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ABSTRACT

This study aimed at exploring the use of multi-word verbs in Thai university
students of English in various dimensions. The purposes were i) to explore the use of
English multi-word verbs by undergraduate students majoring in English, ii) to reveal
the variations of use and the sources of the incorrect use, and iii) to investigate their
perceived difficulties resulted from using English multi-word verbs. The participants
were 108 university students including 52 first-year English majors and 56 third-year
English majors who were studying at Naresuan University, Phisanulok, Thailand during
the second semester of the year 2014. The study employed mixed-method research
approaches in data collection and analysis. The quantitative instruments were a test of
multi-word verbs and a sentence-scoring rubric; the qualitative instruments were two
types of interviews including a retrospective interview and a semi-structured interview.
The quantitative data reported that while the students in both groups averagely scored
lower than 50% from the test, the third-year students significantly had more ability to
use multi-word verbs than the first-year students in every dimension including providing
the correct prepositions, giving the correct or appropriate meanings, and having more
written sentences and a better quality of sentences when using the target prepositions
with the provided verbs. While both groups of students used the given verbs without a

preposition at the highest rates, the third-year students had more variations in using



different prepositions in place of the target prepositions. Of fourteen non-target
prepositions found, five prepositions largely used were fo, with, in, on, and from. The
variations and the interview data were qualitatively analyzed for their sources of errors
and the learners’ perceived difficulties in using English multi-word verbs. The
interlingual transfer was one of the most important sources of errors. The important
evidence was that they tended to incorrectly replace fo with the preposition with due to

word-for-word translations of 7 (kap). In addition, important evidence including the

avoidance to respond to the test and to provide a preposition indicated their lack of
lexical and collocational knowledge. Meanwhile, ignorance of rule restrictions and
approximations were also important sources of errors resulted from the intralingual
transfer. Furthermore, the students from both groups directly and indirectly reported
similar difficulties in using English multi-word verbs. These included lack of knowledge
in multi-word verbs, failures to recognize multi-word verbs due to the verbs’ special
characteristics and the students’ personal behaviors in vocabulary learning, lack of
exposure to multi-word word verbs, lack of use of multi-word verbs in their real life,

and lack of collocational awareness.
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CHAPTER I

INTRODUCTION

Background of the Study

With the rise of computational research technology in 1980s, evidence from
corpus analysis has challenged the traditional views of language description which are
usually based on human intuitions. With huge and systematic data of language use,
corpora (the plural form of “corpus”) provide authentic, statistical, and objective
evidence (Sinclair, 1991) which “leads one to suppose that human intuition about
language is highly specific, and not at all a good guide to what actually happens when
the same people actually use the language” (Sinclair, 1991, p. 2). Particularly, the
discovery of lexical phrases is important corpus evidence which challenges the
traditional view of language study which usually sees language systems or grammars as
a milestone of language competence (Nattinger and DeCarrico, 1992). Instead of
supporting the traditional views which see grammatical structures as language frames
for individual words to fill in, corpus evidence shows that vocabulary is central to
language patterns as words tend to occur with preferred syntactic sequences (Sinclair,
1991).

Hence, for some researchers, vocabulary (lexis) and grammars (syntax) are
joint components and are formed as prefabricated units. “Lexical phrases are lexico-
grammatical units,” Nattinger and DeCarrico (1992, p. 8) supported, “they are
prefabricated lexical chunks that are readily accessible as completely or partially
assembled units.” Lewis (1997, p. 3) consistently agreed, “Language consists not of
traditional grammar or vocabulary but often of multi-word prefabricated chunks.”
As Wray (2000, p. 465) elaborated, the true nature of words is far from being disjoint
constituents as we has traditionally learned, but they are stored in memory as units and
also retrieved as units. In contrary to the traditional beliefs that language is formed by
discrete elements, there exist formulaic sequences, “which is, or appears to be,
prefabricated: that is, stored and retrieved whole from memory at the time of use, rather

than being subject to generation or analysis by the language grammar.”



Collocations are among formulaic sequences which are receiving a significant
interest nowadays due to the rise of corpus research. The term “collocation” was first
brought on the table of theoretical linguistics by Firth in 1957 to refer to a tendency that
actual words occur with habitual company. According to Nation (2001), collocation is
the phenomenon that a certain word is likely to appear with a specific set of words, and
this group of words regularly co-occurs. Collocations can either appear adjacently just
like chunks or phrases or be separated by other words. To be considered as collocations,
there must be certain chances of co-occurrence of such combinations. As most
researchers observed, the association of those words must be habitual. They are “items
that occur physically together or have strong chances of being mentioned together”
(Sinclair, 1991, p. 170) “with greater than random frequency” (Lewis, 1997, p. 44).
Due to the potential to co-occur, collocations are predictable (Hill, 2000).

Collocational knowledge is a fundamental element of vocabulary knowledge
and second language (Henceforth: L2) competence. Occasionally, the knowledge of
disjoint vocabulary does not make up an effective communication. Students may know,
for example, the words hold and conversation, but may not know the collocation hold a
conversation (Hill, 2000). According to Nation (2001), being able to recognize
collocations of a word and being able to produce them in speaking and writing are
important indicators of vocabulary acquisition. At the same time, he maintained that L.2
competence can be achieved through collocations since collocational knowledge
accounts for all fluent and appropriate language use. Accordingly, an increased ability
to use collocations in the target language accounts for the improvement of four major
skills in the target language including speaking and writing fluency, listening
comprehension, and reading speed (Brown, 1974 as cited in Li, 2005).

Exposures to English collocations are one of the most important gateways to
native-like competence in English language (Howarth, 1998). As authentic spoken and
written English texts usually consist of up to 70% of collocations (Hill, 2000), learners
with more exposures to English collocations can enhance their English comprehension.
One important reason is that collocational knowledge helps signal the discourse
structure (Li and Schmitt, 2009). With a number of collocations stored in the long-term
memory, listeners and readers can expect what other words will appear after a word

occurs. Especially, L2 processing is faster with collocations or multi-word units than



word-by-word processing (Hill, 2000; Wray, 2000) as “lexical phrases in language
reflect the way the mind tends to ‘chunk’ language in order to make it easier to process”
(Schmitt, 2000, p. 78). Instead of restructuring disjoint language elements every time
they want to communicate, these collocations are “pre-packaged building blocks™
(Carter and McCarthy, 1988, p. 75) which are quickly retrievable for English comprehension
and production.

In spite of being crucial indicators of L2 competence, collocations are language
features which English as a foreign language (Henceforth: EFL) learners are
incompetent of, and teaching and learning of collocations are the areas which consist of
gaps to be filled.

EFL learners’ collocational knowledge typically lags behind when compared
with the knowledge of individual words (Bahn and Eldaw, 1993). Among various
patterns of collocations, collocational research reveals that EFL learners seem to have a
Jot of problems with verb-related collocations, especially verb + noun and verb +
preposition collocations (Bhumadhana, 2010; Chen, 2002; Hama, 2010; Hong, Rahim,
Hua and Salehuddin, 2011; Li, 2005; Liu, 1999; Miyakoshi, 2009; Nesselhauf, 2003;
Phoocharoensil, 2011).

With no exception, despite learning English for more than twelve years, Thai
EFL learners regardless of how proficient they are remarkably lack collocational
knowledge and are deficient in using them (Boonyasaquan, 2006; Bhumadhana, 2010;
Monkolchai, 2008; Phoocharoensil, 2011). In consistent to research studies in other EFL
contexts, verb collocations in English cause a lot of problems in Thai learners.
As frequently revealed, verb + noun and verb + preposition collocations are the most
problematic features for Thai university students (Bhumadhana, 2010; Phoocharoensil,
2011; Phoocharoensil, 2013).

Since verb collocations are commonly the most difficult features for Thai EFL,
learners and EFL learners in other countries, some researchers (Bhumadhana, 2010,
Hong et al., 2011; and Miyakoshi, 2009) further investigated different sets of verbs and
the sources behind their collocational errors. The results overall reported that
approximations (Bhumadhana, 2010; Hong, et al., 2011) and ignorance of rule

restrictions (Hong, et al., 2011) were important sources of errors in verb collocations.



Interestingly, Thai students in Bhumadhana’s study tended to avoid providing full
responses in a collocational test.

Despite an interest, pioneer research on EFL learners’ use of verb collocations
has crucial limitations in two important areas.

One limitation is that there is little research conducted to compare the ability
to use verb collocations of students in different levels. Apparently, except for
Miyakoshi’s (2009) study that consisted of both graduate and undergraduate students,
most studies lacked diversity in education levels, and if diversity existed, it was not so
much different. For example, Bhumadhana’s (2010) subjects were university students
in the third-year and the second-year levels, whose language ability might not be
significantly different. Hong et al.’s (2011) used a non-native corpus which contained a
hundred-thousand words written or spoken by EFL learners from different backgrounds.
However, their corpus use provided a holistic report instead of a comparative report.

The other limitation is that although verb collocations have been acknowledged
to be one of the most important weaknesses of EFL learners, most studies emphasized
on investigating verb + noun collocations but overlooked verb + preposition
collocations, which have been also reported to significantly cause learners’ difficulties.
Many studies focused on any verb + noun collocations found in learners’ written
products without specifying the target sets of verbs. For example, Hong et al. (2011)
studied verb + noun collocations which appeared anywhere in 130 essays written by
Malaysian English learners. Laufer and Waldman (2010) focused on the use of any
English verb + noun collocations found in a 300,000-word corpus of argumentative and
descriptive essays written by learners using Hebrew as the mother tongue.

However, if specified by researchers, only limited sets of verb + noun
collocations have been studied. Bahns and Eldaw (1993), for instance, tested German
post-secondary learners on fifteen English verb-noun collocations. Miyakoshi (2009)
examined Japanese learners’ use of some light verbs including be/become, do, have,
fake, get, give, receive, and make. Bhumadhana (2010) focused on 18 verb + noun
collocations in academic English used in Thai learners’ writing. Khittikote (2011)
assessed Thai university students’ use of fifteen verb + noun collocations for business

purposes. Meanwhile, even though Ebrahimi-Bazzaz, Samad and Ismail, (2014) told



that they studied a set of verb + noun collocations, they neither informed the criteria for
selecting the collocations nor informed the readers what the collocations were.

As the above limitations suggested, although collocations have been an
increasingly important area in language studies, research on verb + preposition
collocations which have been regarded as one of the most problematic features is limited
in how the data were collected. There is a need for further research to involve a sufficient
range of participants, a varied choice of verb + preposition collocations, and a
triangulation of data. Besides, to provide a depth for collocational research, non-native
speakers’ use of those verb + preposition collocations in written sentences should be
investigated, and their perceived difficulties in using them should be revealed. In an
attempt to expand the horizon of research on verb collocations, the current study aims
at investigating Thai EFL university students’ ability to use verb + preposition
collocations, their variations of use, as well as their perceived difficulties. However,
since the characteristics of collocations are differently conceived across different
researchers (See Chapter 2), to avoid this theoretical inconsistency, the current study
investigated and analyzed “verb + preposition collocations” using the classifications and
definitions of “multi-word verbs” proposed by Biber, Conrad and Leech (2002) and
Cowan (2010).

There are four research questions as follows.

1. To what extent are English majors in two undergraduate levels (first-year
and third-year students) able to use English multi-word verbs?

1.1 To what extent do first-year students majoring in English score from
the test of multi-word verbs?

1.2 To what extent do third-year students majoring in English score from
the test of multi-word verbs?

1.3 What are the differences between the scores of the first-year students
and those of the third-year students, majoring in English?

2. How do these learners use English multi-word verbs in their written
sentences?

2.1 To what extent do they use the given verbs with the target prepositions

in their written sentences?



2.2 If the English majors use the given verbs with the target prepositions,
to what extent do they score from their written sentences?
3. What are the sources of errors in their use of English multi-word verbs?
3.1 What are students’ variations of prepositions used with the target verbs?
3.2 Are there any variations of verb + preposition collocations influenced
by the interlingual transfer?
3.3 Are there any variations of verb + preposition collocations influenced
by the intralingual transfer?
4. What are the difficulties to use multi-word verbs perceived by the first-year

students and the third-year students, majoring in English?

The Scope of the Study

The current study is survey research which employed a mixed-method research
design by combining quantitative and qualitative data collection.

The participants of the study consisted of two groups of Thai university
students majoring in English. They were 52 first-year English majors and 56 third-year
English majors who were studying at Naresuan University during the second half of the
academic year 2014, The students were tested for their ability to use English multi-word
verbs which were obtained from Coxhead’s (2000) Academic Word List. The test scores
from the sentence completion part were used to measure their ability to use English
multi-word verbs and were analyzed for the variations of use and sources of errors,
whereas their responses to the sentence building part were used to analyze how they
actually used the verbs in their written sentences. After the test session, three
participants from each group were asked to volunteer to be interviewed to reveal their
perceived difficulties in using English multi-word verbs. In the end, the results from the
test were analyzed and compared across different verbs and groups. Figure 1 displays

the conceptual framework for the current study.



Dependent Variables

Ability to use
English multi-word verbs

Independent Variable

Test scores

Two levels [:,\> Use of the verbs

of university learners ) .
- i written sentences

L1 Errorsinuse

Perceived difficulties

in use

Figure 1 The conceptual framework

Definitions of Terms

The terms used in this study are operationally defined as follows.

Multi-word verbs refer to verb + preposition collocations of which the verb
appears in Coxhead’s Academic Word List. Phrasal verbs and prepositional verbs were
two types of multi-word verbs which the study covered.

The ability to use multi-word verbs refers to the extent to which the students
can score from the test of multi-word verbs, the extent to which they use the multi-word
verbs in their written sentences, and the scores they obtained from their sentences.

Thai university learners refer to the first-year English majors and the third-
year English majors in the Bachelor’s degree level, studying at Naresuan University
during the second semester of the academic year 2014.

Errors in multi-word verbs refer to students’ deviant use of multi-word verbs

in the sentence completion part (focusing on the deviant use of prepositions), when



compared against native speakers’ use of the same items, as found in a collocational
dictionary and native speakers’ corpora.

Sources of errors in multi-word verbs refer to students’ errors from the target
multi-word verb use, which were analyzed based on Hong et al.’s (2011) classifications
of sources of collocational errors. These were the interlingual transfer and the
intralingual transfer.

Different years of study were measured by students’ years of study in the
same curriculum of the same university. In the present study, they were the first-year

students and the third-year students.

Significance of the Study

The current study’s results contribute to four groups of educational
stakeholders as follows.

1. The field of English collocational study can benefit from this research since
it provided an overview of Thai EFL university learners’ different paces of their ability
to use verb + preposition collocations and multi-word verbs. In particular, not only did
the discoveries cover important various issues related to the learners’ use of this type of
verbs, but also they were triangulated by mix-method research approaches.

2. Instructional material developers can benefit from the list of multi-word
verbs in academic English in their material design by adding these verbs in text books,
as well as introducing learners the grammatical patterns of those words. Especially, the
multi-word verbs which were classified by their levels of difficulty would guide them
to sequence their lessons, from the easier ones to the more complex ones.

3. EFL teachers can integrate the current research results in their syllabus
design by introducing the multi-word verbs, both the correct use and incorrect use to
their learners. Additionally, as an important synthesis of this study, the multi-word verbs
which were classified by their levels of difficulty would guide them to sequence their

instructions, from the easier ones to the more complex ones.



4, Through classroom learning, EFL learners are the final recipients of
knowledge from the current research results. Based on the discoveries on the sources of
errors and the difficulties in learning and using English multi-word verbs, the EFL
teachers, knowing Thai learners’ weaknesses, would guide their learners to be aware of

their weaknesses in order to help them use the multi-word verbs effectively.



CHAPTER II

LITERATURE REVIEW

To investigate Thai EFL university students’ use of English multi-word verbs,
the issues related to the current study’s purposes are reviewed in this chapter as follows.
Theoretical Issues on Collocations
1. Definitions and characteristics of collocations
2. Types of collocations
3. Importance of collocations
Multi-word Verbs
1. Phrasal verbs
2. Prepositional verbs
2.1 Testing prepositional verbs
3. Phrasal prepositional verbs
Language Errors
1. Error analysis
2. Collocational errors
2.1 Sources of collocational errors
Research Literature
1. Use of collocations compared between native speakers vs. non-native
speakers
2. Use of collocations compared by types of collocations

Sources of collocational errors

(OS]

4. Development and acquisition of collocational knowledge
5. Use of multi-word verbs
6. Difficulties in using multi-word verbs

Review of Research Instruments
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Theoretical Issues on Collocations

Corpus-linguistics has brought new insights into the field of second language
acquisition. Based on a huge coverage of authentic language data, the traditional view
of language acquisition is challenged by the view that vocabulary is central to language
patterns (Nattinger and DeCarrico, 1992). Rather than believing that various
grammatical patterns are acquired first for vocabulary to fill in, Sinclair (1991)
contended that words tend to occur with preferred sequences. His observation is
supported by Lewis’ (1997, p. 3) claim that “language consists not of traditional
grammar or vocabulary but often of multi-word prefabricated chunks.” Wray (2002)
bolstered that children tend to memorize the whole phrases in long-term memory first,
then use these memorized phrases later for grammatical analysis.

Corpus linguistics uncovered the existence of language chunks and chunking.
“Chunks” were first coined by George Miller in 1956 as “permanent sets of associative
connections in long term memory” (quoted by Ellis, 1997, p. 124). Newell (1990, p. 7)
defined a chunk as “a unit of memory organization, formed by bringing together a set
of already formed chunks in memory and welding them together into a larger unit.”
Consistently, as Nattinger and DeCarrico (1992, pp. 7-8) attributed, lexical chunks
(or lexical phrases) are “prefabricated” and “readily accessible as completely or partially
assembled units” in long term memory. Chunks are the results of chunking, which can
refer to either the process or the ability to organize units in memory. Newell elaborated,
“Chunking implies the ability to build up such structures recursively, thus leading to a
hierarchical organization of memory.” Nation (2001, p. 317) describes chunking as a
meaningful process “when language users segment language for reception or production

3

or to hold it in memory.” The results of groupings are called chunks in varied sizes
depending on the level of proficiency of a language user, and “at one level they are
realized as collocations.”
1. Definitions and characteristics of collocations
Being considered as a lexical chunk, collocations have been studied and
discussed by several linguists as one of language features essential to .2 acquisition.
The term “collocation” was first coined by Firth (1957) to refer to a tendency that actual

words occur with habitual company. Similar to language chunks, a collocation is a

“closely structured group whose parts frequently or uniquely occur together” (Nation,
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2001, p. 324) and “have strong chances of being mentioned together” (Sinclair, 1991,
p. 170). Due to the likeliness to physically appear together more than random frequency
(Lewis, 1997), collocations are predictable (Hill, 2000) and should be learned as a whole
(Palmer, 1933).

Collocations are different from common lexical chunks in terms of
adjacency. While chunks’ constituents are adjacent, words in a collocation can be
separated by other word items (Durrant, 2009). As Durrant exemplified (2009, p. 158),
the words powerful and argument are a collocation. They can appear either adjacently
as in he made a powerful argument or separately as in he made a powerful, but
ultimately unconvincing, argument.

“Collocations co-occur, but not all words which co-occur are collocations”
(Lewis, 1997, p. 44). In fact, word-combinations have been categorized by several
researchers, and collocations are one of those categories. According to Taeko (2005),
semantic opacity and collocational restriction are two common criteria used for the
classification of word-combinations. Semantic opacity refers to the extent to which the
meanings can be retrieved from the combinations’ constituents, while collocational
restriction refers to the extent to which the combinations’ constituents can be substituted
by other near-synonyms. These two criteria are named differently by various researchers

but still refer to the same qualities as displayed in Table 1 (See Taeko, 2005, p. 24).

Table 1 Various names for two criteria which distinguish collocations

Names of criteria Researchers (as cited in Teako, 2005)

Fernando (1996), Cowie and Howarth (1996),

Carter (1987), Korosadowicz-Struzaynska

Semantic opacit
g (1980), Cowan (1989), Gramley and Pétzold

(1992)
) Semantic opaqueness Benson, et al. (1986)
Compositionality Nattinger and DeCarrico (1992)
transparency Aisenstadt (1979)

decodability Wallace (1979)
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Table 1 (cont.)

Names of criteria Researchers (as cited in Teako, 2005)

Collocational restriction Carter (1987)
fixity Fernando (1996)

variance Cowie and Howarth (1996)

Commutability restrictions  Aisenstadt (1979)

Combinational flexibility Nattinger and DeCarrico (1992)

(b)
Impossibility of Korosadowicz-Struzaynska (1980)
passivization
/ Benson, et al. (1986), Gramley and Pétzold
Cohesiveness or range
(1992)
Lexical substitution Cowan (1989)

Source: Taeko, 2005, p. 24

For over three decades, the two criteria have long been employed to
differentiate lexical phrases. Aisenstadt (1979, 1981 as cited in Taeko, 2005) is the first
researcher who relied on the criteria but in different terms, commutability resirictions
and transparency, for the classification of English word-combinations. This model
depicts that a collocation is a non-idiomatic phrase that is ““a type of word combination
consisting of two or more words, unidiomatic in meaning, following certain structural
patterns, restricted in commutability not only by semantics, but also by usage”
(Aisenstadt, 1981, p, 54 as quoted in Taeko, 2005, p. 10). Thus, for Aisenstadt, unlike
free combinations, collocations are somewhat restricted since their constituents cannot
be not always replaced by other synonyms. Unlike idioms, they are transparent as the
meaning can be predicted by the meanings of individual elements. For example, the
phrase face the music, which means nothing related to music but refers to “to
accept the unpleasant consequences of one's actions” (hittp:/Avww.thefreedictionary. con/),
is an idiom. Whereas, the combinations with carry which can be used with any portable
objects such as carry a bag/table/book are free combinations since their original

meanings are still being retrievable. However, in another sense when carry means fo
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convince or to win the argument such as in carry conviction, it is a restricted collocation
since it limits synonym substitutions, but still carries the original meanings of its
components. Figure 2 displays how collocations are conceived by Aisenstadt (1979,

1980 as cited in Tacko, 2005).

Word-combinations in English —— Idioms

\

Non-idiomatic phrases Y Free combinations

Restricted collocations

Figure 2 Categorization of word-combinations in English proposed by Aisenstadt

Source: Aisenstadt, 1979, 1980 as cited in Taeko, 2005, p. 10

In 1981, Wood (as cited in Nattinger and DeCarrico, 1992, pp. 177-178)
proposed a model of word-combinations which consists of four categories. In this
model, idioms and free combinations are at the opposite ends of the continuum, while
collocations and colligations are in between (see Figure 3). Compositionality and
productivity are two criteria employed to distinguish these combinations.
Compositionality is a semantic criterion which measures the extent to which “the
meaning of the collocation is predictable from the individual meanings of the word that
compose it” (Nattinger and DeCarrico, 1992, p. 177). Productivity, on the other hand,
is a syntactic criterion which measures the extent to which the form of the combination
is “structurally unique.” Based on these descriptions, compositionality is similar to
semantic opacity, while productivity is not quite like collocational restriction due to the

focus on the uniqueness of patterns, rather than on synonym substitutions.
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Fully non-compositional < » fully compositional
Idioms «— collocations «— colligations <> free combinations
[by and large] [kick the bucket] [off with his head]  [see the river]

Fully non-productive < » fully productive

Figure 3 Wood’s (1981) confinuum of word-combinations

Source: Wood, 1981 as cited in Nattinger and DeCarrico, 1992, pp. 177-178

As demonstrated in Figure 3, idioms are fully non-compositional and non-
productive combinations since the meanings of their parts do not predict the meaning of
the whole, and the structure is usually so frozen and unique that it cannot be reproduced.
For example, we cannot rely on word-for-word franslations to understand the idiom
by and large since its meaning is non-compositional, different from their constituents.
In fact, it can be substituted by the whole phrase in general or on the whole. In addition,
its pattern (particle + and + adjective) is not productive as it cannot be repeated to form
other expressions. Since idioms are completely frozen phrases, there are relatively few
in number.

Conversely, at the other end of the continuum, free combinations are fully
compositional and fully productive. While the meaning is fully predictable from their
constituents’ meanings, their patterns are not restricted. For example, the meaning of
see the river is straightforward, and the pattern (verb + NP) is not unique as it can be
used to generate an unlimited number of phrases.

Collocations and colligations are in the middle of the continuum. Their
meanings are more compositional, and their patterns are more productive than those of
idioms, but still less compositional and less productive than free combinations.
Collocations’ meaning is partly predictable. As Nattinger and DeCarrico (1992, p. 178)
exemplified, the phrase kick the bucket which generally means fo die is in this case. The
meaning is neither compositional nor non-compositional since kick can mean die when
used with some prepositions such as kick off and kick out. Meanwhile, the pattern of this

phrase (verb + NP) is productive since the elements of the phrase can be changed just
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like other free combinations to make new phrases. Colligations, on the other hand, have
the meaning that is fully predictable from their parts, but the patterns are not fully
productive. For example, off with his head can be straightforwardly translated, but the
pattern (Directional particle + with + NP) do not fully allow variations of lexis. Only
limited expressions appear in this pattern such as down with the king and away with all X.

Apart from Wood’s continuum model proposed in 1981, Benson, Benson
and Ilson (1986a) grouped word-combinations into five major categories which are
compounds, idioms, transitional collocations, collocations and free combinations.
Compared with Wood’s continuum, their classification additionally includes
compounds and transitional collocations, but excludes colligations. Compounds are
frozen phrases with no variations. Compound nouns which represent specific concepts
such as aptitude test and floppy disk are ones of this type. Their parts must adhere and
are similar to one-word vocabulary. Meanwhile, fransitional collocations are less frozen
and more variable than idioms, but they are more frozen and less variable than
collocations. Their meanings are partly predictable from some of their components.
Examples include foot the bill and fo be in the tight spof.

Collocations are distinct from idioms and free-combinations. Unlike idioms,
“collocations are loosely fixed, arbitrary recurrent word combinations, and the meaning
of the whole do reflect the meaning of the parts. Pure chance, to commit murder, close
attention, and keen compeltition share the features of this category” (Benson, et al,,
1986a, p. 23). Unlike free combinations, collocations’ constituents are not freely
substituted, while the original meanings are still refrievable. For example, the verb
commit does not randomly collocate with any nouns, but it usually co-occurs with some
crimes or sins such as commit murder/suicide/rapeladultery.

2. Types of collocations

Unlike Aisenstadt (1979, 1980 as cited in Taeko, 2005) who viewed
collocations as a set of language features separate from idioms and free combinations,
Howarth (1998) seems to recognize every type of word-combinations as collocations by
using the same criteria.

Howarth (1998) categorized collocations into four groups and introduced
another continuum whereby free combinations and pure idioms are at opposite ends,

and restricted collocations and figurative idioms are in the middle. Free combinations
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(also, open or free collocations) are different from restricted collocations as they are
freely substitutable, while one component of restricted collocations has a limited
number of collocates. Figurative idioms are distinct from pure idioms in how their
meanings are interpreted. While figurative idioms still have rooms for literal
interpretation from their elements and contain some metaphorical meanings, meanings
of pure idioms are the most opaque. Howarth exemplified and tabulated different types

of English collocations as shown in Table 2.

Table 2 Howarth’s (1998, p. 28) collocational continuum

Free Restricted Figurative Pure idioms
combinations collocations idioms
Lexical composites ~ Blow a trumpet Blow a fuse Blow your own Blow the
(verb + noun) trumpet gaff
Grammatical Under the table  Under attack Under the Under the
composites microscope weather

(preposition + noun)

Source: Howarth, 1998, p. 28

Collocations are also categorized based on their structural patterns.
As illustrated in Table 2 (see the first column), Howarth’s example selection is also
based on two major types of collocations as proposed by Benson, Benson and Ilson
(1986b). According to them, collocations can be classified into lexical collocations
(or composites) and grammatical collocations. Lexical collocations are combinations
among English content words including nouns, verbs, adjective, and adverbs.
Grammatical collocations contain one content word (usually verb, noun, or adjective)
and a particle as well as other grammatical structures such as an infinitive or a that-
clause. Lexical collocations consist of seven sub-categories as shown in Table 3.
Meanwhile, as displayed in Table 4, grammatical collocations comprise eight sub-
categories. Of these, verb collocations contain nineteen sub-categories as shown in

Table 5.



Table 3 Benson, et al.’s classification of lexical collocations
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Type Pattern Example
L1 V + Noun/pronoun/preposition Make my bed
L2 V+N Commit suicide
L3 Adj+N Rough life
L4 N+V Blizzards range
L5 NI+ of + N2 A pack of dogs
L6 Adv + Adj Keenly aware
L7 V + Adv Appreciate sincerely

Table 4 Benson, et al.’s classification of grammatical collocations

Type Pattern Example
Gl N+ Prep Apathy toward
G2 N +to + Inf A pleasure to do something
G3 N + that-clause An agreement that....
G4 Prep + N On someone’s advice
G5 Adj + Prep Angry at someone
G6 Adj +to + Inf Ready to do something
G7 Adj + that-clause Afraid that....
G8 V collocations See Table 5

Table 5 Benson et al.’s classification of grammatical collocations of English verbs

Type Pattern Example
G&(A) V+ direct O + to + indirect O He gave a red rose fo her.
= V+ indirect O + direct = He gave her a red rose.
G8(B) V+ direct O + to + indirect O He mentioned the book to me.
G8(C) V+ direct O + for + indirect O She bought a house for her family.

= V+ indirect O + direct O

= She bought her family a house.
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Type Pattern

Example

G8 (D) V+Prep+ 0O

She came on foot.

G8(d) V+O+Prep+0O

They invited me to the party.

G8 (E) V+to Inf

He began to work.

G8 (F) V+ bare Inf

I had better go.

G8(G) V+ V-ing

They started playing the game.

G8(H) V+O+tolnf

I begged him fo go.

G8 () V+ O + bare Inf

He let her talk.

G8(J)  V+O+ V-ing

He found them smoking.

G8 (K) V+ a possessive and V-ing

I enjoy his singing.

G8 (L) V+ that clause

The teacher suggested me

that I read that book.

G8(M) V+O+tobetC

I consider him to be well-rounded.

G8(N) V+ 0O+ C

He painted his room blue.

G8(0)  V+OI+02

He asked me a question.

G8 (P) V (+O)+ Adverbial

He carried himself well.

G8(Q) V+ (O)+ wh-clause/ wh-phrase

She wondered why he was late.

G8(R) It+ V+ O+ to Inf
[t+ V+ O+ that-clause

It surprised me to know her attitude.
It surprised me that she was fired from

her job.

G8(S)  V+C(AdjorN)

He was a gentleman.

G8(s)  V+C(Ad)

She looks bad.

Based on fixedness and frequency of co-occurrence, Lewis (1997) classified

collocations into strong, weak, frequent and infrequent. Collocations are considered

strong or weak by their fixedness. The more they function as single words, the stronger

chance they are considered as strong collocations. However, weak collocations are

weakly combined since each word can occur with other words to form a number of

expressions. For instance, drink beer and drug addict are strong collocations, and a nice

day and a good chance are weak collocations. Both types of collocations can be either
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frequent or infrequent based on their frequency of occurrence. Usually, strong
collocations are the least frequent collocations due to their fixedness and lack of variety.
3. Importance of collocations

Collocational knowledge has an important role in the acquisition of either
first language (Henceforth: L1) or second language (Henceforth: L2). Wray’® s (2002)
model of formulaicity in language acquisition portrays how collocational knowledge
takes an important part in L1 acquisition. Her model conclusively reports how language
is processed in four phases of ages, from birth to adulthood. As Figure 4 illustrated,
language can be processed in two ways including holistic and analytic processing. While
in holistic processing, language users rely on chunking and memorizing collocations, in

analytic processing, their focus is shifted to analyzing the elements of the combinations.

Proportion of processing

ALL
Holistic Analytic
NONE
Age |0 2 8 18 (yrs)
—— Phasel Phase2 —}— Phase3 ——f— Phase4d ——

Figure 4 Wray’s (2002) model of formulaicity in language acquisition

Source: Wray, 2002

As Wray (2002) observed, language learners employ varied proportions of
holistic and analytic processing in different phases of life. At the earlier stage from birth
to around 20 months (Phase 1), they significantly rely on holistic processing —

remembering, imitating, and interpreting pieces of utterances and intonations, as well as
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facial and body gestures. In phase 2 (from 20 months to 8 years), showing the shift to
analytic processing, the learners begin to increase their attention to the elements of
utterances including words and morphemes. Their grammatical awareness begins to
develop during this phase. In phase 3 (from 8 to 18 years), their reliance on holistic
processing becomes greater as their language outputs have a greater proportion of
formulaic sequences and collocations. In the final phase which is after 18 years, the
learners have settled their balance in language processing techniques with a mixture of
holistic and analytic processing.

In addition to being a resource for L1 acquisition, an exposure to English
collocations also fosters native-like competence in English as a second language
(Henceforth: ESL) and English as a foreign language (Henceforth: EFL) learners
(Howarth, 1998) mainly due to the nature of collocations that facilitates language
processing. Collocations, just like chunks, are stored in long-term memory via the
process of chunking (Nattinger and DeCarrico, 1992) — the meaningful groupings of a
language to store in memory for language reception and production (Nation, 2001).
With a greater number of collocations, learners use less processing time and effort in
language comprehension and production than storing individual language elements in
long-term memory (Hill, 2000; Nation, 2001; Wray, 2000). As Hill (2000) suggested,
the knowledge of disjoint vocabulary does not make up an effective communication.
L2 learners may know, for example, the words hold and conversation separately, but
may not know that these two words appear together. This limitation causes language
learners’ lacks of fluency since they need time to think about the following words.
In the other way around, when they have collocational knowledge, being able to predict
what other words will appear after a word occurs, their language fluency, either
receptive or productive skills, becomes greater. However, according to Nation (2001),
collocational knowledge can be disadvantageous since it can mean a load of storage in
long-term memory, and more prefabricated chunks may interfere with creative

compositions of individual words.
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Multi-word Verbs

As discussed in the earlier section, collocations’ categorizations are not static
since there has been an unclear line to distinguish them from idioms and free
combinations. For example, while Aisenstadt (1979, 1980 as cited in Taeko, 2005)
categorizes collocations separately from idioms and free combinations, Howarth (1998)
recognizes every type of word-combinations as collocations.

However, Blaheta and Johnson (2001) concluded that collocations generally
possess two major marked qualities which make them differ from other word
combinations. Primarily, their meanings are not fully compositional because at least one
of their constituent words carries a special, either restricted or modified, definition.
Secondarily, collocations are not completely frozen, but still not easily modifiable. One
of their constituents may be substituted by a synonym, or a modifier can be inserted.
However, despite having no effect on understandings, these changes are odd to native
speakers.

Based on these qualities, Blaheta and Johnson (2001, p.1) added, “Multi-word
verbs comprise a domain that definitely meets both these criteria.” In order to prevent
any confusion due to unclear categorizations, the current study equated verb +
preposition collocations to multi-word verbs.

Verb + preposition collocations are comparable to multi-word verbs in their
structures. Based on well-known English grammar manuals including Student Grammar
of Spoken and Written English written by Biber, Conrad and Leech (2002) and the
Teacher’s Grammar of English written by Cowan (2010), three major classes of multi-
word verbs which were mentioned in both manuals include:

1. Phrasal verbs

2. Prepositional verbs

3. Phrasal prepositional verbs

Phrasal verbs and prepositional verbs have the same construction with a verb
followed by a particle. Phrasal prepositional verbs consist of a verb followed by a
preposition and a prepositional phrase. Biber, et al. (2002) and Cowan (2010)

characterized each class of multi-word verbs as follows.
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1. Phrasal verbs

Phrasal verbs are made up of a verb and a following particle. The particle
following the verb can be two types of words, prepositions or adverbs. To greater extent,
the particle is a preposition. However, in a phrasal verb, it does not function as a
preposition nor an adverb, but as a part of the verb. As a part of phrasal verbs, the
preposition does not have a literal meaning which usually signifies places and directions.
Examples include sef up, hand in, and give up. The original meanings of up in ser up
and in in hand in is not retrievable because as a whole, they mean to begin or fo construct
and fo return or submit, respectively. Meanwhile, the original meanings of both give
and up in give up are not conveyed since it is considered as another combination of
words which altogether means fo surrender.

Phrasal verbs can be either transitive or intransitive. Transitive phrasal verbs
typically allow particle movements but with some restrictions depending on the direct
object (See Cowan, 2010, pp. 171-172).

1.1 The particle movement rule must be applied if the direct object is a
personal pronoun (him, her, it, them, etc.) or a demonstrative pronoun (this, that, these,

those). For example,

- Bill looked it up.
- Carrie fook that off.

1.2 he particle movement rule is optional when the direct object is not a

pronoun. For example,

- Jack looked up the address. v/
- Jack looked the address up. v/

However, when the direct object is a long noun phrase, the particle is

not movable. For example,
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- John looked up some information about an early religion in which
Jorces of nature such as five were worshipped. v’
- John looked some information about an early religion inwhich forces

of nature such as five were worshipped up. %

If the direct object is an indefinite pronoun such as some and other, or
a quantifier, such as a few and several, the particle movement rule is optional. For
instance,

- I picked up a few this morning. v/

- I picked a few up this morning. v/

1.3 Some transitive phrasal verbs are inseparable since the meanings cannot
be constructed from the sum of their parts such as pick on (to blame), look after (to pay
attention, to take care of), come by (o acquire), look into (to investigate), and run into
(fo encounter).

Intransitive phrasal verbs are, most of the time, inseparable. According
to Cowan, they are far less frequently used in academic prose. Examples include come
on, hold on, break down, take off, sit down, move on, check out, and die down. As Biber,
et al. (2002) observed, they often occur as imperatives, and in declarative clauses, they
typically have a human subject.

Meanwhile, some phrasal verbs can be either intransitive or transitive,

When they are transitive, the particle movement rule is applicable. For instance,

- The ship blew up.
- The terrorists blew up the ship.
- The terrorists blew the ship up.

2. Prepositional verbs
According to Biber, et al. (2006), prepositional verbs are multi-word verbs,
of which the verb is followed by a prepositional phrase (Cowan, 2010) or what Biber,
et al. (2006, p. 129) call “a prepositional object, i.e. a noun phrase that occurs after a

preposition.” Prepositional verbs are, most of the time, transitive verbs. They need a
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prepositional object. However, whether a preposition is a part of a verb or a part of a
prepositional phrase are variable. According to Biber, et al. (2006), prepositional verbs
can be analyzed in two ways based on their grammatical construction. Firstly, a
preposition is a part of prepositional phrase which functions as adverbial since it can be
separated from the verb by an adverb. For example, you look exactly like your father.
Or else, it can be a part of the verb or a single ‘prepositional verb’ because some
prepositional verbs have idiomatic meanings and can be replaced by a single transitive

verb. As Biber, et al. (2006) exemplified,

Thought about it =2 consider it

Asked for permission 2 requested permission

Meanwhile, Cowan (2010) seems to attribute prepositional verbs as a part
of the verb itself. As Cowan (2010, p. 175) states, “Their [prepositional verbs’] second
element is a preposition and so their two parts cannot be separated by the object.” This
may be inferred that if the preposition is the second element, it could be inferred that it
is one of the verb’s elements.

