, has played a crucial role in the establishment of a 

sense of correlation between the two major receptive-skill courses, reading and listening. In this 

same vein, by increasing the amount of the exposure to the authentic language, the same kind of 

sentences like those the learners were or have been exposed to in reading (written register) and 

listening (spoken register) courses, it was aimed to familiarize them with the academic level of 

reading and listening which is required by the university. As the university runs only a limited 

number of academic faculty programmes, there seemed to be no need to get the learners in the 

preparatory programme to read or listen to academic realia from various other disciplines which 

they will not study in the faculty, but rather get them to spend this valuable time doing reading and 

listening practice with texts and audio similar to those that they will be exposed to in the following 

years with an interdisciplinary outlook.  

 

This has a fairly significant pedagogical implication, as well. Classroom management issues 

may arise when learners in a classroom are not guided into activities that could keep their attention 

focused on a given task. As Kounin (1970: 96) puts it, teachers need to avoid interrupting the 

smooth flow of lessons and keep the “momentum”. Once learners are instructed well through a task 

and allowed to do the task at their individual pace, there may be fewer classroom issues for 

teachers to sort out. This was also supported by the observations of the researcher throughout this 

study. When accompanied by DDL techniques, the new teaching materials were observed to help 

learners adapt the level of input for themselves, go for repetitions without causing interruptions for 

others. Therefore, it is fair to say that learning took place for individuals, though at varying levels. 

Therefore, it can be claimed that as long as learners explore the language within the pre-set 
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parameters through the (corpus-based) materials, teachers can ensure that the curricular objectives 

are achieved as well. 

 

Another important point is that the materials should be engineered in such a way that 

learners can find breathing space when the pre-selected examples in a given task surpass their level 

of comprehension. With regards to this, teaching materials guiding the learners to using corpora, a 

pool of examples baring the grammatical components that each of these teaching materials focus 

on, were observed to be helpful for learners when they had to adjust the difficulty level of the 

material by resorting to other examples in which they could experience the same grammar element. 

In brief, when a particular example selected by the teacher was too difficult or not comprehensible 

enough for an individual learner, even with the help of a dictionary, he was able to briskly refer to 

the corpus-database to see a less complex one sorting his own problem out without any help from 

outside. This also helped learners in this study expand their learning environment beyond the 

classroom and class time. Additionally, the learners were able to add up to their amount of weekly 

academic reading which is expected to positively affect their reading comprehension levels as well.  

 

In order to bridge the gap between the skill courses that provide language input and LA 2, 

the researcher aimed at presenting the learners with a set of new teaching materials in which 

learners could realise, explore and be exposed to grammatical forms and vocabulary comprising 

these teaching materials which are used in reading and listening courses. The ACAT, which is 

basically the corpus database of these teaching materials used in reading and listening, is the main 

source of the examples used during the development of the new set of LA 2 teaching materials. 

Another corpus database, which was previously derived from graded readers by the researcher 

himself, was also utilized, as the learners are also expected to read these, which they honestly 

confess they don’t do. Therefore, the new teaching materials based on these corpora compiled by 

the researcher for educational purposes served a practical function and seemed to have helped 

increase the ‘grammar readership’ level of learners. 

 

The researcher had to rely upon his intuition and experience with learners while selecting the 

example sentences forming each and every one of the new corpus-based LA 2 materials as the 

difficulty levels of the texts varied. With the graded readers being easy to categorise in terms of 

difficulty, it was not possible to say the same about reading and listening materials used in reading 

and listening courses as they are mostly adapted from authentic sources. Therefore, the researcher 

analysed the ACAT on AntConc to get example sentences representing the grammar focus of each 

topic in the LA 2 curriculum. Being picky during the selection of example sentences to put into the 

new teaching materials, the researcher sometimes observed that there were not enough examples in 

the ACAT representing the target grammar form, which eventually led to the decision of exploiting 

the readers corpus as well.  
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With the expansion provided by the readers corpus the number of example sentences 

representing a certain grammar topic increased to a more desirable level. However, the difficulty 

level of examples that AntConc yielded was still an issue. In order to overcome this, the researcher 

tried to select examples that occurred in reading and listening level 1-3 as much as possible along 

with those occurred in level 1-4 graded readers. When the number of examples representing a 

target grammar topic within the parameters mentioned above yielded by the concordancing 

software, AntConc, was less than 5, the researcher had to refer to examples from upper level texts. 

There were even occasions on which the ACAT seemed to be dry and the software did not return 

any hits when a specific key term representing a target grammatical form is searched. Therefore, 

the researcher had to either change the search term or refer to external web sources, such as 

http://fraze.it or http://skell.sketchengine.co.uk (Kilgarriff et al., 2014). Table 3 below shows the 

primary selection criteria for the examples used in the new teaching materials. 

 

Table 3: The Selection Criteria for the Examples 

Source Primary Selection Criterion 

The Readers Corpus Level 1-3 mainly 

The Listening Archive Level 1-3 mainly 

The Graded Readers Corpus Level 1-4 mainly 

 

 

3.3.1. Piloting the Materials 

 

In order to eliminate any possible issues that could have put the effectiveness and efficiency 

of the materials at risk, three English instructors/teachers, who are acquaintances of the researcher 

from different institutions/schools, were kindly requested to take their time to help out with the 

piloting of these materials. They were later asked to report on the materials under three main 

headings:  

 

 Effectiveness in addressing the grammar focus; whether the material successfully 

addresses the grammar focus of the lesson 

 Level of difficulty; whether exemplary statements are level appropriate or not  

 Self-attainability; how the tasks can affect learner motivation and uptake 

 

After the feedback on the above-mentioned criteria had been received, necessary alterations 

and adaptations were made before the actual application. The following statements were received 

as feedback from these instructors teaching English at different institutions/schools as mentioned 

above.  

 

Inst-1: The sentences in the handouts address the grammar topics adequately, but look quite 

difficult for preparatory students. Some of the tasks get the learners to write sentences, which is 

http://fraze.it/
http://skell.sketchengine/
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also good as exam practice. Most students fail in productive sections of exams. I had to refer to a 

dictionary to understand some statements. I’m not sure if they can manage it or not. But, the idea 

to use the reading and listening materials is great, I think. 

 

Inst-1, who is a local instructor, sounded rather hesitant about the application of the new 

materials. This may partly be due to their lack of experience with corpus at this level.  

 

Inst-2: I am in full support of tasks being difficult. I think learners will have the chance to see 

more examples, not just these ones in the handouts. So, if they don’t know, they can easily look 

words up in dictionaries. And, they will have to do a great deal of reading to understand which, I 

think, is good for them as most of them do not really read at all. 

 

Inst-2 is an international instructor coming from a different educational background. Their 

outlook on the new teaching methodology was fairly different from other instructors who piloted 

the teaching materials.  

 

Inst-3: Honestly, I am looking forward to seeing the outcome of these; I mean, if they’ll like it 

or hate it. Grammar is notoriously difficult for especially Turkish learners of English. I had 

experience teaching grammar to both Turkish and international learners in the past and without 

the teacher they do struggle and sometimes fail. Maybe some traditional teaching is needed. But, 

change is also good. The task types are kind of different from what they used to be. Some 

statements can really be above their level. As far as I am concerned, most of the students you 

have there have been learning academic English for only 2 months. Before this, I doubt they 

studied English as demandingly as they do there. 

 

Inst-3 was the other local instructor who piloted the new materials. What they have in 

common with Inst-1 is that they also seemed to resist change, which may mean that when people 

who learned English through traditional methods become teachers of English, they somehow tend 

to teach it the way they were taught. However, this research is not concerned with this topic and 

this can be the topic of another research.  

 

3.3.2. Familiarising the Learners with DDL Techniques 

 

In order to increase the efficiency of the corpus-based teaching materials and help learners 

internalise the basic notion of the materials as well as the relationship between the ACAT and the 

corpus-based materials, the first LA 2 lesson administered within the research was dedicated to 

getting the learners familiar with basics of DDL. As can be seen from the figure below learners 

were introduced with the interface of the linguistic inquiry software and how they can upload the 

database to the software so that they can conduct KWIC searches was shown. 
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Figure 1: The Researcher is Showing How to Upload the ACAT to AntConc 

 

 

The plain text files comprising the ACAT and formerly compiled Graded Readers Corpus 

(Oxford University Press and Penguin) were uploaded to the online platform Schoology as well as 

the link to AntConc. Figure 2 below shows an LA 2 course page containing DDL resources on 

Schoology: 

 

Figure 2: LA 2 Course DDL Page Preview on Schoology 

 
 

Students were able to access and download these files. After they downloaded these required 

tools, the teacher spent 30-50 minutes demonstrating how the learners can use AntConc to 

administer simple KWIC searches. Figure 3 below show a learner interacting with the software. 
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Figure 3: A Learner Interacting with the Software and the Database 

 

 

3.4. Application of the Corpus-based Teaching Materials 

 

Language Awareness course consists of four levels the second of which was suggested by the 

academic directorate as a liable research ground for this research. LA 2 consists of 30 lessons 

covering 20 different grammar focus points some of which expand over more than one lesson. The 

first 2 lessons are spent to get the learners familiar with the course content and assessment 

procedures. The learners are taught the course 4 hours a week. Throughout each term, lasting 8 

weeks with the last being the exam week, there were 28 hours of DDL instruction that LA 2 

learners went through. Table 4 below shows the predesignated grammar topics of individual 

lessons. 
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Table 4: Language Awareness 2 Lessons and Lesson Content 

Lesson Nu. Lesson Focus 

3 Participle Adjectives 

4 Types of Sentences 

5 Questions 

6 Embedded Questions 

7 Reporting 1 

8 Reporting 2 

9 That Clauses 

10 Synthesis of Sentence Patterns 

11 Introduction to Clauses and Clause Types 

12 Conditionals 1 

13 Conditionals 2 

14 Time Clauses 1 

15 Time Clauses 2 

16 Relatives 1 

17 Relatives 2 

18 Reason and Result Clauses 

19 Contrast Clauses 

20 Purpose Clauses 

21 Mixed Tenses Review 1 

22 Mixed Tenses Review 2 

23 The Future Perfect and The Future Perfect Progressive 

24 The Present Perfect Progressive 

25 Passives 1 

26 Passives 2 

27 Passives 3 

28 Passives 4 

29 Past Modals 

30 Preposition Phrases 

 

As mentioned previously the materials that were developed for this particular study served a 

practical function. Not only were they expected to diversify the way LA 2 courses are taught in a 

comparatively more empirical way, but they were also believed to help learners build up cognitive 

bridges between essential skills such as academic reading, listening and writing. The research 

followed 3 main stages, outlined below, in the application of these materials. These materials 

helped the researcher collect data about the learners’ language development in a collative and 

cyclical sense by means of which all the other skills are also expected to benefit from the outcomes 

of the application of these lesson materials as seen in figure 4 below: 
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Figure 4: The Relationship between the Essential Skill Courses Empowered by DDL 

 

 

In this study, with reading and listening being the driving pulley empowering LA, LA 

functioned as the driving factor for writing as can be seen in the figure above. Some learners 

reported that there was a noticeable decrease in the number of grammatical mistakes they did in 

writing, and they also reported that the more they read, the better they were able to understand how 

to write grammatically correct statements in their writing classes. This feedback from learners 

seems to be credible as all of the learner-participants of this study have been studying academic 

writing at level 2. Some of them even asked for permission to share the corpus database and DDL 

techniques they learnt with other students, which indicated an increasing level of learner motivation 

and trust in the efficiency of the new techniques and approaches introduced by the researcher.  

 

As these learners come from a variety of educational backgrounds, even if they are placed in 

levels of courses according to the results of a series of multi-stage placement exams called 

exemption exams as mentioned previously, the difficulty level of the examples selected from the 

ACAT was sometimes above or below their level of proficiency, both of which caused 

inattentiveness and even idleness to some extent according to the observations of the researcher. It 

was also observed by the researcher that working with corpora offered learners opportunities to 

self-adjust the level of input so that they could keep the momentum and utilize the period of time 

allocated for a given task. This did not, of course, happen immediately. 

 

At this point, it seems to be practically important to state that teachers who adopt a similar 

approach in a grammar class are advised to abide by their new role as a guide, a mentor where and 

when individuals felt a need for advice and refrain from any sort of inductive monologues 

explaining the form, function or the meaning of any given grammar topic, but rather guide the 

learners to using corpora like the ACAT or web sources such as the Sketch Engine (Kilgarriff et al., 

2014) where they are able to find further examples. By doing this, learners can find the opportunity 
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to improve their reading skills in close relationship with the grammatical forms they studied. Figure 

5 below shows a learner referring to SKELL to see more examples. 

 

Figure 5: A Learner Exploring Concordance Lines at https://skell.sketchengine.co.uk 

 

 

This approach to reading academic texts in small amounts with a focus on grammatical 

forms with the focal point differing from one lesson to another has been defined as ‘simulated 

academic reading’ (SAR) in this research. Not only was SAR expected to enhance the learners’ 

ability to notice grammatical forms while reading, but it was also anticipated that this approach 

could take their reading comprehension levels up to a relatively higher position.  By doing 

academic reading in small amounts, the learner participating in this study were gradually exposed 

to the academic way of writing, which in return added up to their overall writing skills as well. 

Cumulatively and gradually learners were expected to build up their own knowledge of the 

language they have been learning with the help of the empirical approach provided by the adopted 

linguistic methodology. The findings of the present study match with these expectations which is 

reflected in the findings of this research in more detail. 

 

3.4.1. Grammar Presentation 

 

Every and each one of the 30 lessons comprising LA 2 has a specific grammar focus point; 

e.g., while lesson 3 covers participles as adjectives, lesson 13 covers conditionals. The new lessons 

that were developed as part of this research start with grammar presentation sections. In these 

sections, learners were able to see excerpts from the corpus database pertaining to the grammar 

focus of the lesson which helped them notice the grammatical pattern in use. In the event that 

learners needed more examples, they were suggested to explore the corpus database on AntConc. 

Following this self-noticing session, learners went through tasks in which their comprehension of 

https://skell.sketchengine.co.uk/
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the grammar focus of a particular lesson was assessed. When they still had trouble figuring out the 

form, the function or the meaning, they were advised to keep exploring the corpus until they 

reached a certain degree of comprehension of the grammatical form dealt with in a particular 

lesson.  

