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Abstract 
 

 

Corpora-based studies have influenced language education, especially for adults, since the 

1980s with dictionaries and grammar books (Sinclair, 1987, 1990; Biber et al., 1999). However, 

there is still a paucity of research on how corpus-based materials can support primary school 

learners of English as an additional language. With the growth of bilingual programs 

(Portuguese-English) in our context (Oliveira; Höfling, 2021), there has been an increasing 

demand for materials based on real language use in the past years. In an attempt to address the 

demand, this investigation is about using specially compiled pedagogic corpora that can 

accelerate learners’ exposure to English in subjects like Science and Geography. The outcomes 

of the study can reveal benefits of integrating corpus-informed pedagogy in the early levels of 

Ensino Fundamental I (Elementary school) in Brazil. Despite the fact that there are a few 

studies based on corpus for this educational level (Hirata, 2020; Crosthwaite; Stell, 2020), 

mainly using the data-driven learning (DDL) approach (Johns, 1991), none had the same 

learners’ academic level, nor a similar linguistic focus or aim. To the best of our knowledge, 

there has not been any research on the benefits of the use of pedagogic corpora which address 

the linguistic needs of 4th-6th primary school students. To compile the corpora, first, topics in 

the domains of Science and Geography were chosen from the Brazilian National Common 

Curriculum (BNCC) guidelines for teachers. Second, texts on the chosen topics were selected 

from textbooks and websites. Third, texts were level checked (A1-A2), according to the 

Common European Framework of Reference for Languages (CEFR). A balanced number of 

texts composed the corpora, considering school year and source (textbook or web), yielding 

two corpora: (a) Science with 437 texts and (b) Geography with 458 texts. Two topics were 

selected for the study, one from each corpus: Neighborhood from Geography and Animals from 

Science. Fifth, a lexico-grammatical analysis of the two subsets of corpora was done by the 

concordancer (#LancsBox), revealing the most frequent content words and lexical bundles 

which compose our year 4-6 grade Neighborhood and Animals Word List. And finally, the 

teacher and the researcher identified the vocabulary which would be most appropriate and 

meaningful for young learners 9-12 years old, and activities were specially designed. The DDL 

approach was used to implement all the activities with concordance lines and key words in 

context (KWICs) in the classrooms. The resulting outcomes of learners’ production have 

yielded positive insights into the feasibility of working with authentic language in the initial 

levels of the elementary school. Indeed, the subject-focused level-appropriate lexicon compiled 



can complement learners’ exposure to English and support teachers’ work. The concordance 

lines added variety and change to the class routine motivating learners to walk the extra mile to 

play with them and understand the meaning of the key words. It is fair to say that this repeated 

condensed exposure (Gabrielatos, 2005) can contribute to an early L2 vocabulary expansion 

and learning and heighten awareness of language patterns (Granger, 1998).  

 

 

Keywords: concordancer; English textbooks; Geography and Science; pedagogic corpora; 
KWIC; concordance lines. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 



Resumo 
 

 

Os estudos baseados em corpora têm influenciado a aprendizagem de línguas, em especial, por 

adultos, desde a década de 1980, com a publicação de dicionários e livros de gramática 

(Sinclair, 1987, 1990; Biber et al. 1999). Entretanto, ainda existe escassez de pesquisas sobre 

como os materiais criados a partir de corpora podem ser benéficos aos alunos de inglês como 

língua adicional no ensino Fundamental I. Mesmo assim, com o aumento dos programas 

bilíngues (Português-inglês) no nosso contexto (Oliveira; Höfling, 2021), tem ocorrido o 

crescimento na demanda de materiais baseados em língua autêntica nos últimos anos. Em uma 

tentativa de responder a essa demanda, esta investigação trata do uso de corpora pedagógica, 

especialmente compilada, que poderá acelerar a exposição ao inglês de jovens aprendizes em 

disciplinas como Ciências e Geografia. Os resultados do estudo indicam benefícios de se 

integrar um modelo de pedagogia fundamentado em corpus aos anos iniciais do ensino 

Fundamental I no Brasil. Apesar de haver alguns estudos com o uso de corpora no nível 

secundário (Hirata, 2020; Crosthwaite; Stell, 2020), a maioria usando a abordagem ensino 

baseado em dados de corpora (data-driven learning) (Johns, 1991), nenhum foi feito com o 

mesmo nível escolar dos participantes, com o mesmo objetivo ou foco linguístico. Ao que 

parece, até esta data, nenhuma pesquisa foi feita para que fossem identificados os benefícios do 

uso de corpora pedagógicas que atendam às necessidades linguísticas de alunos da 4ª., 5ª. e 6ª. 

séries da escola primária. Para compilar os corpora pedagógicos, primeiro foram escolhidos 

tópicos de Ciências e Geografia, obtidos nas orientações da Base Nacional Comum Curricular 

(BNCC). Depois, textos e vídeos nos temas selecionados foram extraídos de livros-texto e de 

websites. Como terceira etapa, o material passou pela avaliação dos níveis linguísticos A1–A2 

do Common European Framework of Reference for Languages (CEFR), indicado para os níveis 

iniciais do Ensino Fundamental I. Na etapa seguinte, os dois corpora foram compilados com 

um número balanceado de textos, agrupados por série escolar e fonte do material (web ou 

livros), gerando (a) Ciência com 437 textos e (b) Geografia com 458 textos. Para esta 

investigação foram escolhidos dois tópicos: Vizinhança (Neighborhood), de Geografia, e 

Animais (Animals), de Ciências. A quinta etapa foi feita pelo concordanceador #LancsBox, que 

realizou a análise léxico-gramatical nos dois subgrupos dos corpora e identificou os vocábulos 

e os grupos de palavras mais frequentes em cada subcorpus. E, por último, esta pesquisadora e 

a professora participante identificaram o vocabulário que seria mais apropriado e significativo 

para os alunos de 9 a 12 anos, para que fossem criadas as atividades especiais. A abordagem 



em sala de aula foi o DDL usado na implementação das atividades com as linhas de 

concordância e palavras-chave (KWIC). Os resultados da produção linguística dos alunos 

revelaram aspectos positivos para a continuação do trabalho com língua autêntica em níveis 

iniciais do Ensino Fundamental I. Um léxico compilado com conteúdo adequado aos temas e 

séries dos alunos pode, sim, complementar a exposição desses alunos ao inglês e ao trabalho 

dos professores. As linhas de concordância adicionaram variedade e mudança na rotina das 

aulas durante o estudo, motivando os alunos a se esforçarem para compreender o significado 

das palavras-chave ao manuseá-las. Parece ser razoável afirmar que esta exposição condensada 

(Gabrielatos, 2005) pode contribuir para uma expansão e aprendizagem precoce do vocabulário 

alvo e para o aumento da percepção das estruturas da língua adicional (Granger, 1998). 

 

 

Palavras-chave: concordanceador; livros-texto em inglês; Geografia e Ciências; corpora 

pedagógicos; KWIC; linhas de concordância. 
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Chapter 1 – Introduction 

 

 

1.1 Context 

The world has been undergoing fast and irreversible changes in the last decades and 

formal education has been called in to adjust its priorities to the demands of the new generation 

(O Estado de São Paulo, June 2, 2019). Different media have been emphasizing the fact that 

we are now dealing with a generation of students who learn in a much different way than 10 

years ago. Articles, documentaries, and those investigating our educational system in general 

are urging educators to understand learners’ new dynamics and organize learning so that it 

benefits everyone. The most recent generation of young learners, currently in elementary 

school, is certainly one that challenges the learning / teaching boundaries of the past even 

further while demanding teachers’ mentoring in new ways in the classroom. Formal education 

has to respond fast if it aims to prepare the country’s youngsters to fit in successfully in the new 

marketplace format after the school years. 

To this date, teachers’ roles have been multi-faceted, trying to provide learners not only 

with the subject-matter contents of their lessons but also guiding them towards meeting learning 

goals. However, most of those roles are now being disputed as technology and portable devices, 

available to a large portion of the population, offer learners instantly the information required 

for their day-to-day lives. It is the turning point of the source of knowledge: the tools available 

today can supply the present generation of learners with the right answers at the tip of their 

fingers. In Clemesha and Liberali’s (2020, p. 1) words, “we believe that education should 

provide expansive new modes of effective participation in society to offer students the chance 

to increasingly develop forms of insertion in the world and means to transform their mobility.” 

Contemporary education should enable learners to identify the schools’ goals to engage more 

effectively with them, to be motivated to be in the school and be ready to learn. 

It is of utmost relevance to begin describing this study by mentioning that back in 1996, 

the Ministry of Education (Ministério da Educação e Cultura – MEC) had already taken steps 

towards setting further parameters for education by launching what is called Base Nacional 

Comum Curricular (BNCC).1 The first BNCC was a 600-page document which tried to unify 

the school system by defining its academic contents, aligning the regulations for proper 

 
1 Most recent version of BNCC was validated on December 14, 2018. Available at: 
http://basenacionalcomum.mec.gov.br/implementacao/. 
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implementation of related policies in schools throughout the country. Among other issues, it 

contemplates all significant areas of knowledge required for the Fundamental levels of all 

schools. Under these new circumstances, the schools had to accommodate the innovations and 

teachers have been witnessing curricula adjustments. These have been made fast in both private 

and public schools to meet the latest requirements, with one eye on the learners and another in 

the future. What policy makers need to realize is that the generation which is going to be 

responsible for the future of the country is being prepared now.  

The key role for educators is to prepare students for life, but at a time of great change 

and uncertainty, are teachers prepared to teach what is necessary? It is common knowledge, and 

current statistics show, that English as an additional language (EAL) and digital literacy, 

knowledge of basic technological tools, are the new assets every young adult needs to have 

when leaving school to join the workforce. To illustrate the point, words in English like 

lockdown, home office, co-working, shared workplace, co-living, co-housing, coaching and 

even the more recent home-schooling, are just a few of those which are now part of everyone’s 

new lifestyle. Many schools are trying hard to respond to the new reality and taking as fast an 

action as they are able to in order to address their stakeholders’ demands: better-informed 

parents want their children to be well-prepared now for their future professional lives. They 

rely on formal education because most of them believe the younger their children are exposed 

to English, the better their English competence will be in the future.  

It resonates with Read’s words when addressing an IATEFL2 conference (2000, p.33) 

on ‘Young Learners & Teenagers’, who declared twenty-three years ago that  

 

the last 30 years [had] seen a continuous driving down of the age of 
introducing English as a school subject. […] the main driver behind this 
pervasive global trend has been the potential political and economic benefits 
perceived by governments and a public keen to give their children an 
educational edge for the future. 

 

She was referring to the noticeable phenomenon taking place elsewhere in the world, mainly in 

Asia, at that time. The same phenomenon has been observed to a greater or lesser extent in 

Brazil in more than a decade, with private regular schools gradually preparing themselves to 

become bilinguals mainly in the capital cities. One such example is the ‘Multicultural 

Breakfasts and Translanguaging Kids’ Project (Clemesha, Liberali, 2020), currently taking 

place at a school in São José dos Campos, São Paulo, which aims at having a broader 

 
2 International Association of Teachers of English as a Foreign Language. 



 

 

20

participation of their learners in society. It follows an inquiry-based curriculum, which is 

organized through transdisciplinary projects in the primary years in an attempt to create a 

multilingual curriculum (Liberali, 2019).  

Nonetheless, Oliveira and Höfling (2021, p. 6) claim that  

 

Brazil currently does not have an approved education law or policies regarding 
(Portuguese-English) bilingual programs. [Only] in June 2020, the Conselho 

Nacional de Educação (CNE) [National Council of Education] and the 
Conselho de Educação Básica (CEB) [Council for Basic Education] launched 
a white paper presenting a proposal for curricular guidelines for bilingual 
education (Brasil, 2020). 

 

This means there is still a long way to go before analyses and thorough examination of 

educational aspects by those involved can afford a final version of the document to be released, 

making it possible for bilingualism to be considered an official option in primary schools.  

The second asset our learners need to have is literacy in information and communication 

technology (ICT) as stated in the Brazilian National Syllabus Core (Brasil, 2018, p. 9),  

 

5. Understand, use and create digital information and communication 
technology,3 in a meaningful, reflexive and ethical way, in the various social 
practices (including the school ones) to communicate, access and share 
information, create knowledge, solve problems and take agency of one’s own 
personal and collective life.4 
 

According to BNCC, learners also need to have general ICT skills to look for information on 

the web. They need to be acquainted with the web search engines appropriately to navigate and 

learn how to find what they need safely and effectively. Ribeiro (2020) mentions other factors 

of great relevance to be discussed by public policies and implemented such as the availability 

of hardware in public and private schools (Mendes; Finardi, 2020), the dearth of in-service 

training on the use of technology with a focus on educational development of learners and also 

misinformation and prejudice against the use of computers in schools. 

A better prepared and skilled young adult would certainly stand a better chance to 

succeed and be prepared to seek further opportunities in the future. In times of great cultural 

awareness and the need for social equity and inclusion in regular schools, English and digital 

 
3 ICT competence.  
4 Authors’ translation for: 5. Compreender, utilizar e criar tecnologias digitais de informação e comunicação de 
forma crítica, significativa, reflexiva e ética nas diversas práticas sociais (incluindo as escolares) para se 
comunicar, acessar e disseminar informações, produzir conhecimentos, resolver problemas e exercer protagonismo 
e autoria na vida pessoal e coletiva (Brasil, 2018, p. 9). 
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literacy can be the key elements to help reduce the educational differences our youngsters 

experience while attending the primary school years. Learning resources and activities, among 

other aims, should “open up learning to new, real-world contexts, which involve learners 

themselves in hands-on activities, scientific investigation or complex problem solving, or in 

other ways, increase learners’ active involvement in complex subject matters” (Redecker, 2017, 

p. 22). Instead of the present situation in many schools, young learners should be exposed to 

motivating content and learn to identify their preferences to choose their future pathways. 

 

1.2 Justification and description of the problem 

 To empower young learners with digital skills, one avenue is the inclusion of instruction 

on the use of technology and its tools more regularly in the elementary schools curricula. 

Another is teachers supplementing the curricula with an additional area of interest during 

specific periods of the school calendar. As for the acceleration of young learners’ English 

competence, more exposure to the language during the initial years of primary school can be 

beneficial and effective in the learning process. Read (2003, p. 6) says that what counts is not 

an optimal age, but optimal teaching-learning conditions emphasizing that  

 

primary schools generally provide an ideal context for a whole learning 
experience appropriately structured to meet children’s needs. Through 
‘learning by doing’, language competence can be built up gradually and 
naturally and provide the basis for more abstract, formal learning in secondary 
school.  

 

She claims schools should implement “coherent primary and secondary policies to provide for 

progression and continuity throughout the school years, […] curricula should build on what 

children know by the end of primary school rather than require them to start again” (Read, 2003, 

p. 6).  

In the talk “Using Corpora in the Language Classroom – The New School”5 (2012), 

while addressing an audience of teachers and teacher trainers in New York, USA, Reppen tried 

to demystify the use of corpora in classrooms by showing it could empower teachers instead. 

Corpora, “a principled collection of texts available for qualitative and quantitative analysis” 

(Biber et al., 1998) are stored in computers which allow for a very large amount of texts to be 

analyzed by software and inform researchers. The large-scale “corpora databases” can aid 

teachers and English Language Teaching (ELT) materials writers more effectively to address 

 
5 See: https://www.youtube.com/watch?v=Qf46lOnMCfs&t=967s. 
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the difficulties learners have to master a language’s vocabulary. According to Reppen (2010, 

p. 10), the “different genres of authentic language [produced by corpora databases] have 

enabled professionals to design activities and materials that reflect authentic language use” as 

corpus-informed lexicography can bring natural language into the classroom in a way that it 

can involve learners through hands-on tasks.  

It made me reflect and start speculating about a way to accelerate the use of English in 

other subjects other than General English, in an attempt to integrate corpus-informed pedagogy 

in our Fundamental 16 schools. If teachers of additional languages (ALs) could resort to 

topicalized corpora, i. e., corpora in different subjects in English (L2) to devise activities for 

cross-curricular projects, they would be able to increase young learners’ exposure to L2 

vocabulary in their early school years. As Webb and Chang (2012, p. 276) have put it, such 

exposure could trigger deliberate learning, for example, by working with “vocabulary through 

the completion of exercises and tasks where the primary aim of the activity is to learn target 

words, also known as intentional or explicit learning.”  

To support the view on a comprehensive early start in L2 acquisition, Pinter (2012) 

postulates that children from 8 years old go through an increase in their L17 competence and 

become more aware of how language works, which are favorable characteristics for the 

introduction of an additional language in their regular studies. However, available literature 

suggests that although that is positive, youngsters would only benefit from an early exposure to 

language given that some conditions are met. According to Marinova-Todd et al. (2000, p. 28), 

 

only if teachers are themselves […] well-trained in the needs of younger 
learners; if the learning opportunities are built upon with consistent, well-
planned, ongoing instruction in the higher grades; and if the learners are given 
some opportunities for authentic communicative experiences in the target 
language. 

 

To embrace and address the above regarding the introduction of English in primary 

schools, this investigation’s outcomes, the subsets of corpora, will need to be made available to 

teachers. They will have to decide whether the intended audience of young learners will use the 

specific vocabulary to produce language in writing and speaking (active / productive) or will 

use it just for recognition and comprehension (passive / receptive) (Melka, 1997; Nation; 

Waring, 1997). Generally speaking, the term young learner is used to refer to children from 

 
6 Fundamental I (Brazil) and Elementary (US) years are equivalent and will be used interchangeably. 
7 In our case, Portuguese is the L1. 
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their first year of formal schooling, usually somewhere between 5-7 years old, to when they are 

11-12 years old (Read, 2011)8. In sum, the investigation’s findings should inform and meet L2 

teachers’ demands so they are able to use the corpora-informed material in the classroom.  

For the pedagogical purposes of this study, I am going to use the terms vocabulary and 

lexis interchangeably to refer to individual words, collocations, idioms and fixed and semi-

fixed expressions because vocabulary learning frequently involves learning “chunks”9 (Lewis, 

1993), or n-grams that are longer than individual words. The n-grams are groups of words 

which, in Sinclair’s observations (2004, p. 29) on the Idiom Principle and the phraseology 

tendency, “do not appear in isolation but go together and make meanings by their combinations, 

such as collocations and other features of idiomaticity” (Sinclair, 2004, p. 9).  

A corpus-based investigation should address those specificities by providing 

descriptions of actual language use, and the examples should be chosen to suit the interests of 

learners and be most relevant to their needs. McCarten (2007, p.26) emphasizes the need to 

“[start] with the most frequent, useful, and learnable vocabulary, returning later to more difficult 

vocabulary” and less frequent uses of previously learned items. McCarthy (2004) complements 

by saying that learning words with their most frequent collocations is a good learning habit that 

can start right from the lowest levels and recommends that teachers should mediate “data” to 

find the clearest and best examples to use from the corpus. Reppen (2010, p. 27) complements 

those remarks by saying “the investigation […] of co-occurrences of lexical patterns (n-grams) 

in topicalized lexicon can play a pivotal role in the acquisition of L2,” provided such corpora 

is large enough to allow for all senses of a word to be represented, and allow learners to possibly 

guess its meaning when encountering it for the first time.  

Therefore, in an attempt to contemplate the above issues, the study to be described in 

the next chapters investigates naturally-occurring existing lexicography in authentic L2 

elementary school textbooks as well as texts, articles and website videos. They were compiled 

as a subject-focused level-appropriate lexicon to complement the L2 input learners are exposed 

to in Ensino Fundamental 1 – grade 4 (9 years old), grade 5 (10-11 years old) and grade 6 (12 

years old). Ultimately, the resulting core-aligned specialized10 corpora (Aston, 1997) can advise 

teachers who will be able to resort to the information to design familiar activity types with 

authentic language (McCarthy, 2004). The examples of activities and procedures in the 

 
8 Available at: https://carolread.wordpress.com/. Section: “Y is for Young Learners.” Accessed on: November 
10, 2022. 
9 One possible definition of ‘chunk’ is “an all-purpose word that embraces any formulaic sequence, 
lexical/phrasal expression or multi-word item,” mentioned by Lewis (1993) in his book The Lexical Approach. 
10 The adjectives topicalized and specialized corpus / corpora will be used interchangeably in this study. 
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classroom included in Chapter 3 should further motivate teachers to add variety and raise 

learners’ interest in learning another language.  

 

1.3 Aims of the study 

The aim of this study is to test / show the feasibility of adopting vocabulary corpus-

based activities in EAL class. In an attempt to show their effectiveness, pedagogic corpora was 

compiled to generate vocabulary for the tasks which will have a more focused approach on the 

target language when lessons are delivered.  

This study has searched, selected, compiled, examined, classified, categorized, and built 

level-appropriate corpora-based lexicography in English. It has been designed to provide 

samples of tasks in specific topics selected from two Areas of Knowledge: Earth and Space 

Science and Life Science11 proposed by the 2018 BNCC.12 The compiled pedagogic corpora 

(Willis, 1998) with Science and Geography texts have allowed the researcher to identify the 

most frequent keywords and phrases and analyze linguistics features in context for the 4th to 6th 

school grades. It was done to meet the overriding aim of this corpus-based study which is to 

start exposing young learners to English at a much younger age than it takes place today. In 

order to achieve that, my main aims were: 

1)  identify the top most frequent individual content words and lexical bundles 

(Biber et al., 1998) worked with in 4th to 6th grades in both corpus for 
elementary school on Geography (COREL-GEO) and corpus for elementary 
school on Science (COREL-SCI); 

2)  propose samples of activities designed with corpus-informed language that 
could serve as a model for primary school teachers who want to boost their 
students' English learning in a contextualized format; and 

3)  point out the extent to which the activities proposed might have led to 
vocabulary learning in the different grades.  
 

