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INTRODUCTION  

 

 

Ana Frankenberg-Garcia 
 

Teaching and Language Corpora (TaLC) conferences are now a well-established biennial event. TaLC began at 

the University of Lancaster sixteen years ago and, after being held there twice, and then successively at the 
universities of Oxford, Graz, Bologna, Granada, and Paris 7, we are delighted that, for the present occasion, we 

have been asked to bring the 8
th
 Teaching and Language Corpora (TaLC 8) conference to the Instituto Superior de 

Línguas e Administração in Portugal.  

The use of corpora in teaching has been growing steadily in the past couple of decades. This increased interest is 

reflected in the 110 proposals from 28 different countries that we received for TaLC 8. The present volume is a 
compilation of the 3 invited talks, 48 papers, 22 posters, 4 software demonstrations and 4 workshops that were 

finally presented at TaLC 8, Lisbon, between 3 and 6 July 2008.  

Just by looking at their titles, it is easy to see how diversified and widespread the domain of teaching and 
language corpora has become.  We have presentations about teaching advanced learners as well as beginners, and 

this includes university students, school children and even pre-schoolers. If in the beginning corpora was used 
mainly to teach English, on this occasion we also have presentations that draw on corpora of Portuguese, 

Mandarin, Cantonese, Spanish, Greek, Russian, Ukranian, Persian, Japanese, Czech, French, German, Italian, 

Lithuanian and Romanian. And it is not just different languages that are represented here, but also different types 
of languages: academic discourse, classroom discourse, youth language, learner language, translated language and 

even the discourse of diplomacy and of subtitles.  

Whereas corpora used to be mostly about the written medium, in TaLC 8 there is no shortage of presentations 
about corpora and speech. In addition to grammar and lexis, many of the papers in these proceedings are about 

phraseology, translation, literature and culture.  

Another point to be made is that this conference is not just about putting existing corpora to use in the classroom, 

but also about compiling different types of corpora for teaching, exploring novel types of pedagogical tagging, 

developing accessible corpus tools for education, using corpora for language assessment and training novice users 
how to use corpora. Of course, not everyone needs to learn how to use corpora. We have here both presentations 

that focus on the direct use of corpora by learners and presentations about developing data-driven materials which 
people who have never heard of corpora can benefit from.     

The content of this volume is also a measure of the direction in which we are heading. It is perfectly clear that 

language corpora are not being used as an end in itself, but as a means of achieving different educational goals in 
different educational settings.  

Our common interest in corpora and teaching has brought together researchers, practitioners and theorists in an 

unprecedented way. It is not just a question of establishing links with delegates from different countries. TaLC is 
an opportunity for corpus compilers to meet corpus users, for people developing corpus tools to exchange ideas 

with people developing corpus-based materials and people using corpora directly in the classroom. It is a chance 
for researchers working with written corpora to meet those working with spoken corpora, for teachers using 

corpora of one particular language to talk to teachers using corpora of other languages, for people interested in 

teaching literature to meet people interested in error analysis. These proceedings are a reflection of the fruitful 
exchange of ideas that will have taken place during TaLC 2008.   





CONTENTS 

 

 

 

KEYNOTE SPEAKERS 

FREQUENCY IS IMPORTANT - AND CHALLENGING: A PRESENT-DAY CORPUS PERSPECTIVE ................15 

Geoffrey Leech 

 

WORKING WITH DIFFERENT CORPORA IN TRANSLATION TEACHING ..........................................................16 

Natalie Kübler 

 

TALC IN ACTION: RECENT INNOVATIONS IN CORPUS-BASED ENGLISH LANGUAGE TEACHING IN 

JAPAN ..............................................................................................................................................................................17 

Yukio Tono 

 

 

 

PAPERS 

RAISING LANGUAGE AWARENESS THROUGH INVESTIGATION OF A LEARNER CORPUS  

OF ONLINE COMMUNICATION ..................................................................................................................................21 

Katherine Ackerley, Fiona Dalziel, Francesca Helm 

 

WHAT DO ANNOTATORS ANNOTATE? AN ANALYSIS OF LANGUAGE: TEACHERSô CORPUS 

PEDAGOGICAL ANNOTATION ...................................................................................................................................27 

José María Alcaraz, Pascual Pérez-Paredes 

 

DDL: REACHING THE PARTS OTHER TEACHING CANôT REACH? ....................................................................38 

Alex Boulton  

 

DISPOSABLE CORPUS IN TRANSLATOR TRAINING: TRANSLATING MEDICAL ABSTRACTS INTO 

L2 ......................................................................................................................................................................................45 

Adauri Brezolin 

 

THE ECPC ARCHIVE: A GATEWAY TO THE MERGING OF CORPUS BASED TRANSLATION STUDIES 

AND CRITICAL DISCOURSE ANALYSIS ..................................................................................................................51 

María Calzada Pérez 

 

USING A CORPUS TO TEACH RHETORICAL FUNCTIONS: STUDENTSô EVALUATION OF A HANDS-

ON CONCORDANCING APPROACH ..........................................................................................................................60 

Maggie Charles 

 

3A DDL APPROACH TO LEARNING NOUN AND VERB PHRASES IN THE BEGINNER LEVEL EFL 

CLASSROOM ..................................................................................................................................................................65 

Kiyomi Chujo, Kathryn Oghigian 

 

MULTIMODAL FUNCTIONA L-NOTIONAL CONCORDANCING ...........................................................................71 

Francesca Coccetta 

 

THE COLLOCATIONS DICTIONARY FOR LEARNERS OF ENGLISH: CORPUS DATA AND USER 

NEEDS .............................................................................................................................................................................80 

Stephen Coffey 

http://www.ling.lancs.ac.uk/profiles/296/
http://wall.eila.univ-paris-diderot.fr/~nkubler/
http://lexicon.tufs.ac.jp/


 

 

CORPORA AND STYLE SHEETS FOR CONTEXT-BASED MT AND LSP ..............................................................85 

Alejandro Curado Fuentes, Héctor Sánchez Santamaría, Patricia Edwards Rokowski, Mercedes Rico Garcia 

 

SAME SAME BUT DIFFERENT ˈ A CORPUS-DRIVEN APPROACH TO THE STUDY OF 

PARAPHRASES ..............................................................................................................................................................90 

Pernilla Danielsson 

 

THE CORPUS DO PORTUGUÊS AND THE ROUTLEDGE FREQUENCY DICTIONARY OF 

PORTUGUESE: NEW TOOLS FOR LEARNERS AND TEACHERS ..........................................................................96 

Mark Davies, Ana Maria Raposo Preto-Bay 

 

CORPUS ANALYSIS IN AN ESP COURSE FOR INTERNATIONAL RELATIONS AND DIPLOMATIC 

STUDIES STUDENTS ..................................................................................................................................................100 

Silvia de Candia, Giulia Riccio 

 

POSITIVE AND NEGATIVE EVALUATION IN NATI VE AND LEARNER SPEECH ...........................................106 

Sylvie De Cock 

 

AN ACADEMIC FORMULAS LIST (AFL): CORPUS LINGUISTICS, PSYCHOLINGUISTICS, AND 

EDUCATION .................................................................................................................................................................111 

Nick C. Ellis, Rita Simpson-Vlach 

 

THE PEDAGOGIC VALUE OF CORPORA: A CRITICAL EVALUATION  .............................................................115 

Lynne Flowerdew 

 

COLLOCATIONS AND IDIOMS IN ELT TEXTBOOKS: THIRST FOR EFFICIENT METALANGUAGE ...........120 

Céline Gouverneur 

 

LINGUISTIC DETERMINANTS OF ENGLISH FOR ACADEMIC PURPOSES ......................................................128 

Christoph Haase 

 

EXPLORING THE MARKING OF STANCE IN ARGUMENTATIVE ESSAYS WRITTEN BY  

EFL LEARNERS AND NATIVE SPEAKERS OF ENGLISH .....................................................................................133 

Anna-Maria Hatzitheodorou, Marina Mattheoudakis 

 

A CORPUS STUDY OF INTELLECTUAL DEMANDS IN ENGLISH LANGUAGE CLASSROOMS:  

A CROSS-LINGUAL PERSPECTIVE ..........................................................................................................................142 

He, Ane, Walker, Elizabeth, Wang, Lixun 

 

A CORPUS-BASED LINGUISTIC PROFILING OF HIGH AND LOW STUDENT ENGAGEMENT 

CLASSROOMS IN SINGAPORE SCHOOLS ..............................................................................................................148 

Huaqing Hong 

 

ñWELL I DON'T KNOW WHAT ELSE CAN I SAYò DISCOURSE MARKERS IN ENGLISH LEARNER 

SPEECH .........................................................................................................................................................................158 

Joanna Jendryczka-Wierszycka 

 

A GUIDED COLLABORATION TOOL FOR ONLINE CONCORDANCING WITH EFL EAP LEARNERS .........167 

Przemysğaw Kaszubski 

 

TRACING THE EMO SIDE OF LIFE. USING A CORPUS OF AN ALTERNATIVE YOUTH CULTURE 

DISCOURSE TO TEACH CULTURAL STUDIES ......................................................................................................176 



Bernhard Kettemann 

 

USER-FRIENDLY CORPUS TOOLS FOR LANGUAGE TEACHING AND LEARNING .......................................183 

Iztok Kosem 

 

RHETORICAL TEXT STRUCTURE IN ACQUIRING READING SKILLS IN L3 ...................................................193 

Svitlana Kurella, Serge Sharoff, Antony Hartley 

 

SMALL WORDS, BIG DEAL: TEACHING THE USE OF FUNCTION WORDS AND OTHER KEY ITEMS 

IN RESEARCH WRITING ............................................................................................................................................198 

David Y.W. Lee, Sylvia Xiao Chen 

 

FORMULAIC SEQUENCES IN APPRENTICE WRITING ï DOES MORE MEAN BETTER? ...............................207 

Agnieszka LeŒko-SzymaŒska 

 

WORD TYPE GROUPING IN SECONDARY SCHOOL TEXTBOOKS ....................................................................213 

Inger Lindberg, Sofie Johansson Kokkinakis  

 

A CORPUS-BASED APPROACH TO AUTOMATIC FEEDBACK FOR LEARNERSô MISCOLLOCATIONS .....217 

Anne Li-E Liu, David Wible, Nai-Lung Tsao  

 

POLISHING PAPERS FOR PUBLICATION: PALIMPSESTS OR PROCRUSTEAN BEDS? ..................................226 

John McKenny, Karen Bennett  

 

TEACHING COLLOCATIONS THROUGH DDL: DESIGN, IMPLEMENTATION AND PRELIMINARY 

RESULTS OF A CORPUS-BASED LEARNING EXPERIENCE ................................................................................231 

María Moreno Jaén  

 

BAWE: AN INTRODUCTION TO A NEW RESOURCE ............................................................................................239 

Hilary Nesi  

 

CREATING AN ORAL CORPUS FOR TEACHING PURPOSES ï WITH STUDENTS OF SPANISH AS 

AUTHORS .....................................................................................................................................................................247 

Carlota Nicolás Martínez  

 

ORAL LEARNER CORPORA AND ASSESSMENT OF SPEAKING SKILLS .........................................................251 

John Osborne  

 

AN ONLINE SYSTEM FOR ERROR IDENTIFICATION IN BRAZILIAN LEARNER ENGLISH .........................257 

Tony Berber Sardinha, Tania M G Shepherd  

 

INVESTIGATIVE LEARNING IN DIFFERENT TYPES OF ACADEMIC WRITING IN THE SPACE 

CORPUS .........................................................................................................................................................................263 

Josef Schmied  

 

SEEKING NEEDLES IN THE WEB HAYSTACK: FINDING TEXTS SUITABLE FOR LANGUAGE 

LEARNERS....................................................................................................................................................................268 

Serge Sharoff, Svitlana Kurella, Anthony Hartley  

 

AUTOMATIC CLOZE GENERATION: GETTING SENTENCES AND DISTRACTORS FROM CORPORA .......274 

Simon Smith, Scott Sommers, Adam Kilgarriff  

 



USING CORPORA AT SECONDARY SCHOOLS: TEACHING LITERATURE AND LINGUISTIC 

KNOWLEDGE ...............................................................................................................................................................281 

Bettina Fischer-Starcke  

LEARNERS PUT CONCEPTUAL METAPHOR THEORY TO THE TEST ..............................................................288 

Scott Staton  

 

CORPUS, HUMOR AND TRANSLATOR TRAINING ...............................................................................................292 

Stella E. O. Tagnin  

 

THE PHRASEOLOGICAL ERRORS OF FRENCH-, GERMAN- AND SPANISH-SPEAKING EFL 

LEARNERS: EVIDENCE FROM AN ERROR-TAGGED LEARNER CORPUS .......................................................300 

Jennifer Thewissen  

 

IN THIS PRESENT PAPERé SOME EMERGING NORMS IN LINGUA FRANCA ENGLISH WRITING IN 

THE SCIENCES? ...........................................................................................................................................................307 

Christopher Tribble  

 

POLITENESS IN ACADEMIC SETTINGS: THE CASE OF MICASE .......................................................................310 

Josta van Rij-Heyligers  

 

A DATA-DRIVEN APPROACH TO LEARNING AND TEACHING PHRASEOLOGY ..........................................316 

Martin Warren  

 

THE SACODEYL SEARCH TOOL ï EXPLOITING CORPORA  FOR LANGUAGE LEARNING PURPOSES ....321 

Johannes Widmann, Kurt Kohn, Ramon Ziai  

 

TO BUILD A PRESCHOOLERôS ORAL CORPUS IN SINGAPORE:  IMPLEMENTATION, APPLICATION 

AND IMPLICATION  .....................................................................................................................................................328 

Shouhui Zhao, Yongbing Liu, Hock Huan Goh  

 

 

 

POSTERS 

APPLICATION OF CORPUS LINGUISTICS TO EFL TEACHER EDUCATION IN CHINA ..................................339 

Anping He 

 

A CORPUS-BASED DESCRIPTION OF SUBTITLES FOR THE DEAF AND THE HARD OF HEARING 

(SDH) IN BRAZIL .........................................................................................................................................................345 

Vera Lúcia Santiago Araújo, Élida Gama Chaves 

 

COMPUTER-AIDED ERROR ANALYSIS AND STUDENTSô LEARNING DISORDERS: THE CASE OF 

SPELLING .....................................................................................................................................................................351 

María Belén Díez-Bedmar 

 

THE USAGE OF SUBCORPORA IN HIGH SCHOOL: INVESTIGATING SHORT-TERM LINGUISTIC 

CHANGES .....................................................................................................................................................................355 

Nina Dobrushina 

 

FOCUSING ON LEARNING OUTCOMES: USING CORPORA AT A UNIVERSITY OF TECHNOLOGY ..........360 

Andreas Eriksson 

 

PORTUGUESE AS A FOREIGN LANGUAGE: LANGUAGE TEACHING FOR SPECIFIC PURPOSES 

BASED ON CORPORA .................................................................................................................................................364 

Telma de Lurdes São Bento Ferreira, Luciene Novais Mazza 



 

A SPECIAL-PURPOSE CORPUS APPLICATION ......................................................................................................375 

Cecília Monteiro Fróis 

MOTIONAL AND ASPECTUAL MEANINGS OF COME + TO_INFINITIVE IN NATIVE AND NON-

NATIVE VARIETIES OF ENGLISH ............................................................................................................................379 

Sara Gesuato 

 

FEEDBACK FROM INTEGRATING CORPUS CONSULTATION IN TEACHING GREEK AS MOTHER 

TONGUE AT SCHOOL .................................................................................................................................................386 

Maria Giagkou, Ioanna Antoniou-Kritikou 

 

CONSTRUCTING KNOWLEDGE VIA METAPHOR IN SINGAPOREAN STUDENT WRITING: A 

CORPUS-BASED STUDY ............................................................................................................................................392 

Libo Guo, Huaqing Hong, Shanshan Wang, Siti Azlinda 

 

CORPORA IN THE TEACHING OF ENGLISH IN FLEMISH SECONDARY SCHOOLS:  CURRENT 

SITUATION AND FUTURE PERSPECTIVES ............................................................................................................400 

Liesbet Heyvaert, An Laffut 

 

CORPORA IN THE CLASSROOM AND BEYOND: ASPECTS OF CORPUS COMPETENCE ..............................410 

Rolf Kreyer 

 

USING RNC IN TEACHING RUSSIAN BUSINESS COMMUNICATION ...............................................................415 

Anna Levinzon 

 

THE CONCEPT OF ñTEXT FACETò AS A MEANS TO ACHIEVE PEDAGOGICAL INDEXATION OF A 

TEXT BASE DEDICATED TO LANGUAGE TEACHING ........................................................................................421 

Mathieu Loiseau, Georges Antoniadis, Claude Ponton 

 

USING LINGUISTIC CORPORA IN TEACHING CZECH GENITIVES AFTER QUANTIFIERS TO 

ENGLISH NATIVE SPEAKERS ..................................................................................................................................426 

Michaela Martinková 

 

HOW TO DEFINE AN ENRICHED CORPUS FROM A PEDAGOGICAL PERSPECTIVE? THE MEDI@TIC 

CASE ..............................................................................................................................................................................432 

Maribel Montero Perez, Hans Paulussen, Nathalie Faidherbe, Piet Desmet 

 

CONSTRUCTING A LARGE-SCALE ENGLISH-PERSIAN PARALLEL CORPUS ................................................440 

Tayebeh Mosavi Miangah 

 

FLT MEETS SLA RESEARCH: THE FORM/FUNCTION SPLIT IN THE ANNOTATION OF LEARNER 

CORPORA .....................................................................................................................................................................446 

Stefano Rastelli, Francesca Frontini 

 

ñAND WEôRE TALKING ABOUT ALL THE CRUCIALLY IMPORTANT THINGSò: EXPLORING THE 

PROGRESSIVE IN BULGARIAN AND GERMAN EFL WRITING ..........................................................................452 

Svetla Rogatcheva 

 

LEARNER CORPUS AND ENGLISH AS A FOREIGN LANGUAGE ï AN EXPERIMENT WITH PUBLIC 

SCHOOL STUDENTS IN BRAZIL ..............................................................................................................................458 

Lílian Figueiró Teixeira, Rove Luiza de Oliveira Chishman 

 

IMPATIENCE IS A VIRTUE: STUDENTS AND TEACHERS  INTERACT WITH CORPUS DATA ï NOW ........463 

James Thomas 



 

 

 

COMPARING TERMS OF TOURISM IN ESP TEXTBOOKS, LEARNERôS DICTIONARIES AND 

CORPORA IN ORDER TO BUILD A TOURISM ONTOLOGY.................................................................................470 

Patricia Tosqui-Lucks 

 

 

 

SOFTWARE DEMOS 

CORPUSLAB: BRIDGING THE GAP BETWEEN CORPORA AND LANGUAGE LEARNING ............................481 

Michael Barlow 

 

THINGS A PARALLEL CORPUS CAN DO ................................................................................................................482 

Ana Frankenberg-Garcia, Pedro Sousa, Rosário Silva, Susana Inácio 

 

THE NEW MICASE ONLINE INTERFACE AND ITS POTENTIAL FOR EAP TEACHING ..................................483 

Ute Römer, Stefanie Wulff 

 

THE SLOW PATH TOWARDS FAST LEARNING: SPEECH CORPUS INTEGRATION INTO THE 

TRAINING OF CHINESE INSTRUCTORS THROUGH SPEECHINDEXER ...........................................................484 

Jozsef Szakos, Ulrike Glavitsch 

 

 

 

WORKSHOPS 

USING XAIRA TO EXPLORE YOUR XML CORPUS ...............................................................................................487 

Guy Aston, Lou Burnard 

 

EXPLORING AND TEACHING THE PHRASEOLOGY OF ACADEMIC DISCOURSE .........................................488 

Michael Barlow, Ute Römer 

 

TALC AT TALC: TEACHING AND LINGUATECA'S (PORTUGUESE LANGUAGE) CORPORA ......................490 

Ana Frankenberg-Garcia, Belinda Maia, Cláudia Freitas, Diana Santos 

 

ANNOTATING PEDAGOGY: IMPLEMENTING LANGUAGE TEACHING AND LEARNING-ORIENTED 

ANNOTATION ON CORPORA ...................................................................................................................................491 

Pascual Pérez-Paredes, José M. Alcaraz 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
KEYNOTE SPEAKERS 





 

 

FREQUENCY IS IMPORTA NT - AND CHALLENGING:  

 A PRESENT-DAY CORPUS PERSPECTIVE 

 

Geoffrey Leech 

Lancaster University, UK  

I begin my lecture with a brief survey of how frequency - in particular, word frequency - had a role in language 

learning in the days before electronic corpora existed. Then I consider how the 'corpus revolution' made available 

frequency information about language use in a totally unprecedented way from the 1960s onward. We now live in 

an age where frequency dictionaries and frequency-based grammatical information are becoming more and more 

available - for example, a new corpus-based frequency dictionary of Portuguese has just been published. New 

sources of frequency information from the Web are being tapped. Various kinds of knowledge found in present-

day learners' dictionaries (grammatical, collocational, semantic) are getting to be frequency-based.  