 

For instance, while studying lesson 29, whose grammar focus was past forms of modals, 

learners were able to refer to the corpus using AntConc to see more examples in which a certain 

past form is used. Figure 6 below shows how learners see multiple examples of the past form of the 

modals ‘have to’ and ‘must’: 

 

Figure 6: KWIC Search for the Past Modal ‘had to’ 

 

 

By observing the verbs that follow ‘had to’ learners are expected to conclude that a modal is 

followed by the bare form of verbs even when the modal itself is in its past form. This provided 

them with the opportunity to buil up their own linguistic knowledge using a computer. As for the 

teacher’s role right here, he only needed to ask the learners to find the common feature of the 

words following ‘had to’, thus notice the pattern. The learners are expected to come up with 

answers like they are all verbs and these verbs are in the base form. Figure 7 below shows learners 

exploring the ACAT to see how the past modal form ‘should have + past participle’ is used and 

what it means. 
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Figure 7: Learners Exploring the Corpus Data-base to Understand the Use and the Meaning 

of ‘should have + past participle’ Form in Lesson 29 

 

 

3.4.2. Grammar Application 

 

After the learners were satisfied with the number of examples they saw and noticed how the 

grammatical form connotates the meaning, they were able to test themselves by means of the tasks 

developed peculiar to each grammar topic. The total number of tasks were 4 for each lesson, which 

are gap-filling, error identification and correction, simple sentence writing and finding the 

meaning. While the former 2 focus mainly on mechanical aspects, the latter ones focus on the use 

and the meaning. The objectives of each task can be seen in table 5 below: 

 

Table 5: Constituents of Sub-sections of Task Sheets 

Task type Task objective 

Gap-filling Learners are prompted to fill in the gaps with the correct forms 

Error identification and correction Learners are prompted to find errors and correct 

Finding the meaning Learners are prompted to find paraphrases for given sentences 

Simple sentence writing Learners are prompted to write simple sentences using the form 

 

 



42 

3.4.3. Autonomous Practice and Follow-up Tasks 

 

LA 2 learners who participated in this study explicitly received 4 hours of deductive 

grammar instruction highly reinforced through DDL techniques and the in-class use of corpora for 

7 weeks without interruptions. The eighth week of each term was the assessment period; thus, no 

teaching sessions were administered. At the beginning of each term during which data pertaining to 

autonomous learning reinforced by DDL techniques were collected, the learners received basic 

training on how to use AntConc for simple KWIC searches in order to enhance their understanding 

of the topics covered in lessons. This provided the learners with the opportunity to refer to the 

corpus database (the ACAT) without limiting the learning with certain places, times and people. 

Without being given any explicit follow-up tasks, learners were frequently advised to seek ways to 

exploit the database for educational purposes. Learners were especially suggested that they should 

refer to the techniques for exam practice both before the midterm and the final exams during their 

individual studies outside the school. 

 

3.5. Sampling 

 

Due to the nature of the research environment and variables out of the researcher’s control, 

the sampling technique that seemed to be suitable for this study was convenience sampling. Each of 

the 2 terms in which this study was conducted lasted 8 weeks as mentioned before. Therefore, 

samples of this research were only the learners who were those in the researcher’s LA 2 classes 

within these successive terms.  

 

Table 6: Selected LA 2 Groups  

Group Term 

1 
A 

2 

3 
B 

4 

 

In the first term, represented as term A in table 6 above, the researcher had 2 LA 2 groups 

and he included both groups into the present study. In the following term, which is shown as term 

B in table 6 above, the researcher had 3 LA 2 groups and he randomly selected 2 of these. The 

learners in these 4 groups were all local learners who succeeded at LA 1 in a previous term as well 

as a number of others who failed LA 2 at the end of the same term. The LA 2 groups in term B 

comprised of completely different individuals. Therefore, in order to facilitate the control and the 

interpretation of the data, all 4 of these groups are assumed to have been taught by the researcher as 

if they had been learners within the research-sphere of the present study in a single term, rather 
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than 2 successive terms in the following sections of this thesis. This seems not to be much of an 

issue as the content of LA 2 does not change from one term to another and the demography of LA 2 

classes is institutionally required to be different for the same teacher within successive terms, 

which means the researcher did not meet any repeating learners from term A in term B. This also 

facilitates the understanding of the realities of the samples as learners can drop classes at 

unexpected points or change their classes even if they keep studying LA 2 in a given term. It is also 

worth mentioning that the researcher is only one of many other teachers teaching LA 2. Therefore, 

in order for this uncontrollable mobility of learners not to affect the flow of the present study in an 

adverse way, the two terms in which the study was carried out is assumed to be a single term and 

they are not mentioned separately. The fact that all of the 4 groups with which this study was 

carried out comprised of different individuals even though they took LA 2 from the researcher in 

two successive terms also contributed to the facilitation of the processing of both quantitative and 

qualitative data collected. 

 

Speaking of this uncontrollable mobility of the learners, the initial number of learner-

participants was expected to be 78 assuming that the study was conducted within a single term. 

However, 5 first-time takers dropped the course for different individual reasons. The study had to 

commence with 73 learners. After the pre-test administered, 1 repeater in group 4 dropped the 

course. There were 9 others, 1 first-time taker and 8 repeaters, who were absent from more than 3 

lessons. These later turned out to be the ones who were not able to increase their performance on 

the post-test after the application of the lessons.  

 

The demography of the samples is further explained in the findings of this thesis. With this 

being the case at the beginning, it is possible to say that this mobility of learners can be ignored as 

the main focus of the present study is on understanding the extent of the impact that the adopted 

techniques and approaches made on individuals rather than groups. 

 

3.6. Data Collection and Data Analysis 

 

This study utilized quantitative and qualitative data collection tools. Quantitative data was 

collected through the application of a pre-test that was administered before the initiation of the 

study before the learners were given the “deductive DDL” (Cresswell, 2007: 270) instruction and a 

post-test at the end of the 7-week period. The post-test followed exactly the same pattern as the pre-

test; however, the scope of the post-test was broader when compared to the pre-test, including some 

of the topics from the pre-test as well. This was done on intention in order for the tests to comply 

with the current curriculum and the official assessment procedures maintained by the institution. 

These pre-test and post-test followed the same pattern as grammar application tasks that the 

learners were provided with during each lesson.  
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The actual performance of the learners in official assessment periods, which are a midterm 

assessment (MA) and a final assessment (FA), were also monitored; however, the results were not 

considered variables of this study as this would require another great set of quantitative data to be 

dealt with which could eventually cause the focus of the study to change. Another reason was that 

the researcher was not able to interfere with the MA and FA procedures and change exam patterns 

so that these comply with the pre and post-tests due to institutional restrictions. Therefore, the 

study design was not fully experimental but rather quasi-experimental.  

 

As mentioned above, the quantitative data was collected through the application of a pre and 

a post-test applied to only the learners taking LA 2 within the study-sphere of the researcher, 

excluding other LA 2 groups within the same period of teaching. Other LA groups at different 

levels were also kept outside this research as the researcher was allowed to reach only level 2 

students rather than the whole skill. A holistic comparison and understanding of the level of learner 

achievement of LA through DDL and the in-class use of corpora can only be attained if the 

suggested techniques and approaches are institutionally adopted, which seems to be far from reality 

for the time being.  

 

In similar studies, such as Goudarzi and Moini (2012), Kılıçkaya (2015) or Kabir and Kisai 

(2017), following the application of a post-test, the analysis and the comparison of the data 

collected, a delayed post-test is applied in order to understand whether the new teaching techniques 

applied have a long-lasting effect, learning occurs at the end of the procedures adopted, and if so, to 

what extent these take place. After the delayed post-test is administered, the scores of the learners 

in the delayed post-test are compared to those they got in the pre-test and the post-test through a 

one-way ANOVA in order to see whether the test scores represent a statistically meaningful effect. 

However, within the context of the present study this is highly impossible due to the dynamic 

structure of the preparatory programme which doesn’t allow the researcher to access the same 

group of learners after each term comes to an end. Therefore, a delayed-post-test was not 

administered as it does not seem to be possible to administer one within the particular context of 

this research. 

 

The analysis of the quantitative data was carried out on a computer. For this purpose, the 

statistical analysis software SPSS was used. Paired sample T-test scores for each group of learners 

were calculated in order to see the difference that DDL instruction made in the grammatical 

performance of the learners. 

 

As for the collection of qualitative data, a focus group interview was carried out with the 

participation of 26 learners. This accounts for almost 33% of the samples, which seems to be a big-

enough number to represent the whole body of the samples participating in this study. 13 randomly 

selected learners from group 2, representing learners in term A, and 13 others from group 4, 



45 

representing the learners in term B, participated in the focus group interview. Table 7 below shows 

the demography of participants in the focus group interview.  

 

Table 7: The Participants of the Focus Group Interview 

Term Group Number of participants 

A 2 13 

B 4 13 

 

The respondents were asked to provide written answers to three questions asked in the 

interview due to time constraints. Some respondents, such as respondent 2, 5 and 16, avoided 

answering the questions one by one. They gave a bulk response in which they summarized what 

they thought. Therefore, their responses were not included in the encoded analysis of the qualitative 

data. Following the collection of the responses of those who provided individual answers for 

individual questions, these were transformed into a small-size corpus and a frequency analysis was 

carried out on AntConc. The analysis yielded a pattern of common codes and themes. In a similar 

vein, the field notes in the form of a research log kept by the researcher was the second source of 

qualitative data in addition to the data collected through the focus group interview. These field 

notes are first interpreted by the researcher and then a frequency analysis was carried out to see the 

emerging patern of commong codes/themes. The interpretation of these codes and themes along 

with the data collected by means of a focus group interview and a research log can be found in the 

following section in more detail. 
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CHAPTER FOUR 

 

4. FINDINGS AND DISCUSSION 

 

This chapter is dedicated to the findings of this study and the discussion of these findings. 

Along with the descriptions of both the quantitative and qualitative data collection methods, the 

analysis and interpretation of the findings aim at providing an in-depth understanding of the 

interaction of the samples with the methodology adopted. 

 

From an autonomous learning point of view, it was observed that this study helped the 

learners gain new insights into learning, develop self-study and problem-solving skills at varying 

levels with a view to learning English as a foreign language and it raised an awareness in students 

about the need for self-motivation and self-confidence in order to sustain the functionality and 

efficiency of independent language learning through DDL. The results of the pre and post-tests 

before and after a 7-week-deductive DDL instruction were analysed and interpreted in order to 

reach an understanding of the impact that DDL techniques made.  

 

After the collection of the quantitative data through the means of a pre and a post-test, these 

results were analysed by dividing the samples into two sub-groups as first-time takers (F) and 

repeaters (R). Following this, the qualitative data collection procedures are explained in detail. 

During the encoding and interpretation of the qualitative data whether the respondents are Rs or Fs 

was not taken into consideration, though. 

 

4.1. Quantitative Data 

 

Quantitative data was collected through the application of a pre-test and a post test. As 

previously stated, the pre-test was designed to look similar to the official midterm examination 

while the post-test was designed to look similar to the official final assessment so that they can also 

serve as alternate exam practice materials, with the extent of the latter being larger than the former. 

The marking scheme for both the pre and the post-test were similar to that used for official exams 

administered at the institution. This was done intentionally to increase the learner commitment and 

attentiveness so that they can perform at an optimal level. 

 

The test scores of the learners taking part in the study were first categorized and interpreted 

and later analysed on SPSS in order to see whether the DDL instruction made a statistical 
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difference or not. For this purpose, a paired sample T-test analysis was carried out on SPSS. The 

statistical difference between their pre and post-test scores was calculated and interpreted. 

 

4.1.1. Pre-test 

 

As a reminder of the samples of this study, it should be mentioned that the samples of the 

present study consisted of learners taking LA 2 within 2 of the 5 terms that comprise an academic 

year of the preparatory programme in which this study was carried out, with a term referring to two 

months of actual teaching practice.  

 

The number of learners participating this study was N=78 at the beginning; however, due to 

various personal reasons 5 learners dropped (F-DROP) the course after 4 weeks saying they 

thought they had better study LA 2 later in the following term, which caused the initial size of the 

sampling to fall down to 73. Additionally, learner 10 in group 4 also dropped the course before the 

application of the post-test as he failed on attendance causing the number of the sample to fall 

down to 72. The study was completed with 72 learners.  

 

Surprisingly, 5 out of these 6 learners dropping the course were not repeaters (R), but rather 

first-time takers (F) who joined the preparatory programme language awareness courses at level 1 

in the previous term which falls to the beginning of the academic year. Learners 2 and 16 in group 

4 and 20 in group 3, who are also F-DROPs, took the pre-test but did not answer any questions. 

Learners 11 and 12 in group 4 took the pre-test but scored below 50 points. Details can be seen in 

tables 11 and 12 below. 

 

As previously explained, the researcher is the teacher doing LA 2 with 4 different groups in 

two successive terms in the present study. In order to limit the scope of this study to the effects of 

DDL only, this difference was not considered a variable affecting learner success in the analysis of 

the data collected as no two groups in term A and term B had the same individual/s. However, to 

inform further about the demography of the groups, table 8 below shows the number of learners in 

each group 

 

Table 8: Number of Learners in Each Group Participating in the Study 

Group Number of learners Term 

1 20 
A 

2 18 

3 20 
B 

4 20 
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Before the initiation of DDL instruction with these learners, the researcher gave them a pre-

test comprising of questions about LA 2 grammar topics. The structure of the pre-test can be seen 

in the methodology section of this thesis, and the pre-test is also available in appendices. There 

were 40 points available in the test so that the test could represent the official exam pattern. The 

scores of the learners are calculated first out of 40 points, and then out of 100 and the percentages 

were rounded off to a bigger decimal. The tables below show every individual learner (L) identified 

as repeater (R), first-time taker (F) and first-time taker who dropped the course for some reason (F-

DROP). The fourth week was a turning point as the official midterm examinations were 

administered within this week. It is highly possible that the learners dropped the course after they 

had scored below 60 in LA2 midterm examination which may have caused them to lose hopes of 

passing the course.  