In sum, this study has identified and compiled different kinds of content words such as 

nouns, verbs, adverbs, adjectives and chunks, lexical bundles, in specialized subsets of corpora, 

that are relevant in English to learners in 4th to 6th grades. The resulting high-frequency L2 

lexicon should make it possible for teachers to gain insight into the authentic language learners 

will be exposed to. The possible availability of the findings – dedicated corpora in an online 

 
11 In Portuguese in the original guidelines: Ciências da Natureza, 1) Vida e Evolução e 3) Terra e Universo. 
Ciências Humanas, 1) O sujeito e o nosso lugar no Mundo e 5) Natureza, Ambiente e Qualidade de Vida. 
12The original source is in Portuguese and main areas have been translated to English to contextualize the choices 
made by the researcher. Available at: https://novaescola.org.br/conteudo/12720/bncc-baixe-em-pdf-o-e-book-de-
competencias-gerais.  
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platform – will be able to empower L2 teachers to generate the vocabulary and design tasks and 

/ or implement cross-curricular projects in the future. 

 

1.4 Research questions 

 To achieve the above mentioned aims, some questions were formulated to guide the 

research into the search for answers: 

i) Which are the top most frequent topic-related L2 content words and 3- and 4-grams 

in COREL-GEO for 4th to 6th grades? 

ii) Which are the top most frequent topic-related L2 content words and 3- and 4-  

grams in COREL-SCI for 4th to 6th grades? 

iii) Can activities implemented with the data-driven learning (DDL) approach expand 

learners’ topicalized vocabulary and possibly boost their progress in English? 

iv) Are the results significantly different from one grade to the others when the same 

tasks are worked with in the classrooms?  
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Chapter 2 Theoretical Framework 

 

 

2.1 Learning another language 

How much vocabulary should L2 students learn per year? In past decades, L2 beginners 

would only be exposed to a basic vocabulary of two to three hundred words in most general 

English classrooms. Based on a previous study by Webb and Nation (2017, p. 232) suggest 

 

that in a principled vocabulary learning programme in [an English as a Foreign 
Language] (EFL)13 context, learning 400 word families per year may be a 
realistic goal for all learners, [to enable them to have] a relatively 
comprehensive knowledge of these words through repeated encounters in 
spoken and written discourse, as well as frequent opportunities to use them. 

 

According to one estimate, about 30% of research on vocabulary in the last 100 years 

has been carried out since 2001 (Nation, 2013). The findings yielded by this whole body of 

more recent research, in Victoria University of Wellington, Temple University Japan, Koran 

Women’s Junior  College, the University of Western Ontario  (Nation, 2017) and Taiwan  

(Nation, 1983, 1990; Schmitt; Schmitt; Clapham, 2001), to name just a few, show that beginner 

learners are estimated to learn about 500 words on average in the primary years of school in an 

EFL context14, a figure that allegedly does not suffice as it still prevents learners from 

establishing patterns of word uses (McCarthy, 2004). Although investigations differ in how 

they measure and assess L2 vocabulary growth, one of the starting points can be an analysis of 

the results of the mother tongue (L1) acquisition by learners: they may know at least 3-4,000 

word families before they can read, at around five or six years of age.  

By word families it is understood that they consist of a headword, its inflections and its 

derivations and because they include several lemmas, count headwords and inflections as the 

same item and derivations as separate items, the results of range, frequency and dispersion 

analyses are underestimated (Nation, 2006). The author claims that many studies show evidence 

that “the high-frequency and wide-range words are generally learned before lower-frequency 

and narrower-range words” (Nation, 2006, p. 63). According to him, it is assumed that both 

native- and non-native-speaking learners acquire vocabulary largely in the order of its range 

 
13 EFL is currently widely referred to as English as an Additional Language (EAL). In this study I will quote it as 
it is mentioned in the literature, even though I am referring to English as an additional language throughout the 
investigation. 
14 “The term ‘English as a Foreign Language’ (EFL) applies to learners who are living in a country where English 
is not the first or significant language; examples include Japan, Brazil, and France” (Nation, 2017. p. 155). 
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and frequency (West, 1953; Nation, 1990, 2001, 2013a). Nation and Waring (1997, p. 11) claim 

that “the learner needs to know the 3,000 or so high-frequency words of the language. These 

are an immediate high priority and there is little sense in focusing on other vocabulary until 

these are well learned.” Webb and Nation (2017, p. 29) state further that  

 

[w]e typically learn high-frequency words in our first language incidentally, 
as we encounter them repeatedly in speech and writing. However, when we 
learn another language, we may need to deliberately learn most of these words. 
High frequency words have the greatest value for language learning, so they 
deserve attention in the classroom. […] 

 

These 3,000 are the words encountered more regularly in all forms of speech or writing. 

To illustrate this argument, Webb and Nation (2017, p. 5) refer to “the books we read as children 

[which] are typically designed to promote vocabulary learning [and] that their pictures are 

provided to illustrate the meaning of key content words.” Those nouns, adjectives, verbs, and 

adverbs are relevant because they convey meaning. Nation concludes that the challenge for 

beginning learners and readers is reaching to the threshold where they can learn from context. 

Additionally, he emphasizes that achieving the ability to read authentic L2 texts requires a 

larger vocabulary size.  

One of the studies, carried out by Orosz (2009) in a Hungarian EFL context, found that 

primary school children were able to learn as many as 1,000 lemmas in a year, and knew about 

3,500 out of the 5,000 most frequent lemmas after four years of primary school study. Another 

study by Hirsh and Nation (1992) looked at novels for teenagers or young readers – the same 

audience aimed at in this investigation – to establish the ratio of unknown to known words to 

allow successful guessing of unknown words. The results showed “that under favorable 

conditions, a vocabulary size of 2,000 to 3,000 words [would provide] a very good basis for 

language use” (Hirsh; Nation, 1992, p. 9).  

While the knowledge of 3,000-word families is typically reckoned a bare minimum by 

Cobb (2007), Meara’s studies (1995) suggest that a basic vocabulary of 2,000 words would 

account for about 80 percent of what people saw or heard. It can then be argued that L2 learners 

who reach that plateau would have a realistic level of language competence, being more capable 

of understanding the important meanings carried by words and able to see patterns in the way 

those words behaved. This seems to be in tandem with other studies which claim that a 2,000 

vocabulary would enable L2 learners to start working with authentic language and authentic 

materials in another language. However, vocabulary growth for EFL learners is unlikely to 

reach the annual growth target of 1,000 word families “that can reasonably be expected of most 
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young L1 learners, but learning 500 word families per year [could] be an attainable target as 

long as the EFL learners receive the monitoring and support they need in order to achieve this 

goal” (Webb; Nation, 2017, p. 66).  

Research in the depth and breadth of English acquisition in the recent past has shown 

the advantages of a contextualized exposition to language in the classroom. One approach to 

vocabulary learning that has been widely recommended by researchers is the selection and use 

of different materials on the same topic with words grouped semantically into lexical sets to 

increase the potential for the recurrence of exposure of target vocabulary (Nation, 2020). 

Investigations show that the relationships between the words that are learned together have an 

impact on learning. This leads to the assumption that teaching collocations can be very 

beneficial. It can be a very effective approach but not in the initial years of Elementary school, 

the context of my investigation. In Chapter 3 – Methodology – the groups of words selected by 

the software, also called 3- and 4-grams, will be mentioned and dealt with, even though they 

are not necessarily considered collocates. If a target vocabulary set consists of words that often 

appear together in sequence, this might have a positive effect on learning (Tinkham, 1997). 

Teachers would agree that the more learners read, the more high-frequency vocabulary they 

could encounter and possibly learn, and the easier the reading and understanding would 

become.  

In sum, key words grouped semantically and groups of words which appear more 

frequently together, generated in context by software, can then be the basis of the pedagogic 

corpus for this investigation. The resulting number of words will complement the number of 

words in general English that is being taught simultaneously to the young learners. Number 

which is estimated by different scholars to be learnt yearly. 

 

2.2 Word lists 

Despite acknowledging the convincing sound arguments in favor of a contextualized 

exposition to L2, as well as the fact that much of L1 vocabulary growth is the result of repeated 

encounters with words in context (Webb; Nation, 2017), Meara (2001, p. 2) claims that word 

lists still have an important role to play in the acquisition of a new language. He argues that this 

role is particularly important at the beginning stages of learning an additional language. He 

clarifies his point by stating that 

 

the reason for this is quite simple. When you first start to learn a new language, 
the biggest problem you face is that you can't recognize any of the words. 
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Nothing that you see or hear in the new language makes any sense at this stage, 
because all the words are unfamiliar. 
 

Meara (2001, p. reinforces his argument in favor of word lists by claiming that  

 

young children learn their first language by acquiring single words in the first 
instance. They eventually get round to putting these words together into 
phrases15 and sentences, but this development takes a long time. Children don't 
start using two-word utterances until they have a basic vocabulary of about 
100 words. 

 

The first core vocabulary list, West’s General Service List (GSL),16 was compiled as 

early as 1953 and has since proved its usefulness for both teaching and testing purposes. “The 

rationale that underpinned the GSL was that a lexical repertoire consisting of the most basic 

2,000 words of English would be a good basis for learning English as a foreign language” 

(O’Keeffe et al., 2007, p. 46). A plethora of word lists have been compiled since the 1900s, 

under an array of different criteria for their organization to cater for the teaching methods’ 

demands of the time. They have mainly tried to include the most relevant and useful general 

English lexis for vocabulary learning, high-frequency samples that are supported by research 

findings. The idea behind developing the lists was that they should represent the higher 

frequency end of a learner’s vocabulary. Therefore, the development of specialized vocabulary 

lists (Coxhead, 2000; Ward, 1999) would suit the goals of this study and be used to meet the 

learning goals of learners of English as an additional language17 as well.  

Due to the dynamic shifts in L2 teaching methodologies to contemplate better practices 

in the teaching-learning environment in recent decades, and with the increase in the computing 

capacity to aid the researchers, more complete word lists have also emerged. With the advent 

of specialized digital tools to replace much of the manual annotation work of the past, nowadays 

corpora contain billions of words. Word lists provide a shortcut to the improvement of 

performance in all skill areas, as learning a large proportion of the words that we are likely to 

encounter increases the potential for comprehension (Webb; Nation, 2017). They maintain that 

decontextualized vocabulary learning exercises are useful and often  

 

 
15 Chunk and lexical bundles (n-grams) come in handy at that point in the learners L2 development along the 
Ensino Fundamental I grades. However, the study did not focus on collocates as such, it just used groups of 3 and 
4 words that were generated together by the software in some of the activities. 
16 The list was compiled by Michael West and substantially revised in 1995 by John Bauman and Brent Culligan. 
17Available at: https://iaoed.org/downloads/prac06e.pdf. 
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very effective at enabling learners to link form to meaning. Exercises such as 
those involving the use of flashcards and the keyword technique tend to result 
in fast and efficient gains in knowledge of the form – meaning connection of 
words, so they might provide a useful starting point for the development of 
lexical knowledge that could then be expanded through encounters with the 
words during listening and reading activities. They provide a quick way of 
developing a lexical foundation that can be used to make learning with 
meaning-focused input easier (Webb; Nation, 2017, p. 238). 

 

The authors also state that “learning the higher-frequency sets of words within the lists 

may provide the greatest benefit to learners” (Webb; Nation, 2017, p. 196). As Laufer and 

Nation (2012, p. 171) put forward, “at the beginning stages of language learning, […] a wordlist 

could be a lexical syllabus […] as the words on the list could serve as a target for word-focused 

practice.” Lists are undoubtedly a great source of authentic language as long as they are used 

well by teachers in preparation of pedagogical tasks. Provided teachers use such corpora-

informed syllabus appropriately, it could give learners a solid foundation (Meunier; Reppen, 

2015). Additionally, Reppen (2010) indicates that frequency lists and work with KWICs in 

corpus-based inquiries can be very useful for vocabulary instruction at the entry point of 

language learning.  

One of those lists, highly recommended for beginner learners of English, is the most 

recent one The Essential Word List18 (Dang; Webb, 2016 a) which includes sets of words (624 

content words grouped into 12 sub-lists of 50 words, one sub-list of 24 words followed by a list 

of 176 function words) that are ordered according to their frequency. Two other well-known 

lists and to-date widely used in elementary schools in English-speaking countries are the sight 

word lists, one of them compiled by Dolch (1936) with 220 words and the other by Fry (1980) 

with 1,000 high-frequency words. Those words are used so often in print that together they 

make up an estimated 75% of all words used in books. Some of them cannot be decoded using 

conventional strategies19 so memorizing them until they are known by sight is beneficial. 

Sight words are known by sight, whose identification is triggered in memory very 

rapidly (Ehri, 1992). The process at the heart of sight word learning is a connection-forming 

process, i.e., connection between the sound and form of words since they do not follow the 

traditional word formation process.20 In almost every school in the US, K-321 teachers assign 

their students these words to study and learn because they are the most frequently-occurring 

 
18See: https://elt.oup.com/teachers/hvil/?cc=br&selLanguage=pt.  
19 There are many, depending on the country where English is taught. There are different techniques, such as 
combining sounds and groups of letters, using the phonics method, for example. 
20 It refers again to the association of sounds to letters and / or groups of letters. 
21 K-3 focuses on students in kindergarten through 3rd grade. 
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words in children’s texts. “Sight-word knowledge provides a scaffold of understanding and 

confidence for new readers who need to read with understanding. In language pedagogy, any 

word that is read sufficiently often becomes a sight word, one that is read from memory (Farrell 

et al., 2013, p. 1). When sight words are known well enough, readers can recognize their 

pronunciations and meanings automatically without any attention or effort at sounding out 

letters (Laberge; Samuels, 1974). 

The last argument above made us realize that the approach to teaching `sight word` 

words could very well suit the teaching of key words from the word lists of the pedagogic 

corpora. Those words would not have anything in common regarding their pronunciation and 

form. As the words would be chosen for their frequency, the understanding and memorization 

process would occur after repeated exposition and use in context. All the reasoning mentioned 

corroborated our choice to compile pedagogic corpora, with words grouped semantically in two 

school subjects, generated in lists of frequency in concordance lines. Those corpus-informed 

lists are the core of this study. 

 

2.3 Words in a corpus 

Conversely, and despite their usefulness, those lists include only single words which 

can be argued that the learning and retention of decontextualized words might not be as 

effective as if they are introduced to learners in their contexts. This aspect was initially 

investigated by many researchers, among those Lewis (1993) and later by Tinkham (1997) 

when analyzing the learners’ exposure to words that often appear together in sequence.  A 

phraseological approach to exposing learners to “multi-word units, many of which are as 

frequent as or more frequent than single items which everyone would agree must be taught 

(O’Keeffe et al., 2007, p. 46)” can be more relevant in the learning process. 

Attempting to address the aims of the study and contemplate content word variables, 

such as degree of frequency, regularity of its combinations with function words, this is a corpus-

based investigation where corpus is understood as “any body of text that is any collection of 

recorded instances of spoken or written language” (McEnery; Wilson, 2001, p. 197). This 

methodology enables the researchers to build specialized corpora, as well as classify the content 

words and groups of recurrent word combinations, also called lexical bundles (Biber et al., 

1999) or n-grams (Banerjee; Pedersen, 2003), according to its frequency and appropriacy. 

According to Biber et al. (1999), frequency is a fundamental characteristic that defines the word 

clusters. While by no means the only criterion, the basic idea is that “frequency of form and 
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meaning is the most reliable predictor of what can be most usefully taught at different points in 

the learning process” (Cobb, 2007, p. 479), including the early stages.  

The orthodox view on corpus size is that the larger, the better (Sinclair, 1991). However, 

a corpus may be more specialized and quite small, for example, containing only 50,000 words 

of text, or very large, containing many millions of words (McCarthy, 2004, p. 1). Thus, it can 

be affirmed that the specialized corpora which are purpose-built, level-appropriate to be 

presented in this study will be considered to represent a smaller slice of language. Once 

available, hopefully in a user-friendly dedicated platform, teachers of English and of other 

subjects will be able to resort to them to collect information and plan interdisciplinary activities 

in English to motivate learners to be more involved in some areas of the Cross-curricular 

Contemporary Themes22 (Temas Contemporâneos Transversais in BNCC).  

One purpose for the use of corpora in language teaching is that it brings authenticity 

into the classroom. Another one is that it enables materials designers and teachers to examine 

what language learners are exposed to and develop more effective and better-informed 

pedagogical materials and tasks. Not only do corpora make it possible to expose learners to 

authentic language, but they can actually present them with a large number of authentic 

instances of a particular linguistic item. It seems that language noticing (Schmidt, 1990), 

frequency of occurrence (Ellis, 2012) and recurrence of exposure (in concordance lines) have 

pivotal roles in the L2 learning literature. Manipulating concordance lines can help learners see 

qualitative patterns of use beyond frequency. When particular structures that were given prior 

exposure are used again, syntactic priming occurs, making way for the learners to reuse them 

productively according to their needs. Language intake can then be identified and the learning 

process continues. This condensed exposure (Gabrielatos, 2005, p. 10) can, among others, 

contribute to vocabulary expansion and retention, and heightened awareness of language 

patterns (Granger, 1998). The combination of explicit instruction (Ellis, 2002) with target 

language (TL) recurrence of exposure (Gabrielatos, 2005) can promote noticing (Schmidt, 

1990) of words and multi-word sequences (Cortes, 2004).  

After determining the many variables which directed the investigation paths, it is 

relevant to state that the word lists extracted from the corpora were the basis for the activities 

we created for the treatment lessons. This is going to be fully explained in the methodology 

Chapter 3.  

 

 
22See: http://basenacionalcomum.mec.gov.br/images/implementacao/guia_pratico_temas_contemporaneos.pdf. 
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2.4 Catering for learners’ cognitive and linguistic skills 

In 1956, Bloom et al. published a framework for categorizing educational goals: 

Taxonomy of Educational Objectives (apud Armstrong, 2010). This framework, widely known 

as Bloom’s Taxonomy, has been applied by generations of K-12 teachers and college instructors 

in their teaching. It consists of six major categories: Knowledge, Comprehension, Application, 

Analysis, Synthesis, Evaluation and their subcategories. In their seminal work, the categories 

after Knowledge are presented as skills and abilities, with the understanding that knowledge is 

the necessary precondition for putting these skills and abilities into practice.  

Language is the use of sounds, grammar, and vocabulary according to a system of rules 

that is used to communicate knowledge and information, whereas the word cognition refers to 

the process or act of obtaining knowledge through not only perceiving but through recognizing 

and judging. Cognition also includes such thinking processes as reasoning, decision-making, 

categorizing, selecting, problem-solving, recalling (remembering) among many others. 

 

Table 1 – The six tiers of Bloom’s Taxonomy 

 
Source: Vanderbilt University Center for Teaching.  

 

After the analysis of the six tiers, or categories, of Bloom’s taxonomy above, the 

approach chosen to be used in the lesson delivery in this investigation was the Data-driven 

learning (DDL). It activates many of those processes while requiring the knowledge of 

additional skills from teachers and learners to deal with the software and corpora (Johns, 1991). 

Processes like identifying, noticing, recognizing, categorizing, relating, contextualizing, 
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creating were considered in the theoretical rationale for the design of tests tasks and classroom 

activities to be described in Chapter 3.  

Redecker (2017) suggested that DDL has been used to open up learning to new, real-

world contexts, involving learners themselves in hands-on activities, scientific investigation or 

complex problem solving. The ideal user of DDL is motivated to investigate abstract meanings 

from patterns of language use in the corpus, and ultimately, store these patterns so that they can 

form part of their repertoire of language, which can be expanded over time (O’Keeffe, 2021a). 

Thus, the lessons were delivered in a combination of approaches such as the paper-based, 

hands-off (Boulton, 2012, p.1) soft version of DDL and the Content and Language Integrated 

Learning (CLIL) approach. DDL encourages the use of authentic materials, promotes learner-

centeredness through real exploratory tasks and activities to raise young learners’ awareness of 

target language aspects and patterns by noticing them consciously (Schmidt, 1990). While 

CLIL refers to situations where subjects, or parts of subjects, are taught through a foreign 

language with dual-focused aims, namely the learning of content, and the simultaneous learning 

of a foreign language (Coyle et al, 2010; Solves, 2018). Principles underlying this approach 

“refer to the fact that CLIL is believed to help achieve individual as well as educational, social, 

and intercultural goals for language learning” (Richards; Rodgers, 2014, p. 119). 

Due to the non-availability of software for the young learners in the six classrooms 

(Chapter 3), it was agreed that they would receive the material, mostly printouts of concordance 

lines, from the teacher who accessed the computer and printed everything, hence the label 

paper-based and hands-off. This soft version differs from the hard version when all participants 

have general ICT competence and are autonomous in their searches, using the computer tools 

to identify and analyze patterns in the language – inductive discovery.  

To cater for the linguistic skills, the teacher provided a supportive environment to the 

young learners in the classrooms to foster social interactions and exchanges of children’s 

contributions when they worked in pairs or groups. This kind of supportive structure, or 

scaffolding, a term coined by Vygotsky (1962) who believed that language developed primarily 

from social interaction. His observations of children and adults engaged in different types of 

interactions led him to postulate that scaffolding could help learners make the most of the 

knowledge they already had and even move to a higher language level known as zone of 

proximal development (ZPD) as a positive result. His views had great influence in the 

understanding of how second language learning developed (Lightbown; Spada, 2013) in past 

decades. Scaffolded learning plays an important part in CLIL. Gibbons (2002, p. 10) defines it 
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as “the temporary assistance by which a teacher helps a learner know to do something, so that 

the learner will be able to complete a similar task alone”.  

These assumptions tie in very well with the DDL approach and its focus on learning 

language in concordance lines generated by a software. It was used in the delivery of lessons 

during the treatment with the tasks carried out by the young learners in all classes. 

 

2.5 Data-driven learning (DDL) and Second Language Acquisition (SLA) 

After describing the benefits of introducing the language with a DDL approach, it was 

used with the activities in the classroom tasks and tests. For lower-level learners, DDL can play 

a role in scaffolding development of noun phrase patterning and usage as learners are 

encouraged to discover patterns of language, and in doing so, more complex cognitive processes 

such as making inferences are fostered. O’Keeffe and Mark (2022, p. 1) argue that “DDL can 

bring an acceleration of language frequency experiences to the learner, through a type of input 

flooding (after Sharwood Smith, 1993)”. It is a process of inductive learning which “implies a 

level of active participation [of learners] in the learning process [and] learner and teacher 

interaction with the corpus itself” (Chambers, 2010, p. 345). In addition, Gabrielatos (2005) 

and Leel (2011) specify some underlying concepts the DDL approach can harness together: 

constructivist theories of language learning, the communicative approach to language teaching, 

developments within the area of learner autonomy (Chambers; Kelly, 2002) and grammatical 

consciousness-raising of the language (Rutherford, 1987).  