In terms of patterns in which prepositional verbs occur, Biber, et al. (2006)

suggest that prepositional verbs can occur in two structural patterns as follows.

Pattern 1: NP + V + prep + NP (prepositional objects are underlined)
- It just looks like the barrel.

- I’ve never even thought about it.

Pattern 2: NP + V + 'NP + prep + NP
('direct objects and *prepositional objects)
- It reminds me of some parts of Boston

- He said farewell to us.
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Additionally, some prepositional verbs commonly appear as passive verbs.
- The media is falsely accused of a lot of things.

- The initiative is based on a Scottish scheme.

Cowan (2010) exemplified how the verb and its particle cannot be separated
by an object when they occur in pattern 1. Examples include:
v" He applied for the job. % He applied the job for.

v Alice depends on her mother. ¥ Alice depends her mother on.

2.1 Testing prepositional verbs
Prepositional verbs can be distinguished from other multi-word verbs
by the test of three following questions (Biber, et al., 2000):
2.1.1 Whether or not there is an idiomatic meaning.
1) Phrasal verbs do not retain the original meanings.
e.g. shut up, pick up, get up
2) Prepositional verbs retain the original meanings.
e.g. go in, come back, look back
2.1.2 Whether or not particle movement is possible.
1) Transitive phrasal verbs allow particle movement.
e.g. I'll pick you up.
[ got it back.
2) Transitive prepositional verbs do not allow particle
movement.
e.g. She is waiting for a bus. v
She is waiting a bus for. *
They are looking aft the view. v
They are looking the view at. %
2.1.3 How the wh-question is formed.

1) The question words used with a free combination of

adverbial prepositional phrase are where and when.
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e.2. Where are you walking? I am walking fo the market.
When will the movie show? It will show af neon.
2) The question words used with prepositional verbs are who
and what.
e.g. Who are you talking about? I'm talking about Ann.

What are you laughing af? I'm laughing at the clown.

In addition to the criteria above, Cowan (2010) gave the other three
means to test prepositional verbs.
2.1.4 Adverb insertion test
1) Phrasal verbs do not allow adverb insertion, while
prepositional verbs do.
Phrasal verb - He shut suddenly up. %

Prepositional verb - He looks partially like his father. v/

2.1.5 The relative clause test
1) Phrasal verbs do not allow a relative clause starting with a
preposition, while prepositional verbs do.
Phrasal verb - The dress on which she fried didn’t fit her. %

Prepositional verb - The man for whom they were waiting

was late. v/
2.1.6 The Wh-question test
1) The preposition of a phrasal verb cannot be moved to the
front to form a wh-question, while the preposition of a prepositional verb can.
Phrasal verb - Up what are you looking? *

Prepositional verb — Af whom were you shouting? v’

3. Phrasal prepositional verbs
Different from the previous classes of multi-word verbs, phrasal
prepositional verbs are made up of three words. The first element is a verb followed by
a preposition and a prepositional phrase. All phrasal prepositional verbs are transitive
verbs since they need a direct object. Examples of the verbs in this class are look up to,

look forward to, put up with, etc. These verbs can be considered as one-word verbs as
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they can be replaced by other one-word verbs such as look up fo = to admire, look
Jforward to = to anticipate, and put up with = to endure.

Some phrasal prepositional verbs have gerund complements in addition to
nouns and pronouns such as leoking forward to hearing from you soon and get away
with telling a lie.

These three classes of multi-word verbs appear in different registers with
close proportions. As a bar chart presented by Biber, et al. (2002, p. 127) illustrated in
Figure 5, prepositional verbs are the most frequently used multi-word verbs in
conversations, fictions, news, and academic texts. Phrasal verbs come the second with
far less frequent occurrence than prepositional verbs. Meanwhile, phrasal-prepositional
verbs have the least chance to appear in every register, especially in academic written
English. As the selection of multi-word verbs was from the academic word list

(Coxhead, 2000), phrasal-prepositional verbs were excluded from the present study.
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Figure 5 Biber, Conrad and Leech’s (2002) distribution of multi-word verbs
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Source: Biber, Conrad and Leech, 2002, p. 217
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Language Errors

Errors are flaws in learners’ speech or writing which deviate from a selected
norm of a language used by mature language users (Dulay, Burt and Krashen, 1982).
In second language production, errors refer to non-native speakers’ uses of a second
language that are consistently and systematically deviated from the language used by
adult native speakers (Brown, 1994; Norrish, 1983). They can be either random errors
similar to mistakes appearing in the mother tongue (L1), or systematic errors due to
deficient competence in a language additionally learned (L2) (Cordor, 1981).

However, errors are different from mistakes. While mistakes are flaws from
language users’ performance, errors are caused by a limited language competence
(Corder, 1981). In spite of knowing the system of the language, both native and non-
native speakers randomly generate mistakes as a daily basis (Brown, 1994). Mistakes
are slips of the tongue (speaking) or the pen (writing) that speakers or writers can
naturally backtrack and repair, so they cannot be used to infer levels of language
competence of language users (Corder, 1981). However, errors can indicate the leve] of
ability to use a second language of the user (Brown, 1994). Once producing an error,
the learner cannot backtrack to correct it despite being already taught (Edge, 1989).

1. Error analysis

Before the rise of error analysis (Henceforth: EA) in 1960s, errors in L2
were regarded as the products of L1 interference or interlingual transfers in the
perspectives of contrastive analysis (Henceforth: CA) (Bennui, 2008; Lennon, 2008;
Tarone, 2006). CA compares two linguistic systems: L2 language users’ native language
(Henceforth: NL or L1) systems and the target language (Henceforth: TL or L2) systems
to investigate L1 interferences in their TL production (Richards and Schmidt, 2002).
In CA, errors are regarded as problems of L2 learning (Richards, 1974). It was believed
that inappropriate transfers of structures and vocabulary from L1 will inhibit and
interfere L2 learning and acquisition (Friedlander, 1990),

However, in error analysis, intralingual transfers are additionally important
sources of L2 errors. As Corder (1967) suggested, L2 input itself is another crucial
source for L2 learners to form their hypothesis about that language and develop their
transitional competence, the competence of their own system of TL which are in

between their NL and TL. Therefore, instead of regarding errors as problems of L2
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learning just like CA perspectives, in EA, errors are viewed as evidence of success and
achievement of learning, the process of acquiring language and the strategies of learners
use (Corder, 1981). As Henrickson (1987, p. 357) contended, “Errors are signals that
actual learning is taking place, they can indicate students’ progress and success in
language learning.” According to Corder (1974), five stages are involved in error
analysis.
1.1 sample collection
1.2 error identification
1.3 error description
1.4 error explanation
1.5 error evaluation
Corder (1981) claimed that error analysis is significant in three ways.
Firstly, errors help inform teachers and learners’ progress. Secondly, they provide
researchers the evidence of how L2 is acquired and what language learning strategies
the learners employ in L2 learning. Thirdly, errors raise learners’ awareness of their L2
production flaws. In other words, errors are resources for the learners to learn and use
L2 more effectively. All in all, errors can indicate levels of ability to use L2 of learners
(Brown, 1994).
2. Collocational errors
If language errors are flaws in learners’ speech or writing which deviate
from a selected norm of a language used by mature language users (Dulay, et al., 1982),
collocational errors are learners’ use of collocations which deviate from the norm of
mature English native users. In this study, the correctness of verb + preposition
collocations was based on two varieties of native speakers of English including
American English and British English, of which their language use were collected in
Oxford Collocations Dictionary (2009) for Windows and in two popular English
corpora: Brown corpus and British National Corpus.
2.1 Sources of collocational errors
Liu (1999 as cited in Li, 2005) analyzed collocational errors in
Taiwanese students’ writings. She found that the errors in Taiwanese students’ writings

were due to seven main factors, as shown in Table 6.
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Table 6 Liu’s (1999) summary of sources of collocational errors

Types of Strategy Type of Transfer Strategies

Overgeneralization
. Ignorance of Rule Restrictions
. ) Intralingual Transfer )
Cognitive strategies False Concepts Hypothesized

The Use of Synonym

Interlingual Transfer ~ Negative Transfer

Communicative Word Coinage
_ Paraphrase o
strategies Approximation

Collocational errors can result from various strategies that L2 learners
use in producing the target language. According to Liu (1999 as cited in Li, 2005), these
strategies can be generally grouped as cognitive strategies and communicative
strategies. Cognitive strategies are those that are related to intralingual and interlingual
transfers. In terms of intralingual transfers, collocational errors are caused by L2
learners’ application of their existing L2 knowledge or strategies to other language
features they lack knowledge of. These strategies are overgeneralization, ignorance of
rule restrictions, false concept hypothesized, and the use of synonym. For interlingual
transfer, L1 knowledge has an influence on L2 production. Meanwhile, communicative
strategies involve compensation strategies such as word coinage and approximation.
Based on Liu (1999; Li, 2005) elaborated the definitions of these strategies, together
with examples as follows.

Overgeneralization is the case that learners are unable to distinguish
language items or rules that are very similar. For example, that learners use the
collocation I am worry about instead of I am worried about may be due to their inability
to clearly differentiate between these two expressions — I am worried and I worry about.

Ignorance of rule restrictions is caused by learners’ failure to notice the
restrictions of a structure acquired earlier and a new structure. Due to this, learners may
have inappropriate matching of lexis and grammar by using an acquired restricted

structure to form a new phrase. For instance, the phrase “ask you a favor” is the result
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of inappropriate replacing a fixed phrase — “do me a favor” with some other
constituents.

False concept hypothesized results from L2 learners’ misunderstandings
of some words or structures that they can be used interchangeably. For example, they may
misunderstand that de-lexicalized verbs including make, do, and take can replace one
another freely. Hence, they may make various random errors such as make homework
instead of do homework, do actions instead of take actions, have a great grade instead
of get a good grade, and etc.

The use of synonyms can result in collocational errors. Unlike false
concept hypothesized strategy that errors are caused by learners’ false conception that a
set of words has the same meaning and use, in this case L2 learners are aware that a pair
or set of words have close meanings, but they are unaware of distinctive use.
For example, they might use broaden your eyesight instead of broaden your vision.

Interlingual transfer results in negative transfer. Errors resulted from
negative transfers are usually caused by L2 learners’ word-for-word translations from
their L1 to L2. They normally occur when the original expression in L1 does not match
with the target expression in L2. As Phoocharoensil (2013) reported, this kind of errors
is usually made by Thai students. For instance, Thai students often omitted the
preposition after verb + preposition collocations such as omitting fo after /isten and
omitting of after take care because the Thai verb fuy - listen to and duulee - take care of
do not need to be followed by a preposition before an object.

Communicative strategies are caused by L2 learners’ attempts to
compensate their lack of knowledge of some language features or expressions in the
target language by paraphrasing. Therefore, they may employ word coinage to make
up a new word or expressions such as see sun-up instead of see the sunrise. Or else, they
may apply approximations. In this later case, L2 learners try to translate from L1, but
they are unsure of some elements, so they replace that element with the word that has a
shared semantic feature, spelling or pronunciation. For instance, they use the word

middle in middle exam in place of the word mid-rerm.
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Hong, et al. (2011), on the other hand, chose to develop a framework
by adapting Richards’ paper on error analysis issued in 1974 and Tarone’s (1981) study
on communication strategies. However, as displayed in Table 7, the framework is not
far different from Liu’s (1999) framework as only some sub-categories are different.

While Liu’s (1999) interlingual transfer means any negative L1
transfer, Hong, et al.’s (2011) consisted of L1 transfer caused by L1 transliteration and
language switch. Unlike Liu, for intralingual transfer, Hong, et al. (2011) did not include
the use of synonym. Under the major categorization “paraphrase,” Hong, et al. also
included approximation but excluded word coinage. Also, two sub-categories were
included under approximation. These were semantic affinity and morphological and

phonological affinities.

Table 7 Hong, et al.’s (2011) sources of collocational errors

Strategies Major categorizations of Sub-categorizations of

sources of errors sources of errors

a) L1 transliteration/L1 literal
Interlingual Transfer translation

b) Language switch

a) false concept hypothesized
. t b) overgeneralization
Cognitive Strategies _
c) ignorance of rule
Intralingual Transfer restrictions (failure to
observe the restrictions of

existing structure and

analogy)
a) approximation
Communicative - semantic affinity
Paraphrase _
Strategy - morphological and

phonological affinities

Source: Hong, et al., 2011
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Hong, et al. (2011) roughly defined those distinctive sub-categories as
follows. While L1 transliteration refers to word-for-word translation from learners’ L1,
language switch refers to the direct use of learners’ L1 without translation to the target
language. Semantic affinity and morphological and phonological affinities resulted from
learners’ inappropriate paraphrases resulted from the similarities of two items, the item
that they misuse and the correct item. These similarities are having close meanings
(semantic affinity), containing some similar morpheme (morphological affinity), and
sounding similar (phonological affinity). Examples include: using cutting some flowers
instead of picking some flower (semantic affinity), it maintains 15 pieces per box instead
of it contains 15 pieces per box (morphological affinity), and safe my fiiend instead of
save my friend (phonological affinity). As Hong, et al.’s (2011) is a more recent
framework, the present study decided to use it as a framework to analyze the sources of

collocational errors.

Research Literature

There have been a number of research studies on collocational knowledge of
L2 learners, generally conducted to compare collocations used by native and non-native
speakers, across different types of collocations, and across proficiency levels.
Meanwhile, some of them explored the sources of collocational errors, and the lesser
extent of studies explored the development and acquisition of collocational knowledge
and discussed the use of multi-word verbs and difficulties in use. Hence, the studies will
be discussed under the sub-topics as follows.

1. Use of collocations compared between native speakers vs. non-native
speakers

2. Use of collocations compared by types of collocations

3. Sources of collcational errors

4. Development and acquisition of collocational knowledge

5. Use of multi-word verbs

6. Difficulties in using multi-word verbs
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1. Use of collocations compared between native speakers vs. non-native
speakers

Many studies compared the use of collocations of native speakers of English
and non-native speakers and typically found that the latter party used a limited range of
collocations (Fan, 2009; Laufer and Waldman, 2010) and this resulted in nonnativeness
of L2 production (Ellis, 2008; Howarth, 1998; Lesniewska, 2006; Granger, 1998). Fan
(2009) compared the number and the types of collocations used by secondary school
leavers including sixty Hong Kong ESL learners and sixty native English speaking
learners. The former party recognized and produced fewer collocations. Laufer and
Waldman (2010) compiled a corpus of 300,000 words from argumentative and
descriptive essays written by Hebrew speakers in three groups of English proficiency
(high/ moderate/ low). They conducted a corpus analysis to compare the number of verb
+ noun collocations used by these Hebrew speakers and of young adult native speakers
of English. They found that Hebrew speakers regardless of English proficiency used far
less collocations than the native speakers, and an increase in the number of collocations
used became apparent only in the non-native English speakers in the advanced-level
group.

In other studies, 1.2 advanced learners were also reported to lack
collocational knowledge and were not proficient collocational users. Nesselhauf (2003)
revealed that advanced German speaking learners of English produced errors in verb +
noun collocations at all levels of collocational restrictions. Similar findings were also
revealed in Thailand’s context. As Khittikote (2011) reported, Thai EFL learners at
advanced level had problems in recognizing collocations in spite of regular exposure to
English.

Despite an increase in the number of collocations used (Laufer and
Waldman, 2010), L2 production of advanced learners was still non-native like due to
the use of limited range of collocations and a likeliness to employ an open-choice
principle (Sinclair, 1991) in forming phrases or sentences (Ellis, 2008; Howarth, 1998;
Lesniewska, 2006; Granger, 1998). For example, Granger (1998) found that L2 learners
tended to use “all purpose” intensifiers such as highly and fully with various adjectives
in their writing. By employing an open-choice principle, they created new phrases with

a correct syntactic patterns (intensifier + adverb), but some of their phrases were
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uncommon when compared to those of native speakers. For example, while native
speakers used highly to intensify aware and reliable, 1.2 learners also used it to intensify
different, significant, impossible, and available. Le$niewska (2006, p. 99) elaborated
how a limited range of collocations resulted in non-nativeness of L2 production of

advanced L2 learners as follows.

...Advanced L2 users may produce phrases and expressions which,
considered individually, are correct, in the sense that they do not violate the L2
rules of morphology, syntax, semantics, etc. However, the cumulative effect of
the use of certain phrases rather than others may give the impression of non-
nativeness. For example, there is nothing wrong with the phrase very
interesting; however, if a learner uses very as the only adjectival and adverbial
intensifier, the overall effect in a piece of writing will attract attention as the
case of the overuse of very and — at the same time — underuse of other potential

intensifiers.

(Lesniewska, 2006, p. 99)

Henriksen (2013, pp. 40-41) indicated four reasons to explain why even
fairly advanced L2 learners may fail to develop collocational competence as follows:

1.1 Insufficient exposure to L2 collocations; more frequent appearances of
single-word items than collocations

1.2 L2 learners’ tendency to focus on individual words

1.3 Lack of semantic transparency of some collocations’ components
(The meaning of some collocation cannot be predicted by the meaning of their parts).

1.4 Lack of awareness of collocations as lexical units; failure to notice and
intake collocations

2. Use of collocations compared by types of collocations

When compared by different categories of collocations, a number of
researchers commonly reported that EFL learners across levels of proficiency are
deficient in using both lexical collocations and grammatical collocations, but different

details were also observed. Taiwanese learners, either high school students or college
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students, were commonly reported to produce far more errors in using grammatical
collocations than lexical collocations (Chen, 2002; Li, 2005). For example, Taiwanese
high-school students in Chen’s (2002) study produced 147 grammatical errors and 125
lexical errors, and college students in Li’s (2005) study produced 121 grammatical
collocations and 67 lexical collocations.

The results were inconsistent in Thai learners of English. Generally,
research results showed that lexical collocations caused more errors. Boonyasaquan
(2006) studied violations in collocations in thirty-two senior English majors’
translations of a business news article. The most erroneous types were those of lexical
collocations (adjective-noun; verb-noun; noun-noun; adverb-verb) followed by
grammatical collocations including verb-preposition and preposition-noun.
Phoocharoensil’s (2011) interlanguage (IL) analysis of ninety Thai freshmen reported
interesting results. His data indicated that high-proficiency students produced slightly
more deviant lexical collocations than grammatical collocations (51.72%: 48.28%),
while low-proficiency students’ deviant grammatical collocations obviously
outnumbered deviant lexical collocations (58.56%: 41.44%). However, his subsequent
study in the year 2013 showed that Thai university students in the first-year of
Bachelor’s degree, either high- or low-proficiency, had more difficulties in using lexical
collocations (high: 44%; low; 53%) than grammatical collocations (high: 37%; low;
40%).

When sub-categories of collocations were taken into considerations, most
studies typically found that, for EFL leamers, verb + noun collocations were the most
problematic features of lexical collocations (Detdamrongpreecha, 2014; Hong, et al.,
2011; Kuo, 2009; Li, 2005; Liu, 1999; Phoocharoensil, 2011; Phoocharoensil, 2013).
Meanwhile, verb + preposition collocations were grammatical collocations which
resulted in the most errors (Boonyasaquan, 2006; Hama, 2010; Hong, et al., 2011;
Phoocharoensil, 2011; Phoocharoensil, 2013). However, some researchers reported
different results. As Boonyasaquan’s (2006) findings showed, 32 Thai seniors in English
major produced more erroneous adjective + noun collocations than verb + noun
collocations. Similarly, Hama (2010) revealed that 40 EFL university seniors in Iraq had
more problems in using adjective + noun collocations. Meanwhile, in Mongkolchai’s

(2000) study, 57 Thai EFL second-year English majors’ scores from a collocational test
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reflected that they are weak at using adverb + adjective collocations (36.18%), followed
by verb + adverb (41.67%) and verb + preposition collocations (46.05%). While these
studies reported that verb + noun collocations were the most difficult for Thai students
in an international college and non-English-major students, Detdamrongpreecha (2015)
revealed that adjective + noun collocations caused English majors the most difficulties.
3. Sources of collocational errors

The sources of collocational errors of EFL learners were usually explored
in parallel to research on comparing errors in different collocational categories.
Interestingly, the results were somewhat consistent. As most studies reported, EFL
learners’ use of collocations has an equal chance to deviate because of interlingual
transfers or negative L1 transfers as well as intralingual transfers or inappropriate use
of learning strategies.

Researchers including Boonyasaquan (2006; Detdamrongpreecha, 2015;
Fan, 2009; Farghl and Obiedat, 1995; Hama, 2010; Huang, 2001; Liu, 1999;
Mongkolchai, 2000; Naba’h and Al-Shara’h, 2011; Nesselhauf, 2003; Phoocharoensil,
2011; Phoocharoensil, 2013; Yamashita and Jiang, 2010; Yumanee and Phoocharoensil,
2013) emphasized the influence of interlingual transfers on deviations of collocations.
The degree of congruence between the same collocational items in L1 and L2 can cause
L1 transfers (Nesselhauf, 2003). As Nesselhauf (2003) elaborated, if the pair looks or
sounds similar in both languages, negative L1 transfer is less likely to occur. As he
exemplified, since build a house and ein Haus bauen (a house build) shared the same
vocabulary items, the L1 transfer had a positive effect because German learners did not
misuse the collocation. On the other hand, if two collocations do not consist of the same
vocabulary items, negative L1 transfer is more likely. As he showed, German learners
misused the collocation do homework by make homework because in German language
the word homework naturally occurs with make (Hausafgaben machen). In addition to
causing errors, Yamashita and Jiang (2010) reported that the congruence between the
same collocation items in L1 and L2 affected Japanese EFL learners’ performance on
the collocational test. When compared with native speakers of English, Japanese EFL
learners tended to take longer time and make more errors when they responded to

incongruent collocations.
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The same phenomenon also occurs everywhere. Boonyasaquan (2006;
Detdamrongpreecha, 2015; Mongkolchai, 2000; Phoocharoensil, 2011; Phoocharoensil,
2013; Yumanee and Phoocharoensil, 2013) discovered that Thai EFL learners often
produced collocations based on word-for-word translation, and this approach resulted
in negative L1 transfer. As Phoocharoensil (2013) exemplified, Thai students often
omitted the preposition after verb + preposition collocations such as omitting /o after
listen and omitting of after fake care because the Thai verb fuy - listen fo and duulee -
take care of do not need to be followed by a preposition before the object. Frequently,
they added an unnecessary preposition. For instance, they added ar between the verb
and the adverb there such as stayed at there, worked at there, and arrived aft there
because in Thai thii nan can be translated as at (thii) and there (nan). In fact, they often
incorrectly selected prepositions due to translations. Examples include using fired from
in place of tired of and close with in place of close to.

Intralingual transfers have an equal chance to generate collocational errors
in EFL learners. Interestingly, several studies (Bhumadhana, 2010; Hong, et al., 2011;
Li, 2005, Wangsirisombat, 2011; Yumannee and Phoocharoensil, 2013) found the
intralingual transfer was even more influential in their participants’ collocational errors
than the interlingual transfer. Among different categories of intralingual transfers,
synonymy strategy was most frequently reported (Fan, 2009; Farghl and Obiedat, 1995,
Hama, 2010; Kuo, 2009; Li, 2005; Liu, 1999; Miyakoshi, 2009; Mongkolchai, 2000;
Phoocharoensil, 2011; Wangsirisombat, 2011; Yumannee and Phoocharoensil, 2013).
Synonyms are words with similar or close meaning. Errors caused by the use of
synonymy strategy are from choosing a synonym which does not belong to a
collocation. As the interview of EFL students in Hama’s study reported, students were
unable to choose the correct or appropriate component of the collocations from a list of
synonyms. For example, they were not sure about selecting round or circular to modify
face because the meanings of the two words are similar.

Besides synonymy, an approximation or approximate translation was also
one of the most important sources of errors in English collocations as reported by many
studies (Bhumadhana, 2010; Hong, et al., 2011; Li, 2005; Kuo, 2009; Wangsirisombat,
2011). As mentioned earlier, approximate translations look like word-for-word

translations from L1 to 1.2, but differently, the learners do not do exact translations but



40

incorrectly select an element of a collocation which “shares enough semantic features”
(Tarone, 1981, p. 491) or has the spelling or pronunciation similar to the target item
(Li, 2005). Bhumadhana (2010) and Kuo (2009) indicated that an approximation was
the most important source of collocational errors in their studies. Bhumadhana (2010)
revealed a series of examples caused by approximations as follows:

Approximate translations caused by semantic similarity. (The correct

sentence is in parentheses.)

- L ensure that it’s true. (I'm sure that it’s true.)
- Many packages are made to reveal easily. (Many packages are made to be
opened/resealed easily)

Approximate translations caused by spelling or pronunciation similarity.

- It maintains 15 pieces per box. (It contains 15 pieces per box.)
- The architecture designs how fo build my house. (The architecture decides

how to build my house.)

In addition to synonymy strategy and approximations, other strategies of
intralingual transfers can be the sources of collocational errors produced by EFL
learners. Among different strategies, avoidance and ignorance of rule restrictions were
influential sources of errors in many studies.

Avoidance did not cause errors directly but resulted in research findings in
many studies (Farghl and Obiedat, 1995; Huang, 2001; Koya, 2003; Naba’h and
Al-Shara’h, 2011; Boonyasaquan, 2006). Koya (2003) found that lower-proficient
learners tended to avoid using the target collocations by giving up responding to the test
whenever they did not know some of the target collocations. Huang (2001) indicated
that Taiwanese EFL learners frequently avoided restricted collocations and idioms.
Boonyasaquan (2006) revealed that Thai EFL learners also employed avoidance
strategies in their English translations due to insufficient collocational knowledge.

Ignorance of rule restrictions was the most important source of errors in the
studies by Li (2005) and Hong, et al. (2011). Li (2005) found that 45% of errors produced by
second-year EFL college learners in Taiwan were attributed to ignorance of rule restrictions.

Similarly, Hong et al. (2011) reported that 59.60% of the verb-noun collocational errors
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errors produced by Malaysian school students were caused by the ignorance
of rule restrictions, followed by approximations. In particular, almost all errors of
prepositions were significantly affected by this source of errors. When a verb is used with a
particular preposition, EFL learners tended to overlook collocational restrictions and use the
same linguistic element, usually the preposition, of a particular structure earlier acquired.

In addition to the influential sources of errors mentioned above, other
strategies also caused a small number of collocational errors. These were false concept
hypothesized (Hong, et al, 2011; Li, 2005), overgeneralization (Li, 2005;
Phoocharoensil, 2011), lack of cultural awareness (Detdamrongpreecha, 2015; Huang,
2001), paraphrasing (Farghl and Obiedat, 1995), and word retrieval and appeal for
assistance (Wangsirisombat, 2011).

As the most problematic type of collocations, verb collocations were further
investigated in a few studies to explore their sources of errors (see Bhumadhana, 2010;
Hong, et al., 2011; Khittikote, 2011; Miyakoshi, 2009). Table 8 lists the studies, the

subjects, the verbs, and their sources of errors.

Table 8 List of research studies in errors in verb collocations

Researcher(s) Subjects Verbs Sources of errors
Bhumadhana 155 Thai EFL Verb +noun 37.66% approximations
(2010) university students collocations with 18 35.82% no or incomplete

in the English
program.

Of these 155
students, 72 were
second-year level;
83 were third-year

level.

academic verbs:
achieve, affect,
assume, create,
design, enable,
ensure, establish,
identify, indicate,
involve, maintain,
occur, publish,
remove, require,

reveal, and seek.

responses

0.38% ignorance of rule
restrictions

7.67% use of synonyms
4.24% negative transfer
3.11% false concept
hypothesized

2.12 overgeneralization
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Researcher(s)

Subjects

Verbs

Sources of errors

Hong, et al.
(2011)

A corpus from 130
English essays
written by 872

Malaysian students

Verbs appearing in

130 essays

59.60% ignorance of rule
restrictions

21.19% approximations
9.60% L1 transliteration
5.63% false concept
hypothesised

2.32% language switch 1.66%

overgeneralization

Khittikote (2011)

50 advanced Thai
EFL learners at an
level in second-vear
level in a master of
Arts, English for

careers

20 verb collocations
in English for

business

No investigation

Miyakoshi (2009)

60 Japanese graduate
and undergraduate
students at the
University of

Hawai‘i at Manoa

66 verb + noun
collocations with
English light verbs:
be/become, do,
have, take, get,

give, receive, make

(1) Inappropriate paraphrases;
(2) Misuse of light verbs; (3)
Interference of the native
language Japanese; (4) Blending
two collocations with similar
meaning; (5) Mistakes by using
morphological synonymy; (6)
Use of words other than verbs;
(7) Inserting unnecessary
articles, particles and
prepositions between verbs

and nouns; (8) Mistake in
distinguishing intransitive and
transitive verbs; (9) Creating
collocations from compound
nouns;

(10) Misunderstanding actor-
patient relations of verbs; and

(11) Phonological errors.
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The table overall reported that approximations (Bhumadhana, 2010; Hong,
et al., 2011), ignorance of rule restrictions (Hong, et al., 2011), and inappropriate
paraphrases (Miyakoshi, 2009) were most important sources of errors in verb
collocations. Interestingly, Thai students in Bhumadhana’s study did not provide or
partly provide full responses in the collocational test at a second highest rank following
approximations. They avoided completing some test item if they did not know or were
unsure of the verb given. Interestingly, L1 transfer and synonym use had little influence
on errors in verb collocations when they were investigated separately from other types
of collocations. It was shown that these two sources accounted for errors made by
students in Bhumadhana’s study and Hong et al’s study at the rates of less than 10%.
Also, Miyakoshi (2009) reported that L1 interference and synonymy were not ranked as
the most important sources of verb errors. Instead, they ranked third and fifth,
respectively.

4. Development and acquisition of collocational knowledge

Even though there have been numerous research studies exploring errors
and sources of collocations in various groups of L2 learners, a few research studies have
investigated L2 learners’ collocation acquisition or development of collocational
knowledge at different stages of language learning. Gitsaki (1996; Koya’s, 2003,
Ebrahimi-Bazzaz, et al., 2014) and Siyanova-Chanturia’s (2015) studies were ones of a
few.

Gitsaki (1996) attempted to reveal patterns or orders of acquisition/
difficulty/ accuracy of collocations of English learners in the same Greek junior high
school. Three types of test tasks including an essay, a translation, and a blank-filling
task revealed important findings. An essay writing task indicated that higher proficient
learners significantly produced more types of collocations than learners in lower
proficiency, and the absent types were more of fixed phrases or infrequent types in
everyday English. Verb + noun collocation was one of the absent types in learners’
essays which also caused difficulties to learners in all levels as informed by translation
data. While grammatical collocations were easier for translation than lexical
collocations, grammatical collocations with a preposition were more difficult to
translate than collocations with an infinitive as prepositions tended to cause L1

interference. The blank-filling test reported that learners were more accurate when their
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proficiency was higher. The results concluded that maturation including ages and
proficiency levels affected collocational development, while difficulties in learning or
acquiring collocations largely resulted from semantic complexity of collocations. That
is, collocations with idiomatic meanings were more difficult to learn and acquire.

Koya (2003) conducted a study to examine collocation acquisition at
different stages of language learning in 93 first-year university students in Japan.
Twenty-six verb-noun collocations used for general purposes such as break the law,
play cards, and pass the exam were the target collocations. Of these, thirteen
collocations had equivalent Japanese phrases, while the rest did not. Using general
vocabulary knowledge as an independent variable, the study showed that the students’
knowledge of collocations with or without Japanese equivalent developed slowly and
steadily as their vocabulary knowledge becomes richer. However, the results might be
affected by lower-proficient students’ avoidance by giving up responding to the test
whenever they did not know some of the target collocations.

Despite its purpose to explore collocation acquisition at different stages of
language learning, the design of Koya’s (2003) study was still limited as it neither
consisted of a variety in the participants nor did it involve a length of time to see the
different stages of acquisition.

Ebrahimi-Bazzaz, et al. (2014) compared the differences of collocational
proficiency by years in undergraduate study. Two-hundred and twelve English-major
students whose L1 is Persian were requested to participate in a 50-item blank-filling
test. With the focus on verb + noun collocations, their study indicated that learners’
collocational proficiency improved through academic years. Additionally, learners with
two-year interval generally had significant difference in their scores for collocational
proficiency. These were first-year and third-year students’ scores and second-year and
fourth-year students’ scores, with an exception of third-year and fourth-year students
which were one-year different but had a significant difference in their scores.
Meanwhile, there were no significant differences between first-year and second-year
students’ scores and second-year and third-year students’ scores.

While the study by Ebrahimi-Bazzaz, et al. (2014) involved varied levels of
participants, Siyanova-Chanturia’s (2015), on the other hand, explored noun-adjective

collocation acquisition through English written by 36 Chinese beginner learners of L2
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Italian over a period of five months of an intensive course. Three exams were taken with
equal interval, approximately seven, 14 and 21 weeks into the course. Thirty-six
students’ 150-200 word compositions from three exams were compared in size and the
frequency of native-like combinations and of strongly associated collocations. The
results showed that even though the number of all noun-adjective collocations was about
the same with an increase throughout a five-month period, the Chinese learners after the
course significantly produced more native-like Italian combinations and a greater
number of strongly associated collocations which were more fixed phrased in nature.
While a five-month period may not be sufficient to predict learners’ future use of Ttalian
collocations, the study highlighted a positive influence of an immersion to an L2 country
to develop collocational competence.

5. Use of multi-word verbs

While many studies have been conducted to investigate knowledge and
errors of verb collocations including verb + preposition collocations, not many studies
directly used the term “multi-word verbs” in their study. These include the studies by
Phongphio and Schmitt (2006) and Siyanova and Schmitt (2007). While Siyanova and
Schmitt (2007) compared native- and non-native English speakers’ use of multi-word
verbs and one-word verbs through corpora and questionnaires, Phongphio and Schmitt
(2006) investigated how well Thai learners knew and learned multi-word verbs in four
dimensions (believed knowledge, receptive knowledge, semantic knowledge, and
strategies used).

Siyanova and Schmitt (2007) compared the occurrences of multi-word verbs
in spoken vs. written corpora of native-English speakers and in native- vs. non-native
English speakers’ corpora and compared the likeliness to use multi-word verbs based
on a questionnaire’ responses of 65 native English speakers and 65 advanced non-native
English speakers. The results from corpus analysis indicated that multi-word verbs were
more frequent in spoken than written discourses. While the frequencies of multi-word
verbs in the native- and non-native written corpora were about the same, non-native
speakers were more likely to use one-word verbs more than native speakers. The data
from the questionnaire which asked two groups of learners to decide between using a

multi-word verb and a one-word verb for the given context followed the similar trend.



46

That is, the non-native speaker participants were more likely to use one-word verbs but
less likely to use multi-word verbs when compared to the native speakers.

Phongphio and Schmitt’s (2006) study focused on semantic knowledge of
multi-word verbs. Twenty-one Thai undergraduate students from different fields of
study were asked to rate their own knowledge of 33 simple multi-word verbs such as
fill in and find out, do a multiple-choice test and translation test of the same verbs, and
rate the strategies they used in finding out the meanings of multi-word verbs. The data
from the self-rating questionnaire and the multiple-choice test showed little relationship
between their believed knowledge and receptive knowledge. However, their believed
knowledge was beyond their receptive knowledge as they rated their knowledge of the
verbs at 80% in average; their average multiple-choice score was at 55.4%. Meanwhile,
their translation test indicated that while they did not know the meanings of half of the
33 multi-word verbs in the multiple-choice test, they were able to provide the correct
meanings of 26 verbs when contexts were given. Important strategies they used in
finding out the meanings of multi-word verbs were discovery strategies including
guessing from text context, using a bilingual dictionary, and asking the teacher to
translate or to give a synonym and enhancement strategies including connecting multi-
word verbs to personal experience, taking notes in class, and analyzing verb and
prepositional or adverbial patticles.

6. Difficulties in using multi-word verbs

Due to the characteristics of multi-word verbs as mentioned earlier in this
chapter, using multi-word verbs was difficult to English learners for various reasons.
Siyanova and Schmitt (2007, p. 120) listed three difficulties of L2 learners in using
multi-word verbs as follows.

6.1 Being multi-word units which need to be recognized as single semantic
units, multi-word verbs are difficult to be recognized for L2 learners.

6.2 Some multi-word verbs, especially phrasal verbs, have idiomatic
meanings, and their meanings in L1 are incongruent to their idiomatic meanings in L2.
For example, brush up on your French refers to fo revise instead of directly referring to
to clean or to polish something. Due to this reason, L2 learners who rely on word-for-
word translations from L2 to L1 may get the meaning of some multi-word verbs

incorrectly.
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6.3 Some multi-word verbs are polysemous or have multiple meanings. For
example, bring up could mean ro carry something up, to nurture children, and to
mention. Due to the multiplicity, L2 learners who do not acquire all the varieties of
meanings may be confused with getting the appropriate meanings from L2 input.

These difficulties, as Siyanova and Schmitt (2007) reported, could cause L2
learners’ avoidance to use multi-word verbs. As their research which compared a native
speakers’ corpus and L2 learners’ corpus revealed, L2 learners used greater rates of one-
word verbs than multi-word verbs. Their self-reported questionnaires showed that they
were less likely to use the multi-word verbs than the native speakers at a significant
level. However, avoidance to use multi-word verbs could decrease by long-term
exposure to a natural L2 environment as they found that 1.2 learners with over 12-month
exposure to natural L2 environment had significantly lower preference to one-word
verbs. Yamashita and Jiang’s (2010) investigation on the acquisition of collocations by
L2 learners, with a special focus on the role of L1 influence, bolstered Siyanova and
Schmitt’s (2007) reports. Their study suggested that L2 collocations with L1 congruence
and L2 exposure positively affected the acquisition of L2 collocations, and noted that
the acquisition of incongruent collocations could be difficult even with a considerable
exposure to L2,

The earlier difficulties in using multi-word verbs were consistent to the
causes of advanced L2 learners’ failures to develop collocational competence as
reported by Henriksen (2013). These were insufficient exposure to L2 collocations, 1.2
learners’ tendency to focus on individual words and the idiomatic meanings of some

collocations.