 

Table 9: Pre-test Scores of the Learners in Group 1 

GROUP 1 Pre-test score out of 40 Pre-test score out of 100 Round-off score Category 

L1 26,75 66,87 67 F1 

L2 27,5 68,75 69 F2 

L3 18,25 45,62 46 R1 

L4 18 45 45 R2 

L5 11,5 28,75 29 R3 

L6 16,5 41,25 42 F3 

L7 14,5 36,25 37 R4 

L8 30,5 76,25 77 F4 

L9 16,25 40,62 41 F5 

L10 27,75 69,37 70 F6 

L11 31 77,5 78 F7 

L12 16,75 41,87 42 F8 

L13 9 22,5 23 R5 

L14 21,75 54,37 55 F9 

L15 25,5 63,75 64 F10 

L16 24,5 61,25 62 F11 

L17 19,25 48,12 49 R6 

L18 24,75 61,87 62 F12 

L19 22,5 56,25 57 F13 

L20 19,25 48,12 49 R7 

 

As can be seen from table 9 above, group 1 consists of 20 learners 7 of whom are repeaters 

and 13 are first-time takers of LA 2. This group received DDL-reinforced grammar instruction in a 

deductive manner, through corpus-based teaching materials for 7 weeks with the 8
th
 being the 

assessment week before which the post-test was administered in term A. The same pattern applied 

to other groups as well. 
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Table 10: Pre-test Scores of the Learners in Group 2 

GROUP 2 Pre-test score out of 40 Pre-test score out of 100 Round-off score Category 

L1 23,8 77,5 78 F14 

L2 18,25 45,62 46 R8 

L3 26,5 66,25 67 F15 

L4 16,75 41,87 42 R9 

L5 18,75 46,87 47 R10 

L6 20,25 50,62 51 R11 

L7 23,5 58,75 59 F16 

L8 20 50 50 R12 

L9 27,5 68,75 69 F17 

L10 25,25 63,12 64 R13 

L11 27,25 68,12 69 F18 

L12 10,75 26,87 27 R14 

L13 21 52,5 53 F19 

L14 21 52,5 53 R15 

L15 7,5 18,75 19 R16 

L16 15,25 38,12 39 F20 

L17 23 57,5 58 F21 

L18 23 57,5 58 R17 

 

Group 2 was the other group that received deductive DDL instruction in term A. This group 

of learners consists of 10 repeaters and 8 first-time takers, as can be seen in table 10 above. 

 

Table 11: Pre-test Scores of the Learners in Group 3 

GROUP 3 Pre-test score out of 40 Pre-test score out of 100 Round-off score Category 

L1 20,75 51,87 52 F22 

L2 12 30 30 F23 

L3 15,5 38,75 39 F24 

L4 29,75 74,37 75 F25 

L5 21,25 53,12 54 R18 

L6 27,5 68,75 69 F26 

L7 21,75 54,37 55 R19 

L8 25,75 64,37 65 F27 

L9 27 67,5 68 F28 

L10 26,25 65,62 66 F29 

L11 19,75 49,37 50 R20 

L12 21,75 54,37 55 F30 

L13 20,75 51,87 52 F31 

L14 21,25 53,12 54 F32 

L15 24,75 61,87 62 R21 

L16 23,75 59,37 60 R22 

L17 24,5 61,25 62 F33 

L18 26,5 66,25 67 R25 

L19 25,5 63,75 64 R24 

L20 0 0 0 F-DROP 
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Group 3 received DDL instruction in term B. This group consisted of 7 repeaters and 12 first-

time takers one of whom dropped the course, which can be seen in table 11 above. 

 

Table 12: Pre-test Scores of the Learners in Group 4 

GROUP 4 Pre-test score out of 40 Pre-test score out of 100 Round-off score Category 

L1 31,75 79,37 80 R25 

L2 0 0 0 F-DROP 

L3 27,5 68,75 69 F34 

L4 21,75 54,37 55 R26 

L5 17 42,5 43 R27 

L6 24,25 60,62 61 R28 

L7 20 50 50 F35 

L8 28 70 70 F36 

L9 16,25 40,62 41 R29 

L10 17 56,66 57 R30 

L11 12 30 30 F-DROP 

L12 18 45 45 F-DROP 

L13 25,25 63,12 64 R31 

L14 30,25 75,62 76 F37 

L15 28 70 70 R32 

L16 0 0 0 F-DROP 

L17 27,25 68,12 69 F38 

L18 26,5 66,25 67 F39 

L19 26,75 66,87 67 F40 

L20 25,5 63,75 64 F41 

 

20 learners comprised group 4. There were 8 repeaters and 12 first-time takers when the pre-

test was administered. However, this group lost 4 first-time takers after 4 weeks as table 12 shows.  

 

As for what these figures mean, first of all, one should bear in mind that these numbers 

represent the realities of the learners participating in this study within the terms in which the study 

was carried out and the results along with the interpretations of figures may vary with different 

groups of learners even if some of the participants of this study may also be the participants of 

another study that can be carried out within the terms to come. When these numbers pertaining to 

the pre-test scores are analysed, there seems to be a slight difference between the performance of 

Rs (n=32; later n=31) and Fs (n=46; later n=41), which can be seen in table 13 below.  

 

Table 13: Average Pre-test Scores of Repeating Learners (Rs) and First-time Takers (Fs) 

Rs average pre-test score Fs average pre-test score 

53 55 

 



51 

In general, Rs started with a slightly lower performance when compared to Fs excluding F-

DROPs. After a closer inspection of the demography of the Rs, it was observed that, out of 32 Rs, 

15 were learners from the previous academic year who had to repeat LA 2 for another time and 17 

were those who started taking LA 2 at the beginning of the academic year in which this study was 

carried out. The latter 17 Rs are actually freshmen who joined the preparatory programme right 

from LA 2 after coming out of the exemption exams with their grammar knowledge being 

identified as adequate for level 1. The contrast between the success rate of Rs and Fs can be seen in 

table 14 below. 

 

Table 14: The Demographic Diversity of Rs in Terms of Learnership 

GROUP 1 Category Times repeated the same level 

L3 R1 3 

L4 R2 1 

L5 R3 3 

L7 R4 1 

L13 R5 3 

L17 R6 1 

L20 R7 1 

L21 R8 1 

GROUP 2 Category Times repeated the same level 

L4 R9 1 

L5 R10 3 

L6 R11 1 

L8 R12 3 

L10 R13 1 

L12 R14 3 

L14 R15 3 

L15 R16 1 

L18 R17 1 

L19 R18 1 

GROUP 3 Category Times repeated the same level 

L7 R19 3 

L11 R20 3 

L15 R21 1 

L18 R25 3 

L19 R24 1 

GROUP 4 Category Times repeated the same level 

L1 R25 3 

L4 R26 1 

L5 R27 3 

L6 R28 3 

L9 R29 1 

L10 R30 3 

L13 R31 3 

L15 R32 1 
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LA 2 learner population of the preparatory programme at the beginning of the academic year 

was 68 and 17 of these learners, which accounts for 25% of the total LA 2 population right at the 

beginning of the same educational year, had to repeat the same level of LA in the second term of 

the educational year, which is when this study was initiated, after receiving LA 2 instruction with 

non-corpus-based lesson materials even though autonomous learning and self-discovery were under 

the spotlight. Although it doesn’t seem to be a big number at first sight, considering the 

continuously and gradually increasing number of LA 2 takers, the number of learners succeeding 

LA 2 needs to be higher than its present value in order for the curriculum to be carried on without 

compromising the overall philosophy and simplifying the level of difficulty. As the number of 

learners taking LA 2 can vary from one term to another, more teachers might need to be assigned to 

teach LA 2, which can affect teachers adversely by increasing the workload. Therefore, it can be 

assumed that the less is more principle works very well for the existing system. Bearing these in 

mind, the pre-test scores of the Rs were promising; however, the post-test scores of the learners 

should be compared with these pre-test scores to reach a final decision about the real situation in 

the stated terms. 

 

4.1.1.1. Highlights of the Transition Period from the Pre-test to the Post-test 

 

In order to provide a brighter view of what happened during the period between the pre-test 

and the post-test and eliminate any possibility of ambiguity about the actual process of the 

application of the adopted techniques, there seems to be a need for an intermediary section focusing 

on the narration of steps taken. For this purpose, anecdotes coming right from the epicentre of the 

actual research experience can be of greater importance so as to qualitatively support the 

understanding of the numbers both before and after this section. This subsidiary bridging section is, 

therefore, expected to project a better visual of what actually happened in the classroom providing 

sociological input. At this very point, it is imperative to pronounce that these anecdotes are solely 

based on the researcher’s own experiences with one group from term A and one group from term 

B. Prior to the wording of the highlights of the actual practice, table 15 below outlines the actual 

steps taken by the researcher throughout the application of the methodology. The same 

systematization pattern applies to both term A and term B. 
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Table 15: The Procedure Pertaining to Application Procedures of DDL Methodology 

Monthly duration Systematization Duration Procedures Grammar Focus 

The procedures until the midterm exams 

Week 1 

Pre-test 

50 minutes per 

lesson 

Lesson 1 N/A 

Introduction Lesson 2 DDL & corpora 

Autonomous Practice Lesson 3 Participle adjectives 

Autonomous Practice Lesson 4 Types of sentences 

Week 2 

Autonomous Practice 

50 minutes per 

lesson 

Lesson 1 Questions 

Autonomous Practice Lesson 2 Embedded questions 

Autonomous Practice Lesson 3 Reporting 

Autonomous Practice Lesson 4 Reporting 

Week 3 

Q&A session 

50 minutes per 

lesson 

Lesson 1 N/A 

Autonomous Practice Lesson 2 That Clauses 

Autonomous Practice Lesson 3 Clause types 

Autonomous Practice Lesson 4 Conditionals 1 

Week 4 

Autonomous Practice 

50 minutes per 

lesson 

Lesson 1 Conditionals 2 

Autonomous Practice Lesson 2 Time clauses 1 

Autonomous Practice Lesson 3 Time clauses 2 

Autonomous Practice Lesson 4 Relatives 1 

The procedures until the final exam 

Week 5 

Midterm check 

50 minutes per 

lesson 

Lesson 1 Relatives 2 

Autonomous Practice Lesson 2 Reason Result cls. 

Autonomous Practice Lesson 3 Contrast clauses 

Autonomous Practice Lesson 4 Purpose clauses 

Week 6 

Q&A session 

50 minutes per 

lesson 

Lesson 1 N/A 

Autonomous Practice Lesson 2 Verb tenses 1 

Autonomous Practice Lesson 3 Verb tenses 2 

Autonomous Practice Lesson 4 Future perf. & prog. 

Week 7 

Autonomous Practice 

50 minutes per 

lesson 

Lesson 1 Passives 1 

Autonomous Practice Lesson 2 Passives 2 

Autonomous Practice Lesson 3 Passives 3 

Autonomous Practice Lesson 4 Passives 4 

Week 8 

Autonomous Practice 

50 minutes per 

lesson 

Lesson 1 Past modals 

Autonomous Practice Lesson 2 Preposition phrases 

General revision Lesson 3 N/A 

Post-test Lesson 4 N/A 

Official final assessment 

End of the term 
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As can be seen in the above table the actual application of DDL methodology as an 

alternative to traditional teaching with a view to fostering learner autonomy in grammar learning 

lasted for 7 weeks. Due to time constraints, the number of the pre-determined lessons for LA 2 is 

usually higher than the number of topics covered in class. Three LA 2 topics included in the course 

content was later decided to be taken out of in-class action. Instead of dealing with these in the 

classroom, the teacher assigned the learners to study these. These topics are 4. types of sentences, 

10. synthesis of sentence patterns and 11. introduction to clauses and clause types. As these lessons 

had no specific grammar focus, no corpus-based lessons were developed, but existing ones were 

used. Figure 8 below shows a learner taking the pre-test via Schoology. 

 

Figure 8: A Learner Taking the Pre-test Via Schoology Test Application Utility in Lesson 1. 

 

 

Within an educational context, it wouldn’t be misguiding to define a class as sociological 

realia which is a smaller scale embodiment of a larger society from which the individuals forming 

the class come. When it comes to how this corelates to this study, it is worth saying that throughout 

the application of the data-driven learning methodology, with which the learners had hands-on 

experience with corpora for the first time in their lives, the learners were first observed to be having 

difficulty, at varying levels, in passing to a rather technical and individual means of learning from a 

traditional mindset which seemed to have dominated their attitude towards English as a school 

subject and the teacher in their language classroom. Even though autonomous learning is 

institutionally highlighted by the preparatory school administration, at lower levels the way the 

courses are handled by the teachers can be closer to the traditional method in which the learners are 

taken care of by teachers in a motherly manner. As they are used to being taught through the 

delivery of knowledge in the form of monologues in a relatively passive manner, the idea of 

learning by one’s self through computational analysis of language was met with surprise. Some 

learners even asked to be excused for not attending the lessons questioning the point in being in the 

class if everything was to be done individually on a computer. The new role of the teacher did not 

seem to be satisfying for them; however, the learners soon changed into individuals seeking 

guidance rather than answers, which emphasized the importance of action rather than declamation. 
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In other words, as the learners observed themselves to be achieving the linguistic goals of LA 2, 

they gradually built self-confidence and their motivation was heightened.  

 

At this very point, the researcher appeared to be stricter in the principal of providing the 

learners with guidance rather than answers when compared to other teachers teaching LA 2. During 

causal conversations with these colleagues, the researcher got the impression that they were as 

lenient as possible, using L1 whenever learners had difficulty understanding grammatical forms. 

Therefore, it is possible to assume that the ‘guidance’ component of the preparatory programme 

was not emphasized as much it was in groups taught by the researchers as it was in other LA 2 

groups taught by different instructors during the terms in which this study was carried out. As 

teacher styles were not considered a variable to this study, any kind of data pertaining to this was 

blocked out. The effects of teacher styles may well be the topic of another educational study, but 

apparently it is beyond this study which investigates the interaction between learners and corpora. 

Therefore, no future implications about this particular matter were provided. 

 

After they somehow were adapted to the notion of having guidance rather than answers, 

exploring rather than witnessing and using computers rather than notebooks and pencils, individual 

learners gradually began asking for more guidance towards destinations of their own will into the 

database, indicating the initial stages of the development of a sense of self-discovery occurring in 

these learners. In order to promote a collaborative classroom environment, the teacher asked the 

learners who received guidance to help others in need of similar guidance. A sense of collaboration 

soon became prevalent and the learners began to consult each other as can be seen in figure 9 

below.  

 

Figure 9: Students Helping Each Other with the Technical Details of the New Approach 

 

 

Transforming a learner in the traditional sense into a modern one using technology heavily to 

support their own learning can be challenging at times when technology fails. System crashes, 
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drained batteries and non-responsive software were some impedient factors apart from the content-

related aspects of the lessons which the learners needed time to get used to. The collaborative 

learning atmosphere in the classroom appeared to be a key element to figure out such issues. 

Learners were eager to help each other out. Some learners were especially observed to be better 

and faster at adapting to the technology aspect of the new approach and helped others, some of 

whom reported themselves to be verbal and audial learners. Figure 10 below shows learners 

collaborating. 