According to O’Keeffe (2021), “many have called for connections to be made between 

DDL and SLA (Flowerdew, 2015; Johansson, 2009) especially via a usage-based (UB) model 

of acquisition which is seen to align well with the DDL approach (Ellis, 2012; Römer, 2019; 

Pérez-Paredes, 2020; O’Keeffe, 2021). Many scholars look at SLA through the lens of the UB  

models that view language as being acquired through  the exposure to and the use of language 

(O’Keeffe, 2021a; Meunier, 2020; Pérez-Paredes, 2020). The core tenet of the UB perspective 

on language acquisition is that our knowledge of language comes from experiencing and using 

it as part of a communicatively-rich human social environment (Ellis; Larsen-Freeman, 2006). 

The UB posits that the mind acquires constructions, routinised patterns of form and meaning 

and holds that the more often they encounter a particular construction, or combination of 

constructions, the more entrenched it becomes (Langacker, 1987). UB evidence suggests that 

the process of learning an additional language involves intentional pattern finding which 

develops along a cline from basic formula (word combinations) to slot and frame sequences to 

fully abstracted constructions (Ellis, 2003; Pérez-Paredes, 2020; Mark; O’Keeffe, 2022). This 
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exposure and use promote constructivist usage-based learning (Crosthwaite, 2022), placing 

noticeable emphasis on the child’s ability to create networks of linguistic associations 

(Lightbown; Spada, 2013). Likewise, DDL has a focus on guiding learners towards regularities 

so as “to make them aware of generalizations in patterns of form and meaning” (O’Keeffe, 

2021).  

The great majority of corpus linguists in Brazil have developed studies that focus on 

higher education and, in some cases, related to English for specific purposes (ESP). But not one 

contemplated the same aims or age group of the participants our investigation had. Corpus-

based studies have been developed at PUC-SP (e.g. Berber Sardinha, 2017, 2021) and UNESP 

in São Paulo and in the countryside (e.g. Pinto et al., 2021; Pinto; Garcia, 2022), and many 

Federal Universities also in Minas Gerais (e.g. Almeida et al., 2023; Dutra et al., 2022; Costa, 

2020) and Rio Grande do Sul (e.g. Bocorny et al., 2021; Bocorny; Welp, 2021), for example, 

have renowned graduate linguistics programs  that do corpus-based research.  

Books with tailor-made designed activities based on corpora mainly to students at the 

higher education level have been launched more recently. A few exceptions in the Brazilian 

context with corpus-based design materials have aimed at high school students (Pinto et al., 

2023) and junior high school (Tartoni, 2012). She focused on the use of DDL in a 9th grade 

classroom, where learners worked with ‘to’ and ‘for’ as keywords in concordance lines, and 

Oliva (2018) who had her students work hands-on with editing tools and DDL in the academia 

are some examples of most current investigations. Pinto et al. (2023) organized a series of DDL-

focused lessons on items of the language system: grammar, discourse, pronunciation, and  

vocabulary, for elementary to advanced learners, to be delivered hands-on and hands-off.  

Despite the above publications, DDL with younger learners (9 – 12 years old) is still an 

under-researched area of Applied Corpus Linguistics worldwide. In a recent publication, 

Boulton (2020, e-book loc., 346) stated that although “[he has] been researching data-driven 

learning for many years now, [he knows] virtually nothing about DDL with younger learners. 

None in a primary school context”. Most implementations of the DDL approach have been at 

the intermediate or advanced level (Boulton, 2008), a few with secondary learners (Pérez-

Paredes, 2020; Crosthwaite; Stell, 2020; Wicher, 2020) while the number of DDL studies on 

primary-age data “can probably be counted on one hand” (Crosthwaite; Stell, 2020, p. 150).  

 

2.6 DDL and pedagogic corpora 

The above-mentioned fact that the use of DDL is under-researched among primary 

school young learners may be due to the fact that not only  “teachers themselves may lack the 
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necessary digital literacy to use existing corpus tools, [but also they] may not always see the 

added value of integrating DDL in the prescribed curriculum” (Meunier, 2020, e-book loc., 

880). Teachers’ roles change fundamentally when working with DDL,  

 

as [they are] no longer the sole source of knowledge about the target language, 
but rather a facilitator of the learning process, helping the learners to interpret 
the data, and giving them advice on how best to search the corpus and analyze 
their search results (Chambers, 2019, p. 354),  

 

“while the investigative work is carried out by learners and has been compared to the work of 

Sherlock Holmes” (Johns, 1997, p. 101). The more autonomous work will be responsible for 

the different degrees of accomplishment and empowerment learners will be able to experience. 

The teachers are still invaluable as curators of the information readily available, but their roles 

have been shifting to being more supportive to learners as the new generation gradually takes 

agency of their own learning path. It is a long-held belief among educators, that contemporary 

education should enable learners to be more engaged and committed to their own learning 

process and responsible for the results (Chambers, 2010). Thus, this is the window of 

opportunity teachers have to motivate learners to make effective use of the digital tools 

available to improve learning and lighten their weight as linguistic authorities they traditionally 

have had (Aston, 2007).  

As mentioned before, barriers to the use of DDL include “very little time for extra 

professional development of activities in-service pre-tertiary teachers appear to have” 

(Bingimlas, 2009); also the lack of software for specific use with young learners (YLs) and a 

lack of corpus literacy reported for pre-/in-service teacher trainees of YLs. In order to 

implement DDL in a young learner beginner-level classroom, to my knowledge not attempted 

yet to this date, a challenge will need to be addressed first and foremost, namely the building 

of corpora of target language at an appropriate level for the students (Pérez-Paredes, 2020). 

Traditional corpora of authentic native speaker language are simply far too difficult (Anthony, 

2013). To embrace it, two main resources are needed: the corpus aforementioned and a 

concordancing software to exploit it (Gilquin; Granger, 2020).  

From a DDL perspective, Aston (1997, p. 13) states “[the] work with small specialized 

corpora can be not only a valuable activity in its own right, as a means of discovering the 

characteristics of a particular area of language use, but also an instrument to help and train 

learners to use larger ones appropriately.” Aston (1997, p. 5) lists some advantages of working 
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with specialized pedagogic23 corpora: “ they are easier to manage, more fully analyzable, easier 

to become familiar with, easier to interpret, to construct, to reconstruct, are more clearly 

patterned and their limits are clearer”. Notwithstanding, the proponents of the use of DDL argue 

that it should not be the sole component in the language teaching work in the classroom, but 

rather an enhancement with corpora-informed work. It will add variety to a lesson and raise 

learners’ motivation towards learning. 

 

2.7 Digital literacy for teachers and learners 

This investigation aimed at addressing the demands of contemporary society for a more 

inclusive classroom, claiming that both teachers and learners should be better equipped in the 

digital environments. However, even though the software to be described in the next section 

was used only by the researchers due to the lack of available hardware, we believe it is relevant 

to discuss here the reasons why it was chosen and the advantages teachers would have if it were 

available.  

As an immediate result of the fast pace of change in the educational scenario, the sudden 

advance of technology has brought into the scene the need to know English to navigate and 

visit websites, as it is the most commonly used language on the internet. As of 2018 and 

onwards, the guidelines in the Base Nacional Comum Curricular (BNCC)24 state that teachers 

need to be skilled and equipped to help young learners acquire and develop, among other 

competencies, the digital competency in the Fundamental I grades.  

The wakeup call started more than 10 years ago when Godwin-Jones (2015), and a few 

others before him like Reppen (2010), claimed that language instruction had begun to move 

ever more into online spaces, requiring more knowledge and skills from teachers to facilitate 

their students’ learning. There were claims that more focus was needed to be given to the 

development of teachers’ use of technology – ICT competence – that could support their own 

pedagogical work and core teaching performance (McKenney; Visscher, 2019). Recently, 

Crosthwaite (2022) corroborated those statements by positing that still today many teachers of 

young learners lack both the technical and pedagogical knowledge to integrate Computer 

Assisted Language Learning (CALL)25 applications into teaching practice.   

 
23 Pedagogic corpora refers to a body of texts to be used in the classroom to support teaching (texts from the 
learners’ coursebooks) with any additional texts that the teacher may bring into the classroom. It was coined by 
Willis (1998). 
24 Brazilian National Syllabus Core. 
25 The term Computer Assisted Language Learning (CALL) was coined by Hardisty and Windeatt (1989). 
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Therefore, it is of paramount importance to consider, first, the extent to which the 

teachers have access to the hardware and, second, if they have the ICT skills to be able to 

navigate the online medium. They also need to learn to curate the appropriate information 

before they can implement innovations in the classroom. In tandem with those demands, it 

should be acknowledged the existing paucity of hardware in many public schools (Mendes; 

Finardi, 2020) and even in most private schools, which may be one of the most demotivating 

obstacles to the digitization process in Brazil. Those requisites do reflect the current situation, 

a result of decades of little investment in hardware and maintenance. A common criticism is 

still that the changes require considerable investment in terms of training for teachers and 

learners to understand the rationale underlying the effective use of the digital tools. Additional 

drawbacks are the constant justification for the postponement of implementation of practical 

actions related to the beneficial use of technologies and the misinformation and prejudice 

against the use of computers in schools (Ribeiro, 2020).   

The scenario described above reflects just some of the difficulties teachers have to face 

and overcome to transform their classrooms into 21st century educational environments. First, 

perhaps beginning with Google searches (Boulton, 2012), they need to learn to select the 

appropriate texts or group of texts which address their audience of learners. Second, teachers 

need to learn to use the digital tools to search for language patterns, and only then they would 

be ready to help learners interpret the findings and make effective use of them in the classroom.  

In a nutshell, to start reducing the digital gap, pre-tertiary teachers should be exposed to 

the online medium during in-service and be instructed on how to navigate the web and on how 

to use the digital tools available to the benefit of their teaching. Teachers should be encouraged 

to step beyond their own comfort zone to help their learners develop their ICT competencies as 

well.  On the other extreme of the continuum, learners also need to be digitally literate to look 

for information on the web. According to BNCC, they need to be exposed to the digital medium, 

learn to navigate safely, and identify suitable and trustworthy sites which suit their learning 

goals. They also need to learn to analyze critically the information they receive or send.  

Learners in the initial grades also need to learn how to use tools like Word and Images when 

copying contents with respect to copyright. They need to be acquainted with the use of web 

search engines appropriately to understand how to find what they need and be able to 

understand and interpret output of its particular discursive functions in context (Hafner; 

Candlin, 2007).  

To empower learners with digital skills, the elements of motivation and challenge speak 

louder among young adolescents. And that is the moment, the window of opportunity, when 
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teachers need to be ready to stimulate learners to work with the concordance lines, to notice 

language patterns that are repeated and made salient and start doing their investigative analysis 

(Johns, 1991).  

 

2.8 The concordancer #LancsBox 6.0 

To access corpora data, it is paramount that teachers have the ICT skills to work with 

any of the many software available on the web, the concordancers. They are corpus analysis 

tools that search texts based on a word or phrase provided by the user and yield concordance 

lines which show the word or phrase in contexts, ranking them according to their frequency in 

that corpus. Despite its relevance in a corpus-informed investigation, we could not rely on 

enough hardware in the school to cater for all the YLs involved. As a result, the description of 

the software I am about to make is to justify my choice among so many options on the web and 

also raise readers’ awareness of the advantages both learners and teachers can have in the future. 

The digital tools need to be accessible, so that teachers can use them and instruct 

students in their use to improve language learning through self-regulated discovery work 

(Winne, 2017). Even if the learners have limited access to the digital world, teachers should 

start introducing elements such as problem-solving situations, queries that may trigger their 

interest and curiosity. Hendry and Sheepy (2022, p. 439) put forward that “learners can use 

corpus analysis tools to support vocabulary acquisition (1) as a reference to identify important 

words to study, (2) as a reference to check for patterns in typical usage in authentic texts,” and 

language improvement and development of autonomous work. The literature suggests that if 

the digital tools are (1) hard to use or (2) perceived to be hard to use, then widespread adoption 

of the tools is not likely (Hendry; Sheepy, 2022). These authors mention the importance of the 

multidimensional construct of usability to identify and select the most appropriate concordancer 

to use in the classroom. According to the International Organization for Standardization (IOS), 

usability or ease of use, “is the extent to which a product can be used by specified users to 

achieve specified goals with effectiveness, efficiency and satisfaction in a specific context of 

use” (2018).  

Nowadays, more and more software are freely available to download from the web. 

Hendry and Sheepy (2022) in a recent study comparing concordancing software, present a very 

thorough analysis which point out that #LancsBox26 was found to be the easiest for some to 

use. The 6.0 version has a straightforward interface and accompanying tutorials and can be very 

 
26 #LancsBox: Lancaster University corpus toolbox. Available at: http://corpora.lancs.ac.uk/lancsbox/index.php. 
Accessed on: March 10th, 2022. 
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suitable as a first step to those teachers trying to get acquainted with the current technological 

tools. Those factors have prompted us to choose it for this investigation considering the aims 

of its creators. At the time, Brezina and Gablazova (2018) declared that they were interested in 

improving learner vocabulary instruction through corpus analysis, mainly keyword and 

collocation analysis.  

 By using a concordancer with a readily-understood interface, meeting the criterion of 

being user-friendly, we have addressed the user-friendliness aspect mentioned by Frankenberg-

Garcia (2012), an initial hindrance to the development of one’s digital literacy. In this study, 

the tools KWIC, Words, N-grams, GraphColl and Text were used as instruments to identify, 

classify, analyze, and yield the most frequent target language which was used in the classrooms. 

The functions of each tool, the processes and the selection of vocabulary of interest are going 

to be described in Chapter 3. 

The corpus toolbox #LancsBox has already many corpora embedded in its system such 

as American English, British English, BNC, Brown, LOB, English Literature, etc. Additionally, 

one can upload one’s specialized corpus and use it like the pedagogic corpora used in this 

investigation: corpus for elementary levels on Geography (COREL-GEO) and corpus for 

elementary levels on Science (COREL-SCI) to be described in Subsection 3.4. 

 Chapter 2 reviewed the available literature underlying current investigations in many 

studies of corpus-informed applied linguistics. The variables to be considered during the design 

of the work to be implemented were described and the most suitable options for each of them 

justified. In Chapter 3, Methodology, the practical aspects of the process will be demonstrated, 

possible future uses of the tools, their implications in the classroom and outcomes are discussed. 
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Chapter 3 – Methodology 

 

 

3.1 Introduction 

In this chapter we describe the methodology of the investigation. We will specify the 

participants, the teacher, and the context. We will also describe the process of selection and 

compilation of texts to build the corpora COREL-GEO and COREL-SCI and demonstrate the 

use of the software tools to retrieve and analyze the data, the target language to be used in the 

treatment. The activities used in the class and tests will also be explained. The description is 

complemented by subsections on the lesson plans with the guidelines, the protocol to deliver 

the lessons, data collection and the teacher’s comments on the delivery of lessons and tasks.  

 

3.2 The context, the teacher, and the participants  

 The public school chosen for our investigation was a reference Elementary and Middle 

school connected with a Federal University. It is renowned for its excellence in children and 

adolescent formal education and its links with the university which afford support to relevant 

research in many other areas as well. It was a suitable venue for the investigation although in 

March 2022 it was under tight constraints imposed by the City Hall due to the 2-year pandemic, 

still in effect at the start of implementation of the study. 

As a result of the gradual return to face-to-face classes, only the regular students, 

teachers and the officially employed staff had been granted permission to the premises of the 

school. The school did not allow access of strangers to the main building or classrooms. 

Postponing the work did not seem the best option then. Therefore, a possible solution to 

overcome this major hindrance was to invite a regular teacher to do the field work. She would 

advise the researcher on the selection of the vocabulary, on the designing of the tasks and tests 

and she would implement them in her classrooms while keeping contact with myself 

throughout. On the positive side, I could right away see an important benefit for having just one 

interobserver being responsible for the class work in all groups: the activities would take place 

in the well-known natural environment with learners focused on what they were already used 

to doing, i.e., listening to their own teacher’s voice, instructions, and commands without any 

external distractions in class. In addition to that, the implementation would be very similar in 

all groups and the format of lessons would not be too different from what the teacher was used 

to doing: deliver interactive communicative lessons. The innovation was the introduction of the 
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target linguistic features collected from oral and written texts produced naturally and the tasks 

were based on data-driven learning principles.  The teacher’s main aim was to draw students’ 

attention to the target key language in context (KWICs) and still work interactively practicing 

the language skills, mostly reading, writing, and speaking focusing on vocabulary and grammar.  

The teacher, Clara,27 although young, is a seasoned teacher who has been teaching 

children, adolescents, late adolescents and even adults in preparatory courses for specific 

English exams for the past 20 years. Clara has a degree in English, an MA in Applied 

Linguistics and is qualified in Teaching English as a Foreign Language (TEFL). In addition, 

she had already dealt with Corpus Linguistics in her Master’s dissertation. These factors 

contributed to the reduction of possible external variables interference as she was the sole 

responsible for the classes management: application of tests, delivery of instructions when 

working in the classrooms and assigning homework to the students. Currently she is the teacher 

and coordinator of all 4th – 6th grades of Ensino Fundamental: two groups in 4th grade (4A-4B), 

two groups in 5th grade (5A-5B), and two groups in 6th grade (6A-6B). 

All groups had two back-to-back English classes of 60’ per week, which made it easier 

for Clara to implement a series of intertwined class work activities with the target language in 

concordance lines (KWICs) between pre and posttests. The investigation involved 147 children 

9 to 12 years old and, according to Clara, the students had been exposed to English in weekly 

lessons since the 1st grade (Table 2), but had a long 2-year period of interruption (2020-2021) 

during the pandemic. The differences among the groups were not only the ages of the students 

but also the years of exposure to English prior to the study (explained in the dialogue below). 

When the lockdown started, online classes were not totally feasible for some time and we can 

assume that some of the previous English input might have been forgotten. Due to this gap, one 

preliminary assumption was that older students would have better results in the assessed 

activities due to the previous pre-pandemic exposure to English, which eventually was proved 

to be incorrect (Chapter 4).  

 

 
 
 
 
 
 
 
 

 
27 Clara is a pseudonym she uses for privacy. 
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Table 2 – Description of participants and distribution of groups by grade 

 
Source: the teacher at CP.  

 

The first step to conduct the study was to have the necessary approval of the 

investigation by the Ethics Committee (Appendices A and B) and then the necessary permission 

to implement it in the premises (Appendix C). Once granted, the teacher and myself started the 

interactions about the project online due to the remaining concerns over the pandemic (2020-

2022). As the sole interobserver, she was coached constantly during the investigation by the 

researcher who established a protocol with guidelines (subsections 3.5.1, 3.5.2, 3.5.3) for the 

delivery of all lessons to ensure it would follow quasi-identical procedures to ensure maximum 

reliability and external validity to the data to be collected. The online chats in Portuguese aimed 

at giving the researcher the overall profile of all the students. Some of the questions asked are 

presented here: 

 

Researcher: 1) Desde que série os alunos do CP têm aulas de Inglês? Ou 

seja, os da 6a. série têm inglês desde 2017, os da 5a. série desde 2018 e da 

4a. desde 2019? 

Clara: 2017 foi o primeiro ano do inglês na 1ª. série escolar. Assim sendo, 

nossos estudantes da 6ª. série foram os primeiros da escola a terem inglês 

desde a 1ª. série. Todos os estudantes da sua pesquisa (4ª., 5ª. e 6ª.) estudam 

inglês desde a 1ª. série (mas tiveram 2 anos de aula online) na pandemia. 

Researcher: 2) Quantas aulas por semana? Todos os níveis têm o mesmo 

número?  

Clara: Duas aulas geminadas por semana, ou seja, um encontro semanal.  No 

1º ciclo (1ª., 2ª. e 3ª. séries, é a única disciplina que tem apenas um encontro 

semanal. Arte, educação física, orientação de estudos e outras disciplinas, 

têm maior carga horária. 

Researcher 3) Qual a duração das aulas por semana? 

Clara: Duração total de 1 hora e 20 minutos de aula. Da 1ª. à 9ª. série é a 

mesma carga horária. Na escola, inglês, espanhol e arte têm a menor carga 

horária. 

 

When the lockdown started, online classes were not totally feasible for some time and 

we can assume that some of the previous English input might have been forgotten. Due to this 

gap, one preliminary assumption was that older students would have better results in the 
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assessed activities due to the previous pre-pandemic exposure to English, which eventually was 

proved to be incorrect (Chapter 4). Nevertheless, Clara was well aware that variations could 

occur during the study, mainly due to the differences in ages and profiles of the groups. 

Lightbown and Spada (2013, p. 37) claim that “cognitive maturity, metalinguistic awareness, 

world knowledge and attitudinal differences among learners from different age groups” can 

influence levels of language acquisition. 

There were no structured questions at first, just open talks with Clara (the teacher) who 

asked for further clarification mainly related to classroom material, class management and data 

collection. Clara needed the assurance that she would be able to follow the guidelines in the 

Lesson Plans and would be able to deliver the instructions in English, as student-friendly as 

possible. That was also the moment we discussed the topics and the appropriateness of 

vocabulary for the groups, the type of tasks, the length of the tests and the inclusion in her 

regular lessons. As mentioned in the documents which granted the permission for the study, our 

main concern was not to interfere in the students’ routine nor trigger any discomfort. 

In the upcoming Sections, we will describe the research stages (3.3), the procedures to 

compile the pedagogic corpora and the concordancer tools used in the analysis of the subsets 

of corpora (3.4) as well as the implementation procedures and data collection (3.5). We will 

also explain the process of designing and implementing tasks and tests and include the teacher’s 

impressions on the two 10-day periods of pre-tests, classwork and posttests. 

 

3.3 Research stages 

To carry out the investigation, a series of intertwined actions were taken before and after 

the data collection. They are specified below (Figure 1) and will be exemplified in more detail 

in Chapter 3 and findings and results in Chapter 4. 
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Figure 1 – Diagram of the investigation stages 

 
Source: the researcher. 

 

3.4 Compilation of pedagogic corpora: COREL-GEO and COREL-SCI  

A corpus-based research process usually involves three main stages: corpus 

compilation, annotation, and analyses. The first stage is the most important when building the 

subsets of corpora. In order to investigate if vocabulary learning could be enhanced by corpus-

based activities, first, we compiled the topic-informed corpora and uploaded them to the 

concordancer (subsection 3.4.1). 