But how far is this useful for the language teacher and learner? Is the right kind of frequency knowledge being 

captured? In the second half of the presentation, I will consider the equation "more frequent = more important", 

what questions of frequency we really need to ask, and how far they can be answered in the present state of corpus 

linguistics.  



 

WORKING WITH DIFFERE NT CORPORA IN TRANSL ATION TEACHING  

Natalie Kübler 

Université Paris 7, France  

Corpus use in translation teaching has established itself for some time now. Several types of corpora have been 

taken into account in this field, such as parallel (also called translation) corpora, comparable corpora, monolingual 

corpora, disposable corpora, specialised vs "general" corpora etc.  

Depending on the translation type -- literary or pragmatic translation -- corpus use can vary very much and offers 

several approaches to help learners with the act of translating. This paper however will focus on pragmatic 

translation, i.e. translation that is based on communicative, rather than literary criteria.  

We will present the different possible approaches that can be applied for translation and translation teaching, and 

the different types of corpora used in this respect. Learner translation corpora will be presented to illustrate how 

such a corpus can be used in teaching translation. This type of corpus (which could be defined as a sub-type of 

learner corpora), is still quite rare. Suggestions for combining different approaches to obtain better results will be 

shown.  



 
TALC IN ACTION: RECE NT INNOVATIONS IN  

CORPUS-BASED ENGLISH LANGUA GE TEACHING IN JAPAN  

Yukio Tono 

Tokyo University of Foreign Studies, Japan 

In this talk, I will present recent innovations in English language teaching in Japan with a special emphasis on the 

creation of the world's first corpus-based TV English conversation program. The program ran from 2003 to 2006, 

a hundred units featuring 100 keywords selected based on BNC. Each unit focuses on useful collocation patterns 

of the keywords, with model skits videotaped in UK, USA and Australia, and ample exercises. A special CG 

character called "Mr Corpus" introduced the corpus ranking.  

The impact of the program was significant. More than a million people watched the program and the word 

"corpus" became a familiar term. Various corpus-based teaching materials have been published since then. There 

is also a growing demand among English teachers to know more about corpora and corpus-based ELT. I will 

report on some of these recent developments in Japan and share some useful tips, guidelines, and a lesson I 

learned from these experiences.  
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RAISING LANGUAGE AWA RENESS THROUGH INVESTIGATION OF A LEARNE R CORPUS  

OF ONLINE COMMUNICAT ION 

 

Katherine Ackerley
1
 

Fiona Dalziel
2
 

Francesca Helm
3
 

 

Abstract 

This paper will describe the use of a learner corpus of online written communication. Over the past few years, 

English language courses at the University of Padova, Italy, have made extensive use of software for computer-

mediated communication (CMC) for a wide range of language learning activities. The texts produced by these 
learners represent a wide range of genres and include: personal profiles, learner diaries, online debates, formal 

reports and compositions, peer interaction, teacher/student interaction. While this emphasis on learner 

production and interaction is believed to foster second language acquisition, it is also important for learners to 
focus on form. By building óquick and dirtyô local learner corpora the authors have explored learnersô patterns of 

language use and identified some problem areas. With the compilation of a reference corpus it has also been 
possible to investigate the overuse, underuse and avoidance of forms such as modal verbs and expressions of 

agreement. The authors have developed a variety of learning activities, from worksheets for classroom use to 

data-driven activities where the learners access both reference corpora and those made up of their own work. The 
piloting of these materials appear to confirm that this can be a stimulating way for learners to become aware of 

patterns of their own language use and to ñnotice the gapò between their output and the target input. The success 
of these activities with the learners together with the realization that we have at our disposal a wealth of 

electronic learner production has led us to start a more ambitious project of compiling a more systematic learner 

corpus of online communication, the Padova Learner Corpus. This could constitute a highly original diachronic 
learner corpus containing texts learners produce during the 3 years of their university careers and consisting of 

different genres. 

  
Keywords: computer mediated communication, online genre, learner corpus, reference corpus, data-driven 

learning 
 

 

The Learning Context 

The learner corpora presented contain the written production of undergraduates studying on the two language 

degree courses, Lingue, letterature e culture moderne and Discipline della mediazione linguistica e culturale at 
the University of Padova. In the 2007-2008 academic year, over 500 students enrolled on these courses. Students 

come from a variety of language learning backgrounds and their level of language competence at entry ranges 

from A2 to B2 level according to the Common European Framework of Reference for Languages (Council of 
Europe, 2001). At the beginning of the first year, students sit a placement test to divide them into reasonably 

homogenous groups for their English classes. The English courses adopt a blended approach to language learning, 

with students attending lessons in the classroom and in the multimedia language laboratory, and carrying out 
individual and group assignments online. 

 

CMC and language learning 

Computer-mediated communication (CMC) has been used for language learning for many years at Padova 

University. Although CMC can take on various forms, in this paper we use CMC to refer to asynchronous written 

                                                
1 Katherine Ackerley is an English language teacher and researcher at the Faculty of Arts and Humanities, University of Padova. She 

is the co-ordinator of online language learning for the University Language Centre. Her research interests include the application of 

corpus linguistics to language learning, online language learning and computer-mediated communication. 
2 Fiona Dalziel is an English Language teacher and researcher at the Faculty of Arts and Humanities University of Padova. She is the 

co-ordinator of the CercleS European Language Portfolio (ELP) project for the University Language Centre. Her research interests 

include corpus-based approaches to language learning, learner corpora, the ELP and online language learning.  
3 Francesca Helm is an English language teacher and researcher at the Department of International Studies, University of Padova. Her 

research interests are in the areas of computer-mediated communication and the use of technology in language learning; intercultural 

communication and telecollaboration; learner corpora and corpus-based approaches to language learning. 



production and interaction mediated by networked computers, allowing for ñmany to manyò communication. 

CMC is seen not only as a tool to enhance language learning but as a part of everyday communication and 

information practices in educational, professional, recreational and interpersonal realms (Thorne 2008: 417). The 
ability to communicate in a foreign language through CMC is deemed to be a fundamental requirement for our 

learners to become active, óliterateô members of the Information Society. As Warschauer (2000) writes, ñif our 

goal is to help students enter into new authentic discourse communities, and if those discourse communities are 
increasingly located online, then it seems appropriate to incorporate online activities for their social utility as well 

as for their perceived particular pedagogical value.ò 

In their computer-conferencing environment, FirstClass, learners engage in a variety of written tasks which 

involve production, such as writing personal profiles, diaries, reports and interaction with other learners, 

participating in online debates, peer review and surveys. CMC has been embraced enthusiastically by both 
teachers and learners because learners become more active and confident users of the target language, they engage 

in collaborative learning and are highly motivated, corroborating research findings (Chun 1994, Kern 1995, 

Warschauer 2000) about the value of CMC for language learning. The use of CMC in language teaching has been 
based mainly on sociocultural and interactionist theories of Second Language Acquisition (Thorne 2008) whereby 

it is through the construction and negotiation of meaning that learners develop their foreign language competence. 
SLA researchers have sought to demonstrate how learnersô language production and interactional skills improve 

as they are pushed to produce more output and negotiate meaning in interaction (Pellettieri 2000).  

 

CMC and focus on form 

Although the focus in sociocultural and interactionist approaches to online language learning tends to be on 
communication and the negotiation of meaning, CMC practitioners have recognised that ñlearners need reflective 

activities to develop language awareness, as well as productive activities, in order to become effective and 

autonomous learnersò (Levy and Kennedy 2004: 53). In our particular context, the emphasis on communication 
and meaning is at times felt to take time away from a focus on form; in end-of-course questionnaires learners have 

revealed a desire for more personalised feedback and correction of mistakes, but with one language instructor per 

100 students, individualised feedback is a huge burden on the teacher and not always possible. 
The SLA literature regarding ófocus on formô looks at how to balance attention to fluency and form specifically in 

communicative contexts. As Doughty and Williams (1998: 3) write, ñfocus on form entails a prerequisite 
engagement in meaning before attention to linguistic featuresò. One of the advantages of CMC is that a permanent 

record remains of all production and interaction and these records are valuable for post-activity discussion and 

reflection. It is interesting, however, that to date few practitioners have considered using a corpus approach to 
focus on form in post-task reflective activities, with the exception of Belz (2004).  

 

A óquick and dirtyô local learner corpus of online debates 

In an attempt to meet our learnersô needs we have started to compile what Seidlhofer (2002) describes as ñ óquick 

and dirtyô local learner corporaò to identify problem areas across large groups of learners. Small corpora of learner 
productions on particular tasks, for example online debates, have been compiled to explore problem areas for our 

students and identify mistakes across groups of learners. For instance in the academic years 2006/7 and 2007/8 

online debates were carried out on topics of social interest, such as the death penalty, euthanasia, immigration and 
integration and the legalization of soft drugs. The aims of the debate were to improve general language skills 

through a motivating task and to develop sensitivity to register differences. The students contributed to the debates 
using an informal register as they were interacting with their peers, debating social issues in a forum intended to 

be similar to public discussion forums found on the Internet, for instance those related to news sites, such as the 

BBC. For each debate the students were given a prompt and a series of Internet links to related articles. The 
students knew that they would not be assessed on the quality of their work, but that the aim of the activity was to 

communicate in English and to interact with their peers by expressing their opinions on various controversial 
issues.  

 

Compiling a reference corpus 

The identification or compilation of appropriate reference corpora in learner corpus studies is a complex affair. 

How appropriate is it to use a large corpus like the BNC as a reference corpus? Small learner corpora tend to 

consist of samples of just one genre (usually the academic essay) while large reference corpora have a whole array 
of text types. While some features of learner production may not vary across different modalities and genres, other 

features may be genre- and mode-specific (Barlow 2005: 336). Our debate corpus represents an online genre, but 
most of the large reference corpora contain few or no examples of CMC; the texts included conform mainly to 



'predigital epistolary conventions' (Thorne 2008: 417). It was thus decided that it would be more appropriate to 

compile a reference corpus that represented, as far as possible, the same genre of text, written in the same mode 

by proficient target language users. We compiled a reference corpus which consists of contributions to public 
discussion forums on the same topics that the learners had discussed with their peers. The forums we selected 

came from the óBBC Have your Sayô website and were similar to the type of online debate our learners engaged 

in, that is discussions about contemporary social issues (migration and euthanasia) stemming from a prompt or 
news story.  

 

Creating activities  

As mentioned above, the design of teaching activities involved a ñquick and dirtyò approach to corpus 

compilation and analysis. The aim was to identify problem areas that could be dealt with during the course, while 
the task on which the learner corpus was based was still fresh in the minds of learners. The authors chose first to 

look at the debate on immigration conducted in the 2006/7 academic year. The learner corpus consisted of 111 

texts written by 65 learners (the learners had contributed between one and ten messages to the debate). The total 
number of words was 17,905. After selecting a suitable reference corpus, as described above, it was decided to 

start by looking at learnersô use of modal verbs: these are known to be a challenging area of English grammar for 
learners, and their use has in fact already been investigated in a number of learner corpus studies (see for example 

Aijmer 2002; Hyland and Milton 1997). Moreover, it was also thought that modals, an important way of 

expressing stance, could be particularly relevant to the genre of online debates, where students are expected to 
take an ideological standpoint on various issues.  

An initial comparison between the learner and reference corpus of debate messages on the topic of immigration 
and the reference corpus revealed, for example, that must appeared more often in the learner corpus (35 times as 

opposed to 23 in the reference corpus) whereas should was used less frequently by learners (63 times as opposed 

to 85 in the reference corpus). Moreover, all occurrences of must regarded its deontic/root rather than epistemic 
meaning, and of these, 12 referred to the obligations of immigrants in the host country. Such use was rare in the 

reference corpus, occurring only three times, with most instances of must relating to the obligations of the host 

community. One set of activities, designed for classroom use, was aimed at helping learners to reflect on the 
strong obligation expressed by must, which in some circumstances could be considered inappropriate. The 

learners were first given a printed sheet containing a number of concordance lines from the reference corpus from 
which the verb should had been deleted and were asked to decide which word was missing. 

 

  
29 enviously the achievements of others. Migration        be strictly controlled. 

30                                                           Immigrants        be helped and encouraged. Otherwise 
31two or more years. This is outrageous! Migration        be encouraged as we bring skilled 

32 ght those countries to that position. So migration        not be stopped. To live away from your 

33 nk all those people who have suggested migrants        adopt the cultures and traditions of their 
34 eekers or otherwise) and also believed the Maori        be denied any financial help 

35 y you will become a citizen of our country, but it        be fully up to Americans to decide who 

36 migration should be afforded equally to all, yet it        not grow to a point where it creates a 
37 lly be absorbed into the culture. Yes immigration        be reviewed often and as necessary. 

38                                                  Mass immigration        be stopped altogether in the UK and 
39 trategies. Secondly, more political stability issues        be addressed with more emphasis on l 

40 ts legal form, should be encouraged. Immigration        be afforded equally to all, yet it should 

41 To integrate takes time so the rate of Immigration        be proportionate to that. 
42  media coverage. Asylum seekers and immigrants        not be used 

 
Exercise based on concordance lines from immigration reference corpus 

 

1. Learners were then shown concordances of must from the learner corpus and asked to identify the subject of the 
modal verb, to decide in which cases must could be replaced by should and what difference this might make to 

meaning.  

 
abits somehow. On the one hand, every country must welcome immigrants, on the other hand, 

e iene" made a report on this problem!!! I do must say that Senegaleses are very good and 
ll together is important cooperate: everybody must have a dignified job, everybody have to 

hasn't changed, I still think that foreigners must be accepted (they obviously must behave 

migrant comes to the country where I live, he must respect the rules we have...so: no temp 
in conclusion, if an immigrant comes here he must treat this country as his second home, 



far as the wall in Via Anelli is concerned I must admit that some immigrants are really v 

I think those who enter Italy must adapt their needs to Italian's rules. I 

foreigners must be accepted (they obviously must behave in a polite and correct way!). T 
ened to Enrico, and I think that those people must be punished... And, Valentina, I don't 

ly here. I feel really sorry for peopole that must escape, leaving their own houses and la 

PEOPLE WHO LIVE IN IT... BUT THERE MUST BE COLLABORATION 
th you about criminals who come to Italy.They must be all sent to jail. But concerning beg 

ing the beggers that cheat and criminals they must be punished according to the law.No pit 
t welcome immigrants, on the other hand, they must conform themselves to usages and 

nally I would never give them any money. They must go and work as everyone else.The only 

efully in our nation!! If they come here they must have the true intention to work and to 
o recognize people by seeing their face, they must let us see who they are. It's also a po 

 

Some examples of must from the learner corpus 
 

2. Modals were also the subject of hands-on data-driven corpus activities (Johns 1993) presented in the language 
laboratory, but with focus on the verb may. This time, the debate had been carried out in the 2007/8 academic year 

and the corpus consisted of 15,694 words. First of all, students were asked to fill in a table comparing the 

frequency of modal verbs in the learner and the reference corpus, using the wordlist function of Wordsmith Tools. 
The biggest difference concerned may, appearing only once in the learner corpus but 19 times in a reference 

corpus of the same size.  

The learners were then asked to look in detail at how may was used in the reference corpus, where it appeared 8 

times with its function as an indicator of concession. The learners were not aware of the latter use, and this led to 

reflection on how conceding a point in a discussion or debate can be an effective way of bringing oneôs audience 
around to oneôs own point of view. 

Another laboratory task involved hands-on work using learner (17,086 words) and reference corpora of debates on 

the issue of euthanasia. A preliminary analysis of the corpora had investigated not only the use of modals but of 
other epistemic devices, using a list compiled by McEnery and Kifle (2002). This revealed overuse on the part of 

the learners of the noun possibility, probably due to the influence of the L1, in this case Italian for the majority of 
the learners. The learners themselves were asked to look at the use of the word possibility in the two corpora. 

They discovered that it occurred 18 times in the learner corpus but only once in the reference corpus. They were 

then required to look at the occurrences of possibility in the learner corpus and to think of possible alternatives. 
The students came up with various answers, including the use of modals and semi-modals (can, could, be able to) 

or the word opportunity. 

One classroom task looked at expression of agreement and disagreement, once again with reference to the online 

debate topic of immigration and integration (2007/8). Working with printed concordance lines, first of all, the 

learners identified some inappropriate uses of the verb agree in their own work. They then went on to see how in 
both corpora (learner and reference), emphasis could be given to expressions of agreement (I agree 

wholeheartedly, I couldnôt agree more etc.) and how hedging was often used in order to put forward a difference 

of opinion without offending a potential reader. Interestingly enough, in the majority of cases in the reference 
corpus when the verb agree was used, the writer then went on to express disagreement (I do agree that é but é).  

 

Padova University Learner Corpus 

The use of these mini learner corpora, created ad hoc for the needs of a particular class, proves both useful and 

stimulating for students, but the need for the more systematic collection of the vast amount of materials stored on 
FirstClass has been recognised. Although extensive research has been carried out on existing learner corpora 

(Granger, Hung and Petch Tyson 2002; Prat Zagrebelsky 2004), it has been pointed out that these are currently 
restricted to general and academic English (such as argumentative essays) generally produced by advanced 

learners and that longitudinal corpora are rare (Barlow 2005; Tono 2003; Prat Zagrebelsky forthcoming).  

The wealth and variety of texts written by students of varying levels of competence throughout their 3 years of 
study (or five in the case of those doing a post-graduate course) provides exciting opportunities for both research 

and materials development. Work has therefore recently begun on the creation of the Padova University Learner 

Corpus. This involves obtaining studentsô permission for their work to be used for research purposes and 
gathering and recording data about individual learners and tasks. The work of consenting students is then retrieved 

from FirstClass and archived in sub-corpora, which allow the researcher to study the language produced by a 
given group of students in a specific text type (see table below). These sub-corpora vary in register from personal 

presentations and the informal messages exchanged between peers in the Student Bar, an area created to allow 



online socialising, to the language produced in formal reports. The degree of spontaneity or planning with which 

each text is produced also affects the kind and quality of language. Messages in the Student Bar tend to be totally 

spontaneous, while the Personal Profiles, though written in informal English, undergo a process of peer revision 
and are eventually assessed, therefore a certain degree of planning and editing goes into their writing.  

 

Sub-corpora Text type Year of study Level No. words 

Student Bar Informal messages 
between students 

1
st
 year A2-B1 30,000 

Personal Profile Informal written 

presentations 

1
st
 -2

nd
 year A2-B2 52,900 

Learner diary Diachronic collection of 

weekly messages  

1
st
 -2

nd
 year A2-B2 315,000 

Formal reports Reports summarising 
online debates 

1
st
 year A2-B2 32,700 

Debate corpus Informal online debate on 

social issues  

1
st
 year B1-B2 150,000 

Total    580,600 

Table 1: Sub-corpora in the Padova University Learner Corpus 

 

Conclusions 

We are still at the early stages of corpus compilation: texts have been gathered but decisions still need to be made 

regarding issues such as treatment of spelling mistakes and error tagging, how best to organise the data and how to 
make it accessible. To achieve this it is necessary to ensure with the systematic retrieval of and archiving of texts, 

taking care to include significant metadata about both text types and students. The future objectives of this 
research include not only a broader and more systematic approach to corpus design, but also the further analysis 

of the various sub corpora with a view to continued development of materials that are relevant to studentsô needs. 

Another, more ambitious aim would be to analyse the language produced by individual students across different 
texts and over time, allowing the researcher to observe a learnerôs progress longitudinally, over his/her three years 

of university study. A short-term objective is to integrate data-driven learning based on learner corpora more 

extensively in order to see which types of tasks are successful and which need further development. It is hoped 
that these activities will increase studentsô awareness of the usefulness of corpora in their own language learning 

with the final aim of enabling them to become more autonomous and successful learners.  
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Abstract 

One of the most neglected areas of research in corpus-based language teaching is the pedagogical annotation of 
corpora. The studies that deal with this emerging area are scarce, dealing mainly with theoretical aspects (Braun 

2005, 2006, 2007) and practical implementation issues (Pérez-Paredes and Alcaraz 2007).  

The two case studies we report involved professionals of different background and training experience. Our 
research discusses quantitative as well as qualitative data that emerges from the annotations analyzed. The 

former include an analysis of different levels of annotation relevant in pedagogical corpus annotation (corpus, 

text and section levels) and different measures concerning the categories and keywords annotated. The qualitative 
information we have considered incorporates background data of the annotators as well as insights into the 

mediation role underlying the annotating task of the teachers in the study. Despite the explorative scope of our 
study, the results show that, while retaining significant differences in terms of the annotation items targeted, the 

annotations share a common understanding of the role and scope of pedagogic annotation in language teaching. 

These results reveal that pedagogical annotation may become an important tool in a situation where teachers 
organize language learning experiences around the use of ad-hoc, teacher-led corpus-based materials that focus 

on the specific needs of learners, as opposed to situations which make use of either raw texts, where no 
annotation is available, or POS tagged corpora. The authors suggest that further research will be necessary to 

establish more solid links between pedagogical annotation and needs-driven selection of corpus-based materials 

in the language classroom. The authors propose the use of two annotation density measures to gain further insight 
into idiosyncratic annotation behaviour. Despite the limitations of the case study methodology, this research 

shows that pedagogical annotation can be measured and analysed. 