 

Figure 10: Learners Collaborating 

 

 

Nevertheless, this positive atmosphere was not stable in every single lesson throughout the 2-

month periods in which the study was carried out. As the techniques suggest, learners find their 

way through concordance lines which can push them beyond their patience. Especially when the 

learners attempted to use the corpus database as a dictionary to self-discover the meaning of some 

words, long lists of concordance lines seemed to be distractors rather than motivators, which 

required the teacher to approach to these learners with more tolerance and de-suggest stress and 

guide them to a more familiar means of discovery such as online dictionaries. Learners were first 

suggested to see 3-10 example sentences and if they still felt uncomfortable with the corpus they 

were guided to an online dictionary. This was a frequently observed issue. The learner seen in 

figure 11 below complained that she was overwhelmed by the density of the input provided by the 

software when she wanted to see a word she thought she knew but could not remember at that 

moment. Afterwards, the teacher advised her to be selective and read randomly selected 3-5 

sentences. The teacher told her if she still thought she had difficulty understanding, she could easily 

jump to an online dictionary so long as it is a monolingual one. Soon after, she reported that she 

was feeling less stressful. Figure 11 below shows a learner using the ACAT as a dictionary. 
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Figure 11: A Learner Looking a Word Up in the Corpus 

 

 

This anecdote demonstrates the fact that, however positive intentions a teacher has while 

introducing novelty in the classroom, breaking learning habits may not be easy, requires time and 

patience on both the teacher’s and the learners’ side.  

 

Another anecdote would be about how things can go badly when learners get panicked. It is 

essential to convince the learners to trust their teacher as a guide in the first place. Following the 

presentation of the new techniques, a considerable amount of negative feedback was received from 

the learners in different groups. Some were worried about using a computer all the way through 

while some others claimed that they would be lost without a teacher delivering information in front 

of the class and eventually fail the course. Those who spoke their worries out did this in Turkish. 

Here, keeping calm and not switching to the leaners’ mother tongue can be a key element. After 

calming the reaction from learners down and de-suggesting anxiety, a teacher needs to keep 

speaking in English only and rephrase his plenary speech until the issue is sorted out. 

 

Day by day, the learners explored their way throughout corpus-based LA 2 content. Even 

though they were piloted in advance, adaptations to the teaching materials were needed to be 

administered according to the feedback coming from the learners. This demonstrated the fact that 

developing a teacher’s own set of corpus-based teaching materials can reach its potential faster 

when supported by feedback from end-users and improved accordingly. The input from learners 

helped fix the issues with instructions to tasks and excerpts selected from the corpus. Figure 12 

below shows learners using the corpus-based material for lesson 3. participle adjectives.  
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Figure 12: Learners Doing Tasks in the Corpus-based Lesson Material on Participle 

Adjectives 

 

  

After this long and painstaking period, learners took the post-test. The data pertaining to the 

post-test scores of the learners taking LA 2 can be seen in the following section. 

  

4.1.2. Post-test 

 

The post-test scores of the learners, with the exception of the ones that dropped the course 

before the post-test was administered, showed an observable increase in the scores for the majority 

of the learners. The following tables (table 16, 17, 18 and 19) show the post-test performance of the 

learners in each of the four groups that received deductive DDL instruction prior to the 

administration of the post-test. 

 

Table 16: Post-test Scores of the Learners in Group 1 Taking LA2 

GROUP 1 Post-test score out of 30 Post-test score out of 100 Round-off score Category 

L1 23,25 77,5 78 F1 

L2 27,25 90,8 91 F2 

L3 17,75 59,16 60 R1 

L4 12,5 41,66 42 R2 

L5 17 56,66 57 R3 

L6 23,5 78,33 79 F3 

L7 11 36,66 37 R4 

L8 24,25 80,83 81 F4 

L9 22,5 75 75 F5 

L10 24,75 82,5 83 F6 

L11 21,5 71,66 72 F7 

L12 23,25 77,5 78 F8 

L13 20 66,66 67 R5 

L14 24,25 80,83 81 F9 

L15 23,5 78,33 79 F10 

L16 24,25 80,83 81 F11 

L17 12,25 40,83 41 R6 

L18 24,5 81,66 82 F12 

L19 22 73,33 74 F13 

L20 17,75 59,16 60 R7 
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The post-test scores of group 1, as can be seen in table 16, demonstrate two things: firstly, 18 

out of 20 learners, including repeating ones, showed an upward trend, and secondly, this happened 

right before the learners took the official LA 2 final exams. Even though these learners were 

subject to a new type of teaching which has a strong emphasis on learners exploring corpora in an 

autonomous way using computers for the first time in their lives, unlike what they may have been 

used to in the past which is most possibly having a teacher delivering information and telling what 

and how much to learn, they were able to overcome the lack of experience and show improvement. 

This means that learning can also take place in the absence of a parenting teacher, too. It can be 

assumed that these learners have developed a sense of independence as learners at some level. 

Nevertheless, this may be too much to allege by looking at the results of a single study. There 

seems to be an apparent need for similar studies trying to understand other possibilities with 

different variables. 

 

Table 17: Post-test Scores of the Learners in Group 2 Taking LA2 

GROUP 2 Post-test score out of 30 Post-test score out of 100 Round-off score Category 

L1 25,5 85 85 F14 

L2 20,75 69,16 70 R8 

L3 28,5 95 95 F15 

L4 17,5 58,33 59 R9 

L5 19,75 65,83 66 R10 

L6 18 60 60 R11 

L7 22,5 75 75 F16 

L8 19,5 65 65 R12 

L9 25,5 85 85 F17 

L10 17,5 58,33 59 R13 

L11 26,25 87,5 88 F18 

L12 20,5 68,33 69 R14 

L13 23 76,66 77 F19 

L14 16,75 55,83 56 R15 

L15 10,5 35 35 R16 

L16 23 76,66 77 F20 

L17 24,5 81,66 82 F21 

L18 20 66,66 67 R17 
 

 

Table 17 reports on the upwards trend which can also be observed in group 2 that 

accommodates 10 Rs. With Fs being better on the post-test by and large, the lowest scores appeared 

to be those of Rs. With that being the case, the overall picture seemed relatively promising in terms 

of learner autonomy.  
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Table 18: Post-test Scores of the Learners in Group 3 Taking LA2 

GROUP 3 Post-test score out of 30 Post-test score out of 100 Round-off score Category 

L1 24,25 80,83 81 F22 

L2 25,25 84,16 85 F23 

L3 24,5 81,66 82 F24 

L4 23,25 77,5 78 F25 

L5 21 70 70 R18 

L6 22,25 74,16 75 F26 

L7 19 63,33 64 R19 

L8 24,25 80,83 81 F27 

L9 25 83,33 84 F28 

L10 22,5 75 75 F29 

L11 19,5 65 65 R20 

L12 25,5 85 85 F30 

L13 21,25 70,83 71 F31 

L14 22 73,33 74 F32 

L15 19,5 65 65 R21 

L16 21 70 70 R22 

L17 24,25 80,83 81 F33 

L18 19,25 64,16 65 R23 

L19 18,75 62,5 63 R24 

L20 0 0 0 F-DROP 

 

Group 3 was able reach the final destination, which is the post-test in this study which tried 

to see what educational outcomes could be achieved through the interaction of a group of learners 

of English for academic purposes and corpora, with 19 learners. The same upwards trend was also 

observed in post-test scores of groups 3 and 4 learners as can be seen in table 18 above and table 19 

below.  

 

Table 19: Post-test Scores of the Learners in Group 4 Taking LA2 

GROUP 4 Post-test score out of 30 Post-test score out of 100 Round-off score Category 

L1 19 63,33 64 R25 

L2 0 0 0 F-DROP 

L3 23,5 78,33 79 F34 

L4 19 63,33 64 R26 

L5 20 66,66 67 R27 

L6 20,25 67,5 68 R28 

L7 23 76,66 77 F35 

L8 26,25 87,5 88 F36 

L9 20 66,66 67 R29 

L10 N/A N/A N/A R30 

L11 9 30 30 F-DROP 

L12 13,5 45 45 F-DROP 

L13 19,25 64,16 65 R31 

L14 25,5 85 85 F37 

L15 16 53,33 54 R32 

L16 0 0 0 F-DROP 

L17 24,75 82,5 83 F38 

L18 22,75 75,83 76 F39 

L19 24,5 81,66 82 F40 

L20 26,75 89,16 90 F41 
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A comparison between the post-test scores of groups that received DDL instruction in 

different terms may help understand the fact that learners can do equally well even though they 

were off the traditional margin of teaching that they are used to. However, it should be remembered 

that young people are prone the adapting changes relatively quickly. The fact that their post-test 

scores are higher than their pre-test scores does not necessarily have to mean that they have been 

transformed into fully autonomous learners and they will never need assistance of any kind 

throughout their language education. It is fairer to claim that these learners adapted to the change 

designated by the pre-set parameters of the study design governing this research. The increase in 

their test scores demonstrated their efforts to survive the new approach which they eventually 

achieved. Therefore, we can assume that with a decent amount of motivation, encouragement, a 

scientific approach to material development and a true guidance throughout using technology for 

language learning, learners can manage the cognitive challenges of LA 2 without being spoon-fed 

by a teacher even when there is no input in L1. It should be emphasized once more that this is the 

case with the samples of the present study and the results may well be different even when the 

same study is carried out with different groups. The fact that the study was carried out with 4 

different groups in 2 different terms does not change this reality much. 

 

Taking a comparative tone, it can be said by looking at the pre and post test scores of the 

learners in all of the 4 groups that the change in the test scores of the learners before and after the 

application of DDL instruction depicts an upward trend. Most of the learners, except for only a 

few, got higher on the post-test than the pre-test, which indicates a positive change supporting the 

effectiveness of the techniques. Table 20 below shows the change in the test scores of the learners. 
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Table 20: The Comparison of the Pre and Post-test Scores of the Sample 

GROUP 1 Pre-test score Post-test score % of Change Result Category 

L1 67 78 16,41 POSITIVE F1 

L2 69 91 31,88 POSITIVE F2 

L3 46 60 30,43 POSITIVE R1 

L4 45 42 -6,66 NEGATIVE R2 

L5 29 57 96,55 POSITIVE R3 

L6 42 79 88,09 POSITIVE F3 

L7 37 37 0 NEGATIVE R4 

L8 77 81 5,19 POSITIVE F4 

L9 41 75 82,92 POSITIVE F5 

L10 70 83 18,57 POSITIVE F6 

L11 78 72 -7,69 NEGATIVE F7 

L12 42 78 85,71 POSITIVE F8 

L13 23 67 191,30 POSITIVE R5 

L14 55 81 47,27 POSITIVE F9 

L15 64 79 23,43 POSITIVE F10 

L16 62 81 30,64 POSITIVE F11 

L17 49 41 -16,32 NEGATIVE R6 

L18 62 82 32,25 POSITIVE F12 

L19 57 74 29,82 POSITIVE F13 

L20 49 60 22,44 POSITIVE R7 

GROUP 2 Pre-test score Post-test score % of Change Result Category 

L1 80 85 6,25 POSITIVE F14 

L2 46 70 52,17 POSITIVE R8 

L3 67 95 41,79 POSITIVE F15 

L4 42 59 40,47 POSITIVE R9 

L5 47 66 40,42 POSITIVE R10 

L6 51 60 17,64 POSITIVE R11 

L7 59 75 27,11 POSITIVE F16 

L8 50 65 30 POSITIVE R12 

L9 69 85 23,18 POSITIVE F17 

L10 64 59 -7,8125 NEGATIVE R13 

L11 69 88 27,53 POSITIVE F18 

L12 27 69 155,55 POSITIVE R14 

L13 53 77 45,28 POSITIVE F19 

L14 53 56 5,66 POSITIVE R15 

L15 19 35 84,21 POSITIVE R16 

L16 39 77 97,43 POSITIVE F20 

L17 58 82 41,37 POSITIVE F21 

L18 58 67 15,51 POSITIVE R17 

GROUP 3 Pre-test score Post-test score % of Change Result Category 

L1 52 81 55,76 POSITIVE F22 

L2 30 85 183,33 POSITIVE F23 

L3 39 82 110,25 POSITIVE F24 
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Table 20 Continued 

GROUP 3 Pre-test score Post-test score % of Change Result Category 

L4 75 78 4 POSITIVE F25 

L5 54 70 29,62 POSITIVE R18 

L6 69 75 8,69 POSITIVE F26 

L7 55 64 16,36 POSITIVE R19 

L8 65 81 24,61 POSITIVE F27 

L9 68 84 23,52 POSITIVE F28 

L10 66 75 13,63 POSITIVE F29 

L11 50 65 30 POSITIVE R20 

L12 55 85 54,54 POSITIVE F30 

L13 52 71 36,53 POSITIVE F31 

L14 54 74 37,03 POSITIVE F32 

L15 62 65 4,83 POSITIVE R21 

L16 60 70 16,66 POSITIVE R22 

L17 62 81 30,64 POSITIVE F33 

L18 67 65 -2,98 NEGATIVE R23 

L19 64 63 -1,56 NEGATIVE R24 

L20 0 0 0 N/A F-DROP 

GROUP 4 Pre-test score Post-test score % of Change Result Category 

L1 70 64 -8,57 NEGATIVE R25 

L2 0 0 0 N/A F-DROP 

L3 69 79 14,49 POSITIVE F34 

L4 55 64 16,36 POSITIVE R26 

L5 43 67 55,81 POSITIVE R27 

L6 61 68 11,47 POSITIVE R28 

L7 50 77 54 POSITIVE F35 

L8 70 88 25,71 POSITIVE F36 

L9 41 67 63,41 POSITIVE R29 

L10 57 0 0 N/A R30 

L11 30 0 -100 NEGATIVE F-DROP 

L12 45 0 -100 NEGATIVE F-DROP 

L13 64 65 1,56 POSITIVE R31 

L14 76 85 11,84 POSITIVE F37 

L15 70 54 -22,85 NEGATIVE R32 

L16 0 0 0 N/A F-DROP 

L17 69 83 20,28 POSITIVE F38 

L18 67 76 13,43 POSITIVE F39 

L19 67 82 22,38 POSITIVE F40 

L20 64 90 40,62 POSITIVE F41 

 

What the data above shows is that the DDL techniques adopted for LA 2 have apparently 

contributed to learner development. However, attributing all the credit to the DDL techniques 

would be unrealistic as the depth of the change made seems to be profound considering the 
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educational habits and backgrounds of the learner-participants. There can be other factors that 

contributed to learner performance such as collaboration with other learners, which was promoted 

by the teacher, aptitude and positive motivation along with social factors. Even the fact that the 

application of the study took place on relatively colder days of the year may have contributed to 

learner achievement as learners had presumably fewer opportunities for social activities outside. 

Despite the fact that a deeper understanding of the techniques can better be reached through the 

analysis and comparison of the data collected from a series of applications carried out in successive 

terms, the current situation seems to be promising as the number of Rs who scored higher on the 

post-test seems to be promising. Although this study bears no implications about student pass rate, 

with the exact pass rate being unknown to the researcher, the upwards trend in the post-test is 

expected to have affected the overall pass rate positively. 