The first step was to build the corpora aiming at making them tailored to the 

recommended contents of 4th to 6th Geography and Science classes. This is in tandem with 

Pérez-Paredes’s (2020) recommendation of a compilation of corpus data in English suitable for 

young learners. He defines pedagogic corpora (PC) as those which “follow design principles 

that differ from those present in corpora designed for research purposes: PC are topic-driven, 

they pursue pedagogic rather than linguistic representativeness, and they challenge traditional 

corpus-search behavior” (e-book loc., 2076-2077). While corpus size is usually an issue, it 

should be considered hand-in-hand with the appropriateness of its design. “In terms of 

suitability, however, it is often the design of a corpus as opposed to its size which is the 

determining factor” (O’Keeffe et al., 2007, p. 4). Therefore, I decided to compile pedagogic 

corpora as proposed by Willis (1998) as a body of texts to be used in the classroom to support 
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teaching with the addition of texts that the teacher could probably bring into the classroom 

(Gilquin; Granger, 2010).  

To ensure the compilation would be feasible in the timeframe of the study, four major 

areas28 were singled out for their cross-cultural foci and also for their overlapping of national 

with international primary school syllabi in English.  Based on this initial criteria, two macro 

areas (Table 3)29 in the domains of Earth and Space and Life Science, listed in the curriculum 

maps30 of Fundamental 1 schools in Brazil were singled out.  

 

Table 3 – BNCC macro areas of knowledge  

 
Source: the researcher. 

 

In the first selection, I chose the areas Life and Evolution (2) and Earth and the Universe 

(3). From the second selection, I opted for the areas Man and its place in the world (1) and 

Nature, Environment and Quality of Life (5). Subsequently, these areas were compared with 

international curricula through the analysis of a few American and Canadian elementary school 

curricula (available free online)31 and two collections of workbooks32 in English that indicate 

the corresponding school grades.  

Crossing the information made it possible to identify an array of suitable themes or 

topics (Table 4) to build the corpora. We selected topics which were more universal, i.e., topics 

which would be found in most Elementary school grades regardless of their location. This is 

especially relevant as the vocabulary in the material had to be not only linguistically authentic 

but also graded according to the school 4th – 6th grades and meaningful to Brazilian learners. 

Thirty topics emerged as more recurrent in the sources and corresponding material was 

extracted from a small percentage of textbooks. The topics also informed the search and 

 
28 From the BNCC. 
29 The original source is in Portuguese and main areas have been translated to English to contextualize the 
choices made by the researcher. 
30 See: https://novaescola.org.br/conteudo/12720/bncc-baixe-em-pdf-o-e-book-de-competencias-gerais.  
31 Canadian: https://www.ontario.ca/page/ministry-education . American: https://ee.eanesisd.net/  
32 180 Days of Science and Geography, Shell Education, K to 5th grade, 2014; and DK WORKBOOKS, Penguin 
Random House, Pre-K to 4th grade, 2016. 
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selection of material on the web to complement the desired diversity of trustworthy sources. In 

an attempt to motivate learners to engage in the classroom activities, the language contents 

would suit and benefit the different types of learners with different interests and different ages.  

 

Table 4 – Themes / topics for the material 

 
Source: the researcher. 
 

Regarding the web sources, it is worth mentioning that in 2020-2021, when we started 

the process of building the corpora described above, due to the worldwide pandemic and closing 

of schools, some web platforms33 offered free access to their sources. This happened so parents 

and teachers could resort to their materials during the period when the vast majority of students 

were homebound. Most of the web written texts and video transcriptions on the topics were 

then checked against their linguistic complexity in the profiler vocabkitchen.34 The texts had to 

be in authentic English35 and in the appropriate linguistic level, namely A1 and some A2, entry 

points in the Common European Framework of Reference for Languages (CEFR), levels to be 

considered when working with beginner young learners (Table 5) in schools. The use of CEFR 

has been emerging as a standardizing measure for some time now, for example, in the design 

and compilation of new corpora (Tono; Díez-Bedmar, 2014, p. 165; Forsberg Lundell, 2021). 

 

 

 

 
33 One of them was: https://www.education.com/worksheets/ .  
34 See: https://www.vocabkitchen.com/profile.  
35 According to: https://www.pearson.com/languages, authentic material is any material written in English that 
was not created for intentional use in the English language classroom. [...] The best content to select depends on 
the learners, their level of English and the course content the teacher wishes to focus on. It’s also a good idea to 
find out the learners’ interests. 
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Table 5 – CEFR levels expected for young learners in schools 

 

 
Source: English Language Assessment.36 

 

Texts from different authentic sources were collected: printed workbooks A,37 printed 

workbooks B,38 web texts / video transcriptions and articles from assorted sources. For the 

corpora compilation, the workbook texts selected had to be scanned and saved in pdf.39 The 

texts and the files with .docx40 extensions had to undergo a transformation into files with a .txt41 

extension to become the final corpora. The process of transformation consisted in: 

1) all files and texts were uploaded to Google Drive, opened and saved as Google docs 

in different folders;  

2) the resulting Google Docs were then downloaded as .txt files and saved again in the 

new macro folders: COREL-GEO and COREL-SCI, separated in subfolders according 

to the 4th – 6th grades contents; and 

3) the folders’ contents, the 2 subsets of the corpora selected for the treatment in the 

classroom, were then uploaded to the concordancer #LancsBox 6.0 to be read, decoded 

and part-of-speech (POS) tagged.  

The pedagogic corpora was built with a balanced number of 437 texts in Science 

(COREL-SCI) and 458 texts in Geography (COREL-GEO), 895 texts with 178, 669 words in 

total. Table 6 illustrates the sources and their participation in the overall number of texts: 

 
 

36 See: https://www.cambridgeenglish.org/exams-and-tests/cefr/. 
37 180 Days of Science and Geography, Shell Education, K to 5th grade, 2014. 
38 DK WORKBOOKS, Penguin Random House, Pre-K to 4th grade, 2016. 
39 Portable Document Format by Adobe Acrobat. 
40 Microsoft extension document. 
41 Text Document file, a text document that contains plain text in the form of lines. 
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Table 6 – Information on COREL-SCO and COREL-GEO 

 
Source: #LancsBox 6.0. 

 

Among all the 30 themes (Table 4), Neighborhood (Topic: Communities) and Animals 

were the ones singled out by Clara, the teacher,42 as the most appropriate themes for activities 

to be implemented in all her 6 classes – 4th, 5th and 6th grades. The two topics would integrate 

seamlessly into their curricula. They were analyzed separately and stored in individual folders 

which will be easily accessible and made available in the future. The two subsets consist of 43 

written and oral texts on Neighborhood and 63 written and oral texts on Animals in a 

combination of 106 texts in total (Table 7).  

 

Table 7 – Topics (T1) and (T2) data 

 
Source: the researcher. 

 

 Due to the diversity of themes, it is important to emphasize the need to incorporate the 

work with each one into a lesson after checking possible outcomes such as the students’ 

interests and needs. Longer groups of new vocabulary in concordance lines may be 

demotivating for some or otherwise challenging positively depending on the activities in class. 

 
42 Clara’s profile is described in Section 3.2. 
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3.4.1 The concordancer #LancsBox 6.0 - tools and their functions 

Once the software is chosen, one needs to get acquainted with the short tutorials. 

Regarding the software #LancsBox, one needs to download it only once and leave it dormant 

on the desktop. When analyses of a corpus content are to be carried out, and if the corpus had 

been uploaded before, the software will perform the tasks demanded instantly. In this study, the 

researchers were the only ones accessing the software due to the constraints found at the 

Fundamental school. However, the word lists extracted from the corpora we made available to 

the teacher who participated in the whole process. 

Figure 2 illustrates the software interface. It shows an array of user-friendly tools like 

Words, KWIC, Ngrams, GraphColl and Text in the header, the black bar at the top. These 

enabled the researcher to identify the most frequent lexis with Words, 3- and 4-word patterns 

with N-grams, number of occurrences of KWICs in the texts with GraphColl, and also the target 

language distribution in the files of the corpus. The tools also enabled the researcher and the 

teacher to select what was most appropriate for the tasks and tests (Chapter 4) carried out in the 

lessons.  

 

Figure 2 – #LancsBox 6.0 interface with the tools in the header 

 
Source: #LancsBox 6.0. 
 

In addition, GraphColl was used to show visually where the most frequent words could 

be found in the corpus, their frequency and distribution. Due to its visual appeal, the tool can 

also be more effectively used with learners in the classroom with computers available. Many 

possibilities for future hands-on use of the tools by learners will be mentioned in Chapter 4. 
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Below, the concordancer shows the two pedagogic corpora COREL-SCI and COREL-

GEO uploaded already tagged (POS)43 and with the main information highlighted in Figures 3 

and 4: 

 

Figure 3 – COREL-SCI 

 
Source: #LancsBox 6.0. 
 

Figure 4 – COREL-GEO 

 
Source: #LancsBox 6.0. 

 

However, as the investigation aimed at addressing only two specific themes, one subset 

of each corpora was chosen, Neighborhood from COREL_GEO and Animals from COREL-

SCI were also uploaded and tagged. The corpora highlighted in Figures 3 and 4 above also 

display the subsets contents: the first with 43 files with 5,834 tokens and the second, with 63 

files with 9,656 tokens. In the Figures 5 and 6 below, various corpora can be seen on the left 

side of the interfaces, but only the ones used in the investigation and highlighted in gray, have 

their files loaded on the right.  

 

 

 

 

 

 
43 Part of speech (POS). 
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Figure 5 – Subset Neighborhood (COREL-GEO) 

 
Source: #LancsBox 6.0. 
 

Figure 6 – Subset  Animals  (COREL-SCI) 

 
Source: #LancsBox 6.0. 
 

 Once uploading both corpora, the first step was to check the topmost frequent words in 

each one and compare lists (Appendices L and M for longer lists). Biber et al. (1998) argued 

that the researcher should observe the data before deciding what and how they would work with 

it. According to his beliefs, most of the time the data lend itself to different types of analysis 

which should be noticed by the researcher so that the findings are meaningful and useful to 

learners. Observing the information retrieved in Figure 7, both tables reveal that the top words 

are functional words which are similar in both corpora. In our view, the outcomes point to the 

need to disregard them and focus on content words to identify the appropriate target language, 

content words in context. 
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Figure 7 – Most frequent words in T1 and T2 

 
Source: #LancsBox. 
 

Content words separated by classes will be listed to help the teacher and the researcher 

to select the most useful vocabulary for the learners. The findings will help the reader to 

understand why the use of technology provides state-of-the-art tools to enhance learning a 

language and how it can become an important and effective accessory to visualize patterns and 

clusters in context. Not to mention its role in aiding learner autonomy towards becoming the 

agent of his own language development.  

Chapter 4, Part A, will describe the utilization of the concordancer, outline the functions 

of its various tools, and present the obtained results.  

 

3.5 Implementation procedures and learners’ data collection instruments 

As I was responsible for all the planning of lessons, the designing of classwork, 

homework, and the pre- and posttests, the teacher and I kept close contact throughout the whole 
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period. We engaged in a series of Google Meet chats and exchanged messages on WhatsApp. 

This process was undertaken not only to choose the most suitable topics for the learners but 

also to identify the target vocabulary (KWICs) along with its concordance lines and n-grams. 

All of these activities were aligned with the students’ curricula.  

 

Figure 8 – Screenshot of Neighborhood package contents – Topic 1 (T1) 

 
Source: Google Drive storage. 

 

The continuous interactions aimed at assuring the target language had a direct 

connection with the interests and needs of the students so as to be meaningful, motivating and 

beneficial to them. Practicality and usefulness of contents for the students were aspects 

considered by both of us. The written guidelines as well as all the vocabulary in videos, texts 

or pptx were uploaded and saved in a shared Google folder (Figures 8-9). 

The teacher received everything in a package for each individual topic containing all 

she needed in February 2022, a month in advance of the beginning of the school term in March. 

It would give her time to analyze all the activities and start planning the integration into the 

syllabus of each grade to start implementing it all in April. The design and methodological 

rationale underlying tests and activities delivered in the 4th, 5th and 6th grades were the same for 

Topic 1: Neighborhood and Topic 2: Animals. The processes will be further described in 

Sections 3.5.1 and 3.5.2.  
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Figure 9 – Screenshot of Animals package contents – Topic 2 (T2)  

 
Source: Google Drive storage. 

 

The implementation took place with the teacher using the DDL approach in a lesson 

delivered in a CLIL format in all the classrooms. They were delivered following the same 

sequence suggested in short lesson plans for each topic (Tables 9-10), and the pre- and posttests 

administration followed the same protocol, taking place within a 10-day interval. To ensure 

further impartiality on the results, all data collected in all classes were coded, corrected and 

assessed by myself following the same criteria. The tasks in the tests were quasi-identical to 

guarantee internal and external validity44 of the results (Campbell; Stanley, 1966).  

To design the pre- and posttests tasks as well as the classroom tasks, a list of target 

content words was prepared under the teacher’s recommendation. These were analyzed and 

selected by the teacher to best suit the learners’ needs and interests. Once again, we were 

reminded that traditional corpora of authentic native speaker language are simply far too 

difficult for beginner learners to grasp meaning of the words (Anthony, 2013). The work with 

the new vocabulary was only possible because the corpora had been built within the A1-A2 

framework of language and also because they referred to topics that had all the materials and 

 
44 Validity refers to whether a test measures what it aims to measure. See: 
https://www.cambridgeenglish.org/blog/what-is-validity/. 
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tasks interconnected. I believe this is the most relevant aspect for having pedagogic corpora in 

an EAL class to improve learning effectively.  

 

3.5.1 Designing the tests 
 

The pre-tests (Appendices D-E) were designed to determine what vocabulary students 

already knew or could identify from previous contacts with the language. The results were 

compared later with the results of quasi-identical tests used as posttests. The tasks were 

sequenced according to the following learning strategies: language activation, brainstorming, 

contextualization, identification, and language production. The pre-tests and posttests carried 

27 points each while class and homework together carried 16 points, which shows a distribution 

of 70 points. However, the production activity in each of the tests carried only 3 points in each 

one. The points were later normalized to 100 so that the statistics could reflect the treatment de 

facto. 

 Activating45 prior knowledge (Table 8) of a language means both eliciting from students 

what they already know and building initial knowledge that they need in order to understand 

the meaning of the language. The activation (Task 1) will certainly foster appropriate 

brainstorming (Task 2), an activity used to generate ideas in small groups (Richards, 1990). In 

addition, contextualization (Task 3), “the fact or process of considering something in its context 

[…] which can help in understanding it”,46 is tested, followed by identification (Task 4) which 

can be understood as recognition of language instances. Task 5 – Production, is the last task 

and it tests students’ recall of the language they had been exposed to and had worked with in 

the class and home activities. 

 

Table 8 – Underlying rationale for Tasks 
Pre-test tasks: paper-based  -  5 activities without the teacher’s help 

TASK 1 TASK 2 TASK 3 TASK 4 TASK 5 Grades 
total Activation Brainstorming Contextualization Identification Production 

6 3 6 9 3 27 
 

Post-test tasks: paper-based  -  the same type of activities without the teacher’s help 
TASK 1 TASK 2 TASK 3 TASK 4 TASK 5 Grades 

total Activation Awareness  Contextualization Identification Production 
6 3 6 9 3 27 

Source: the researcher.  

 
45The activation strategy was first coined by Harmer (2003) in his book “How to teach English” when proposing 
the ESA (Engage - Study - Activate) methodology.  
46See: https://dictionary.cambridge.org/us/dictionary/english/contextualization.  
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 The constructs underlying the design of each activity are labeled in Table 8 above and 

are identical in TASKS 1, 3, 4 and 5. In Task 1 (Figure 10), in both tests, students were exposed 

to the names of the buildings and had to match labels and buildings before attempting to do 

TASK 2. TASK 247 brainstorming in the pre-test (Figure 11) is the same that assesses language 

awareness in TASK 2 - posttest (Figure 12), because it was done after the class and homework. 

Below are examples of some of the tasks designed for both tests which illustrate the underlying 

constructs defined and the homework with the focus on the structure there be – there is there 

are – can be checked in Appendix F.  

 

3.5.1.1 Pre- and posttests – Topic 1 (T1) 

 Below are samples of some of the tasks the young learners had to do in the pre- and posttests: 

Figures 10, 11 and 12.  

 

Figure 10 – Pre- posttest - Neighborhood - Task 1 - Language activation 

 
Source: the researcher.  
 

 

 
47 The labels followed a logical sequence of learning and teaching language communicatively but both tasks tested 
producing language. 
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Figure 11 - Pre-test - Neighborhood - Task 2 - Brainstorming 

 
2- Choose 3 buildings and write sentences about them: 
a- _________________________________________________________ 
 
b- _________________________________________________________ 
 
c- ____________________________________________________________________ 
Source: the researcher. 
 

Figure 12 – Posttest – Neighborhood – Task 2 – Language Awareness 

 
Source: The researcher.   

  

Figure 12 illustrates Task 2 in the posttest with some examples of the concordance lines 

they had worked with in class. Clara explained that some students claimed they did not know 

how to spell some words they wanted to write and so she decided she would add some of the 

concordance lines in the test but without calling their attention to them. The analysis of the 

results in Chapter 4 will demonstrate it did not make a noticeable difference in the learners’ 

written outcomes. 
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Figure 13 – Pre- and posttest – Neighborhood – Task 3 – Contextualization 

 
Source: the researcher. 

 

One important variable is the influence of classwork and homework in the posttest 

results. One of the tasks that shows it is Task 3 – contextualization. The vocabulary in the pre-

test - Task 3 (Figure 13) was dealt with in the classroom when students watched a short video 

and worked with its transcription afterwards (Appendix H). Clara exposed them to the target 

language (KWICs) in context and worked with the text (Figure 14) to contextualize the 

neighborhood services.48 

 

Figure 14 – Text related to Neighborhood services 

 
Source: #LancsBox - Tool: Text. 
 

\ 

 

 

 
 
 
 

 
48 On Neighborhood: NS LEARNING TOOLS, Our neighborhood for Kids, Places of Neighborhood, 15 
Neighborhood, Neighborhood Services. Available at: https://www.youtube.com/watch?v=OQxRVOG10ZA. 
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Figure 15 – Pre- and and posttest – Neighborhood – Task 4 – Identification  
4- Look at the picture about this town. Which buildings do you know? Write the names you can 
remember: 
 
_________________________________     _______________________________________   __________________________________   

___________________     _____________________   ___________________  
______________________  ____________________  ___________________ 
  

 
Source: unknown on the web. 

 

Task 4 above aimed at helping learners recognize information they were already 

acquainted with in the pre-test and could recall in the posttest. Moreover, Figure 16 below 

shows Task 5 – Production. In the pre-test, it aimed at raising the teachers’s awareness of how 

much of the topic the learners already knew. However, Task 5 in the posttest raised expectations 

they could use many of the new words in personalized sentences to complete the activity. 

 

Figure 16 – Pre- and posttest – Neighborhood – Task 5 – Production 

5- Complete the sentences to describe your neighborhood: 

 . I live near the _______________and ___________________________________ 

 . There are _________________________________________________________ 

 . There is __________________________________________________________ 

Source: see Appendix F.  
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After the classwork with the target vocabulary and the various activities with the 

concordance lines, the learners received the homework (Appendix F) handout not only to revise 

the names of buildings but also to consolidate the difference between there is and there are. It 

was also preparation for the posttest after an interval of 10 days. 

 

3.5.1.2 Pre- and posttests – Topic 2 (T2) 

 The design and rationale underlying the pre- and posttests in Topic 2 – Animals 

followed the same principles used in Topic 1 (Appendices D, E).  Constructs such as 

identification, recognition, awareness, brainstorming, recall and contextualization were 

contemplated and helped learners in the written work, the data which were collected and 

assessed. 

 

Figure 17 – Pre-test – Animals – Task 1 – Language activation

 
Source: the researcher. 
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Figure 18 – Pre-test – Animals - Task 2 – Brainstorming 

 
Source: the researcher. 

 

The sentences produced by the students in Task 2, during brainstorming, were a 

demonstration of what they already knew about the topic. The same task in the posttest was 

aimed at showing how much of the input offered during the lesson and consolidated during 

homework would affect their production. 

 

Figure 19 – Pre-test – Animals – Task 3 – Language recall  

 
Source: the researcher. 
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Figure 20 – Pre-test – Animals – Task 5 – Language awareness and recognition 

 
Source: the researcher. 

 

Tasks 2, 3 and 4 were aimed at guiding students towards producing their own sentences 

in Task 5 in the posttest. As for homework, the teacher asked for more demanding tasks in 

Topic 2 as she noticed the learners already knew most animals (Figure 21). It was decided that 

I would plan tasks which would require an expansion of vocabulary on the topic, but focused 

on the powerpoint work in the class and bingo game (Appendix I) with the animals and their 

characteristics. It is important to mention that they had worked with the concordance lines with 

that information as well. During the game they had to produce sentences orally about the 

animals they had on their cards to get the points. Examples: 1) The parrot is colorful; 2) The 

parrot has wings and flies; 3) Chicken cannot fly; 4) The tiger is the largest animal in the forest; 

5) The lion has strong legs to run; 6) The monkey can jump; 7) Crickets are jumping insects; 8) 

Fish live and swim in the water; and 9) Sharks are dangerous. 
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Figure 21 – Homework – Animals – Language Consolidation 

 
Source:  the researcher. 
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Source: the researcher. 

 

3.5.2 Lesson planning  

The 2-year pandemic brought a new understanding of the demands in the classroom 

environment, showing in practice that not only learners but also teachers need to be digitally 

savvy to stay abreast of the cutting-edge innovations and continue to be a player in the education 

field of work. It certainly begins with the introduction of innovations in the teaching approaches 

in the classroom as they can be the starting point to change the traditional standpoints learners 

and teachers have had in their relationship. In this study, the contribution for this change was 

the implementation of class material: authentic age-appropriate language from corpus-informed 

corpora in concordance lines intended to be interesting enough to keep learners engaged and 

working communicatively.  