Keywords: corpus annotation, youth language, corpus-based teaching, material development, software-aided 
analysis of language 

 

 

Pedagogical annotation in the field of corpus-based studies: from possibilities to feasible corpus-based 

materials 

Different researchers have turned their attention to the role of corpora in the foreign language classroom 

(Fligelstone 1993, Barlow 1996, Aston 1997, Hunston 2002). Römer (forthcoming) has examined these 
contributions in the light of the distinction between direct and indirect applications of corpora to language 

education. The latter benefit from insights into the descriptive nature of language to inform language teaching. 

Examples of this application are the selection of lexis based on frequency or on the patterning features of 
language, including phraseology and collocation studies. Revisiting commonly taught grammar such as modality 

or verb tenses has also been in the researchersô agenda. By describing the language based on language corpora, 

new evidence is gathered on the ways language works and, most significantly, on the way language is used by 
speakers. 

Indirect applications, on the contrary, bring existing language corpora to the classroom. As Römer (forthcoming) 
puts it, while indirect approaches ñcentres on the impact of corpus evidence on syllabus design [...] and is 
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concerned with corpus access by researchersò, direct approaches are ñmore teacher and learner-orientedò. In this 

context, the learner becomes a researcher, a detective, and the corpus is the field where students are exposed to the 

reality of language use. The main learning activity of direct applications is the examination of concordance lines 
and, consequently, the examination of nodes in a given context. This activity requires that learners induce 

meanings and formulate hypothesis about how language works. In general terms, corpora are seen here as 

complements to traditional teaching resources. 

In the two approaches above we can appreciate that corpus-based linguistic research is predominant and, 

therefore, applications to other fields are possible but, positively, did not motivate the design of the original 
corpus. Both direct and indirect approaches belong to what we may call the possibilities scenario. This is 

characterized by the effort of language educators and researchers to apply existing work in the language research-

oriented paradigm to the wealth of resources that can be used in FLT. Figure 1 represents the so-called 
possibilities scenario: 

 

 

Figure 1: The possibilities scenario 

 

In this scenario, the corpus is principled and, in most of the cases, claims to be representative of a language, 

language community, register or specialised use. It is possible to use these research-motivated corpora in the 
language classroom but, reasonably, there has to be an effort to adapt their primary research orientation in the 

language classroom. Pérez-Paredes (2007) has discussed some of the limitations to the adaptation of general, 

principled corpora to the language classroom. One of the most relevant is the high cognitive demand which is put 
on the learner, who is asked to search for linguistic patterns in a corpus which has been most certainly designed to 

serve research purposes. In this context, the learner will have to interpret accumulative concordance lines, which 
are usually extracted from texts of a very different nature and, for most learners, totally unrelated to their learning 

experiences. This poses a high demand on learners, who are invited to refine their search precisely because of the 

complexity that is presented before their eyes in terms of genres and language. Besides, learners will have to 
discriminate what is relevant and what is not in terms of language use and weigh down the influence of the 

context and cotext in the results. Unfortunately, evaluations of corpus-based learning in non-tertiary institutions 

are scarce (Braun 2007). 

Researchers and learners certainly have different goals when approaching a language corpus. However, in the 

possibilities scenario learners have been someway driven to apply research methods in their learning routines. 
While this seems to be a positive asset for university language students (Bernardini 2004), it definitely appears as 

a hassle (Mauranen 2004) for mainstream young learners in secondary education or non-tertiary contexts. 

 

Customising corpora for the language classroom: the potential of teacher-driven annotation 

Customised corpora in the language classroom 

It is unquestionably possible to use language corpora in the language classroom. However, the primary goals of 

research-oriented corpora make it essential that teachers adapt these resources to the needs and everyday demands 

of language learners. Bernardini (2004:32) sees a very significant potential in discovery learning, but she is 



cautious about the technological limitations and, even more important, about the training and background of 

students: ñ [...] learners require guidance and heightened awareness to learn from corpora and much of their 

potential (for strategic learning, serendipity, reasoning-gap, as well as for stimulating communicative activities) 
would be lost if learners did not have a chance to carry put relatively complex analyses, requiring them to observe 

phraseological regularities and restrictions and the functions associated with themò. 

These complex analyses are difficult to implement in mainstream language teaching and learning, where there is a 
high pressure on communicative goals and not so much on mastering the complexities of the lexico-grammatical 

interface. However, there is a chance for learners to carry out the type of discovery learning discussed above if the 
language corpora that are brought to the language classroom are not in conflict with the syllabus and general 

communicative orientation of mainstream, non-specialised tertiary, language studentsô goals. Here there must be 

some room for topic-driven corpora (Braun 2007) that are geared towards the integration of corpus-based 
materials and general, mainstream language learning, especially secondary education language learning. In the 

framework of SACODEYL6, we believe that the professional, teacher-led, pedagogical annotation of resources 

may play a significant role in bringing language corpora to the language classroom. If we want learners to become 
discoverers and researchers, it may make sense to think of teachers as guides and pathfinders. This is where 

annotation is crucial. Instead of a possibilities scenario, pedagogical teacher-driven annotation of corpus resources 
may facilitate a paradigm which is focused on language learning and mainstream language learnersô needs. This 

scenario is capable of being accomplished in the context of instructed mainstream language learning: 

 

 

Figure 2: The feasibility scenario. 

 

This scenario is based on Widdowsonôs (2003) theory of the role of applied linguistics in language education and, 

in particular, on five milestone ideas. First we find the mediation role that applied linguistics plays in informing 
language learning and teaching on those disciplinary points of reference that are found to be of relevance in the 

field of linguistics. Second, the notion that pedagogical corpora can be annotated, that is, enriched in many 
different ways and following different theoretical stands, not necessarily just one. In this sense, in potential, 

pedagogical annotated corpora are not proactively biased towards any particular theory, something which is not 

possible in automatic tagging. Teachers annotating a corpus from a pedagogical perspective ñdefine problems as 
explicitly as possible so that they are amenable to solution reactively in the teaching and learning process 

(Widdowson 2003:19). Third, any pedagogically-motivated corpus should acknowledge the parametric framework 
where the learning and teaching experiences take place. The numbers of influences, variables, personal and 

institutional, which play a role in language teaching make every single language learning experience different. 

This uniqueness is neglected in the possibilities scenario. Fourthly, as a consequence of the ideas expressed above, 
annotation should be performed with the learner in mind and, if possible, bearing as many of those parametric 

factors above in mind as possible. Finally, it is the authenticity issue. It is unquestionable that the English we find 

in the BNC is authentic. However, how authentic are the genres in the BNC for a 15-year old? Widdowson (2003: 
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126) believes that the world to replicate in the learning experience is that of the language user and this is where 

the worlds of the L1 community users and those learning it are different.  

We believe that when teachers become annotators it is more feasible to put language corpora resources to good, 
realistic and authentic use in the language classroom. 

 

What do annotators annotate? An analysis of language teachersô corpus pedagogical annotation  

If pedagogic annotation is to play an active role in bringing corpora to the mainstream, non-tertiary education 

language classroom, we need to develop a deeper understanding of how teachers annotate a corpus. This is only 
possible if real FLT teachers are confronted with the annotation process itself and are given a hands-on, practical 

framework that makes this possible. In order to provide teachers with such a framework, we have made use of the 

tools and products developed under the SACODEYL initiative.  

In particular, our research will try to gain insight into both quantitative and qualitative data that will inform our 

process of analysis on the ways in which FLT teachers annotate a corpus. Some of the issues we want to discuss 

include the number of categories, subcategories, sub-subcategories, etc. annotated on the different sections of the 
corpus; the number of new, teacher-implemented categories, subcategories, sub-subcategories, etc. annotated on 

the different sections of the corpus, as well as different quantitative data concerning the selection of exponents 
associated to annotated categories. From the above, and especially, from the comparison between the annotations 

of our informants, we set out to present an analysis of the variables and questions for further research that should 

be taken into consideration to implement more ambitious schemes of teacher-driven pedagogical annotation and 
research.  

 

Methodology 

Method  

A case study methodology has been used in order to gain insight into the nature of FLT teachersô pedagogical 
annotation. The case study (Bronwyn et Al. 2005) is a ñform of qualitative descriptive research which examines a 

small participant pool and which draws conclusions only about that participant or group and only in that specific 

contextò. Researchers using case studies do not focus on cause-effect relationships, instead emphasis is placed on 
exploration and description. 

 

Subjects 

Two female teachers of English as a Foreign Language graduated in English Studies were asked to annotate a 

small part of the English corpus of SACODEYL.  This is a profile of both individuals: 

 

 Subject A Subject  B 

Number of years as English Language Teacher 
10 hours 
(as a trainee) 

4 years 

Courses taught Secondary Primary and Secondary 

Courses taught at the moment of research Secondary Secondary 

Degree finished in 2007 2004 

Materials currently used and publishers 
Spotlight 2, 
OUP Targets 2, OUP 

New Thumbs Up, 
Longman Valid, 

Burlington 

Table 1: Training and professional background of informants. 

 

The subjects differ significantly in their prior teaching experience. While Subject B has taught English for 4 years 
in primary and secondary levels, Subject A is a trainee with very little face-to-face experience with learners. They 

were also asked to rate (1-5, not familiar at all to expert) their familiarity with important concepts in corpus 

linguistics. These are the results: 
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Chart 1: Self-perceived mastery in different corpus-related fields. 

 

Figure 3 shows that both teachers share a very similar training background  in the field of CL, with minor 

differences (+/- 1) in the CL, DDL and concordancer items. 

 

Research condition and data-gathering  

Both individuals were given a 90-minute training session which was divided in three parts. First, the individuals 
were introduced to the rationale behind corpus linguistics, the role of annotation in corpus linguistics and the 

relevance of annotation in the context of pedagogically-relevant corpora
7
. After this, they were shown a video 

tutorial of SACODEYL Annotator
2
. This tutorial ran for about 12 minutes. Finally, the individuals were given the 

task on which we have based our research. The two teachers were invited to annotate those aspects which they 

considered of pedagogical relevance for the learning/teaching of English as foreign language in Spain. They were 

prompted to watch a fragment of the corpus first and were given a full transcript of it
2
. Although they were 

already familiar with the notion of section (Braun 2005, 2006, Pérez-Paredes et Al. 2007), they were told again 

that the fragment they were going to annotate had been divided into segments that had been considered by the 
corpus compilers as being of pedagogic relevance. Apart from this, they were given total freedom as to what to 

annotate and the categories of annotation to apply or even create. They were presented with a basic framework for 

the annotation of the English SACODEYL corpus that comprised 6 major categories: topics, grammatical 
characteristics, lexical characteristics, textual organization, variety and style and CEF level for the section.  

Each of these categories comprised further subcategories. As an example, we may take topics, which comprised 6 
items: 

 

Figure 3: Topics sub-categories supplied with the English corpus. 
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Both teachers read the same instructions and, particularly, both were made aware of the similarities between 

annotating with a view on the language classroom and the creation of FLT materials. 

After a 10-minute break, both individuals were given 90 minutes to annotate the same fragment of the English 
corpus of SACODEYL on different laptops. The resulting annotated XML corpus was retrieved from each 

computer and the annotation processed for further analysis.  

The fragment provided for annotation had already been segmented into 10 sections. Table 2 offers the number of 
words in each section: 

 

Section # 1 2 3 4 5 6 7 8 9 10 

Words 105 181 104 194 268 101 144 377 106 126 

Table 2: Number of words in each of the sections. 

 

Results 

In this section a description of the results provided after the annotation process carried out by the two subjects is 

offered and analysed.  This analysis has been focused on a pedagogical context so as to enrich our understanding 
of the ways in which language educators approach the annotation process of a pedagogically-relevant corpus. 

After extracting the annotations of both informants, we plotted the following multi-dimensional information:  
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Chart 2: Multidimensional analysis of the texts annotated by the informants. 

 

As seen in Figure 5, Subject B presents higher values than Subject A in all three dimensions. The first dimension, 
number of keywords, corresponds with the total amount of keywords annotated in the whole text. In our 

annotation process, the user applies a category to a section, and then, optionally, she may decide to link a keyword 
to this same category and section. A keyword can be any stretch of language, from one word to n-words that may 

account for the application of a given category, or from a more methodological perspective, keywords could be 

considered as language exponents (Perez-Paredes et Al. 2007, Alcaraz et Al. 2007). For example, both informants 
categorized section #8 of the text as plans for the future, which, according to the instructions provided implies that 

this particular section was considered by both annotators as being useful for the learning and teaching of this 
language notion. Interestingly enough, both informants linked this category to different keywords: 

 

Subject A
LΩƳ ƎƻƛƴƎ ǘƻ ƘŀǾŜ ǘƻ

would you like to
I think I will apply

I would quite like to
LΩŘ ƭƻǾŜ ǘƻ ǎǘǳŘȅ ŀǊǘ

LΩŘ ƭƛƪŜ ǘƻ Řƻ ŦŀǎƘƛƻƴ ŘŜǎƛƎƴ

LΩŘ ƭƻǾŜ ǘƻ

Subject B
LΩƳ ƎƻƛƴƎ ǘƻ ƘŀǾŜ

LΩƭƭ Ǝƻ
Ψǎ ƎƻƛƴƎ ǘƻ Ǝƻ

I would quite like

 

Figure 4: Keywords linked to plans for the future in section #8. 



While Subject A found more exponents in the section and was very careful and consistent in the boundaries of 

what a keyword meant for her, Subject  B decided to be more selective and occasionally was inconsistent in 

including a syntactic subject in the formulation of her keywords. However, this proliferation of keywords in 
Subject A is more the exception than the rule according to our data. In total, Subject B annotated three times as 

many keywords as Subject A. The reader should not be influenced only by this dimension as it does not show a 

direct proportion with respect to the quality or usefulness of a text in pedagogical contexts. This metric is greatly 
influenced by the kind of categories applied to a text. i.e. in the ñpresent simpleò category the average of 

keywords assigned is over 5. However, in the ñrelativeò category the average number is exactly 1. For the ñplans 
for the futureò category discussed above the average is 6.  

The second dimension in Figure 5. is the number of applied categories. This dimension refers to the number of the 

categories applied to the whole text. For reasons stated earlier, this is closely linked with the number of keywords 
dimension. It is worth mentioning that the quantitative difference between subjects has been reduced. The third 

dimension, different applied categories, shows the different categories applied to the whole text by the annotators. 

The quantitative difference between the subjects has been further reduced. We should notice that one thing is the 
number of categories and that quite another is the categories types. Subject B has repeated the same categories 

throughout the text more often than Subject A. Furthermore, the former has also associated more keywords than 
the latter.  

A more grained analysis of the second dimension would reveal the annotation behaviour of our informant across 

the different sections in which the text was originally split. Figure 7a shows how this behaviour evolves by 
revealing the evolution of the number of applied categories across all ten sections: 
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Figure 5: Applied categories (7a) and keywords (7b) carried out by the two subjects throughout all 10 sections. 

 

Both annotators follow the same behaviour pattern with respect to the number of applied categories throughout all 
the sections, with the exception of sections #2 and #3, where a reduction in the difference between the subjects 

can be observed. The amount of applied categories to a section is closely related to the weight of this section in 

terms of number of words, i.e. section #8 and section #5 are most extensively annotated by both subjects and also 
those with a heavier weight (Table 2). Figure 7b shows how this behaviour evolves by revealing the evolution of 

the number of keywords applied to all ten sections. We can observe a regular pattern or annotation behaviour 

except for sections #3, #5 and #7. It is worth noting that sections #5 and #7 are extremely divergent, whereas 
section #3 is convergent. In sections #5 and #7 the number of keywords assigned by Annotator B doubles that of 

Annotator A, which surprisingly is unrelated with the weight of the sections. A case in point is section #8, by far 
the heaviest section in the document, which is annotated by both subjects in a very predictable patterned way. This 

finding is of interest in the field of pedagogical annotation as it may be indicative of the type of qualities and 

characteristics that really determine the language educational value of a text or a corpus.  

The quantitative gap in terms of number of keywords between annotators, 75 vs 209, mirrors the results for the 

gap in terms of categories. Although the initial multidimensional study in Figure 5 is focused on quantitative 
grounds, it does not take into account the type, sense and nature of the different categories applied to the 

annotation. The categories actually annotated by the subjects can be seen in Figure 8, where the level of 

coincidence between both annotators can be better appreciated. This intersection represents only 13.5 %, i.e., only 
7 out of the 52 applied categories appear in both annotations. Additionally, this percentage is further influenced by 

the methodology of the experiment, which demanded that the annotators apply a CEF level for each section. If we 

detract this mandatory category from the pool, only 9.2% represent a common ground. This common group is 
made up of the following categories: Tense: past simple, future others, future going; Topic: personal 

identification, plan for the future and, additionally, CEF: A1, A2.  In table 8 we can see that categories rarely 
coincide: 

  



 

Category Name Subject A Subject B Category Name Subject A Subject B

Skill - Listening N/A 10 Communicative Funct - Expressing Age N/A 1

Skill - Speaking N/A 10 Topic - Food N/A 1

CEF - A1 6 7 Modality N/A 1

CEF - A2 5 7 Modality - Obligation, Necessity N/A 1

Topic - Family Members N/A 5 CEF - B2 N/A 1

Topic - Likes and Dislakes N/A 5 Topic - Parties N/A 1

CEF - B1 N/A 4 Topic - Personal Identification (Past) N/A 1

Topic - Living Routines (Present) N/A 4 Topic - Pets N/A 1

Topic - Cultural Information N/A 3 Topic - Personal Identification (Present) N/A 1

Tense - Past Simple 1 3 Tense - Future Will N/A 1

Topic - Plans For The Future 1 2 Communicative Funct - Thanking N/A 1

Tense - Future Going 1 2 Topic - Wheather N/A 1

Basic Cohes. Ties/Sent. Organiz. Featu. N/A 2 Topic - Living Routines 3 N/A

Topic - Cities N/A 2 Topic - Family 2 N/A

Link Words N/A 2 Topic - Education 1 N/A

Modality - Ability, Possibility, Permission N/A 2 Lexical Char - Fixed Expressions 1 N/A

Topic - Living Routines (Past) N/A 2 Tense - Interrogative Structure 1 N/A

Skill - Reading N/A 2 Tense - Irregular Verbs 1 N/A

Tense - Present Perfect N/A 2 Adjective / Adverbs - Ly Adverbs 1 N/A

Tense - Present Simple N/A 2 Tense - Negative Structure 1 N/A

Skill - Writing N/A 2 Adjective / Adverbs - Ordering Events 1 N/A

Topic - Personal Identification 1 1 Topic - Places 1 N/A

Tense - Future Others 1 1 Verb + Preposition 1 N/A

Clause Relative N/A 1 Tense - Regular Verbs 1 N/A

Cond 0 Permanent Truth N/A 1 Lexical Char - Topic Specific Terminology 1 N/A

Topic - Countries and Languages N/A 1 Verbs - Using Contractions 1 N/A  

Figure 6:  Categories annotated by Subject A  and Subject B. 

 

Each section was applied a title and a CEF level (Table 9): 

 

Section and CEF Levels Subject A Subject B 

1 Origins 
A1 

biography 
A1 

2 Holidays 

A1/A2 

countries and languages 

A1 

3 The Past 
A1 

last holidays 
A1/A2 

4 Routines 

A1 

likes and dislikes 

A1/A2/B1 

5 My Family 

A1 

food 

A2/B1 

6 My Home Town 
A2 

my city 
A1/A2 

7 My free time 

A2 

other places I've been 

A1/A2 

8 Plans for the future 
A2 

future plans 
A2/B1 

9 Future with -ing and going to 

A2 

plans 

B1/B2 

10 Contractions 

A1 

my family 

A1/A2 

Table 3: Section titles and CEF levels. 

 

While annotators agree on CEF levels in 8 out of 10 sections, disagreements in sections 5 and 9 are just one level 

up or down the CEF scale. Annotator B tends to see a wider spectrum of exploitation than Annotator A, who 
contrarily finds that all of the sections can be used in either A1 or A2 CEF levels. Disagreements in section titles, 

or to be more precise in section focus, may be attributed to the complex nature of oral, spontaneous and 
unprepared language. The SACODEYL corpora have all been contributed by young Europeans aged 13-18 who 



were not given time or indications whatsoever on the nature and topics of the conversations that were recorded 

and transcribed. This fact may account for the multi-topical nature of these texts and highlight the importance and 

need for the use of this type of resources in the foreign language classroom. 

 

Conclusions 

Different annotators find different categories in the same sections of a text, almost three times as many in the case 
of Subject B (97 vs. 33). Similarly, they make use of a different repertoire of categories across the text, Subject B 

presenting again a richer display (38 vs. 21). They assign different keywords to the same categories and the 
number of keywords assigned to all ten sections is again almost three times bigger for Subject B (209 vs 75). 