 

When the pre and post-test scores of the learners are compared, only 9 students appear to 

have scored lower on the post-test than the pre-test. Table 21 below shows the learners whose pre 

and post-test scores did not indicate a positive change. 

 

Table 21: Learners with Decreased Performance on the Post-test 

GROUP 1 Pre-test score Post-test score % of Change Result Category 

L4 45 42 -6,66 NEGATIVE R2 

L7 37 37 0 NEGATIVE R4 

L11 78 72 -7,69 NEGATIVE F7 

L17 49 41 -16,32 NEGATIVE R6 

GROUP 2 Pre-test score Post-test score % of Change Result Category 

L10 64 59 -7,81 NEGATIVE R13 

GROUP 3 Pre-test score Post-test score % of Change Result Category 

L18 67 65 -2,98 NEGATIVE R23 

L19 64 63 -1,56 NEGATIVE R24 

GROUP 4 Pre-test score Post-test score % of Change Result Category 

L1 70 64 -8,57 NEGATIVE R25 

L15 70 54 -22,85 NEGATIVE R32 

 

As the figures in the table above show, 8 repeaters and 1 first-time taker were not able to 

demonstrate a positive change in the post-test. There may have been various reasons, so many that 

this could become the incentive for a follow-up research. However, as the demographic mobility of 

learners through this utterly dynamic preparatory programme cannot be controlled by the 

researcher, these possibilities have to be ignored. 
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4.1.3. Analysis of the Quantitative Data 

 

The pre and post-test performances of the learners who received deductive DDL instruction 

as part of this study are analysed on SPSS to see if the training could make a statistically significant 

difference. For this purpose, a paired sample t-test for each group was administered separately after 

the average pre and post-test scores of the groups were calculated ignoring the test scores of 

learners who took only one or both of the tests but did not answer any questions. The results were 

analysed through a paired sample t-test as the number of the variables is 2; an average pre-test and 

an average post-test score for each group. The following 4 tables show the statistical analysis of the 

pre and post-test scores of each of the 4 groups. 

 

Table 22: SPSS Analysis of Pre and Post-test Scores of Group 1 

Paired Samples Statistics 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 
Pre_Test 53,2000 20 15,40198 3,44399 

Post_Test 69,9000 20 15,46439 3,45794 

Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 Pre_Test & Post_Test 20 ,544 ,013 

Paired Samples Test 

 

Paired Differences 

Mean 
Std.  

Deviation 
Std. Error Mean 

95% Confidence Interval 

 of the Difference 

Lower 

Pair 1 Pre_Test - Post_Test -16,70000 14,74378 3,29681 -23,60030 

Paired Samples Test 

 

Paired Differences 

t df Sig. (2-tailed) 
95% Confidence Interval 

of the Difference 

Upper 

Pair 1 Pre_Test - Post_Test -9,79970 -5,066 19 ,000 

 

As can be seen in paired samples statistics in table 22 above, the learners in group 1 appeared 

to have scored higher on the post-test than they did on the pre-test which is represented by mean 

values. The mean value for the pre-test is 53,2 and the post-test mean value is 69,9. Here, what 

SPSS does to see whether these numbers have any statistical significance is, first, subtract the pre-

test value from the post-test value, which equals to -16,7 for group one. However, this is not the 

part of the table above that tells whether there is statistical significance in these findings. The ‘t’ 

value in the paired samples test for group one tells the statistical significance of the results. And for 

group 1, the t value is -5,006 which is a relatively small and negative number. This correlates to a 
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very small significance value which is ,000 for group 1; however, this is not equal to zero. There 

are digits to the right which are not represented in the table yielded by the software and the 

significance value, or the ‘p’ value, is less then 0,001. Therefore, in order to evaluate the t-test, the 

null hypothesis needs to be rejected. If the null hypothesis is taken into consideration, there is no 

significant difference; however, as the significance value is less than 0,5 it is possible to say that 

there is enough statistical difference which makes it possible to say that there is a change for the 

better in group 1 at the end of the study.  

 

Table 23: SPSS Analysis of Pre and Post-test Scores of Group 2 

Paired Samples Statistics 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 
Pre_Test 52,8333 18 15,12789 3,56568 

Post_Test 70,5556 18 14,29612 3,36963 

Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 Pre_Test & Post_Test 18 ,690 ,002 

Paired Samples Test 

 

Paired Differences 

Mean Std. Deviation 
Std. Error 

Mean 

95% Confidence 

Interval of the 

Difference 

Lower 

Pair 1 
Pre_Test - 

Post_Test 
-17,72222 11,61037 2,73659 -23,49592 

Paired Samples Test 

 

Paired Differences 

t df Sig. (2-tailed) 
95% Confidence Interval 

of the Difference 

Upper 

Pair 1 
Pre_Test - 

Post_Test 
-11,94852 -6,476 17 ,000 

 

As shown in table 23 above, the interpretation of the paired sample t-test results for group 1 

seems to apply to group 2 as well. With the pre-test mean value for group 2 being roughly 52,8 and 

the post-test mean value 70,5, the mean difference was calculated to be -17.7. Speaking of how this 

affects the significance of the results, the t value was calculated to be -6,476, which is again a small 

and negative number just like the one in table 22. The p value appeared to be ,000 which is less 

than 0,001 but not equal to zero. Therefore, the null hypothesis needs to be rejected. P value for 

group 2 is less than 0,5 which represents a statistically significant change for the better. 
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Table 24: SPSS Analysis of Pre and Post-test Scores of Group 3 

Paired Samples Statistics 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 
Pre_Test 54,9500 20 16,67799 3,72931 

Post_Test 70,7000 20 18,25867 4,08276 

Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 Pre_Test & Post_Test 20 ,651 ,002 

Paired Samples Test 

 

Paired Differences 

Mean 
Std. 

Deviation 

Std. Error 

Mean 

95% Confidence Interval of 

the Difference 

Lower 

Pair 1 
Pre_Test -

Post_Test 
-15,75000 14,67140 3,28062 -22,61643 

Paired Samples Test 

 

Paired Differences 

t df Sig. (2-tailed) 
95% Confidence Interval 

 of the Difference 

Upper 

Pair 1 
Pre_Test - 

Post_Test 
-8,88357 -4,801 19 ,000 

 

Similarly, as represented by table 24 above, the test scores of the learners in group 3 also 

represent a change for the better. The pre-test mean value was 54,95 and 70,7 was the post-test 

mean value which represented a difference of -15,75. The t value, which is the significance value 

was calculated to be -4,801 and this correlates to the p value of ,000, which is less than 0,001 but 

again not zero. Therefore, it is possible to say that there was a change for the better in group 3 as 

well.  
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Table 25: SPSS Analysis of Pre and Post-test Scores of Group 4 

Paired Samples Statistics 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 
Pre_Test 53,4000 20 21,86899 4,89005 

Post_Test 58,3000 20 31,48450 7,04015 

Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 Pre_Test & Post_Test 20 ,817 ,000 

Paired Samples Test 

 

Paired Differences 

Mean 
Std.  

Deviation 
Std. Error Mean 

95% Confidence Interval 

of the Difference 

Lower 

Pair 1 
Pre_Test - 

Post_Test 
-4,90000 18,54128 4,14596 -13,57758 

Paired Samples Test 

 

Paired Differences 

t df Sig. (2-tailed) 95% Confidence Interval of 

the Difference 

Upper 

Pair 1 
Pre_Test - 

Post_Test 
3,77758 -1,182 19 ,252 

  

Unlike groups 1, 2 and 3 group 4 yielded the lowest number for the t value but the highest for 

the p value as table 25 shows above. With the t value being -1,182, SPSS calculated the 

significance value to be ,252 which is higher than 0,001 but at the same time lower than 0,5. 

Therefore, it is possible to say that the change that the study made in group 4 was for the better and 

statistically meaningful. However, group 4 appears to have changed less than the others as the 

higher the p value is, the lower the significance of the difference made by the methodology applied. 

However low, there seems to be a statistically significant change with group 4, too.  

 

The Sig. (2-tailed) value of the paired samples t-test has to be below 0.5 so that the training 

can be considered to have made a statistical difference. The tables above demonstrate the statistical 

analysis of the four groups comprising the sample of this study. According to the analytical results 

yielded by SPSS, Sig. (2-tailed) values are as shown in table 26 below: 

 

Table 26: Sig. (2-tailed) Values for Groups 1-4 

Group Sig. (2-tailed) value 

1 0,000 < 0,5 

2 0,000 < 0,5 

3 0,000 < 0,5 

4 0,252 < 0,5 
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As can be seen in table 26 above, the deductive DDL instruction seems to have made a 

statistically significant difference at the end of 7 weeks. With these being the statistical output of 

SPSS, it is not possible to give all the credit to the DDL methodology, though. It is pretty much 

obvious that there are other factors contributing to the efficiency of the techniques one of the most 

significant of which can be motivation. Towards the end of any given term learners were observed 

to be intrinsically motivated more than they had been at the beginning and during the application. 

This motivation that comes from inside may have also contributed to the learners’ relatively 

increased success on the post-test.  

 

4.2. Qualitative Data 

 

Throughout the application of DDL techniques, in terms A and B, the researcher had one-on-

one talks about what the learners thought and how they felt about the new technique that they went 

through. The researcher also kept a research diary the entries of which represented his personal 

experience with the learners in order to provide future researchers with insights into possible 

opportunities and obstacles that an educational researcher may have to deal with throughout studies 

like the present study. In order to support the quantitative findings, 2 focus group interviews were 

held with group 2 in term A and group 4 in term B so as to increase the scope and the reliability of 

the findings through the analysis of the qualitative data collected.  

 

Groups 2 and 4 were interviewed at different times. Group 2 was interviewed within week 4 

of term A and group 4 was interviewed at the end of week 7 in term B. The groups were 

interviewed on a two-week-lapse in terms A and B so that the researcher could understand how the 

learners would react to the techniques within the course of time and if the motivation levels of the 

learners decrease or increase considering the official exams being close. As can be remembered, 

week 4 of every term is when midterm exams are administered and week 7 is right before final 

exams in any given term. Likewise, the research log features notes about what happened in groups 

2 and 4, which were selected randomly and are expected to represent the realities of the groups in 

general terms. Therefore, it can be assumed that the qualitative data collected from groups 2 and 4 

can help understand the overall perception of the learners participating in this study as learners 

from different groups have possibly interacted and communicated about the new and relatively 

different technique that they all had been exposed to. Some learners may have hesitated to ask 

about some aspects and the steps of the new procedures to the teacher, which makes it possible to 

presume that they learned these from other friends taking LA 2 who had a fairer communication 

with the researcher. The researcher deliberately encouraged the learners to ask for help from other 

learners as there may have been quite many a student who avoided direct interaction with the 

teacher at the beginning of the terms during which both the teacher and the learners needed time to 

get to know each other. After the ice between the teacher and the learners was broken, there 

happened an influx of qualitative input from the learners. No matter how sparse this verbal input 
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was, the interpretation of utterances of learners, their facial expressions and body language spoke 

out loud. Having been offered an alternative that they had never seen before, some learners seemed 

to be somehow captivated by the new idea that they were presented with. In order to reflect his 

personal experience, the researcher organized the field notes he had taken in the form of a research 

log.  

 

4.2.1. The Research Log 

 

Prior to the statement and interpretation of field notes from the researcher’s diary, it seems 

essential to mention the weekly schedule that the researcher was assigned to in order to present an 

overall understanding of the time effect on the learners. As can be seen from the figure below, 

lessons started at 0810 hours and finished at 1510 hours throughout the terms, which may be 

different for individual groups and the teacher in the terms to come. Figure 13 below shows the 

timetable for group 2 in term A and group 4 in term B within the same figure as if they had been 

done within the same term, which was mentioned previously as a strategy that can facilitate the 

understanding and the control of the data and the interpretation of the data.  

 

Figure 13: Weekly Timetable for Groups 2 and 4

 

 

What can be interpreted from figure 13 (the timetable) above is that group 4 started the day 

early with grammar across the board and group 2 did LA 2 courses after lunch. What was observed 

by the researcher with these 2 groups was that learners in group 4 were mostly sleepy at the 

beginning of the lessons and the teacher had to engage them with motivational talks reflecting 

positive energy on them. De-suggesting the lack of motivation and interest through the use of 

inspirational music that can be found online was another step taken by the researcher. Playing 
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instrumental and motivational jazz music was also appreciated by many learners during morning 

classes. Likewise, group 2 seemed to be less motivated during classes on Monday, Wednesday and 

Thursday. The researcher applied the same procedures to increase their motivation and de-suggest 

idleness. What was observed in group 2 was somehow different from that in group 4. The learners 

in group 2 found it strange at first, saying that it was the first time that a teacher played music for 

themselves in a class; however, later they seemed to enjoy the idea, and some learners even asked 

the teacher to play some music in the background when he forgot to do so. This particular anecdote 

illustrates the therapeutic value that DDL can add into a grammar lesson when embellished with 

musicality. 

 

The research log kept by the researcher including field notes from the lessons done with 

groups 2 and 4 feature notes taken on 7 different days in 7 different weeks in each of the two terms. 

This was done deliberately so that the qualitative input by the researcher himself can represent a 

wide range of incidences. Notes and interpretations of these can be seen below. 

 

Entry 1: group 4, some learners don’t have computers with them. Others who have are helping 

these out. A sense of collaboration is beginning to form. A repeating student from the previous 

term asked why I didn’t teach them and he thought I should. I explained the benefits of self-

discovery and told them that this approach, which is also the philosophy of the department, had 

scientific foundation. I showed them statements from some authors studying in the field such as 

Sinclair, Johns and Biber. I told them I wouldn’t give them fish but teach them how to catch 

their own fish. 

 

It is actually inspiring for a researcher-teacher to hear a learner question the procedures he is 

going through as, without trusting what is being done, motivation may not function in a helpful 

way for learning to occur. This repeating learner actually spoke out the minds of others who 

hesitated to ask the same or a similar question. After the explanation delivered by the researcher, it 

was observed that learners seemed to be satisfied by and large. The fact that the explanation made 

by the teacher was supported by empirical evidence may have been what made it satisfactory 

enough. 

 

Entry 2: group 2, some learners complained about the software they are supposed to use, 

AntConc. The problem, according to what they said, was that they had to upload the database 

files one by one because ‘open dir.’ feature did not work properly. I had to explain that issues 

might occur, but this does not necessarily mean that the software cannot answer their needs. 

Another complaint was about the database itself, which helped me realize that AntConc worked 

better with UTF-8 rather than Unicode plain text format. An apostrophe is represented by some 

meaningless figures. For example, this is what they saw \x93We didn\x92t instead of ‘We 

didn’t.  