Review of Research Instruments

A variety of research instruments were used for data collection by pioneer
studies. As Table 9 illustrated, a completion task or blank-filling task was the most
frequent source of data, followed by compositions, a multiple-choice task, a translation
task, a questionnaire, existing corpus use, email, and yes-no questions. Meanwhile, a
matching task, a sentence-building test, and a retrospective think-aloud protocol were

used with the lesser extent.
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Instrument

Researchers

Completion task

Bahns and Eldaw (1993), Detdamrongpreecha (2014),
Ebrahimi-Bazzaz et al. (2014), Farghl and Obiedat (1995),
Gitsaki (1996), Hama (2010), Huang (2001), Khittikote
(2011), Miyakoshi (2009), Mongkolchai (2000), Naba’h
and Al-Shara’h, (2011), Wangsirisombat (2011), and
Yamashita and Jiang (2010)

Compositions

Bhumadhana (2010), Chen (2002), Fan (2009), Gitsaki
(1996), Hong et al. (2011), Kuo (2009), Li (2005), Liu
(1999), Nesselhauf (2003), Phoocharoensil (2011),
Phoocharoensil (2013), and Siyanova-Chanturia (2015)

Multiple-choice task

Khittikote (2011), Koya (2003), Mongkolchai (2000),
Phongphio and Schmitt (2006), and Yumanee and
Phoocharoensil (2013)

Translation task

Boonyasaquan (2006), Farghl and Obiedat (1995), Koya
(2003), Phongphio and Schmitt (2006), and Yumanee and
Phoocharoensil (2013)

Questionnaire

Li (2005), Phongphio and Schmitt (2006), Siyanova and
Schmitt (2007), and Wangsirisombat (2011)

Existing corpora

Laufer and Waldman (2010) and Siyanova and Schmitt
(2007)

Email

Bhumadhana (2010) and Wangsirisombat (2011)

Yes-no questions

Detdamrongpreecha (2014) and Yamashita and Jiang
(2010)

Matching Koya (2003)
Sentence-building task Bhumadhana (2010)
Retrospective think- Hama (2010)

aloud protocol
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1. Completion task
A completion task, sometimes called a blank-filling task or a cloze test, was
used by many studies to measure cued production of collocations. Usually, the
researchers had target types of collocations to study. In most studies (e.g. Bahns and
Eldaw, 1993; Farghl and Obiedat, 1995, Gitsaki, 1996; Huang, 2001; Khittikote, 2011,
Miyakoshi, 2009; Naba’h and Al-Shara’h, 2011; Wangsirisombat 2011), participants
were given a sentence with a member of the collocation pair and were requested to fill
a collocate for it in a blank. Some studies provided choices (e.g. Hama, 2010), or the
first letter of the missing word was given as a cue (e.g. Detdamrongpreecha, 2014;
Ebrahimi-Bazzaz, et al., 2014).
2. Compositions
Of different types of compositions, an essay writing task was one of the most
frequent sources of data. The common purpose of using compositions was to reveal the
frequency of various types of collocations used by the participants from free language
production. Generally, participants in these studies (e.g. Bhumadhana, 2010; Gitsaki,
1996; Hong, et al., 2011; Kuo, 2009; Li, 2005; Phoocharoensil, 201 1; Phoocharoensil,
2013; Siyanova-Chanturia, 2015) were requested to write an essay for a given topic with
some length. Meanwhile, other types of compositions were story telling (Bhumadhana,
2010) and reporting a crime to the police based on pictures (Fan, 2009).
3. Translation task
A translation task was also used by several studies of which the purpose was
to study the influence of participants’ L1 on the production of collocations and other
sources of collocational errors. Most studies (e.g. Bahns and Eldaw, 1993; Farghl and
Obiedat, 1995; Koya. 2003; Yumanee and Phoocharoensil, 2013) requested participants
to translate collocations from L1 into L2. If some L2 collocations were chosen, they
usually have equivalent collocations in learners’ L1. Meanwhile, other studies requested
participants to translate a long-length article (e.g. Boonyasaquan, 20006). Or else, if the
focus of the study was on semantic knowledge of collocations (e.g. Phongphio and

Schmitt, 2000), participants were asked to translate from L2 collocations into their L1.
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4, Multiple-choice task
A multiple-choice task was usually used to elicit receptive production of the
target collocations. In most studies, participants were usually required to choose the
correct collocations from distracters which were synonymous words (Khittikote, 2011;
Koya, 2003 Mongkolchai, 2000; Yumanee and Phoocharoensil, 2013). Meanwhile, in
other studies which focused on semantic knowledge of collocations, the participants
may need to identify a word with different meanings from others and the provided
collocations (Phongphio and Schmitt, 2006).
5. Questionnaire
While a questionnaire was usually used to survey participants’ demographic
information, pioneer research studies also used it for different purposes. By using a
questionnaire, some studies asked participants about the strategies they used when
learning or producing collocations (e.g. Phongphio and Schmitt, 2006; Wangsirisombat,
2011), measured their believed collocational knowledge, (e. g. Phongphio and Schmitt,
2006), asked them to rate the likeliness of using collocations or multi-word verbs (e.g.
Siyanova and Schmitt, 2007), or rank the most difficult types of collocations (Li, 2005).
6. Existing corpora
Some researchers (e.g. Laufer and Waldman, 2010; Siyanova and Schmitt,
2007) used existing corpora to compare the frequency of occurrences of the target types
of collocations used by native speakers and non-native speakers.
7. Email
Writing emails could be another form of compositions which also elicits free
language production. The purpose of using email as a writing task is to reveal the
frequency of the target types of collocations used by participants. Some researchers may
request the participants to write an email for an assigned situation (e.g. Bhumadhana,
2010) or to write an email correspondence (e.g. Wangsirisombat, 2011).
8. Yes-no questions
In yes-no questions, participants were requested to judge whether the
collocations given were appropriate or acceptable collocations (e.g. Detdamrongpreecha,

2014; Yamashita and Jiang, 2010).
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9. Matching
In Koya’s (2003) study, a matching activity was used to measure receptive
vocabulary knowledge. The participants were asked to match the given words with their
definitions.
10. Sentence-building task

Bhumadhana (2010) used a sentence-building task to elicit the
participants’ productive knowledge of the target collocations. The participants were
asked to write a sentence from a word given then identify the part of speech of that word.

11. Retrospective think-aloud protocol '

Generally, a think-aloud protocol is a form of interview which is
conducted at the same time during a test task. The interviewee is asked to express their
thoughts emerging during the process of the task completion. The interview is usually
audio-recorded for data analysis to reveal the mental process during the task. For a
retrospective think-aloud protocol, Hama (2010) conducted an interview two days after
a sentence completion test to explore the reasons behind their answers.

To conclude, the pioneer studies in collocational errors congruently
revealed that verb collocations were the most difficult features in EFL learners in
different countries. It was reported that L1 transfer and synonym use were the most
important sources of collocational errors in most collocational studies. However, when
the verb + preposition collocations were specifically investigated, the results were
inconsistent.

In addition, research on verb collocations is still lacking in two main
dimensions. Despite being frequently reported as the most problematic collocations in
general, verb + preposition collocations have rarely been explored thoroughly to
understand the extent to which EFL learners can use them. Moreover, there has been
little research conducted to reveal different dimensions of use of verb + preposition
collocations or multi-word verbs in different levels of students.

Due to these reasons, the current study was designed to provide an insight
into various dimensions of English multi-word verbs used in academic English. Through
quantitative and qualitative research methods, the study attempted to study the
knowledge and use of multi-word verbs of Thai EFL university learners, to understand

why they used them incorrectly, and to reveal their perceived difficulties in using multi-
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word verbs. Two levels of university students majoring in English were selected as the
target participants in order to study their development of knowledge in multi-word verbs
in academic English. They were first-year and third-year English-major students in
Bachelor’s degree in a Thai university. They were tested for their knowledge and ability
to use academic multi-word verbs, and their errors made were analyzed to identify the
most to least difficult items, as well as the sources of errors. Then, a retrospective and a
semi-structured interview were conducted to reveal their reasons behind their answers

and their perceived difficulties in using English multi-word verbs, respectively.



CHAPTER I1I

RESEARCH METHODOLOGY

This study aimed at exploring the use of multi-word verbs in academic English
by Thai university students of English. This chapter discussed important issues related
to research methodology as follows.

Population and Sample

Research Design

Research Procedures

Research Instruments

The Validity of Research Instruments

The Reliability of the Instruments

Data Analysis

Pilot Study

Population and Sample

Initially, the target population of the present study were English majors in two
Bachelor’s degree levels and a Master’s degree level who were studying at Naresuan
University during the second semester of the year 2014 (from January 2015 to May
2015). They were first-year and third-year students in Bachelor’s degree and first-year
students in Master’s degree. However, since the number of students in Master’s degree
level decreased due to students’ dropouts, a statistical comparison across three groups
was not possible. Thus, they were unfortunately excluded from the current study.

The two groups of students were purposefully selected in order to represent
different levels of ability in using multi-word verbs over a period of time in higher
education. Students in the second-year and forth-year levels in Bachelor’s degree were
excluded from the study due to the concern that their adjacent levels may not provide a
distinctive result. As supported by research findings of Ebrahimi-Bazzaz, et al. (2014)
and Gitsaki (1996), the development of collocational knowledge is significant with at

least two-year difference. Hence, while first-year students represented high-school
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leavers, third-year students represented students in the middle way in Bachelor’s degree,
who were going to participate in an internship within a year.

The target population of this study was English majors in two Bachelor’s
degree levels who were studying at Naresuan University during the second semester of
the year 2014 (from January 2015 to May 2015). They were 58 first-year students and
64 were third-year students. However, due to some students’ resign (2 first-year
students) and absence (4 first-year students: 8 third-year students) from the class by the
time of the study, the test respondents consisted of 52 first-year students and 56 third-
year students, which equaled 89.66% and 87.50%, respectively.

As Table 10 displays, the maximums, minimums, means of grade point
averages (GPAs) of the first-year and third-year participants were 3.91 and 3.86, 2.58
and 1.98, and 3.34 and 3.09, respectively. Three students from each group were selected

based on voluntary for interviews.

Table 10 Summary of participants and their grade point averages

Number GPAs
Group ) ¢
of participants Maximum Minimum Means
1%t yr 52 3.91 2.58 3.34
39N 56 3.86 1.98 3.09

Research Design

The study is survey research which investigated the differences between the
use of English multi-word verbs of university students in two different years of study:
first-year English majors and third-year English majors. The study employed a mixed-
method research design which combined “different kinds of inquiry designs and
different philosophical assumptions — within the same study or project” (Somekh and

Lewin, 2011, pp. 259-260) for a complementary purpose “to generate elaborated and

comprehensive understandings of complex social phenomena.” Based on Creswell and
Plano’s (2011) classification of mix-method research studies, the present study
employed an embedded design, which relied on both quantitative and qualitative data

collection and analyses. If one data set had a primary role. another data set had a
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secondary role, which might occur before, during, and/or after the data collection of the
primary data set. For this study, the major data set was from the quantitative data
collection from a test instrument; meanwhile, the secondary data set was from the
qualitative data collection, interviews, which were conducted immediately after the test

session.

Research Procedures

Three major processes were involved in the current study: 1) the extraction of
multi-word verbs, 2) test construction and validation, and 3) data collection and analysis.
After the multi-word verbs had been extracted from Coxhead’s Academic Word List
(2000), the test of the verbs was constructed and validated through a pilot study. Then,
the test was administered with two groups of students separately with the similar test
conditions. After the test, three participants from two groups of students were chosen
based on their voluntary. As the final step, the gathered data were analyzed to answer
the research questions. Figure 6 displays the procedures involved in the present research

in a diagram.

Test construction Data collection
Extraction of multi-word verbs and validation and amahsis
Coxhead's Academic Word List
-& Test construction Test Admizistration
Osxford Collocations
Dictionary 2009 s 1 . Quantitative data analysis
for \Wizdows Multi-word verbs Pilot study iat )
Concomtkisiug ssd Test revision Retrospective intenview
Corpus anahysis
{} Qualitive data anabysis
T-score
calculation

Figure 6 The research procedures of the study
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Research Instruments

Three major instruments will be used to collect the data for this study.

1. Test of English multi-word verbs

2. Scoring instruments

3. The Interviews (topics and sub-topics)

1. Test of English multi-word verbs

1.1 Test development
Before the construction of the test, the target multi-word verbs were

selected from Coxhead’s (2000) Academic Word List. Three selection procedures were:
dictionary consultation, concordancing and corpus analysis, and t-score calculation. As
the selection involved varied procedures, the details and the results were elaborated and
discussed in Appendix D as a preliminary study. As the result of that study (Inmanee

and Cedar, in press), thirty verbs were extracted as follows.

consist of contribute to  remove from derive from  concentrate on
participate in rely on focus on attribute to ~ submit to
adapt to benefit from  coincide with expose to transform into
dispose of occur to link to conform to  recover from
sum up exclude from compensate for  restore to reside in
quote as intervene in  shift to file for release from

Two major reasons accounted for why the verbs were selected from
Coxhead’s (2000) Academic Word List. One important reason was that the target
populations were university English-major students who had been continuously exposed
to English used in academic contexts. Another reason was a widespread acceptance of
the list.

The test of multi-word verbs consists of two parts: the sentence building
part and the sentence completion part. Throughout the parts, the specific terms which
could hint the answers such as multi-word verbs, phrasal verbs, collocations, or
prepositions were avoided.

The first part of the test is a sentence-building task. It was designed to

explore how the participants used English multi-word verbs in their written sentences.
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As seen in Figure 7, the sentence building test consists of a table of which the left column
lists the verb constituents of the target multi-word verbs, and the right column is left
empty. The students were requested to write a complete sentence from the given verb.
The directions were written in both English and Thai language to avoid a

misinterpretation of the test task.

Part I: Sentence Building Test

Directions: Write a complete sentence using the given verb.

mda: audmnlssTaafiauysnisndAimieiitinludasia 1 Usslaa

Verb Sentence
1 | consist

2 | contribute

Figure 7 The format of the sentence building part

The target prepositions were not given in order to ensure that the test
would elicit students’ true ability to use the verbs with the target prepositions and to
avoid hinting the answers for the next part of the test. As a result of such decision, there
was also an important limitation that students could also produce correct sentences
without using the target prepositions. However, the study could benefit from it as
students’ written sentences could reflect their familiarity with the target multi-word
verbs and reveal other sets of multi-word verbs they might use.

It should be noted that the sentence composition from the target word
may not be the best way to measure the depth of vocabulary knowledge (Read, 2000).
However, it can fulfill the sentence completion test in the lack of dimension of use since
students need to develop the context that the verb is appropriately used on their own.
Furthermore, while other composition tasks such as essay writing is one of the best ways
to elicit students’ breadth and depth of vocabulary knowledge, it may not perfectly serve
the purposes of the present study since there is a greater chance that students may not

use the target multi-word verbs in their essay.
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The second part of the test is the sentence completion task. As displayed
in Figure 8, the students were asked to complete a sentence with the provided verb with
any other word they thought it was necessary and define the meaning of the
combinations they fill in. The given sentences were selected and adapted from English
corpora embedded in an online concordancer, the Compleat Lextutor version 6.5, which
was developed by Tom Cobb in 1997. The program is freely available online at website
http://www .lextutor.ca/concordancers/ concord_e.html.

For each test item, only a stand-alone verb was provided for students to
examine whether they truly realized that the verb needs to be followed by a specific
preposition. Since this test task attempted to reveal their knowledge of multi-word verbs
or their ability to select the correct preposition for the provided verb, not the knowledge
of other grammatical features, the verbs provided in parentheses were in the correct
forms which did not need any changes due to a grammatical rule. Moreover, students
were asked to define the meaning of the verb in the Thai language in order to ensure
that students’ correct uses of prepositions were not from guessing. Also, their
translations would help the data analysis which was dealing with the interlingual

transfer.

Part IT: Sentence Completion Test
Directions: The given verbs in brackets are grammatically correct, but something in
sentences is missing. Use the given verb and other word(s) you feel are necessary to
complete the sentences in the first blank. Then, define or give the meaning of the

word(s) you filled in the Thai language in the second blank.

£
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Arau idnlunfradudesieiiumihfaibideslun gnasmsmdnaniign uazula

s o da g A .
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1. Use: Most of one-parent families (consist) a

mother  tryingto cope without a partner.

siebe b r vl

Meaning: winsiis

Figure 8 The format of the sentence completion part
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1.2 Test procedures

The two groups of students were tested separately in two different
occasions due to their different learning schedules. The test session lasted two hours in
a usual classroom setting. Sitting separately, the participants were given the sentence
building test papers first. Then, the researcher explained the directions, the structure and
the format of test, and informed the provided time of the test. Student participants were
requested to finish the sentence building test papers before they were given the sentence
completion test papers.

2. Scoring instruments
The test of multi-word verbs was scored by an answer key for the sentence
completion task and a scoring rubric for the sentence building task.
2.1 The answer key for the sentence completion task

The scores for the sentence completion task were given based on the
answer key (See Appendix B) which lists the correct prepositions needed to complete
the given verbs in sentences and the correct and acceptable meanings in the Thai
language.

As the answers of prepositions filled in the blanks had fixed single
answers, the scoring of this part was not sophisticated. The learners would score 1 for
the correct preposition use and 0 for the incorrect preposition use; meanwhile, other
grammatical accuracy was not taken into consideration. After the scores were given,
these numbers were later tabulated for data analysis.

Meanwhile, the scoring of the meaning part was based on the
definitions derived from a bilingual English — Thai dictionary. The online dictionary
www.dict.longdo.com was used to provide the main answer key for scoring of this part
because it also provides the definition of a verb + preposition collocation as a multi-
word unit in the Thai language, not as separate word items. Also, the students’ answers
were further considered by the research author whether some of their answers were
acceptable and appropriate for the given context. If the students’ answers on meanings
are correct and acceptable based on the answer key, they would equally score 1. If not,

they would score 0.
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2.2 The scoring rubric for the sentence building part

Since the sentence building task requested the students to write a
sentence for a given verb to measure their collocational knowledge as well as semantic
knowledge and grammatical knowledge, it may be inappropriate for simple scoring such
as giving 1 or 0 as correct and incorrect. Hence, there was a need for the development
of a rubric with the validity and reliability.

From literature review, there have been a very few instruments which were
developed to measure a gain in the productive knowledge of a selected target word through
a sentence building task. One of a few was the Vocabulary Knowledge Scale (VKS)
proposed by Paribakht and Wesche (1996) which was attempted to measure “the knowledge
of particular vocabulary items acquired by learners as a result of encountering the words in
texts” (Read and Chapelle, 2001, p. 30). The scale consists of two sub-scales: A self-report
scale for measuring the vocabulary familiarity of a test-taker and a sentence rating scale.
The current study adapted two scoring categories from the latter scale. As seen in Table 11,
the left column lists the original scoring categories, while the right column lists the adapted

scoring categories which were used for the pilot study.

Table 11 The comparison of the vocabulary knowledge scale scoring rubric and

the present study’s rubric

The scoring rubric of VKS The adapted scoring rubric
Scores Meaning of scores Scores Meaning of scores
] The word is not familiar at all. 0 The verb is not used with
2 The word is familiar, but its meaning appropriateness or is not
meaning is not known. used as a verb.
3 A correct synonym or translation
is given.
4 The word is used with semantic 1 The verb is used with meaning
appropriateness in a sentence. appropriateness in a sentence.
5 The word is used with semantic 2 The verb is used with meaning
appropriateness and grammatical appropriateness and grammatical

accuracy in a sentence. accuracy in a sentence.
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As seen in Table 11, the scores from 1 to 3 were excluded from the
rubric for scoring written sentences as the criteria, word familiarity (score 1) and
semantic knowledge of individual words (score 2 and 3), were specifically measured by
the sentence completion task. Whereas, the criteria for score 4 and 5 were adapted as
they met the present study’s purpose to reveal what the research question 2 asked: how
do these learners use English multi-word verbs in their written sentences? If the students
could use the verb with the target preposition with semantic appropriateness (the context
of their sentence serves the meaning of the target verb and preposition), they would
score 1. If they could use it with semantic appropriateness and a grammatical accuracy
in a sentence, they would score 2. However, they would score 0 if the given verb in their
sentence did not function as a verb, or if their sentence lacked semantic appropriateness
(even if the verb was used with the target preposition with a grammatical accuracy).
Figure 9 shows how the three scores were applied into the rubric for scoring students’
written sentences. The upper table indicates the scores and their meanings. The lower
table lists the test item number (column 1), the target verb (column 2), the student code
who wrote the sentence (column 3), the sentence (column 4), and the three scores

(column 5, 6, 7).

0 | The verb is not used with meaning appropriateness or is not used as a verb.

1 | Theverb is used with meaning appropriateness.

2 | The verb is used with meaning appropriateness and grammatical accuracy.

Item Verb Stu. Written sentences Scores
No. No. 0|1 2
1 | consist 1 | The subjects consisted of 20 Thai v
students.
2 | This sentence consist of two verbs v
3 | Thebuilding consists of 5 rooms. v

Figure 9 A rubric for scoring written sentences
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Two native speakers of English, one American English speaker and one
British English speaker were requested to be the scorers of students’ sentences. Then,
the average score of each sentence is calculated. To ensure the validity and the reliability
of the rubric, the pilot study was conducted, and the scorers were asked to score
students’ sentences from the pilot study which would be elaborated in details later in
this chapter.

3. The interviews
3.1 Interview development

In general, an interview can enhance the depth of the study and to obtain
more complete data (Isaac and Michael, 1982). Especially, it is an effective instrument
of a research study which aims at understanding participants’ perceptions and revealing
“how participants come to attach certain meanings to phenomena or events” (Berg,
1995, p. 35). Thus, after the test was administered, one-on-one interviews were set to
provide supplement data for the current study to answer research questions 3 and 4: the
sources of errors in their use of English multi-word verbs and the perceived difficulties
of using this group of verbs. The interviews were conducted in the Thai language to
encourage students’ responses and reduce the effects of language barrier.

In order to answer two research questions, the interview consisted of
two parts: a retrospective interview and a semi-structured interview. The first part was
a retrospective interview which is a post-event verbal report which helps reveal
participants’ cognitive process and thoughts during task completion (Phakiti, 2014).
This interview method is more advantageous than thinking aloud protocol which is
concurrently conducted with a task in that it does not interrupt a participant’s flow of
thought on task. However, with this interview method, interviewees may not reflect their
exact cognitive activities during task completion but rather reconstruct their thoughts
which they may not be aware of on task. To gather the most accurate data as possible,
Phakiti advised that the interview session must be conducted immediately after the task.

The retrospective interview was used to reveal sources of errors in using
the multi-word verbs. Immediately after the test session, three volunteers from each
group of participants were individually interviewed to examine the thoughts and reasons
behind their answers. The interview focused on the completion of the blank-filling test.

The researcher-interviewer went through each test item. If the answer (the preposition)
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of some test item was incorrect, the interviewer asked why the interviewee decided to
use the preposition with the given verb as they did.

After the retrospective interview, a semi-structured interview was
conducted to reveal students’ perceived difficulties in using English multi-word verbs.
Also known as a semi-standardized interview, this type of interview is guided by
“predetermined questions and/ or special topics™ (Berg, 1995, p. 33). According to
Arksey and Knight (1999, p. 5), in contrary to a structured interview of which detailed
questions are initiated before the session, “semi-structured interviewing starts with
broad and more general questions or topics.” Instead of following the interview schedule
strictly, the interviewer acts as a guide asking close and open questions under topics and
sub-topics prepared. Based on the interviewer’s judgment, improvisation and digression
are allowed in order to draw out the most complete stories from the interviewee (Arksey
and Knight, 1999; Berg, 1995).

To elicit learners’ difficulties, the following topics and sub-topics of the

semi-structured interview were plotted based on literature.

Interview Topics and Sub-topics
1. Learners’ conception of multi-word verbs
1.1 Learners’ conception of different types of multi-word verbs: phrasal
verbs and prepositional verbs
2. Learners’ familiarity in multi-word verbs appearing in the test
2.1 Examples of multi-word verbs known by the learners
3. Learners’ exposures to multi-word verbs
3.1 Means of exposures
3.2 The extent of exposures
4, Learners’ difficulties in using multi-word verbs
4.1 Use of multi-word verbs in everyday life
4.2 Use of multi-word verbs in formal instruction
4.3 General difficulties in using multi-word verbs

4.4 Conceptions of the difficulties of using multi-word verbs

compared to single-word verbs

Figure 10 The semi-structured interview: Topics and sub-topics
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The interview was led by questions which attempted to elicit learners’
understandings and conception about multi-word verbs, followed by familiarity in and
exposures to multi-word verbs in order to ensure if the students had known about the
subject matter we were going to talk about. After that, they were asked to narrate their
use of multi-word verbs in everyday life and in formal instruction, followed by what
they saw as difficulties in using multi-word verbs and what they thought about using
multi-word verbs compared to single-word verbs.

3.2 Interviewing procedures

Three students from each group were selected based on their voluntary.
Before the interview, the interviewer took a few minutes for a small talk to establish a
comfortable relationship and rapport (McMillan and Schumacher, 1997). Then, the
interviewer introduced herself and informed the interview purposes, the format of the
interview, approximate interview timing (10-15 minutes), and means to contact the
interviewer, The terms of confidentiality that the interviewee’s identity would be
reported under a pseudonym was emphasized. Then, the volunteer was asked to fill a
form of participation agreement (see Appendix A). The interview was audio-recorded
if the volunteer agreed to do. If not, his or her answers would be noted instead.
The audio file would be sent via e-mail depending on his or her wish. Finally, the
interviewer asked if the interviewee had any questions before moving to open- and

closed- questions related to the prepared topics and sub-topics.

The Validity of Research Instruments
1. Quantitative validation
For a quantitative research design, validity means that “the scores received
from participants are meaningful indicators of the construct being measured” (Creswell
and Plano, 2011, p. 210), or “the degree to which the test is capable of achieving certain
aims” (Isaac and Michael, 1981, p. 120). In other words, for a test to be valid, it needs
to measure what the researcher says it measures (Sapsford, 2007). Sapsford (2007, p. 107).

(17

gave a practical means to increase test validity by “careful attention to question phrasing
and ordering, to minimize the likelihood that the answer is affected by factors other than
those which we are trying to measure.” Meanwhile, Creswell and Plano (2011)

suggested that other external sources including statistical procedures or external experts
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could foster the validity. The present study relied on external experts for the validation
of the test instrument. Prior to the pilot study, the test of multi-word verbs were
validated by an examination by three experts so as to ensure that the test was reasonable
and appropriate for an assessment of students’ ability to use English multi-word verb.
These experts were three Thai lecturers and two native speakers of English (see
Appendix C). All of them had experienced teaching English majors in university levels,
and the Thai lecturers were teaching students in graduate levels. They were asked to
determine the face validity — judging by how a measure looks (Sapsford, 2007) of the
test whether the test could serve the test’s purposes and provide recommendations on
the test. Whereas, the two native speakers of English examined the language used in the
test and were asked to answer the sentence completion task in order to recheck the
accuracy of the answer key.

The test papers as well as a test validation instrument (see Appendices A
and C) which informed the purposes of the test and the evaluation forms were given.
Overall, the examination by three experts indicated that: 1) the directions of the test
were clearly written and easy to follow, 2) the directions could help elicit the responses
for the purposes of the test, and 3) the test format was appropriate. Meanwhile, other
comments and recommendations were:

1.1 The blanks given for the sentence building task may not be enough for
long sentences.

1.2 The composition of 30 sentences may cause respondents’ boredom and
make them give up on the task.

1.3 Other verb items which are not followed by a preposition may be added
for distracting respondents from guessing what kind of words are needed in the blanks
after they have answered the first test items correctly.

The test was revised in response to some recommendations if possible and
appropriate. Especially, the blanks of the sentence building task were widened, and the
sentences in the sentence completion task were revised based on two native English
speakers’ suggestions. However, the inclusion of more verbs was not possible because

with more verbs, the sentence building task might cause more workload and boredom.
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2. Qualitative validation

Qualitative validity focuses on the credibility and accuracy of the account
provided by the researcher and participants (Creswell and Plano, 2011). Despite noting
that qualitative validation does not involve a simple and straightforward process like
quantitative validation, Creswell and Plano (2011) suggested some general strategies to
foster qualitative validity including member-checking, triangulation, disconforming
evidence, and/or external auditors. For this study, the validity was fostered by
triangulation as well as member-checking allowance.

Triangulation focuses on the collection of various data sources and
individuals. The present study collected data from three interviewees from two groups
of study, and the interview data were also used to explain some quantitative results.

Member-checking refers to interviewees’ examination of their own
accounts. For this study, member-checking is optional. Although audio-recording is a
method which did not allow the distortion of raw data, audio-scripts were also sent to
some interviewees who needed a recheck of their account. For the interviewees who did
not wish an audio-record of their response, their noted answers were read aloud for them

both during and after interviewing to check the accuracy of their answers.

The Reliability of the Instruments

1. Quantitative reliability
Test reliability refers to “the accuracy (consistency and stability) of
measurement by a test” (Isaac and Michael, 1981, p. 125). It measures “the extent to
which the results are similar over different forms of the same instrument or occasions
of data collection” (McMillan and Schumacher, 1997, p. 178). The validity and
reliability of an instrument are significantly connected as an instrument cannot be valid
unless the resulting scores are reliable (Alasuutari, Bickman and Brannen, 2008). Hence,
the higher reliability results in the higher validity (Isaac and Michael, 1981). According
to Isaac and Michael (1981, pp. 123-124), test reliability can be tested through several
means, such as test-retest, alternate-forms (using two parallel forms of the same test),
and split-half (dividing the items of the test independently into two equivalent halves).
For this study, the scale reliability was analyzed for their internal consistency or

Cronbach’s Alpha coefficient.
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Cronbach’s alpha is a statistical device developed by Cronbach in 1951.
According to Alasuutari, Bickman and Brannen (2008, p. 278), the coefficient alpha
refers to “the average inter-item correlation, quantifies the internal consistency within a
test and is appropriate for multiple-item measures that measure a single common
construct.” Cronbach’s alpha reliability coefficient usually ranges between 0 and 1.
An instrument has a greater reliability if the value is close to 1. However, other scale
features including a short test length, lower number of questions, and poor relatedness
between items could affect the lower value of alpha (Tavakol and Dennick, 2001).

Generally, the acceptable values of alpha range between 0.7 to 0.9 (Tavakol
and Dennick, 2001). George and Mallery (2003, p. 231) interprets the alpha values as
different qualities of the scale reliability: o> 0.9 = excellent, o. > 0.8 = good, 0.> 0.7 =
acceptable, o. > 0.6, questionable, o. > 0.5 poor, and o < 0.5 = unacceptable.

For this study, the coefficient alpha was used to reveal the reliability of the
scoring results from the test of multi-word verbs in the sentence completion test task
(filling prepositions and defining meaning of verb + preposition used) and from the
rubric scoring students’ written sentences.

According to the scores the students earned from the test of multi-word
verbs, determined separately by three types of scores: providing the correct preposition
(Type P), providing the correct or acceptable meaning (Type M), and providing both the
correct preposition and the correct or acceptable meaning (Type PM). A statistical
package was used to reveal the Cronbach’s Alpha reliability coefficient for this study.
The results showed that the Cronbach’s alphas for three types of scores from 30 items
including, type P, type M, and type PM were 0.893, 0.837, and 0.866, respectively,
which can be interpreted as a good (0. > 0.8) level of reliability based on George and
Mallery (2003).

Meanwhile, the scores from students’ sentences from two native speakers
of English were calculated to obtain the inter-rater reliability of the sentence-scoring
rubric. The Cronbach’s alpha coefficient value of the scoring rubric equals 0.893, which
can be interpreted as a good (0. > 0.8) level of reliability based on George and Mallery

(2003).
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2. Qualitative reliability

In contrary to quantitative reliability which can be derived from a numerical
calculation, qualitative reliability relies on trustworthiness of the coding (Flick, Kardorff
and Steinke, 2004). Prior stages to enhance qualitative reliability of the interviews were
using a good-quality audio recorder and transcribing the record (Cresswell, 2013).
For the coding reliability, two types of coding reliability include the intercoder and
intracoder reliability (Hoonaard, 2008). While intercoder reliability is processed by
independent coding of the same materials by two coders, intracoder reliability is
processed by the researcher’s consistent manner in coding. While the former is
particularly useful for content analysis, the latter contributes to analyses of verbal data
such as interview and focus group transcripts.

As qualitative data analyses are likely to fluctuate across different occasions
due to various factors such as carefulness, mood, noise, and fatigue (Chen and Krauss,
2004), an intracoder data analysis was employed to foster the reliability of the interview
results. The first analysis and the final analysis were conducted with a two-week
interval. This method helped decrease inconsistency which might arise from data

analysis and increase the intracoder reliability.

Data Analysis
Table 12 provides an overview for the current study by drawing the relationship
between research questions, instruments used for each research questions, as well as

data analysis for the research instruments.

Table 12 Research questions, instruments, data analysis

Research questions Research Instruments Data analysis

1. To what extent are English 1. Test of English multi- 1. Quantitative data

majors in two undergraduate  word verbs (the sentence analysis

levels (first-year and third- completion task) (1) students’ scores
year students) able to use 2. The answer key from the test (Mean,
English multi-word verbs? Standard Deviation,

Frequency, Percentage)
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Research questions Research Instruments

Data analysis

1.1 To what extent do first-
year students majoring in
English score from the test of
multi-word verbs?

1.2 To what extent do third-
year students majoring in
English score from the test of
multi-word verbs?

1.3 What are the differences
between the scores of the
first-year students and those
of the fourth-year students,

majoring in English?

(2) Independent-samples
t-test

2.  How do these learners use 1. Test of English multi-
English multi-word verbs in ~ word verbs (the sentence
their written sentences? building task)

2.1 To what extent do they 2. the rubric for scoring
use the given verbs with the  written sentences
target prepositions in their

written sentences?

2.2 If the English majors use

the given verbs with the

target prepositions, to what

extent do they score from

their written sentences?

1. Quantitative data
analysis

(1) Frequency,
Percentage

(2 ) Chi-square test

3. What are the sources of 1. Test of ability to use

errors in their use of English  multi-word verbs in

multi-word verbs? academic English (the
3.1 What are students’ blank filling part)
variations of prepositions 2. aretrospective

used with the target verbs? interview

1. Error analysis:
quantitative and
qualitative data analyses
2. Qualitative data
analysis (Coding)
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Table 12 (cont.)

Research questions Research Instruments Data analysis

3.2 Are there any variations
of verb + preposition
collocations influenced by
the interlingual transfer?
3.3 Are there any variations
of verb + preposition
collocations influenced by

the intralingual transfer?

4. What are the difficulties to 1. interview topics Qualitative data analysis
use multi-word verbs (Coding)
perceived by the first-year
students and the third-year
students, majoring in

English?

1. Data analysis for research question 1
1.1 To what extent are English majors in two undergraduate levels (first-
year and third-year students) able to use English multi-word verbs?

1.1.1 To what extent do first-year students majoring in English score
from the test of multi-word verbs?

1.1.2 To what extent do third-year students majoring in English score
from the test of multi-word verbs?

1.1.3 What are the differences between the scores of the first-year
students and those of the third-year students, majoring in English?

Data analysis for the research question 1 was conducted quantitatively
with various statistical devices employed. The scores from the test of multi-word verbs
in academic English were analyzed to measure students’ ability to use the target verbs
with the target prepositions. The scores of overall students’ ability to use the verbs
would be obtained from part 2 — the sentence completion test. There were three types of

scores in one item: using the correct preposition (type P), defining a correct/acceptable
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meaning (type M), and using the correct preposition and defining a correct/acceptable
meaning (type PM). The score for one item in every type was ranged from 0 to 1, which
respectively referred to a correct and an incorrect response. After individual students’
scores were obtained, they were recorded in Microsoft Excel as exemplified in Table

13.

Table 13 Score recording table for the test of multi-word verbs in academic English

Item No. 1. 2. 3 4. 5.

i}mde“t P M PM P M PM P M PM P M PM P M PM
0.

1. | 1 1
2. 1 0 0
34
Total
Percentage
X
S.D.

As illustrated in Table 13, the vertical column lists students’ numbers,
and the horizontal column lists item numbers from 1 to 30. One item column is divided
into P, M, and PM, which represent three categories of the scores each student received
from the sentence completion test. This table can conclude the extent to which students
are able to use each target multi-word verb in three dimensions including: an ability to
select the correct preposition for the given verb and a context (P), an ability to
understand the meaning of the verb (M), and the ability to use multi-word verbs with
the correct preposition and show an understanding of meaning (PM). The scores for P
and M columns were based on the answer key. For the PM column, the scores were
obtained from the scores for P and M together. To get 1, a student needed to answer
both P and M correctly. That is, students needed to fill in the correct preposition and to
correctly define the meaning of the verb and preposition they filled in. If one of P or M
was incorrect, they would score 0.

The scores for each item in three categories of the students within the
same university level were summed up separately to answer the research question 1.1
and 1.2, which investigated the extent to which students in two university levels scored

from the test classified by three types of scores. The answers were reported by
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descriptive statistics calculated by Microsoft Excel 2007. The statistical devices were
percentages (%), the means (X) and the standard deviation (SD). The numerical results
were ranked in order, from the highest to the lowest score, in order to explore the level
of difficulty of the target multi-word verbs for the two groups of students.

To answer the research question 1.3, “What are the differences between
the scores of the first-year students and those of the third-year students, majoring in
English?,” the statistical device independent samples i-test was used to compare the
average scores from the test between two groups of students. Independent samples t-test
is a statistical comparison which compares the average scores of the same variable
between two unrelated groups (McMillan and Schumacher, 1997). For the present study,
the independent variables include first-year English majors and third year-English
majors. The dependent variables were the three categories of scores (P, M, and PM) they
received from the test of multi-word verbs. The calculation reported whether the
students from two groups scored differently and if the difference was statistically
significant at p < 0.05. The results indirectly revealed students’ development of multi-
word verb knowledge over a period of time (2 years) in pursuing education in university
levels.

2. Data analysis for research question 2
2.1 How do these learners use English multi-word verbs in their written
sentences?

2.1.1 To what extent do they use the given verbs with the target
prepositions in their written sentences?

2.1.2 If the English majors use the given verbs with the target
prepositions, to what extent do they score from their written sentences?

Data analysis for the research question 2 was conducted quantitatively
with statistical devices including the frequency (f) and the percentage (%). For research
question 2, the sentence-building part from the test of multi-word verbs was analyzed
to explore the extent to which the students used the given verbs with target prepositions
and how well they used them in their written sentences. To analyze data for question
2.1, the number of sentences of which the given verb is used with the target preposition

(1), the number of sentences of which the given verb is not used with the target
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preposition or without a preposition (2), and the number of nothing written (3) were

counted and tabulated in Table 14 for data analysis.

Table 14 Table recording the frequencies of three types of the students’ written

responses for the sentence building test

(1) (2) 3)
Verb with target  verb with non- No written
[tem MWV preposition - tal.'g.et responses
No. preposition/ no
preposition
f % % [ %

1.  consist of
2. contribute to

The Chi-square test was applied to test the differences in the frequencies
of three types of responses to individual verb items of two groups of students. The 4
values obtained indicated whether the responses of two groups of students to individual
multi-word verbs were different at a statistical significant level of p <0.05 or not.

To analyze data for the question 2.2, the scoring rubric (see Figure 9)
was used to determine to what extent the students could score from using the target
multi-word verbs in their sentences. The scores range from 0 to 2. Score 0 was given for
a sentence of which the verb was not used with meaning appropriateness or was not
used as a verb. Score 1 was given for a sentence of which the verb was used with
meaning appropriateness (the raters could get the meaning form the sentence). Score 2
was given for a sentence of which the verb was used with meaning appropriateness and
grammatical accuracy.