Interestingly, the mean keyword word-length is only slightly dissimilar (2.14 for Subject A vs. 2.87 for Subject 

B). Our findings therefore show that the pedagogical annotation of a corpus or a text is greatly influenced by what 
we may call idiosyncratic annotation behaviour. Our case studies point out to the fact that the more experienced 

teacher is a more prolific annotator, but this view is rather simplistic and may override other interesting findings.  

The annotation behaviour of a teacher in our feasibility scenario is influenced by a very rich parametric 
framework. Our research shows that there is agreement on the annotation when the object of the annotation 

process is norm-referenced. A good example of this is the CEF Levels, where both annotators found the text 
sections of similar level for further exploitation in language learning. However, annotation behaviours differ when 

the individuals are given the chance to annotate the text according to their own criteria. In the experiment both 

subjects were instructed in the notion that ñannotating is the same as to decide which contents you want to see in 
your textbook, for example, grammar points, communicative functions, lexis, etc. [...]What you annotate can be 

used for teaching and learning purposes
8
. From this perspective, the resulting taxonomy tree is a reflection of the 

pedagogy of a given annotator, while the resulting annotated text is a projection of that particular pedagogy which 

integrates the mediation role played by the annotator/teacher in her interaction with the variables that condition 

her teaching. The mediation role in the feasibility scenario is therefore conditioned by the annotatorôs 
representation of the learners she is tagging for and the uses that a section, text or corpus will be given in that 

context. As an illustration, the data we gathered show that, despite the lack of experience in annotating textual 

resources, both annotators created their own categories in their taxonomy trees, which indicates that they actually 
took an active role in the assignation of taxonomies. It is interesting to nite that most of the new categories that 

were created by our informants are concerned with classroom practice and that Subject B is particularly 
productive here. Besides, the section titles provided by both subjects (Table 9) show that sections 3 and 10 

represent different opportunities for language learning, with a traditional grammar focus in the case of Annotator 

A as opposed to a more topic-oriented bias in Annotator B. 

These case studies indicate that the annotation behaviour of teachers may be highly dissimilar and very 

idiosyncratic. Therefore, we believe that this behaviour can be fully understood only if annotation is profiled. This 
profile can be achieved by combining some of the measures discussed in the previous paragraph and, in particular, 

the number of categories applied, the words per section and the number of keywords applied. Thus, we may 

develop two different Annotation Density (AD) measures: Category AD and Keyword AD. As it is difficult to 
establish a comparison among texts of different length, a metric of density can be used to obtain data in which the 

length of a text does not distort the real sense of the measured value. Category AD offers the weight which the 

annotator has given to the categories in a section, irrespective of the length of this section. In Table 10 we can see 
that the annotators display double CA density in section #3 as compared to those of section #2. Curiously enough, 

section #2 is longer than section #3. Keyword AD is an analogous metric which focuses on the keywords applied 
to a section, providing the weight which an annotator has given to keywords in a section irrespective of its length. 

The mathematical description of these metrics could be the following: 
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Table 10 illustrates these measures with the data from our research: 

 

Keyword Density (KAD) Category Density (CAD) 

Section Subject A Subject B Section Subject A Subject B 

1 0.04 0.18 1 0.03 0.10 

2 0.06 0.09 2 0.03 0.04 

3 0.08 0.10 3 0.06 0.09 

4 0.03 0.10 4 0.01 0.05 

5 0.03 0.13 5 0.01 0.04 

6 0.03 0.10 6 0.02 0.07 

7 0.02 0.19 7 0.01 0.07 

8 0.06 0.10 8 0.01 0.03 

9 0.04 0.12 9 0.04 0.10 

10 0.07 0.15 10 0.02 0.07 

Mean value 0.04 0.13 Mean value 0.02 0.07 

Table 4: Annotation Density measures. 

 

On average, Subject B applies 0.07 categories per word, while Subject A applies 0.02; Subject B applies 0.13 

keywords per word, while Subject A needs 4 words to assign a keyword. These density measures may be a 

necessary complement to understand the pedagogic quality of corpus-based resources in the language classroom 
and their potential uses by peer teachers in an environment of teacher collaboration. This is a very interesting area 

where the social network values attached to expressions such as folksonomies or social tagging (Al-Khalifa and 
Davies 2006) may converge into the notion of teacher-led pedagogical annotation. By profiling the annotation 

behaviour of teachers in this way, we may approach the exploitation of corpus-based resources in an informed 

way and gain insight into (a) the specific mediation role played by a particular annotator and (b) her annotation 
behaviour. 

The aim of pedagogical annotation escapes the kind of automatic tag assignation which is found in morphological 
tagging. The density measures offered above do not point out per se to better annotation habits. On the contrary, 

they indicate different approaches to annotation. Becoming aware of these differences is probably a first step 

towards a future situation where corpus-based resources are shared by the community of professionals in much the 
same way as other learning resources are tagged and shared in many other fields (Al-Khalifa and Davies 2006). 

But this sharing effort must be vaccinated against the virus of subjectivity or, in other words, we must make the 

effort to recognize that subjective appreciations on the uses of language corpora are part of the mediation role 
played by teachers in bringing corpus resources to the language classroom.  

The results of our research confirm that pedagogical annotation is feasible, that the annotation tools that 
SACODEYL have developed can be used with a very low learning curve, and that annotation behaviour can be 

profiled. It will take further research to gain insight into the ways in which this profiling may contribute to uses in 

the language classroom by both learners and teachers. In particular it will be necessary to accomplish further 
research using a larger group of teachers with a different background and submit their annotations and profiles to 

the scrutiny of peer teachers. 

Widdowson (2003:102) raises a very interesting issue when he uses Michael McCarthyôs remark that using a 

corpus is not just ñdumping large loads of corpus material wholesale into the classroomò, and goes on to state: 

ñWhat, then, it is a matter of?ò Our feasibility scenario is closer to the mediating corpus advocated by Widdowson 
(2003) than those in the line of the possibilities scenario. The role of teachers here is crucial. If teachers become 

annotators, language learners may stand a better chance to become discoverers. 
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DDL: REACHING THE PA RTS OTHER TEACHING C ANôT REACH? 

 

Alex Boulton
9 

 

Abstract 

The potential applications of electronic corpora in language teaching and learning have received considerable 

attention in recent years, but their direct application to the classroom has not become part of mainstream 

practice. Indeed, the majority of published research in data-driven learning (DDL) focuses only on advanced 

learners using sophisticated equipment for complex language points. But there seems to be nothing essential 

about including all these ingredients from the start. In particular, DDL in early stages can eliminate the computer 

from the equation by using prepared materials on paper ï considerably easier for the novice learner to deal with.  

This paper reports on a simple experiment to see how lower-level learners cope with such paper-based corpus 

materials and a DDL approach compared to more traditional teaching materials and practices. Pre- and post-tests 

show both are effective compared to control items, with the DDL items showing the biggest improvement. A 

questionnaire shows a favourable reaction to the activities. 

It is hoped that a larger body of empirical evidence will help DDL break out of its current research confines and 

into more mainstream teaching practices, especially if it can be shown that DDL has benefits for lower-level 

learners without expensive resources or extensive training. Simple materials of this sort, if they are seen to be 

effective, might counter a number of frequent objections to DDL, and contribute to greater awareness of its 

potential as they require little training, are easily shared, and can be incorporated into published materials. 

Keywords: data-driven learning, worksheets, concordance print-outs, lower levels 

 

 

Background 

Electronic corpora have made their mark in many areas connected with language teaching and learning. They can 

even be used directly by teachers and learners in what Johns (1991a) calls data-driven learning or DDL; but it is 

notable that such uses have not crossed over into mainstream practice or been taken up by major publishers 

(Boulton 2008b). There are certainly many barriers to the implementation of DDL, and it may be that work to date 

has been insufficiently convincing, showing frustratingly small effects (Boulton & Tyne 2008) and concentrating 

on a minority audience: a survey of fifty empirical DDL studies (Boulton 2008a) found only four conducted 

outside higher education, and only four with beginning or low level learners. It may even be that current research 

encourages the belief that DDL is only useful for advanced learners in a computer laboratory, and with experts 

(i.e. the researchers) devoting considerable time to developing corpora and training learners in small groups. 

One particular problem is that researchers have to keep one eye on publishable output by pushing things ever 

further, so tend to focus on an ambitious hands-on approach to corpus manipulation. It is unsurprising that 

learners find it difficult to get to grips with new material (the corpora), new technology (the software) and a new 

approach (DDL) all at once ï especially at lower levels of language ability. The methodology itself is 

ñrevolutionaryò enough (McCarthy 2004: 16) to warrant keeping other things simple, and one way to do this is to 

take the computers out of the equation at the start: much research has found the technological aspects to be a 

substantial source of frustration (e.g. Farr 2008), and students may even be ñtechnophobicò (Bernardini 2002). 
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dôApplications P®dagogiques en Langues) since 2004, now also part of the ATILF-CNRS. My fascination with lexis in language 
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provide an excellent opportunity to combine the two and, Iôm convinced, have enormous potential. Iôm particularly concerned with 

empirical evaluation and experimentation to assess the efficiency of DDL for different learners in different circumstances, and so on. 

I always try to keep things as simple as possible and look at practical applications for regular teachers and learners ï i.e. using free 

tools and simple techniques. Homepage: http://arche.univ-nancy2.fr/course/view.php?id=967 . 
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The use of prepared, paper-based materials has other benefits too: no need for a computer laboratory, computers 

that go wrong, websites that crash, unexpected findings, and so on. Such materials ought to be useful in 

themselves, and provide a gentle lead-in to direct interaction with the corpus (e.g. Estling Vannestål & Lindquist 

2007; Turnbull & Burston 1998). Although this was part of Johnsô (1991b) original vision of DDL, there have 

been only occasional attempts to promote prepared concordance print-outs from publicly available resources (e.g. 

Chambers 2007); Boultonôs (2008a) survey found only eight examples. 

Although there is comparatively little research to date with lower level learners and using paper-based materials, 

what does exist is encouraging (see Boulton 2008a for a summary). This paper reports an empirical study 

combining the two. 

 

Method 

The learners in the study were second-year architecture students in France with no prior experience of DDL. The 

questionnaire results are based on 71 sets of data and the experimental results on 62, some students being absent at 

crucial stages. The median age at the time was 19½; most were women (38/62); all but six had French as a mother 

tongue. Most had been studying English for eight years, though levels are not high: in a start-of-year levels test 

based on the TOEIC, the average score was only 52.85% overall, corresponding to approximately 450 on the 

official TOEIC scale, towards the lower end of the ñintermediateò band (405-600).10 

Prior to the experiment, fifteen common problems were selected from studentsô own written productions for 

greater perceived relevance (cf. Seidlhofer 2000). The focus was on grammar/usage as this tends to lend itself to a 

corpus approach rather than, say, purely grammar (though see Boulton 2007) or formal problems as DDL is 

generally more suited for depth of knowledge rather than for learning new items (Cobb 1999). The experimental 

session was conducted during normal class time with the regular teachers. Students were first given a five-minute 

introduction to corpora and their potential applications based on a specially-prepared booklet. This print document 

then presented ten of the items (the remaining ones being used as a control): five using corpus data and DDL 

techniques, five using dictionary entries and traditional teaching methods ï dictionaries providing an obvious 

point of comparison (Yoon & Hirvela 2004). Different items were given different treatment in each group: this 

was considered the most reliable control as the same students are involved, thus eliminating a number of variables 

(e.g. Stevens 1991).  

The sources used are all available free on line, and easy to use for regular teachers and learners. The corpus was 

the BYU interface to the British National Corpus (Davies n.d.); the materials mainly comprised selected but 

unedited KWIC concordances, usually of between five and thirty lines, as well as some information on register, 

frequency and collocation. The dictionary entries were taken from the monolingual Collins COBUILD English 

Dictionary for Advanced Learners (2003) and Collins English-French Electronic Dictionary (2005), both available 

via the Reverso website; the entries were presented in the same layout as the original. Every attempt was made to 

produce equivalent materials: one page for each language item, the information being interspersed with questions 

to focus attention on particular points. 

Prior to the experiment, teachers had a one-hour training session on DDL, at the end of which not all were 

convinced it would work. For the DDL treatment, they were encouraged to stick to the format by allowing 

students to discuss the questions and data in small groups to reach their own conclusions on each item before class 

feedback. For the traditional presentation, the teachers were allowed to intervene as they saw fit on a traditional 

ñknowledge transmissionò model. The experimental session itself lasted one hour of a 90-minute class. It took 

between five and ten minutes to go through each item, although all teachers were surprised that the DDL 

treatment did not take substantially longer than the traditional treatment. 

Knowledge of the ten language items, along with five others as a control, was assessed the week before the 

experimental session and three weeks later to test for recall. The test of thirty questions (two for each item) was in 

a familiar format based on the TOEIC part V: gap-fill sentences with four possible choices each, the contexts 

mainly derived from dictionaries and other teaching materials. Additionally, to assess reactions to the materials 

and methods used, students were asked at the end of the experimental session to complete a short questionnaire in 

                                                
10 The studentsô objective is an official score of 700 points by the end of their third year as a precondition to obtaining their 

architecture diploma. 



French combining closed questions on a five-point Likert scale, and open questions to be completed in their own 

words. 

 

Results and discussion 

Test results 

The overall scores are fairly low (only 14.3/30 in Test 1) even though the test questions were based on clear 

answers. This suggests the items in question are, as intended, problematic for these learners. The highest scores 

were 25 out of 30 in Test 1 and 27 in Test 2; the lowest were six and eight respectively. The average scores 

increased from 14.6 in Test 1 to 17.4 in Test 2 ï an improvement of 2.8 points, or 19.4% (Table 1). 

 

Table 1. Average scores, by treatment. 

 

There are two main ways to compare the data: in Table 2, the horizontal arrows show changes between tests; the 

vertical arrows compare different treatments. Taking the first of these, a two-tailed paired t-test shows there to be 

a significant improvement overall between tests (p<0.0001). One possibility is that there may simply have been a 

ñtest effectò, with students scoring higher the second time simply as they become more used to the test design and 

what was required. There was indeed a small improvement in the control items of 5.1%, but this is not significant 

(p>0.5). This means that the significant improvement must derive from the other items: a 22.2% increase in score 

for the traditional items (p<0.01), 31.6% for the DDL ones (p<0.0001). The first conclusions therefore are that the 

test effect is minimal, while both kinds of presentation do have a significant effect. 

 

  Test 1 Test 2 

Corpus items 
  

Dictionary items 
  

Control items 
  

Table 2. Points of comparison. 

 

The key question however lies in the vertical comparisons of Table 2, i.e. between the different types of 

presentation. Again using t-tests, there is no significant difference between the control items and the dictionary 

items (p>0.01), nor between the dictionary items and the corpus items (p=0.15); but there is a significant 

difference between the corpus and control items (p<0.001). Although the DDL treatment was more effective than 

the traditional treatment, there is a 15% likelihood that this could be due to chance alone. 

Another point of comparison can be made between studentsô level, as measured by the start-of-year TOEIC 

scores, and the test results. Pearsonôs product-moment coefficient shows a strong positive correlation with both: 

0.82 with Test 1 and 0.77 with Test 2. It is also possible to compare levels against the performance on the three 

types of items in Test 2. Unsurprisingly, the correlation was strongest (0.76) for the control items: as these were 

not explicitly covered in class, the students could only draw on their previous knowledge of the language. The 

 DDL /10 Traditional /10 Control /10 Total /30 

Test 1 4.9 4.6 5.1 14.6 

Test 2 6.4 5.7 5.3 17.4 

difference +1.5 +1.0 +0.3 +2.8 

change +31.6% +22.2% +5.1% +19.4% 



coefficient is lower but still substantial (0.54) for the traditional items; in other words, it can be inferred that more 

advanced students gained greater benefit from using dictionaries and traditional teaching. On the other hand, the 

correlation is virtually non-existent for the DDL items (-0.13), suggesting that all levels benefited as much as each 

other from this type of information and approach.  

 

Questionnaire results 

The first four items on the questionnaire were closed questions, asking the students to compare the two 

approaches they had just experienced on a five-point Likert scale. Looking only at the positive results (agree or 

strongly agree), 30 of the 71 students found the dictionary work easy compared to 54 for the corpus work; 31 

found the dictionary work useful, compared to 59 for the corpus work. 37 thought the dictionary work would help 

them avoid certain errors in the future (suggesting they felt they had learned something from the work), rising to 

58 for the corpus work. Clearly the traditional treatment was less positively received overall: this is reflected in 

the final pair of questions, as only 28 students would like to do more dictionary activities in the future, while 51 

would like to pursue the DDL work. 

To see how favourably DDL was received at different levels, the learners were divided into three bands according 

to their start-of-year TOEIC test: the upper level corresponds to a TOEIC average of 68%; the middle level to 

51%; the lower level to 39%. The responses are largely very positive for all categories; the highest band is perhaps 

slightly more receptive than the others, but the patterns of differences are not significant. 

Two open questions allowed the students to say what they felt were the respective advantages of dictionaries and 

corpora. Dictionaries were considered most useful for new or unknown words (26) and for meanings or 

definitions (26), while 19 simply wanted translations. 20 were interested in usage information; for some this was 

best presented in the form of ñrulesò, while others preferred looking at the examples ï although one particularly 

wanted meanings ñindependent of any contextò.  

Corpora, on the other hand, were felt to be most useful for the contexts and ñconcrete examplesò which highlight 

usage and grammar (58), and to represent ñpractical Englishò, ñfrequent usageò, the ñlanguage of todayò. Only six 

mentioned ñformulaeò or ñidiomatic expressionsò as such, though allusion to context and, more specifically, 

ñwords that go togetherò reveals a certain sensitivity to this. Most responses seem to refer to corpus use for 

productive purposes, although some explicit reference was also made to comprehension (13). Some were 

extremely enthusiastic, including the following: 

Very interesting, an experience to repeat several times with other usage difficulties. 

Iôd never heard of corpora. Thank you! 

Itôs the first time Iôd done this type of exercise ï but none too soon! Thank you! Iôll assimilate things better this 

time! (Now go and kick out the teachers in high school!!!) 

The final closed question asked the students if they would prefer to explore corpora on their own on computer 

rather than via the intermediary of paper-based materials. Although the students had no experience of hands-on 

computer-based DDL, they showed comparatively little interest for this: only 20 of the 71 students (i.e. less than 

30%) agreed or strongly agreed. It is worth noting that the highest of the three ability levels was least keen on 

such an approach: 17%, compared to 38% of the middle group and 35% of the lowest. 55 of the students took the 

opportunity to explain why: nearly half (25) believed the prepared exercises would get straight to the point and 

avoid time-wasting, and teacher guidance would be essential to avoid drawing wrong conclusions from the mass 

of data. As two students pointed out, they would need to try hands-on DDL first, but two others simply found the 

possibility ñunattractiveò. Two felt that talking about things was a useful part of the activity rather than just sitting 

in front of a computer, while eight thought that ñdoing it themselvesò would be more relevant, motivating and lead 

to more effective learning. More generally, many stressed the importance of context and felt that the numerous 

samples would help to ñvisualiseò or get a ñfeelò for the items under study, whether via prepared materials or on 

their own. 

 

 

 



Conclusions 

The experiment reported here with learners at lower levels of language ability found that, with no prior training, 

they managed to gain significant benefit from prepared, paper-based DDL materials. In particular, they performed 

better with this approach than they did using dictionary entries and traditional teaching methods. 

On the whole, these results seem to contradict the received wisdom that DDL is best reserved for more advanced, 

sophisticated learners, despite a number of counter-examples (e.g. Boulton in press; Yoon & Hirvela 2004). It 

certainly needs further exploration, though it does corroborate some of the findings of our earlier research (e.g. 

Boulton forthcoming). The interpretation offered then was that more advanced learners have reached their current 

level by traditional means ï in other words, they are comparatively good with the system currently in place. 

Learners who have been through the same system but who come out with lower levels are, by definition, not as 

good at learning through traditional methods. 

In fairness, the objections to DDL at lower levels are usually within the context of hands-on exploitation of 

corpora, and do not necessarily extend to the use of paper-based DDL materials. This is a potentially crucial point: 

if the findings here are confirmed, it suggests not only that DDL can be successful using paper-based materials, 

but that these can be used with a wide range of levels, and may thus serve as a stepping-stone to hands-on corpus 

exploration (Johns 1997: 113).  

Most current research publications seem to throw learners in at the deep end, requiring them to master the concept 

of corpora, the software and DDL techniques all at once. However, it is still DDL even if learners initially work 

only with paper-based materials and not directly on a computer (Breyer 2006; Frankenberg-Garcia 2005); this 

makes the learnersô task considerably easier as it reduces a number of methodological obstacles by, among other 

things, reducing the amount of data and limiting the range of possible answers (Thompson 2006) ï not to mention 

technical, logistical and financial obstacles for the teacher. A proven track record for such paper-based materials 

might also help to convince a wider public that surprisingly little investment is required for rapid and substantial 

returns. 