 

This anecdote, which happened luckily in the second week of the study, showed that it may 

not always be possible to embark on a research with flawless steps. Within the course of a research, 

researchers can realize some shortcomings of the tools they have developed and started using and 
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go for adaptations. Being in progressive terms of communication with the sample during the 

applications and the administration of the procedures of an educational research of experimental 

nature helps the researcher accomplish solid goals through concrete data emerging right from the 

heart of the field. As, the transformation of the Unicode files to UTF-8 seemed quite time 

consuming due to curricular restrictions faced by the researcher, the researcher had to confine 

himself to what is close at hand and move on by explaining to the students that this was a technical 

issue which they did not have to bother and it would later be dealt with by the researcher himself. 

In order to avoid a mass confusion, the researcher had to inform other students about this fallacy. 

Fortunately, this was so small an issue that it did not hinder or retard the overall progress of the 

study. 

 

Entry 3: group 2, learners seem to have sped up in using the software. They are helping each 

other out. When one learner finds a statement that facilitates his understanding of the form from 

the corpus data-base, he immediately shares this with me or others. There have been multiple 

cases of these. But, whether this will work for all other topics is yet to be seen. There are 2 

students in this group who do not seem to be sufficiently motivated, one male and one female. 

The female one said she liked doing it pen and pencil style. Maybe she couldn’t afford a laptop. 

Think about new ways to motivate her! And the male one is a repeater. I remember seeing him 

read a book in one of the lessons. He may be suffering from personal issues. He looks upset very 

often. 

 

Speaking of language education, some habits may be quite difficult to break and nurturing a 

good habit takes time and effort. Students making their way into this preparatory programme 

through a traditional way of learnership that has little to imply about the use of technology in a 

language classroom may have difficulty adapting to such an intense way that computers are used 

in. This female learner, mentioned in the field notes, likes studying with hardcopies of the 

materials. And the male one has a world of his own and gets out of this only to answer when asked 

directly. However, towards the end of the term he somehow seemed to be engaged with the tasks 

and the software which may be due to the fact that he feels safe studying by himself. Some learners 

can be quite prejudiced against novelty in classrooms. These required the teacher to take some 

extra steps. In the case of this male learner, the researcher first had one-on-one talks and later 

allowed some breathing space for him so that he could get rid of the tension that stopped him from 

joining the majority of the class and later he was prompted to take initiative upon his own learning, 

albeit reluctant at the beginning, he gradually gained momentum. The researcher also explained the 

benefits of using a database of one’s own without needing internet access.  

 

Entry 4: group 4, some learners came to me and said they were able to study until their laptops 

were out of power during last night’s power failure. Today they had their midterm exams. 

Though they didn’t have any internet connection last night, they were able to study which shows 

that the corpus database has been useful. 

 

Having a specified corpus database of one’s own, close at hand and ubiquitous on demand 

has been quite helpful in the context explained in the above field note. Though broadband wireless 
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internet connection is something that can be found almost anywhere urban these days, one cannot 

guarantee that no issues may arise. The ACAT was a real day-saver in that night’s drama. The 

learners seemed to be grateful that they had previously downloaded the database. This did not, of 

course, apply to all of the students. Some may not have had their computers charged at the time of 

the power failure, therefore, had a hard time trying to study.  

 

Entry 5: this is the fifth week. I see some students, though only a few, are captivated. This is 

good and motivating for me as well. Obviously, they have started to believe that they can answer 

their own questions. The only time they call on me for help is when they come up with some 

ideas and they don’t know if there is a better search key that can yield what they want to see in 

the screen. Some even asked if it was possible for them to add some texts into the database and 

make it even larger. They only ask me what the topic is and immediately start studying. 

However, this is not the case with the majority of the learners I teach. Especially, with the 

learners in group 4, morning classes are getting more and more painful for me as a teacher 

because almost all of the students are sleepy. The weather outside is grey and cold. These young 

people, boys and girls, have hard times waking up. DDL has some sort of a dull nature. I tried 

YouGlish (https://youglish.com) within the last 15 minutes of the lesson today. 

 

Authors and educators who criticize DDL and corpus linguistics because of the dull nature of 

the concept may be right to some extent. However, at tertiary level this criticism seems to be 

relatively irrelevant, as the learners are cognitively mature enough to cope with these challenges, 

and they join their universities not for entertainment but rather for academic development. At 

technical universities where research is in the foreground, students must show some extra effort to 

transform and adapt to the new environment in which they will receive a university degree, which 

seems to be more of an orientation issue rather than a responsibility of teachers. What causes this 

discrepancy between the expectations of learners from their courses, classes, teachers and the 

teaching materials may result from what they were used to in the past and what they need to get 

used to for the future. This contrast between the past and the present (also the future) of their 

learnership does affect the application of new techniques like DDL; however, little is directly 

related to the nature of the technique which does not necessarily need to be any different in 

academic terms. Having said these, it should also be stated that language teaching in EFL settings 

has got to have a motivational aspect which should be taken into consideration by the educator 

himself. Therefore, it seems to be a matter of choice for the educator in the class as for whether a 

teacher needs to be cold-hearted and ignore the decreasing motivation or be conscientious and 

allow some breathing space for learners and then let them go on at their own pace, whether it be 

slower than expected. 

 

Entry 6: the study is about to be finalized. Some data has been collected. The idea of having a 

database of academic texts and study grammar through these was embraced by some learners, 

though the number is small. I see some others referring to grammar reference books as well. 

This is a kind of triangulation of one’s own learning. Here, a question comes to mind: Should 

the learners be restricted to the database? They, of course, have the right to consult other books 

and people. But, can this minimize the effects of DDL techniques? Should I consider the results 

contaminated? Or, are the students only trying to minimize the shocking effect that the 

movement from traditional to experimental teaching had on them? When I asked why they 

https://youglish.com/
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consulted grammar books and if the database we had wasn’t enough, some confessed that they 

first read the explanations from the book, which is a traditional way of learning, and later they 

read concordance lines to get a better understanding of the grammar element they were studying. 

This actually made me happy, because without my instruction, learners ‘autonomously’ started 

to compensate for their lack of understanding by applying a combination of two different 

approaches.  

 

Considering the very nature of social research, unlike research in natural sciences, variables 

may be different at different stages of the research, they may have varying effects on the results 

even when they do not change and unexpected changes may occur. All of these, draw a different 

picture of the realities of the sample and the researcher has to re-interpret the new picture that the 

samples give. What can be concluded from the diary entry above is that learners as humans have a 

strong inclination to adapt to changes. Even without the interference of a teacher, learners with a 

traditional educational background who are used to being led by teachers, have demonstrated 

positive reinforcement of themselves as learners through some relatively effective means of their 

own device, which, to some extent, shows that the application of DDL techniques was useful in 

terms of converting traditionally dependent learners into independent and self-sufficient 

contemporary ones and the perpetuation of self-learning is ensured. What is more, learners seemed 

to have started discovering themselves as learners, identifying their needs and finding and applying 

remedies. 

 

Entry 7: general revisions prior to the post-test. Learners will take the LA 2 final exam very 

soon. The term was pretty dense for both the learners and me. After spending 7 weeks with 

DDL, the results of the post-test seem to be positive. During lessons learners yielded positive 

feedback. Only 3 or 4 have attendance issues. They missed classes. When I ask if they did what 

they were supposed to do, they say yes, but I doubt they did. As they are university students, I 

do not want to try to instil anything into them. They do it or they don’t. This is their 

responsibility, not mine. They said they will send me messages on schoology and asked if I 

could answer their questions. I told them they could ask me anything before the finals. None of 

them have showed up yet, though.  

 

Keeping learners motivated at the same rate may not be possible as motivation is a 

fluctuating phenomenon by nature. Human psychology can affect in-class performance of learners 

in a negative or a positive way. Events that occur beyond the control of the teacher happening 

outside the classroom can have an extended effect on learners’ motivation levels. Teachers, 

therefore, may need to take precautionary steps so that the amount of time that a learner spends in a 

language classroom to practice language is not wasted due to some external factors. Nevertheless, 

this is a difficult task to achieve for a language teacher with curricular concerns and time 

constraints. Some teachers may even consider this a sisyphean task.  

 

4.2.1.1. Analysis of the Research Log 

 

In an effort to reach an understanding of the pattern emerging in the research log a corpus of 

the seven entries was compiled and a frequency analysis was carried out using AntConc. 
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Depending on the frequency list yielded by the software, six content words denoting useful 

qualitative input appeared to occur more frequently than others. Following the frequency analysis, 

concordance lines bearing these words were produced using the software to see which other words 

accompanied them. As a representation of the emerging themes, three words to the left and three 

words to the right were taken into consideration so as to unveil any meaningful pattern that might 

emerge within the selected concordance lines. In three of the selected concordance lines (number 8, 

9 and 13 in the table below) the fourth word to the right was also included as the meaning was 

somehow weak without these. After that, these concordance lines with a reference to sentences 

which have a different focus other than technical and applicational routines were read and 

interpreted. The following table demonstrates the words with highest frequency and codes/themes 

that emerged in the research log in the form of concordance lines. 

 

Table 27: Encoded Representation of the Codes/Themes that Emerged in the Research Log 

Keyword Frequency Number Codes and Themes 

Learners 12 

1 … without my instruction learners autonomously started to … 

2 … positive. During lessons learners yielded positive feedback … 

3 … embraced by some learners though the number … 

Database 7 
4 … add new text into the database and make it … 

5 … of having a database of academic texts … 

Students 5 

6 … they are university students I do not … 

7 … or, are the students only trying to … 

8 … I see some students though only a [few]… 

Grammar 4 

9 … texts and study grammar through these was [embraced] … 

10 … others referring to grammar reference books as … 

11 … why they consulted grammar books and if … 

12 … understanding of the grammar element they were … 

Asked 4 13 … some even asked if it was [possible] … 

 

As can be seen in table 27 above, five content words appeared to have analytical value. As 

individual research log entries were interpreted separately in the previous section, no further 

interpretations about individual entries are provided in this section. Instead, the focus is on the 

pattern that the particular selection of concordance lines forms. 

 

‘Learner’ is the most frequently used word in the research log. However, being the most 

frequent word may not provide a deep-enough insight into the reality emerging in the field notes. 

As for what concordance lines 1, 2 and 3 have in common is that DDL techniques gradually gained 

popularity among learners. This may be due to the fact that a large number of learners hesitated to 
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trust and adopt novelty. However, it is possible to say that learners demonstrated an increasing 

level of engagement with the new techniques.  

 

With ‘Database’ being the second most frequently used content word, the qualitative value of 

the word was not as high as others except for ‘asked’. Apart from the daily routines, the word 

‘database’ demonstrates learners’ personal commitment into the application of the new techniques 

in two concordance lines only. Embraced by a number of learners, the idea of having one’s own 

language database seemed to be in close interaction with the establishment of learner autonomy. 

The realization of this notion by the learners seems to have contributed to the ‘positive’ atmosphere 

in grammar classes taking part in the study. 

 

Even though they can be used interchangeably in various contexts, the words ‘learners’ and 

‘students’ appear to be of different qualitative value in this research. As for how ‘students’ differ 

from ‘learners’, ‘learners’ can be associated with a more positive atmosphere while ‘students’ 

appears to be used when there arose an issue with operational procedures of the new techniques 

applied. 

 

‘Grammar’ and ‘asked’ received 4 hits each on the frequency analysis. Although these two 

words have the same number of occurrences, ‘grammar’ seemed to have greater qualitative value 

as four concordance lines provide insights into realities of the samples. Taking a closer look, it can 

be argued that the way DDL techniques perceived by the learners did not change their minds about 

traditional methods of learning and teaching such as course books and grammar reference books 

which is what they are used to. Instead of abolishing their learning habits altogether, they somehow 

tend to keep one foot on the safe territory, which seems to be grammar reference books for them. 

As for ‘asked’ with the least qualitative value among all other words discussed above, it denotes 

the effort of some individuals to speculate about the usefulness of and manipulate the new 

techniques so as to address their personal pedagogical needs as language learners.  

 

4.2.2. The Focus Group Interview 

 

A focus group interview was held by the researchers to understand what the learners thought 

about the new techniques and approaches applied, first in week 6 of term A with group 2 and later 

in week 7 of term B with group 4 as the post-test was going to be administered right before the 

final exams. In order to reach the qualitative data, the researcher asked the learners in groups 2 and 

4 to send messages including their replies. There was a total of 26 respondents, 13 respondents 

from each group, accounting for almost 1 in every 3 learners participating in this study. The 

questions that were asked are as follows: 
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1. Do you think DDL techniques helped you improve your grammar? Yes; how? No; why? 

2. Do you think DDL can also help you improve your academic writing skills? Yes; how? 

No; why? 

3. What is your overall opinion about DDL techniques? Please, share. 

 

The reason why the researcher preferred to receive written responses rather than spoken ones 

is three-fold: firstly, the learners in groups 2 and 4 unanimously suggested that the interview be 

done in this way, explaining they would feel more comfortable when they were not directly asked. 

Secondly, in order to eliminate any prejudices and the risk of potential invented answers to the 

questions asked and increase the reliability of the responses, the responses were tried to be received 

as anonymously as possible. Lastly, due to time constraints and the researcher’s professional 

responsibilities, the researcher preferred the responses to be in a written format.  

 

The responses from the learners were either in Turkish or in English. Therefore, translations of 

those in Turkish will be provided below. The learners who responded to the questions will be 

referred to as ‘RES’ in the following section. First the qualitative input from the RESes 

(respondents) and next the researcher’s interpretation will be provided.  

 

4.2.2.1. Interpretation of the Responses  

 

RES-1 Q1: Yes, I think I improved my grammar through this software (AntConc). Because, it 

helps me find out which word to say and which words are followed by what kind of other words 

(means collocations). 

 

RES-1 Q2: Yes, because it is very important for academic writing and the language we should 

use in academic writing must be different from that we use daily. Where different kinds of 

words should occur in a sentence is important. This software helps us realize how to use words 

in a sentence.  

 

RES-1 Q3: In today’s world, we are forced to use the internet almost anywhere. This 

application can work offline and this is really effective when you don’t have internet access. It 

not only allows us to see the use of words in a sentence, but it also allows us to see these words 

in their contexts which makes it easy for us to understand the meaning better. Therefore, I think 

this application/software (means DDL and AntConc) can have a greater impact as the database 

(the ACAT) expands. It has a bright future. 