 

3.5.2.1 Brief rationale underlying the lessons’ activities 

Beginner language learners improve and develop their learning through many cognitive 

processes ignited by different techniques and materials used in language classrooms. One of 

them is copying chunks of language from models of texts they are exposed to in the lessons.  

Once the meaning is understood, the learner copies parts of the sentence, makes the changes 

they consider suitable, including the target language making the new sentence true to himself. 

In the past, drilling through substitution and completion work49 were key features of the audio-

lingual method (Skinner, 1957; Fries; Lado, 1979; Brooks, 1964). In the past, the technique 

contemplated only oral language but more recently it has been extended to written work as well. 

In this case, the emphasis should still be first on oral comprehension of meaning (Richards; 

 
49 A substitution drill is a classroom technique used to practise new language. It involves the teacher first modeling 
a word or a sentence and the learners repeating it. The teacher then substitutes one or more keywords, or changes 
the prompt, and the learners say the new structure. Available at: 
http://englishteachingtechniques.blogspot.com/2012/09/. Accessed on: August 20, 2022. 
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Rodgers, 1986) and only afterwards students would work with language inductively, trying to 

compare their production with the models given.  

Nowadays, those techniques have had a comeback but under the contemporary notion 

of language being taught in context. This has been coined as drilling in disguise when the 

repetition drill50 is carried out more communicatively, more meaningfully, and not 

mechanically as in the audio-lingual teaching method. The assorted variety of existing types of 

drilling is more creative and used in a learner-centered environment. It refers to the fact that 

“many communicative drills can be modified in the classroom to require meaningful 

communication” (Rubio et al, 2003, p. 18).  

Having that in mind, for this investigation, DDL-type activities designed for the class 

work in the three groups of learners: 4th to 6th grades were delivered in a Content and Language 

Integrated Learning (CLIL) format since the language content was the focus and English the 

medium of instruction. CLIL refers to situations where subjects are taught through an additional 

language with dual-focused aims, namely the learning of content and the simultaneous learning 

of a foreign language (Marsh, 1994). In the pre- and posttests (Subsections 3.5.1.1 and 3.5.1.2) 

as well as the class work, the activities ensured cognitive processes51 (Table 8, p. 60) were 

triggered by different techniques employed by the teacher to introduce and consolidate the 

target language. The activities which required substitution of words had the underlying rationale 

of affording identification and repetition of target language in different moments of the work.  

The lessons were back-to-back and lasted 1 hour and 20 minutes each week. The DDL 

approach was not supposed to take the entire lesson, yet be a complement to the class routine, 

and used when learners worked with the discovery of new language with the concordance lines. 

The lessons followed a similar sequence with all the groups: language presentation (work with 

meaning at first through picture picture presentation or video watching), repetition of target 

language using the pictures, flash cards, or playing bingo, and a written activity. The innovation 

was the use of age-appropriate concordance lines52 with the target language (KWICs) yielded 

by a pedagogic corpus which were copied and cut out as strips of paper to be manipulated by 

students, giving them the opportunity to work in pairs or groups to discover the lexis and 

language patterns inductively.  

In the ideal environment originally suggested by Johns (1991), learners would analyze 

language yielded by software using the computer. This hands-on discovery work could not be 

 
50 Systematic repetition of facts or sentences to aid memorization (audio-lingual method). 
51 Different taxonomies of task types were used in task design (Bloom, 1956; Anderson; Krathwohl, 2001). 
52 Yielded by the software. 
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carried out during the investigation and so, the paper-based, hands-off soft approach was chosen 

by the researcher (Boulton, 2012). English was used most of the time and some translations 

occurred to clarify meaning. Clara gave learners all the required support during the lessons 

while following the suggestions in the Lesson plans (Tables 9-10). 

 

3.5.2.2 Lesson plan – Neighborhood (T1) 

Table 9 – Lesson stages53 – Topic 1 – Neighborhood 

Activities Materials Procedure suggested 
Pre-test Paper-based 

First day 
Individual work without any help. Data collection 

Classwork 1 PowerPoint 
slides 

Awareness of key lexis attached to images they represent; 
work with ‘word clouds’; personalization of buildings in 
one’s own neighborhood; can be used at the end of class 
as well, in this case beginning with the video (4’15) + 
transcription. 

Classwork 2 Paper-based 
Strips of paper 

Concordance lines work and n-grams – strips of paper 
with the KWICS in context – in pairs. Models of authentic 
language use and usage. 
Work with ‘substitution’ of keywords to make it 
meaningful to each student. 

Supplementary 
tasks 

Video54  + 
transcript or 
Bingo cards 

To emphasize the KWICS orally and draw students’ 
attention to them once more and prepare for the written 
homework.  Flashcards can also be used. 

Homework  Paper-based 
Tasks 

Consolidation of KWICS; revision of  structure: ‘There is’ 
and ‘There are’.  Students to access link and answer 
questions about the image: 
https://www.liveworksheets.com/gf787983nj. 

Post-Test  Paper-based 
10 days later 

The same as the pre-test; individual and without any help. 
Data collection. 

Source: the researcher. 
 

 I devised all the activities for each of the topics with a DDL approach to encourage the 

teacher to add variety to her lessons, diversify her approach and also to encourage her to use 

corpora with her learners in a very learner-centered format. The centerpoint of DDL is the 

manipulation of the concordance lines for inductive work with the discovery of patterns of the 

word sequences and n-grams, to observe the target words in context (KWICs), identify and 

notice the surrounding words. The classwork material provided to the teacher was varied and 

Clara was free to use the slides of the pptx and short videos to introduce the topic, images to 

consolidate the words and associate them and bingo cards (game) for the recall and production 

at the end. The assorted material was produced or selected specifically for the groups which is 

 
53 The lesson plans and materials such as pptx or bingo and flashcards were designed and produced by the 
researcher. 
54 The video transcript used in the classroom is in Appendix G. 
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an idea corroborated by Frankenberg-Garcia (2012, p. 486), who argues in favor of “help[ing] 

language teachers to take their first steps in using corpora autonomously [to] encourage them 

to want to find out more about using corpora in the classroom”. 

The images in the PowerPoint slides used in Classwork 1 mentioned in the Lesson Plan 

above (Table 9) as well as the short videos were accompanied by word repetition aimed at 

linking the oral form to the images they represented, helping the process of memorization. 

Reppen (2010) corroborates the idea of working with sound and form at the initial stages of L2 

learning and suggests a holistic approach using pictures and other visual aids to be matched to 

words. The flashcards were used mainly for recognition of form and pronunciation work. 

“Exercises such as those involving the use of flashcards and the keyword technique tend to 

result in fast and efficient gains in knowledge of the form – meaning connection of words 

(Meara, 2001, p. 238). As an example, the teacher would call students’ attention to the context 

in which the word neighborhood occurred, i.e., to the words which came before and after 

neighborhood in the concordance lines and would replace the KWIC with another one of their 

preference. The aim was to draw students’ attention to the word sequence, to raise their 

awareness to notice the language in use to enable them to recall it when writing their 

sentences.55  

In another activity, students played with strips of paper (concordance lines) and created 

their own sentences or questions. Examples below: 

1)  concordance line: There are many different types of maps. This is because we use 

different maps for different reasons. 
Learner: There are different types of medicines. This is because we use different 

medicines for different reasons; and 
2)  concordance line: Do you have friends in your neighborhood? 

Learner: Do you have friends in your school? 

 

 

 

 

 

 

 

 

 

 
55 A more detailed plan of action in the classroom with T1 is in Appendix J. 
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3.5.2.3 Lesson plan – Animals (T2) 
 

Table 10 – Lesson stages – Topic 2 – Animals 
Activities Materials Procedure suggested 

Pre-test Paper-based 
First day 
Docx* #1 

Individual work without any help. Remind them they will 
learn those words they still do not know in the following 
class. Names of animals, body parts and ways of moving 
should be dealt with in the DDL class. Data collection. 

Classwork 1 PowerPoint 

slides 
Awareness of key lexis – animals’ names - attached to 
images they represent; the first 13 slides are very 
important; slides 13 and 14 are body parts; work with   
video + transcription. 
Key words: nouns and verbs but some adjectives may 
apply when they describe the animals. There are too many 
animals, but you can choose according to what you believe 
they already don’t know. 

Classwork 2 + 
Classwork 3 

Paper-based 
Strips of paper 
 
 
Docx* #2 

Concordance lines work and n-grams - strips of paper 
with the KWICS in context – in pairs. Models of authentic 
language use. As you know the learners well, they can 
work with two or more strips of paper, depending on how 
their understanding goes. Work in pairs or small groups to 
analyze the sentences and the KWICs neighbors. 
Work with ‘substitution’ of keywords and the surrounding 
words to make it meaningful to each student’s preference. 

Supplementary 
tasks 

Video or 
Bingo cards 

To emphasize the KWICS orally and draw students’ 
attention to them once more and prepare for the written 
homework. Flashcards can also be used. This is the time 
for a fun game with a competition among different small 
groups of learners to make it easy for them to remember 
the animals’ names. They can either guess names, or body 
parts always producing their own sentences. ‘How do 
animals move. Learning Videos for Kids’.mp4 – AuSum 
Sisters56 

Homework  Paper-based 
Tasks 
Docx # 3* 

Consolidation of KWICS; vocabulary expansion and 
additional variety according to their grades. 

Post-Test  Paper-based 
10 days later 

The same as the pre-test; individual and without any help.  
Data collection. 

Source: the researcher. 
 
 The DDL approach in class and the techniques used were very similar to what happened 

with Topic 1. Same instructions for the activities, similar language presentation and similar 

media to give support to the sequence of activities. The data was collected and assessed by the 

researcher and then results submitted to tests to have quantitative information for comparison. 

The findings are described, and some assumptions made in Chapter 4. 

 

 
56 The video above has been discontinued from YouTube. However, I had downloaded it when preparing lessons 
and saved a copy of it. 
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3.5.3 Teacher’s testimonials – remarks on the classroom work  

During one of the first talks online, Clara mentioned that students asked many questions 

when handed in the pre-test in one of the groups, including requests for clarification of 

vocabulary. Clara said she even had to explain the instructions and say what was expected from 

them without giving them the answers. She also told them they could leave questions undone, 

unanswered, but some learners did not like it. She had to calm them down so they could 

complete the work. The comment below was made by the teacher after the initial phase of the 

implementation of the investigation and describes her students’ reactions and her feelings 

towards the work with authentic material from the corpora: 

 

I collected all the sentences the students produced after the work with 
concordance lines. As this was the first group, I handed out different strips to 
different learners and many students did not understand parts of them. As a 
result, for the work in the following classes, I tried to choose ‘concordance 
lines’ which were more related to their previous knowledge and their current 
language context. I felt they were more motivated and produced more 
sentences. 

 

After the initial concern with the work with concordance lines, and her changes in how 

she approached the students to do it more effectively, the lessons took place in a more relaxing 

way with students competing among themselves to produce sentences. She also mentioned it 

was quite interesting to see them work with the lines and select chunks from them to use in their 

writing. When she realized many of the students could infer the meaning of the KWICs and 

recall some of the target vocabulary to describe their own neighborhood in the written 

sentences, she finally felt it was worth it. In her words, 

 

the written tasks were done in class since I wanted to observe their difficulties, 
being able to help them when needed. I do believe everything learned in 
isolation is much more difficult for learners. Contextualized words and chunks 
make learning more meaningful and applicable for learners. Not all of them 
internalized the new n-grams well enough to use them, but the sentences were 
mostly meaningful mainly due to revising previous samples. 

 

She mentioned she had never worked with specialized corpus-informed material before 

and felt that at times the input with concordance lines offered more challenges to the younger 

learners. Although unaware of what the investigation results would be at the time, the teacher 

was in fact instinctively trying to answer Anthony (2009, p. 1) who inquired, “there is no 
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question that the use of corpora in the classroom has value, but how useful is concordancing 

with beginner level EFL57 students?”  

After working with a KWIC in the classroom, for instance, neighborhood (Topic 1), 

Clara worked with some 3- grams to talk about her own neighborhood. Many of the samples 

illustrate the use of find your way, need a map, different kinds of, in my neighborhood, a map 

can and live in a. In another activity, Clara would use another approach to the KWICs to 

introduce the work and motivate students to build sentences with the 3-grams. She would elicit 

their reply to the question: 

 

T: I live in a quiet neighborhood. I can see the mountains and a big 

valley around. And you? 
 

T: Now, tell me about your neighborhood. Where do you live? 

 

The teacher replicated the procedures used with Topic 1. She used a few texts with 

Topic 2 in the classroom to clarify the meaning of the KWICs or expand learners’ vocabulary 

from other concordance lines.  Clara used different approaches to call learners’ attention to 

segments of the sentences that could be useful when they produced their own sentences to 

describe the animals in their homework and posttests. Some examples are jump very well, 

jumping insects, animals that have strong legs to run, have feathers, … that cannot fly and 

cannot fly at all. Learners worked with them while looking at images in the pptx , handling 

concordance lines like the ones  below and playing bingo. 

One last remark is that she noticed that the older the learners were, the less tidy their 

sheets of exercises or tests were. Those learners gave her the impression of lack of focus and 

perhaps, lack of interest. However, those who participated with attention produced sentences 

which were more creative and most of the time with new combinations of the vocabulary they 

had been working with (Chapter 4 – Qualitative Analysis). 

 

3.5.3.1 Questionnaire for the teacher 

After implementing the tests and the sequence of classroom tasks on both topics: 

Neighborhood and Animals in her groups, Clara was invited to answer a short structured written 

questionnaire (Table 11) below.  

 

 

 
57 English as a Foreign Language (EFL). It is used in the teaching - learning environment. 
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Table 11 – Post class-evaluation – Teacher’s questionnaire 

 
 

The answers complemented the teacher's remarks on using the concordance lines and 

would guide the researcher to adjust the tasks to make learning more effective in future work 

with concordance lines. Since on different occasions Clara had had many opportunities to 

express herself mainly in relation to class management, the questions were prepared so that we 

could conclude her work with the groups. In tandem with the first delivery of lessons and 

administration of tests, Clara wrote short notes for herself about class management which later 

were shared. In addition to the classwork, she also photographed the students while working 

with the concordance lines to share with the researcher (Appendix K).  

The qualitative and quantitative analyses of outcomes will be thoroughly described 

next in Chapter 4, which should yield evidence whether resorting to corpus-informed pedagogic 

corpora could heighten learners’ expansion of English vocabulary in their early years of primary 

school. 
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Chapter 4 – Results and discussion of outcomes 

 

 

4.1 Introduction 

In this chapter we will present the results of the investigation distributed in two main 

areas: Part A – the relevance of compiling pedagogic corpora for younger learners and the 

language analysis of concordancer tools, and Part B - the results of learners’ production in the 

posttests after working with the concordance lines in the classrooms.  The two corpora COREL-

GEO and COREL-SCI yielded topic-informed and grade-appropriate vocabulary which, once 

selected and dealt with by learners, can shed light on the effectiveness of implementing a new 

approach to language learning in the English classroom. 

First, Part A, subsection 4.1, where we will show the concordancer tools functions and 

analysis results and the selection of the linguistic features to prepare activities. Discussing these 

results, we will be able to answer research questions (i) and (ii) which were presented in Chapter 

1 and are reproduced here: 

i)  Which are the most frequent topic-related L2 content words and 3 and 4 n-grams 

(lexical bundles / chunks) in COREL-GEO for 4th – 6th grades? (Appendix L); and 

ii)  What are the most frequent topic-related L2 word combinations 3 and 4 n-grams 

(lexical bundles / chunks) in COREL-SCI for 4th – 6th grades? (Appendix M); 

 Second, Part B, subsections 4.2 and 4.3, where quantitative and qualitative analysis of 

the results of learners’ language production will be presented in an attempt to answer research 

questions (iii) and (iv):  

(iii) Can activities implemented with a Data-driven learning (DDL) approach expand 

learners’ topicalized vocabulary to boost their progress in English?; and  

(iv) Are the results significantly different from one grade to the others when the same 

tasks are worked with in the classrooms?  

Due to the length of the content words lists in the pedagogic corpora, the complement 

to answers to questions (i) and (ii) above can be found in Appendices L and M. The justification 

for not including the lists in the body of the thesis is that the activities in the classroom and the 

production of the learners were reliant on only two subsets of those corpora: Neighborhood 

(T1) and Animals (T2).  Information on those subsets can be found in Table 7 (Subsection 3.4) 

and Figure 7 (Subsection 3.4.1). The COREL-SCI and COREL-GEO corpora can be found in 

its entirety in Appendices L and M.  
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Part A  

4.2 Concordancer language analysis – tools, functions, and results 

This section explains how the concordancer tools carried out the different analyses of 

COREL-GEO and COREL-SCI contents described in subsection 3.4.1. After building the 

corpora, the second stage, annotation, and the third, analysis for later retrieval, were performed 

by #LancsBox 6.0, the web-based concordancer chosen for this investigation. Table 12 shows 

the most frequent words in COREL-GEO and compare with the topmost frequent words in 

subset Neighborhood (T1) while Table 13 compares the most frequent words in COREL-SCI 

with the top ones in the subset Animals (T2). 

 

Table 12 – COREL-GEO + subset Neighborhood topmost frequent words 

 
Source: #LancsBox.  
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Table 13 – COREL-SCI + subset Animals – topmost frequent words  

 
Source: #LancsBox. 
 

In a single glance it is possible to check the findings and find similarities in the results. 

Both subsets of both corpora reveal more function words at the top of the lists and very few 

content words. Therefore, to make the investigation more focused and meaningful to learners, 

it was necessary to have the concordancer generate and analyze the word classes: nouns, verbs, 

adjectives, and adverbs separately in subsets Neighborhood and Animals.  More comprehensive 

lists of those subsets are in Appendices N – O.  

 

4.2.1 Selection of vocabulary for the activities and tasks 

 In this section we will mention the concordancer findings to address questions (i) and 

(ii) to be found in Appendices L and M, narrowing down the information with the results of the 

most frequent word classes and n-grams in the subsets Neighborhood and Animals in 

Appendices N and O. We will also demonstrate how the content words were separated in word 

classes and n-grams, and then exemplify how some of the KWICs in concordance lines were 

selected by the teacher. 
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 Once the subsets Neighborhood and Animals were compiled, the concordancer 

generated their most frequent content words. Surprisingly, some of the words among the 50 

ranked as most frequent were not the ones both the teacher and I had expected to work with. 

The result was the same with the n-grams but the combinations we selected, unlike the 

individual words, were situated at a higher rank in the list generated by #LancsBox. As a 

consequence of that, other vocabulary scattered on the list was chosen to complement the 

material for the activities. An example of the lower ranked words were the names of buildings 

in a neighborhood. Although hospital, school and market were ranked in a higher position, 

library, bakery, police station, fire station were not. We assumed the reason for that is the fact 

the material in the subsets of corpora was aimed at native-speaker learners, and the vocabulary 

such as the nouns mentioned would not need to be in the youngsters’ textbooks with such 

frequency. 

Nonetheless, this fact did not pose any constraints to the task and test design as the 

KWIC tool could generate concordance lines with any word chosen, despite its degree of 

frequency. Our criterion was to select the KWICs which we thought would be meaningful based 

on the learners’ curriculum maps. The KWICs which had more samples, and consequently 

would foster recurrence of exposure, were selected, and included in the tasks. As mentioned 

before, the constructs’ usefulness and essentialness were used to answer our question about the 

choice of words that were not so frequent.  

 

4.2.2 #LancsBox tools findings in Neighborhood subset of COREL-GEO 

 In this section and the next, we will describe the functions of the concordancer tools, 

how they analyzed corpora contents, and we will mention the results they yielded to suggest 

future possibilities for a hands-on use in a school lab. 

 

4.2.2.1 Words tool – word classes 

First, the Words tool was used to generate the list of the most frequent words in the 

Neighborhood subset. The list is just a sample with the top words (Table 14). As it shows 

content and function words together, we needed to select only content words like nouns, 

adjectives, verbs, and adverbs (Appendix N). For the purposes of this investigation, the function 

words had to be disregarded as the content words were the main target language of this study. 

Although function words were not individually focused on as target language, some of them 

ended up being part of the study as many of them composed n-grams that the students were 

exposed to. 
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Table 14 – Most frequent words in subset Neighborhood 

 

Source: #LancsBox - Tool: Words. 
 

Second, the Words tool generated lists of content words filtered out in word classes 

(Tables 15 to18).  

 

Table 15 – Most frequent nouns in the Neighborhood subset 

 
Source: #LancsBox - Tool: Words. 
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Table 16 – Most frequent verbs in the Neighborhood subset 

 
Source: #LancsBox – Tool: Words. 
 

Table 17 – Most frequent adjectives in the Neighborhood subset 

 
Source: #LancsBox – Tool: Words. 
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Table 18 – Most frequent adverbs in the Neighborhood subset 

 
Source: #LancsBox – Tool: Words. 
 

The process is very user-friendly: one should left-click on Type on the right at the top 

blue header above, change Type to Lemma by clicking on the arrow, and then on Apply. After 

that, right-click on the black bar, next to the word Type on the left above, and a pop-up window 

will open. Add: *_v, or *_n, or *_adj or *_adv, one at a time, to have the most frequent words 

of the different word classes. Click on Apply.  

 

4.2.2.2 N-grams tool – word clusters 

Another tool, Ngrams, was used to generate the word clusters. An n-gram is a 

contiguous sequence of n items that comes from a text or a corpus. Some of them, though 

frequent, may not be pedagogically relevant, so teachers should choose at their discretion those 

more meaningful to their class. The young learners are beginning to be exposed to English with 

a greater focus on the target language and the number of words in the clusters and their 

combinations may make a difference in their comprehension. In Table 19, the more frequent n-

grams answer the questions, then answer the and study the photo, for example, are used for 

instructions which are quite often used in class and may not need to be highlighted for this 

study. Other 3-grams, such as, is a lot and this map of a are phrase fragments that would not be 

relevant to be taught. However, the prepositional phrases in a community and on the map as 
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well as the verb phrase is a lot of would be useful for young learners on many other occasions 

and with other topics as well. It has been put forward by many scholars that if prepositions and 

their collocates are taught in context from the very beginning of their exposure to young 

learners, they will be acquired in more appropriate combination with other lexis (Brown, 1973; 

Bolinger, 1976; Alexander, 1979; Carter, 1987; Wray, 2012). This is made possible with the 

work with concordance lines and the surrounding neighbors of the nodes. They are learned as 

fixed formulaic expressions and can denote higher degrees of fluency of the learner. 