The sentences were recorded into four separate tables including:
1) first-year students’ written sentences + using the verb with the target preposition,
2) first-year students’ written sentences + nor using the verb with the target preposition,
3) third-year students’ written sentences + using the verb with the target preposition,
and 4) third-year students’ written sentences + nof using the verb with the target

preposition.
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The sentences were scored by two native speakers of English, and the
average score for each sentence was calculated. The sum of average scores for all
sentences written for each verb item in (1) and (3) indicated an overall ability to use that

multi-word verb in written sentences of a group of students,

Table 15 Two raters’ scores for written sentences tabulated for statistical analysis

[tem Student Rater
Verb Written sentences _
No. No. A B X
1. Consist of 5 "The complete sentence consist 1 1 1
Subject+Verb +Object." Teacher
who say.

6 My father consists things by himself. 0 1 0.5

9 One week consits Mondy, Tuesday, 1 1 1
Wednesday, Thursday, Friday,
Saturday and Sunday.

10 Our classroom consist tables chairs, 1 1 1
computer, air condition, and loud
birds.
TOTAL 4.5

As exemplified in Table 15, four sentences written for the verb consist
of by third-year English majors were scored by two raters, rater A and rater B. The
average scores (X) for each sentence were calculated and summed up to indicate an
overall ability to use the verb consist of in written sentences of third-year English
majors. Therefore, the scores could get higher if the number of sentences written using
a given verb with the target preposition was higher and if these sentences were written
with grammatical accuracy and meaning appropriateness.

3. Data analysis for research question 3
3.1 What are the sources of errors in their use of English multi-word verbs?

3.1.1 What are students’ variations of prepositions used with the target
verbs?

3.1.2 Are there any variations of verb + preposition collocations

influenced by the interlingual transfer?
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3.1.3 Are there any variations of verb + preposition collocations
influenced by the intralingual transfer?

For the research question 3, students’ responses to the sentence
completion task of the test of multi-word verbs and the interview data were used to
identify the sources of errors based on the classification of sources of collocational
errors which Hong, et al. (2011) adapted from Richards (1974) and Tarone (1981) as
displayed in Table 16. The detailed descriptions of these strategies as well as examples

can be seen in Chapter 2 under the selection sources of collocational errors.

Table 16 Classification of sources of collocational errors

Types of Strategies Major categorizations Sub-categorizations

of sources of errors of sources of errors

a) L1 transliteration/L.1 literal
Interlingual Transfer translation

b) Language switch

Cognitive strategies a) False concept hypothesized
) b) Overgeneralization
Intralingual Transfer
¢) Ignorance of rule

restrictions

a) Approximation
Communicative - Semantic affinity
Paraphrase )
strategies - Morphological and

Phonological affinities

Source: Hong, et al.’s, 2011, adapted version from Richards, 1974; Tarone, 1981

The error analysis started from finding the deviate use of a multi-word
verb which was similar across different students within a group. The deviate use of each
multi-word verb (focusing on the position of a preposition which follows the verb) from
each group of students were recorded for their frequency (f) of occurrences as

exemplified in Table 17 and then analyzed for their sources of errors.
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Table 17 Group deviate use of preposition

Item Multi-word verbs Incorrect use of Multi-word verbs
15L-yr students kd 3".yr students !
1. Consist of consist 20 consist 16
consist with 13 Consist with 6

Then, error analysis of the deviate use of multi-word verbs started from
examining interlingual transfers first as it is usually reported as one of the most
important sources of collocational errors. As seen in the Table 18, the analysis was based
on the Thai translations the students gave in the sentence completion test task. Recorded
along with the non-target prepositions they provided for the test (column 2), students’
translations (column 5) were compared by the Thai translations of those prepositions
(column 4) based on Google Translate. Google Translate (URL: hitps://translate.
google.com) is a freely-available online franslator, which is not only popularly used
worldwide, but is also evaluated as the best free machine translator as by Hampshire
and Salvia (2010). It should be noted that even though Google Translate might be
inaccurate in translating sentences, the translations of prepositions in this study were
single-word translations which did not require a complex interpretation of multiple
words at a time. If one of the Thai translations of a non-target preposition appeared as a
part of students’ translations (as underlined in Table 18), the present study noted an

occurrence of the interlingual transfer for that variation.
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Table 18 Error analysis of multi-word verbs caused by interlingual transfer

Verbs Non- GG** _
) Students’ translations of
(+ target target translations
, (15 yr:3 yr) Verbs (+ other P’s)
P*’g) P’s of other P’s
link (to) with 18 fu/danflan/nna/  denloaiy/Aafuin/densde
(6:12)%*¥* ;
aa/ludow/v¥an My
goe/ i

*P  refers to preposition.
** (GG refers to Google Translate.
##% were the frequencies of a variation made by the first-year students per the third-year

students.

For the cases which were not caused by interlingual transfer, the study
relied on Hong, et al.’s (2011) descriptions of sources of collocational errors for error
analysis. Students’ responses from the retrospective interview were also analyzed to
identify the sources of errors.

4. Data analysis for research question 4
4.1 What are the difficulties to use multi-word verbs perceived by the first-
year students and the third-year students, majoring in English?

A semi-structured interview which was conducted along with a
retrospective interview revealed students’ perceived difficulties in using the target
multi-word verbs. The interview was audio-recorded and transcribed for data analysis.
The phrases, expression, or ideas found in students’ answers in common were grouped
into themes or codes (Cresswell, 2003, 2007; Kvale, 2007). As qualitative data analyses
are likely fluctuate across different occasions, to foster the reliability of the results for
this research questions, an intracoder data analysis, which involves two occasions of

analyses of the same set of data by one researcher, was employed.
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Pilot Study
A pilot study, or a feasibility study, is a pre-test or a tryout of a research
instrument (Baker, 1994). According to Isaac and Michael (1981, pp. 34-35), piloting
before the main study is essential due to numerous advantages as follows.
1. Preliminary testing of hypothesis
. Revealing unforeseen ideas, approaches, clues prior to the main study

. Checking of the planned statistical and analytical procedures

2

3

4, Reducing treatment errors

5. Saving time and monetary resources

6. Getting feedback leading to important improvements in the main study

7. Trying out alternative measures for the main study

For the present study, the pilot study aimed at determining the reliability of the
test instrument and the scoring rubric, pretesting the interview, and identifying
unforeseen problems prior to the major study. The study was conducted in March of the
year 2015 with English majors who were not the target subjects in this study but in the
same levels. According to Isaac and Michael’s (1981, p. 96) remarks on the sample size
of pilot study, “samples with N’s between 10 and 30” are practical due to “a quick,
convenient size with which to work” and “easy multipliers and divisors, facilitating
calculations.” Especially, this size is “large enough to test the null hypothesis, yet small
enough to overlook weak treatment effects.” Since the present pilot study was conducted
in students in the same levels as the target participants of the main study, the researcher
needed to find students from another university as participants. As the unfamiliarity with
the students might result in their reluctance to volunteer, monetary incentives had to be
given to encourage students to participate. Due to this limitation, the smallest yet
acceptable sample size of ten students was the choice of the pilot study.

A formal letter asking for students’ participation was sent to the Faculty of
Humanities and Social Sciences at Pibulsongkram Rajabhat University, ten English
majors in Bachelor’s degree agreed to participate in the pilot study. The test was
conducted at a classroom setting at the students’ university for their convenience with
two occasions: one with five first-year students and the other with five third-year
students. One student from each group agreed to volunteer further in the pretest of the

interview.,
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The test procedures were conducted steps by steps like those of the main study.
Before starting the test, the researcher introduced lherself, informed the purposes of the
study, elaborated the directions in the Thai language, informed the length of the test,
and asked if students had some questions. The students were given the sentence building
test papers first. After finishing them, they were given the sentence completion test
papers. The interview was conducted and recorded right after the test. After the data
were obtained, the reliability of the test and the scoring rubric were calculated, and the
interviews were transcribed for analyzing for the effectiveness and appropriateness of
questions used.
1. The reliability of the test instrument
The Cronbach’s Alpha cocfficient for the sentence completion task
(preposition filling) equaled 0.853 (N = 10), indicating that the scoring results’
reliability in this part was good (George and Mallery, 2003).
The Cronbach’s Alpha coefficient for the sentence completion task
(defining meaning) equaled 0.804 (N=10), indicating that the scoring results’ reliability
was good (George and Mallery, 2003).
2. The validity and reliability of the scoring rubric
After the data form the test in the sentence building part were obtained, the
rubric for scoring written sentences Was pretested by the use of two native speakers of
English (a British native and an American native) who were English lecturers at
Naresuan University. Before scoring, the raters were prepared based on some
procedures proposed by Bachman and Palmer (2001, p. 222) as follows.
2.1 Read and discuss scales together.
2.2 Review language samples which have been previously rated by expert
raters and discuss the ratings given.
73 Practice rating a different set of language samples. Then compare the
ratings. Discuss the ratings and how the criteria were applied.
7.4 Rate additional language samples and discuss.
All written sentences Were tabulated in the rubric (see Appendix B). Every
written sentence was scored by the two raters. Their scores for all sentences were then
calculated to identify the inter-rater reliability, which could be also obtained from

Cronbach’s alpha calculation. The calculation of the inter-rater reliability equaled 0.723
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(N = 2), indicating that the scoring results from the rubric were in an acceptable level
of reliability (George and Mallery, 2003).
3. Interview pretest

The interview consisted of two parts for two research questions. A
retrospective interview was conducted to reveal the sources of errors in their use of
English multi-word verbs, while a semi-structured interview was conducted to reveal
the perceived difficulties in using multi-word verbs. In the pilot study, the interview
topics and sub-topics were pretested to check whether they could reveal the learners’

perceived difficulties in using English multi-word verbs.

Interview Topics and Sub-topics

1. Learners’ conception of multi-word verbs
1.1 Learners’ conception of different types of multi-word
verbs: phrasal verbs and prepositional verbs
2. Learners’ familiarity in multi-word verbs appearing in the test
2.1 Examples of multi-word verbs known by the learners
3. Learners’ exposures to multi-word verbs
3.1 Means of exposures
3.2 The extent of exposures
4. Learners® difficulties in using multi-word verbs
4.1 Use of multi-word verbs in everyday life
4.2 Use of multi-word verbs in formal instruction
4.3 General difficulties in using multi-word verbs
4.4 Conceptions of the difficulties of using multi-word verbs

compared to single-word verbs

Figure 11 The semi-structured interview: Topics and sub-topics
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Two students (one first-year student and one third-year student) agreed to
participate in the one-on-one interview after finishing the test and agreed to a record of
their answers. Based on the interview schedule, the interview data revealed that the
extent to which each student shared their points of views on the difficulties in the use of
multi-word verbs were based on their own knowledge about the provided multi-word
verbs or other phrasal verbs. The lengths of interviews with these two students showed
that the student in the first-year level responded very little to the open- and closed-
questions based on the interview topics.

The interview lengths with one first-year student and one third-year student
were 4.43 and 7.53 minutes, respectively, which were shorter than the expected length
of 10 to 15 minutes. The shorter lengths of the interviews were due to students’ limited
knowledge about multi-word verbs or phrasal verbs and the length of the retrospective
interview. The first-year participant had a shorter interview as he had less knowledge
about the provided verbs and the other verb + preposition items as he did not know if
the verbs in the test had special characteristics, nor could he recall what multi-word
verbs or phrasal verbs are. The lengths of interviews also depended on the answers the
students responded to the test of multi-word verbs. If the students’ answers for
preposition fillings in the sentence completion test consisted of more correct items, the
retrospective interview was shorter as it attempts to ask about incorrect prepositions
used. Also, if a student responded by filling only the provided verbs without prepositions
identically across all items or filling nothing in the blanks, the retrospective interview
would be shorter because these kinds of responses showed that this student initially
lacked the knowledge of the provided verbs. The latter case occurred with the first-year
participant who did not provide any prepositions for the given verbs.

4. Problems found prior to the major study

Important limitations found in the pilot study were explored before the
major study was conducted. The following discovered weaknesses led to major
adaptations as discussed below.

4.1 Some sentences provided in the sentence completion test consisted of
difficult vocabulary; thus, the researcher replaced them with an easier synonym, or

changed the whole sentences based on a native-English speaker expert’s advice.
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4.2 For the rubric for scoring students’ written sentences, the meaning of
scores 0 to 2 were unclear to two native-English speakers. Therefore, they were
elaborated for the main study as shown in Table 19.

4.3 The interviewee had not known about the term “multi-word word,” so
there was a need to use a more familiar term “phrasal verb” in the interview.

4.4 There were some interviewer’s interferences during the interviews
including leaving short time waiting for the interviewee to respond and guiding the

interviewee’s responses.

Table 19 An adaptation of scores’ meanings

Score Pilot study Main Study
0 The verb is not used with meaning The verb is not used with meaning
appropriateness or is not used as a appropriateness or is not used as a verb.
verb.
1 The verb is used with meaning The verb is used with meaning
appropriateness. appropriateness. (Correct use of verbs in

terms of meaning, with some

grammatical issues in the sentence.)

2 The verb is used with meaning The verb is used with meaning
appropriateness and grammatical appropriateness and grammatical
accuracy. accuracy.

(Correct use of verbs in terms of
meaning, without some grammatical
issues in the sentence. Incorrect spellings

and punctuation are allowed.)

In summary, the present study was designed to provide an insight into
various dimensions of university students’ use of multi-word verbs used in academic
English. Through quantitative and qualitative research methods, the study attempted to
understand how multi-word verbs were used by Thai EFL university students. The next
chapter discusses the results of the current study from the data collection methods and

instruments as portrayed in this chapter.



CHAPTER IV

RESULTS

This chapter reported the results of the present study which aimed at
investigating Thai university learners’ use of English multi-word verbs in various
dimensions. The research findings were reported and sequenced by the order of four

research questions as follows.

Research findings for Research Question 1
1. To what extent are English majors in two undergraduate levels (first-
year and third-year students) able to use English multi-word verbs?

1.1 To what extent do first-year students majoring in English score from
the test of multi-word verbs?

1.2 To what extent do third-year students majoring in English score from
the test of multi-word verbs?

1.3 What are the differences between the scores of the first-year students
and those of the third-year students, majoring in English?

To answer the research questions 1.1 and 1.2, descriptive statistical devices
including the frequency (f), the percentage (%), the mean (X), and the standard deviation
(SD) were computed by Microsoft Office Excel 2007. Meanwhile, the independent-
sample t-test was conducted to answer the research question 1.3 which aimed at
comparing the differences between the scores of first-year English majors and third-year
English majors.

1.1 To what extent do first-year students majoring in English score
from the test of multi-word verbs?

Overall, 52 first-year English majors did not score more than 10 points
in average for all three types of scores. That is, they scored 7.38 out of 30 in average
(SD = 3.71) from type M (providing the correct or acceptable meanings for the multi-
word verbs), 2.29 out of 30 in average (SD = 2.99) from type P (providing the correct
prepositions for the given verbs), and 1.46 out of 30 (SD = 2.08) in average from type
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PM (providing the correct preposition and meaning). Despite relatively low scores, the
results indicated that the first-year English majors were more able to identify the
meanings of the provided verbs with the target preposition than to identify the correct
preposition. Whereas, there were the least chances in which they were able to receive
both types of scores from one test item by providing the correct preposition and
correct/acceptable meaning. Table 20 displays a summary of the first-year English
majors’ average scotes from the test of multi-word verbs classified by three types of
scores: the correct preposition (P), correct/acceptable meaning (M), correct preposition

and meaning (M) (N = 52).

Table 20 Summary of first-year English majors’ average scores from the test of

multi-word verbs (N = 52)

Type of Total scores

. X SD
scores earned®
2 119 2.29 2.99
Test of multi-word verbs
M 364 7.38 3.71
(30 items)
PM 76 1.46 2.08

The total scored earned were counted from the number of the correct responses

from all test items answered by 52 students.

The scores for the individual verb items which this group of students
obtained were counted and ranked to indicate the extent to which they were able to use
the provided multi-word items in three dimensions: the ability to provide the correct
preposition for the provided verb (Type P), the correct or acceptable meaning (Type M),
and the correct preposition and meaning (Type PM).

1.1.1 TypeP

Table 21 lists individual verb items’ overall scores which 52
first-year English majors obtained from providing the correct preposition, in rank order.

The number of students who could score from one verb item represents the score for
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that item obtained by a group. Hence, the total score of one verb item equals 52, which

is the number of the first-year English majors.

Table 21 Summary of first-year English majors’ scores in type P (preposition),

ranked in order and classified by individual multi-word verb items

(N=52)
Total P
[tem Rank MR scores % X SD
L el earned

7 1 rely on 20 38.46 0.38 0.49
8 2 focus on 16 30.77 0.31 0.47
1 3 consist of 12 23.08 0.23 0.43
3 - remove from 9 17.31 0.17 0.38
18 5 link to 9 17.31 0.17 0.38
14 6 expose to 7 13.46 0.13 0.34
30 7 release from 6 11.54 0.12 0.32
6 8 participate in 6 11.54 0.12 0.32
10 9 submit to 5 9.6 0.10 0.30
11 10  adaptto 5 9.62 0.10 0.30
20 11 recover from 5 9.62 0.10 0.30
2 12 contribute to 3 M 0.06 0.24
9 13 atfribute to 3 7 0.06 0.24
5 14 concentrate on 2 3.85 0.04 0.19
19 15  conform to 2 3.85 0.04 0.19
22 16  exclude from 2 3.85 0.04 0.19
24 17  restore to 2 3.85 0.04 0.19
13 18  coincide with 1 1.92 0.02 0.14
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Table 21 (cont.)

Total P
Item  Rank MWVs scores % X SD

earned
17 19  occurto 1 1.92 0.02 0.14
21 20 sumup 1 1.92 0.02 0.14
23 21  compensate for 1 1.92 0.02 0.14
29 22 file for 1 ha2 0.02 0.14
4 23 derive from 0 0.00 0.00 0.00
12 24 benefit from 0 0.00 0.00 0.00
15 25  transform into 0 0.00 0.00 0.00
16 26  dispose of 0 0.00 0.00 0.00
25 27  reside in 0 0.00 0.00 0.00
26 28  quoteas 0 0.00 0.00 0.00
2% 29  intervene in 0 0.00 0.00 0.00
28 30 shiftto 0 0.00 0.00 0.00

Of the total 52 points, 20 points was the highest score obtained
by the first-year English majors from providing the correct preposition on for the verb
rely, while 0 was the lowest score obtained by them from providing an incorrect
preposition or nothing for the verb derive, benefit, transform, dispose, reside, quote,
intervene, and shift. After rely on, these students scored 16 points from focus on, 12
from consist of, 9 from remove from and link to, 7 from expose to, 6 from release from
and participate in, 5 from submit to, adapt to and recover from, 3 from contribute to
and attribute to, 2 from concentrate on, conform to, exclude from, and restore to, and 1
firom coincide with, occur to, sum up, compensate for, and file for.

The percentages showed that less than 50% of 52 students could
score from providing the correct preposition for some verb items. That is, 38.46%
(X=0.38, SD = 0.49) scored from rely on, 30.77% (X= 0.31, SD = 0.47) scored from
focus on, and 23.08% (X=0.23, SD = 0.43) scored from consist of.
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Below 20% of students could score from providing the correct
preposition for the following verb items. That is, 17.31% (X=0.17, SD = 0.38) scored
from remove from and link to, 13.46% (X= 0.13, SD = 0.34) scored from expose fo,
11.54% (X= 0.12, SD = 0.32) scored from release from and participate in, 9.62%
(X= 0.10, SD = 0.30) scored from submit to, adapt to, and recover from, 5.77%
(X= 0.06, SD = 0.24) scored from contribute to and attribute to, 3.85% (X= 0.04,
SD = 0.19) scored from concentrate on, conform to, exclude from, and restore lo, and
1.92% (X= 0.02, SD = 0.14) scored from coincide with, occur to, sum up, compensate
for, and file for. Meanwhile, the verb items which 0% of students could score from were
derive fiom, benefit from, transform into, dispose of, reside in, quote as, infervene in,
and shift to.

1.1.2 TypeM

Table 22 lists individual verb items’ overall scores, which 52

first-year English majors obtained from providing the correct or acceptable meaning, in

rank order.

Table 22 Summary of first-year English majors’ scores in type M (meaning),

ranked in order and classified by individual multi-word verb items

(N=52)

Total M
Item  Rank MWVs scores % X sD

earned
18 1 link to 42 80.77 0.81 0.40
3 2 remove from 37 7115 0.71 0.46
17 3 occur to 36 69.23 0.69 0.47
15 4 transform into 33 63.46 0.63 0.49
8 5 focus on 26 50.00 0.50 0.50
11 6 adapt to 23 4423 0.44 0.50
30 7 release from 21 40.38 0.40 0.50
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Total M
Item Rank MWVs scores % X SD
earned

1 8 consist of 20 38.46 0.38 0.49
Z 9 rely on 18 34.62 0.35 0.48
5 10  concentrate on 16 30.77 0.31 0.47
13 11  coincide with 15 28.85 0.29 0.46
21 12 sumup 15 28.85 0.29 0.46
6 13 participate in 14 26.92 0.27 0.45
24 14 restore to 12 23.08 0.23 0.43
14 15  expose to 10 19.23 0.19 0.40
20 16  recover from 10 19.23 0.19 0.40
26 17  quote as 8 15.38 0.15 0.36
12 18  benefit from 6 11.54 QA2 0.32
2 19  exclude from 5 9.62 0.10 0.30
2 20  confribute to 4 7.69 0.08 0.27
10 21 submit to 4 7.69 0.08 0.27
23 22  compensate for 3 §.77 0.06 0.24
16 23 dispose of 2 3.85 0.04 0.19
9 24 attribute to 2 3.85 0.04 0.19
25 25  reside in 1 122 0.02 0.14
27 26  intervene in 1 1.92 0.02 0.14
4 27  derive from 0 0.00 0.00 0.00
19 28  conform to 0 0.00 0.00 0.00
28 29  shiftto 0 0.00 0.00 0.00
29 30  file for 0 0.00 0.00 0.00
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Of the total 52 points, 42 points was the highest score obtained
by first-year English majors from providing the correct or acceptable meaning for /ink
fo, while 0 was the lowest score obtained by them from providing an incorrect or
inacceptable meaning or nothing for derive from, conform to, shift fo, and file for. After
link to, these students scored 37 points from remove from, 36 from occur to, 33 from
transform into, 26 from focus on, 23 from adapt to, 21 from release from, 20 from
consist of, 18 from rely on, 16 from concentrate on, 15 from coincide with and sum up,
14 from participate in, 12 from restore to, 10 from expose to and recover from, 8 from
quote as, 6 from benefit from, 5 from exclude from, 4 from contribute to and submiit to,
3 from compensate for, 2 from attribute to, and 1 from reside in and infervene in.

The percentages showed that more than 50% of 52 students could
score from providing the correct or acceptable meanings for five verb items. That is,
80.77% (X=0.81, SD = 0.40) scored from link to, 71.15% (X = 0.71, SD = 0.46) scored
from remove fiom, 69.23% (X= 0.69, SD = 0.47) scored from occur to, 63.46%
(X= 0.63, SD = 0.49) scored from transform into, and 50.00% (X= 0.50, SD = 0.50)
scored from focus on.

After these five items, there were nine verb items which more
than 20% of students could score from by providing the correct or acceptable meanings.
That is, 44.23% (X= 0.44, SD = 0.50) scored from adapt to, 40.38% (X= 0.40, SD =
0.50) scored from release from, 38.46% (X= 0.38, SD = 0.49) scored from consist of,
34.62% (X= 0.35, SD = 0.48) scored from rely on, 30.77% (X=0.31, SD = 0.47) scored
from concentrate on, 28.85% (X= 0.29, SD = 0.46) scored from coincide with and sum
up, 26.92% (X= 0.27, SD = 0.45) scored from participate in, and 23.08% (X= 0.23,
SD = 0.43) scored from restore to.

Below 20% of students scored from providing the correct or
acceptable meanings for the following verb items, excluding the four items which were
scored zero (derive from, conform to, shift to, and file for). That is, 19.23% (X=0.19,
SD=0.40) scored from expose to and recover from, 15.38% (X=0.15, SD = 0.36) scored
from quote as, 11.54% (X=0.12, SD = 0.32) scored from benefit from, 9.62% (X=0.10,
SD = 0.30) scored from exclude from, 7.69% (X= 0.08, SD = 0.27) scored from
contribute to and submit to, 5.77% (X= 0.06, SD = 0.24) scored from compensate for,
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3.85% (X= 0.04, SD = 0.19) scored from dispose of and attribute to, and 1.92%
(X=0.02, SD = 0.14) scored from reside in and intervene in.
1.1.3 Type PM
Table 23 lists individual verb items’ overall scores, which 52
first-year English majors obtained from providing the correct preposition and the correct

or acceptable meaning in rank order.

Table 23 Summary of first-year English majors’ scores in type PM (preposition
+ meaning), ranked in order and classified by individual multi-word

verbs items (N = 52)

Total PM
Item  Rank MWVs scores % X SD
earned
7 1 rely on 16 30.77 0.31 0.47
1 2 consist of 10 19.23 0.19 0.40
5 3 remove from 9 17.31 0.17 0.38
8 - focus on 9 17.31 0.17 0.38
18 5 link to 7 13.46 0.13 0.34
30 6 release from 6 11.54 0.12 0.32
11 7 adapt to 4 7.69 0.08 0.27
20 8 recover from 4 7.69 0.08 0.27
10 9 submit to 2 3.85 0.04 0.19
14 10 expose to 2 3.85 0.04 R E
5 11 concentrate on | 1.92 0.02 0.14
6 12 participate in 1 1.92 0.02 0.14
13 13 coincide with 1 1.92 0.02 0.14
17 14 occurto 1 1.92 0.02 0.14
2] 15  sumup 1 1.92 0.02 0.14
22 16  exclude from 1 1.92 0.02 0.14
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Table 23 (cont.)

Total PM
Item  Rank MWVs scores % X SD
earned
24 17  restore to 1 1.92 0.02 0.14
2 18  contribute to 0 0.00 0.00 0.00
4 19  derive from 0 0.00 0.00 0.00
9 20  attribute to 0 0.00 0.00 0.00
12 21  benefit from 0 0.00 0.00 0.00
15 22 transform into 0 0.00 0.00 0.00
16 23  dispose of 0 0.00 0.00 0.00
19 24  conform to 0 0.00 0.00 0.00
23 25  compensate for 0 0.00 0.00 0.00
25 26  reside in 0 0.00 0.00 0.00
26 27  quote as 0 0.00 0.00 0.00
27 28  intervene in 0 0.00 0.00 0.00
28 29  shiftto 0 0.00 0.00 0.00
29 30  file for 0 0.00 0.00 0.00

Of the total 52 points, 16 points was the highest score obtained
by the first-year English majors from providing the correct preposition as well as the
correct or acceptable meaning for rely on. Meanwhile, 0 was the lowest score obtained
by them from providing an incorrect preposition and/or an incorrect/inacceptable
meaning for contribute to, derive from, attribute to, benefit from, transform into, dispose
of conform to, compensate for, reside in, quote as, intervene in, shift to, and file for.
After rely on, these students scored 10 points from consist of, 9 from remove from and
focus on, 7 from link fo, 6 from release fiom, 4 from adapt to and recover from, 2 from
submit to and expose to, and 1 from concentrate on, participate in, coincide with, occur

fo, sum up, exclude from and restore fo.
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The percentages showed that less than 50% of 52 students could
score from providing both the correct preposition and the correct/acceptable meanings
for many verb items. That is, 30.77% (X=0.31, SD = 0.47) scored from rely on, 19.23%
(X=0.19, SD = 0.40) scored from consist of, 17.31% (X= 0.17, SD = 0.38) scored from
remove firom and focus on, 13.46% (X=0.13, SD = 0.34) scored from link fo, 1 1.54%
(X=0.12, SD=0.32) scored from release from, 7.69% (X=0.08, SD =0.27) scored from
adapt fo and recover fiom, 3.85% (X=0.04, SD = 0.19) scored from submit to and
expose to, 1.92% (X= 0.02, SD = 0.14) scored from concentrate on, participate in,
coincide with, occur fo, sum up, exclude from, and restore to. Meanwhile, the verb items
which 0% of students could score from were contribute to, derive from, attribute fo,
benefit firom, transform into, dispose of, conform to, compensate for. reside in, quote as,
intervene in, shift to, and file for.

1.2 To what extent do third-year students majoring in English score
from the test of multi-word verbs?

Overall, 56 third-year English majors did not score more than 20 points
in average for all three types of scores. That is, they scored 12.4 out of 30 in average
(SD = 4.73) from providing the correct or acceptable meanings for the multi-word verbs,
6.18 out of 30 in average (SD = 5.47) from providing the correct prepositions for the
given verbs, and 4.95 out of 30 in average (SD = 4.45) from providing the correct
preposition and meaning. Despite relatively low scores, the results indicated that the
third-year English majors were more able to identify the meanings of the provided verbs
with the target preposition than to identify the correct preposition. Whereas, there were
the least chances in which they were able to receive both types of scores from one test
item by providing the correct preposition and correct/acceptable meaning. Table 24
displays a summary of third-year English majors’ average scores from the test of multi-
word verbs classified by three types of scores: the correct preposition (P),

correct/acceptable meaning (M), correct preposition and meaning (M) (N = 56).
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Table 24 Summary of third-year English majors’ average scores from the test of
multi-word Verbs (N = 56)

Type of Total scores

X SD
SCOres earned®
P 346 6.18 5.47
Test of multi-word verbs
M 696 12.43 4.73
(30 items)
PM 276 4.93 4.39

* The total scored earned were counted from the number of the correct responses from

all test items answered by 56 students.

The scores for the individual verb items which this group of students
obtained were counted and ranked to indicate the extent to which they were able to use
the provided multi-word items in three dimensions: the ability to provide the correct
preposition for the provided verb (Type P), the correct or acceptable meaning (Type M),
and the correct preposition and meaning (Type PM).

1.2.1 TypeP

Table 25 lists individual verb items’ overall scores, which 56
third-year English majors obtained from providing the correct preposition, in rank order.
The number of students who could score from one verb item represents the score for
that item obtained by a group. Hence, the total score of one verb item equals 56, which

is the number of students in this group.
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Table 25 Summary of third-year English majors’ scores in type P (preposition),

ranked in order and classified by individual multi-word verb items

(N=56)
Total
Item  Rank MWVs scores % X SD
earned

8 ] focus on 42 75.00 0.75 0.44
7 2 rely on 31 55.36 0.55 0.50
1 3 consist of 27 48.21 0.48 0.50
30 4 release from 23 41.07 0.41 0.50
3 5 remove from 22 39.29 0.39 0.49
18 6 link to 19 33.93 0.34 0.48
10 7 submit to 16 28.57 0.29 0.46
2 8 contribute to 15 26.79 0.27 0.45
21 9 sum up 15 26.79 0.27 0.45
6 10 participate in 13 23.21 0.23 0.43
5 11 concentrate on 12 21.43 0.21 0.41
11 12 adapt to 12 21.43 0.21 0.41
20 13 recover from 12 21.43 0.21 0.41
17 13 occur to 10 17.86 0.18 0.39
14 14 expose to 9 16.07 0.16 0.37
9 16 attribute to 8 14.29 0.14 0.35
19 17 conform fto 8 14.29 0.14 0.35
22 18 exclude from 8 14.29 0.14 0.35
13 19 coincide with d 12.50 0.13 0.33
24 20 restore fo 6 10.71 0.11 0.31
12 21 benefit from 5 8.93 0.09 0.29
25 22 reside in 5 8.93 0.09 0.29
4 23 derive from -+ 7.14 0.07 0.26
16 24 dispose of 4 7.14 0.07 0.26
23 25 compensate for 4 7.14 0.07 0.26
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Table 25 (cont.)

Total
Item Rank MWVs scores %o X SD
earned
28 26 shift to 4 7.14 0.07 0.26
27 27 intervene in 3 536 0.05 0.23
15 28 transform into | 1.79 0.02 0.13
29 29 file for 1 1.79 0.02 0.13
26 30 quote as 0 0.00 0.00 0.00

Of the total 56 points, 42 points was the highest score obtained
by the third-year English majors from providing the correct preposition on for the verb
focus, while 0 was the lowest score obtained by them from providing an incorrect
preposition or nothing for the verb quote. After focus on, these students could score
more than 20 points from the verb items including: 31 points from rely on, 27 from
consist of, 23 from release from, and 22 from remove from. They scored between 10
and 20 points from the verb items including: 19 from link to, 16 from submit to, 15 from
contribute to and sum up, 13 from participate in, 12 from concentrate on, adapt to, and
recover firom, and 10 from occur to. They scored lower than 10 points from the verb
items including: 9 points from expose fo, 8 from attribute to, conform io, and exclude
firom, 7 from coincide with, 6 from restore to, 5 from benefit from, reside in, and shift
fo, 4 from derive from, dispose of, and compensate for, 3 from intervene in, and 1 from
transform into and file for.

The percentages showed that more than 40% of 56 students could
score from providing the correct preposition for five verb items. That is, 75.00%
(X=10.75, SD = 0.44) scored from focus on, 55.36% (X=0.55, SD = 0.50) scored from
rely on, 48.21% (X= 0.48, SD = 0.50) scored from consist of, and 41.07% (X= 0.41,
SD = 0.50) scored from release from.

After these five verb items, there were nine verb items which
more than 20% of students could score from by providing the correct preposition.

That is, 39.29% (X= 0.39, SD = 0.49) scored from remove firom, 33.93% (X= 0.34,
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SD = 0.48) scored from link to, 28.57% (X=0.29, SD = 0.46) scored from submit fo,
26.79% (X=0.27, SD = 0.45) scored from contribuie to and sum up, 23.21% (X=0.23,
SD = 0.43) scored from participate in, and 21.43% (X=0.21, SD = 0.41) scored from
concentrate on, adapt to, and recover from.

Less than 20% of students could score from providing the correct
preposition for the rest verb items. That is, 17.86% (X= 0.18, SD = 0.39) scored from
occur fo, 16.07% (X= 0.16, SD = 0.37) scored from expose to, 14.29% (X= 0.14,
SD = 0.35) scored from attribute to, conform fo, and exclude from, 12.50% (X=0.13,
SD = 0.33) scored from coincide with and restore to, 10.71% (¥ = 0.11, SD = 0.31)
scored from restore to, 8.93% (X=0.09, SD = 0.29) scored from benefit from, reside in,
and shift fo, 7.14% (X = 0.07, SD = 0.26) scored from derive form, dispose of, and
compensate for, 5.36% (X=0.05, SD = 0.23) scored from intervene in, 1.79% (X=0.02,
SD = 0.13) scored from rransform into and file for, and 0% (X=0, SD = 0) scored from
quofe as.

1.2.2°Type M

Table 26 lists individual verb items’ overall scores, which 56

third-year English majors obtained from providing the correct or acceptable meaning,

in rank order.

Table 26 Summary of third-year English majors’ scores in type M (meaning),

ranked in order and classified by individual multi-word verb items

(N=156)
Total
Item  Rank MWVs scores % x SD
earned
8 1 focus on 50 89.29 0.89 0.31
15 P transform into 49 87.50 0.88 0.33

18 3 link to 49 87.50 0.88 0.33
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Total
Item Rank MWVs scores % X SD
earned

3 4 remove from 47 83.93 0.84 0.37
30 5 release from 43 76.79 0.77 0.43
6 6 participate in 42 75.00 0.75 0.44
21 7 sum up 42 75.00 0.75 0.44
17 8 oceur to 41 73.21 0.73 0.45
1 9 consist of 39 69.64 0.70 0.46
11 10 adaptto 34 60.71 0.61 0.49
5 11  concentrate on 32 57.14 0.57 0.50
7 12 relyon 31 55.36 0.55 0.50
13 13 coincide with 27 48.21 0.48 0.50
24 14  restore to 27 48.21 0.48 0.50
14 15  exposeto 20 35.71 0.36 0.48
10 16  submitto 18 32.14 0.32 0.47
20 17 recover from 18 32.14 0.32 0.47
16 18  dispose of 13 #3.21 0.23 0.43
12 19  benefit from 12 21.43 0.21 0.41
22 20  exclude from 11 19.64 0.20 0.40
23 21 compensate for 10 17.86 0.18 0.39
28 22 shiftto 9 16.07 0.16 0.37
26 23 quote as 7 12.50 0.13 0.33
2 24 confribute to 6 10.71 0.11 0.31
4 25  derive from 5 8.93 0.09 0.29
19 26  conform to 4 7.14 0.07 0.26
25 27  residein 4 7.14 0.07 0.26
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Table 26 (cont.)
Total
Item  Rank MWVs scores % X SD
earned
9 28  attribute to 3 5.36 0.05 0.23
27 29  intervene in 3 5.36 0.05 0.23
29 30  file for 0 0.00 0.00 0.00

Of the total 56 points, 50 points was the highest score obtained
by the third-year English majors from providing the correct or acceptable meaning for
focus on, while 0 was the lowest score obtained by them from providing an incorrect or
inacceptable meaning or nothing for file for. After focus on, these students scored more
than 20 points from the verb items including: 49 from transform into and link to, 47
from remove from, 43 from release from, 42 from participate in and sum up, 41 from
occur fo, 39 from consist of, 34 from adapt to, 32 from concentrate on, 31 from rely on,
27 from coincide with and restore to, and 20 from expose to.

After these verb items, these students scored less than 20 points
from the verb items including: 18 from submit to and recover from, 13 from dispose of,
12 from benefit fiom, 11 from exclude from, 10 from compensate for, 9 from shift to, 7
from quote as, 6 from contribute to, 5 from derive from, 4 from conform to and reside
in, and 3 from attribute to and infervene in.

The percentages showed that more than 50% of 56 students could
score from providing the correct or acceptable meanings for twelve verb items. That is,
89.29% (X=0.89, SD = 0.31) scored from focus on, 87.50% (X=0.88, SD =0.33) scored
from transform into and link to, 83.93% (X=0.84, SD =0.37) scored from remove from,
76.79% (X= 0.77, SD = 0.43) scored from release from, 75.00%(X= 0.75, SD = 0.44)
scored from participate in and sum up, 73.21% (X=0.73, SD = 0.45) scored from occur
to, 69.64% (X= 0.70, SD = 0.46) scored from consist of; 60.71% (X=0.61, SD = 0.49)
scored from adapt to, 57.14% (X= 0.57, SD = 0.50) scored from concentrate on, and
55.36% (X=0.55, SD = 0.50) scored from rely on.
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From 20% to 50% of students could score from providing the
correct or acceptable meanings for the following verb items. That is, 48.21% (X= 0.48,
SD = 0.50) scored from coincide with and restore fo, 35.71% (X= 0.36, SD = 0.48)
scored from expose fo, 32.14% (X =0.32, SD=0.47) scored from submit to and recover
from, 23.21% (X= 0.23, SD = 0.43) scored from dispose of, and 21.43% (X= 0.21,
SD = 0.41) scored from benefit from.