 

It can be deduced from the above statements of RES-1 that the idea of being independent, 

which was one of the basics of this research, was something fancied by the learners. What RES-1 

outlines in their response to Q1 was actually the answer to a concurrent question by the learners: 

How can I study grammar? DDL techniques seemed to have worked for some learners as an answer 

to this question. Once they acquired the notion behind having one’s own database of natural form 

of the language and studying grammar through this, they were observed to have built up self-

confidence in problem solving and they reported that they believed that they could study much of 

what is required.  
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RES-2: I was able to realize various uses of a given word and different meanings of it. I think I 

can develop my lexicon through this application. In addition to these, the fact that I can use this 

application without being online seems to be useful for me. 

 

RES-2 avoided giving separate answers to the questions asked and tells what the respondent 

thinks in a paragraph. What he stated as benefits of the application seems to be in a straight line 

with what RES-1 said. They both confirmed the fact that internet dependency is not favoured by 

the learners even if they have been studying at a relatively tech-heavy university. The colligational 

benefits of the application seem to have been recognized by the learners.  

 

RES-3 Q1: I think this software was really useful for me. Because I was able make vocabulary 

searches and therefore see how a word is used and what other words accompany the word I 

search. We use ‘fraze.it’ online and I think this software is more useful because the sentences we 

can see easier alternatives as well. Therefore, it is a good means of improving my grammar. 

 

RES-3 Q2: I think I am going to use this software frequently because it is essential to use 

different words and to know different usages of words for academic writing. 

 

RES-3 Q3: In general terms, the software is useful. Another advantage could be its availability 

offline. However, I’d love it if there were a mobile application too. I would be able to use it 

whenever I like. 
 

There are multiple applications available online such as http://fraze.it that allow users to 

access concordance lines. However, as RES-3 states above, these are mostly native speaker corpora 

which may be above the comprehension level of EFL learners. Therefore, having a specified corpus 

database, such as the ACAT used in this study, can work better with EFL learners. The offline 

usability of the application was also highlighted by RES-3. However, RES-3 also suggested that 

there be a mobile application as well. As learners may somehow be used to having mobile 

applications of all sorts of things nowadays, this learner may have come up with a question after 

they were convinced about the usability of the techniques. As the university in which the study was 

carried out has a department for computer engineering as well, the transformation of these 

techniques into a mobile application downloadable via Google Play Store or Apple Store can be the 

point of interest as a follow-up to this study. Learners developing technologies to support their own 

learning would be the genuine autonomous learning came true.  

 

RES-4 Q1: It certainly did. This technique encourages us to study independently from the 

instructor. People who are eager to learn English cannot achieve this at a desired level at schools 

or private courses. The reason for this is the fact that learners don’t know how they could use the 

resources and that they cannot use the words they learn in different structures. The number of 

the example sentences this application provides us with higher than any other professional/main 

stream dictionaries and this helped us improve our grammar.  

 

RES-4 Q2: Considering my own learning, I can say that writing is the field of study I had the 

greatest difficulty in and the reason for this is the fact that I am not able to write academic level 

sentences. These techniques have offered us countless numbers of example sentences in which 

we can see how words and expressions are used so that we can sue them in our own writing. We 

can self-check our progress and need the instructors less for feedback.  
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RES-4 Q3: According to my personal point of view is that these techniques must be appreciated 

more. However, some (students) think that memorizing formulas (of grammar patterns) is easier. 

We, the students, have a considerable lack of autonomous learning. It may take us some time to 

get used to this technique; however, once we do I think learning a language is going to be way 

easier and nothing can hinder this. 
 

RES-4 also agrees that DDL provided them with independence from the instructor, chances 

of self-discovery of language patterns, collocations and colligations and self-determination. Being 

critical of themselves, RES-4 also confirms that there is an apparent need of change speaking of the 

way they approach to language learning. RES-4 also seems to have reached some level of self-

awareness emphasizing the fact that traditional way of schooling was poor at teaching English to 

them.  

 

RES-5: I think this software is really helpful. It helps us understand the use when we have 

difficulty and this way we can remember more. Vocabulary choice is especially important in 

academic writing and this application helps us see how to use words in an academic way. 

Moreover, it can be used offline, which is awesome.  

 

The preparatory programme requires English to be taught in separate skill courses, which 

requires learners to transfer what is learned in one skill course to another. They are supposed to 

build up their own cognitive bridges across different courses so that they can have a holistic picture 

of what they learn. However, as previously mentioned the overall impression that the instructors 

gave prior to the commencement of this study and as RES-5 clearly emphasized as a learner, which 

overlaps what was unofficially told by the instructors, learners have difficulty relating one course 

to another which results in a flamboyant and disintegrated conception of English as a school 

subject rather than a contemporary means of communication and learning. What RES-5 

qualitatively provides this research with is that DDL techniques have a subliminal sense of building 

up bridges between various skills. Once the learners reached a basic understanding of the real 

notion behind the application of these techniques, they obviously start contemplating on how to 

apply the same procedures with other skill courses such as writing, which has been obvious from 

what all of the 5 respondents have so far said.  

 

RES-6 Q1: Yes, I think that application helped me with grammar skills because we can analyse 

more information without wasting time. 

RES-6 Q2: In my opinion, it doesn't help (with writing) because we have to write more 

academic sentences. In this application, these sentences look like less academic but I have to 

analyse more the app. 

 

RES-6 Q3: I liked it. 

 

At first, some learners were hesitant to trust the new techniques that came into their 

classroom. Unlike respondents 1-5, respondent 6 thinks they need more time with the application to 

understand whether it will help them become better at writing or not, which supports the idea that 

there is a need for a combination of multiple studies until the full, if not, a more comprehensive and 
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comprehensible understanding of how much DDL techniques can facilitate language learning 

activities for learners and teachers alike. 

 

RES-7 Q1: Yes, good. 

 

RES-7 Q2: Yes, but I do not know. 

 

RES-7 Q3: Good, beautiful, successful, wonderful. 

 

Learner commitment and contribution to the collection of the qualitative data showed a 

fluctuating pattern. RES-7 is a good example of those who resorted to some quick answers, rather 

than providing comprehensible enough responses, apparently, just for the sake of having done 

something told by the teacher. What this kind of responses provides this research with can be two-

fold: this sort of responses can be ignored. This is seeing the glass half empty. However, when it is 

an experimental type of research trying to apply novelty in classroom settings, researchers had 

better focus on the part of the glass that is filled with opportunities. Therefore, from this point of 

view, it can be assumed that respondent 7 has a generally positive idea about the techniques used, 

which may increase potential motivation for further applications of the techniques under different 

categories of teaching. 

 

RES-8 Q1: Yes, I can learn any word I don't know how to use in a sentence. 

 

RES-8 Q2: I can learn sentence types and where they are useful. 

 

Respondent 8 answered only the first two of the 3 questions asked taking quick steps just like 

respondent 7. As for what contribution the responses given by respondent 8 can make to the 

understanding of their ideas about and attitudes towards the new techniques, it seems to be doing 

nothing but confirm what respondents 1-6 said. 

  

RES-9 Q1: I think yes. 

 

RES-9 Q2: Yes, because it easily brings the sentences to us. 

 

RES-9 Q3: I don't have any ideas. 

 

RES-10 Q1: Yes. We can learn how to use words. 

 

RES-10 Q2: Yes. We can learn how to use words. 

 

RES-10 Q3: It is a nice software which works without network connection. 

 

Just like respondent 7 and 8, respondent 9 and 10 also confirm what was said by respondents 

1-6 in short quick statements giving little chance to interpret. The only difference was the answer 

given to question 3 by respondent 8 which highlights the practicality of having a corpus database of 

one’s own. 
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RES-11 Q1: Yes, it helped me improve my grammar well because there are a number of sentences that 

include the words I look for. It can be good for learning grammar. 

 

RES-11 Q2: Yes, because there are so many sentences in the app by authors. If they could be an author, it 

means they write so well. I can look at sentences and I can learn to write. 

 

RES-11 Q3: As I mentioned in the first and second sentences, it is a very useful and easy app for learning 

English. 

 

The steps to take in DDL seems to be comprehensible enough for the learners: search for 

keywords, look through concordance lines and read as many exemplars as possible to understand 

words and grammar. As can be understood from what was said by respondent 1, 2, 3, 6 and 11, the 

simple logic of the use of the database through AntConc facilitates learner engagement with data 

decreasing the amount of time for learners to see the real effects.   

 

RES-12 Q1: I think this app can improve my grammar. Because sometimes I need to see examples that is 

why this app will help me more. 

 

RES-12 Q2: I don’t think so, writing skills needs a general information about writing. 

 

RES-12 Q3: I can use while I am studying. 

 

It can be assumed from what respondent 12 wrote as an answer to questions 1 and 2 that this 

learner is one of the repeating learners who seems to have spent a considerable amount of time 

studying LA 2 (at least 2-6 months at the same level). By looking at their response to the second 

question, this learner seems to be having difficulty realizing the need for transferring the 

knowledge from one course to the other, which is an essential skill in the preparatory programme. 

Being demotivated by the former failures this learner had, he seems to be hesitant in trusting the 

new techniques. Therefore, there seems to be little to do for this learner other than anticipating he 

did not fail the course once again. As the writer of this response is anonymous it is quite difficult to 

have a clear definition of this particular learner.  

 

RES-13 Q1: I think I can improve my grammar through DDL because if I read more, I can 

remember easily what I saw. 

 

RES-13 Q2: DDL can help me improve my writing skills because I can learn structure of 

sentences, when I learn grammar. 

RES-13 Q3: If I forget something I will use that. I don't like fraze.it because there are so many 

words which I don't know. Instead of fraze.it, I prefer DDL. 

 

While reading these responses, one must bear in mind that the colligational competence of 

these learners are constantly improving, changing and stabilising which means that their level, 

power and correctness of expressing themselves using English may not be at its best yet. The 

mistakes they make is a strong indication of a developing lexicon and grammar skills. One of the 

highlights of LA 2 throughout the study was that the learners referred to ‘fraze.it’ along with the 

ACAT rather than dictionaries when they saw an unknown word within the teaching materials. 

This may be why the learners kept repeating the fact that they can or could benefit from DDL in 
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terms of vocabulary as well. As for respondent 13, this learner seems to have internalised using the 

database as a dictionary unlike most others who still needed a dictionary when they saw a new 

word.  

 

RES-14 Q1: Yes, different sentences is (are) showed by DDL. 

 

RES-14 Q2: Yes. we can learn to how can we use new words in the sentences. 

 

RES-14 Q3: Interface is not good, it has a complex and confusing screen. 
 

The fact that learners are able to see a number of examples of the word or the grammar 

pattern they want to learn appears to be the most useful aspect of the application as explicitly stated 

by the majority of the respondents participating in the interview. One criticism uttered by 

respondent 14 is that the interface of the software is complicated and it takes time to get used to it. 

Seeing concordance lines one after another on the screen may appear to be eye straining for some 

learners. The response to question 3 by respondent 14 may mean that these learners look for some 

sort of similarity between the technology used at school and the one that they are exposed to 

outside the school. What this means is that these learners are used to being visually stimulated, and 

if educational technology lacks this sort of stimuli they somehow have difficulty getting used to it 

or they simply refuse to use it. Fortunately, the latter was not observed throughout this study.  

 

RES-15 Q1: Yes. I can see different usages in different sentences so after I learn a subject, I can 

use this subject in my speeches easily. 

 

RES-15 Q2: Yes. When I see different types of sentences, I can make different sentences in my 

writing. 

 

As mentioned previously, the learners are expected to transfer the skills they develop in one 

course to another to achieve an overall language development. One issue with this basic notion 

which may not be adopted easily by learners is that the previous learning experiences of these 

learners, most possibly, are not reminiscent of any technology being used as intensely as DDL 

purports. Therefore, schemata related to this might not be activated. Even when learners are 

explicitly addressed about the need for transferring knowledge acquired and skills developed in one 

course should be transferred to other courses so that they can accomplish a holistic language 

learnership, this seems to have very little effect in real life. However, when learners are encouraged 

to take responsibility of their own learning, as it was done throughout this study, they gradually 

started looking for alternative ways of using the resources provided by the teacher. Even though the 

learners were prompted mostly about writing and grammar throughout the term, respondent 15 

seems to have sought alternate ways of exploiting DDL techniques. 

 

RES-16: I think it (AntConc and the ACAT) is not necessary because there are many online 

sites. 
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It may not be possible to please or appeal to every learner in a classroom. When an 

experimental approach is adopted in a language classroom, the researcher-teacher should refrain 

from conditioning the learners either in favour of the applications and techniques or against some 

other, which can be seen as DDL versus the traditional way of language instruction in this research. 

By doing this it may be more probable for a research of this kind, which bears little 

generalizability, to yield reliable outcomes. Therefore, what respondent 16 uttered seems to be 

important in that it somehow demonstrates the fact that learners were not under the pressure of the 

teacher. 

 

RES-17 Q1: Yes, I improved my grammar through DDL techniques, because DDL could 

correct my mistakes and show me the correct one. 

 

RES-17 Q2: Yes, it is. DDL would help us when we are writing something. Like changing the 

word, using comma etc. 

 

RES-17 Q3: DDL makes our life easier. We can learn everything that we want easily, which is 

the main purpose of it. 

 

The establishment of a sense of exploration happened relatively fast at the beginning of this 

study. A number of learners, such as respondent 17, seemed to adapt to the change in the way 

language was instructed. Only a few learners, like respondent 16, seemed to take a resistant stance 

against the novelty introduced in their grammar class. This may have happened due to a culturally 

unspoken rule and a set of behaviours instilled into the young of the society which accentuate being 

obedient. However, the very presence of learners like respondent 17 rules this possibility out, 

isolating the words uttered by respondent 16 within an individual environment. The anonymity of 

the responses to the interview was another factor that minimizes the risk posed by individuals who 

may otherwise have tried to please the authority by responding in an affirmative tone. Therefore, 

the credibility and reliability of the affirmative responses seem not to have been compromised.  

 

In the following section, responses from respondents 18-26 that are similar to responses from 

respondents 1-8 will be presented but will not be interpreted in order to eliminate repetitive 

interpretations. Only the ones that seem to be somehow different will be interpreted.  

 

RES-18 Q1: Yes. Read to a lot of sentences. 

RES-18 Q2: I’m not sure. 

RES-18 Q3: Actually, good. We can see lots of examples. 

 

RES-19 Q1: Yes, because the DDL techniques have got a lot of examples so I can learn easy. 

RES-19 Q2: Of course, because in my mind I change the words, so I see the correct version of 

the word. 

RES-19 Q3: It's very helpful. 

 

RES-20 Q1: Yes, because I think that everything about English can improve my grammar. 

RES-20 Q2: Yes, because I think that everything about English can improve my writing skills. 