 

Table 19 – Most frequent 3- and 4-grams in the Neighborhood subset 

 
Source: #LancsBox - Tool: Ngrams. 
 



 

 

82

 
Source: #LancsBox - Tool: Ngrams. 
 

4.2.3 Choice of vocabulary in Neighborhood (T1) 

Two software tools were used to determine not only the frequency and dispersion of 

words in the Neighborhood subset but also to establish the number of KWIC occurrences in 

concordance lines distributed in the 43 texts. These numbers were used as an indicator of the 

degree of usefulness of the KWICs to be handled by learners. Among the lexis selected for this 

investigation, some words like neighborhood, community, supermarket vs market, suburb vs 

suburbs in their concordance lines are illustrated below. One useful example is the comparison 

between market and supermarket selected to clarify cultural uses of the two words and to justify 

their inclusion in the tasks.  

 

4.2.3.1 KWIC and Words tools 

With the tool KWIC it is also possible to see inside the corpus and identify the files 

and/or texts where the target word (KWIC) is present shown on the left of Figure 22. The first 
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one, neighborhood, has 14 occurrences in 6 texts, which indicates its high potential for inclusion 

in the tasks and tests. One suggestion for the future work is that learners receive many 

concordance lines, as in Figure 22, to compare and contrast them to notice the patterns in the 

sentences and also the neighbors of the node in red. 

 

Figure 22 – KWIC neighborhood 

 
Source: #LancsBox – Tool: KWIC. 
 

Table 20 displays the distribution of the target word in texts, which is another area to be 

explored with learners. From this information they can select those files with more occurrences 

to investigate and discover the language patterns.  

 

Table 20 – Noun: neighborhood – distribution in texts and relative frequency per 10k 

Source: #LancsBox – Tool: Words. 

 

In the future, having general information and communication technolgy (ICT) skills and 

with the hands-on use of the software, the teacher can call learners’ attention to how the target 

language is distributed in the subset of corpus, resorting also to the distribution chart (Figure 

23) below. The chart is visually attractive and will impact on the traditional approach to tables 

and figures. Learners can explore those files which show bigger and darker dots at the top on 

the right where there is more concentration of the KWIC being investigated. 
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Figure 23 – Distribution of neighborhood inside the corpus and location in the files 

 

Source: #LancsBox – Tool: Words. 

 

A second example is the word community in 5th place (Table 15) in the list of most 

frequent words. Its 36 hits (Figure 24) and their concordance lines in 11 texts can offer a 

considerable recurrence of exposure of the word to learners. In this case, the teacher selected 

the lines which could provide learners with immediate comprehension: 

- for the 4th graders: What is a community? What kind of community do you live in? 

Types of community service, A rural community has a lot of open space, for example; 

and 

- for more advanced 5th and 6th graders: People help out in the community, What is 

community Service?, A community is made up of places to go, A suburban community 

is a smaller town near a larger city. 
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Figure 24 – KWIC: community  

 
Source: #LancsBox – Tool: KWIC. 

 

Table 21 – Noun: community – distribution in texts and relative frequency per 10k 

 
Source: #LancsBox – Tool: Words. 
 

The internal distribution of the corpora shown in Table 21, and displayed in Figure 25 below, can be 

very effective for consolidation work and future retention of the target word. 
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Figure 25 – Distribution of community inside the corpus and location in the files 

 

Source: #LancsBox – Tool: Words. 

 

The next lexis, market, is in the 20th place in Table 15 but was considered to be very 

relevant to the students’ real life. In Brazil, people living in big cities, which is the case of the 

study’s participants, seem to use the word supermarket more than market, leading the teacher 

to want to contrast the use of these words. Below it is possible to identify only 6 occurrences 

of supermarket in 5 texts (Figure 26) while there are 16 occurrences of market also in 5 texts 

(Figure 27).  

 

Figure 26 – KWIC: supermarket 

 
Source: #LancsBox – Tool: KWIC. 
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Table 22 – Noun: supermarket – distribution in texts and relative frequency per 10k

 
Source: #LancsBox – Tool: Words. 

 

Figure 27 – Distribution of supermarket inside the corpus and location in the files 

 

Source: #LancsBox – Tool: Words. 

 

The dark dots in Figure 27 correspond to the information in Table 22 which makes it 

visually clear to learners where the most recurrent target language can be found. In the case of 

supermarket, there are 3 files which could be investigated. Conversely, market has 16 

occurrences in the same number of texts (Table 23), clearly illustrated in Figure 28.  An activity 

which may trigger learners’ curiosity is to investigate the texts with the darker dots in Figures 

27 and 29 and compare the usage – collocations and colligations – of findings. They could play 

the role of language detectives (Johns, 1991), a key pillar in the DDL approach. 
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Figure 28 – KWIC: market 

 
Source: #LancsBox – Tool: KWIC. 

 

Table 23 – Noun: market – distribution in texts and relative frequency per 10k 

 
Source: #LancsBox – Tool: Words. 

 

Figure 29 – Distribution of market inside the corpus and location in the files 

 

Source: #LancsBox – Tool: Words. 

 

A further comparison of KWICs was also carried out, this time with the words suburb 

(Figure 30) and suburbs (Figure 32). It is also possible to recognize that suburb, 39th place in 
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the frequency list of subset Neighborhood, has just 3 occurrences in 2 texts, while suburbs, less 

frequent among learners in my country, has 7 occurrences in the 2 texts as well. Suburb is a 

cognate to subúrbio (singular noun) in Portuguese, but suburbs would not be used unless one 

would be referring to a plural noun as this is the correct grammatical usage for plural nouns.  

 

Figure 30 – KWIC: suburb 

 
Source: #LancsBox – Tool: KWIC. 
 

Table 24 – Noun: suburb – distribution in texts and relative frequency per 10k 

 
Source: #LancsBox – Tool: Words. 

 

Figure 31 – Distribution of suburb inside the corpus and location in the files 

 

Source: #LancsBox – Tool: Words. 

 

 

 



 

 

90

Figure 32 – KWIC: suburbs 

 
Source: #LancsBox – Tool: KWIC. 
 

Table 25 – Noun: suburbs – distribution in texts and relative frequency per 10k 

 
Source: #LancsBox- Tool: Words. 
 

Figure 33 – Distribution of suburbs inside the corpus and location in the files 

 

Source: #LancsBox – Tool: Words. 

 

The same procedures with the tools KWIC and Words above were used with the other 

word classes such as adjectives, verbs, and adverbs (Appendix L) for the identification of more 

words to be worked with using the DDL approach.  
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4.2.3.2 Text tool 

To complement and clarify learners’ doubts during the lessons, a fourth tool was used: 

Text. When difficulties arose, and before learners produced personalized sentences with the 

KWICs, the teacher resorted to the original context to clarify comprehension. One such example 

is one of the original contexts for neighborhood selected below. The tool can pop-up any 

original context in the corpus of the word selected. 

 

Figure 34 – Short extract of  neighborhood context 

 
Source: #LancsBox – Tool: Text. 

 

Following McCarthy’s (2004) and O’Keeffe (2021) recommendation that teachers 

should mediate data to find the clearest and best examples to use from the corpus, examples of 

concordance lines were copied and cut out in strips of paper to be dealt with by students in the 

classroom (Figure 35).  The lines were copied and enlarged to make it easier for the youngsters 

to observe the KWICs and the surrounding contexts. The words and clusters in bold were 

emphasized by the teacher during classwork. 

 

Figure 35 – Samples of the assorted concordance lines selected 

 

 
Source: #LancsBox.   
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4.2.3.3 GraphColl tool 

The last tool used, GraphColl, is the one whose results are the most attractive to learners. 

Because its language analysis chart presents a colorful visual impact, it draws learners’ attention 

to the KWIC collocates. It lends itself to assorted activities to be designed by teachers. The tool 

lines and dots can enhance learners’ observation and noticing of the selected KWICs nodes of 

the concordance lines. The collocates can be seen in different colors magnifying the focus. The 

resulting graph is especially beneficial when working with colligations in the classroom and 

can be even more effective with advanced learners. 

The findings around the node neighborhood (Chart 1) show three dimensions: 

1) the strength of the collocation, indicated by the statistical measure MI score. The 
closer the collocate is to the node, the more strongly associated it is; 

2) the frequency, indicated by the intensity of the color of the collocate dot. The darker 
the color, the more frequent it is; and 

3) the position of the collocate around the node, either left or right, shows the actual 
position in the sentence.  
 

Chart 1 – Neighborhood and its 7 collocates 

 
Source: #LancsBox – Tool: GraphColl. 
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Table 26 – Collocates and its positions and frequency around the node neighborhood 

 
Source: #LancsBox – Tool: GraphColl. 
 

If one wants to see any of the above collocates in their actual context in a concordance 

line, they can right click on the collocate in the graph (Chart 1) and a pop-up will show the node 

in red and the collocate in blue (Figures 36-37): 

 

Figure 36 – Pop-up showing the position of collocate map 

 
Source: #LancsBox – Tool: GraphColl. 

 

Figure 37 – Pop-up showing the position of collocate your 

 
Source: #LancsBox – Tool: GraphColl. 
 

4.2.3.4 N-grams tool 
 

Lastly, the Ngrams tool was used for the identification of the most frequent 3 and 4-

grams. The teacher selected the ones which were among the most frequent and would be a 
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natural choice by learners when doing the activities. Figure 37 shows examples of clusters 

which were used by learners in their production in the posttests: on a map, find your way and 

find your way around, different kinds of, need a map, live in a, in your neighborhood, find the 

best road to, there are many different types. Others included can be seen in Appendix N.  

 

Figure 38 – Samples of  3-grams used in tests and class activities 

 
Source: #LancsBox – Tool: Ngrams. 

 

4.2.4 #LancsBox tools findings in Animals subset of COREL-SCI 

As mentioned in the previous subsection 4.2.2, the Words tool was used to generate 

the list of the most frequent words in the Animals subset. The list is just a sample with the top 

words (Table 27).  

 

Table 27 – Most frequent words in subset Animals 

  
Source: #LancsBox - Tool: Words. 
 

Then, to generate just the content words in their individual classes, the tool was used 

again, adjusted to the demands. The findings are illustrated in Tables 28 – 32.  
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4.2.4.1 Words tool – word classes 

Tables 28 – 31 show the content words and the 3- or 4-gram language clusters in the 

Animals subset. The findings also indicate the function words as the most frequent to the 

detriment of the content words. Once more the software tool had to be adjusted to yield nouns, 

verbs, adjectives, and adverbs as explained in subsection 4.1.2. The full list of results can be 

seen in Appendix O.  

 

Table 28 – Most frequent nouns in the Animals subset  

 
Source: #LancsBox - Tool: Words 
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Table 29 – Most frequent verbs in Animals subset 

 
Source: #LancsBox – Tool: Words. 

 

Table 30 – Most frequent adjectives in Animals subset 

 
Source: #LancsBox - Tool: Words. 
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Table 31 – Most frequent adverbs in Animals subset 

 
Source: #LancsBox - Tool: Words. 

 

4.2.4.2 N-grams tool 

The approach to the contents of Table 32 is the same as to the contents of Table 19 with 

the teachers selecting the n-grams at their discretion. She considered the usefulness and 

practicality of the language patterns not only for the implementation of tasks in the lessons, but 

also their impact on learners’ future fluency when using the language. 

 

Table 32 – Most frequent 3- and 4-gram clusters in the Animals subset 

 
Source: #LancsBox – Tool: Ngram. 
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4.2.5 Choice of vocabulary in Animals (T2) 

 The processes of language analysis with the subset Animals were the same as those used 

with the subset Neighborhood. In addition to the word classes, the teacher also identified the 

frequency of word occurrences. One of the words selected was animals to be used compared 

with animal, the former in 11th place and the second in the 24th place in the general frequency 

list of the corpus Animals (Table 33). 

 

4.2.5.1 KWIC and Words tools 

The concordance lines with animals (Figure 39) were abounding which made the task 

of selecting different ones for the individual learners much easier. The concordance lines also 

mentioned different types of animals, parts of their bodies, the baby animals as well as the 

different ways they move, areas focused in the classwork and homework. 

 

Figure 39 – Noun: animals 

 
Source: #LancsBox – Tool:  KWIC. 
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Table 33 – Noun: animals – distribution in texts and relative frequency per 10k 

 
Source: #LancsBox – Tool: Words. 

 

In future implementations in the classroom, a further benefit for learners is that the 

teacher is able to identify the file(s) where she can find a larger number of the KWIC of interest 

using the Table 33 above. As an example, she can work with the word animals  using the files 

where the number of tokens is higher, either LifeSci_3rG_Animals-LivingG with 443 tokens, 

or Science_3rdG_VertebratesvsIn with 205 tokens. Those files would offer recurrence of 

exposure and repetition - input flooding - of the KWIC affording higher noticing of the node 

and its neighbors.  

 

Figure 40 – Distribution of animals inside the corpus and location in the files 

 
Source: #LancsBox – Tool: Words. 
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The image above shows an overpopulated corpus where the names of the files do not 

appear immediately; one has to right click on the dot of interest and the name will be visible.  

This is another way to identify the most interesting files which can be used by learners 

themselves in a future class. The bigger and darker the dots, the higher the number of the target 

language in those files. 

 

Figure 41 – Noun: animal 

 
Source: #LancsBox – Tool: KWIC. 

 

Table 34 – Noun: animal – distribution in texts and relative frequency per 10k 

 
Source: #LancsBox – Tool: Words. 
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Figure 42 – Distribution of animal inside the corpus and location in the files 

 
Source: #LancsBox – Tool: Words. 

 

Once more the concordance lines yielded by the concordancer were copied and enlarged 

to make it easier for the youngsters to observe the KWICs and the surrounding context (Figure 

43).  Clara used different approaches to call learners’ attention to segments of the sentences that 

could be useful when they produced their own sentences to describe the animals in their 

homework and posttests. Some examples are jump very well, jumping insects, animals that have 

strong legs to run, have feathers, … that cannot fly and cannot fly at all. Learners worked with 

them while looking at images in the pptx, handling concordance lines like the ones below and 

playing bingo (Appendix I).  

 

Figure 43 – Samples of the assorted concordance lines selected - Animals 

Frogs are small animals that can jump very well.  

Many people have birds as pets. 

Crickets are jumping insects. 

Mosquitos are insects that are found almost everywhere in the world. 

The tiger is the largest of the cats. 

Birds are animals that have feathers. They lay eggs. 
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Zebras are animals that have strong legs to run. 

Penguins are birds that cannot fly. 

Some birds cannot fly at all. 

Source: #LancsBox – Tool: KWIC. 

 

4.2.5.2 Text tool 

Figure 39 (subsection 4.2.5.1 above) shows the 31 concordance lines with the KWIC 

animals in red. The names of those files on the left of the image, next to the concordance lines, 

indicate where the KWIC is situated. Once aware of that, the teacher can open the whole text 

by clicking on the node animals in the concordance line chosen and a pop-up would open with 

it.58 In just one text the learners would be exposed to an input flooding (Sharwood Smith, 1993) 

of 12 tokens of the target word which could afford more noticing and effective retention of the 

target language (Figure 44). 

 

Figure 44 – Examples of node “animals” in the concordance lines 

Many animals live in groups. There are many reasons for this. They live in groups for safety. They live 
in groups to help each other care for young. Some animals will watch for predators while others eat. 
Some grown-up animals live with their young to keep them safe and teach them. Some animals hunt 
together. This helps the whole group get enough food. Living in a group helps animals. 
1. Why do some animals live in groups? to help each other, care for safety for young and to hunt together 
2. All animals in a group help each other  
Some animals stand in a circle. Stronger animals stand on the outside of the circle, and weaker animals 
stand inside the circle. 
1. What animals stand on the outside of the circle? baby animals 
2. Why might the weaker animals stand inside the circle? for protection  

Source: #LancsBox – Tool: Text.  

 

4.2.5.3 GraphColl tool 

 As mentioned in the previous section in relation to the KWIC neighborhood and its 

analysis by the GraphColl tool, activities with visually attractive collocates of animals can 

afford effective noticing by learners. One example is sentence building in groups, which can 

motivate and challenge them while bringing many benefits (Chart 2). 

 

 

 

 

 
58 The text was copied from the software to fit this page and pasted. 
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Chart 2 – Animals and its 60 collocates 

 

Source: #LancsBox – Tool: GraphColl. 

 

Table 35 – The first 21 collocates and its positions and frequency around the node 

 
Source: #LancsBox – Tool: GraphColl. 
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Using the circle in Chart 2, one suggestion is that the teacher chooses are or that, for 

example, and right-click on the dot next to the word. The concordance lines pop-up and learners 

can see the verb are or the adverb that in blue and their collocation in relation to the noun 

animals (Figures 45-46). Most of the collocates are on the right of the node but there are many 

on the left as well. As an example of an activity, the class can be divided into groups which will 

work with one of the quadrants of the image (Chart 2) and discover the most recurrent patterns. 

 

Figure 45 – Pop-up showing the position of collocate are 

 
Source: #LancsBox – Tool: GraphColl. 

 

Figure 46 – Pop-up showing the position of collocate that 

 
Source: #LancsBox – Tool: GraphColl. 
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4.2.5.4 N-grams tool 

The last tool used was Ngrams which yielded the most frequent 3- and 4-gram clusters 

of language (Tables 36-37). Once more, there are clusters with directions to learners and also 

phrase fragments which were used at the discretion of the teacher (Appendix O). 

 

Table 36 – 3-gram clusters 

 
Source: #LancsBox – Tool: Ngrams. 

 

Table 37 – 4- gram clusters 

 
Source: #LancsBox – Tool: Ngrams.  
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Subsection 4.2 part (a) addressed the investigation’s results showing the relevance of compiling 

pedagogic corpora for younger learners and the language analysis of a concordancer.  The basic 

functions of each of the concordancer tools were described to show the relevance technology 

can have to enhance learning a language in the classroom. All the findings can add variety and 

challenge to the youngsters’ classes while they engage in the new material and manipulate 

authentic language meaningfully and playfully.  It also brings the pedagogic corpora to the 

forefront among materials for young learners. The next subsections 4.3 and 4.4 will address 

Part B of the study’s outcomes to illustrate the quantitative and qualitative results, respectively, 

of the implementation of the treatment in all groups of learners. 

 

Part B  

4.3 Quantitative results  

In this second part of the investigation’s results, the quantitative analysis of the findings 

of pre-tests and posttests will be presented and analyzed.  Two types of measurement tests were 

used to compare the findings to shed further light on question (iii) and address question (iv): 

(iii) Can activities implemented with a Data-driven learning (DDL) approach expand 

learners’ topicalized vocabulary to boost their progress in English?; and  

(iv) Are the results significantly different from one grade to the others when the same 

tasks are worked with in the classrooms?  

For statistical purposes, it was decided that students who had missed one or more classes 

where the investigation was carried out would have their names excluded from the final count. 

Thus, the final number of participants in pre and posttests in both Topic 1 and Topic 2 was 106, 

72% of the total 147 students, in all the six classes (Table 38).  

 

Table 38 – Distribution of participants per group and per Topics 1 and 2 

 
Source: the researcher. 
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4.3.1 Analysis tools and results 

The first one, the t-test,59 a parametric test, was used to determine whether the treatment, 

work with the target language (KWICs) in concordance lines, had had a positive effect on the 

students’ language production and establish if and how much the groups differed from one 

another. Since the data had unequal variances, i.e., did not entirely fit the assumptions made for 

the t-test, a second test, the Wilcoxon Rank Sum, a non-parametric test, was used to 

complement the analysis of the findings.  

The final data was initially processed by the SPSS software60 and a complementary 

analysis was carried out by the Wilcoxon test. The findings of the statistical analyses  offer 

insights into the work carried out in the classrooms while addressing research question (iv): Are 

the results significantly different from one year to the others when the same tasks are worked 

with in the classrooms?  

The percentage of learners (Table 39) in Group 4A who used lexis from the concordance 

lines in the posttest increased 50% from pre-test, rising from 21% to 42%.  However, learners’ 

use of target language in groups 4B and 5A had a reduction, from 29% to 25% in 4A and from 

50% to 30% in 5A. Group 5A had a similar number of students on both occasions but it did not 

affect the results as the use of target language in the posttest dropped noticeably showing the 

treatment in the classroom did not impact students’ production. As for 6A, the number of 

learners who did the tests fell considerably from 23 to 16, showing an absence of a third of the 

students, probably causing the 50% drop in the production of target language. Yet, 6B had the 

same number of students in class and the same low percentage – 35% – in pre and posttests.  

The 6A and 6B groups have students with higher levels of knowledge of English which may 

explain their possible use of alternative language for the production task. 

 

Table 39 – % of students who used the target language from concordance lines 

 

4.3.2 Analyses of posttests results 

 
59See: https://libguides.library.kent.edu/SPSS/PairedSamplestTest. 
60 IBM SPSS® Statistics is the world's leading statistical software used to solve business and research problems. 
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The classwork as well as the homework were preceded by a pre-test and followed by a 

posttest 10 days later in all grades. Learners worked with one Topic 1 from COREL-GEO: 

Neighborhood, and one from COREL_SCI: Animals, both selected by the teacher due to their 

correlation with the curriculum maps for English in the school.  

The data collected from pre and posttests was analyzed by a Paired Samples t test61 

(Table 40) which is used to test if the means of two paired measurements, such as pre and 

posttest scores, are significantly different. It is a parametric test where the dependent variable 

is measured at two different times. The results of the pre and posttests (total of 27 points) were 

standardized on a scale of 0 to 100. The t tests pointed out that the work with the concordance 

lines in Topic 1 – Neighborhood – in the classroom was indeed effective. There is a considerable 

difference in the findings. Conversely, the same could not be observed in Topic 2 - Animals - 

where there was little or no difference in the results. 

 

Table 40 – Data analyses and t-test results 

 

 

In view of the results, boxplots were created so the data could illustrate the results of 

the tests further. Charts 3-4 below show the results and their distribution among the students in 

different grades: 

 

 

 

 
 
 
 

 
61See: https://libguides.library.kent.edu/SPSS/PairedSamplestTest. 
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Chart 3 – 4thG A-B results – Topic 1 (T1) 

 
Source: SPSS for Windows.   
 