Less than 20% of students could score from providing the correct
or acceptable meanings for the following verb items. That is, 19.64% (X= 0.20,
SD = 0.40) scored from exclude from, 17.86% (X= 0.18, SD = 0.39) scored from
compensate for, 16.07% (X= 0.16, SD = 0.37) scored from shiff fo, 12.50% (X=0.13,
SD = 0.33) scored from guote as, 10.71% (X=0.11, SD = 0.31) scored from contribute
to, 8.93% (X=0.09, SD = 0.29) scored from derive from, 7.14% (X= 0.07, SD = 0.26)
scored from conform to and reside in, 5.36% (X= 0.05, SD = 0.23) scored from artribute
to and intervene in, and 0% (X= 0, SD = 0) scored from file for.

1.2.3 Type PM

Table 27 lists individual verb items’ overall scores, which 56

third-year English majors obtained from providing the correct preposition and the

correct or acceptable meaning in rank order.

Table 27 Summary of third-year English majors’ scores in type PM (preposition
+ meaning), ranked in order and classified by individual multi-word

verb items (N = 56)

Total
Item  Rank MWVs scores % X SD
earned
8 1 focus on 40 71.43 0.71 0.46
T 2 rely on 28 50.00 0.50 0.50

1 3 consist of 27 48.21 0.48 0.50
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Total
Item  Rank MWVs scores % X SD
earned

3 < remove from 22 39.29 0.39 0.49
30 5 release from 22 39.29 0.39 0.49
18 6 link to 18 32.14 0.32 0.47
21 7 sum up 15 26.79 0.27 0.45
6 8 participate in 13 23.21 0.23 0.43
20 9 recover from 12 21.43 0.21 0.41
5 10 concentrate on 11 19.64 0.20 0.40
11 11 adaptto 10 17.86 0.18 0.39
10 12 submitto 9 16.07 0.16 0.37
13 13 coincide with 7 12.50 0.13 0.33
17 14 occur to 7 12.50 0.13 0.33
2 15  contribute to 5 8.93 0.09 0.29
22 16  exclude from 5 8.93 0.09 0.29
12 17 benefit from 4 7.14 0.07 0.26
16 18 dispose of - 7.14 0.07 0.26
24 19  restore to 4 7.14 0.07 0.26
14 20 exposeto 3 5.36 0.05 0.23
4 21 derive from 2 357 0.04 0.19
19 23 conform to 2 3.57 0.04 0.19
23 24 compensate for 2 3.57 0.04 0.19
28 25 shiftto 2 3.57 0.04 0.19
9 26  attribute to 1 1,79 0.02 0.13
15 22 transform into 1 1.79 0.02 0.13
25 27  residein 0 0.00 0.00 0.00
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Table 27 (cont.)

Total
Item Rank MWVs scores % X SD
earned
26 28  quote as 0 0.00 0.00 0.00
21 29  intervenein 0 0.00 0.00 0.00
29 30 file for 0 0.00 0.00 0.00

Of the total 56 points, 40 points was the highest score obtained
by the third-year English majors from providing the correct preposition as well as the
correct or acceptable meaning for focus on. Meanwhile, 0 was the lowest score obtained
by them from providing an incorrect preposition and/or an incorrect/inacceptable
meaning for reside in, quote as, intervene in, and file for. After focus on, these students
scored more than 10 points or equal from the following verb items. These were: 28
points from rely on, 27 from consist of, 22 from remove firom and release from, 18 from
link to, 15 from sum up, 13 from participate in, 12 from recover from, 11 from
concentrate on, and 10 from adapt to. Meanwhile, they scored less than 10 points from
the verb items including: 9 from submit to, 7 from coincide with and occur to, 5 from
contribute to and exclude firom, 4 from benefit from, dispose of, and restore fo, 3 from
expose to, 2 from derive from, conform to, compensate for, and shift to, and 1 from
attribute to and transform into,.

The percentages showed that more than 50% of students or equal
could score from providing both the correct preposition and the correct/acceptable
meanings for the two verb items, focus on (71.43%, X =0.71, SD = 0.46) and rely on
(50.00%, X =0.50, SD = 0.50). After these two verb items, there were eight verb items
which more than 20% of students could score from. That is, 48.21% (X= 0.48,
SD = 0.50) of students scored from consist of; 39.29% (X=10.39, SD = 0.49) scored from
remove firom and release from, 32.14% (X=0.32, SD = 0.47) scored from link (0, 26.79%
(X=0.27, SD = 0.45) scored from sum up, 23.21% (X=0.23, SD = 0.43) scored from
participate in, and 21.43% (X=0.21, SD = 0.41) scored from recover fron.



102

Less than 20% of the students could score from providing both
the correct preposition and the correct/acceptable meanings for the following verb items.
These were: 19.64% (X= 0.20, SD = 0.40) scored from concenirate on, 17.86%
(X=0.18, SD = 0.39) scored from adapt to, 16.07% (X=0.16, SD = 0.37) scored from
submit to, 12.50% (X=0.13, SD = 0.33) scored from coincide with and occur to, 8.93%
(% = 0.09, SD = 0.29) scored from contribute to and exclude from, 7.14% (¥=10.07,
SD = 0.26) scored from benefit from, dispose of, and restore to, 5.36% (X= 0.05.
SD =0.23) scored from expose to, 3.57% (X=0.04, SD = 0.19) scored from derive from,
conform fo, compensate for, and shifi to, 1.79% (X= 0.02, SD = 0.13) scored from
attribute to and fransform into, and 0% (X= 0, SD = 0) scored from reside in, quote as,
intervene in, and file for.

1.3 What are the differences between the scores of the first-year
students and those of the third-year students, majoring in English?
1.3.1 The differences in an overall ability to use multi-word verbs

Overall, the statistical analysis from the independent-samples
t-test revealed that there was a significant difference in three types of scores obtained
by first-year English majors and third-year English majors. As displayed in Table 28,

the third-year English majors received significantly higher scores in all three categories.

Table 28 Statistical differences of first-year vs. third-year students’ scores in

three categories

Type  Type of scores Group n X SD t Sig.
P Correct 1y, 52 2.29 299  -4.628 0.000%
preposition 3 yr, 56 6.18 5.47

M Correct meaning 1% yr. 52 7.38 3.71 -6.132  0.000*
3 yr, 56 1243 473

PM  Correct meaning 1% yr. 52 1.46 2.08  -5.303 0.000%
and preposition 3" yr, 56 4.93 4.39

*statistically significant at p <0.01
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These include:

1) The third-year English majors (X=6.18, SD = 5.47) reported
significantly higher type-P scores than the first-year English majors (X= 2.29,
SD=12.99), t(86.331) = -4.628, p = 0.000).

2) The third-year English majors (X= 12.43, SD = 4.73)
reported significantly higher type-M scores than the first-year English majors (X=17.38,
SD=3.71,(106) = -6.132, p = 0.000).

3) The third-year English majors (X=4.93, SD = 4.39) reported
significantly higher type-PM scores than the first-year English majors (X= 1.46,
SD =2.08), 1 (79.812) =-5.303, p = 0.000).

1.3.2 The differences in an ability to use individual multi-word
verbs: Type P (preposition)

Type-P scores obtained by these two groups of students were
compared to determine the differences between their ability to provide the correct
preposition for individual verb items. As seen in Table 29, the results revealed that the
third-year English majors received significantly higher type-P scores than the first-year

English majors did in the following multi-word verbs.

Table 29 Comparison between the average scores of first-year vs. third-year

students: Type P (preposition)

Item J _
" MWVs Group n X SD t Sig.
0.
1. consist of 1%t yr. S 0.23 0.43 -2.807  0.006*
3% yr. 56 0.48 0.50
2. contribute to 1%t yr. 52 0.06 0.24 -3.088 0.003*
3" yr. 56 0.27 0.45
3. remove from 1%yr, 52 0.17 0.38 -2.600  0.011%*
3dyr, 56 0.39 0.49
4. derive from Iy, 52 0.00 0.00 -2.057  0.044**

34 yr, 56 0.07 0.26
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Item -
- MWVs Group n X SD t Sig.
5. concentrate on 1%t yr. 52 0.04 0.19 -2.857  0.005%*
3" yr, 56 0.21 0.41
6.  participate in 1%t yr. 52 0.12 0.32 -1.613 0.110
3" yr, 56 0.23 0.43
7.  relyon 1% yr. 52 0.38 0.49 -1.766 0.080
Froyn, 56 0.55 0.50
8. focuson 1% yr. 52 0.31 0.47 -5.091 0.000*
3dyr, 56 0.75 0.43
9.  attribute to 1% yr. 52 0.06 0.24 -1.484 0.141
e 56 0.14 0.35
10.  submit to 1% 1. 52 0.10 0.30 -2.576  0.012**
ey, 56 0.29 0.46
11. adaptto 1% yr. 52 0.10 0.30 -1.711 0.090
34 yr. 56 0.21 0.41
12.  benefit from 1% yr. 52 0.00 0.00 -2.322  0.024**
3" yr. 56 0.09 0.29
13.  coincide with 1% yr. 52 0.02 0.14 -2.178  0.033**
Sidyr. 56 0.13 033
14.  expose to 13yt 52 0.13 0.35 -0.378 0.706
3 yit 56 0.16 0.37
15.  transform into 1% yr. 52 0.00 0.00 -0.963 0.338
3dyr, 56 0.02 0.13
16.  dispose of 1*yr. 52 0.00 0.00 -2.057  0.044**
3 yr, 56 0.07 0.26
17.  occurto 1% yr. 52 0.02 0.14 -2.891 0.005*
34 yr. 56 0.18 0.39
18. link to 1% yr. 52 0.17 0.38 -2.004  0.048**
39 yr. 56 0.34 0.48
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Table 29 (cont.)

I;e;n MWVs Group n X SD t Sig.

19.  conform to 1 yr. 52 0.04 0.19 -1.922 0.058
3 yr, 56 0.14 0.35

20. recover from 15 yr. 52 0.10 0.30 -1.711 0.090
34 yr, 56 0.21 0.41

21, sumup 1*yr. 52 0.02 0.14 -3.963  0.000*
3, 56 0.27 0.45

22.  exclude from ™ -yr. 52 0.04 0.19 -1.922 0.058
39 yr. 56 0.14 0.35

23. compensate for 1* yr. 52 0.02 0.14 -1.315 0.192
3" yr. 56 0.07 0.26

24.  restore to I yr. 52 0.04 0.19 -1.383 0.170
31, 56 0.11 0.31

25.  reside in 1% yr. 52 0.00 0.00 -2.322  0.024**
Yy, 56 0.09 0.29

26. quote as 1* yr. 52 0.00 0.00 - -
3" yr. 56 0.00 0.00

27. intervene in 19 yr. 52 0.00 0.00 -1.764 0.083
3 yr. 56 0.05 0.23

28.  shiftto 1% yr. 52 0.00 0.00 2.057  0.044**
S2-yr. 56 0.07 0.26

29. file for 1*tyr. 52 0.02 0.14 0.052 0.958
39, 56 0.02 0.13

30. release from 1%y, 52 0.12 0.32 -3.691 0.000%*
3 yr, 56 0.41 0.50
1% yr. 52 2.29 299 -4.628  0.000%

Total 39 yr, 56 6.18 5.47

* Statistically significant at p < 0.01 ** Statistically significant at p <0.05
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The differences between the scores for type P (preposition)
obtained by the first-year English majors and the third-year English majors for the
following seven multi-word verbs were statistically significant at p < 0.01: consist of,
contribute to, concentrate on, focus on, occur to, sum up, and release form.

The differences between the scores for type P (preposition)
obtained by the first-year English majors and the third-year English majors for the
following nine multi-word verbs were statistically significant at p < 0.05: derive from,
benefit from, coincide with, dispose of, link fo, remove from, reside in, shift to, and
submit to.

Meanwhile, there was no significant difference in type-P scores
from the following thirteen multi-word verbs: participate in, rely on, attribute to, adapt
fo, expose fo, transform info, conform to, recover fiom, exclude from, compensate for,
restore to, intervene in, and file for.

It should be noted that the case of which the t-test results could
not be obtained including the verb item, quote as, was due to the 0 point gained by both
groups of students. Due to the similarity of these results, it could be also interpreted that
the difference between these two groups performance to give the meaning for quote as
was not significant.

1.3.3 The differences in an ability to use individual multi-word
verbs: Type M (meaning)

Type-M scores obtained by these two groups of students were
compared to determine the differences between their ability to provide the correct or
acceptable meaning for individual verb items. As seen in Table 30, the results revealed
that the third-year English majors reported significantly higher Type-M scores than the

first-year English majors in the following multi-word verbs.
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vs. third-year

Item _
- MWVs Group n X SD t Sig.

1.  consistof 1% yr. 52 0.38 0.49 -3.392  0.001%
3y, 56 0.70 0.46

2. contribute fo 1% yr. 52 0.08 0.27 -0.537 0.592
3" yr, 56 0.11 0.31

3. remove from it 52 0.71 0.46 -1.87 0.116
3"yr. 56 0.84 0.37

4. derive from 185 52 0.00 0.00 -2.322  0.024**
3yr, 56 0.0 0.29

5.  concentrate on 1 yr. 52 0.31 0.47 -2.839 0.005%
3y, 56 0.57 0.50

6.  participate in 1% yr. 52 0.27 0.45 -5.645  0.000%
34 yr. 56 0.75 0.44

7. relyon 1% yr. & 0.35 0.48 -2.191  0.031**
39 yr, 56 0.55 0.50

8. focuson 1* yr. 52 0.50 0.50 -4.821 0.000%
3% 56 0.89 0.31

9. attribute to 15 yr. 52 0.04 0.19 -0.370 0.712
3dyr. 56 0.05 0.23

10.  submitto I# Yy 52 0.08 0.27 -3.340  0.001%
3 yr. 56 0.32 0.47

11. adaptto 1% yr. 52 0.44 0.50 -1.722 0.088
3 yr, 56 0.61 0.49

12.  benefit from 1% yr. 52 0.12 0.32 -1.390 0.168
3 yr. 56 0.21 0.41

13.  coincide with 1*tyr. 52 0.29 0.46 -2.093  0.039%*
3¢ yr, 56 0.48 0.50

14.  expose to 1% yr. 52 0.19 0.40 -1.940 0.055
34 yr. 56 0.36 0.48
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Item —
No. MWVs Group n X SD t Sig.
15.  transform into 1*yr. 32 0.63 0.49 -2.974  0.004*
3yr 56 0.88 0.33
16.  dispose of 1%t yr. 52 0.04 0.19 -3.075  0.003*
3 yr 56 0.23 0.43
17. occurto 1%t yr. 52 0.69 0.47 -0.453 0.651
3dyr 56 0.73 0.45
18. link to 15 yr. 52 0.81 0.40 -0.955 0.342
3yr 56 0.88 0.33
19.  conform to 1% yr. 52 0.00 0.00 -2.057  0.044%*
34 yr 56 0.07 0.26
20.  recover from 1*yr. 52 0.19 0.40 -1.542 0.126
3" yr 56 0.32 0.47
21.  sumup 1% yr. 52 0.29 0.46 -5362  0.000*
3"yr 56 0.75 0.44
22.  exclude from 1% yr. 52 0.10 0.30 -1.483 0.141
' Fyr. 56 020 040
23.  compensate for I9ye. 52 0.06 0.24 -1.978 0.051
3 yr 56 0.18 0.39
24.  restore to 1%t yr. o2 0.23 0.43 -2.807  0.006*
3 yr 56 0.48 0.50
25.  reside in 1 yr. n 0.02 0.14 -1.315 0.192
3y 56 0.07 0.26
26.  quote as 1% yr. 52 0.15 0.36 0.429 0.668
ol T 56 0.13 0.33
27.  intervene in 1 yr. 52 0.02 0.14 -0.939 0.350
34 yr 56 0.05 0.23
28. shift to 1% yr. 52 0.00 0.00 -3.245  0.002*
37 yr 56 0.16 0.37
29.  file for 1% yr. 52 0.00 0.00 - -
3" yr 56 0.00 0.00
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Table 30 (cont.)

Item .
MWVs Group n X SD t Sig.

No.

30. release from 15t yr. 52 0.40 0.50 -4.080  0.000%
34 yr, 56 0.77 0.43
1% yr. 52 7.38 371 -6.132  0.000*

Total

3% yr. 56 12.43 4.73

* Statistically significant at p <0.01 ** Statistically significant at p < 0.05

The differences between the scores for type M (meaning)
obtained by the first-year English majors and the third-year English majors for the
following eleven multi-word verbs were statistically significant at p < 0.01: consist of,
concentrate on, participate in, focus on, submit fo, transform into, dispose of, sum up,
restore to, shift to, and release from.

The differences between the scores for type M (meaning)
obtained by the first-year English majors and the third-year English majors for the
following four multi-word verbs were statistically significant at p < 0.05: derive fiom,
rely on, coincide with, and conform to.

Meanwhile, there was no significant difference in type-M scores
from the following fourteen multi-word verbs: contribute to, remove from, attribute fto,
adapt to, benefit from, expose to, occur to, link to, recover from, exclude from,
compensate for, reside in, quote as, and intervene in.

It should be noted that the case of which the t-test results could
not be obtained including the verb item, file for, was due to the 0 point gained by both
groups of students. Due to the similarity of these results, it could be also interpreted that
the difference between these two groups performance to give the meaning for file for

was not significant.
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1.3.4 The differences in an ability to use individual multi-word
verbs: Type PM (preposition + meaning)

Type-PM scores obtained by these two groups of students were
compared to determine the differences between their ability to provide the correct
preposition as well as the correct or acceptable meaning for individual verb items.
As seen in Table 31, the results revealed that the third-year English majors reported
significantly higher Type-PM scores than the first-year English majors in the following

multi-word verbs.

Table 31 Comparison between the average scores of first-year vs. third-year

students: Type PM (preposition + meaning)

Item =
-y MWVs Group n X SD t Sig.
1. consist of 1%yr, 52 0.19 040  -3.328 0.001*
3" yr, 56 0.48 0.50
2. contribute to 1% yr. 52 0.00 0.00  -2.322 0.024**
3M yr, 56 0.09 0.29
3. remove from 1% yr. 52 0.17 0.38 -2.600 0.011%*
3% yit, 56 0.39 0.49
4,  derive from 1% yr. 32 0.00 0.00 -1.427 0.159
30§ 56 0.04 0.19
5.  concentrate on . 52 0.02 0.14  -3.113  0.003*%
3" yr, 56 0.20 0.40
6. participate in 1% yr. 52 0.02 0.14 -3.543  0.001*
3" yr, 56 0.23 0.43
7. relyon 1%t yr. 52 0.31 047  -2.059 0.042%%
3 yr. 56 0.50 0.50
8. focus on 15t yr. 52 U1 038  -6.704 0.000*

39 yr, 56 0.71 0.46
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Table 31 (cont.)

Item _
- MWVs Group 7 X SD t Sig.
9. attribute to 15t yr. 52 0.00 0.00 -0.963  0.338
3yr, 56 0.02 0.13
10.  submit to 1% yr. 52 0.04 0.19  -2.169 0.033%*
3%, 56 0.16 0.37
11. adapt to 15 yr. 52 0.08 027 -1595 0.114
3NN 56 0.18 0.39
12.  benefit from 1%t yr, 52 0.00 0.00 -2.057  0.044%%*
3"yr. 56 0.07 0.26
13.  coincide with Pyt 52 0.02 0.14  -2.178 0.033*%*
3" yr, 56 0.13 0.33
14.  expose to 1% yr. 52 0.04 0.19  -0370 0.712
3" yr. 56 0.05 0.23
15. transform into 1% yr. 52 0.00 0.00  -0.963 0.338
3 yr, 56 0.02  0.13
16. dispose of 15 yr. 52 0.00 0.00 -2.057 0.044%*%
3"yr. 56 0.07 0.26
17. occurto 1#me 52 0.02 0.14  -2.178 0.033%*
3" yr, 56 0.13 0.33
18. linkto kT 52 0.13 034 2363 0.020%*
Avhgr, 56 0.32 0.47
19. conform to 1% yr., 52 0.00 0.00 -1.427 0.159
3 yr, 56 0.04 0.19
20. recover from 1%t yr. 52 0.08 T -2.058  0.042%%*
39 yr, 56 0.21 0.41
21. sumup 15 yr. 52 0.02 0.14  -3.963 0.000*

3y, 56 0.27 0.45
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Table 31 (cont.)

Item 2
MWVs Group n X SD t Sig.
No.
22. exclude from 15 yr. 52 0.02 0.14 -1.630 0.107

34 yr., 56 0.09 0.29
23. compensate for 15 yr. 52 0.00 0.00 -1.427 0.159
3 e 56 0.04 0.19

24.  restore to Ty 52 0.02 0.14 -1315 0.192
3Ny 56 0.07 0.26

25. reside in PHYE, 52 0.00 0.00 - -
3yr. 56 0.00 0.0

26. quote as 1% yr. 52 0.00 0.00 - -
3 yr. 56 0.00 0.00

27. intervene in 15t yr. 52 0.00 0.00 - -
TN 56 0.00 0.00

28. shiftto ' yry 52 0.00 0.00 -1.427  0.159
34 yr, 56 0.04 0.19

29. file for 1% yr. 52 0.00 0.00 - -
v, 56 0.00 0.00

30. release from 1% yr. o4 0.12 0.32 -3.485 0.001*

g 56 0.39 0.49
18 yr. 52 1.46 2.08  -5.303  0.000%
39 yr, 56 4.93 4.39

Total

* Statistically significant at p < 0.01 ** Statistically significant at p <0.05

The differences between the scores for type PM (preposition +
meaning) obtained by the first-year English majors and the third-year English majors
for the following six multi-word verbs were statistically significant at p < 0.01: consist

of, concentrate on , participate in, focus on, sum up, and release from.
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The differences between the scores for type PM (preposition +
meaning) obtained by the first-year English majors and the third-year English majors
for the following ten multi-word verbs were statistically significant at p < 0.05:
contribute to, remove from, rely on, submit to, benefit from, coincide with, dispose of,
occur to, link to, and recover from.

Meanwhile, there was no statistically significant difference in
type-M scores from the following ten multi-word verbs: derive firom, attribute to, adapt
fo, expose to, transform info, conform to, exclude from, compensate for, restore fo, and
shift to.

It should be noted that the cases of which the t-test results could
not be obtained including reside in, quote as, intervene in, and file for were due to the 0
point for these verb items gained by both groups of students. Due to the similarities of
these results, it could be also interpreted that the differences between these two groups
performance in the selection of prepositions and meanings for reside in, quote as,

intervene in, and file were not significant.

Research findings for Research Question 2
2. How do these learners use English multi-word verbs in their written

sentences?

2.1 To what extent do they use the given verbs with the target prepositions
in their written sentences?

2.2 If the English majors use the given verbs with the target prepositions,
to what extent do they score from their written sentences?

2.1 To what extent do they use the given verbs with the target
prepositions in their written sentences?

As displayed in Table 32, of the expected number of written sentences
from a test of 30 items, the participating English majors tended to provide no responses,
followed by using non-target preposition or none, and the target preposition after the
provided verbs, respectively. Of the expected number of 1560 sentences written for 30
verb items by 52 students, the first-year English majors were found to provide no
responses at 61.67%, followed by using non-target preposition or none at 29.42%, and

using the target preposition after the provided verbs at 8.91%, respectively. Meanwhile,
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of the expected number of 1680 sentences written for 30 verb items by 56 students, the
third-year English majors were found to provide no responses at 44.94%, followed by
using non-target preposition or none at 38.45%, and using the target preposition after
the provided verbs at 16.61%, respectively. The percentages can be inferred that in
students with higher years of study, the proportion of test items with no responses
decreased, but the number of sentences in which the target prepositions were used

became greater.

Table 32 Frequencies of the use of the provided verbs with the target
prepositions, with a non-target preposition or none, and with no written

responses compared by students’ university levels

Verb with Verb with
No written
target non-target
Item MWVs group n AN . responses
preposition preposition
f % ¥ § % | %
1 consist of 1*-yr 52 11 2115 15 28.85 26  50.00

hyr 56 25 44.64 16 2857 15 26.79
2 contribute to sty 52 3 ST 10 19.23 39  75.00
Jdyr 56 21 3750 24 4286 11 19.64
3 remove from  1%-yr 52 14 26.92 35 67.31 3 5.77
I%yr 56 15 26.79 41 73.21 0 0.00
4 derive from 1*t-yr 52 1 1,92 0 0.00 51 98.08

3yr 56 5 8.93 6 10.71 45  80.36

5 concentrate 1*-yr 52 4 7.69 12 23.08 36 69.23
on 3yr 56 9 16.07 29 51.79 18  32.14

6 participate in ~ 1%.-yr 52 7 13.46 10 19.23 35 6731

3yr 56 20 35.71 25 4464 11 19.64

7 rely on 1*-yr 52 22 42.31 4 7.69 26 50.00
3r.yr 56 25 44.64 7 1250 24  42.86
8 focus on 1yr 52 26 50.00 22 4231 4 7.69

3.yr 56 48 85.71 8 14.29 0 0.00
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Verb with Verb with
No written
Item MWVs group n targf:t. non-targ‘et responses
preposition preposition
% f % f %
9 attribute to 1*tyr 32 0 0.00 3 577 49 9423
3.yr 56 3 5.36 5 893 48 85.71
10 submit to I*yr &2 4 7.69 28 53.85 20 3846
3dyr 56 6 10.71 40 7143 10 17.86
11 adapt to 1*yr ¥ 4 7.69 37 Jals 11 2115
34.yr 56 12 21.43 40 7143 4 7.14
12 benefit from I*tyr 52 4 7.69 35 67.31 13 25.00
3yr 56 6 10.71 37 66.07 13  23.21
13 coincide with  1s-yr 52 0 0.00 0 0.00 52 100.00
3d.yr 56 1 1.79 4 7.14 51 91.07
14 expose to 1*-yr 52 1 182 12 23.08 39 75.00
3yr 56 3 5.36 17 3036 36 64.29
15 transform 1%tyr 52 1 1.9 29 IXIT/ 22 4231
into 3yr 56 4 7.14 38 6786 14  25.00
16 dispose of 15ty 52 1 1.92 0 0.00 51  98.08
3"-yr 56 “ 7.14 12 2143 40 7143
17 occur to IPlyr 52 1 192 40 7692 11 21.15
34.yr 56 3 5.36 41 7321 12 21.43
18  linkto I*lyr 52 17 32.69 26 5000 9 17.31
34.yr 56 23 41.07 29 5179 4 7.14
19  conform to I*hyr 52 2 3.85 5 9.62 45 86.54
3yr 56 1 1,79 ] 893 50 89.29
20 recover from  [%-yr 52 4 7.69 27 51.92 21  40.38
3yr 56 14 2500 28 50.00 14  25.00
21 sum up 1*tyr 52 1 1.92 7 13.46 44  84.62
3yr 56 12 2143 23 41.07 21  37.50
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Table 32 (cont.)
Verb with Verb with
target non-target Mo written
Item MWVs group n —— orsiasition responses
f Y f % f %
22 exclude from  1%-yr 52 2 3.85 5 9.62 45 86.54
3¢yr 56 0 0.00 12 2143 44 78.57
23 compensate 1*tyr 52 0 0.00 0 0.00 52 100.00
for 3r.yr 56 1 175 5 8.93 50 89.29
24 restore to 15-yr 52 0 0.00 26 50.00 26 50.00
3yr 56 4 7.14 39 69.64 13 2321
25  reside in Istyr 52 2 3.85 0 0.00 50  96.15
3rd-yr 56 2 3.57 7 12.50 47 83.93
26 quote as Ist-yr 52 0 0.00 12 23.08 40 76.92
3rd-yr 56 0 0.00 22 3929 34 60.71
27 intervene in 1*-yr 32 0 0.00 2 3.85 50 96.15
3hyr 56 0 0.00 7 1250 49  87.50
28  shiftto 1*-yr 52 3 5.77 7 1346 42 80.77
349yr 56 11 19.64 20 3571 25 44.64
29  file for 1*-yr 52 0 0.00 20 - 3846 32 61.54
34.yr 56 0 0.00 16 2857 40  71.43
30 release from 1*yr 52 4 7.69 30 57.69 18 34.62
3 yi—.56 1 1.79 43 7679 12 21.43
Total I%-yr 1560 139  8.91 459 2942 962  61.67
3dyr 1680 279 16.61 646 3845 755 4494
Based on the numerical evidence, the third-year English majors

(f =279, 16.61%) tended to use the provided verbs with the target prepositions more

frequently than first-year English majors (f = 139, 8.91%). The Chi-square test was

applied to test the differences in three types of responses of two groups of students. The

results indicated that there were statistically significant differences in the use of thirteen

verbs in the sentence building test by first-year and third-year English majors as shown
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in Table 33. These were: consist of (x*= 8.291, p = 0.016), contribute to (x*= 34.844, p
= 0.000), derive fiom (x*= 8.906, p = 0.012), concentrate on (x*= 14.844, p = 0.001),
participate in (x>= 25.096, p = 0.000), focus on (x*= 16.949, p = 0.000), adapt to (x*=
7.245, p = 0.027), dispose of (x*= 15.002, p = 0.001), recover from (x*= 6.835,
p = 0.033), sunm up (x*= 25.867, p = 0.000), restore fo (x*= 10.800, p = 0.005), reside
in (x*= 6.954, p = 0.031), and shiff fo (x*=15.017, p = 0.001).

Table 33 Differences in the responses to the sentence building test by first-year

and third-year English majors

Item MWVs Chi-Square values P value
1  consist of 8.291 0.016*
2 contribute to 34.844 0.000*
3  remove from 3.365 0.186
4 derive from 8.906 0.012%
S concentrate on 14.844 0.001*
6  participate in 25.096 0.000%*
7  relyon 0.943 0.624
8  focus on 16.949 0.000*
9 attribute to 3.367 0.186
10  submit to S 0.058
11 adapt to 7.245 0.027%
12 benefit from 0.308 0.857
13 coincide with 4.868 0.088
14  expose to 1.836 0.399
15  transform into 4.645 0.098
16  dispose of 15.002 0.001*
17 occur to 0.909 0.635
18 link to 2.842 0.241
19 conform to 0.449 0.799

[yl
o

recover from 6.835 0.033*
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Table 33 (cont.)

Item MWVs Chi-Square values P value
21  sumup 25.867 0.000%
22 exclude from 4.752 0.093
23 compensate for 5.899 0.052
24 restore to 10.800 0.005*
25 reside in 6.954 0.031*
26  quote as 3.284 0.070
27  intervene in 2.643 0.104
28  shiftto 15.017 0.001*
29 file for 1.187 0.276
30 release from 5.174 0.075

*statistically significant at p <0.05

2.2 If the English majors use the given verbs with the target
prepositions, to what extent do they score from their written sentences?

The written sentences in which the given verbs were used with the
target prepositions were scored by two native speakers of English, and the average score
for each sentence was calculated for further analyses. The sum of average scores for all
sentences written for each verb item indicated an overall ability to use that multi-word
verb in written sentences of a group of students. As the total score of a written sentence
equaled two, the total scores for individual verb items were from the number of
sentences written using the provided verbs with the target prepositions, multiplied by
two.

Tables 34 and 35 displays the extent to which the first-year English
majors and the third-year English majors scored from their written sentences in which
the provided verbs were used with the target prepositions, ranked in order. Hence, the
sum of the scores for individual verb items normally depends on the number of sentences

in which the provided verbs were used with the target prepositions.
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Table 34 The overall scores of all sentences with the verbs and target prepositions

used, written by first-year English majors (n = 52)

fof
% of total
sentences Total
Total scores scores
Rank MWVs with the scores
(fx 2) earned /total
target earned
scores
preposition
1 focus on 26 52 40.00 76.92
2 rely on 22 44 24.00 54.55
3 link to 17 34 20.00 58.82
4 remove from 14 28 19.50 69.64
5 consist of 11 22 9.00 40.91
6 concentrate on 4 8 8.00 100.00
7 participate in 7 14 7.50 53.57
8 submit to 4 8 4.50 56.25
9 adapt to 4 8 4.00 50.00
10 recover from 4 8 4.00 50.00
11 release from 4 8 4.00 50.00
12 shift to 3 6 3.50 58.33
13 benefit from 4 8 2.00 25.00
14 reside in 2, 4 2.00 50.00
IS sum up 1 2 2.00 100.00
16 derive from 1 2 1.50 75.00
17 contribute to 3 6 1.00 16.67
18 exclude from 2 4 1.00 25.00
19 transform into 1 ? 1.00 50.00
20 dispose of 1 * 1.00 50.00
2] expose to 1 2 0.50 35.00
22 conform to 2 4 0.00 0
23 occur to 1 2 0.00 0
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Table 34 (cont.)

Sfof
% of total
sentences Total
Total scores scores
Rank MWVs with the scores
(fx2) earned /total
target earned
. scores
preposition
24 attribute to 0 0 0.00 0
25 coincide with 0 0 0.00 0
26 compensate for 0 0 0.00 0
27 restore to 0 0 0.00 0
28 quote as 0 0 0.00 0
29 intervene in 0 0 0.00 0
30 file for 0 0 0.00 0
Total 139 278 160 57.55

As seen in Table 34, generally, the total scores the first-year English
majors earned largely depended on the number of sentences in which the provided verbs
were used with the target prepositions. Ranged by the total raw scores earned, the first-
year English majors scored from sentences written for focus on (40.00, 76.92%),
followed by rely on (24.00, 54.55%), link to (20.00, 58.82%), remove from
(19.50, 69.64%), consist of (9.00, 40.91%), concentrate on (8.00, 100%), participate in
(7.50, 53.57%), submit fo (4.50, 56.25%), adapt to (4.00,50%), recover from
(4.00, 50%), release from (4.00, 50%), shift to (3.50, 58.33%), benefit from (2.00, 25%),
reside in (2.00, 50%), sum up (2.00, 100%), derive from (1.50, 75%), contribute to
(1.00, 16.67%), exclude from (1.00, 25%), transform into (1.00, 50%), dispose of (1.00,
50%), and expose fo (0.50, 35%), respectively. While they could not score from
sentences written for conform io and occur to, they did not write any sentences for

attribute to, coincide with, compensate for, restore to, quote as, and intervene in.
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Table 35 The overall scores of all sentences with the verbs and target prepositions

used, written by third-year English majors (n = 56)

fof students % of total
using the Total score  Total score score
Rank MWVs
target (fx2) earned earned/total
preposition score
1 focus on 48 96 86.00 89.58
2 participate in 20 40 30.50 76.25
3 rely on 25 50 30.00 60.00
4 consist of 25 50 29.00 58.00
5 link to 23 46 22.00 47.83
6 recover from 14 28 20.00 71.43
7 remove from 15 30 18.75 62.50
8 sum up 12 24 16.00 66.67
9 adapt to 12 24 14.00 58.33
10 concentrate on 9 18 14.00 77.78
11 contribute to 21 42 13.50 32.14
12 submit to 6 12 9.00 75.00
13 shift to 11 22 7.00 31.82
14 transform into 4 8 6.00 75.00
15 derive from 5 10 5.00 50.00
16 dispose of 4 8 4.50 56.25
17 benefit from 6 12 4.00 33.33
18 expose to 3 6 3.50 58.33
19 reside in 2 4 3.50 87.50
20 restore to 4 8 3.00 37.50
21 conform to 1 2 2.00 100.00
22 compensate for 1 2 2.00 100.00
23 release from 1 2 1.00 50.00
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Table 35 (cont.)
f of students % of total
ik p— using the Total score  Total score score
target (fx 2) earned earned/total

preposition score
24 attribute to 3 6 0 0
25 occur to 3 6 0 0
26 coincide with 1 & 0 0
27 exclude from 0 0 0 0
28 quote as 0 0 0 0
29 intervene in 0 0 0 0
30 file for 0 0 0 0

Total 279 558 344.25 61.69

Table 35 illustrates the scores which the third-year English majors
obtained from their written sentences ranged by the total raw scores earned. In general,
the total scores obtained by the third-year English majors depended largely on the
number of sentences in which the provided verbs were used with the target prepositions.
Ranged by the total raw scores earned, this group of students scored from focus on
(86.00, 89.58%), followed by participate in (30.50, 76.25%), rely on (30.00, 60.00% ),
consist of (29.00, 58.00%), link to (22.00, 47.83%), recaover from (20.00, 71.43%),
remove from (18.75, 62.50%), sum up, (16.00, 66.67%), adapt fo (14.00, 58.33%),
concentrate on (14.00, 77.78%), contribute to (13.50, 32.14%), submit to (9.00,
75.00%), shifi to (7.00,31.82%), restore to (6.00,75.00%), transform into
(6.00, 75.00%), derive from (5.00, 50%), dispose of (4.50, 56.25%), benefit firom
(4.00, 33.33%), expose to (3.50, 58.33%), reside in (3.50, 87.50%), conform to (2.00,
100.00%), compensate for (2.00, 100.00%), and release from (2.00, 50.00%).

On the other hand, while they could not score from sentences written
for attribute to, occur to, and coincide with, they did not write any sentences for exclude

from, quote as, intervene in, and file for.
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Research findings for Research Question 3
3. What are the sources of errors in their use of English multi-word verbs?

3.1 What are students’ variations of prepositions used with the target verbs?

3.2 Are there any variations of verb + preposition collocations influenced
by the interlingual transfer?

3.3 Are there any variations of verb + preposition collocations influenced
by the intralingual transfer?

3.1 What are students’ variations of prepositions used with the target
verbs?

The answers from the test of multi-word verbs in the sentence
completion task which requested the respondents to use the provided verbs with any
other words they feel necessary were tabulated as seen in Tables 36 and 37. The
variations of responses which were recorded included: use of the provided verb without
a preposition in Table 36 and use of the provided verb with a variety of prepositions

which were not the target ones in Table 37.

Table 36 Use of the provided verbs without a preposition

Rank  Target MWV Ly 3y liey Target MWV Fyr 3%
S f  No. f f
1 recover 37 s 16  compensate 28 28
2 benefit 36 26 17  quoted 28 28
3 contribute 34 35 18  consist 28 17

4 transform 34 22 19 derived 27 28
5 participate 33 27 20 exclude 27 23
6 concentrate 33 23 21 submit 27 20
7 occur 33 20 22 sum 27 20
8 restored 32 30 23 focus 27 10
9 remove 32 20 24 shift 26 .
10 adapt 31 29 25  coincide 26 24
11 released 31 23 26 filed 26 23
12 attribute 31 22 27  conform 24 26
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Table 36 (cont.)
1yr  39yr Item 1yr  3"yr
Rank  Target MWV Target MWV
f / No. f f
13 exposed 31 21 28  intervene 24 21
14 link 30 23 29  reside 20 25
15  dispose 28 28 30 rely 18 12

Both the first-year and the third-year English majors were found to use
the provided verbs without a preposition far more frequently than using them with a
preposition which is not a target one. Generally, the frequencies of using the provided
verbs without a preposition were higher in first-year students than in third-year students
in most verb items. These were: recover (37:29), benefit (36:26), transform (34:22),
participate (33:27), concentrate (33:23), occur (33:20), restore (32:30), remove (32:20),
adapt (31:29), release (31:23), attribute (31:22), expose (31:21), link (30:23), dispose
(29:28), consist (28:17), exclude (27:23), submit (27:20), sum up (27:20), focus (27:10),
coincide (26:24), file (26:23), intervene (24:21),and rely (18:12). For the other verb
items, the frequencies of using the provided verbs without a preposition in the first-year
English majors were less than those of the third-year English majors or equaled. These
included: contribute (34:35), derive (27:28), shift (26:37), conform (24:26) reside
(20:25), compensate (28:28), and guote (28:28).