RES-20 Q3: I think DDL is fine for English. 
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RES-21 Q1: It helped to improve my grammar because reading is very important for our 

grammar. 

RES-21 Q2: It will help to improve my writing skills because grammar is important for our 

writing and this app helps us to improve grammar. 

RES-21 Q3: Actually, it is like fraze.it so it is a good app but it is not indispensable. 

 

A certain amount of reading with a view to self-discovery of grammatical forms appears to be 

essential in learning grammar. The sentence-based reading practice, which is called SAR in this 

study, provided by the applications allowed the learners to practice both their reading skills and 

gave them the opportunity to realize how certain forms are used, how they function in a context and 

what other words accompany these. As acknowledged by RES-21, this reading of academic realia 

in small amounts demonstrate a good example of how statements at an academic level should be 

formed, thus allowing the learners to emulate these in their writing. By doing this, learners can 

transfer what they learn in grammar courses by making use of their reading skills to writing and 

this can contribute to the achievement of a whole-learner performance.  

 

RES-22 Q1: Yes, because we can see use of the words in different types. 

RES-22 Q2: Yes. 

RES-22 Q3: It is too easy to use this application. 

 

RES-23 Q1: I think it helps to improve my grammar. It is easy way to learn how people use the 

words in a sentence. 

RES-23 Q2: Yes, the same reason. 

RES-23 Q3: It is useful technique and it is similar to fraze.it. 

 

RES-24: I think the software provides useful learning and also it is so important for grammar 

lessons in spite of the program has so basic structure. I liked it. 

 

RES-25 Q1: Yes, when I need to find how to use some verbs or etc. I can find it. 

RES-25 Q2: Yes, it shows a lot of examples. 

RES-25 Q3: It is a good technique. 

 

RES-26 Q1: Yes, because it makes possible to learn how words using in different form. 

RES-26 Q2: Yes, because I can see many examples that I can use for writing later. 

RES-26 Q3: It is easy way to find the information. 
 

In a straight line with the general impression that one would get from the above responses of 

26 learners participating in the interview, there seems to have been a positive atmosphere during 

lessons. This can be partly due to the novelty introduced through the application of DDL 

techniques, and to some extent the way that the researcher handled the procedures all the way 

through. The interaction between learners and the teacher may have contributed to the facilitation 

of learner adaptation of the techniques by simply fostering motivation. The learner attitude towards 

the software used, the idea and the philosophy behind this seem to have met with little resistance 

with only a few learners being critical about the application. 
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4.2.2.2. Analysis of the Interview 

 

A relatively minuscule corpus of the responses from the participants of the focus group 

interview was developed by the research in order to reach the frequency of the words and 

expressions used by the respondents. This corpus was then analysed on AntConc in order to get the 

most frequent words that formed the ideas and attitudes governing the interview. The frequency list 

yielded by the software demonstrated a positive atmosphere. 

 

Table 28: Encoded Representation of the Codes/Themes that Emerged in the Focus Group 

Interview for Question 1 

Question 1 Codes/themes Responses 

Do you think DDL techniques 

helped you improve your grammar? 

Yes 1, 6, 7, 8, 9, 10, 11, 14, 18, 19, 20, 22, 26 

improve my grammar 4, 11, 12, 13, 20, 21,23 

help me/us learn 15, 8, 19, 4, 23, 10, 26, 11, 6, 21 

 

The first question of the interview was aimed at investigating the overall attitude towards 

and perception of the computational techniques of the study. As can be seen from table 28 above 

“yes” was a frequent answer to the question. 13 out of 26 respondents, which equals to 50% of all 

the respondents, replied to the first question saying “yes” which demonstrates an overall positive 

attitude towards the methodology applied. The second most common code/theme that appeared in 

the responses represented the fact that the students thought DDL techniques helped “improve their 

grammar”. With a strong connection to the second code/theme, the third code/theme also confirms 

this affirmative trend in the answers with 10 respondents reporting that they thought DDL 

techniques “helped them learn” grammar. 

 

Table 29: Encoded Representation of the Codes/Themes that Emerged in the Focus Group 

Interview for Question 2 

Question 2 Codes/themes Responses 

Do you think DDL can also help you 

improve your academic writing 

skills? 

Yes 1, 6, 7, 8, 9, 10, 11, 14, 18, 19, 20, 22, 26 

I can improve/remember/learn 4, 11, 12, 13, 20, 21,23 

different sentences/forms/usages 15, 8, 19, 4, 23, 10, 26, 11, 6, 21 

 

The study was anticipated to have some effect on the way learners perceive and approach 

other skill courses as stated in the introduction of this thesis. As learners are highly expected to 

transfer their grammar knowledge to academic writing courses in particular, it was also important 

to know whether they thought the techniques could be applied in other courses as well. With a view 

to the pioneering rationale of DDL, summarized in the literature review of this thesis, it is possible 

to say that DDL originates in writing. The codes/themes that appeared in the focus group interview 
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in this study confirmed the fact that the learners participating in this study thought the DDL 

methodology applied offered some solutions for writing problems, too. As can be seen in table 29 

above, 13 out of 26 respondents replied saying “yes”, 7 of them reported that they thought they 

could improve their writing as DDL helped them remember and learn more. 10 other respondents 

clarified their positive attitude by referring to the fact that DDL is a source of “different example 

sentences, forms and usages” which eventually increased their exposure to the naturally occurring 

language.  

 

Table 30: Encoded Representation of the Codes/Themes that Emerged in the Focus Group 

Interview for Question 3 

Question 3 Codes/themes Responses 

What is your overall opinion about 

DDL techniques? 

(AntConc) is a good application 1, 6, 7, 8, 9, 10, 11, 14, 18, 19, 20, 22, 26 

(I/We) can use/learn 4, 11, 12, 13, 20, 21,23 

(DDL/AntConc) is helpful 15, 8, 19, 4, 23, 10, 26, 11, 6, 21 

 

The third interview question aimed at receiving subjective wording of what the respondents 

thought about DDL techniques. As table 30 shows, 13 out of 26 students said that the software was 

a “good” application. With only a few suggesting a mobile application that could have facilitated 

the procedures, 7 said that they were able to use the software to learn while 9 others reported 

AntConc to be a helpful tool for learning grammar. 
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CONCLUSION AND IMPLICATIONS 

  

It is possible to say that any educational study can yield positive or negative results 

depending on the variables and circumstances defining the flow of applications. In this study, 

whose aim was to see the extent of the effects that the interaction between learners taking LA 2 and 

DDL techniques, the results were in favour of what is frequently put forth in DDL literature 

reviewed in this study.  

 

This study had some key features: first and foremost, it aimed at understanding realities of a 

particular group of learners in the short run. Therefore, it can be said that the results help 

understand the impact of DDL on these learners only and can only imply that similar studies can be 

carried out with learners of English at tertiary level to see how the effects of the adopted techniques 

will be. However, it should never be forgotten that the result will be different from that of this 

research. Even a follow up study with the same learners under similar circumstances can yield 

different results. These are yet to be discovered and beyond the capabilities of a single research. 

More effort should be put into understanding the long-term effects of these experimental 

techniques. Only experimental because DDL enthusiasts need to take further steps to get people in 

charge of education to believe in the effectiveness of the techniques and adopt it as the principal 

method of teaching. Whatever the opportunities it offers, in the context of the institution at which 

this study was carried out, DDL is considered a study skill by the academic directorate rather than 

an independent body of methodology.  

 

From a more technical point of view, it is possible to say that in today’s rapidly changing and 

growing world, learners need to become self-sufficient in terms of accessing information so that 

they can keep up with the pace. Therefore, the abundance of digital technologies, which allow users 

to access information wherever and whenever they need, can easily find solid grounds as a source 

of inspiration for technology enthusiasts teaching languages to incorporate these into their teaching 

in an effort to provide their students, who were born into a relatively more digitalized world, with 

better opportunities that traditional printed teaching materials, which remain unchanged and 

become obsolete in a very short period of time after learners obtain them, may not. In this same 

vein, in the context of the present study, in order to introduce the notion of combining computer 

technologies and, also web to some extent, as a source of information with self-guided learning as a 

study skill and a major technique to utilize in order to learn a language, AntConc 3.4.4 (Anthony, 

2014), freeware available online that can be used for linguistic inquiries in and outside classrooms 

by learners, was exploited all the way through. The learners were required to carry out KWIC 
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searches using a specified corpus database named the ACAT so that they can notice patterns and 

inform their future language performances. These direct and teacher-guided experiences of learners 

with corpora helped the researcher understand the impact caused by DDL both quantitatively and 

qualitatively, which offers a multidimensional perception of these realities of the samples of the 

present study, though.  

 

From a research-oriented point of view, though, it wouldn’t be assertive to assume that only a 

combination of a chain of similar studies with different variables can yield a better understanding 

of the effects of DDL in the long run. Secondly, this study aimed at developing both the main 

source of language input, the specified corpus database which was named ‘the ACAT’, and 

teaching materials out of this pool of naturally occurring language. With the steps taken to the 

development of these being simple, it took quite a lot of effort and time. It was a painstaking task to 

prepare a whole set of teaching materials prior to the initiation of the study. Thirdly, this study 

highlighted the notion of learner autonomy, which actually means the learners being active and 

taking responsibility of their own learning. This is also in a straight line with the main philosophy 

of the institution where this study was carried out. What this study brought about as novelty was 

the notion of using the materials of receptive-skill courses (listening and reading) and turning them 

into a database to which learners could refer in order to understand grammatical patterns governing 

the meaning and use them in grammar lessons. It can be said that the methodology adopted in this 

study was able to establish reading, and to a smaller extent listening, as the part and parcel of 

language learning activities led within the institution. It was reported by some learners that they can 

now identify grammar items while reading and listening, which in return seems to have helped 

them realize and recall the true pattern of use when they had to use these in academic writing and 

speaking. However, it should never be forgotten that there is still a possibility that the effects of the 

techniques can fade away in time. This deductive and relatively more empirical approach to one’s 

own learning of a language may not be inherited by following generations of learners so long as 

these techniques and this philosophy are not accepted as a general principle by the institution. 

Unfortunately, this research may not go beyond being a mere suggestion of an alternative way of 

how English can be taught as a foreign language. 

 

As for what can be said about the future of teaching English through DDL methods, this 

study, which suggests DDL as a practical approach to both learning and teaching English as a 

foreign language, may not be able to fulfil its purpose without the statement of some future 

implications for researchers studying in the field of corpus linguistics and its educational 

applications, language learners, language teachers who are eager to update, improve and enrich 

their teaching through research as well as tertiary-level curriculum developers who are in search of 

experimental solutions for the long vexed and concurrent problems in language teaching and 

learning.  
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It may be highly unrealistic to say that a single study can ask and answer all the possible 

questions and find solutions for every single issue that may arise. However, it could be possible to 

say that a combination of multiple studies can compensate for what individual studies in the same 

field lack. Therefore, it can be assumed that the scope of this study can be extended through 

applications of other studies that focus on different aspects of the educational applications of 

corpus linguistics and different elements of English which this study doesn’t. 

 

Thinking back to the initial phase of this thesis, the researcher was inspired by the idea that 

when learners are allowed to explore the language by their own means making use of computers to 

analyse digitalized compilations of naturally occurring language, it would be easier to both satisfy 

the needs of the learners and the curricular requirements and objectives of an institution teaching 

English as a foreign language. Therefore, individual differences between learners would not be 

much of an issue as the level and speed of the input is adapted by the learners themselves rather 

than an outsider which is the teacher in a language classroom. Problem solving skills, self-

determination and a sense of independence appear to be the essential survival skills for individuals 

with an academic outlook on life. At this fast pace that knowledge and information emerge and 

evolve, it seems to be a contemporary must for educational institutions to equip their learners with 

autonomous learning skills taking advantage of technology that can be utilized by individuals 

independently. Speaking of autonomy, self-driving vehicles that can access and use information 

from digitalised data-bases to reach a destination safely and soundly seem to be available for 

consumers in a not-so-far future. In a world where even machines can use the web and self-

determine, one may not keep up with this hectic pace of the civilization without being able to learn 

independently and apply what is learned in a way of their own.  

 

Having said all of these above, it should be mentioned that this research aimed at 

understanding the realities of a specific and relatively small group of learners. While the following 

statements may be true about the sample of this study, they may not apply to the whole population 

of learners even in the same institution. Therefore, it would be more feasible to limit the future 

implications of this peculiar study with the specific context of LA 2 learners for following terms.  

 

Regarding the particular context of this research, it can be claimed that, this study shows to 

some extent that the adopted methodology bears educational practicality and that educational 

research carried out by teachers in real life settings can be a way of understanding the learner 

potential within a certain context. Within the vicinity this research was carried out, reportedly and 

as mentioned previously, learners’ achievement in academic writing is expected to be higher even 

though this may not always be the case. This may result from a lack of enough reading at an 

academic level. A survey on how learners perceive themselves as academic writers and how faculty 

teachers evaluate the learners’ current status can yield data supporting the findings of this research 

and inspiring further research that can contribute to the literature. Moreover, further practice 
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materials exploiting corpora other than the ones used in this study can be developed and deepen the 

understanding the issues emerging in classrooms and the effect of the techniques applied in this 

study.  

 

Every year, the number of students accepted to universities in Turkey increases due to the 

growing population of young people. In the particular context of this study, the primary implication 

of this is twofold: first of all, it means there are now more learners to go through this peculiar 

system which increases the burden on teachers teaching subjects like LA and writing which require 

the teacher to provide individual feedback for every learner unless the number of teachers doubles, 

which seems to be a weak possibility. Secondly, the aptitudinal characteristics of new learners may 

not be favourable enough to support a curricular structure which highlights autonomous learning 

and self-sufficiency of language learners. These increase the importance of the need for the 

learners’ self-efficacy and self-determination considering their own learning. It can be assumed that 

DDL techniques and a curriculum based on the use of these techniques can facilitate possible 

difficulties posed by external variables. Therefore, the application of these techniques and teaching 

materials is highly advisable in the particular context of the preparatory programme. This research 

is therefore significant and considerable in that it offers insights into the utilization of DDL 

techniques as a means of problem solution in educational contexts. 

 

To sum up, DDL as a concurrent theme in corpus linguistics is capable of making a change in 

the way English is, or in more general terms, languages are taught. DDL seems to be the perfect fit 

for language schools that run on a tight schedule as it highlights learner autonomy with the use of 

technology carrying language learning beyond the walls of classrooms. Therefore, DDL could 

possibly be a remedy for concurrent shortcomings of in-class language teaching and it can also be a 

language learning skill needed for the perpetuation of learning at one’s own pace offering valuable 

opportunities for learners to develop and apply their personal strategies for language learning.
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