Paper-based materials, we have seen here, can bring benefits in themselves (Chambers 2005: 121). They can also 

serve as an introduction before moving on to more autonomous corpus exploration: clearly learners need to 

understand the nature of corpus data and analysis before they can explore on their own, and need guidance in their 

use ï autonomy does not come automatically to all (OôSullivan 2007). As Sun (2003: 609) points out, ñthe 

learning curveé is arduously steep, in that students tend to get confused easily about the concordancer outputs; 

thus, they need either a stronger degree of teacher involvement, or to learn in a more structured environmentò; 

using paper print-outs may reduce some difficulties in early stages. Furthermore, learners such as ours may 

initially feel paper-based resources are more relevant or efficient and, as Whistle (1999: 77) puts it, simply have 

difficulty seeing ñwhy the concordances could not be prepared in advance and handed out in classò. 

DDL materials such as those used here are extremely time-consuming to produce: each of the items here required 

half a dayôs work ï compare to Johnsô (1991a) eight hours for a single handout. Clearly such investment cannot be 

expected in normal teaching contexts, and yet there are virtually no published materials available (Boulton 

2008b): of the eight empirical studies using paper-based materials reported in Boulton (2008a), all but one had to 

create these materials themselves. Even downloadable worksheets remain scarce, are not necessarily transferable 

to new contexts, and are dependent on researchersô goodwill. Greater research interest producing positive results 

might inspire publishers to produce materials in the area in the form of books or paying websites; integrating DDL 

activities into more general works; or including corpora and interactive tools on websites or DVD-ROMs which 

accompany their publications. 
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Abstract 

It is widely accepted that translator training lacks research on the teaching of translation into L2. The situation 

seems to stem from a consensus among several theorists who firmly oppose to such directionality, claiming that, 
in broad terms, translating into L1 is the norm. However, it is well known that, in practice, professional 

translators and translation students render texts into L2. This paper presents an activity based on the compilation 

of a disposable corpus (Varantola 2003), involving the translation of scientific abstracts into L2 (Portuguese-
English).  

The activity with pedagogical and methodological implications is divided into two parts. In the first, students are 

exposed to the typical structure of a scientific abstract in English to get familiarized with its main sections (Koltay 
1996), by paying close attention to their lexical, syntactic, semantic and collocational features. Medical abstracts 

are carefully selected from highly-ranked journals indexed at the PubMed Central. 

In the second part, students are required to: i) compile a disposable corpus of 10.000 to 15.000 words (an 

average of 50 abstracts with around 200/300 words), using the same selection criteria and from journals of the 

PubMed Central; ii) run the corpus using AntConc, which provides word, keyword, and concordance lists, among 
other utilities; iii) prepare concordance lists with terms representative of each sectiont of an abstract in order to 

check the possibilities offered by the corpus; and iv) render an abstract from Portuguese into English, 
incorporating as much knowledge as possible acquired along the process. 

In sum, students have the opportunity to i) improve their translational competence, which will help them in future 

situations when they have to act strategically before a problem, for instance; and ii) develop their translational 
performance by using appropriate tools when they have to manage all types of knowledge they have acquired. 

 

Keywords: Corpus Linguistics, disposable corpus, Portuguese-English translation, reverse translation, translation 
education. 

 

 

Introduction  

Applied Translation Studies seems to have given little attention to the teaching of translation into L2. This lack of 
research in the area of translator training must be the result of a consensus among several theorists who firmly 

oppose to such directionality, claiming that, in broad terms, translating into L1 is the norm.  

This situation apparently arises from two different premises: professional translators invariably work into L1 and 

most of them are not proficient to produce acceptable texts in L2; both applying to translator trainees as well. 

According to St. John (2003), ñthere is an unwritten golden rule that translations need ideally be done by native 
speakers of the TL culture and consequently, the vast majority of professional translation is probably done in this 

wayò. Jeffcote (2005) also comments on the situation, ñ(t)ranslating into L2 has always been considered a risky, if 

not undesirable activity. For easy to comprehend reasons, translators are usually trained, and employed, to work 
into their mother tongueò. About the second possible reason for L1 being the norm, Stewart (2000) claims that 

ñnegative attitudes to translating into L2 spring mainly from the premise that translators do not have sufficient 
linguistic expertise to work into a language which is not their ownò, this is corroborated by Jeffcote (2005), who 

reinforces the idea that ñthere is a sense of taboo surrounding any attempt to translate into a language that a 

translator does not possess a native or near native abilityò.  

It is well known; however, that, in practice, both professional translators and translation students render texts into 

L2 (Harvey, 1996; Stewart, 2000; St. John, 2003; Jeffcote, 2005). In Brazil, the situation is not different: 
professional translators have to translate into L2 and training translators are often exposed to reverse translation 

activities. This paper, then, aims to present an activity based on the compilation of a disposable corpus (Varantola, 

2003), involving the translation of scientific abstracts into L2 (Portuguese-English). The activity with pedagogical 
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and methodological implications is divided into two parts: 1. students are exposed to the typical structure of a 

scientific abstract in English; 2. students are required to: i) compile a disposable corpus of 10.000 to 15.000 words 

ii) run the corpus using the freeware concordance program AntConc; iii) prepare concordance lists with terms 
representative of each part of an abstract and iv) render an abstract from Portuguese into English. Ultimately, this 

activity intends to compensate for such linguistic paucity and to improve studentsô proficiency in translation. 

 

Exposing students to the structure of a scientific abstract 

As previously stated, in the first part of the activity, students are exposed to the typical structure of a scientific 
abstract in English, so that they can get familiarized with its main sections. Before analyzing real examples of 

abstracts in English, the topic is elucidated by Koltayôs ideas (1996) about what each section of an abstract - 

Introduction, Objectives, Methods, Discussion, Results, Conclusion ï should contain. Then, nearly ten abstracts 
are presented to students, when they are expected to recognize each part and to pay close attention to the lexical, 

syntactic, semantic and collocational features proper to each section. We make sure that this short collection of 

abstracts is collected from top-notch quality journals. 

Due to the idiosyncrasies of the Portuguese language, students are reminded of certain ñtrapsò they may easily be 

caught in. In lexical terms, for instance, they may be misled by the item ñtrabalhoò, which is not ñworkò (a prima 
facie translation), but ñpaperò, ñarticleò, ñstudyò etc. Syntactically, they may observe if active rather than passive 

voice is preferred in certain parts of the abstract. From the semantic point of view, they may refresh their memory 

on false cognates, such as ñpretenderò (to intend) and not ñto pretendò. As to collocational features, they may have 
the chance to get in touch with more idiomatic cohesive mechanisms, such as ñOverallò, ñIn conclusionò, among 

others.       

 

Compiling a disposable corpus of medical abstracts 

Here, we assume that Corpus Linguistics, ñas a methodology which focuses on the identification of recurrent 
patterns of linguistic behaviour in actual performance data, provides the appropriate tool to test hypotheses about 

norms and regularities in translated texts.ò (Bernardini, Stewart & Zanettin 2003); abstracts in general seem to be 

a very suitable text type to apply such methodology on. 

Disposable corpora or ad hoc comparable corpora, as Varantola (2003: 55) puts it, ñare typically collected for a 

single translation assignment, i. e. to help in the translation of particular texts. Since these ad hoc corpora are 
collected to satisfy a transitory need, they are not primarily aimed at forming a part of a permanent text corpusò.  

The disposable corpus used for the present study was compiled from abstracts carefully selected from highly-

ranked journals indexed at the PubMed Central (the U.S. National Institutes of Health free digital archive of 
biomedical and life sciences journal literature). Our selection criteria included: i) author or authors of abstracts 

had to be affiliated to a North-American university; ii) abstracts should be a single paragraph only, with no 
explicit indication of their sections, and iii) abstracts should contain from 200 to 300 words. When students are 

asked to compile their own corpora, similar criteria are recommended. 

In order to compile our disposable corpus, we decided on five key words deemed as representative of subjects of 
interest in recent times. From these five key words; namely breast cancer, dengue, lung cancer, obesity and stem 

cells; we selected 10 abstracts of each subject. This way our corpus came to 50 texts and amounted to 11.468 

word tokens. 

The program used to run the corpus is AntConc, a freeware concordance program for Windows, Macintosh OS X, 

and Linux, developed by Laurence Anthony (Faculty of Science and Engineering, Waseda University, Japan). 
Like other programs of this kind, AntConc provides concordance lists, concordance plots, clusters, collocates, 

word lists, keyword lists, among other utilities. Unlike other programs that offer only demo versions at no cost, 

AntConc is freely downloadable at http://www.antlab.sci.waseda.ac.jp/software.html. It is important to mention 
that, at least for this specific activity, students felt AntConc user-friendlier than WordSmith Tools, which they had 

used before. Even those who have low software literacy were capable of coping with the tasks they were expected 
to perform. To our understanding and experience; however, WordSmith Tools provides a wider range of resources 

when compared with AntConc. 

http://www.antlab.sci.waseda.ac.jp/software.html


Using a disposable corpus to render medical abstracts 

After compiling the corpus, its wordlist was obtained by using AntConc. The program automatically generates a 

list in frequency order. Following is a sample of the wordlist: 
 

1 476 of 

2 404 the 
3 386 and 

4 275 in 
5 219 to 

6 187 a 

7 144 with 
8 131 for 

9 112 cells 

10 104 that 
11 92 was 

12 81 by 
13 81 is 

14 75 cancer 

15 73 cell 
16 72 virus 

17 70 were 
18 68 or 

19 64 The 

20 61 dengue 

 

Wordlist sampling (20 out of 2786) 

As expected, the program produces a list containing both grammar and content words; however, for a study like 
ours, where phraseology rather than terminology is under scrutiny, subject-specific content words and some 

grammar words were removed from the wordlist. A sampling of the resulting list is below:   
 

11 92 was   

12 81 by   
13 81 is   

17 70 were   
19 64 The   

25 43 are   

28 42 have   
29 39 this   

31 34 we   

33 33 these   
39 29 In   

44 27 studies   
52 22 We   

57 20 results   

64 18 can   
66 18 has   

73 17 This   
75 17 used   

88 15 data   

101 14 study 



Sampling of wordlist after the removal of some words (20 out of 2786) 

Even after the removal of some words, we can notice that some content words are still on the list. This decision is 

based on the fact that those content words are commonly found in any type of abstract; as we see it, they are 
specific to certain sections of abstracts in general, and not subject-specific. We believe that, whenever a corpus is 

primarily analyzed, intuition is still very important to move on to statistical evidences. This classroom activity 

aims to stimulate ñcorpora awarenessò in students. As a rule, a corpus offers a large amount of overt information, 
but it also suggests another large amount of covert information. It is up to the analyst to explore this wealth of 

untapped information; translation teachers/trainers can help their students develop this kind of awareness.      
 

Checking for recurrent patterns 

Then, students are asked to produce concordance lists by using, as search term, words representative of the 
sections of an abstract. In order to illustrate this step of the activity, four items will be used: ñweò, ñwereò, ñthisò, 

and ñresultsò.  

     As an alternative, we developed functional assays 
          triole amplification. We evaluated 22 missense mutati 

          n both cell types. Here we examine these parameters in one  
         eir normal counterparts. We found that the human colon cancer 

        e to anastrozole treatment, we have used an intratumoral aromatase 

       weeks of treatment. We therefore investigated whether  
       n human breast tumors. Here, we show that CA12 is robustly regulated by 

   molecular G-quadruplex. Here, we demonstrated that the G-rich strand in 
     engue virus immune complexes, we generated native and signaling-incompet 

     assay and flow cytometry. We found that both receptors mediated 

 

Concordance lists with ñweò (10 out of 56 hits) 

NA binding domain (DBD) that were identified in multiple breast cancer 

D-18Co did not. When these lectins were tested for their effects on cell viability in 
ll viability in culture, both cell lines were affected by the lectins but at 6, 48 and 

ity, 272 mothers of the NHSII participants were asked to report information on their daughters' 
confidence intervals; all statistical tests were two sided. Intake of isoflavones was associ 

hemokines by human mast cells were examined. Elevated levels of secrete 

nd MIP-1?, but not IL-8 or ENA-78, were observed following infection of KU812 or 
 degranulation. Chemokine responses were not observed when mast cells were treated 

were not observed when mast cells were treated with UV-inactivated dengue virus 
 of such dengue virus-permissive cells, were compared for their influence on the infectivity 

 

Concordance lists with ñwereò (10 out of 70 hits) 

Considering the widespread idea that, in scientific texts, passive voice is preferred to active voice, we can analyze 

the concordance lists with ñweò and  ñwereò, and see that both voices are, in fact, used. For example, the verb ñto 

examineò appears in both cases (ñHere we examineò/òhuman mast cells were examinedò). Students can be asked 
to look deeper into these occurrences in order to check the sections in which they are most frequent; if they appear 

more in Objectives or in Methods, for instance. This can help translators decide to whether change or not a 
structure that may be more used in a language than in another; that is, to decide on a more acceptable structure 

from the viewpoint of a certain type of discourse in a certain language. It seems that abstracts in Brazilian-

Portuguese and American-English share more similarities than differences.     

 

airplane travel. In this paper we describe the 
tralization sites. In this study the ED3 epitopes 

   response. In this study, we sought to 

  sponse. In this study, we sought 
 ote exposures. This study determined the 

74 (0.45-1.20). In this meta-analysis of case- 

ion to the EGFR. This approach highlights a 
pathways in liver. This review will focus upon 

nd liver-enriched NRs. This review will also highlight the 



tes. The objective of this study was to quantify the 

elerated fashion. This protocol also includes 

genes into NOD mice. This protocol also discusses imp 
 

Concordance lists with ñthisò (10 out of 56 hits) 

By asking students to analyze a word as simple as ñthisò, we can provide them with some collocations for the 
piece of scientific writing in question. Depending on the type of investigation, on the original word in the source 

language, and on the section of the abstract, we can see that ñpaperò, ñstudyò, ñapproachò, ñreviewò, ñprotocolò 
can be used; and most importantly, we can see what verbs collocate with each noun, for example, ñThis review 

will focus uponò, ñThis approach highlightsò; and so on. 

cer cell line. The results suggest that it 3 
 r growth. The results showed that the best 

vestrant alone. These results suggest that blocking 

MDA-MB-231. Collectively, our results provide evidence that specific  
ruplex stabilization. Our results also provide further su 

o dengue virus. These results suggest a role for ma 
n also induced NF-?B. These results indicate a role for the dengu 

es viral genomic sequences. These results suggest a novel role for YB-1 as a 

irect ELISA and the results indicate that all se 
 replication rates. Our results suggest that enhanc 

unoprecipitation assay. These results demonstrate for the first time  
ffinity -MRM method and the results were comparable with thos 

st 6 months. Our results indicate that wit 

MDSCs. Although these results raise questions as to w 
 

Concordance lists with ñresultsò (10 out of 20 hits) 

Again, by examining the concordance lists with ñresultsò, we can see what sort of company the word keeps, that 
is, the words that typically co-occur with it. This can also be obtained from another utility provided by AntConc: 

collocates. 
  

Rank  Freq.   Freq.(L)          Freq.(R)             Collocate 

1  20  0  0  results 
2  5  5  0  These 

3  5  0  5  suggest 
4  3  3  0  the 

5  3  3  0  The 

6  3  3  0  Our 
7  3  0  3  indicate 

8  2  2  0  these 

9  2  2  0  our 
10  1  0  1  with 

 

This way, we can learn that we can use ñthese/the/our resultsò, that ñour results suggest/indicateò, among other 

combinations. 

 

Concluding remarks 

By the time students are asked to translate an abstract from Portuguese into English, they naturally incorporate 
much of the knowledge acquired along the process, when they have the chance to compensate for certain 

deficiencies not only in lexical, syntactic and semantic, but also in collocational terms. In general, students have 

the opportunity to develop and to improve their translation proficiency.  Besides that, translation trainers should 
bear in mind the following: i) never take for granted that students know what they are expected to do; so, involve 

them in an activity which presupposes step-by-step guidelines (corpus compilation included); ii) though students 

may feel discouraged by a reverse translation activity when most of them lack linguistic proficiency in L2, an 
activity as such may serve the purpose of testing his/her knowledge and of discovering what their weaknesses are; 

iii) though the use of corpora in teaching can be criticized by promoting the standardization of translated texts and 



by inhibiting creativity; in reality, our focus is on recurrent structures of a particular text type. Finally, ñL2 

translation is a widespread and often indispensable activity world-wideò (Stewart, 2000), and ñthe knowledge of 

how to compile and use corpora is an essential part of modern translational competence and should be dealt with 
in the training of prospective professional translatorsò. (Varantola 2003: 56) 
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Abstract  

The present paper introduces the ECPC research group and the electronic archive of parliamentary speeches 

(from the European Parliament, The Spanish Congreso de los Diputados and the British House of Commons) that 

the group is compiling and developing. This archive may be seen as valuable material to delve into the ñjigsaw 

puzzleò of the parliamentary genre and of its three main pieces: qualitative, quantitative and pedagogical. Hence, 

the paper puts forward a CDA methodology to approach (mono and bi-, multilingual) data in a qualitative 

manner. Then a corpus-based methodology is advocated and briefly sketched to add quantitative rigor to 

qualitative results. Finally, DDL is chosen to convey the quantitative and qualitative potential of the ECPC 

Archive within the translation class. Following Johns (1991, quoted in McEnery, Xiao and Tono, 2006), the paper 

provides pedagogical exemplifications that may be arranged in three consecutive stages: observing, classifying 

and generalizing.  

Keywords: describing paper: CDA, Corpus-based work, DDL, parliamentary genre, translation studies. 

 

 

The ECPC Group: putting together a jigsaw puzzle 

The European Comparable and Parallel Corpora (ECPC) is a relatively new research group working on the 

compilation, analysis and pedagogical exploitation of an archive of speeches from three different parliaments 

across Europe: The European Parliament (EP), the Spanish Congreso de los Diputados (CD) and the British 

House of Commons (HC). ECPC is a multi-national, multi-disciplinary group spread across Europe with members 

based in the United Kingdom (Mona Baker, Gabriela Saldanha, Marion Winters), Ireland (Dorothy Kenny, 

Saturnino Luz) and Spain (María Calzada Pérez, Rosa Agost, Pilar Jara, Noemí Marín, José Manuel Martínez). 

During the past three years, the group has been busy putting together the main ECPC archive consisting so far in: 

ECPC_EN: English version of all (contextually-marked-up) speeches delivered at the European Parliament in 

2005.  

ECPC_ES: Spanish version of all (contextually-marked-up) speeches delivered at the European Parliament in 

2005. 

ECPC_CD: All (contextually-marked-up) speeches delivered at the Spanish Congreso de los Diputados in 2005. 

ECPC_HC: All (contextually-marked-up) speeches delivered at the British House of Commons in 2005. 

As may be seen, all corpora have been automatically XML-marked-up in order to sign-post: 

The exact date when speeches were uttered before their respective parliaments (<date>Lunes 10 de enero de 

2005 </date>);  
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Heads); Transitivity in Translating. The Interdependence of Texture and Context (2007); and El espejo traductólogico. Teorías y 

didácticas para la formación del traductor (2007, a review of theoretical and descriptive approaches to the practice and teaching of 
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Practice (El lenguaje en psiquiatría. Un Manual de práctica clínica, 2007). Her main research interests revolve around translation and 

ideology, corpus studies and European Parliamentary texts, advertising and pedagogy.  



The topics discussed as part of the agenda (<indexitem number="1">Reanudación del período de 

sesiones</indexitem>);  

The types of speakers (<chair>: President; <intervention refé>: other participants).  

Political affiliations (<affiliation EPparty=ñUENò/>) 

The post of each speaker (<post>President</post>)  

The gender of each speaker (<gender> male </gender>) 

The status of each speaker (<status>Dr</status>) 

Comments about the parliamentary sessions, which are not part of the actual speeches uttered (<omit> 

applause</omit>) 

Apart from its four main XML-marked-up corpora, the ECPC archive also comprises 4 additional untagged 

corpora which were compiled as transition material and which include EP speeches in English and Spanish from 

1996 to 2003.  

All in all, the ECPC archive has a twofold purpose. On the one hand, it has served as ñraw materialò to develop a 

free, online, monolingual and bilingual parallel concordancer (ConcECPC 1.0, which will be updated in 

subsequent years),  with which not only this archive but other corpora may be queried. The present paper will not 

discuss this first purpose and, for more information on it, see Calzada Pérez and Luz (2006). On the other hand, 

the ECPC archive may be seen as fundamental material to study (and pedagogically exploit) the (original and 

translated) genre of parliamentary speeches. This study necessarily means providing (and discussing) qualitative, 

quantitative and pedagogical data. In effect, this study puts together three fundamental research pieces that may 

enlighten the ñjigsaw puzzleò of the parliamentary genre ï the qualitative piece through Critical Discourse 

Analysis (CDA), the quantitative piece through Corpus-Based Translation Studies (CTS), and the pedagogical 

piece through Data Driven Learning (DDL).  

 

ECPC and CDA: the qualitative piece 

Drawing qualitative information about political / parliamentary genres and subgenres has been done from different 

standpoints, amongst which Critical Discourse Analysis (CDA) is to be counted. Due to space restrictions, 

explaining in detail the main premises of this relatively new linguistic approach to texts is beyond the aims of this 

paper. For clear and precise maps of CDA (or CDS as is known nowadays), see Bloor and Bloor (2007), Caldas-

Coulthard and Coulthard (1995), Fairclough (1995), Kress (1990), Wodak (1989), Wodak and Chilton (2005) etc. 