Table 37 Use of the provided verbs with a variety of prepositions which were not

the target ones

non-target _
rank ) provided verbs Ist yr 3rd yr Total
preposition
1 to transform 11 23 34
benefit 3 10 13
reside 6 2 8

5N

exclude 3 7
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Table 37 (cont.)
rank non-target provided verbs Istyr 3rd yr Total

coincide 3 4 7
concentrate 4 i)
intervene 3 - 7
derive 3 3 6
remove 3 2 5
sum 3 2 5
file 2 3 5
quote 2 3 5
recover 2 3 5
dispose 1 3 4
participate 1 B 4
release 1 2 3
consist 1 1 2
rely 0 1 1
Total 52 76 128

2 with link 6 12 18
occur o 12 16
participate 1 5 6
adapt 2 3 5
benefit 1 4 5
expose 1 4 5
file 1 3 4
concentrate 0 4 4
sum 2 0 2
conform | 1 p
derive 1 1 2
restore 1 1 2
consist 0 2 2
dispose 0 1 1
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Table 37 (cont.)
rank non-target  provided verbs Ist yr 3rd yr Total

exclude 0 1 1
infervene 0 1 1
quote 0 1 1
submit 0 1 1
Total il 57 78

3 in rely 0 11 11
contribute 6 1 [
occur < 2 6
restore e = 6
adapt 4 0 4
coincide 3 1 4
compensate 2 2 <
submit 2 2 4
sum 2 1 3
concentrate 1 % 3
conform 1 2 5
remove 1 2 3
benefit 1 1 2
dispose 1 1 2
focus 1 1 2
quote 0 2 2
file 1 0 1
link 1 0 1
release 1 0 1
shift 1 0 1
derive 0 1 1
expose 0 1 1
Total 37 35 72
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rank non-target provided verbs Ist yr 3rd yr Total

4 on occur 5 6 11
attribute 1 3 4
exclude 1 3 4
file 2 1 3
quote 1 2 3
benefit 2 0 2
consist A 0 2
derive . 2 0 2
expose 2 0 2
shift 2 0 2
compensate 1 1 2
submit 1 1 2
participate 0 2 2
remove 0 z 2
adapt 1 0 1
release 1 0 1
transform 1 0 1
confribute 0 1 1
recover 0 1 1
reside 0 1 |
Total 25 24 49

< from attribute 0 7 7
restore 1 3 4
expose 0 4 4
quote 2 1 3
submit 1 2 3
shift 1 1 2
file 0 2 2
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Table 37 (cont.)
rank non-target provided verbs Istyr 3rd yr Total

5 from adapt 0 1 1
conform 0 1 1
sum 0 1 1
Total 5 23 28

6 of exclude 1 1 2
reside 1 1 2
adapt 0 2 2
benefit 0 2 2
intervene 0 2 2
coincide 1 0 1
focus 1 0 1
transform 1 0 1
compensate 0 1 1
conform 0 1 1
file 0 1 1
participate 0 1 1
quote 0 1 1
release 0 1 1
restore 0 1 1
sum 0 1 1
Total 5 16 21

7 for benefit 4 1 5
restore 0 4 <
adapt 1 2 3
reside 1 1 2
exclude 0 2 a
participate 1 0 1
derive 0 1 1
Total 7 11 18
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non-target

rank N provided verbs Ist yr 3rd yr Total
preposition

8 by quote 2 2 4
submit 1 3 4
expose 0 3 3
remove 1 1 2
link 1 0 |
oceur 1 0 1
restore 0 1 1
Total 6 10 16

g into coincide 1 2
contribute 0 2 2
intervene 0 I 1
oceur 0 1 1
shift 0 1 1
Total 1 7 8

10 about sum 0 2 2
concentrate 1 0 1
consist 1 0 1
conform 0 1 1
quote 0 1 1
submit 0 1 1
Total 2 5 7

11 out remove 1 2 3
file 0 1 1
recover 0 1 1
release 0 1 1
shift 0 1 1
Total 1 6 7
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Table 37 (cont.)
rank non—ta-rget provided verbs Ist yr 3rd yr Total
preposition
12 at benefit 1 0 1
intervene 1 0 1
recover 1 0 1
reside 1 0 1
restore 1 0 1
submit 1 0 1
Total 6 0 6
13 between adapt 1 0 1
link 0 | 1
Total 1 1 2
14 off consist 0 1 1
exclude 0 1 1
Total 0 & 2

Fourteen non-target prepositions were used after the provided verbs by
the two groups of participants as shown in Table 37. As ranked by the frequencies of
occurrences, these prepositions included: fo (f = 128), with (f = 78), in (f = 72), on (f =
49), from (f = 28), of (f = 21), for (f = 18), by (f = 16), into (f = 8), about (f =7), out (f
=T7), at (f =6), between (f = 2), and of (f = 2).

The results demonstrated that the third-year English majors tended to
use different non-target prepositions with the provided verbs greater than the first-year
English majors. These prepositions included: fo (76:52), with (51:27), from (23:5), of
(16:5), for (11:7), by (10:6), into (7:1), about (5:2), out (6:1), and off (2:0). On the other
way around, the first-year English majors’ frequencies were greater in the use of in
(37:35), on (25:24), at (6:0), and equaled in the use of berween (1:1).

In addition, as seen in Table 37, ranged by frequency of use, individual
prepositions were applied to the lists of verbs by the two groups of participants as

follows:
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To: To was more frequently used with various given verbs by the third-
year English majors (/= 76) than by the first-year English majors (f = 52). While 70 was
used far more frequently with the verb fransform (23:11) and benefit (10:3) by the third-
year English majors than by the first-year English majors, it was more frequently used
with the verb reside (2:6) by the first-year students. For other verbs including exclude,
coincide, concentrate, intervene, derive, remove, sum, file, quote, recover, dispose,
participate, release, consist, and rely, their occurrences with 7o in two groups of students
were not very different as the gap was not larger than two.

With: With was more frequently used with various given verbs by the
third-year English majors (' = 57) than by the first-year English majors (/' = 21). It was
used more frequently with the verb /ink (12:6), occur (12:4), participate (5:1), benefit
(4:1), expose (4:1), and concentrate (4:0) by the third-year English majors than by the
first-year English majors. For other verbs including adapt, file, sum, conform, derive,
restore, consist, dispose, exclude, intervene, quote, and submit, their occurrences with
with in two groups of students were not very different as the gap was not larger than
two.

In: In was a frequently used preposition applied to various given verbs
by both groups of participants (35:37). While in was used far more frequently with the
verb rely (11:0) by the third-year English majors than by the first-year English majors,
it was more frequently used with the verb contribute (1:6) and adapt (0:4) by the first-
year students. For other verbs including occur, restore, coincide, compensate, submit,
sum, concentrate, conform, remove, benefit, dispose, focus, quote, file, link, release,
shift, derive, and expose, their occurrences with in in two groups of students were not
very different as the gap was not larger than two.

On: On was a frequently used preposition applied to various given
verbs by both groups of participants (24:25). It was most frequently used with the verb
occur (6:5) by both the third-year English majors and the first-year English majors.
Generally, for the verbs including occur, attribute, exclude, file, quote, benefit, consist,
derive, expose, shift, compensate, submit, participate, remove, adapt, release,
transform, contribute, recover, and reside, their occurrences with on in two groups of

students were not very different as the gap was not larger than two.



132

From: From was more frequently used with various given verbs by the
third-year English majors (f' = 23) than by the first-year English majors (f = 5). It was
used with the verb attribute (7:0) and expose (4:0) only by the third-year English majors.
For other verbs including restore, quote, submit, shift, file, adapt, conform and sum,
their occurrences with frrom in two groups of students were not very different as the gap
was not larger than two.

Of: Of was more frequently used with various given verbs by the third-
year English majors (f = 16) than by the first-year English majors (' = 5). For the verbs
including exclude, reside, adapt, benefit, intervene, coincide, focus, transform,
compensate, conform, file, participate, quote, release, restore, and sum, their
occurrences with of'in two groups of students were not very different as the gap was not
larger than two.

For: For was more frequently used with various given verbs by the
third-year English majors (f = 11) than by the first-year English majors (f = 7). While it
was used more frequently with the verb restore (4:0) by the third-year English majors
than by the first-year English majors, it was more frequently used with the verb benefit
(1:4) by the first-year students. For other verbs including adapt, reside, exclude,
participate, and derive, their occurrences with for in two groups of students were not
very different as the gap was not larger than two.

By: By was more frequently used with various given verbs by the third-
year English majors (f = 10) than by the first-year English majors (f = 6). For the verbs
including quote, submit, expose, remove, link, occur, and restore, their occurrences with
by in two groups of students were not very different as the gap was not larger than two.

Into: Into was more frequently used with various given verbs by the
third-year English majors (f = 7) than by the first-year English majors (f = 1). For the
verbs including coincide, contribute, intervene, occur, and shifi, their occurrences with
into in two groups of students were not very different as the gap was not larger than two.

About: About was more frequently used with various given verbs by the
third-year English majors (f = 5) than by the first-year English majors (f'= 2). For the
verbs including sum, concentrate, consist, conform, quote, and submit, their occurrences
with about in two groups of students were not very different as the gap was not larger

than two.
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Out: Out was more frequently used with various given verbs by the
third-year English majors (£ = 6) than by the first-year English majors (f = 1). For the
verbs including remove, file, recover, release, and shift, their occurrences with out in
two groups of students were not very different as the gap was not larger than two.

At: At was only used by the first-year English majors (f = 6) with the
verbs including benefit, intervene, recover, reside, restore, and submit.

Between: Between was used by one first-year student with the verb
adapt and by one third-year student with the verb /ink.

Off: Off was used by two third-year students with the verb consist and
exclude.

The variations of responses for the individual verbs used by two groups

of students were reported in Tables 38-67 sequenced by the order of test items.

Table 38 Variations of responses for the verb consist

Item 1R\ vk 3y

- Target verbs Variations Fofuse Fofuse Total
1 consist (of) = 28 17 55
with 0 2 2
on 2 0 2
to 1 1 2
about 1 0 1
off 0 1 1

Consist (of)

Both groups of students used consist without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 28)
tended to use consist without a preposition more frequently than the third-year English
majors (f = 17). Meanwhile, five prepositions including with, on, to, about, and off were
found to be used by these students differently. As Table 38 displayed, with was used by

two third-year students, on was used by two first-year students, fo was used by one first-
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year student and one third-year student, abous was used by one first-year student, and

off was used by one third-year student.

Table 39 Variations of responses for the verb contribute

Item 15t yr 34 yr
Target verbs Variations Total
No. fof use fofuse
2 contribute (to) X 34 35 69
in 6 1 ¥
into 0 2 2
on 0 1 1

Contribute (to)

Both groups of students used contribute without a preposition way more
frequently than with a non-target preposition. The third-year English majors (f = 35)
tended to use contribute without a preposition more frequently than the first-year
English majors (f = 34). Meanwhile, three prepositions including in, info, and on were
found to be used by these students differently. As Table 39 displayed, in was used by
six first-year students and one third-year student, info was used by two third-year

students, and on was used by one third-year student.

Table 40 Variations of responses for the verb remove

Item o 1% yr 3 yp
e, Target verbs Variations Fofuse Fof use Total
3 remove (from) X 32 20 52
to 3 2 5
out 1 2 3
in 1 2 3
by 1 1 2
on 0 2 2
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Remove (from)

Both groups of students used remove without a preposition way more
frequently than with a non-target preposition. The first-year English majors (' = 32)
tended to use remove without a preposition more frequently than the third-year English
majors (f = 20). Meanwhile, five prepositions including fo, out, in, by, and on were
found to be used by these students differently. As Table 40 displayed, fto was used by
three first-year students and two third-year students, ouf and in were used by one first-
year student and two third-year students, by was used by one first-year student and one

third-year student, and on was used by two third-year students.

Table 41 Variations of responses for the verb derive

Item = 1 yr 3 yr
xid Target verbs Variations Fofuse AR Total
4 derive (from) X 27 28 55
to 3 3 6
with 1 1 2
on 2 0 2
for 0 1 1
in 0 1 1

Derive (from)

Both groups of students used derive without a preposition way more
frequently than with a non-target preposition. The third-year English majors (f = 28)
tended to use derive without a preposition more frequently than the first-year English
majors (f = 27). Meanwhile, five prepositions including fo, with, on, for, and in were
found to be used by these students differently. As Table 41 displayed, fo was used by
three first-year students and three third-year students, with was used by one first-year
student and one third-year student, on was used by two first-year students, and for and

in were used by one third-year student.
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Table 42 Variations of responses for the verb concentrate

Item o 1% yr 3" yr
Target verbs Variations Total
No. fofuse fofuse
5 concentrate (on) X 33 23 56
to 3 - 76
with 0 4 4
in 1 2 3
about 1 0 1

Concentrate (on)

Both groups of students used concentrate without a preposition way
more frequently than with a non-target preposition. The first-year English majors (f =
33) tended to use concentrate without a preposition more frequently than the third-year
English majors (f = 23). Meanwhile, four prepositions including fo, with, in, and about
were found to be used by these students differently. As Table 42 displayed, to was used
by three first-year students and four third-year students, with was used by four third-
year students and, /» was used by one first-year student and two third-year students, and

about was used by one first-year student.

Table 43 Variations of responses for the verb parficipate

Item o I*tyr 3 yr
i Target verbs Variations Fofuse Fofuse Total
6 participate (in) X 33 27 60
with 1 5 6
to 1 3 4
on 0 2 2
for 1 0 1
of 0 1 1
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Participate (in)

Both groups of students used participate without a preposition way
more frequently than with a non-target preposition. The first-year English majors (f =
33) tended to use participate without a preposition more frequently than the third-year
English majors (= 27). Meanwhile, five prepositions including with, to, on, for, and of
were found to be used by these students differently. As Table 43 displayed, with was
used by one first-year student and five third-year students, fo was used by one first-year
student and three third-year students, on was used by two third-year students, for was

used by one first-year student, and of' was used by one third-year student.

Table 44 Variations of responses for the verb rely

Item 1% yr 3 yr
Target verbs Variations Total
No. fofuse fofuse
7 rely (on) X 18 1< 30
in 0 i1 11
to 0 1 1
Rely (on)

Both groups of students used rely without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 18)
tended to use rely without a preposition more frequently than the third-year English
majors (f = 12). Meanwhile, two prepositions including in and fo were found to be used

by eleven third-year students and one third-year student, respectively.

Table 45 Variations of responses for the verb focus

Item o 1*yr 3 yr
Target verbs Variations Total
No. fof use fofuse
8 focus (on) X 27 10 37
in 1 1 2

of 1 0 1
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Focus (on)

Both groups of students used focus without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 27)
tended to use focus without a preposition more frequently than the third-year English
majors (/= 10). Meanwhile, two prepositions including in and of were found to be used

by one student from each level and one first-year student, respectively.

Table 46 Variations of responses for the verb affribute

Item o 1yr 34 yr
Target verbs Variations Total
No. fofuse Jfof use
9 attribute (to) X 31 2 53
from 0 7
on 1 3 4

Attribute (to)

Both groups of students used affribute without a preposition way more
frequently than with a non-target preposition. The first-year English majors (' = 31)
tended to use atfribute without a preposition more frequently than the third-year English
majors (f = 22). Meanwhile, two prepositions including from and on were found to be
used by seven third-year students and one first-year and three third-year students,

respectively.

Table 47 Variations of responses for the verb subimnit

[tem o 1% yr 39 yr
Target verbs Variations Total
No. fofuse fofuse
10 submit (to) X 27 20 47
in 2 2 -+

by 1 3 4
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Item 15 yr 3" yr
Target verbs Variations Total
No. fofuse fofuse
from 3
on 2
at |
with 1
about 1
Submit (to)

Both groups of students used submit without a preposition way more

frequently than with a non-target preposition. The first-year English majors (f = 27)

tended to use submit without a preposition more frequently than the third-year English

majors (' = 20). Meanwhile, seven prepositions including in, by, from, on, at, with, and

about were found to be used by these students differently. As Table 47 displayed, in was

used by two first-year students and two third-year students, by was used by one first-

year student and three third-year students, from was used by one first-year student and

two third-year students, on was used by one first-year student and one third-year student,

at was used by one first-year student, and with and about were used by one third-year

student.

Table 48 Variations of responses for the verb adapt

Item 1Styr 34 yr
Target verbs Variations Total

No. fofuse fofuse
11 adapt (to) X 31 29 60
with 2 3 5
in 4 0 4
for 1 2 3
of 0 2 2
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Table 48 (cont.)
Item o 1% yr 34 yr
Target verbs Variations Total

No. fofuse fofuse
on 1 0 1
between 1 0 1
from 0 1 1

Adapt (fo)

Both groups of students used adapt without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 31)
tended to use adapt without a preposition more frequently than the third-year English
majors (= 29). Meanwhile, seven prepositions including with, in, for, of, on, between,
and from were found to be used by these students differently. As Table 48 displayed,
with was used by two first-year students and three third-year students, in was used by
four first-year students, for was used by one first-year student and two third-year
students, of was used by two third-year students, on and befween were used by one first-

year student, and firom was used by one third-year student.

Table 49 Variations of responses for the verb benefir

Item . 1%t yr 3" yr
- Target verbs Variations ot Fofuse Total
12 benefit (from) X 36 26 62
to 3 10 13
for 4 1 5
with 1 4 5
in 1 1 2
of 0 2 2
on 2 0 2
at 1 0 1
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Benefit (from)

Both groups of students used benefit without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 36)
tended to use benefit without a preposition more frequently than the third-year English
majors (f = 26). Meanwhile, seven prepositions including to, for, with, in, of, on, and at
were found to be used by these students differently. As Table 49 displayed, fo was used
by three first-year students and ten third-year students, for was used by four first-year
students and one third-year student, wits was used by one first-year student and four
third-year students, in was used by one first-year student and one third-year student, of
was used by two third-year students, on was used by two first-year students, and ar was

used by one first-year student.

Table S0 Variations of responses for the verb coincide

tem _ 1t yr 3" yr
- Target verbs Variations Fof use Fofuse Total
13 coincide (with) X 26 24 50
to 3 4 7
in 3 1 4
into 1 2 3
of 1 0 1
Coincide (with)

Both groups of students used coincide without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 26)
tended to use coincide without a preposition more frequently than the third-year English
majors (f = 24). Meanwhile, four prepositions including o, in, into, and of were found
to be used or by these students differently. As Table 50 displayed, fo was used by three
first-year students and four third-year students, in was used by three first-year students
and one third-year student, info was used by one first-year student and two third-year

students, and of was used by one first-year student.
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Table 51 Variations of responses for the verb expose

Item 1% yr 3% wr
A Target verbs Variations Fofuse Fofuse Total
14 expose (to) X &l 21 52
with 1 4 5
from 0 4 4
by 0 3 3
on P 0 2
in 0 1 1
Expose (to)

Both groups of students used expose without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 31)
tended to use expose without a preposition more frequently than the third-year English
majors (f = 21). Meanwhile, five prepositions including with, from, by, on, and in were
found to be used by these students differently. As Table 51 displayed, wirh was used by
one first-year student and four third-year students, firom was used by four third-year
students, by was used by three third-year students, on was used by two first-year

students, and j» was used by one third-year student.

Table 52 Variations of responses for the verb fransform

Ttem 1% yr 3" yr
Target verbs Variations Total
No. fofuse fofuse
15 transform (into) X 34 22 56
to 11 23 34
of 1 0 1

on 1 0 1
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Transform (into)

Both groups of students used transform without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 34)
tended to use fransform without a preposition more frequently than third-year English
majors (f = 22). Meanwhile, three prepositions including fo, of, and on were found to be
used by these students differently. As Table 52 displayed, 7o was used by 11 first-year

students and 23 third-year students, and of and on were used by one first-year student.

Table 53 Variations of responses for the verb dispose

Item 15 yr 3 yr
Target verbs Variations Total
No. fofuse fofuse
16 dispose (of) X 29 28 57
to 1 3 A4
in 1 1 2
with 0 1 1
Dispose (of)

Both groups of students used dispose without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 29)
tended to use dispose without a preposition more frequently than the third-year English
majors (f = 28). Meanwhile, three prepositions including fo, in, and with were found to
be used by these students differently. As Table 53 displayed, fo was used by one first-
year student and three third-year students, in was used by one first-year student and one

third-year student, and with was used by one third-year student.
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Ttem 1 yr 3" yr
No. Target verbs Variations Fofuse Fofuse Total
17 occur (to) X 33 20 53
with - 12 16
on 5 6 11
in + 2 6
by 1 0 1
into 0 1 1

Occur (fo)

Both groups of students used occur without a preposition way more

frequently than with a non-target preposition. The first-year English majors (f = 33)

tended to use occur without a preposition more frequently than the third-year English

majors (f = 20). Meanwhile, five prepositions including with, on, in, by, and info were

found to be used by these students differently. As Table 54 displayed, with was used by

four first-year students and twelve third-year students, on was used by five first-year

students and six third-year students, in was used by four first-year students and two

third-year students, by was used by one first-year student, and info was used by one

third-year student.

Table 55 Variations of responses for the verb link

Item 1% yr 3y
Target verbs Variations Total
No. fofuse fofuse
18 link (to) X 30 23 53
with 6 12 18
in 1 0 1
by 1 0 1
between 0 1 1
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Link (to)

Both groups of students used /ink without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f' = 30)
tended to use /ink without a preposition more frequently than the third-year English
majors (f = 23). Meanwhile, four prepositions including with, in, by, and befween were
found to be used by these students differently. As Table 55 displayed, with was used by
six first-year students and twelve third-year students, in and by were used by one first-

year student, and befween was used by one third-year student.

Table 56 Variations of responses for the verb conform

Item 15 yr 3 yr
W Target verbs Variations Fofuse Gt Total
19 conform (to) X 24 26 50
in 1 2 3
with 1 1 2
of 0 1 1
about 0 1 1
from 0 1 1

Conform (to)

Both groups of students used conform without a preposition way more
frequently than with a non-target preposition. The third-year English majors (f = 26)
tended to use conform without a preposition more frequently than the first-year English
majors (f = 24). Meanwhile, five prepositions including in, with, of, about, and from
were found to be used by these students differently. As Table 56 displayed, in was used
by one first-year student and two third-year students, with was used by one first-year
student and one third-year student, and of, about, and from were used by one third-year

student,
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Item o 1% yr 3 yr
Target verbs Variations Total
No. fofuse fofuse
20 recover (from) X 37 29 66

to 2 3 5
at 1 0 1
out 0 1 1
on 0 1 |

Recover (from)

Both groups of students used recover without a preposition way more

frequently than with a non-target preposition. The first-year English majors (f = 37)

tended to use recover without a preposition more frequently than the third-year English

majors (' = 29). Meanwhile, four prepositions including fo, at, out, and on were found

to be used by these students differently. As Table 57 displayed, fo was used by two first-

year students and three third-year students, ar was used by one first-year student, and

out and on were used by one third-year student.

Table 58 Variations of responses for the verb sum

Item \_. 18 yr 39 yr
it Target verbs Variations Fofuse Fofuse Total
21 sum (up) X 27 20 47
to 3 2 5
in 2 1 3
with 2 0 2
about 0 2 2
of 0 1 1
from 0 1 1
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Sum (up)

Both groups of students used swum without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 27)
tended to use sum without a preposition more frequently than the third-year English
majors (f = 20). Meanwhile, six prepositions including to, in, with, about, of, and from
were found to be used by these students differently. As Table 58 displayed, 7o was used
by three first-year students and two third-year students, in was used by two first-year
students and one third-year student, with was used by two first-year students, about was

used by two third-year students, and of and from were used by one third-year student.

Table 59 Variations of responses for the verb exclude

Item 18t yr 3
Target verbs Variations Total
No. fofuse fofuse
22 exclude (from) X 27 23 50
to Z 3 7
on 1 3 4
of 1 1 2
for 0 2 2
with 0 1 1
off 0 1 1

Exclude (from)

Both groups of students used exc/ude without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 27)
tended to use exclude without a preposition more frequently than the third-year English
majors (f = 23). Meanwhile, six prepositions including to, on, of, for, with, and off were
found to be used or not used by these students differently. As Table 59 displayed, fo was
used by four first-year students and three third-year students, on was used by one first-
year student and three third-year students, of was used by one first-year student and one
third year student, for was used by two third-year students, and with and off were used

by one third-year student.
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Table 60 Variations of responses for the verb compensate

Item 18t yr 3 yr
Target verbs Variations Total
No. fofuse fofuse
23 compensate (for) X 28 28 56
in 2 2 4
on 1 1 2
of 0 1 1

Compensate (for)

Both groups of students used compensate without a preposition way
more frequently than with a non-target preposition. The first-year English majors
(f = 28) used compensate without a preposition as frequently as the third-year English
majors (f = 28). Meanwhile, three prepositions including in, on, and of were found to be
used by these students differently. As Table 60 displayed, in was used by two first-year
students and two third-year students, on was used by one first-year student and one third-

year student, and of was used by one third-year student.

Table 61 Variations of responses for the verb restore

Item 18 yr IWyr
- Target verbs Variations Fofuse Fofuse Total
24 restore (to) X 32 30 62
in + 2 6
from 1 3 4
for 0 4 4
with 1 1 2
at 1 0 1
by 0 1 1

of 0 1 1
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Restore (fo)

Both groups of students used restore without a preposition way more
frequently than with a non-target preposition. The first-year English majors (' = 32)
tended to use resfore without a preposition more frequently than the third-year English
majors (f = 30). Meanwhile, seven prepositions including in, from, for, with, at, by, and
of were found to be used by these students differently. As Table 61 displayed, in was
used by four first-year students and two third-year students, from was used by one first-
year student and three third-year students, for was used by four third-year students, with
was used by one first-year student and one third-year student, ar was used by one first-

year student, and by and of were used by one third-year student.

Table 62 Variations of responses for the verb reside

Item 1%t yr 34 yp
. | Target verbs Variations Fofuse Fofuse Total
28 reside (in) X 20 U5 45
to 6 2 8
of 1 1 2
for 1 1 2
at 1 0 1
on 0 1 1
Reside (in)

Both groups of students used reside without a preposition way more
frequently than with a non-target preposition. The third-year English majors (f = 25)
tended to use reside without a preposition more frequently than the first-year English
majors (f = 20). Meanwhile, five prepositions including ro, of, for, at, and on were found
to be used by these students differently. As Table 62 displayed, fo was used by six first-
year students and two third-year students, of and for were used by one first-year student
and one third-year student, ar was used by one first year student, and on was used by

one third-year student.



150

Table 63 Variations of responses for the verb quote

Item 13t yr 3" yr
- Target verbs Variations Fofuse Fofuse Total
26 quote (as) X 28 28 56
to 2 3 B
by 2 2 4
from 2 1 3
on 1 2 3
in 0 2 2
with 0 1 1
about 0 1 1
of 0 1 1
Quote (as)

Both groups of students used quote without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 28)
used quote without a preposition as frequently as the third-year English majors (/' = 28).
Meanwhile, eight prepositions including to, by, from, on, in, with, about, and of were
found to be used by these students differently. As Table 63 displayed, to was used by
two first-year students and three third-year students, by was used by two first-year
students and two third-year students, from was used by two first-year students and one
third-year student, on was used by one first-year student and two third-year students, in
was used by two third-year students, and with, about, and of were used by one third-

year student.



Table 64 Variations of responses for the verb infervene

151

Item _ 1% yr 34 yr
s Target verbs Variations Fofuse Fofuse Total
27 intervene (in) X 24 21 45
to 3 4 7
of 0 2 2
at 1 0 1
into 0 | 1
with 0 1 1

Intervene (in)

Both groups of students used infervene without a preposition way more

frequently than with a non-target preposition. The first-year English majors (f = 24)

tended to use infervene without a preposition more frequently than the third-year

English majors (f = 21). Meanwhile, five prepositions including fo, of, at, into, and with

were found to be use by these students differently. As Table 64 displayed, fo was used

by three first-year students and four third-year students, of was used by two third-year

students, ar was used by one first-year student, and info and with were used by one third-

year student.

Table 65 Variations of responses for the verb shift

Item 1# yr 3 yr
o, Target verbs Variations Fofuse Fofuse Total
28 shift (to) X 26 37 63
from 1 1 2
on 2 0 2
in 1 0 1
into 0 1 1
out 0 1 1
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Shift (fo)

Both groups of students used shiff without a preposition way more
frequently than with a non-target preposition. The third-year English majors (f = 37)
tended to use shift without a preposition more frequently than the first-year English
majors (f = 26). Meanwhile, five prepositions including from, on, in, into, and out were
found to be used by these students differently. As Table 65 displayed, firom was used by
one first-year student and one third-year student, on was used by two first-year students,
in was used by one first year student, and info and our were used by one third-year

student.

Table 66 Variations of responses for the verb file

Item _ 1tyr 34 yr
i Target verbs Variations Fofuse Fofuse Total
29 file (for) X 26 23 49
to 2 3 5
with 1 3 4
on 2 1 3
from 0 2 2
in 1 0 1
out 0 1 1
of 0 1 1
File (for)

Both groups of students used file without a preposition way more
frequently than with a non-target preposition. The first-year English majors (f = 26)
tended to use file without a preposition more frequently than the third-year English
majors (f = 23). Meanwhile, seven prepositions including to, with, on, from, in, out, and
of were found to be used by these students differently. As Table 66 displayed, /o was
used by two first-year students and three third-year students, with was used by one first-

year student and three third-year students, on was used by two first-year students and
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one third-year student, from was used by two third-year students, in was used by one

first-year student, and ouf and of were used by one third-year student.

Table 67 Variations of responses for the verb reflease

Item o 1 yr 3 yr
- Target verbs Variations ot i Total
30 release (from) X 31 23 54
to 1 2 3
on 1 0 1
in 1 0 1
of 0 1 1
Release (from)

Both groups of students used release without a preposition way more
frequently than with a non-target preposition. The first-year English majors (/' = 31)
tended to use release without a preposition more frequently than the third-year English
majors (f = 23). Meanwhile, four prepositions including to, on, in, and of were found to
be used by these students differently. As Table 67 displayed, fo was used by one first-
year student and two third-year students, on and in were used by one first-year student,
and of was used by one third-year student.

For research questions 3.2 and 3.3, the sources of these variations were
analyzed. As an error needs to consistently occur (Norrish, 1983 as cited in Khansir,
2012), a variation which appeared once was not further analyzed. The items to be
analyzed further needed to appear greater than two times across different students. In
other words, a variation of use must be produced by at least two students from two
groups of students combined to be analyzed for the sources of errors.

3.2 Are there any variations of verb + preposition collocations
influenced by the interlingual transfer?

This research question attempted to explore one important source of 1.2
errors known as an interlingual transfer which resulted from a negative transfer, usually

caused by L2 learners’ word-for-word translations from their L1 to L2. To investigate
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whether there is an interlingual transfer in students’ variations of use, the analysis for
this research question relied on students’ translations of the verbs and prepositions in
the test of multi-word verbs. Table 68 displays the analysis of incorrect use of
prepositions caused by interlingual transfers, based on students’ translations of the
multi-word verbs of their choices (verb + non-target preposition) (column 5) compared

by the Thai translations of those prepositions (column 4) based on Google Translate.

Table 68 Use of non-target prepositions caused by interlingual transfer

Verbs Non- GG
. _ Students’ translations of
(+ target target translations
. (1% yr:3" yr) Verbs (+ other P’s)
P*’s) B35 of other P’s
link (to) with 18 fu/dnenu/ny/  deulaiu/Aamuin/ Fouste
(6:12)*%* \
sa/ludow/wion M
e/
occur (to) with 16 fu/faeflne/nny/ ety
(4:12)
rn/ludnyd/nwiau
dos/ iy
benefit to 13 Téis/ra/ge/g/un/  dssTonise/dArysa
(from) (3:10)
A/ lug/ua
attribute (to)  from 3 m/éfqlwi/ugi/ {HiAsIn
0:7)

WuFaus/vneann/

Thaade
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Verbs Non- GG**
. _ Students’ translations of
(+ target target translations
(1% yr:3" yr) Verbs (+ other P’s)
P35} P’s of other P’s
coincide to 7 leie/ra/da/gf/un/ il
(with) (3:4)
auia/g/ua
participate with 6 fu/aa/laa/ma/  Wanwaulaiu/fidousauriy
(in) (1:5)
sin/ludny/wiau
gna/idiniu
expose (to) with 5 fu/as/ne/ma/  dufaiu/iseiu
(1:4)
sa/luda/wFou
Foe/vdiniu
remove to 5 Tlsia/de/da/g/un/  seenlu/ereaniy
(from) (3:2) .
aude/lug/ua
concentrate with 4 t/Faellaa/any/  Wauawladu
(on) (0:4)
sin/ludn/wiay
Fng/ i
coincide into 3 dinl /gl sl
(with) (12
tinandinlw/

nanentlu
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Verbs Non- . Students’ translations
ki GG** translations
(+ target target of Verbs
(1% yr:3" yr) of other P’s
P*’s) Ps (+ other P’s)
concentrate in 3 T/ melw/halw/agina Tanuaulaludos
(on) (1:2)
T/ luszuana/luanm/lu
moz/ dle/ld
remove out 3 aan/drsuan/aanll/fuy  wraenhl
(from) 1) L
atie/sfu/vun@u/ae/an
consist (of) with 2 fu/diae/tae/mna/ra/le dsznauludiag/
(0:2) )
da/wianding/idiniu Usznaugiae
quote (as) in 2 W/ mel/ialw/oginn - $sly
(0:2)
T/ Mszndns/ lugnn/
mav/die/d
sum (up) about 2 Aot/ \nd/fev/soy/  aphfiaaty
(0:2)

917

*P refers to preposition.

**GG@ refers to Google Translate.

#x* were the frequencies of a variation made by the first-year students per the third-year

students.

As displayed in Table 68, fifteen pairs of variations were caused by

interlingual transfers or word-for-word translations. As ranked by the frequency of

occurrences, these were: link with(f = 18, 6:12), occur with (f = 16, 4:12), benefit to
(f = 13, 3:10), attribute firom (f = 7, 0:7), coincide to (f = 7, 3:4), participate with
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(f=6, 1:5), expose with (f =5, 1:4), remove to (f =5, 3:2), concentrate with (f = 4, 0:4),
coincide into (f = 3, 1:2), concentrate in (f = 3, 1:2), remove out (f = 3, 1:2), consist
with (f =2, 0:2), quote in (f = 2, 0:2), and sum about (f =2, 0:2).

Based on Thai to English transcriptions of the Royal Thai General
System of Transcription (RTGS) along with the International Phonetic Alphabet (IPA)
phonetic symbols, the transfers from the Thai language to the use of these English multi-
word verbs can be depicted as follows.

Link with

Students’ translations of /ink with, which were daulseriy (chueam yong
kap), farudy (tit kan kap), and dexsiai (chueam (o kap), contained one of translations of

the preposition with in the Thai language — kap [kap].
Occur with

I} , . A8 .
A students’ translation of occur with, which was iiniuiu (koef khuen

kap), contained one of translations of the preposition with in the Thai language — kap
[kap].

Benefit to

Students’ translations of benefit to, which were vsslomida (pra-yot (o)
and dviyde (sam-khan to), contained one of translations of the preposition o in the Thai
language — fo [t3:].

Attribute from

A student’ translation of aftribute from, which was iisan (koet chak),
contained one of translations of the preposition from in the Thai language — chak [tea:k].

Coincide to

A student’ translation of coincide to, which was Wil (khao pai nai),
contained one of translations of the preposition fo in the Thai language — pai [paj].

Participate with

Students’ translations of participate with, which were inusulsiy (hai

khwam son-chai kap) and fidousaudy (mi suan ruam kap), contained one of translations

of the preposition wirh in the Thai language — kap [kap].
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Expose with

Students’ translations of expose with, which were dudsdy (sam-
phat kap) and weru (choe kap), contained one of translations of the preposition with in

the Thai language — kap [kap].
Remove fo

Students’ translations of remove fo, which were isanly (nam ok pai)
and @anl (ao ok pai), contained one of translations of the preposition fo in the Thai
language — pai [paj].

Concentrate with

A student’s translation of concentrate with, which was binousulady (hai

kinwam son-chai kap), contained one of translations of the preposition wirh in the Thai
language — kap [kap].

Coincide into

A student’ translation of coincide into, which was sinthll (nam khao
pai), contained one of translations of the preposition fo in the Thai language — pai [paj].

Concentrate in

A student’s translation of concentrare in, which was Wimawaulsluias (hai

kiwam son-chai nai rueang), contained one of translations of the preposition in in the
Thai language — nai [naj].
Remove out

A student’ translation of remove out, which were w1eanld (ao ok pai),

contained one of translations of the preposition out in the Thai language — ok [?3:k].
Consist with

Students® translations of consist with, which were vsensulildan (pra-kop

pai duai) and ssnaudan (pra-kop duai), contained one of translations of the preposition

with in the Thai language — duai [dliaj].
Quote in

A student’ translation of quote in, which was g1y (ang nai), contained

one of translations of the preposition in in the Thai language — nai [naj].
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Sum about

A student’ translation of sum about, which was a iRy (sa-rup kiao-
7 Kldo-

kap), contained one of translations of the preposition about in the Thai language — kiao-
kap [ki:aw kap].

In addition, the retrospective interview data congruently supported the
test data that the interlingual transfer was a crucial source of errors. The interviewees
from both groups expressed their thoughts to explain why they used the non-target
prepositions of their choices. Some interviewees often mentioned the meanings of the
non-target prepositions they used while explaining their answers. For example, Sonthi,
a first-year student, and Pattra, a third year student, stated that they used adapt, occur,
and Jink with the preposition wifh instead of ro by referring a Thai meaning of it, kap

[kap]. Sonthi translated his answers, adap! with and occur with as diu Wiy (prap tua
hai khao kap) and iniuiy (koet khuen kap), while Pattra translated her answer, link with
as @oulidis (chueam yong kap). Instead of to, Pattra used adapt with the preposition
firom. She directly translated her answer, adapt from as uUssgnifunaan (pra yuk ma chak),

and chak [ted:k] is a Thai meaning of from. Additionally, in place of from, Sopa, a third-
year student, used remove with the preposition in. She translated her answer, remove in

as wineloginly (khon yai pai ayu khang nai), and nai [naj) is a Thai meaning of in.