The boxplot Chart 3 illustrates the treatment effect in groups 4A and 4B in Topic 1. The 

blue box shows the results of pre-tests and the orange box shows the post-tests. The blue box is 

wider and situated at a lower position in the chart while the orange box is closer to 100 and 

shows less spread of participants’ scores concentrated at the top. This indicates efficacy in the 

Topic 1 treatment and a significant result.  

 

Chart 4 – 4thG A-B results – Topic 2 (T2) 

 
Source: SPSS for Windows. 
 

However, in Topic 2 (Chart 4), the blue and orange boxes are symmetrical although we 

can identify a wider upper quartile in the orange box indicating a wider spread in the values of 

the data and the lower quartile more condensed data. The gray box in both charts shows the 

difference between pre and posttests are similar. In 4T1 (4th Grade – Topic 1)  there are two 

orange dots called outliers who could not reach the average result of the group. In 4T1 there is 
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a wider spread between results of the tests whereas this difference is insignificant in 4T2 (4th 

Grade – Topic 2). 

Overall, reading the charts’ findings carefully, the conclusion is that Topic 1 results are 

very positive unlike the results of Topic 2. The positive scores between pre- and posttests in 

Topic 1 had a 20% increase as a result of the significant reduction in the spread, i.e., the students 

had higher grades and the results were more evenly distributed across the groups. Conversely, 

the same scores cannot be seen in Topic 2 as the variation between the pre and post-tests ranged 

from 1 to 5%. Another pattern identified in Topic 1 was that pre-tests results were similar while 

in Topic 2 the results had a random pattern. 

One explanation for groups 5G and 6G final results (Tables 41-42) is that, on average, 

they already had higher scores in Topic 2 pre-test than in Topic 1 pre-test. Since the top average 

is 85%, and they had already achieved that, it would be more difficult for the students to go 

beyond that result. The assumption pointed out for a confirmation of the results and further 

measurement was carried out. This test would check only the results of target language 

production (KWICs, 3- and 4-grams) Task 5 in all groups in all tests. In Topic 1 (Table 41), the 

2 groups 5A and 5B did not have a significant result which had already been pointed out by the 

t test. 

 
Table 41 – Level of significance between results of Pre and Posttests – T1 

 

 

The results yielded insights into a possible interference of an external variable: students 

had more knowledge of Topic 2 (Animals) contents before the pre-test or students could relate 

to the contents more easily. In the analysis of Topic 2 (Table 42), however, only group 4B had 

a significant result: 
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Table 42 – Level of significance between results of Pre- and Posttests – T2 

 

 

In Topic 1 (Table 43) the students had a significant increase in their scores from pretest 

to posttest, except the 5A and 5B groups which had 6% and 10% respectively. In Topic 2 (Table 

44) results show little increase in their language development, except for 4B which had a 

significant rise of 48% (Chart 5). Additionally, also already identified, group 6A  had a decrease 

in the production of target language while 6B had no changes.  

 

Table 43 – Differences between pre and posttests results – Production Task – Topic 1 

 

 

When the results of the production task of the pre and posttests are compared in isolation 

(Tables 43-44), it is possible to observe significant results with increased scores in Table 43: 

group 4A, which rose from 0,18 to 2,76, and group 4B, from near 0 to 3. However, in Table 45, 

the mean of the pre and posttest in group 6B is the same 2,39, possibly because the average 

score of the pre-test is 2 (out of 3) which makes it more difficult to go beyond that in the pre-
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test. This is the case of Topic 2, where the pre-test mean is 2,2 (out of 3) for all groups, which 

makes it difficult to obtain a significant rise in the posttest. The exception here is group 4B, 

where the mean rose from 1,27 to 2,73.  

 

Table 44 – Differences between Pre and Posttests results – Production Task – Topic 2 

 

 
Chart 5 below shows the difference in scores between pre- and posttests after the 

treatment among learners of group 4B: 

 

Chart 5 – Results of group 4B in Topic 2 

 
Source: the researcher. 

 

The findings suggest that when students already have very high grades in the pre-test, 

they either maintain the score or show an insignificant improvement in the posttest. Further 

analysis of results points to the following: 

1) The number of students present during the investigation was different in most groups, 

except groups 6B, which had the same number, and 4A that had a small increase. Those 
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numbers may have altered the results statistically. Table 45 shows, in the percentages, 

that, on average, fewer learners participated in Topic 2 classes: 

 

Table 45 – Participants in both Topics 1 and 2 

 
Source: the researcher.  

 

2)  In Topic 1, the average score of the participants had a significant rise between the pre 

and posttests in the following groups: 4A: 86%; 4B: 82% ; 6A: 71% and 6B: 52%. In 

Topic 2, just 4B had an increase of 48%. 

3)  In Topic 1, the average score of the participants had a non-significant increase between 

the tests in the following groups: 5A: 6% and 5B: 10%. In Topic 2, groups 5A: 8% and 

5B: 17%. 

4)  The average score of the participants remained stable between the 2 tests in Topic 2 in 

the groups 4A: 1%; 6A: -2% and 6B: 0%. 

5)  The quantitative analysis points out that the language tasks have to be different for the 

different grades and the level of difficulty needs to be considered, information 

corroborated by O’Keeffe (2022). It is very important to consider the amount of time 

spent by each group working with English, i. e., years of exposure to the language, and 

also contents already dealt with in previous grades.  

6)  There should be more investigation towards the role of the topic contents. The findings 

indicate that the work with Animals, Topic 2, was not as effective as the work with 

Neighborhood, Topic 1, with all groups. Nonetheless, schools abroad have similar 

topics in all grades in Fundamental I, only changing the level of grammatical 

complexity. 

The overall quantitative analysis indicates that working with KWICs and concordance 

lines in English in the 4th – 6th grade classrooms is not only possible but feasible. It does 

increase the average scores in English language tests and also expand their vocabulary 
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knowledge. It is still premature to answer positively to question (iii) Can activities implemented 

with a Data-driven learning (DDL) approach expand learners’ topicalized vocabulary and 

possibly boost their progress in English? But as with any other approach to teaching, the answer 

is never that the result is 100% effective, as there are many variables which play a relevant role 

in the analysis and need to be taken into account. 

Further work with vocabulary is recommended and assessment of retention through 

written performance should be tested. As for question (iv) Are the results significantly different 

from one year to the others when the same tasks are worked with in the classrooms?, the results 

show the younger groups had more benefits with the language treatment than the older groups. 

They clearly indicate that different grades had differences in the outcomes but, although to 

different degrees, the treatment had been effective in the six groups. 

 

4.4 Qualitative analysis and results 

This thesis section exemplifies the qualitative analysis of the students’ written sentences 

which were produced in response to the activities proposed. The evidence of noticing, 

understanding of meaning and further awareness of language is clearly demonstrated by the 

samples in all six groups of students. The DDL underlying constructs such as inductive work, 

conscious awareness-raising of grammatical features of a sentence (3- and 4-grams) and 

recurrence of exposure are certainly present in those samples. 

 

4.4.1 Evidence from Topic 1 

In order to work with Topic 1 Neighborhood, the teacher received a list of possible 

target words in their concordance lines and selected the ones she deemed more appropriate to 

her students. Below are some examples of concordance lines the teacher enlarged and later cut 

into single sentences to be distributed to the students. Not all of them were full sentences as 

they were copied and pasted exactly as the concordancer generated them.  

First, the learners took the pre-test (Appendix D) to check how much of the topic they 

already knew. The results demonstrated that although they knew most of the target words, they 

had difficulties writing sentences with those words in Task 5 (production task). Most learners 

either left the spaces blank or did not write a full sentence, and as a result, those were considered 

for statistical purposes. It served as learners’ first encounter with the new vocabulary and for 

the teacher to gauge their interest in the topic. However, after the classwork and homework 

almost all the students produced full sentences in the posttest (Appendix D). The main aim of 
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the investigation was to expand vocabulary, not grammar, and use it in suitable sentences like 

the ones in the concordance lines which related to their lives. 

For the classwork, Clara instructed the learners to pay attention to the KWICs and also 

connected them to the video used as an introductory activity. She asked them to pay attention 

to the target words and transfer the information to their own reality. Those lines (Figure 47) are 

simple sentences or parts of sentences which were used in other activities along 2 back-to-back 

lessons (Lesson plan in Appendix J). 

 

Figure 47 – Some samples of concordance lines – Neighborhood 

There are many different types of map. This is because we use different maps for different 

reasons. 

If you were going on a hike in a nature park, you would need a map of the park. 

If you wanted to know the way around your neighborhood, you would need a map of your 

neighborhood. 

find the best road to your friend's house 

find your way around a nature park 

Cities are busy places! They have many buildings, including businesses and schools. 

City block with homes and stores 

Do you have friends in your neighborhood? Draw a picture of something you like that is near 

your home.  

Tall apartment buildings where many people live 

The part of a city or town that is close to your home is called your neighborhood. 

The stores you use and your school are likely to be in your neighborhood. 

They may have museums, libraries, and parks. 

People live, work, learn, and have fun close to one another in cities 

They may be able to walk to school, the post office, the library, and stores.  

They may also use public transportation to get to different parts of the city. 

City block with homes and stores 

Do you have friends in your neighborhood? Draw a picture of something you like that is near 

your home. 

Tall apartment buildings where many people live 

The part of a city or town that is close to your home is called your neighborhood. 
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The stores you use and your school are likely to be in your neighborhood. 

Many of the people you know probably live in your neighborhood. 

There is a library nearby 

Source: Neighborhood corpus. Lines yielded by #LancsBox 6.0. 
 

 

The great surprise was the number of students’ samples which included nearby in their 

sentences as this adverb is not used at this stage of a beginner’s level. The adverb was not 

emphasized by the teacher but was reproduced appropriately in all groups of learners. As she 

used the same concordance lines with all learners, the sentences they produced became solid 

evidence of the teacher’s work with the same material in all classes. Examples of substitution 

work with the original concordance line (A): 

(A)  There is a library nearby.  (KWIC: library) 

(B)  There is a park nearby.   (4th grade) 

(C)  There is a restaurant nearby.  (5th grade) 

(D)  There is a pet shop nearby.  (6th grade) 

 

The sample sentence (A) above contains the KWIC in italics. The students substituted 

according to their own neighborhood (B, C, D), making it personalized, meaningful, and 

hopefully memorable. The learner had to understand the meaning of the sentence to substitute 

school for park, restaurant, Mall and so on. Video and images were used to convey meaning 

and enhance comprehension. The underlying aim of the concordance lines was to focus on the 

target language, but a secondary aim was the revision of the construction ‘there + be’. It was an 

open exercise where students created their own sentences based on the examples of the lines.  

The analysis of the learners’ sentences strongly indicate they all received similar 

treatment, i. e., the same noticing work of the target language exposure to the subsets of corpora. 

The DDL underlying constructs such as inductive work, conscious awareness-raising of 

grammatical features of a sentence (3- and 4-grams) and recurrence of exposure (concordance 

lines) are certainly present in those samples. 
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Table 46 – Sample sentences from learners’ posttests 

 
Source: the researcher. 

 

It also indicates learners understood the overall meaning of the KWICs62 

(neighborhood, supermarket, hospital, school, police station, post office (mail office), bank, fire 

station, library, park, pharmacy (drugstore), bus stop, theater (cinema) and the various n-grams 

like find your way around, before writing their sentences. In fact, the sentences are very similar 

due to the framed context learners had to work with (Table 46).  

Our concern was not to deliver lessons with totally unknown contents as learners had 

spent a long period without proper lessons in the school.  Samples of individual learners in all 

6 classes are displayed in Appendix P. It is possible to observe that although the learners in the 

6th grades were more creative and some even ventured away from the concordance lines using 

new vocabulary, some posttests were done carelessly, without attention.  

 

4.4.2 Evidence from Topic 2 

Topic 2 was introduced to all groups of learners a couple of weeks after Topic 1 was 

completed. This time learners were invited to work with Animals, to learn or revise their names, 

make descriptions with characteristics, body parts, and ways they moved. The approach was 

identical to Topic 1, with learners doing a pre-test first and in a second lesson receiving 

concordance lines (Table 47) to manipulate them during the activities. They also had supporting 

 
62 The transcript of a video which was used to introduce the topic is in Appendix H. 
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very colorful bingo cards which aimed not only at repetition of exposure to animal names but 

also to other related vocabulary.  

 

Table 47 – Samples of concordance lines used in class and homework 

Insects developed on Earth before humans did. 

Butterflies, ants, and bees are all insects. Insects have 6 legs. 

Butterflies have 4 wings. 

Spiders are eight-legged creatures. They live in most parts of the world. 

Ants and bees are social insects.  

Crickets are jumping insects. 

Mosquitos are insects that are found almost everywhere in the world. 

Reptiles are land animals that have dry skin covered in scales.  

Elephants are the largest living animals 

Lizards, alligators, crocodiles, turtles and snakes are all reptiles. They lay eggs.  

Alligators and crocodiles are powerful animals with powerful tails. 

Fish are a kind of animal that lives in the water. 

Fish have scales, lay eggs and have finns to help them swim. 

Birds are animals that have feathers. They lay eggs. 

Birds are vertebrates that fly flapping their wings.   

Some birds cannot fly at all. Penguins are this kind of birds. 

Many people have birds as pets. 

Lions live in parts of Africa and India. 

Zebras have strong legs to run. 

Source: Animals corpus. Lines yielded by #LancsBox 6.0. 

 

Those lines were enlarged and helped learners work with the language.  They resorted 

to some of them to describe the animals and also adapted to other animals as well. Some of the 

groups of words were used by students: strong legs to run, live in the water and jumping [...]. 

Table 48 shows some samples of learners’ production in the final posttest. More samples of 

learners’ written production are in Appendix Q. 
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Table 48 – Sample sentences from learners’ posttest 

 
Source: the researcher. 

 

The groups of words in red show chunks which were more frequently used by learners. 

Those clusters would have probably not been used by learners if the words had not been exposed 

in context as they were in class. As Corino (2014, p. 68) has posited, “corpus work and DDL 

can thus help teachers to find patterns of specialized phraseology, which are barely mentioned 

in the general bilingual and monolingual dictionaries used by their students.”  

 

4.4.3 Clara’s concluding statements 

The teacher could witness the engagement of young learners with the material, the tasks, 

and was positively surprised with the results. According to her, “they produced simple 

sentences in class without support, and this time with the KWICs.” She felt rewarded with the 

changes and I assume she will probably keep using inductive techniques in her classrooms. She 



 

 

120

observed that the learners carried out the tasks as engaged as usual, except for the manipulation 

of concordance lines which triggered their curiosity at first. They experienced some difficulty 

until she explained they were examples of different uses of the target language (KWICs). The 

awareness work using concordance lines to help learners notice (Schmidt, 1990) the KWICs 

showed good results and indicated new possibilities she would have for class work from then 

on. The innovation in materials triggered not only their curiosity but also their interest in finding 

out what kind of information was in the concordance lines.  

In Clara’s exchanges with myself, she implied that this investigation showed that 

younger learners should not be underestimated. Students who had been exposed to English in 

regular classes longer had more consistent positive results in the use of n-grams. This statement 

was confirmed by the quantitative results in sections 4.3. Examples such as in front of and next 

to the, studied with prepositions of place before, but not mentioned now, came up in the 4th 

grade learners’ sentences about neighborhood:  

• The pet shop takes care of the animals. (9 years old). 

• The park is next to the library. (9 years old). 

• The post office is in front of the store (9 years old). 

 

The teacher noticed the learning effects mostly after classwork. The sentences above 

were produced in exercises where they either had to choose and describe one type of building 

(Topic 1), or select one among many others in a picture. Linguistic items such as the bakery 

sells fresh bread and the pet shop takes care of the animals among many others had been used 

by her on different occasions: when introducing the vocabulary, watching a video, or describing 

a picture, for example, and were reproduced in the learners’ sentences (form and meaning 

recall). This information recall reminded the teacher that those contextualized chunks had been 

effectively retained and were easily retrieved when the situation required. Despite the apparent 

10-day language benefits for learners, the vocabulary chosen for the activities work, which 

required awareness of meaning and personalized language production, proved to be meaningful 

to the young learners. 

With regards to the concordance lines and n-grams, Clara recommended that teachers 

should use “concordance lines as full sentences, [and depending on the groups,] they should 

start the class working with the texts from the pedagogic corpora.” She suggested that a longer 

stretch of text, or even two or three lines to contextualize the KWIC would be more beneficial. 

She ended her comments by stating she enjoyed using authentic language with her young 

learner groups, “I can say that before the lessons I had underestimated their potential and level 
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of understanding. It was reassuring to see them understand the language coming up with 

examples of their own on other occasions.”  

 

4.5 Final remarks 

 The quantitative analysis described in the previous subsection 4.3 corroborates Clara’s 

comments and remarks. It shows some patterns in the results which were different in the 6 

groups and also reveals differences when working with Topics 1 and 2. Due to the 

circumstances of implementing the tasks just after the reopening of the school to face-to-face 

classes, unexpected variables may have played a part in those findings. Two examples can 

illustrate that: different interests due to age differences and not challenging enough tasks to 

older learners. Once identified, they can raise teachers’ and researchers’ awareness of areas 

which need more careful design in future studies. 

It is possible to say that research question (iii) Can activities implemented with a Data-

driven learning (DDL) approach expand learners’ topicalized vocabulary and possibly boost 

their progress in English? has been addressed by the Posttests. As the investigation 

demonstrated, different vocabulary other than the target vocabulary, was used mainly by older 

learners in the production stage. This factor in itself is already evidence of vocabulary 

expansion. However, more work with the target vocabulary in cross-curricular activities will 

afford more KWICs repetition, more exposure to language clusters and more retention to be 

assessed in the future. We can then consider the answer to research question (iii) positive, as 

students can expand their repertoire of lexis in different areas given many conditions suggested 

by the variables above are met. Perhaps the younger the learners, the more restricted their 

knowledge of English, and therefore, the more beneficial it will be if they are exposed to 

authentic and contextualized language from the initial grades in primary school. Not only 

individual KWICs but also the n-grams should certainly be included in their language work. 

Question (iv) Are the results significantly different from one year to the others when the 

same tasks are worked with in the classrooms? was clearly answered as we described the 

findings in the posttests of all the groups. The sentences produced in the posttests show evidence 

from Topics 1 and 2 classwork and homework with the corpus-informed concordance lines.  As 

a matter of fact, the outcomes were somehow expected as the age groups were as different as 

their interests and maturity.  
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Chapter 5 – Conclusion  

 

 

The final comments on this investigation’s results in its many facets can only be made 

after I voice my main concern over the lack of previous investigations with similar focus and 

characteristics to this one.  Before this investigation on the use of corpora with young learners, 

we tried to find other similar studies in the literature to no avail. 

First in Brazil, where corpus-based studies have been carried out extensively in many 

academia scattered around the country which were mentioned in Chapter 2. Then, the search 

was abroad when I chanced upon Boulton’s declaration that although “[he had] been 

researching data-driven learning for many years now, [he knew] virtually nothing about DDL 

with younger learners. None in a primary school context” (2020, e-book loc., 346). Very few 

scholars had carried out studies with youngsters before (Sealey, 2011; Pérez-Paredes, 2020; 

Crosthwaite, Stell, 2020; Boulton, 2020), but they either had a different linguistic focus for the 

investigation or worked with older or more advanced groups of learners.  

Therefore, I hope the points and issues to be raised here shed light into using corpus-

based innovation in the young learners’ English classroom. It can guide future projects to 

advance even further in the use of KWICs in concordance lines from pedagogic corpora to aid 

language exposure, noticing and effective retention of language patterns. 

We also considered the many variables which could have compromised the research. 

Different interests among participants in the topics chosen, the use of similar activities for 

different-age learners, their being in different phases of adolescence and also their level of 

motivation after 2 years homebound due to the pandemic. One caveat was the use of the same 

activities in the three grades, which only confirmed the fact that the older students may not have 

been challenged enough to use the target language or the themes selected were below their 

expectations. Additionally, it was understood by the researcher and the teacher that results could 

only be compared statistically if they were obtained from identical tasks. Harley and Wang 

(1997) have argued that older learners are usually capable of faster initial progress in acquiring 

the grammatical and lexical components of an L2 due to their higher level of cognitive 

development and greater analytical abilities but later claimed that 

 

in terms of language pedagogy, it can therefore be concluded that (i) there is 
no single ‘magic’ age for L2 learning, (ii) both older and younger learners are 
able to achieve advanced levels of proficiency in an L2, and (iii) the general 
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and specific characteristics of the learning environment are also likely to be 
variables of equal or greater importance (Harley; Wang, 2009, p. 170). 

 

The statistical results (subsection 4.3) showed the younger groups had more benefits 

with the language treatment than the older groups, which clearly indicates that the same 

treatment affected the outcomes in different degrees. As O’Keeffe (2022, p. 6) has put forward, 

“it means differentiating tasks and data by level. Pedagogical focus at A1 and A2 needs to be 

on fostering language experience so that learners enhance their knowledge of what words go 

together, i.e., the basic slots and frames”. Teachers can take a greater role in designing tasks 

which provide learners with a more fine-grained curation of stretches of language to afford task 

differentiation. In future studies, as learners move to upper grades, they can be made aware of 

new meanings and be challenged to create new phrasal word associations in context. 

Suggestions for further classwork with the KWICs and clusters with the use of #LancsBox tools 

are mentioned along subsections 4.2.1 – 4.2.5.3. 

Another avenue for future investigation is the variable time of day when the different 

groups have the classwork. All groups either had English classes at the end of the morning, the 

third class of the day, or just after lunch, the first class in the afternoon. Those 9-12 year-old 

students are beginning to be affected by many biological factors during the pre-adolescence 

period. “We should always bear in mind that different learner profiles and individual differences 

coexist in a group, so data-driven reflection might not be equally appropriate for all students 

(Cobb; Boulton, 2015, p. 487).  

Once pointing out the areas for further development, it is possible to say that the overall 

data analysis results indicate that working with KWICs in concordance lines in 4th to 6th grades 

is possible, is intriguing for younger learners, motivating and can be very effective. As stated 

by the teacher in her diary, it added variety to the lessons and heightened the level of 

engagement in some groups. With more DDL work and learners being exposed to specialized 

authentic vocabulary more frequently from an early age, teachers will be able to notice 

vocabulary expansion through heightened awareness of language patterns.  