We could, nevertheless, summarise this method of analysis with a quote by Norman Fairclough (1985: 747), one 

of its main propounders, according to whom CDA consists in  

The adoption of critical goals [which] means, first and foremost, investigating verbal interactions with an eye to 

their determination by, and their effect on, social structures. 

Adopting ñcritical goalsò, as stated by Fairclough above, entails performing a description and an explanation of 

the text or texts under analysis proceeding from context to texture and vice versa and, hence, ultimately resorting 

to linguistic tools to delve into structures of power. Quintrileo (2005) and Van Dijk (2002), for instance, propose 

guidelines to dissect the contextual (macrotextural) components of the parliamentary / political discourse.  

Other scholars Ƅsuch as Bªrenreuter (2005a), Bªrenreuter (2005b), De Goede (1996), Kreppel (2000), Mehan 

(1997), Martín Rojo and Van Dijk (1997), Risse (1999), Van Dijk (2000) Van Dijk (2000), Wodak (2002), Wodak 

and Weiss (2004), Ƅ put their emphasis upon the semantics (i.e. central concepts) exchanged within contexts and 

focus on what they call ñtopical networksò (Wodak and Weiss 2004: 235) or ñnodal pointsò (Bªrenreuter 2005a: 

198) since, as Bärenreuter (2005b: 198) argues: 

political struggles can be understood as the attempt of political actors to promote their respective understandings 

of these central concepts and make it the dominant one 

To give but one revealing example, Kreppel (2000) revolves around ñthe grand coalitionò, a particular theory 

whereby European MEPs are presented as more conciliatory, hence less confrontational, than their counterparts at 

national parliaments. The author, however, disagrees with the indisputable acceptance of the actual existence of 



the grand coalition Ƅand the semantic compromise it generates within the EPƄ but does not actually illustrate her 

disagreement with textural evidence.  

There are yet other critical analysts who do precisely this. They concentrate on the linguistic evidence for 

ideological standpoints. Partington (2003) Ƅwhere the author reviews textural features of political discourseƄ is a 

clear example of this microstructure-oriented, bottom-up approach. Other clear instances of this microestructural 

emphasis are Muntigl (2002), Chilton and Ilyn (1993), Elpass (2002).  

Indeed going from context through nodal points to texture (or vice versa) is a particularly fruitful qualitative 

strategy to research into the genre of (original / translated) parliamentary speech. Calzada Pérez (2007), for 

example, comes to link together the (pragma-semiotic) realms of the EP, through the semantic nodes of the ñgrand 

coalitionò to the textural translational shifts identified in (English and Spanish) speeches delivered before the EP 

on 9
th
 March 1993. In this fashion, the study presents evidence that suggest that, as far as transitivity features are 

concerned, translated speeches are more conciliatory, less confrontational than their original ñequivalentsò. 

Nevertheless, since the corpus manually analysed in this study includes one day of parliamentary speeches, its 

value is indeed more qualitative than quantitative and researchers could do worse than validate it with more ample 

quantitative data.  

 

ECPC and CTS: the quantitative piece 

In order to compile and analyse quantitative data, there is nothing within Translation Studies like corpus-based 

work. And this is certainly the case when dealing with the genre of parliamentary speeches. Hence, merging 

qualitative CDA with quantitative corpus-based studies (CTS) may be expected to have significant results. And, in 

fact, as Garzone and Santulli (2004: 353) have stated:  

Although rarely attempted so far, in the case where it [merging CDA with corpus-based studies] has 

actually been applied this integration has been impressive 

One of the various studies that have brought together CDA and CTS methodologies in order to examine 

parliamentary speeches is Bayley, Bevitori and Zoni (2004). This piece of work uses electronic corpora to 

examine particular lexical choices within various parliamentary houses in Europe. The study, for example, gathers 

data regarding the nodal points of ñdangerò and ñreaction to dangerò. As a result, it manages to offer a very clear 

and precise depiction of the different and similar uses of lexical items in English such as ñfearò, ñconcernò, 

ñthreatò or ñriskò and their counterparts in Italian (e.g. ñminacciaò, ñpericolosoò, ñrischioò etc.) and German 

(ñdrohenò, ñbedrohenò etc.). Getting to know what the different parliaments regard as danger and how lexicon is 

used within a sentence is indeed revealing for critical (political) purposes. In this way, the study reveals that the 

German Parliament invokes danger and reaction to danger more often than the other two parliaments. 

Furthermore, in analysing ñthreatò, it comes out that all three parliaments perceive ñstabilityò and ñprosperityò in 

danger. However, while in the House of Commons the source of this threat is the process of European Unification, 

in the Italian and German Parliaments, the source of danger is precisely the opposite; that is, the potential failure 

to achieve European integration.  

Hence, as is well known by now, CTS manages to provide abundant data to reinforce the link between contextual 

and textural levels of language. However, what impact does this have upon the translation class?  

   

ECPC and DDL: the pedagogical piece 

In recent years a lot of investigation has been devoted to how corpus-based studies can facilitate learning. One of 

the most popular ways in which this is made possible is through the use of corpora as ñpedagogueò, or what is 

currently known as Data Driven Learning ƄDDLƄ, which basically attempts to ñdevelop the ability to see 

patterning in the target language and to form generalisations to account for that patterningò (Johns 1991: 2-3). In 

this sense, the primary aim of DDL is to raise learnersô awareness by ñfavour[ing] learning by discovery Ƅthe 

study of grammar (or vocabulary, or discourse, or style)Ƅ, [which] takes on the character of research, rather than 

spoonfeeding or rote learningò (Tribble and Jones 1990: 12). Learners, thus, become real researchers into 

language performance and their working methodology is basically based on the rationale that ñwhat the 

concordancer does is make the invisible visibleò (Tribble and Jones 1990:11). In order to do this, students 



subjected to DDL learning require ña great deal of exposure to language dataò (McEnery, Xiao and Tono: 99). 

Following Johns (1991, quoted in McEnery, Xiao and Tono, 2006), in DDL, trainees go through three stages of 

learning:  

¶ observation (of corpus-based evidence),  

¶ classification (of salient features), and  

¶ generalization (of rules).  

These three stages may interact with the most traditional approach to corpus-based research consisting in the 

scrutiny of:  

¶ Statistical data 

¶ Wordlists 

¶ Keywords  

¶ Concordances in the form of: 1) collocations, 2) colligations, 3) semantic prosody and 4) 

semantic preference. 

The final sections of this paper, hence, are devoted to exemplifying how students can: 1) observe statistical data; 

2) classify keywords; and 3) generalize from concordances (with a special focus on semantic prosody). All these 

learning tasks show that corpus-based DDL has a great potential to raise studentsô awareness not only to 

translation procedures but also and mainly to CDA critical goals and their impact upon the translation task.  

 

Observing statistical data in the translation classroom 

As is well-known, corpus-based work is performed with the aid of concordancers, the most popular of which is, 

by far, WordSmith Tools (WST, currently under its 4.0 version). Once you upload your data in WST and you 

place a wordlist query, you immediately obtain overall statistical data from the corpus under scrutiny. This task is 

easy enough to get students started with corpus-based methodology. Hence, it becomes the inspiration for a set of 

sub-tasks related to the ECPC Archive to be performed in the translation class. 

Task 1: The ECPC Archive contains the ECPC_EN and ECPC_ES corpora. The former comprises all of the 

speeches in English that were uttered in the EP in 2005; the latter comprises all of the speeches in Spanish that 

were uttered in the EP in 2005. The speeches contained in these two corpora are XML-tagged, which allows WST 

to discriminate between original and translated speeches. Analyse the statistical table below: 

 

  ECPC: 

ORIGINAL 

SPANISH 

ECPC: 

SPANISH 

TRANSLATION 

FROM 

ENGLISH  

ECPC: 

SPANISH 

TRANSLATION 

FROM ANY 

LANGUAGE  

ECPC: 

ORIGINAL 

ENGLISH  

ECPC: 

ENGLISH 

TRANSLATION 

FROM 

SPANISH 

ECPC: 

ENGLISH 

TRANSLATION 

FROM ANY 

LANGUAGE  

TOKENS 223,455 959,443 3,679,473 853,113 194,923 2,723,271 

TYPES 14,935 28,818 50,192 20,901 9,711 29,616 

S. TTR 42.25 42.60 42.70 41.32 40.32 41.39 

SD 57.52 57.09 57.25 59.21 59.31 58.69 

WORD 

LENGTH 

3.20 3.19 3.21 2.92 2.93 2.88 

 

Results aimed at:  



¶ The standardised TTR of Spanish originals (42.25) shows that they are more varied, as far as lexis is 

concerned, than its ñequivalentò English translations, whose standardised TTR (40.32) is lower.  

¶ The standardised TTR of Spanish translations (42.60) shows that they are more varied, as far as lexis is 

concerned, than its ñequivalentò English originals, whose standardised TTR (41.32) is lower 

 

Significance of results: 

These results seem to contradict the translational norm of simplification (upheld Ƅup until nowƄ by well-known 

descriptive translation scholars such as Gideon Toury or Mona Baker), which claims that translations are 

simplified versions of originals; or, in order words, that original texts are more varied than their translated 

counterparts. These results throw evidence to the contrary and may unleash a revision of the results advocated by 

the influential descriptive school, with the ideological consequences this may have for translation studies 

themselves.  

 

Classifying (and comparing) keywords in the translation classroom 

WordSmith Tools 4.0 also allows to produce frequency lists and keyword lists that give a fairly clear picture of 

the topical networks or nodal points of the corpora analysed.  Classifying frequent words according to their degree 

of significance and comparing them against other frequent words can also be a source of (critical) data for would-

be translators.  

Task 2: There is an influential theory known as the ñgrand coalitionò (see Kreppel 2000), which claims that 

ideologies are of ñlittleò importance within the EP. Propounders of the grand coalition argue that regardless of the 

political parties MEPs represent, they basically speak about the same things and in a pretty similar fashion. Table 

X below shows keyword lists from Conservative (PPE-DE) and Socialist (PSE) MEPs speaking in Spanish during 

2005 (regardless of whether their speeches are original or translated texts).  Table Y, for its part, reproduces 

keywords from the original speeches uttered in Spanish during 2005 by Conservative and Socialist MEPs. 

Examine both tables and explain the conclusions you may draw from them. Notice that significant differences of 

lexical use between Conservative and Socialist behaviour are marked in red. These are keywords where there is a 

difference of use between both groups of 0.02% or above. 

 



 

Table X 

 

 

Table Y 

 

Results aimed at: 

From a statistical viewpoint, table X shows that, when there is no distinction between original and translated 

speeches, there are virtually no differences between Conservative and Socialist nodal points. 



From a statistical viewpoint, table Y shows that, when researchers focus on original speeches, differences between 

Conservative and Socialist nodal points largely increase. 

 

Significance of results: 

The grand coalition seems to be applicable when no difference is established between original and translated 

speeches. However, when original speeches only are analysed, results seem to put into question the grand 

coalition. This means that translational behaviour may have something to do with the converging / homogenising 

criteria applied within the EP. More research is needed in this respect. But these results underline the importance 

of translation to gather discoursal communities together or to set them apart.  

 

Generalizing from concordances in the translation classroom 

Indeed one of the most widely-used facilities offered by WST 4.0 is that of generating concordances of desired 

words or lexical items. By looking at concordances and by generalizing ñpartial theoriesò from their behaviour, a 

lot of information may be gathered since, as Tribble and Jones (1990:11) remark, ñwhat the concordancer does is 

make the invisible visibleò. Concordance lines offer information about lexical collocations, linguistic colligations, 

semantic preference and semantic prosody. The tasks designed under this heading are related to semantic prosody, 

which has been defined by   Hunston and Thompson (2000: 5) as ñthe speakerôs or writerôs attitude or stance 

towards, viewpoint or feeling about entities and propositions that he or she is talking aboutò. Semantic prosody 

often unveils speakersô ideological tendencies.  

 

Task 3: Look up the word ñPerpetuateò in your monolingual and bilingual dictionaries.  

Results aimed at:  

Cambridge Advanced Learner's Dictionary: continuing forever in the same way // frequently repeated. 

Oxford Bilingual Dictionary (English-Spanish): Perpetuar. 

 

Task 4: Now query ECPC_EN (Original) and produce a table of concordances for the nodal verb ñperpetuateò:  

 

Results aimed at:  

Concordances for ñperpetuateò:  

 



 

 

Task 5: Classify examples and try to a create cluster chart that portrays the semantic prosody of ñPerpetuateò in 

our corpus: 

 

Results aimed at: 

SEMANTIC PROSODY

PERPETUATE

THE TRAGEDY OF CYPRUS

THE LEGHOLD TRAP

PRESENT SYSTEM

OBSCURITY

BAD FEELING

UNACCEPTABLE STATE 
OF AFFAIRS

DISCRIMINATION

NATIONAL 
BARRIERS

THE WAR

GENOCIDE

 



Significance of results:  

Two are the main conclusions students may draw after generalizing from the concordances for the word 

ñperpetuateò:  

1) While in Spanish perpetuate has a neutral (neither positive nor negative) prosody (see concordances for the 

word at www.rae.es), the way the word is used in our corpus acquires a predominantly negative nuance. This is 

key translational information. 

2) Students may develop an interest for the kind of words which are associated with the verb ñperpetuateò among 

speakers from (for example) certain political groups. By doing so, they may be able to establish the political 

friends and foes of the various parties and MEPs speaking at the EP during 2005. This may have a decisive 

influence when translating speeches from English into Spanish since would-be translators may try to compensate 

for the potential loss of semantic prosody by scattering relevant nuances throughout the text.  

  

Conclusion 

Although the ECPC archive so far is largely limited to the linguistic behaviour of MEPs (and MPs at other 

national parliaments) for the year 2005, the data discussed here shows that the archive has potential for the critical 

analysis of the parliamentary genre and for its exploitation within the translation class. So far, of course, the 

results presented here are only tentative but once the Archive is enriched with further data, it will be a valuable 

source for CDA qualitative, CTS quantitative and DDL studies.   
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Abstract 

Much corpus work on academic writing examines lexico-grammatical patterning at a local level, but has had little 

impact on syllabuses or materials because it fails to address pedagogical issues adequately. One problem is that 

the use of corpus consultation to explore a series of lexico-grammatical patterns does not in itself constitute a 

coherent set of teaching materials. This paper suggests that if corpus work is to be incorporated routinely into 

academic writing classes, it must also help students to tackle higher level discourse concerns. The study proposes 

a pedagogic approach which combines discourse analysis with corpus investigation and reports on studentsô 

evaluation of the materials derived. The six-week, twelve-hour course is primarily designed to develop studentsô 

recognition and understanding of key rhetorical functions and an example of the material on óCriticising the Work 

of Other Researchersô is discussed. Each unit begins with discourse-based tasks to raise studentsô awareness of a 

given function and continues with hands-on concordancing to focus on specific lexico-grammatical options for 

performing that function. The corpora consist of native-speaker theses (approximately 500,000 words) and were 

examined using WordSmith Tools (Scott 2005). The participants were forty-nine international graduates, who 

evaluated sixteen statements about corpus work on a five-point scale from óstrongly disagreeô to óstrongly agreeô. 

The results show that attitudes towards corpus work were generally very favourable: percentages of those 

agreeing with positive statements about the tasks ranged from 61% to 96%. This study argues that corpus work 

provides access to extended context, which facilitates the study of discourse and helps students bridge the gap 

between their rhetorical concerns and lexico-grammatical knowledge. It concludes by stressing that large mixed-

discipline academic writing classes need an approach to corpus work that is both systematic and pedagogically 

valid. 

Keywords: hands-on concordancing, corpus materials, academic writing, student attitudes, corpus pedagogy  

 

 

Introduction  

Many corpus studies have investigated aspects of written academic discourse, but concern has been expressed that 

much of this work concentrates on examining lexico-grammatical patterning at a local level, with little attention 
given to macro-textual features (Swales 2002). Following on from this, it has also been argued that such research 

has had little impact on syllabuses or materials because it fails to address pedagogical issues adequately 

(Flowerdew 1998, 2002). One of the problems is that the use of a corpus to investigate a series of individual 
lexico-grammatical patterns does not constitute a systematic and pedagogically valid set of course materials. 

While it is certainly true that advanced EAP writing students need lexico-grammatical ófine-tuningô (Lee & 

Swales 2006), they also have higher level discourse concerns. This paper argues that if corpus work is to be 
incorporated routinely into the class teaching of academic writing, it must also help students to tackle such issues. 

The aim of the study is to propose an approach which combines discourse analysis with corpus investigation and 
to report on studentsô evaluation of the materials derived.  

 

Background to the study 

The Course 

The course described here was offered as part of Oxford University Language Centreôs programme of open-access 
academic writing classes for graduates. It expands and takes forward the pilot version presented in Charles (2007). 
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Five parallel groups, each with around 16 participants, attended one weekly two-hour session on óInvestigating 

Rhetorical Functionsô for six weeks. This course differs from many of those reported elsewhere in that its primary 

purpose was to develop studentsô recognition and understanding of key rhetorical functions. Corpus work was 
introduced as a means of achieving this goal, rather than constituting the main focus of the course itself. The 

materials begin with discourse-based tasks to raise studentsô awareness of a given function and continue with 

hands-on concordancing, which uses the corpus to focus on specific lexico-grammatical options for performing 
that function. The rhetorical functions studied are: Situating your research in the field; Defending your research 

against criticism; Portraying your professional competence; Making and modifying claims; Criticising othersô 
research; Making and countering arguments. The corpora consist of theses written by native-speakers: 

approximately 190,000 words in politics and 300,000 words in materials science and were examined using the 

concordancer of WordSmith Tools (Scott 2005).  

 

The Participants 

The participants were international graduates or researchers. Forty-nine students completed both the initial 
questionnaire, adapted from Yoon and Hirvela (2004), which provides information on backgrounds and attitudes 

towards computer use and the final evaluation, which asks participants to rate sixteen statements about the corpus 
work on a five-point scale from strongly disagree to strongly agree. Roughly 55% of the participants were doing 

doctorates, 41% were Masterôs students and two were post-doctoral researchers. They worked in 33 different 

research fields: 33% in natural sciences, 45% in social sciences and 22% in humanities. Participants spoke 21 
native languages. All but one liked using computers and most did so several times per day. 47% of them had used 

a corpus before, which reflects the fact that the British National Corpus had been introduced in earlier courses. 
Attendance was not necessarily regular, but 47% of the students attended all six corpus sessions.  

It is clear that these classes were very heterogeneous, particularly in discipline, native language and experience in 

corpus use and indeed such diversity of background may be characteristic of academic writing classes more 
generally. By contrast, published studies on corpus-based courses tend to concern groups which were relatively 

small (Lee & Swales 2006; Yoon & Hirvela 2004) and/or homogeneous (Bondi 2001; Gavioli 2005; Hafner & 

Candlin 2007; Weber 2001). Thus the Oxford classes provide a useful test case for two research questions. 1. Can 
concordancing help students learn features of discourse? 2. What type of corpus work can be used to benefit 

relatively large mixed-discipline classes? 

 

An example of classroom procedure: Criticising the work of other researchers 

One difficulty often mentioned by students is that of making an acceptable criticism of other researchersô work. 
They are frequently urged to óbe criticalô, but given little specific guidance on how to achieve this. It seemed 

likely, therefore, that a combination of discourse and corpus work would enable students to discover some of the 
rhetorical and lexico-grammatical patterns associated with this function.  

The discourse session begins by focusing on two extracts from successful theses (given below as Extracts A and 

B), both of which criticise othersô research. Students are asked to underline the linguistic features that construct 
the criticism and, in discussion with a partner, to compare and contrast the extracts, commenting on their 

acceptability and persuasive effect. The first is extremely forthright in its criticism, making an overt attack (gross 

oversimplification, disregards all the known data), rather than a reasoned argument, while the second is more 
nuanced and includes a concession to the other researcherôs view (It is true thaté), before giving the writerôs 

criticism, signalled by but. The purpose of the task is not just to illustrate how criticisms can be made, but to help 
students reflect on their own attitudes to criticising othersô work and the norms of their discipline in this regard.  

 

Extract A  

Statements such as a bone collagen d
13

C value of -18.07ă implies a dietary content of 16% C4 plants (White & 
Schwarcz 1994) have been made and accepted as possible conclusions. The assumptions on which this statement 

is based is that all C3 and C4 plants can be assigned fixed single d
13

C values... This is a gross oversimplification 

and disregards all the known data on the wide variation in plant isotopic valuesé 

 

Extract B 

There exists an important strand of thought concerning state socialization that limits the scope of investigation to 

processes affecting individuals within states (see Luard: 59-60; Ikenberry and Kupchan: 289-290). But states are 
not merely aggregates of individuals. States are corporate actors, possessed of centralized administrative organs. 