3.3 Are there any variations of verb + preposition collocations
influenced by the intralingual transfer?

In addition to interlingual transfers, the variations of students’

responses were further analyzed for other sources of errors based on the classification

of sources of collocational errors which Hong, et al. (2011) adapted from Richards

(1974) and Tarone (1981).
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Table 69 Classification of sources of collocational errors

Types of Strategies Major categorizations Sub-categorizations

of sources of errors of sources of errors

a) L1 transliteration/L.1 literal
Interlingual Transfer translation

b) Language switch

Cognitive strategies a) False concept hypothesized
b) Overgeneralization
Intralingual Transfer
¢) Ignorance of rule

restrictions

a) Approximation
Communicative - Semantic affinity
_ Paraphrase )
strategies - Morphological and

Phonological affinities

Source: Hong, et al.’s, 2011, adapted version from Richards, 1974; Tarone, 1981

The data to be analyzed for this research question were from the test of
multi-word verbs in the sentence completion task (providing a preposition for a provided
verb and its meaning). The responses the students provided for the verbs including the
verbs alone without a preposition and the verbs with a non-target preposition were
analyzed along with the translations they provided for their verb items to explore the
sources of errors. The results showed that in addition to the interlingual transfer, the
errors were also influenced by the intralingual transfer as well as paraphrases as two
categories of sources of collocational errors were observed. These were ignorance of
rule restrictions and approximations.

3.3.1 Ignorance of rule restrictions

According to Hong, et al. (2011, p. 41), ignorance of rule
restrictions can be caused by “the inappropriate use of prepositions in which the learners

attempt to use the same linguistic elements of a particular structure acquired previously
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on other similar structures without considering their collocational and grammatical
restrictions.” The evidence of ignorance of rule restrictions in this study consisted of the
following cases: using the passive voice structure, using the noun + preposition
structures, and using verb followed by an adverbial structure. The followings exemplify
the occurrences of each case.

Using the passive voice structure refers to the use of the provided
verb followed by the preposition by such as exposed by, quoted by, removed by, and
submitted by. As the study tried to limit errors which were not caused by collocational
knowledge, the verbs provided in parentheses were already in the correct grammatical
forms. Similarly, the earlier verb items were provided in parentheses in the past
participial form; thus, seeing this verb form, students without knowing the collocational
restriction filled in the preposition by which is usually used as a part of the passive voice.

Using the noun + preposition structures was found in the verbs
which can function as a noun including benefit. Instead of using benefit from which
matched to the context given, some students used benefit for and benefit of, which were
used in the noun + preposition structures.

Using a verb followed by an adverbial structure refers to the use
of the provided verbs with a preposition which is usually used to form an adverbial
phrases. Examples include: adapt for or adapted for and occur in and occur on. While
for can follow adapted to form an adverb of purposes, and in and on can follow occur
to form an adverb of time or place, they were not restricted to the context given and
cannot be called multi-word verbs as the preposition and the following noun must
function as “a prepositional object” (Biber, et al., 2002, p. 129).

3.3.2 Approximation

Based on Hong, et al.’s (2011, p. 41) framework, approximations
or approximate translations are from L2 learners use of communicative strategies when they
attempt to paraphrase or substitute words within the target language by using of
language items which “share similar phonological and morphological features with the
correct items or have semantic affinity with the target items.” Three types of
approximations were found in this study: approximate translations of verbs without
collocational interferences, and approximate translations of verbs with collocational

interferences, and approximate translations of prepositions. Approximate translations of
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verbs without collocational interferences were also depicted under the title lack of
lexical knowledge. Students approximated the translations of the target verbs using the
other verbs with morphological and phonological affinity, but an interference which
caused a collocational error did not occur. Meanwhile, approximate translations of verbs
with collocational interferences were different from the former type in that it caused an
incorrect selection of a preposition. For instance, instead of using removed with the
preposition fiom, they used the verb with the prepositions in and on, which were
frequent preposition collocations of the word move.

Approximate translations of prepositions were found in the use
of in, to, and inte, which have some semantic affinity as they can refer to a movement
in the same direction. For example, a number of students used 7o instead of info with the
verb transform, and some students used in and info instead of ro with the verb contribute.

In addition to the interlingual and the intralingual transfer, there
were other crucial sources of errors in the selection of prepositions for the provided
verbs. Even though these two sources were not mentioned in the framework, they were
important reasons for the use of various strategies in the framework.

3.3.3 Lack of lexical knowledge

The lack of lexical knowledge was the most important source of
errors in the use of the target multi-word verbs. The evidence was shown through two
types of students’ responses. These were: 1) the no-responded test items and 2) the
responses of which students’ translations of the provided verbs were incorrect. The
study assumed that if students barely knew the meanings of the provided verbs, they
would not know the correct prepositions used with those verbs. And if the meanings
were guessed, the prepositions they filled in could be randomly selected. The results
indicated three types of guessed translations which could result in incorrect responses
in the preposition-filling task. These were: 1) random and unrelated translations,
2) approximate translations, and 3) no translations.

Random translations were usually found along with students’
responses in the preposition-filling task that they provided only the verbs alone without
preposition. The meaning was unrelated and random. For example, some students

provided the meaning for their response consist as s [n6:m né:w] or ndew [k1d:m],

which means fo persuade in English. For the target multi-word verb confribute to, they
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responded contribuie without a preposition and translated it as nsz4u [kra? tin] and sun

[t"Gm the:] which mean fo stimulate and to dedicate, respectively. This evidence showed
that they did not have a clue what the verbs were, so they just simply repeated what they
were given which were verbs in parentheses for their responses and provided a random
translation for the verbs.

Similarly, approximate translations were found in students’
responses in the preposition-filling task that they provided only the verbs alone without
preposition. Their translations for the verbs provided were approximated by translating
the target verbs using the definitions of other verbs with a morphological affinity.

For example, their translations to contribute were approximated as wis [bén] and uwandne

[teg:k ted:j], which mean fo distribute in English. As contribute and distribute consist of
the same morpheme fribute, an approximate translation occurred. This case is different
from approximate translations in communication strategies as students’ selections of
prepositions were not interfered by approximations. That is, contribute and distribute
have the same preposition collocation fo in order to be used with an object; however,
their responses were the same — the verb alone without a preposition. If there was an
interference in the preposition used, their response to the preposition-filling task might
be correct as they might borrow the preposition 7o from the word they approximated.
Approximate translations of words with morphological and phonological affinity were
also found in other given verbs as follows: consist = resist, concentrate = control,
dispose = disappear, conform = confirm, contribute = construct or conclude, expose =
explode, recover= discover or cover, restore = store, and submit = admit.
3.3.4 Lack of collocational knowledge

The important evidence of the lack of collocational knowledge
was that even though students could provide the correct meanings for the provided
verbs, their responses usually consisted of the verbs alone, without any prepositions.
This could be inferred that they did not realize that the provided verbs were restricted in
use as they need a preposition. This kind of responses was shown in students in both
groups. Especially, the statistics showed that more than 20 items of a test of 30 items
responded by 44.23% of first-year English majors and 30.36% of third-year English

majors consisted of the provided verbs without a preposition.
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In conclusion, these Thai English majors’ incorrect use of the
target multi-word verbs resulted from different sources. While the lack of lexical
knowledge or the knowledge of the provided verbs caused difficulties in the use of these
verbs, students were also found to lack collocational knowledge even though they knew
the meanings of the verbs. The lack of collocational knowledge and collocational
restrictions caused them to employ cognitive and communicative strategies to produce
preposition collocations. The students” use of cognitive strategies including both
nterlingual and intralingual transfers was found. While they employed literal
translations from the Thai language, their incorrect responses were also caused by
ignorance of rule restrictions. Finally, their errors were also produced when approximate

translations which are communicative strategies were employed.

Research Findings for Research Question 4
4. What are the difficulties to use multi-word verbs perceived by the first-
year students and the third-year students, majoring in English?

One-on-one semi-structured interviews with six volunteers (three first-year
English majors and three third-year English majors) were conducted to reveal the
difficulties to use multi-word verbs as reported by the participants.

The interviews were conducted immediately after the test using the Thai
language which is the first language of the interviewer and interviewees. The interviews
with four students recorded by an audio-recorder; however, as two interviewees did not
allow audio-recording, their interviews were noted instead. Table 70 summarizes the

recording lengths with individual interviewees in their pseudonyms.

Table 70 List of students’ pseudonyms, levels, and recording lengths

Students’ Pseudonyms University GPA Recording
levels Levels Lengths(Sec)
Malee 1! year Low 07.18
Sonthi 1* year Moderate 10.29

Chana 1! year High Hand-recorded
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Table 70 (cont.)
Students’ Pseudonyms University GPA Recording
levels Levels Lengths(Sec)
Dara 3" year Low Hand-recorded
Sopa 3" year Moderate 09.55
Pattra 3" year High 13.37

To elicit learners’ difficulties, the following topics and sub-topics were

plotted based on literature review for the semi-structured interview.

Interview Topics and Sub-topics

1. Learners’ conception of multi-word verbs
1.1 Learners’ conception of different types of multi-word
verbs: phrasal verbs and prepositional verbs
2. Learners’ familiarity in multi-word verbs appearing in the test
2.1 Examples of multi-word verbs known by the learners
3. Learners’ exposures to multi-word verbs
3.1 Means of exposures
3.2 The extent of exposures
4. Learners’ difficulties in using multi-word verbs
4.1 Use of multi-word verbs in everyday life
4.2 Use of multi-word verbs in formal instruction
4.3 General difficulties in using multi-word verbs
4.4 Conceptions of the difficulties of using multi-word verbs

compared to single-word verbs

Figure 12 The semi-structured interview: Topics and sub-topics
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The interview was led by questions which attempted to elicit students’
understandings and conception about multi-word verbs, followed by familiarity and
exposures to multi-word verbs in order to check whether the students knew about the
subject matter we were going to talk about. After that, they were asked to narrate their
use of multi-word verbs in everyday life and in formal instruction, followed by what
they saw as difficulties in using multi-word verbs and what they think about using multi-
word verbs compared to single-word verbs.

The interview transcripts and notes were coded and recoded by the
research author to foster the intracoder reliability of the results. Data analysis indicated
five difficulties in using multi-word verbs as follows.

1. Lack of knowledge in multi-word verbs

The interview results revealed that all students lacked knowledge
and understandings about multi-word verbs. When asked about different terms related
to multi-word verbs including multi-word verbs, phrasal verbs, and prepositional verbs,
they seemed to lack declarative knowledge of these terms. They were not familiar with
the term mudti-word verbs, either in Thai or English. Although some interviewees stated
that they were familiar with these terms, they were unable to tell the elements of these
verbs. Instead, some interviewees guessed from direct translations of the terms which
were incorrect. For example, Sopa and Pattra reported that they had heard the terms
multi-word verbs and phrasal verbs before. However, when asked for further
elaboration, they responded with an uncertainty. Sopa said, “Multi-word verbs consist
of many verbs?”” and “phrasal verbs are verbs which are phrases.” Pattra depicted, “They
are verbs which need an object.” Meanwhile, most interviewees reported that they were
familiar with the term phrasal verbs but unable to specify its characteristics. When
talking about prepositional verbs, most students were not familiar with the term.

Despite lacking formal knowledge on specific terms related to multi-
word verbs, there were some remarks which implied an understanding or experience
with multi-word verbs. For example, although Sonthi honestly reported unfamiliarity
with the earlier terms, he knew that the verbs he found in the test were “verbs with
preposition.” Moreover, when interviewees were given easier examples of multi-word
verbs such as stand up, sit down, listen to, and etc., they accepted that they had learned

and experienced them before but did not know what they were formally called.
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Especially, some students talked about one of specifications of phrasal verbs when the
interview went on. That was the deviations of meanings in phrasal verbs.

2. Failures to recognize multi-word verb items due to characteristics of
multi-word verbs

Most interviewees reported that they had difficulties in recognizing
multi-word verb items due to two important reasons. These were variations of
prepositions and deviations of meanings.

Three interviewees including Chana, Dara, and Sopa reported that
their difficulties to recognize different items of multi-word verbs were largely due to the
variations of prepositions per one verb. Due to this, Chana reported that she was not
sure “which preposition is to be used,” and Dara was “confused.” Meanwhile, Sopa
reported that verbs with a preposition were more difficult to remember than single-item
verbs because one verb could be used with different prepositions.

Three interviewees including Malee, Sonthi, and Pattra reported that
verbs which are used with a preposition were difficult due to the deviations of meanings
which cannot be predicted by word-for-word translations from the Thai language to
English. As Sonthi stated, “preposition cannot be guessed” as ‘“the changing of
prepositions causes the changing of meanings.” Pattra reported that translating from the

Thai language to English can cause the missing of a preposition. As she exemplified,

..fwill think in Thai then transiate into English. To suppose, for “chan
chop kin” (means “I like eating™), I just use “I like” instantly instead of

thinking about adding “to” or “in.’

3. Failures to recognize multi-word verb items due to personal

behaviors in vocabulary learning
Personal behaviors in vocabulary learning also resulted in
interviewees’ failures to recognize multi-word verb items. Some students lacked
attention to informal exposures and lacked reviews after exposures to multi-word verbs.
As Sonthi reported, he was exposed to this kind of verbs through soundtrack movies.

but he did not pay full attention toward them by searching for their meanings in a
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dictionary. Meanwhile, Pattra confessed that she would review or recite these verbs only
before the tests.
4. Lack of exposure to multi-word verb items
Some interviewees reported that they were rarely exposed to multi-
word verbs through formal classroom instruction. For example, Malee stated that her
high school teachers did not expose her to verbs which are used with a preposition.
Sonthi revealed that English classes in his high school focused more on tenses than on
this kind of verbs. Meanwhile, some interviewees were also exposed to multi-word
verbs through entertainment. For instance, Sonthi and Chana said that they found these
verbs in movies, and Chana observed that they were easy words. Pattra and Dara thought
that they usually saw them in the Internet. Pattra added that some internet banners,
songs, and novels contained multi-word verbs. However, Malee noted that she found
these verbs in class but not from other sources.
S. Lack of use in real-life situations
Even though some interviewee reported that they were exposed to
multi-word verbs through formal classroom instruction, he or she lacked opportunities
to use them in real life situations. Pattra reported that classroom instruction might
expose her to many multi-word verbs, but she forgot them because she rarely spoke or
used English.
6. Laclk of collocational awareness
Lack of collocational awareness was indirectly reported by some
interviewees when they talked about their vocabulary learning. Malee, for instance,
expressed that she might “know the meanings and know very little about use, but not
know which (preposition) is used.” When she was asked to add a preposition for some
verbs, she added an incorrect preposition even though Thai translations of the verbs
were given. Examples included /isten on and sit on instead of listen to and sit down.
Meanwhile, Pattra stated that vocabulary knowledge involved the knowledge of “part
of speech, meaning and what else...using it with an appropriate level?” but did not
mention about collocational knowledge.
In conclusion, the interview data revealed that there were six major
difficulties to use English multi-word verbs which the interviewees directly and

indirectly reported. Firstly, the interviewees lacked knowledge in multi-word verbs as
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they could not elaborate what the characteristics and the categories of this kind of verbs.
Secondly, interviewees failed to recognize multi-word verb items due to their special
characteristics including variations of prepositions and deviations of meanings. Thirdly,
they failed to recognize multi-word verb items due to their own learning behaviors
including lacking attention to these verbs if exposed by chance and lacking regular
reviews after exposures. Fourthly, they were rarely exposed to different multi-word
verbs items, and fifthly, although they were exposed to them, there were not many
chances to use them in real life situations. Finally, the existence of collocations was
overlooked in their conception about vocabulary learning, whereas meanings and parts
of speech were more focused.

As added above, the interview results are advantageous to English
instruction in foreign language settings as they reported learners’ several hidden
problems about vocabulary learning and learning of multi-word verbs. However, it
should be noted that the interview lengths may fluctuate across different students due to
the lack of kmowledge in multi-word verbs and their different levels of English
proficiency. Shyness can also result in the length of a response for a question. As Sopa
admitted, she was a shy person, so she talked less. Additionally, the interview reports
which were hand-recorded were much shorter than the audio-recorded due to the record

was skipped when the interviewer spent time building rapports through off-topic talking.



CHAPTER V

CONCLUSIONS

Summary
The current study aimed at exploring the use of multi-word verbs in Thai
university students of English in various dimensions. Four research questions helped
guide the study as follows.
1. To what extent are English majors in two undergraduate levels (first-year
and third-year students) able to use English multi-word verbs?
1.1 To what extent do first-year students majoring in English score from
the test of multi-word verbs?
1.2 To what extent do third-year students majoring in English score from
the test of multi-word verbs?
1.3 What are the differences between the scores of the first-year students
and those of the third-year students majoring in English?
2. How do these learners use English multi-word verbs in their written
sentences?
2.1 To what extent do they use the given verbs with the target prepositions
in their written sentences?
2.2 If the English majors use the given verbs with the target prepositions,
to what extent do they score from their written sentences?
3. What are the sources of errors in their use of English multi-word verbs?
3.1 What are students’ variations of prepositions used with the target verbs?
3.2 Are there any variations of verb + preposition collocations influenced
by the interlingual transfer?
3.3 Are there any variations of verb + preposition collocations influenced
by the intralingual transfer?
4. What are the difficulties to use multi-word verbs perceived by the first-year

students and the third-year students, majoring in English?



171

To answer the research questions, 108 English majors in two Bachelor’s degree
levels who were studying at Naresuan University during the second semester of the year
2014 (from January 2015 to May 2015) were asked to participate in the present study.
They were 52 first-year students and 56 were third-year students.

The target multi-word verbs were obtained from Coxhead’s (2000) Academic
Word List. Three selection procedures were dictionary consultation, concordancing and
corpus analysis, and T-score calculation as elaborated and discussed in the prelimilary

study (Inmanee and Cedar, in press) in Appendix D. The final target multi-word verbs

included:
consist of contribute to  remove from derive from  concentrate on
participate in rely on focus on attribute to submit to
adapt to benefit from  Coincide with expose to transform into
dispose of occur to link to conformto  recover from
sum up exclude from  compensate for  restore to reside in
quote as intervene in shift to file for release from

Two major research instruments were employed to answer research questions:
the test of multi-word verbs and the interviews. The test of multi-word verbs comprised
two types of test tasks which aimed at revealing learners’ various types of use of the
target collocations. The first test task was the sentence building task which aimed to
eliciting learners’ written production of the target multi-word verbs. The other task was
the sentence completion task which requested the learners to fill in a preposition or
particle appropriate to the given context. Within this test task, the learners were also
asked to translate the verb and the preposition they filled in in order to measure their
semantic knowledge. After the test, three participants from each group were asked to
volunteer in one-on-one interviews to reveal the sources of errors and their perceived
difficulties in using multi-word verbs. Before the semi-structured interview, a
retrospective interview was used to investigate the reasons behind their test responses
to help reveal the sources of errors in addition to the error analysis which was conducted

with the data from the sentence completion test.
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The results are concluded and discussed in terms of findings regarding the four

research questions of this study.

Discussion

According to research question 1:

1. To what extent are English majors in two undergraduate levels (first-year
and third-year students) able to use English multi-word verbs?

1.1 To what extent do first-year students majoring in English score from
the test of multi-word verbs?

1.2 To what extent do third-year students majoring in English score from
the test of multi-word verbs?

1.3 What are the differences between the scores of the first-year students
and those of the third-year students, majoring in English?

The results for the research question 1 were obtained from the test of multi-
word verbs. Three types of scores were set to measure the students’ ability to provide
the correct preposition (Type P), to provide the correct or acceptable meaning (Type
M), and to provide both the correct preposition and the correct or acceptable meaning
(Type PM).

The results indicated that both groups of the students received relatively low
scores in all three types of scores. That is, 52 first-year English majors scored less than
one-thirds of the total score in average, while 56 third-year English majors scored more
than 10 points out of 30 from only one category (Type M). Both groups of the students
followed the same trend as they were more able to identify the meanings of the multi-
word verbs than to provide the correct preposition for the given verbs. Whereas, there
were the least chances which they were able to receive scores in both types from a multi-
word verb, i.e. providing both the correct preposition and the correct/acceptable
meaning.

Overall, the statistical analysis from an independent-samples t-test revealed
that there was a significant difference in three types of scores obtained by the first-year
English majors and the third-year English majors. That is, the third-year English majors
received significantly higher scores from the test of multi-word verbs in type P, M, and

PM when compared to the first-year English majors’ scores.
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For type P, the third-year English majors received significantly higher
scores than the first-year English majors for these 16 multi-word verbs: conrribute fo,
Jocus on, release from, sum up, consist of, remove firom, concentrate on, submit to, occur
to, benefit from, reside in, coincide with, derive from, dispose of, shift to, and link to.

For type M, the third-year English majors received significantly higher
scores than the first-year English majors for these 16 multi-word verbs: consist of,
participate in, focus on, submit to, transform into, dispose of, sum up, shift to, release
from, concentrate on, restore to, derive from, rely on, coincide with, conform to, and
compensate for.

For type PM, the third-year English majors received significantly higher
scores than first-year English majors for these 16 multi-word verbs: consist of,
concentrate on, participate in, focus on, sum up, release from, remove from, contribute
to, link to, submit to, coincide with, occur to, rely on, benefit from, dispose of, and
recover frrom.

Similarly, third-year English majors received significantly higher scores for
all types than first-year English majors in these eight multi-word verbs: focus on, release
from, sum up, consist of, concentrate on, submit lo, coincide with, and dispose of.

The results can be concluded that all participating English majors even in a
higher year of study had limited knowledge of the target English multi-word verbs.
However, the third-year English majors significantly had higher knowledge and ability
to use the multi-word verbs than the first-year English majors had.

The present study’s results bolstered the findings of Gisaki (1996)’s and
Ebrahimi-Bazzazz, et al.’s (2014) studies which compared the differences of verb-noun
collocational proficiency by years in undergraduate study. That is, maturation including
ages and proficiency levels significantly affected collocational development (Gisaki,
1996). Especially, learners” with two-year interval generally had significant difference
in their scores for collocational proficiency (Ebrahimi-Bazzazz, et al., 2014). In this
study, the third-year English majors significantly had better scores for providing
prepositions for the given verbs, and their semantic knowledge of the verb items were
significantly better. Despite the significant differences in three types of scores which
measured learners’ ability to use multi-word verbs, the scores of the third-year English

majors were still far from satisfactory since their scores for all three types did not even
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reach a half of the total scores. This finding was consistent to Nesselhauf’s (2003) and
Khittikote’s (2011) in that L2 advanced learners were not proficient collocational users.
As Nesselhauf (2003) reported, advanced German speaking learners of English
produced errors in verb + noun collocations at all levels of collocational restrictions.
Khittikote (2011) revealed that Thai learners of English at advanced level still had
problems in recognizing collocations despite regular exposure to English.

According to research question 2:

2. How do these learners use English multi-word verbs in their written
sentences?

2.1 To what extent do they use the given verbs with the target prepositions
in their written sentences?

2.2 1f the English majors use the given verbs with the target prepositions,
to what extent do they score from their written sentences?

This research question aimed at determining the Thai students’ use of the
target English multi-word verbs in written sentences. The data analysis of students’
responses from the sentence building task indicated that, of the expected number of
sentences written by each group of students, the participating English majors tended to
provide no responses, followed by using non-target preposition or none, and using the
target preposition after the provided verbs. The first-year English majors provided no
responses more than half of the expected number of sentences (61.67%), while the third-
year students had no responses less than half of the expected number of sentences
(44.94%). The third-year students used non-target prepositions or no preposition
(38.45%) more than the first-year students did (29.42%). Also, the third-year students
were more likely to use the given verbs with the target prepositions as they wrote almost
twice as many sentences with the target prepositions as the first-year students did
(16.61%: 8.91%). This can be inferred that the third-year students had better knowledge
of the structures of the verb + preposition collocations or multi-word verbs than the first-
year English majors.

In addition, the percentages can be inferred that students with higher
university levels used the verbs with the target prepositions more frequently. Of thirty
multi-word verbs, only two cases of which the first-year English majors’ frequencies of

using the target multi-word verbs in written sentences outnumbered those of third-year
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English majors were conform to (f= 2 : 1) and exclude firom (f = 2 : 0). The other three
cases of which both groups’ frequencies of using the target multi-word verbs in written
sentences equaled 0 were guote as, intervene in, and file for. Meanwhile, the students
with the lower university levels avoided writing sentences from the given verbs more
frequently. The results implied that in addition to an increased knowledge of academic
vocabulary, learners’ awareness of preposition collocations also increased by years in
higher education as the third-year English majors began to know that the given verbs
needed to be followed by a preposition despite using incorrect prepositions.

The Chi-square test was applied to test the differences in three types of
responses of two groups of students to individual verb items. The results indicated that
there were statistically significant differences in the use of thirteen verbs in the sentence
building test. These were: consist of, contribute to, derive from, concentrate on,
participate in, focus on, adapt to, dispose of, recover from, sum up, restore to, reside in,
and shift fo. As supported by the numerical data, the third-year English majors were
more likely to use these verbs with the target prepositions in written sentences than the
first-year English majors at a significant different level. This result conformed to the
earlier inference that the third-year students had better use of the target multi-word verbs
than the first-year students.

However, for the other seventeen verbs, their responses to the sentence
building test were somewhat similar based on the statistical evidence although the raw
frequencies showed that the third-year English majors had slightly more frequent use of
the given verbs with the target prepositions than the first-year English majors. In other
words, they had frequent use of the given verbs with the target prepositions in a similar
proportion. As the data showed, the students in both groups similarly had a frequent use
of remove, rely, and link with the target prepositions from, on, and ro, respectively.
However, they similarly had infrequent use of attribute, submit, benefit, coincide,
expose, Iransform, occur, conform, exclude, compensate, quote, intervene, file, and
release with target prepositions.

The results that both groups of participants rarely used the given verbs with
the target prepositions indicated two important limitations of the learners including the
lacks of vocabulary knowledge and collocational knowledge. It can be inferred that, as

the participants did not know or were not familiar with the provided verbs, they were
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more likely to provide no responses or just use the given verbs without providing any
prepositions. These types of responses can be called avoidance which was also
mentioned in many previous studies (Farghl and Obiedat, 1995; Huang, 2001; Koya,
2003; Naba’h and Al-Shara’h, 2011; Boonyasaquan, 2006). According to Koya (2003),
avoidance was found in lower-proficient learners when they avoided using the provided
verbs by giving up responding to the test whenever they did not know some of the target
collocations. Avoidance also occurred in Thai learners in Boonyasaquan’s (2006) study.
Due to insufficient knowledge of collocations, her Thai participants tended to avoid
translating some collocations.

To determine the extent to which the students scored from using the target
multi-word verbs, the sentences of which the target prepositions were used with the
given verbs were scored by two native speakers of English. The average score for each
sentence was calculated, and the sum of average scores for all sentences written for each
verb item indicated an overall ability to use that multi-word verb in written sentences of
each group of students. However, it should be noted that the calculation did not include
the items with no responses and the responses with non-target prepositions.

Overall, the first-year and the third-year students’ responses with the target
multi-word verbs consisted of 139 sentences and 279 sentences, respectively. With the
total score of two points per sentence, the total scores of 139 and 279 sentences were
278 and 558 points, respectively. Of the total scores, the first-year and the third-year
students scored 57.55% and 61.69%, respectively. Their average scores per sentence of the
first-year and the third-year English majors were 1.15 and 1.23 out of the total score 2.
The results indicated that when the target multi-word verbs were used in sentences, the
third-year English majors generally scored more than the first-year English majors.
The results also indicated that these two groups of students had a moderate ability to use
the target multi-word verbs in written sentences. If their sentences contained a given
verb with a target preposition, their sentences were generally appropriate in terms of
meanings but still contained some grammatical issues.

However, it should be noted that a statistical difference was not calculated
due the concern that the scores may not reflect the real ability to use the multi-word
verbs in written sentences as the scores earned largely depended on the number of

sentences written by two groups. That is, the number of sentences written by each group
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which was the source of average scores was too much different as the number of
sentences written by the third-year English majors (239 sentences) almost doubled that
of the first-year English majors (139 sentences).

When compared by percentages, the sentences written for concentrate on
and sum up by the first-year students and the sentences written for conform to and
compensate for by the third-year students were scored the best as they scored 100% out
of the sentences written. However, it should be noted that the percentage was calculated
by the number sentences each group of students wrote by using the target preposition
with a given verb. As the number of their written sentences for these four verbs was
ranged from one to four sentences written by one to four students, the percentages did
not inform the overall group performance in using each multi-word verb. Hence, instead
of percentages, the raw scores were chosen to report the overall group performances of
the multi-word verbs.

Generally, the number of sentences which were written with a target multi-
word verb reflected the raw score for that verb item. For example, the verbs with the
highest frequencies of use in written sentences including focus on and rely on scored the
best in both groups of students. In the first-year and the third-year students, focus on
(f = 26: f = 48) was scored 40 (76.92%) and 86 (86.58%), respectively, and rely on
(f=22: f= 24) was scored 24 (54.55%) and 30 (76.25%), respectively.

On the other hand, there were some cases which did not follow the earlier
trend. In the first-year students, the trend became fluctuating with the verbs of which
the frequency of use was lower than four. In the third-year students, participate in and
contribute to were used by 20 students and 21 students, respectively; however, their
score for participate in (30.5, 76.25%) was way better than the score from contribute to
(13.5, 32.14%). The trend can be depicted that for the multi-word verbs such as
participate in and contribute to, the students might have similar chances to pair the
combinations correctly; however, their ability to use them with a grammatical accuracy
and a meaning appropriateness might not be the same. In this case, the third-year
students were more likely to use participate in accurately and appropriately than using

contribute fo in their written sentences.
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According to research question 3:
3. What are the sources of errors in their use of English multi-word verbs?

3.1 What are students’ variations of prepositions used with the target verbs?

3.2 Are there any variations of verb + preposition collocations influenced
by the interlingual transfer?

3.3 Are there any variations of verb + preposition collocations influenced
by the intralingual transfer?

The data from the sentence completion test were analyzed to reveal the
participants’ variations of use of the given verbs as well as the sources of errors of using
the verbs. The results showed that both first-year and third-year English majors were
more likely to use the provided verbs without a preposition far more frequently than
using them with other prepositions. The answers for individual verb items largely
consisted of this type of variations. Generally, the frequencies of using the provided
verbs without a preposition were higher in the first-year students than in the third-year
students in most cases except for the verbs contribute to, derive from, shift to, conform
fo, reside in, compensate for, and quote as. That the third-year English majors generally
used a more variety of non-target prepositions than the first-year English majors implied
that the students with more years of study began to recognize that the verbs needed to
be followed by a preposition even though the preposition of their choice was incorrect.
On the other hand, the students with less years of study did not even know that the
provided verbs had a special use or required a preposition.

Various non-target prepositions were used across different verb items and
across two groups of students. Ranked by frequencies of appearances, fo (f = 128) was
used as the most non-target preposition, followed by with (f = 78), in (f = 72), on
(f = 49), from (f = 28), of (f = 21), for (f = 18), by (f = 16), into (f = 8), about (f = 7),
out (f =17), at (f = 6), between (f = 2), and off (f = 2).

The most frequent non-target prepositions were varied when determined by
individual verb items. The preposition fo was used as the most frequent non-target
preposition with the verbs fransform (f = 34), benefit (f = 13), reside (f = 8), coincide
(f=T7), concentrate (f = 7), exclude (f = 7), intervene (f = 7), derive (f = 6), file (f = 5),
quote (f = 5), recover (f = 5), remove (f =5 ), sum (f = 5), dispose (f = 4), and release

(f = 3). The preposition with was used as the most frequent non-target preposition with
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the verbs link (f = 18), occur (f = 16), participate (f' = 6), adapt (f = 5), expose (f = 5),
and consist (f = 2). The preposition in was used as the most frequent non-target
preposition with the verbs rely (f= 11), contribute (f = 7), restore (f = 6), compensate
(f =4), submit (f = 4), conform (f = 3), and focus (f = 2).

As these variations were inappropriate to the contexts of the sentences
provided in the sentence completion test, they were considered errors which were further
analyzed for the sources of errors. Based on the participants’ translations of the verb
items in the same test, fourteen erroneous patterns of the provided verbs were found to
be influenced by interlingual transfer. These were Jink with, occur with, benefit to,
attribute firom, coincide to, participate with, expose with, remove to, concentrate with,
coincide into, concentrate in, remove out, consist with, quote in, and sum about.

It is interesting to note that the non-target preposition wirh was the most
popular choice among two groups of participants. The use of this preposition was largely
influenced by the participants’ L1 as in the Thai language with is equivalent to a Thai

preposition fu (kap), which is one of the most frequent preposition in the Thai language.

This finding was bolstered by the retrospective interview’s data. In elaborating the
reasons of using with in some verbs, some students translated the meanings of those

verbs, and nu was combined in their translations.

The results in this part bolstered the reports of pioneer collocational studies
(Boonyasaquan, 2006; Detdamrongpreecha, 2015; Fan, 2009; Farghl and Obiedat,
1995; Hama, 2010; Huang, 2001; Liu, 1999; Mongkolchai, 2000; Naba’h and
Al-Shara’h, 2011; Neselhauf, 2003: Phoochareosil, 2011; Phoochareosil, 2013
Yamashita and Jiang, 2010; Yumanee and Phoochareonsil, 2013) as they also
emphasized the influence of the interlingual transfer on deviations of collocations.
In consistent to Gisaki’s (1996) report, collocations with a preposition were more likely
to cause the interlingual transfer in the participants of the present study. In particular,
the Thai students’ selections of prepositions in this study were comparable to those of
the first-year Thai students in Phoochareonsil’s (2013) study as their choices of
prepositions were largely selected based on word-for-word translations from the Thai

language to English.
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In addition to L1 transfers or interlingual transfers, other important sources
of errors including intralingual transfers and others were found. Firstly, the participants
Jargely lacked lexical knowledge and collocational knowledge. There was solid
evidence showing that the participants lacked vocabulary knowledge including
no-responded test items and the responses of which their translations of the given verbs
were incorrect. A number of their translations were guessed since their translations
consisted of random and unrelated translations, approximate translations, and no
translations. Even if they provided correct translations of the provided verbs, they lacked
collocational knowledge as they often used the given verbs without a preposition or with
a non-target preposition. As the data of the retrospective interview reported, the reasons
why the students did not fill in a preposition or left several blanks empty were because
they did not know the verbs, or if they knew, they were unsure if the verbs needed a
preposition or not.

The lack of lexical knowledge and collocational knowledge affected L2
learners’ use of different strategies to compensate their language limitations including
interlingual transfers and intralingual transfers. As supported by several studies, L2
learners knew only a limited range of collocations (Fan, 2009; Laufer and Waldman,
2010). This problem is similar to the Thailand’s context as Thai learners even in
advanced levels had problems in recognizing collocations and were not proficient users
of collocations (Khittikote, 2011). Consistently, the present study’s participants more
frequently used the provided verbs without a preposition even if they are multi-word
verbs.

Based on Hong, et al.’s (2011) classification of intralingual transfers, the
data analysis revealed the evidence indicating that the participants’ ignorance of rule
restrictions and approximate translations caused collocational errors in the use of the
provided verbs.

Ignorance of rule restrictions is initiated by “the inappropriate use of
prepositions in which the learners attempt to use the same linguistic elements of a
particular structure acquired previously without considering their collocational and
grammatical restrictions” (Hong, et al., 2011, p.41). Ignorance of rule restrictions was
also one of the most important sources of errors in the studies by Li (2005) and Hong,

et al. (2011). Especially, as Hong, et al. (2011) observed, almost all errors of
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prepositions were significantly affected by this source of errors. Their Malaysian
school-student participants tended to overlook collocational restrictions and use the
same linguistic element, usually the preposition, of a particular structure they had
acquired earlier. For the present study, the evidence of ignorance of rule restrictions
consisted of the following cases: using the passive-voice structures, using a noun +
preposition structure, and using a verb followed by an adverbial phrasal structure.

The results in this part also advocated the reports of the studies by
Bhumadhana (2010; Hong, et al., 2011; Li, 2005; Kuo, 2009; Wangsirisombat, 2011)
that an approximate translation was one of the most important sources of errors in
English collocations. Approximations are caused by the use of language items which
“share similar phonological and morphological features with the correct items or have
semantic affinity with the target items” (Hong, et al., 2011, p. 41). For the present study,
the incorrect use of preposition with given verbs was caused by semantic affinity of
some prepositions including in, fo, and info. As these prepositions can refer to a
movement in the same directions, some students replaced one with the other frequently.
For example, a number of students used fo in place of info with the verb transform, and
some of them used fo in place of in with the verb participate. The participants’
approximate translations of some verbs also caused incorrect selections of prepositions.
For instance, instead of using removed with the preposition firom, some learners used
the verb with the prepositions iz and on as a result of approximate translations of remove
by the word move.

Meanwhile, use of synonyms, which were mentioned by several studies
(Fan, 2009; Farghl and Obiedat, 1995; Hama, 2010; Kuo, 2009; Li, 2005; Liu, 1999;
Miyakoshi, 2009; Mongkolchai, 2000; Phoochareonsil, 2011; Wangsirisombat, 2011;
Yumannee and Phoochareonsil, 2013), was not apparent in the present study:.
The difference can be attributed to the participants’ lack of lexical knowledge. As they
did not know the meanings of some given words at all, they did not know those words’
synonyms. What they did was trying to approximate the meanings of the given verbs
based on other words which consisted of shared phonological and morphological
features. Based on the participants’ translations of the multi-word verbs, approximate
translations of words with morphological and phonological affinity were found in the

given verbs as follows: consist = resist, concentrate = control, dispose = disappear,
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conform = confirm, contribute = construct or conclude, expose = explode, recover=
discover or cover, restore = store, and submit = admit.

According to research question 4:

4. What are the difficulties perceived by the first-year students and the third-
year students, majoring in English?

The semi-structured interviews reported six common important difficulties
affecting the participants® use of English multi-word verbs. These were:

1. Lack of knowledge in multi-word verbs

2. Failures to recognize multi-word verb items due to the characteristics of
multi-word verbs

3. Failures to recognize multi-word verb items due to personal behaviors in
vocabulary learning

4. Lack of exposure to multi-word verb items

5. Lack of use of multi-word verbs in real-life situations

6. Lack of collocational awareness

Failures to recognize multi-word verb items due to the characteristics of
multi-word verbs, lacks of exposure to multi-word verb items, and lack of collocational
awareness were consistent to the reports of prior studies on difficulties in learning and
using L2 collocations.

The report that most interviewees had difficulties in recognizing multi-word
verbs than one-word verbs lends support to Phongphio and Schmitt’s (2006) study and
Siyanova and Schimitt’s (2007) study. Phongphio and Schmitt (2006) revealed that their
Thai participants in undergraduate levels from different fields of studies did not
recognize the meanings of half of the 33 multi-word verbs even if these verbs were less
difficult than the target multi-word verbs of the present study. Meanwhile, Siyanova and
Schimitt (2007) found that advanced non-native English speakers were more likely to
use one-word verbs than multi-word verbs.