We will argue in favor of bringing the concordance lines into the classroom with more 

pleasurable and motivating DDL work, on different days and with different topics. Or else, 

DDL approaches can be supplemented, “augmented – or even replaced entirely – with 

complementary methods of linguistic analysis63 if DDL is ever going to gain a foothold in 

mainstream education practice” (Crosthwaite; Boulton, 2023, p. 9, in press). In their words, 

 
63See: https://elenlefoll.pressbooks.com. 
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DDL should evolve “to accommodate ways that learners are used to sourcing information, 

rather than DDL practitioners trying to force them to adopt KWIC concordancing with limited 

left / right context (Crosthwaite; Boulton, 2023, p. 9, in press)”. In addition, texts which are age 

and topic-appropriate can turn themselves into a pedagogic corpus to be uploaded to the 

#LancsBox concordancer for hands-on use. The development of the competence in ICT skills 

will be the ultimate thrust upon learners. 

 The topics / themes which were dealt with in class showed promising positive short-

term retention which can point towards achievement of the main aims. Even though there were 

no control groups, data for statistical comparisons of outcomes were collected and analyzed, 

giving researchers a better understanding of the work with pedagogic corpora as it unfolded. 

Nevertheless, it would have been desirable to administer a second posttest to assess learners’ 

language retention some weeks later, but as we were dealing with young learners, going through 

some periods of learning recall of previous years’ contents after the 2-year of pandemic and 

lockdown, I decided not to impose further on the teacher.  

Despite the positive outcomes, we would name an area where there is much room for 

further observation and improvement when working with corpora: the selection of target 

language in pedagogic corpora. To implement this study, both the teacher and researcher 

analyzed the most frequent vocabulary generated by the concordancer and selected the words 

and n-grams which we assumed would suit the learners best. However, to our surprise, some of 

them were not necessarily the ones which called learners’ attention. Instead, learners asked for 

and used words which had not been identified as the most frequent by the software. L1 

influence? As mentioned before, many Geography and Science target words worked with in 

this investigation had not been ranked at the top as the most frequent lexis in the list, something 

recommended by many studies (McCarten, 2007; Nation, 1997; Nation; Waring, 1997). This 

fact points out to the need that the class teacher should work collaboratively with the teachers 

of the subjects involved in future cross-curricular activities. They will be able to help analyze 

vocabulary from the corpora and curate the most relevant keywords which would be suitable to 

the needs and interests of the groups. Teachers would then be able to generate the related 

concordance lines and design the tasks.  

There are still other pedagogical implications to be addressed in areas which are beyond 

our control at present. There is an urgent need that both teachers and learners think realistically 

about their literacy in ICT as it requires considerable investment in terms of time and practice 

in order to comprehend the rationale and learn how to use data efficiently (Crosthwaite, 2022; 

Meunier, 2011, 2022; Boulton, 2012). Meunier (2022) claims that DDL has still not taken 
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advantage of the numerous advances in digital technology, which in Brazil can also be 

explained by the lack of computers available to learners in many public schools. The 

concordance printouts of the 90s have now been upgraded to online DDL systems and there is 

an urgent need that we close this wide gap as soon as possible. The preparatory courses for 

teachers still have not included the use of corpora officially. Little digital literacy combined 

with a reduced number of computers in the majority of public and private schools indicate that 

class work will probably continue to be hands-off and paper-based in Brazil for quite some 

time.  

Although not meant to be representative of a language in its entirety, the results of this 

investigation can be particularly useful in teaching English with specific topicalized contents 

where published materials are difficult to come by (Cobb; Boulton, 2015; Reppen, 2010). 

Despite the wide array of available English textbooks in Brazil, their target is the general 

English learners, and do not include the specialized contents of the Elementary schools 

curricula64. The new corpus-informed data can encourage teachers to resort to the pedagogic 

corpora in cross-curricular projects in English and eventually raise the amount of exposure 

English learners have in their 4th to 6th grades of Ensino Fundamental I. We need to start 

working with the professional demands of the future now, so the students are prepared to 

respond to them accordingly when time comes. 

After carrying out the study we can reaffirm that there is clear evidence of the 

effectiveness of DDL in the English classroom (Cobb; Boulton, 2017). Our conclusion is that 

it is indeed worth trying to introduce models of authentic language – concordance lines and n-

grams – in the classroom from the 4th grade or even sooner. Further work on 3- and 4-grams in 

the concordance lines will also expose learners to mainstream grammar, collocations, and 

colligations, which are also part of formulaic knowledge that needs to be fostered from their 

early stages of learning. To corroborate that, O’Keeffe relies on the UB models to argue that 

“second language learners typically move from a repertoire of fixed holophrasal65 sequences at 

low levels to an expanded slot and frame system to fully abstracted (often figurative) patterns 

(2022, p. 2). Teachers should also resort to the use of computers for more autonomous hands-

on discovery work where possible while allowing learners to take agency of their own learning. 

 
64 Corpora will soon be available at CORPUS FOR SCHOOLS – Teaching English Language with Corpus 
Linguistics website: https://wp.lancs.ac.uk/corpusforschools/. The aim of the project is to bring corpora and corpus 
methods into classrooms to teach students about the use of the English language. 
65 “In the study of language acquisition, holophrasis is the prelinguistic use of a single word to express a complex 
idea” (https:en.wikipedia.org/wiki/Holophrasis) and “this is often observed in language acquisition, where 
children in the prelinguistic stage use holophrases to communicate complex ideas” 
(https://thoughtco.com/holophrase-language-acquisition-1690929). 
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It is fair to say that if there is a continuation of classwork with corpus-informed data and a DDL 

approach, language will be consolidated. 

We conclude endorsing Boulton’s words about his own work, “the simple experiment 

[...] is deliberately modest in its design and aims in order to show that useful empirical results 

are not hard to obtain, and in the hope that others may therefore be encouraged to conduct their 

own empirical studies” (Boulton, 2008, p. 1). We did! 
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Appendix A 
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Appendix B   
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Appendix C   
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Appendix D                Pre- and posttests – Neighborhood (T1) 

 

UNIVERSIDADE FEDERAL DE MINAS GERAIS 

Escola de Educação Básica e Profissional 

Centro Pedagógico - Núcleo de Línguas Estrangeiras 

 

Student _____________________________ Age   _____   Grade ___________  

 

Pre-test - Neighborhood - April 2022 
 

 
1- Look at the words and label the buildings:  

 

 

 

2- Choose 3 buildings and write sentences about them: 

a- __________________________________________________________ 

b- __________________________________________________________ 

c- __________________________________________________________ 
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3- Match the two columns: 

(1) Hospital                                                 (    )  fireman 

(2) School                                                   (    )  police officer 

(3) Police station                                        (    )  doctors  and nurses 

(4) Post office                                             (    )  principal  

(5) Bakery                                                   (    )  postman 

(6) Fire station                                            (    )  baker 

 

4- Look at the picture about this town. Which buildings do you know? Write the 
names you can remember: 

___________________     _____________________   ___________________ 

___________________     _____________________   ___________________ 

___________________     _____________________   ___________________ 

 

 

5- Complete the sentences to describe your neighborhood: 

I live near the _______________ and ________________________  

There are ______________________________________________  

There is ________________________________________________     
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UNIVERSIDADE FEDERAL DE MINAS GERAIS    

Escola de Educação Básica e Profissional 

Centro Pedagógico - Núcleo de Línguas Estrangeiras 

 

 

Student _____________________________ Age   _____   Grade ___________  

 

Post-test – Neighborhood – April 2022 

 

              

 

1- Look at the words and label the buildings:  
 

 
2- Read the concordance lines below.  

Then, choose 3 buildings (exercise 1) and write sentences about them: 
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● There are many different types of map. This is because we use different maps for 
different reasons. 

● find the best road to your friend's house 
● find your way around a nature park 
● City block with homes and stores 
● Do you have friends in your neighborhood? 
● Tall apartment buildings where many people live 
● They may have museums, libraries, and parks. 
● People live, work, learn, and have fun close to one another in cities 
● They may be able to walk to school, the post office, the library, and stores. 
● They may also use public transportation to get to different parts of the city. 
● Tall apartment buildings where many people live 
● There is a library nearby 
● When you have a picnic at the park, you clean up after yourself 
● A park map, for example, help you plan 

 

 

a- ____________________________________________________________________ 

b- ____________________________________________________________________ 

c- ____________________________________________________________________ 

 

3- Match the two columns: 

(1) Hospital                                                        (    )  fireman 

(2) School                                                           (    )  police officer 

(3) Police station                                                (    )  doctors  and nurses 

(4) Post office                                                    (    )  principal                                          

(5) Bakery                                                          (    )  postman 

(6) Fire station                                                    (    )  baker 

 

4- Look at the picture about this town. Which buildings do you know? Write the 

names you can remember: 

___________________     _____________________   ___________________ 
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___________________     _____________________   ___________________ 

___________________     _____________________   ___________________ 

 

 

 

5- Complete the sentences to describe your neighborhood: 

   I live  near the  _______________ and _________________________________  

   There are   _______________________________________________________  

   There is _________________________________________________________ 

 

 

 

 

 

 

 

 

 

 
 



 

 

149

Appendix E                           Pre- and posttests – Animals (T2) 

UNIVERSIDADE FEDERAL DE MINAS GERAIS    

Escola de Educação Básica e Profissional 

Centro Pedagógico - Núcleo de Línguas Estrangeiras 

 

Student ________________________Age: ______ Grade: _______ 

 

 

Pre-test – Animals – May 2022 

 

1. Look at the pictures and label them with the words: 

 

octopus   giraffe   shark   parrot   rabbit   snake   lion   chimpanzee   horse 

                                                             

_______________             __________________            ________________           

                                              

__________________      ___________________          _________________    

                                                  
________________          ______________                ________________           



 

 

150

2- Choose 3 pictures and write sentences  with the words you selected: 

    Example: The shark lives in the ocean.  The shark is white and black.  Sharks eat fish. 

a- __________________________________________________________ 

b- __________________________________________________________ 

c- ____________________________________________________________________ 

 

3- Complete each group of sentences with the same word from the list or with 
the ones you remember: 

 

a) The ______________ is a big cat. 

The ________________ lives in the wild in Africa and India. 

The _______________  hunts during the day.  

 

The ________________ have a beautiful mane around their head. 

b) The ______________ live in the water, in rivers and in a bowl in the houses. 

Some _____________   are gray, others are yellow, blue or red. 

The _______________ which live in the Amazon have a dangerous bite. 

 

c) The _____________ live on farms and on the plains. 

Some children like to ride the domestic _____________. 

The _______________ can be brown, black, gray and also beige. 

 

4- Make or complete the sentences about the 

octopus                                                                                                                     
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________________________________________ (6 arms and 2 legs) 

_______________________________________________ (mollusk) 

The octopus _____________________ in the water in the _____________ 

 

 

5- Let’s classify the animals. Read the names and put them in the right columns 
below: 

 

 

• tiger, dog, lion, fish, cat, cow, elephant, horse, snake, shark, frog, panda 
bear, giraffe, parrot, rabbit 

 

Domestic Pets Wild 
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UNIVERSIDADE FEDERAL DE MINAS GERAIS    

Escola de Educação Básica e Profissional 

Centro Pedagógico - Núcleo de Línguas Estrangeiras 

 

Student ________________________Age: ______   Grade: _______  

 

 

Posttest – Animals – May 2022 

 

2. Look at the pictures and label them with the words: 

 

octopus   giraffe   shark   parrot   rabbit   snake   lion   chimpanzee   horse 

                                                             

_______________             __________________            ________________           

                                              

__________________      ___________________          _________________    

                                                  
________________          ______________                ________________           
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2- Read the examples and choose 3 pictures and write sentences with the words 
you selected: 

•  Mammals have fur or hair and feed on milk. Humans are mammals too. 
•  Butterflies, ants and bees are all insects. Insects have 6 legs. 
•  Crickets are jumping insects. 
•  Mosquitoes are insects that are found almost everywhere in the world. 
•  Alligators and crocodiles are powerful animals with powerful tails. 
•  Fish are a kind of animal that lives in the water. 
•  Birds are animals that have feathers. 
•  Many people have birds as pets. 
•  Lions live in parts of Africa and India. 
•  The tiger is the largest of the cats. They are very strong and good hunters. 
•  Some birds cannot fly at all. 
•  Penguins are birds that cannot fly. 
•  Frogs are small animals that can jump very well. 
•  Zebras are animals that have strong legs to run. 

 

 

    Example:  The shark lives in the ocean.   The shark is white and black.    Sharks eat fish. 

a- __________________________________________________________ 

b- __________________________________________________________ 

c- ____________________________________________________________________   

 

3-  Complete each group of sentences with the same word from the list or with 
the ones you remember: 

 

a) The ______________ is a big cat. 

The ________________ lives in the wild in Africa and India. 

The ________________ hunts during the day.  

 

The ________________ have a beautiful mane around their head. 

b) The ______________ live in the water, in rivers and in a bowl in the houses. 
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Some _____________  are gray, others are yellow, blue  or red. 

The _______________ which live in the Amazon have a dangerous bite. 

 

c) The _____________  live on farms and on the plains. 

Some children like to ride the domestic _____________. 

The _______________ can be brown, black, gray and also beige. 

 

 

4- Make or complete the sentences about the octopus  

                                                                                             

_________________________________________ (6 arms and 2 legs)   

____________________________________________________ (mollusk) 

The octopus _____________________in the water in the _____________ 

 

5- Let’s classify the animals.  Read the names and put them in the right columns 
below: 

• Tiger, dog, lion, fish, cat, cow, elephant, horse, snake, shark, frog, panda 
bear, giraffe, parrot, rabbit 

 

Domestic Pets Wild 
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Appendix F                        Homework – Neighborhood (T1) 

 

UNIVERSIDADE FEDERAL DE MINAS GERAIS 

Escola de Educação Básica e Profissional 

Centro Pedagógico - Núcleo de Línguas Estrangeiras 

Name:_______________________ Age:____ Grade:______ 
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Appendix G                              Homework – Animals (T2) 

 

UNIVERSIDADE FEDERAL DE MINAS GERAIS 

Escola de Educação Básica e Profissional 

Centro Pedagógico - Núcleo de Línguas Estrangeiras 

 

Name: _____________________________ Age:____ Grade:______ 

 

1- Label the animals and write sentences about 3 you like most:  

 

 

 

1. Which animals do you know?  (at least 3 - 0.5 each) 

 

 

 

2. Which ones can you find in the zoo or at home? (maximum 8) 
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In the Zoo At home  

pets – domestic 

   

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

3. Name and describe 5 of them. Say how they move (swim, fly, run or walk) (0.5 each) 

______________________________________________________________________  

______________________________________________________________________  

______________________________________________________________________  
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Appendix H – Video transcription of Our Neighborhood (Topic 1) 

 

Hello friends, how are you 

in this video we will learn about our neighborhood  

neighborhood means places near us 

the area around our house is called our neighborhood 

the houses built close to each other make up our neighbors 

our neighborhood has many services now we will go through these services 

this is the supermarket 

it has many shops we go to the market to buy things 

this is a hospital 

it has many doctors and nurses 

we came here when we fall ill 

this is my school 

there are many teachers in a school to teach us 

the principal is the head of a school 

this is a police station the police help in keeping law and order in our area 

police catches criminals 

this is a petrol pump 

we fill fuels in our vehicles at petrol pump 

gas, petrol, diesel all these are available at pump 

this is a post office 

we get postcards letters and envelopes here 

a postman delivers letters 

this is a bank 

people keep money and valuable here 

people deposit and withdraw money from bank 

this is a bakery 

baker makes tasty biscuits and cookies for us 

cakes, pastries are specialties of  a bakery 

this is a fruits and vegetables vendor 

we get fresh fruits and vegetables here 

vendor brings fruits and vegetables from farmers 

this is a fire station 

there are fire engines in the fire station 
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firemen helped to put out fires 

this is a library 

library contains different types of books 

we came here to read books 

this is a park 

children came here to play 

people came here for walks 

this is a pharmacy 

pharmacy 

chemist gives medicines as per prescription 

this is a bus stop 

we use bus to travel 

different routes buses are available at bus stand 

this is a theater 

we see movies and drama in theater 

live stage shows are also part of theaters. 

(Available at: https://www.youtube.com/watch?v=OQxRVOG10ZA&t=9s. Accessed on: Feb 1st 2022.) 
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Appendix I                     Bingo cards samples – Animals (Topic 2)66 

 

 

 

 

Instructions to the teacher: 

 

 

 
66 It is possible to resort to different sites using artificial information (AI) which supply images for any text 
submitted. Examples: Midjourney, Bing Image Creator, Craiyon, NightCafe, Dream by Wombo, Adobe Firefly. 
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Appendix J                               More detailed lesson plan (Topic 1) 

 

Title: Getting to know your neighborhood / town 

Level of students: Year 4, 5 and 6 – Elementary School  

Aims: To work with vocabulary related to directions, places of interest in the neighborhood 

and reinforce the awareness of correct spelling of most frequent words in lessons: NOUNS, 

VERBS, PLACES AND DIRECTIONS. 

Class time: 60’ 

Preparation time: A couple of hours to get the context-related pictures, to select the 

coursebook Units to build the corpus, to prepare and print the concordance lines for the Word 

Wall, to select and create the word clouds and the word cards, to add other proper nouns seen 

elsewhere and related to the topic. 

Resources/Materials: See in the Plan for each stage’s material. 

Stages / 
steps 

Procedures Time Patterns of 
Interaction 

Materials 

Warm –
up 

  

-T shows pictures of different 
neighborhoods by different authors to 
spark interest and trigger learners’ 
motivation to draw their own 
neighborhood later in the lesson. 

-These pictures are also the context for 
the vocabulary they will be working 
with. 

- T asks simple questions and / or 
describes those drawings using the focus 
vocabulary for places and directions. 

  

10’ 

  

Teacher- 

Learners 

(whole- 

class) 

Pictures 
and 
drawings 
are shown 
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Vocab I 

(game) 

-T hands out 7 copies of Word clouds 
with some of the most frequent words 
(KWICs) from the 5 Units of the 
coursebook: verbs, directions and 
places. 

- Competition: learners need to find as 
many words as possible in 5 minutes, 
write them down and count. The trio 
with most words wins. 

- Feedback to class. 

- Learners say the words out loud and 
pronunciation is checked 

10’ Trios 

  

  

  

  

  

T - Ss 

S - T 

Printouts 
of Word 
clouds 

  

  

 

  

Vocab II 

- Teacher lays the white construction 
paper on the floor. 

- Each learner receives some 
concordance lines (printouts) selected 
by the T with one of the most frequent 
KWICS in context and any additional 
word related to the Brazilian reality but 
in English. 

- Learners read the sentences, then say 
the KWIC aloud and nominate another 
student to pick up the corresponding 
KWIC in the black cards and place it on 
the Word Wall (the white board). 

- Feedback - Teacher checks 
understanding and hangs the poster on 
the wall to be used as a reminder of 
vocab in the next stage. 

 20’   

  

Individual 

  

  

Open pairs 

Construc 

tion paper 

  

Printouts 

  

Cards 
with 

KWICs 
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Free 
Practice: 

 (Speaking 
practice 
giving 
locations) 

- Learners  receive the drawing of a town 
center. Half of the class gets A and the 
other half gets B to create the interest in 
working in pairs. 

- They complete the maps choosing 
words from the Word Wall and work 
with a partner (A + B) asking and 
answering questions about their 
drawings. They should use directions 
when necessary checking the Compass 
rose. 

- Sample questions on the board: 

 - What is this building?  

 - Where is your house? 

 - Is it south of the school?   

  And the supermarket? 

 - Is it near or far from your  

   house? Is it in the West? 

10’ 

  

  

  

10’ 

  

  

  

Individual 

  

Pair work 

Drawings 

A and B 

  

Word 
Wall 

  

  

HWork 

Personali
zation 
(Writing 
practice) 

- Learners take their drawings home 
and write 5 sentences using the 
KWICS to describe places and 
directions. 

  Individual   
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Appendix K               Learners in action in the classroom: photographs 
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Appendix L          Most frequent words: COREL-GEO and 3- and 4-grams  
 

1- Most frequent words 
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2 Most frequent 3-grams 
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3 Most frequent 4-grams 
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Source: #LancsBox 6.0. 
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Appendix M               Most frequent words: COREL-SCI and 3- and 4-grams  
 
 

1 Most frequent words 
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2 Most frequent 3-grams 
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3 Most frequent 4-grams 
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Source:  #LancsBox 6.0. 
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Source: #LancsBox 6.0. 
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Appendix N          Most frequent word classes and n-grams: Neighborhood (T1)  
 

1 Nouns 
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2 Verbs 
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3 Adjectives 
 

 
 

 



 

 

192
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4 Adverbs 
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5  3-grams 
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6  4-grams 
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Source: #LancsBox 6.0. 
 

 



 

 

198

Appendix O              Most frequent word classes and n-grams: Animals (T2) 
 
1 Nouns  
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2 Verbs 
 

  
 

 



 

 

201

 
 

 

 

 



 

 

202

3 Adjectives 

 

 
 



 

 

203
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4 Adverbs  

 

 



 

 

205

5  3-grams  

 

 



 

 

206
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6  4-grams 

 

 
 



 

 

208

 
Source: #LancsBox 6.0. 
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Appendix P        Learners’ samples of language production: Neighborhood (T1)  

 

Observation:  the numbers on the left refer to the number a student has in each of the classes` 
class roll call. 

 

Individual learner production in 4A and 4B groups 
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Source: Learner data from tests and classwork. 

 

Individual learner sentences in 5A and 5B groups 
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 Source: Learner data from tests and classwork. 

 

Individual learner sentences in 6A and 6B groups 
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Source: Learner data from tests and classwork. 
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Appendix Q           Learners’ samples of language production: Animals (T2)  

 

Observation:  the numbers on the left refer to the number a student has in each of the classes` 
class roll call. 

 

Individual learner sentences in groups 4A and 4B 
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Source: Learner data from tests and classwork. 
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Individual learner sentences in 5A and 5B groups 
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Source: Learner data from tests and classwork. 

 

Individual learner sentences in 6A and 6B groups 
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