It is true that  state policy is made by individuals, but these individuals are subject to pressure from domestic 

interestsé 



In the concordancing part of the class, the students focus on two-part rhetorical patterns similar to that identified 

in Extract B, in which the writer first acknowledges the work of another researcher before criticising it in some 

way. They are asked to perform corpus searches on but, however and though with (19* in the context. As the 
corpora were compiled in the 1990s, this retrieves citations which occur within the context of a contrasting 

statement signalled by the conjunction. In each concordance, this provides students with several examples of the 

rhetorical pattern studied. Thus in the materials science corpus, the concordance for but in the context of (19* 
retrieves 19 lines, of which about half show evidence of this pattern, for example: 

 
1 This type of difficulty in imaging n+p-junctions has also been reported by Venables and Maher (1996). 

Their work successfully imaged ion-implanted p+n-junctions, but did not report the observation of any 

contrast in similar n+p-junctions.    
2 Humphreys (1993) and Gater (1994) studied the grain boundaries of MA6000 but failed find any 

evidence of carbides.   

3 The early parameterisation of Chadi(1979c) described the band structure rather well, and had the 
correct separation of Es and Ep, but gave poor elastic constants,  

4 A similar insensitivity of SE-imaging was reported, but not explained, by Venables and Maher (1996)  
5 Norenberg, Bowler and Briggs (1997) also found an increase in the amount of c(4x4) with Ga exposure, 

but were unable to measure the Ga coverage in Auger.   

 

Part of concordance on but in the context of (19*  from the materials science corpus 

Students are asked first to identify which lines construct criticisms and how they are signalled (by but, often with 
negatives e.g. unable, not explained or with negative evaluation e.g. poor).  They are also asked to note any 

features which soften the effect of the criticisms (e.g. factive verb found, positive evaluation e.g. rather well, 

successfully). The aim of the task is to draw studentsô attention to a way of mitigating the effect of criticism by 
first indicating what the other researcher has achieved before drawing attention to limitations or flaws. In pairs 

students discuss their findings and the class ends with a report back session for the whole group. Paper versions of 

the concordances are handed out at the end of the session so that students have a record of the data they worked 
with. Homework is to write a short paragraph criticising the research of others in their own field. 

 

Results of the studentsô evaluation  

The results of the final questionnaire show that attitudes towards the corpus work were generally very favourable. 

Thus the average percentage of students who somewhat agree or strongly agree with positive statements about 
corpus work was 82%. In providing the following brief overview, I combine the categories ósomewhatô and 

óstronglyô and refer here to óagreeô or ódisagreeô. Thus 90% or over agreed that concordances helped them learn 
about rhetorical functions and how they are expressed and would recommend other international students to use a 

corpus for help with their English. Between 80% and 90% agreed that working with the concordances was a 

useful supplement to working with the texts and intend to use a corpus in the future; it also helped them to 
understand how rhetorical functions are used, to learn the grammar and vocabulary associated with them and to 

become more aware of them in their reading. Between 70% and 80% agreed that working with concordances was 

interesting, that it helped them to use rhetorical functions in their own writing and that they would like to use 
corpora in a future English class. Lower percentages were recorded for agreeing that working with concordances 

helped students learn other aspects of academic writing (63%) and for disagreeing with the negative statement that 
analysing the concordance lines was difficult because of the language (63%). However, the results were generally 

very positive, showing that working with concordances is both possible and fruitful for teaching discourse features 

to mixed-discipline classes. 

I now discuss in more detail the studentsô evaluation of two statements which concerned the practicalities of 

corpus work. These raise wider issues relevant to incorporating concordancing into an academic writing course, 
particularly with regard to the two research questions posed earlier. The full results appear in Table 1. 

 

Statement strongly 
disagree 

somewhat 
disagree 

neither 
agree 

nor 

disagree 

somewhat 
agree 

strongly 
agree 

Analysing the concordance lines took too much 
time because there was a lot of data. 

20% 22% 22% 24% 10% 

It was easy to perform the searches using the 

WordSmith Concordance program. 

0% 18% 20% 35% 27% 

Table 1 Student evaluation of two statements concerning the practicalities of corpus work 



Discussion 

óAnalysing the concordance lines took too much time because there was a lot of data.ô 

The first issue concerns the amount of data consulted, which caused difficulty for some students: 35% of 
participants agreed with the statement above, while only 43% disagreed. This is a problem that has been noted 

before (e.g. Chambers 2005; Kennedy & Miceli 2001), although usually because of the number of individual 

concordance lines. Here, the numbers of lines were limited (typically around 10-20), but a greater amount of 
context was examined. Nonetheless, students tended to read much more context than necessary and had to be 

encouraged to grow or shrink lines depending on the information needed. This issue can be addressed through 
demonstrating how different amounts of context reveal different aspects of the discourse feature studied. It is 

important that students examine enough context to ensure that discourse patterns can be observed, without being 

overwhelmed by the quantity of data. 

Nonetheless, I suggest that concordances do have an important role to play in investigating context. In particular I 

would argue that, far from being instances of ódecontextualisedô language (Widdowson 2000), concordance lines 

enable students to understand the importance of context in certain respects better than paper-based materials. This 
is because academic texts are so long that students in academic writing classes do not normally work with whole 

texts, but rather with extracts, which are limited in the amount of context they provide. Moreover, students often 
read such extracts as if they were complete: they come to conclusions and make judgments without taking into 

account the fact that they only have access to part of the writerôs text. This tendency is actually fostered by the 

appearance of extracts on the written page: they begin at the beginning and end at the end of sentences and are 
surrounded by white space. By contrast, when a student reads a concordance line, however much context is 

displayed, it is always clear that they are looking at only a fragment of text. This acts as a stimulus for students to 
expand lines and/or access the original file, two ways of examining context which are simply unavailable on 

paper. For these reasons, then, concordances are particularly valuable not just for studying relatively short lexico-

grammatical patterns, but also for working with extended contexts and investigating the discourse level of features 
such as rhetorical functions.  

 

óIt was easy to perform the searches using the WordSmith Concordance program.ô 

Only 62% agreed with the statement above, while 18% ósomewhatô disagreed. Although this may not seem a 

particularly negative result, the disagreement percentage was one of the highest and the agreement level one of the 
lowest in the evaluation. I would suggest that there are two main reasons for this. First, the necessity of ensuring a 

limited number of concordance lines leads to more complicated searches, involving, for example, context items or 

wild cards. For a beginner in corpus work, this undoubtedly presents a challenge. It is more likely, for example, 
that typing errors will occur, which may cause no concordance entries to be found and result in frustration. 

Secondly, if the main focus of the class is on learning the rhetorical function, it is more difficult to present the 
corpus tasks in a systematic and graded sequence, with the result that students may be overloaded with new 

technical information at the beginning of the course and there may be little sense of progression in concordancing 

skills. Undoubtedly, these disadvantages result from the decision to subordinate the learning of corpus techniques 
to the study of discourse functions. While some further adjustments in the difficulty and sequencing of the corpus 

tasks can certainly be made, I would argue that the slightly more negative responses seen here are at an acceptable 

level in relation to the overall aims of the course.  

However, consideration of this aspect of the studentsô evaluation raises the wider issue of the place of corpus 

work in EAP writing courses and in particular what sort of approach is feasible and useful with relatively large 
mainstream classes. Of the student groups described in the literature, the two which most resemble the Oxford 

classes are the one discussed by Lee and Swales (2006) and the advanced class in the Yoon and Hirvela study 

(2004). Both of these studies view corpus work as a response to individual writing problems, but they propose 
very different roles for corpora in the writing class. After initial training, the Yoon and Hirvela group was left to 

consult the corpus outside the class, while Lee and Swales made corpus work the focus of their course, which 
culminated in individual corpus-based student projects. Responses from the Yoon and Hirvela study indicated a 

less favourable attitude to corpus work among the advanced group, who had worked on corpora independently 

than among the intermediate group, who used corpora in class. The authors suggest that the advanced studentsô 
less positive response may have been due to the lack of teacher support and class-based practice. By contrast, the 

Lee and Swales group became skilled and enthusiastic corpus users, but, as the authors note, the success of this 

approach may depend on working with limited numbers of highly-motivated students. 

Thus if corpus work is not to be relegated to the fringes of EAP writing classes, there is still a need to re-think its 

purpose and role. The results of the above studies show that even advanced students need considerable in-class 
support. However this is difficult to achieve in larger groups if each student is working on his/her own individual 



problems. Hence I propose a different role for corpus work in class. In this approach, corpus consultation is used 

not as a support for individual writing tasks, but as a way of studying rhetoric. Lexico-grammatical patterns are 

still examined and fine-tuning occurs, but in a more systematic way, since the patterns are investigated as 
realisations of the discourse function studied. Thus, corpus work is a key element of class activity, in which each 

individual task contributes to the overall aim of increasing rhetorical awareness and competence.  

 

Conclusions 

In this paper I have suggested that advanced students of academic writing need to learn not only local lexico-
grammatical patterns, but also higher level discourse features and I have argued that corpus work provides access 

to extended context, which facilitates the study of discourse. I have also suggested that teaching large mixed-

discipline EAP writing classes raises distinct issues with regard to the type of corpus work that is appropriate. The 
approach I propose brings corpus consultation into mainstream EAP classes for the purpose of studying rhetoric. 

To illustrate this, I have described a course which integrates hands-on concordancing very closely with work on 

rhetorical functions. As shown by the participantsô positive evaluation, it is possible to learn discourse features 
through concordance work and students can benefit from engaging with corpora to bridge the gap between their 

rhetorical concerns and their lexico-grammatical knowledge. The use of corpus consultation as a support for 
discourse work can thus provide a systematic approach that is both feasible and pedagogically valid.  
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Abstract  

In this study, we combine learning grammar through ñobservation, hypothesis formation, useò in a series of 
hands-on DDL (data-driven learning) activities with a CALL (computer-assisted language learning) vocabulary 

learning program for teaching TOEIC-specific grammar and vocabulary to beginner level Japanese university 

students. First, students follow carefully crafted guidelines to explore the structures of noun or verb phrases using 
parallel Japanese-English concordancing lines from a specially developed Japanese-English newspaper corpus 

(Utiyama & Isahara 2003) and a bilingual concordancer (Barlow 2004). Next, the vocabulary is consolidated 

with a 30-minute CALL program activity. Finally, they complete follow-up activities using targeted vocabulary to 
reinforce the grammar patterns discovered through the DDL activities. The evaluation of learning outcomes 

showed this course design was useful for learning grammar basics such as recognizing parts of speech and 
derivations, and understanding the basic structures of noun phrases and verb phrases, in addition to the more 

complex grammar questions such as those found on TOEIC. In response to questionnaires, students reported that 

they enjoyed this course and believed it was useful for both grammar and vocabulary learning. As a modification 
of a previous study in an on-going project, this study included new follow-up exercises which students also found 

useful.   

Keywords: DDL, Japanese-English parallel corpus, beginner level EFL, CALL, grammar 

 

Introduction  

When Japanese high school graduates enter university, a dismaying number cannot conjugate verbs or recognize 

parts of speech (Chujo, Nishigaki & Uchibori 2006); they have difficulty identifying and understanding the 

structure of noun and verb phrases (Uchibori & Chujo 2005) and their overall understanding and knowledge of 
English grammar has decreased drastically in the last few years (Green 2006). At the same time, these students are 

faced with taking proficiency tests such as the Test of English for International Communication (TOEIC) and the 
Test of English as a Foreign Language (TOEFL), which are frequently used as both placement and achievement 

indicators for university, and as hiring and promotion indicators for companies. In a study comparing the grammar 

taught in the most widely used Japanese high school textbooks with the grammar found on TOEIC, researchers 
(Uchibori, Chujo & Hasegawa 2006) found, not surprisingly, that there was not much overlap. Most notably, the 

most frequent grammatical forms found in TOEIC were the structures of noun and verb phrases, and these are 
generally not taught in high school. Whether or not one assumes proficiency tests such as the TOEIC really do 

provide an effective measure of communicative ability, the reality is that many Japanese students will have to take 

these tests, and that they are ill prepared to do so. Similarly, Chujo (2003) compared the vocabulary taught in the 
best-selling Japanese junior and senior high school textbooks with the vocabulary found in TOEIC and found, 

again, that there is very little overlap. From the Uchibori et al (2006) study, we know what grammatical features 

are missing: the structures of noun and verb phrases, subject-predicate relations, adverbs, conjunctions, 
prepositions, and passive voice, among others. From the Chujo (2003) study, we have TOEIC-specific vocabulary.  

How then do we teach this grammar and vocabulary to beginner level university students in a way that actively 
engages them? 

In Japan, the traditional pedagogical approach had been teacher-centered presentation-practice-production (PPP) 

methodology and this textbook-oriented approach is often used in EFL classrooms in Japan.  McCarthy and Carter 
(1995) have argued that learners may need to supplement an inductive approach in addition to a deductive 

approach offered by PPP, and propose their three Is: illustration, interaction and induction. They also make the 
point that if teaching conversation or spoken English, it is important to teach spoken forms of language, not 

written forms as is so often seen in textbooks. Biber et al (2004:1) point out that the sequences of grammatical 

structures taught in most textbooks reflect intuitions about language rather than the language ñactually used by 
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speakers and writers in natural situationsò and advocates basing learning material on real life language found in 

corpora. Other researchers (Aston 1995; Boulton 2007; Johns 1991) advocate allowing learners to find patterns in 

language through the exploration of corpus data, and propose a corpus-based ñobservation, hypothesis formation, 
useò methodology (Boulton 2007:3). On the other hand, it has been noted that learners may be more comfortable 

with grammatical rules and vocabulary lists rather than ñlexical chunksò found in concordancing lines 

(Widdowson 2000 and Cook 1998, as discussed in Hunston 2002:193). Finally, Muranoi (2006) advocates a PCPP 
approach---presentation, comprehension, practice and production----incorporating cognitive processes such as 

noticing, hypothesis formation, hypothesis testing, automatization, and storage. In this case study, we have 
blended aspects of both an inductive corpus-oriented ñobservation, hypothesis formation, useò paradigm with a 

deductive PCPP approach (Muranoi 2006) that involves noticing, hypothesis formation and testing, 

automatization and storage.  

 

Methodology: Subjects and Materials 

Two classes of beginner level freshmen engineering students met for 90 minutes a week, for twenty-two weeks in 
one academic year. On the first day, students were given a TOEIC Bridge test which is a simplified version of the 

TOEIC that targets beginner and intermediate learners. Scores for 21 students in Group 1 averaged 124.6 out of 
180 and averaged 143.5 for 26 students in Group 2; these results confirm their ñbeginner levelò status. In addition, 

all students were given a grammatical features pre-test. At the end of the year, all students took a grammatical 

features post-test and responded to a questionnaire on the usefulness of the course and its various aspects.  

A new unit was covered in each class, for a total of twenty units. These are shown in Table 1. The grammar basics 

targeted were those identified by the Uchibori et al (2006) study, i.e. those grammatical features found in TOEIC 
(primarily in Parts VI and VII) but not generally taught in Japanese high school textbooks such as the structure of 

a noun phrase (NP), the structure of a verb phrase (VP), the structure of a prepositional phrase (PP), subject-

predicate relations, and adverbs. The syllabus was designed to present basic information first, such as inflections 
and derivations, since these are central to understanding the nouns, verbs, adverbs, and adjectives found in noun 

and verb phrases. In addition, the particular types of noun or verb phrases taught are those identified as the most 

common phrases used in English, according to Biber et alôs (1999) Longman Grammar of Spoken and Written 
English (LGSWE). For example, the most common pre-modifiers in an NP are general adjectives (Ibid: 589) and 

the most common post-modifiers are PPs (Ibid: 606); therefore, in teaching a noun phrase, we have emphasized 
[article + adj + noun] such as a new location and also [article + noun + PP] such as the quality of education. Our 

goal has been to use real language  identified in the LGSWE, that will be encountered in grammatical structures 

found on TOEIC, as identified by Uchibori et al (2006), using TOEIC vocabulary identified by Chujo (2003) and 
to present them in a way that beginner level students can understand and use.  

 

1 Word classes, verb forms, derivations 1 Word classses

2 Verb forms 2 Structure of VP (1) (present/past progressive)

3 Structure of NP (1) 3 Structure of VP (2) (present perfect/progressive)

4 Structure of NP (2) 4 Structure of VP (3) (passive sentences)

5 Structure of NP (3), Adverbs (1) 5 Structure of VP (4) (transitive/intransitive verbs)

6 Structure of NP (4), Adverbs (2) 6 Structure of VP (5) (agreement)

7 Structure of NP (5) 7 Structure of VP (6) (to-infinitivesthat-clauses)

8 Countable and uncountable nouns 8 Structure of VP (7) (to-infinitivesgerunds)

9 Structure of NP (6) 9 Structure of VP (8) (position of adverbs)

10 Structure of NP (7) 10 Structure of VP (9) (wh-clauses)

Spring semester Fall semester

 
Table 1  2007 DDL Grammar Syllabus  

 

The DDL Component 

Observation 
In the first step, the teacher introduced the topic and gave students clear instructions to follow guidelines on a 

carefully crafted DDL (data-driven learning) worksheet to find seven targeted words and their patterns of usage 

for the targeted grammar in the concordance lines on a computer by using a bilingual newspaper corpus (Utiyama 



& Isahara 2003) and a parallel concordancer (Barlow 2004). Noticing is the first step in language building 

(Schmidt 2001:31), and as an effective feature of DDL, Key Word in Context (KWIC) concordance lines are 

considered effective in promoting this cognitive process. By having English concordancing lines together with 
their Japanese translations (see Fig. 1), beginner level students can understand what they are seeing. Thus, 

ñlearners can focus attention on a limited and hence controlled amount of data and the input becomes more 

manageableò (Gass 1997:8).  
 

 
Fig. 1  An English-Japanese Concordancing Line 

 
The goal for this exercise was for students to observe these seven words in a real context which illustrates the 

target grammar feature. As an example of a task, students were asked to search a word such as quality and list 
what words frequently come before and after  (i.e., article before and preposition after, such as the quality of 

education) in order to understand the basic structure of a NP.  Additional examples of DDL tasks appear in Table 

2.  
 

DDL tasks Examples 

examining different verb forms and 
derivations 

Search develop* and list both different verb forms and 

derivations. (Answer: develop, develops, developed, developing, 

and development.) 

examining countable and 
uncountable nouns 

Search furniture*  and passenger* to understand which words are 

uncountable. (Answer: uncountable nouns have only one form, 

e.g. furniture NOT furnitures.) 

examining word classes 

Search a certain collocation such as a * organization to find what 

class of word comes between a and organization. (Answer: 

adjective, such as a new organization.) 

examining the basic structure of 
NPs 

Search a word such as quality and list what words frequently 

come before and after.  (Answer: article before and preposition 

after; such as the quality of education)  

examining the basic structure of 
VPs (1) 

Search enjoyed and find which verb form frequently follows it. 
(Answer:  to-infinitives or gerunds.) 

examining the basic structure of  

VPs (2) 

Search discuss. Find and write down wh-clauses. (Various 

answers such as to discuss when.)  

examining the basic structure of  
VPs (3) 

Search agree and count how many agree that phrases you can 
find.  

Table 2 Examples of DDL Tasks 

 

Presentation and Hypothesis Formation   

While some educators propose that an inductive process in grammar learning is essential (Seliger 1975), others 
advocate for a deductive approach (Shaffer 1989). We believe that what Corder (1973) claimed more than thirty 

years ago might well be true: that it is most effective to use a combination of both inductive and deductive 

approaches, and we use both as a basis for our instruction. By noticing patterns in the DDL tasks, students formed 
ideas about general rules for the targeted grammar. To confirm or clarify, next an explicit grammar explanation 

was presented with a generalized schema of the target structure by using a visual illustration such as a diagram 

(see Fig. 2). This was done in Japanese and students were provided with both a written and verbal explanation.  In 
this particular illustration, the parentheses are used to show those words which are optional. There are two 

purposes for using an illustration such as this: (1) it is important to show as clearly as possible that the whole of a 



phrase is a coherent unit involving both obligatory and optional members of the phrase; and (2) it is necessary to 

show that elements within a phrase are grammatically related to one another, particularly with the head noun. The 

head noun determines the major properties of the phrase. In this example, the head noun forms a noun phrase. 
 

[ NP
( Determiner )  ( Premodifier )  Head Noun ( Postmodifier ) ]

article adjective prepositional phrase

quantifier -ing -ing/-ed
numeral -ed relative clauses

 
Fig. 2 Grammar Explanation Used for Introducing the General Structure of the NP 

 

Practice and Hypothesis Testing  

After completing the DDL tasks, forming hypotheses about a discovered pattern or a rule, and having that 

understanding verified or corrected, the next phase is an intake or internalization phase to promote the hypothesis 

testing process. Students were given a follow-up worksheet, which contained tasks using the targeted grammar in 
contextualized exercises aimed at consolidating comprehension by providing practice and encouraging 

production. The follow-up exercises help students to understand the targeted structure inductively. One example of 
an activity would be for students to underline all noun phrases, or to complete a sentence by choosing the correct 

derivation of a word. 

 

Production: Automatization and Storage 

Just having a corpus and corpus inspection software is not enough (Braun et al 2006). We also know that ñextra 

form and meaning focused input, tasks and assignments have to be added in order to make instruction more 
effectiveò (Koenraad & Hajer 2006:6). The production phase corresponds to the automatization and storage 

phases in the final cognitive process. In the follow-up worksheet, students were asked to perform tasks such as 
describing pictures and creating dialogues using targeted vocabulary. 

 

The CALL Component 

In order to review and learn vocabulary, students completed a 30-minute CALL program. They are given 20 words 

and their meanings, including the seven words given in the DDL component, and they learn these words in a 
series of CALL activities.  

 

Results and Discussion 

For these two classes, students in both Group 1 and Group 2 made significant gains in all areas of the grammatical 

features test except for countable and uncountable nouns. Specifically, there were gains for word classes, 

derivations, structure of noun phrases, structure of verb phrases, and multi-aspect (TOEIC-formatted) questions, 
but not for countable and uncountable nouns (see Table 3). In the noun phrases section of the test, students were 

asked to underline noun phrases found in sentences. The post-test scores showed a significant gain and we can say 
the enhanced noun phrase DDL instruction conducted in this study was effective. On a specially constructed verb 

phrases section of the test, students were asked to answer fill-in-the-blank questions. The post-test showed 

significant gains for the use of transitive and intransitive verbs, adverb placement, gerunds, wh-clauses, to-
infinitives, passive tense verbs, past tense verbs, and that-clauses.  

 

Pre-test (%) Post-test (%) Gain Pre-test (%) Post-test (%) Gain

(1)  Word classes 69 81 12** 82 90 8
**

(2)  Countable & uncountable nouns 66 74 8 73 75 2

(3)  Verb forms 60 75 15
** 75 80 5

(4)  Derivations 33 53 20
** 51 67 16

**

(5)  Structure of noun phrases 33 68 35
** 56 76 20

**

(6)  Structure of verb phrases 55 73 18
** 70 78 8

**

(7)  TOEIC-formatted test questions 39 51 12** 58 71 13**

Class 1 Class 2

Grammatical features

 
Table 3  Comparisons of the Pre- and Post-test Scores 



It is important to note that most of the exercises and the questions on the grammatical features tests target a single 

aspect of grammar, i.e. identifying a part of speech, providing the correct derivation of a word, or using the correct 

verb form. In contrast, the multi-aspect or more complex TOEIC-formatted test questions present the learner with 
more difficult questions. An example question is as follows, and the answer must be chosen from four choices 

given for each question:  

We will (   ) have a trip to China next spring. {probable, prove, probably, probability} 
In order to choose the correct answer, the respondent would have to understand not only that an adverb is 

required, but that an adverb generally ends in ïly and that the adverb could appear in the space indicated. 
Compared to the other six types of features shown in Table 3, which focus on a single grammar issue, this 

particular type of TOEIC-formatted test question is complex and requires learners to bring together knowledge of 

more than one aspect of grammar.  
With regard to student questionnaires, on a five-point scale, students reported that the DDL concordancing 

activities, grammar presentation, and follow-up activities were useful and easy to understand (see Table 4) and 

that in general, this course was useful for learning both grammar and vocabulary. The students particularly 
appreciated the explicit explanation that was given after they had an opportunity to explore and discover the 

targeted grammar. This helped them to clarify their understanding in a way that was familiar to them, and 
providing it after rather than before seemed to reinforce their understanding.. 

 

Activities Evaluation Group 1 Group 2

  useful 4.0 4.0

  easy to understand 3.7 4.0

  useful for learning grammar 3.9 4.0

  useful 3.8 4.0

  easy to understand 3.6 3.9

  useful for learning grammar 3.9 4.0

  useful 4.0 4.2

  easy to understand 3.7 4.0

  useful for learning grammar 3.9 4.1

Feedback from Teacher   useful 4.3 4.4

  enjoyable 3.5 3.7

  useful for learning grammar 3.8 3.9

  useful for learning vocabulary 4.0 4.3

DDL Worksheets

Grammar Presentation

Follow-Up Activities

DDL/CALL Course

 
Table 4  Student Assessment of the DDL Course 

 

In addition, students also provided written responses to open ended questions such as (1) ñWhat are some of the 

differences between this DDL class and your high school English class?ò (2) ñWhat did you find using DDL?ò 
and (3) ñHow do you want to use a parallel corpus?ò An excerpt of sample responses is available in the 

Appendix.  

 

Conclusion 

There are those who might argue that this kind of course is teaching to the TOEIC exam, rather than teaching the 
communication skills that the TOEIC would measure. The course is designed for beginner level university 

freshmen only to close the gap in what high school students are not taught so that as they continue through their 

other English courses, they are equipped to recognize and produce these important language forms. In addition, 
the follow-up activities are geared to production, not to exam strategies.  

In his interesting 2007 article, Boulton remarks that there is a lack of data in the literature on whether or not ñbig 
themesò can be learned through corpus studies such as concordancing. He cites researchers who believe big 

themes can only be understood at the discourse level (Boulton 2007:4) but concludes that there is a lack of studies 

on learning grammatical themes with DDL. He reports having some success with learnersô ability to detect 
patterns of use for will  and going to, but acknowledges that this is only one small aspect grammar.  

As an on-going research project, we make modest gains each year, and we believe we are able to teach ñbig 

themesò in grammar patterns.  We have been successful in addressing important vocabulary and grammatical 
features that appear not only on TOEIC tests, but in the English language.  The forms focused on are those cited in 

the LGSWE as those most frequent in English. The students continue to report that they find this combined method 
to be both enjoyable and effective. We hope that it will provide these students with the tools they need to be 



successful in language classes and in communicating in English.  

 

Appendix     An Excerpt of Sample Responses from Students 

 

DDL was different from traditional learning.  Rather than using textbooks, we used computers and learned

actively at our own pace.

It was discovery learning, so we can understand grammar gradually and solidly. We think this is a suitable

style for engineering students.

We can learn grammar visually by observing a large number of authentic and practical examples.

We learned different meanings from those in dictionaries.

We learned that one word has various usages.

We learned that some words are used commonly and others are used rarely.

I'd like to use DDL when I'd like to know if the word is used in a real context or not.
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Abstract 

Spoken texts provide a large quantity of information which extends beyond language; they include semiotic 
resources such as gesture, posture, gaze and facial expressions which, like language, contribute to the overall 

meaning-making of the texts (Kress and van Leeuwen 2006: 41). However, until recently their investigation has 
completely relied on their óbasicô orthographic transcriptions (Leech 2000), partly due to the lack of adequate 

concordancing software tools. This has somewhat limited the potential spoken texts bring to language teaching 

and learning. Based on the theoretical and technical innovations which have taken place in the field of 
multimodal corpus linguistics (Baldry and Thibault 2001, 2006b, forthcoming), especially within the MCA project 

(Baldry in press, Baldry and Thibault in press), this study presents a pedagogical application of spoken corpora 

in the promotion of communicative language competence by language learners at various levels of proficiency. In 
particular, it illustrates how MCA, a multimodal concordance (Baldry 2005, Baldry and Beltrami 2005), can be 

used to create, annotate and concordance spoken corpora in terms of functions and notions (van Ek and Trim 
1998, 2001). The study illustrates the kind of information the concordance lines and their associated film clips 

provide in terms of: a) the linguistic forms realizing a specific language function and b) the ways in which 

language interacts with its multimodal co-text (Baldry in press). In so doing, the paper introduces a new 
concordancing technique, namely multimodal functional-notional concordancing (Coccetta in press b), and 

presents two multimodal data-driven-learning (DDL) activities which show how this new approach to the analysis 
of spoken texts can enhance language learning. 

Keywords: Spoken corpus, multimodal functional-notional concordancing, communicative competence, 

multimodality, teaching materials 

 

 

Introduction  

Spoken corpora are particularly useful for teaching the spoken language because they ñcan achieve high 

authenticity, serve as communication aids, and provide irreplaceable models of the target languageò (Mauranen 
2004a: 208). However, the common practice of adopting the approach used to investigate corpora of written texts 

has greatly limited their potential for doing so. In the light of the recent theoretical and technological 

developments regarding the analysis of multimodal corpora (Baldry and Thibault 2001, 2006a, forthcoming), this 
study investigates multimodal functional-notional concordancing, a new approach to the analysis of spoken 

corpora, which focuses on language and on the ways speakers express things, but also considers how language 
combines with other semiotic resources such as gesture, facial expressions and gaze to create meaning. This 

approach is facilitated by the use of the online multimodal concordancer MCA (Multimodal Corpus Authoring 

System) (Baldry 2005, Baldry and Beltrami 2005). This study analyses some texts in the Padova Multimedia 
English Corpus (Padova MEC) (Ackerley and Coccetta 2007) and in so doing demonstrates how MCA can be 

used to investigate spoken corpora for functions and notions. It also describes the ties existing between verbal and 

non-verbal information that the individual concordances and their related video clips reveal. In passing, we may 
recall that functions are defined as ñthe kind of things people may do by means of languageò (van Ek and Trim 

1998: 28). Notions, on the other hand, are ñthe concepts we may refer to while fulfilling language functionsò (van 
Ek and Trim 1998: 28). Van Ek and Trim distinguish between general and specific notions. The former can be 

expressed in any situation and include concepts such as space, quantity and time. The latter are topic-related and 

can be expressed in particular situations only. They include thematic categories such as education, travel and 
personal identification. The last part of the study gives examples of teaching materials developed for language 

learners at various levels of proficiency that are designed to promote their communicative language competence 
and raise their awareness of the multimodal nature of spoken texts. The teaching materials adopt the data-driven 

(DDL) approach ñwhich gives the learner access to the facts of linguistic ñperformanceòò (Johns 1991: 2) and 
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which, through deductive and inductive reasoning, encourages the learner to discover patterns in the target 

language.  

 

Multimodal concordancing 

The research carried out in the new field of multimodal corpus linguistics (Baldry and Thibault 2001, 2006b, 

forthcoming) in the last ten years offers both the conceptual and software tools to examine a variety of multimodal 
texts, such as advertisements (Baldry and Thibault 2006a), conversational texts (Coccetta in press a/b, Dalziel and 

Metelli in press) and websites (Baldry and OôHalloran forthcoming). As regards the study of spoken texts, the 
development of the online multimodal concordancer MCA, capable of creating, annotating and concordancing 

multimodal texts, has overcome some of the limitations imposed by concordancers such as WordSmith Tools 

(Scott 2008) and AntConc (Anthony 2005) which arise as a result of the process of transposing a speech event to a 
written medium (Coccetta in press a/b). Unlike WordSmith Tools and AntConc, in MCA multimodal texts (film 

clips) are preserved in, more or less, their original format; for each concordance line the system provides 

contextualised access to specific parts of these texts, thus allowing the investigation of what Baldry (in press) 
defines as a concordanceôs multimodal co-text, namely a co-text (Sinclair 1991) which extends beyond the 

concordance itself and includes, besides language, other semiotic resources featured in the text. This 
concordancing practice is intersemiotic in its orientation as it considers  language as being integrated rather than 

isolated from other semiotic modalities; in other words, language constantly interacts with other resources in the 

meaning-making process within the scalar organisation of texts (Baldry and Thibault 2006a: Chap. 4, 2006b, in 
press, Baldry in press).  

Extensive research into multimodal concordancing within the MCA project has led to the development of a 
Concordance Matrix which combines four concordance types with four concordancing procedures within this 

scalar approach to concordancing based on the hypothesis that multimodal concordances can explore interactions 

across different textual levels in multimodal texts (Baldry in press, Baldry and Thibault, 2006b, in press, see 
below). Table 1 outlines this Matrix and indicates how from a theoretical standpoint any concordance type can be 

combined with any procedure. 

 

Concordance types 

1. monomodal form-oriented concordances; 

2. monomodal meaning-oriented 
concordances;  

3. multisemiotic form-oriented concordances; 
4. multisemiotic meaning-oriented 

concordances. 

Concordancing procedures 

a. default type (KWIC concordancing);  

b. media-indexed type; 
c. tabulated type; 

d. overlay/captioned type. 

 
Table 1: A Concordance Matrix presenting a series of options to investigate multimodal corpora within the MCA 

project (Baldry in press, Baldry and Thibault in press); 

 

The multimodal functional-notional concordancing approach presented in this study is an example of Option 2b in 

the Matrix, namely the monomodal meaning-oriented, media-indexed concordance. In other words, this 
concordancing technique is monomodal because the concordance itself only provides information on one semiotic 

resource, namely language, and excludes an analysis of, say, gaze or gesture; it is meaning-oriented because it 

focuses on a specific language function and investigates the different language forms which enact this function; 
finally, it is media-indexed because it gives access to the film sequence indexed in each concordance line, i.e. its 

multimodal co-text. The word ómultimodalô included in the expression ómultimodal functional-notional 

concordancingô thus refers to the multimodal co-text rather than the concordance itself. 

Sections 3 and 4 illustrate how MCA can be used to construct, annotate and concordance spoken texts. 

 

Annotating a spoken corpus for functions and notions with MCA 

The MCA system adopts a manual approach to tagging which allows users to: a) segment texts into functional 

units; b) create mini-grammars, namely the sets of descriptors which specify the features to be investigated in 
texts; and c) annotate texts.  

To be searchable, an MCA corpus needs to have at least one mini-grammar. To annotate the linguistic features of 

the texts in the Padova MEC, three mini-grammars have been developed: one for language functions, one for 
general notions and one for specific notions. The mini-grammars are based on the specifications given by van Ek 



and Trim in Threshold 1990 (1998) and Vantage (2001). An excerpt from the mini-grammar for the function 

órequesting someone to do somethingô is given in Figure 1. 

 

 
Figure 1: An excerpt from the mini-grammar for the function órequesting someone to do somethingô; 

 

As Figure 1 exemplifies, MCA mini-grammars are hierarchically organized on the basis that the deeper you go 
into the hierarchy the more specific the descriptors are. For example, the function in question belongs to the 

category of functional use óSuasionô and comprises functions such as ópolite requestsô, ópleadingô and 
óinstructions and ordersô which are more specific than the function órequesting someone to do somethingô. 

Similarly, the function órequesting: instructions and orderô comprises the more specific functions órequesting: 

instructionsô and órequesting: ordersô. The hierarchical organization of the mini-grammars allows users to decide 
how deeply in the analysis of the texts they want to go. Once the tagging system has been created, the corpus is 

divided into functional units of any length within a prototypically scalar approach to concordancing that divides 

texts into macro and micro structures (Baldry, Thibualt 2001, 2006a, 2006b, in press, forthcoming). Thus, in the 
Padova MEC, texts are divided into phases (Thibault 2000: 320, Baldry and Thibault 2006a: Chap. 4) and 

utterances. Finally, each sequence is associated to the descriptors that characterize it. Figure 2 shows the Sequence 
Analysis tool used to annotate texts and which also contains the tagging systems created.  

 

 
Figure 2: An example of functional-notional annotation; 

 

Figure 2 gives an example of how an utterance is annotated for functions and notions.  As for the utterance óWant 

a glass of water?ô, the function ómaking an offerô is selected and the utterance in question is written in the empty 
box below it. Similarly, to tag the general notion of quantity ña glass ofò, the descriptor ógeneral notions: 

quantitativeô is selected and ña glass ofò is written in the empty box below it. The Media Player button at the top 

of the page facilitates the annotation of the sequence, as it allows the user to watch it. 



Multimodal concordancing for functions and notions 

The use of a spoken corpus to learn about typical ways of expressing something has been called for by Mauranen 

(2004b: 95). With reference to the functional tagging system described above and the use of the search engine 
incorporated in MCA, this section will exemplify how the Padova MEC can be investigated for functions and, in 

particular, how a function and a notion can be combined. 

MCA incorporates a search engine (see Figure 3) which allows users to find and isolate sequences in a corpus 
sharing the same characteristics. For example, to see if the function ódeclining an offerô is expressed in a Padova 

MEC subcorpus relating to requests, invitations and offers and to find what linguistic forms realize this function, 
the respective parameter is selected from one of the three drop-down menus included in MCAôs search engine. 

Table 2 presents the concordance lines retrieved. 

 

1. No thanks 

2. no thanks. 

3. No thanks. I mean, that - that water's been there for ages. 
4. No. 

5. No thanks. I'm not - I'm not hungry. 

6. Uh, no thanks 
7. I've already had one, thanks. 

Table 2: A set of results for the function ódeclining an offerô retrieved with MCA; 

 

Access to the film clip for each concordance line gives information about the multimodal co-text which might turn 

out to be useful for language learners. Research has shown the relevance of texts that use many semiotic resources 
in helping language learners, in particular lower level ones (Mueller 1980, Hoven 1999), to understand spoken 

texts (Kellerman 1992, Sueyoshi and Hardison 2005). For example, in the majority of the concordance lines 

presented in Table 2 the speaker shakes her/his head when s/he says ñNoò, thus showing the synchronisation that 
exists between the gesture and speech in the meaning making process, and giving learners clues as to how these 

resources are typically codeployed and used concurrently. 

We may illustrate the capacity for integration of textual levels and resources in this approach to language learning 

and teaching with a further example. As MCA allows users to combine up to three descriptive parameters, it is 

easily possible to analyse adjacency pairs (Schegloff and Sacks 1973) (see Coccetta in press a/b). Similarly, users 
can combine a language function with one or two general or specific notions. With reference to a cooking 

demonstration taken from the Padova MEC, Figure 3 shows how MCAôs search engine can be set in such a way as 

to find the utterances expressing the function órequesting: instructionsô which contain a temporal notion of the 
sequence type (e.g. then, first and afterwards). 

 

 
 
Figure 3: MCAôs Search Inquiry tool with instructions to find utterances expressing the function órequesting: 

instructionsô which contain a temporal notion of the sequence type; 
 

 



 

Table 3 shows the results that this search produces for this text: 

 

1. You take yogurt and then you mix it with tandoori special blend. 
General notions: temporal: YES: [reference without time focus: simple present] 

[sequence: then] 
2. we cut it first [...] Do that and you do some slabs on the chicken. [ ] And do the 

same on the other bit. 

General notions: temporal: YES: [reference without time focus: simple present] 
[sequence: first] [present reference: now] 

3. after you've left this for 30 minutes which we haven't done, but it doesn't matter, 
um, you coat it with this marinade.  

General notions: temporal: YES: [sequence: after + sub-clause] [duration: for] 

[divisions of time: minutes] [past reference: present perfect] 
4. then you put this on. [ ] You put this on and, um, you turn the oven on at 170 

degrees [...] And then you put salt all over it. 

General notions: temporal: YES: [reference without time focus: simple present] 
[sequence: then] 

Table 3: The set of results for the function órequesting: instructionsô and the temporal notion of the sequence type 

retrieved with MCA; 
 

Section 5 will further exemplify this approach by giving some sample DDL activities which analyse language 
functions and notions. 

 

Multimodal DDL activities for functions and notions 

Giving personal details about name, age, profession, family and address is one of the first things language learners 

learn to do in a language (see the specifications for the A1 level in the global scale of the Common European 
Framework of Reference, Council of Europe 2001: 24). Exercise 1 illustrates how a Padova MEC subcorpus 

relating to short introductions can be used to help language learners with a low level of proficiency to express 

their age. Because of the learnersô level, the exercise is given in the native language. 
 

 

 
Exercise 1: Expressing age 

 

In Exercise 1 learners are given the elements used to express age and are asked to put them in the correct order. 
To do so, they are required to search the corpus for the function óstatingô and the specific notion ópersonal 

identification: ageô. This produces the concordance lines presented in Figure 4. 

 



 
Figure 4: The set of results for the function óstatingô and the specific notion ópersonal 

                              identification: ageô retrieved with MCA 
 

By analysing the concordance lines learners are able to place the elements in the correct order. In addition, by 

accessing the original text they get used to hearing numbers in utterances. The results retrieved are typically used 
to develop some follow-up exercises. For example, the concordance line ñIôm a 19-year-old student here at the 

University of Padovaò illustrates the use of a compound adjective to express age. The concordance lines ñI ï I 

have 20 é 21 yearsò and ñIôve got 25 yearsò, produced by non-native speakers of English, on the other hand, 
illustrate the incorrect use of the verb óto haveô to express age, a mistake which is very common in language 

learners, and Italians in particular. Drawing the learnersô attention to the mistake helps them avoid it. However 
restricted the set of examples may be in this subcorpus, an illuminating set of options of linguistic forms for 

expressing age is, nevertheless, made available to learners. Similarly, learners can be asked to combine the 

function óstatingô and the specific notion ópersonal identification: nameô to find out how to express their names, or 
the specific notion ópersonal identification: addressô to learn how to say where they live.  

Access to the original text allows learners to practice listening, and provides information which might be difficult 
to retrieve when only a linguistic co-text is available. Exercise 2 was created with reference to the cooking 

demonstration mentioned above, and focuses on the use of deictic elements, and demonstrative pronouns in 

particular, when giving instructions.  

 

 

Exercise 2: Using deictic elements when giving instructions; 