Some interviewees reported that one-word verbs were easier than multi-
word verbs because one verb could be made different multi-word verbs when paired
with different prepositions, and some combinations could not be directly translated from
their L1. Based on the results, two reasons can be inferred as important causes of

difficulties in learning and using of English multi-word verbs in the participating
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English majors. These were the variations of prepositions and the deviations of
meanings. While the variations of prepositions were not widely reported as an important
cause of difficulties in the pioneer studies, deviations of meanings were largely
mentioned in many studies, using two different terms including the lack of transparency
and/or the lack of congruence. According to Koya (2003; Siyanova and Schimitt, 2007;
Yamashita and Jiang, 2010; Henriksen, 2013), some collocations and multi-word verbs
were more difficult to L2 learners due to the lack of semantic transparency and the
incongruence with L1 collocations in the same items. In terms of the lack of
transparency, the meanings of the whole of some collocations or multi-word verbs do
not reflect the meanings of their parts, while incongruence refers to the differences
between the collocations in the target language and learners’ L1 collocations in the same
items. EFL learners including the participants in this study largely relied on word-for-
word translations when dealing with collocations and multi-word verbs (Boonyasaquan,
2006; Detdamrongpreecha, 2015; Fan, 2009; Farghl and Obiedat, 1995; Hama, 2010;
Huang, 2001; Liu, 1999; Mongkolchai, 2000; Naba’h and Al-Shara’h, 2011; Neselhauf,
2003; Phoochareosil, 2011; Phoochareosil, 2013; Yamashita and Jiang, 2010; Yumanee
and Phoochareonsil, 2013). When some collocations or multi-word verbs lacked
transparency or congruence, learning and using these verb items could initiate
difficulties even in the third-year English majors of the present study. For example, the
English majors in both groups tended to use the multi-word verbs which consisted of
the preposition fo incorrectly by using the preposition with in place of o due to word-
for-word translations.

In addition, the lack of exposure and the lack of use in real-life situations
were also important sources of difficulties. Some students reported that formal English
classes in their high-school levels focused on tenses more than focusing on exposing
them to different multi-word verbs. Even though they found this kind of verbs in movies
and the Internet, they were easy combinations. An interviewee reported that although
she was exposed to multi-word verbs through formal classroom instruction, she lacked
opportunities to use them in real life situations, and this reason made her forget the
earlier exposed multi-word verbs. The findings were consistent to the reports by
Siyanova and Schimitt (2007) and Henriksen (2013) that insufficient exposure to L2

collocations and the target language could particularly interfere L2 learners’ learning
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and acquisition of L2 collocations. On the other way around, with long-term exposure,
L2 learners had more frequent use of multi-word verbs. As Siyanova and Schimitt
(2007) found, L2 learners with more than 12-month exposure to natural L2 environment
had significantly lower preference to one-word verbs.

Similar to the discoveries by Huang (2001) and Naba’h (2012), the lack of
collocational awareness was another crucial source of difficulties in using multi-word
verbs. Some interviewee indicated that they knew the meaning, but did not know which
preposition should be used with the provided verbs. When asked to provide a preposition
after a simple verb, a student provided an incorrect preposition such as /isfen on instead
of listen to. Especially, some students did not include collocational knowledge as
important features of vocabulary knowledge but mentioned about parts of speech and
meanings.

While the earlier difficulties were consistent to research literature, the lack
of declarative knowledge of multi-word verbs and learners’ personal behaviors in
vocabulary learning have never been exposed by pioneer studies. This could be
attributed to two reasons. As one reason, pioneer researchers might start their research
projects with an assumption that their learners had some background knowledge about
collocations and multi-word verbs. Another reason is that their data collection rarely
involved interviewing which usually reveals the participants’ subjective views towards
an issue.

In this study, the lack of declarative knowledge of multi-word verbs was
reported by all interviewees. When asked about different terms related to multi-word
verbs such as multi-word verbs, phrasal verbs, or prepositional verbs, they were
unfamiliar with all of them and unable to tell what they were. What they did was
guessing from the translations of the terms and asked the interviewer if what they
guessed was correct. When providing a short elaboration about the characteristics of
these verbs, the interviewees took time to recall some examples of the verbs by
themselves. Moreover, when interviewees were given easier examples of multi-word
verbs such as stand up, sit down, listen fo, and etc., they accepted that they had learned

and experienced them before, but did not know what they were formally called.
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As an unexpected finding from the interview, some students stated that their
personal behaviors in vocabulary learning also caused difficulties in using multi-word
verbs. Some students lacked attention to informal exposures and lacked reviews after
exposures to multi-word verbs. Moreover, one student reported that she would review

or recite vocabulary only before the test.

Recommendations, Limitations, and Implications of the Study

Although the present study has provided different dimensions dealing with use
of multi-word verbs by the two groups of English majors, the study had some
limitations.

Firstly, although the study gathered the data from more than 100 students from
two undergraduate levels, the results are still limited to be generalized that the students
majoring differently and studying in different universities in Thailand will have the
same problems in using English multi-word verbs as the students in the present study
did. Hence, there is still a room for further studies to investigate the same issues in
various groups of Thai students and other EFL learners in other countries.

Secondly, as the target multi-word verbs were selected from Coxhead’s (2000)
Academic Word List, which is a list of frequent one-word academic vocabulary, the
multi-word verbs which are frequent when using in pairs may be absent from this study.
Further studies could fill this gap of the present study by employing a collocation list
such as Durrant’s (2009) academic collocation list of which many verbs are not found
in Coxhead’s list. For example, the multi-word verbs including differ from, allow to,
and lead fo appear in Durrant’s (2009) list but were absent from Coxhead’s as they
consist of the verb which are not academic words, but being used with the prepositions,
they frequently appear in academic texts.

Thirdly, avoiding hinting that the given verbs had a special use or require a
following preposition, the sentence building test could not control the students to use
the given verbs with the target prepositions. Therefore, there were sentences of which
the verbs were used correctly without the target preposition as some verbs were also
intransitives, and some verbs had more than one correct structure. Due to this limitation,
these types of responses were excluded from the scores to inform the students’ ability

to use the given verbs with the target preposition. Further studies which aiming at
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measuring learners’ production of multi-word verbs may need to provide the learners
choices of prepositions. However, it should be noted that the sentences resulted from
this adaptation were the result of hinting the special use of the verbs, e.g. that verbs
require a preposition in use.

In spite of certain limitations, the present study’s findings provided all-around
discoveries on the use of multi-word verbs by Thai undergraduate students in different
years of study. The discoveries involved both quantitative and qualitative evidence
which revealed three dimensions of Thai undergraduate students’ use of multi-word
verbs. These were: the ability to select a correct preposition for the provided verbs and
use these combinations in their written sentences, the variations and the sources of errors
in using multi-word verbs focusing on the incorrect use of preposition collocations, and
the learners’ perceived difficulties of using multi-word verbs,

The comparison of the quantitative data indicated that learners in different
undergraduate levels of study had a significant different performance in their use of
multi-word verbs. In all dimensions of use, the third-year English majors performed
significantly better than the first-year English majors in providing the correct
preposition for the provided verbs, providing the correct or appropriate meanings for the
combinations, and using the target combinations more in their written sentences.
However, it should be noted that despite two years of exposure, the third-year students
did not perform exceptionally well in using the target multi-word verbs. Instead, they
struggled to receive more than 50% of the total scores from different types of test.

Although these quantitative results by themselves are not distinctive to the
pioneer findings, there are very special details in the discoveries which could be
priceless to educational stakeholders. These were the different levels of difficulties of
different English academic multi-word verbs by two groups of students. Tables 72 to 74
were from the syntheses of quantitative results demonstrated in the Tables 29 to 31
which were tabulated to answer the research question 1.3. The classifications based on
the levels of difficulties of the target multi-word verbs were the crucial products of the
syntheses. The three tables consist of three classifications of the academic multi-word
verbs based on the levels of difficulties in using multi-word verbs in three dimensions.

These include providing the correct prepositions (type P), giving the correct/appropriate
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meanings (type M), and providing the correct prepositions and giving the

correct/appropriate meanings (type PM).

Table 71 Levels of difficulty of multi-word verbs based on different criteria

Levels

Levels of Difficulty

Criteria

1

Simple

There were no significant differences in the scores
obtained by two groups of students. The average
score for one verb item obtained by the third-year

students was higher than 0.50.

Moderately simple

The third-year students outperformed the first-year
students at a significant level of p < 0.05. The
average score for one verb item obtained by the

third-year students was higher than 0.50.

Moderate

The third-year students outperformed the first-year
students at a significant level of p < 0.05. The
average score for one verb item obtained by the

third-year students was less than 0.50.

Moderately difficult

There were no significant differences in the scores
obtained by two groups of students. The average
score for one verb item obtained by the third-year

students was less than 0.50.

Difficult

Both groups of students scored zero.

As demonstrated in Table 71, the difficulty of multi-word verbs was classified

into five levels based on five criteria. The key measure behind the criteria was the extent

to which the students in two groups can score from the test of multi-word verbs. If their

average scores of a multi-word verb were equally high without a statistical significance,

that verb was equally simple for both groups. On the other way around, if their average

scores of a multi-word verb were equally low without a statistical significance, that verb

was moderately difficult for both groups. If both groups of students scored zero from a

multi-word verb, that verb is difficult. However, if the third-year students significantly
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outperformed the first-year students and the average score for one verb item obtained
by the third-year students was higher than 0.50, that multi-word verb is moderately
simple. Meanwhile, if the average score for one verb item obtained by the third-year

students was lower than 0.50, the level of difficulty of that multi-word verb is moderate.

Table 72 Classification of English academic multi-word verbs based on levels of

difficulties measured by the scores from type P (preposition)

Levels of difficulty Multi-word verbs Criteria

1 Simple rely on There were no significant
differences in the scores obtained
by two groups of students. The
average score for one verb item
obtained by the third-year students

was higher than 0.50.

2 Moderately Jfocus on The third-year students
simple outperformed the first-year students
at a significant level of p < 0.05.
The average score for one verb item
obtained by the third-year students

was higher than 0.50.

3 Moderate X > 0.20 in average: consist  The third-year students
of, link to, release firom, and outperformed the first-year students
remove from at a significant level of p < 0.05.
% <0.20 in average: benefit  The average score for one verb item
Jrom, concentrate on, obtained by the third-year students
coincide with, contribute to, ~ was less than 0.50.
derive from, dispose of,
occur fo, reside in, shifi to,

submit to, and sum up
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Table 72 (cont.)

Levels of difficulty Multi-word verbs Criteria
4 Moderately x <0.20 in average: adapit  There were no significant
difficult to, attribute to, differences in the scores

compensate for, conform  obtained by two groups of

to, exclude from, expose  students. The average score for

to, file for, intervene in, one verb item obtained by the
participate in, recover third-year students was less than
from, restore to, and 0.50.

transform info

5  Difficult quote as Both groups of students scored

Zero.

Table 73 Classification of English academic multi-word verbs based on levels of

difficulties measured by the scores from type M (meaning)

Levels of difficulty Multi-word verbs Criteria
I Simple adapt to, link to, occur to, There were no significant
and remove from differences in the scores obtained

by two groups of students. The
average score for one verb item
obtained by the third-year students

was higher than 0.50.

2 Moderately concenirate on, consisi of, The third-year students
simple focus on, participate in, outperformed the first-year students
release from, rely on, sum at a significant level of p <0.05.
up, and frransform inio The average score for one verb item

obtained by the third-year students

was higher than 0.50.
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Levels of difficulty

Multi-word verbs

Criteria

3  Moderate

X >0.20 in average:
coincide with, restore to,

and submit to

X <0.20 in average:
conform to, derive from,

dispose of, and shift to

The third-year students
outperformed the first-year students
at a significant level of p < 0.05.
The average score for one verb item
obtained by the third-year students

was less than 0.50.

4 Moderately

X > 0.20 in average: expose

There were no significant

difficult to and recover from differences in the scores obtained
by two groups of students.
X <0.20 in average: The average score for one verb item
attribute fto, benefit firom, obtained by the third-year students
compensate for, contribute was less than 0.50.
to, exclude from, intervene
in, quote as, and reside in
5 Difficult file for Both groups of students scored

Zer0.

Table 74 Classification of English academic multi-word verbs based on levels of

difficulties measured by the scores from type PM (preposition +

meaning)
Levels of difficulty Multi-word verbs Criteria
1 Simple - There were no significant

differences in the scores
obtained by two groups of
students. The average score
for one verb item obtained by
the third-year students was

higher than 0.50.
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Levels of difficulty Multi-word verbs

Criteria

2 Moderately Jocus on and rely on

simple

The third-year students
outperformed the first-year
students at a significant level
of p <0.05. The average
score for one verb item
obtained by the third-year
students was higher than

0.50.

3 Moderate X >0.20 in average: consist
of, link to, recover from,

release firom, and sum up

X <0.20 in average: benefit
JSrom, coincide with,
concentrate on, contribute
fo, dispose of, occur to,
participate in, remove firom,

and submit to

The third-year students
outperformed the first-year
students at a significant level
of p <0.05. The average
score for one verb item
obtained by the third-year

students was less than 0.50.

4 Moderately X <0.20 in average: adapt
difficult fo, attribute to, conform o,
compensate for, derive from,
exclude from, expose to,
restore to, shifi to, and

transform into

There were no significant
differences in the scores
obtained by two groups of
students. The average score
for one verb item obtained by
the third-year students was

less than 0.50.

5 Difficult file for, intervene in, quote

as, and reside in

Both groups of students

scored zero.
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These classifications of English academic multi-word verbs based on different
levels of difficulties are particularly advantageous for L2 researchers and practitioners.
For L2 researchers, it could be the resources for further analyses on why some
combinations of verbs and prepositions were more difficult to learn and acquire in spite
of considerable time of exposure. Especially, based on the three tables, further research
studies should be conducted to explore the reasons why the multi-word verbs which are
moderately difficult and difficult are similarly difficult for the students in different years
of study. In addition, if neither levels of proficiency nor the length of exposure did not
initiate the different results, what are important factors, either from an internal source
(e.g. the verbs’ characteristics) or from an external source (e.g. classroom instruction,
L2 teachers’ perceptions toward the importance of multi-word verbs) which may affect
the learners’ difficulties to learn and acquire these multi-word verbs. Especially, the
comparison across different sets of multi-word verbs used by various groups of L2
learners should be conducted to investigate common underlying reasons which explain
why some multi-word verbs are more difficult even in advanced learners than other
multi-word verbs.

For L2 and EFL practitioners, especially Thai teachers of English, the
classifications of the English multi-word verbs could help them plan effective English
lessons on multi-word verbs and provided them a source of awareness in teaching multi-
word verbs in undergraduate levels. As the levels of difficulties of academic multi-word
verbs are different, English teachers should expose their students to the verbs based on
their levels of difficulty, from simple to complicate ones, and focus on the verbs which
are difficult to both groups of students.

The qualitative data reported important sources of incorrect selections of
prepositions for the provided verbs and the perceived difficulties in using multi-word
verbs of the participants. The results for these issues are particularly advantageous for
L2 and EFL teachers as they can be the resources of what should be focused on in formal
instructions. As certain strategies can cause collocational errors, it is particularly
important to raise their learners’ awareness of using collocations in classroom
instructions. Based on the results from error analysis, the strategies which should be
widely talked with Thai learners were word-for-word translations, ignorance of rule

restrictions, and approximate translations. To reduce errors from using these strategies,
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English teachers may expose their learners to restrict collocations and exemplified how
the use of such strategies can cause errors. Not only that, as the students had a limited
exposure to multi-word verbs, English teachers should focus on explicit teaching of
various multi-word verbs which are frequently used based on their course content. In
addition to explicit teaching, the repeated practices of the exposed multi-word verbs
throughout a course are essential to transform the input into intake and foster the
acquisition of multi-word verbs.

To conclude, the present study lends support to the claim that collocations are
among the important areas which significantly cause L2 learners’ difficulties in L2
learning and acquisition. Therefore, collocations in different types in addition to multi-
word verbs should be largely studied for more depth in certain issues. Especially, in
addition to the question that what types of collocations cause L2 learners more
difficulty, the question why some collocations are more difficult even in advanced
learners with different first languages should be further investigated. So should the
methods of how fo teach them effectively and how to learn them autonomously and

efficiently.
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APPENDIX A RESEARCH INSTRUMENTS

Student’s name n.

Level.
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Part I: Sentence Building Test

Directions: Write a complete sentence using the given verb.

& = -h - .
dAde: andeudsloafianysd 1 darlgasindnimilmnluusacda
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******* Veorb o Sentence
26 | quote \r.i(,, aqueke 1k =
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27 | intervene ; ‘“ Wt b 1w by e A
28 | shif T kil e Tall
29 | file H( *{'”{5 o'\i” OL ‘L —
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30 | release V"‘IC ‘.’1(_)\ e 40 \'(](r.-‘qc l’\ ]




Student’s name ) 1D, Level.

Part 11: Sentence Completion Test

Directions: The given verbs in brackets are grammatically correct, but something in sentences is
missing. Use the given verb and any other word(s) you feel are necessary to complete the sentence
in the first blank. Then, define or give the meaning of the word(s) you filled in the Thai language in
the second blank.

Avd: Anvernsdugrbssrasnboniduliusdibignfiesiigs sdif o i B sduiasdatur £

ol . e o] i oA aha T

dhenfuatutsridaiieinlisslvronkesfiae uatudaraiminesasiniie s Tdiuadudeving
frrnbunisiing

. e SR -

lj.J Use: Most of one-parent families ansisT ko {consist) a mother trying to cope
(v

without a father.

Meaning: waefis Urzaoveny

Use: Students should Fm‘{\f,_? Mfﬁ 49 (contribute) group discussions in order to

[

improve their speaking skills in English.
i 4

H
T

Meaning: wanufis ﬁj:"&lu‘ay
3. Use: These bonks are for reference only and are not to be YEMOVEL{ {;0"‘1
(removed) the Iibrary.
Meaning: wiui fng\m':l’\‘-/mﬁb'!’\
4, Use: His working system is 3 (derived) certain modern management
theories.
Meaning: wiuha
L\‘S‘} Use: Planners 1m(en4.’m1e ‘MH‘\ G:oncentrate} the structure of industries and
N markets and the longer-term profits.
Meaning: vinufa aﬂ?}‘_ﬁ?ﬂ‘{f
6. Use: In their second year, the children become able to walk, leave the hut, and
begin to __;'1[&"\'-“ Z&TC n (participate) the life outside.

. \
Meaning: wnuis JFusasl.
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7. lse
Meaning:
8. Use:
tMeaning:
9. Use:
Meaning:
10. Use:
Meaning:
o

@' Use:

Meaning:

@Use:

Meaning:

13. Use:

Meaning:

14. Use:

Meaning:

ol i
The beauty of renewable energy is that it doesn’t Wy on (rely) one

source only, such as wind or solar, but on a whole range of different sources.

o v
winpfis YW OOV

The survey will ﬁ tus  on (focus) social development and will be taken

largely from the woman's opinions.

wnpia iuﬁ\a"@& uQT{ i

Some diseases can be aﬂ"f'. I)Ud_{tL ‘J‘O (attributed) stress.

$
SPPRTTRN (1A

A case file is usually 5\}501;‘“(5{ :{U (submitted) the court after a careful

police investigation.
\

wnede >
Animals migrating to a dry area have to 6’-'7[‘:\?1- MH‘ _ (adapt) high

temperatures and shortage of water.

.\ '
wrnuia Jg’m;mo

beaelit o ©
Western medicine would aefe 0% " (benefit) Eastern ideas such

as yoga.

uunehi i")ji‘ézfsl{gw?v O

The doctor explained to her how hard it sometimes was for the sperin to

(ﬁ!“l’\{j 1A ',-_r{h/\ (coincide) the eggs.

|
wnnfe T

The body can manufacture its own vitamin D if it is € (exposed)

sunlight.
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15.

16.

17

18.

19;

@

21.

Use:

Meaning:

Use:

Meaning:

Use:

Meaning:

Use:

Meaning:

Use:

Meaning:

Use:

Meaning:

Use:

Meaning:

22.

US e

Meaning:

We are surprised that an ovenweight lady can ‘Ln r"f{;““ ‘71'9 (transform)

a slimmer, more vivacious, and prettier one.

v -
e :'Qawuv'a,; {

London has a major problem in finding room to m (dispose) all
its rubbish.

winnil L

Some diseases such as colon cancer may Otcy 43‘ . (occur) someone

who has been consuming unhealthy foods for a long period of time.

wieia {(R‘_G\‘?':i

Thailand is }l‘ﬂ bed 7)0 (linked) Laos because of a shared history and
culture,

wnehe fb):;éwr;b
Companies usually expect that their employees should

(conform) the wishes of the company.

winte L

He has not YUOU(_\'Fﬂe on ¢ (recovered) the wounds bitten by a dog for

tivo months.
&
S A"
FVRTIREY _1_[1] 36'\

At the end of every meeting, a secretary has a duty to write a report which

Jand L (sums) the important issues of the meeting.

A\l
pLhimidish

I

[’-‘
There are some foods that you should try to exclude ;"f“i (exclude) your
meals if you want to stay trim and slim.

wnpfy S ONGPU ?')

209



23. Use:

Meaning:

| 24. Use:
-

Meaning:

25. Use:

Meaning:

@ Use:

Meaning:

27. Use:

Meaning:

Zé Use:

Meaning:

e

"\Z€y Use:

Meaning:

30. Use:

Meaning:

To ___(compensate) slow service, the restaurant gave the

customer a free drink and dessert.
™
wunphe
The machine must be “—51{5’“«0( 'n. . (restored) the initial positions in

order to safely operate.

Y e s
wrata £18150 2
The interests of a child ~ (reside) obtaining the best possible
education.
4
VHAHN

ge
Albert Einstein was i&w{&'{ “P ! {quoted) saying: "The workings of the

woman's mind amaze me."

5

mnefle _ O®a>

The government usually controls over distribution of food and levels of profits, and
thus o (intervene) the market.

PETTIEY ]

3 . Sl \ f vp. . : < ;
Recently, media attention seems to 3" ]P . ¢ (shift) video clips with

violent content.
e ™ s
wnwfia ughrwn ¢
’ 1
A petition was gl&c'L i (filed) a permission to free four slaves with the

St. Martin's Parish Police Jury.
el 5 o s
| S
This man has just been _Yel€as Do (released) prison through the efforts
of his wife.
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APPENDIX B SCORING INSTRUMENTS

Answer Key for Sentence Completion Test

Item Prep Meanings
1 Most of one-parent families of Correct: Us=naudag
(consist) a mother trying to cope
without a partner.
2 Students should (contribute) to Correct: fuiingaura / Hdnutnumas
group discussions in order to . .
) . . — Acceptable: winian / Hdauion / eviuayu
improve their speaking skills in
English.
3 These books are for reference from Correct: w1aenann / éhaaanly
only and are not to be (removed) &
. Acceptable: ingaueng
the library.
4 His working system is from Correct: Tfu1aan
(derived) certain modern
management theories.
5 Planners (concentrate) the on Correct: H‘ﬂﬂﬁ / aulalu
structure of industries and markets N - .
Acceptable: anda / Hannariu /ufu / W
and the longer-term profits.
A THANATY
6 In their second year, the children in Correct: Hgausanlu
become able to walk, leave the Il . e
. N, Acceptable: ifludoumila / diadan A459m /
hut, and begin to (participate) the
life outside. Wy / 13a / Aty
7 The beauty of renewable energy is on Correct: 15lalu / %uﬂ{‘iﬁu
that it doesn't (rely) one source y oL
) Acceptable: wiavin / ande / Eaniu
only, such as wind or solar, but on
a whole range of different
sources.
8 The survey will (focus) religious on Correct: ysanAnluil / fiandogiiu / Winaw
and social .
. aulanuy
development and will be taken
largely from the woman's
opinions.
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cancer may (occur)

Item Prep Meanings
Acceptable: 1y / WianudAty / 1anzas /
o / nesnlaqavil / LR / aulaiiu / wia
iy
9 Some diseases can be (attributed) to Correct: Ura=u191n
stress. X
Acceptable: InATUHIAIN
10 A case file is usually (submitted) to Correct: \6ua
the court
. Acceptable: ¢4
after a careful police
investigation.
11 Animals migrating to a dry area to Correct: Usulhidhiu
have to (adapt)  high M1 \\ 5
Acceptable: Ufusin / Uiunlasu / dfuanw
temperatures and shortage of
water.
12 Western medicine would (benefit) from Correct: W0iuts=Tamiann
Eastern ideas .
Acceptable: 1s=Tamian
| such as yoga.
13 The doctor explained to her how with Correct: Antundaniiu (Tneniudicy)
hard it sometimes was for the o
\ Acceptable: Uszaruwmnnz, uan / Ujaus/ 3o /
sperm to (coincide) the eggs.
Avinunien/dniulu / @0
14 The body can manufacture its own to Correct: Lgfia
vitamin D if it is (exposed) /. 4
. Acceptable: é§u / nsznu / £/ mn /1da
sunlight.
(wgr) / vy / duefa / Qn
15 We are surprised that an into Correct: lﬂﬁlﬂulﬂu / nanaitiu
overweight lady can (transform) a y 3 ‘
) o Acceptable: wlaalan / wWaswdly / nlaauglin
slimmer, more vivacious, and
prettier one.
16 London has a major problem in of Correct: w1000l /'ﬁq
finding room to (dispose) all its L
. Acceptable: mMan
rubbish.
17 Some diseases such as colon to Correct: Lﬁm%uﬁu /lsng
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Item Prep Meanings
someone who has been Acceptable: 1iufin / fadufin
consuming unhealthy foods for a
long period of time.
18 Thailand is (linked) Laos because to Correct: [Honfiy / ousa / @andndnusu
of a shared history and culture. 4 Y
Acceptable: Faulua / idauneniany
19 Companies usually expect that to Correct: wiwiaariy / dnnulému
their employees should (conform) 3 .
, Acceptable: finla / vivmw
the wishes of the company.
20 He did not (recover) the from Correct: Hufu / ndurni
wounds bitten by the dogs > Ly ¥
Acceptable: it / 81n5ATU /ﬁmj/mﬂu
for two months.
21 At the end of every meeting, a up Correct: apl
secretary has a duty to write a
. / Acceptable: sausan
report which (sums) the important
issues of the meeting.
Item Prep Meanings
22 There are some foods that you from | Correct: uunaanllaan / dnesnann
should try to (exclude) your meals d 4
) . g Acceptable: an / wani@es/ 11aen / snidu
if you want to stay trim and slim.
23 To (compensate) slow service, the for Correct: samadmsL
restaurant
gave the customer a free drink and
dessert.
24 The machine must be (restored) to Correct: M lAuganiwian

the initial
positions in order to safely

operate.

Acceptable: ndunndumiiowdn / nduAw

i’ﬁw.j / Suanm / danting / Uiinlge / danuau
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Item Prep Meanings

25 The interests of a child (reside) in Correct: 9Atatlu / flagflu
obtaining the best possible
education.

26 Albert Einstein was (quoted) as Correct: $1484 / gnanAau
saying: "The workings of the

' Acceptable: §aiia / aanAnga / na1an

woman's mind amaze me.”

27 The government usually controls in Correct: nfunn4 / WnInue
over distribution of food and
levels of profits, and thus
(intervene) the market.

28 Recently, media attention seems to Correct: fnelulefa / wasudu
to (shift) video clips with violent
content.

29 A petition was (filed) a for Correct: Buanaraiia (WWNgUINL) / 16408t
permission to free four

Hunanig (Budnmianenaies)

slaves with the St. Martin’s Parish
Police Jury.

30 This man has just been (released) from Correct: Uanldaagsan

prison through

the efforts of his wife.
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Sentence Scoring Tool

The Table below lists the sentences written by first-year English majors in Bachelor's degree at
Naresuan University. The students were required to write sentences for 30 verbs (1 sentence
for 1 verb). Please score the sentences using the v mark according to the scoring scheme as
follows.

0 | Theverb is not used with meaning appropriateness or is not used as a verb.

1 | Theverb is used with meaning appropriateness. (Correct use of verbs in
terms of meaning, with some grammatical issues in the sentence.)

2 | The verb is used with meaning appropriateness and grammatical accuracy.
(Correct use of verbs in terms of meaning, without some grammatical issues
in the sentence. Incorrect spellings and punctuation are allowed.)

1st-yearSet1

ftem Verb Stu. Written sentences: Scores
No. No. 0 1 2
1 | consist 17 | Basic English consist of grammar, writing,
speaking.
19 | A book consist of many contexts.
20 | The vowel sound is consists of a,e,i,o,u.
21 | Afamily should consist of father, mother
and son.
22 | Hydrogen consist of water.
23 | Oil consist of water.
25 | My pencil case consist of pens and pencils.
26 | My dally food consist of oil, water, vitamins
and Proteen.
27 | The locomotive consist of steam locomotive,
desel locomotive and electric locomotive.
30 | Sentence consist of two parts. It is subject
and predicate.
39 | She consist of
2 | contribute 16 | The rich contribute food and stuff to the
poor.
20 | Helikes to contribute a lot of money to
many poor people.
38 | Milk contribute to prepare the bone.
3 | remove 1 | You have to remove it from this place.
2 | I have to remove some programs off from
my computer.
3 | Lisa remove file image from computer.
| remove a program from my laptop.
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0 | Theverb is not used with meaning appropriateness or is not used as a verb.

1 | Theverb isused with meaning appropriateness.

2 | Theverb is used withmeaning appropriateness and grammatical accuracy.

Item Verb Stu. Written sentences Scores
No. No. 1
3 | remove 8 | Iremove the television from the table to the
cupboard.
13 | I remove some of application from my smart
phone,
23 | Iremove files from my computer.
28 | Iremove the pot from rice cooker.
37 | I remove my files from that computer.
38 | When | don't like something, | trying to
remove its from my mind.
40 | lremove files from my computer.
43 | John removes Jaky from the school blacklist.
44 | My mother remove television from living
room to her bedroom.
51 | Iremove computer gamesfrom my
computer,
4 | derive 20 | I canderive the true love from my parent.
5 concentrate 2 | They concentrate on their purpose.
13 | Emily concentrates on her writing.
20 | I concentrate on you.
41 | I must concentrate on doing the test.
6 | participate 2 | The Hogmany's festival participate in
Scotland every year.
13 | Hunter participates in world wild tour
meeting.
15 | My student is participate in Sport’s day.
20 | They participated in this planed.
29 | I never participate in class.
30 | My farther participated in neiboohood
watch.
36 | We participate in Music Band.
7 | rely 2 | She cannot rely on them because they're
mafia.
4 | Human must rely very much on water.
6 | Agradeisrelyon a point.
9 | It will rely on his mind.
7 | Youshould rely on with your roomate.
13 | Hanna still rely on her parents.
15 | This exam rely on the student.
19 | My mother rely on me.
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The verb is not used with meaningappropriatenessoris not used as a verb.

tired.

0
‘1 | Theverbisused with meaning appropriateness.
2 | Theverh is used with meaning appropriateness and grammatical accuracy.
ltem Verb Stu. Written sentences Scores
No. No. i
7 | rely 20 | Irelyonyou.
21 | The studies, which have effective, rely on
attention in classroom.
23 | Herelies on you.
25 | I rely on my mother.
28 | lwant someone to rely on me.
30 | Icanrelyon myboyfriend because he is
always take care of me.
32 | I don’t understand what you rely on.
34 | She finds someone to rely on.
36 [ !canrelyon Jimmy.
41 | Mytaskisrely on you.
42 | Irelyon the bed.
44 | My father’s idea rely on my mother.
49 | Students’ score rely on their attention.
50 | Sheis rely on the bed.
8 | focus 1 | lalwaysfocus on my work.
2 | Youshall focus on your exam if you don't,
you'll fail.
5 | I focused on the picture when | visited atthe
museum.
6 | When you focus on something you will see it
cleary.
9 | Youshould focus on your work.
10 | The police focus on the scare of the man.
11 | The subject focus on writing skill.
13 | Nolanfocus on his project.
16 | Sheis trying to focus on her work.
19 | Ifocus on a beautiful picture.
20 | The students should focus on their lesson.
21 | Nowaday, Thailand students focus on a
social networks.
22 | She focus on study at this faculty.
25 | He take a photo and focus on 3 flower.
30 | Tounderstand Phonetic, | focus on the
variety of sound.
31 | Youshould focus on your job.
34 | l1can'tfocus in the road, | have been very
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SEINEY
GRADUATE SCHOOL
MNARESUAN UNIVERSITY

The Graduatie School
tizresuan University
Phitcanulok, 65000
Thailand

February 26, 2015 52032030

Subject: Request for guestionnaires venfication
RE # 75.0527.02/7 0518
Oear Mr.lars Anders Cedar

Since Wrs. Suwsnan inmanee, KBentify number 52032030, the graduste student of the Dotoral
Dzgree in English of the Graduate School, Naresuan University, has conducted the theds title is
“Use of English Multi - word Verbs by Thai University Learners in Different Proficiency Levels”

Therefore, | am plezsed 1o invite you a5 the expertise to verify her questionnalres.

Thank you for your assistance.

Yours sincerely,

A £

[Assistant Professor Dr.Aumporn Lincharcen)
Associate Dean for Academic Affairs

Graduate Schoo! of Naresuan Universily

e e B8 K R P e B T A e T B P e ey

Graduate School, Naresuan University, Phitsanulok €503, THATLAND. Tel: (€£-55) 988839 Tox (64-55) 568826
Kz Suwanan Innaree Tel (65084506 8394
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GRADUATE SCHOOL
NARESUAN UNIVERSITY

The Graduate Schoal
Naresuan University
Fhitsanulok, 65000

Thailand

February 26, 2015

Subject; Request for questionnaires verification
RE # 75.0527.02/% (518

Dear Mr.Danel Sackin

Since Mus. Suwanan Inmanes, identify number 52032030, the sraduate stugent of the Boctoral

Degree in English of the Greduate School, Naresuan University, has conducied the thesis title is
“Use of English Multi - word Verbs by Thal University Learners in Different Proficiency Levels”

Therefore, | am pleased to invite you as the expertiss to verfy her questionnaires.

Thank you for your assistance.

Yours sincerely,

{(Assistant Prefessor Dr.Aumporm Linchareen)
Associale Dean for Acadenic Affairs

Graduale School of Naresuan University

I e L L D s SRS ————e UM A i i

Graduzte School, Naresuan University, Phitsanulok 65700, THAILAND. Tel: (66-55) 958339 Fav (66-55) FESS26
Ars Suwanan Inmanee Tel: (65084804 8335
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Test Validation Instrument
Test writer: Suwanan Inmanee (Tel: 084-5068394)
Description of the Test

The purpose of the test is to measure the use of multi-word verbs in English-major
studentsin Bachelor’s degree. For this study, multi-word verbs refer to the verbs selected

from Coxhead’s academic wordlist whichneed to be followed by certain prepositions. These

verbs are:
consist of contribute to remove from derive from
concentrate on  participate in relyon focus on
attribute to submit to adapt to benefit from
coincide with expose to transform into dispose of
occur fo link to conform to recover from
sum up exclude from compensate for restore to
reside in quote as intervene in shift to
file for release from

The test consists of two parts: the sentence building task and the sentence

completion task.

Part one is the sentence building task which consists of the above thirty verb items
listed without prepositions given. Students are required to write one sentence for each verb

item to reveal (1) the preposition which they mav use with the verb_(2) the semantic

appropriateness of the verb thev use with their written surrounding context. and (3) the

graminar accuracy.

As seen in the test, to avoid giving students a clue that these verbs need to be
followed by a preposition, the word multi-wordverbs and prepositions do not appear in the

title and the directions of the test.
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Part I: Sentence Building Test

Directions: Write a complete sentence using the given verb.
And: ﬂﬂ?ﬁuuﬁs:iuﬂ?ﬁﬁug#vﬁ%’mﬁ‘nn’smf‘?‘sﬁm'muaia:%ﬁ ERIEEALIT)

Verb Sentence
1 | consist

2 | contribute

Expert’s evaluations for Part 1: the sentence building task

From the background information of the test construction, please evaluate the validity of the
test in this part by answering the questions below.

1. Are the directions of the test clearly written and easy to follow?
a. yes b.no c¢. not sure

Comments

2. Do the directions help elicit the responses for the (underlined) purposes of the test?
a. yes b.no c¢. not sure

Comments

3. Isthe test formatappropriate?
a. yes b.no c. not sure

Comments




Other recommendations

Part two is the sentence completion task which consists of the same thirty verb
items. After the first blank, the target verb item is in a parenthesis. The verbs provided are

grammatically correct, except for the prepositions are missing in order to reveal students’

collocational knowledge (verb + preposition collocations) of the given verbs without taking

other srammatical knowledge into considerations. Students are not told that those verbs need

a preposition, but are hinted that they need any other word in order to provide a correct
answer. For the otherblank_ students are required to define the words they fill in in the first
blank. Thispart of the testis added to check if the correct responses for the first blank are
from guessing or not, and it is expected to provide additional evidence for an analysis of
errors in multi-word verbs caused by L1 translation which will be also conducted in the

current study.

Part II: Sentence Completion Tst
Directions: The given verbsin brackets are grammatically correct, but something in
sentencesis missing. Use the given verb and other word(s) you feel are necessary to complete
the sentences in the first blank Then, define or give the meaning of the word(s) you filled in
the Thai language in the second blank.

1
3 a

s A s = = v : s 1o o o = e d a
fnde: Artenlwadugnfessvdnbonmlnic wifldgniiedign sdedtnfiiihnadusazdtu
$ufluniBustiudevinddrunthifiei il sslusgnisemiadnlasnaaliige sasnlapuminesesining

Euasidfuashide st aimniliumming

1. Use: Most of one-parent families (consist) a mother
trying to cope without a partner.

Meaning: s
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Expert’s evaluations for Part 2: the sentence completion task

1. Are the directions of the test clearly written and easy to follow?
a. yes b.no c. notsure

Comments

2. Do the directions help elicit the responses forthe (underlined) purpose of the test?
a. yes b.no c¢. notsure

Comments

3. Isthetest formatappropriate?
a. yes b.no c.not sure

Comments

Other recommendations

Other recommendations

(Name of the Evaluator)
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THE PRELIMINARY STUDY

A Corpus-Based Study on the Use of English Multi-word Verbs
in the Academic Word List
msAnwnslddmmnienniuidangs
Tungudiwdn 301 Ineldad stoya dn
Suwanan Inmanee*

il Buud
Payung Cedar™

o (4
3. 1183 A5
(e s - e s s e T W A AW TS Ik WSS TEENe W T_Twm cEe—— o - co—e===w o= oo oo -

unnnga

nénﬁv’ﬁ-iﬁﬂﬁ@cm'ﬁﬁmua'im Coxhead (2000) uﬂﬁn'iﬂ%'atiwm'ﬁ'vaw'lunﬁﬁaums
goun TS anguiSals figngouluniningus Tnpivazag i niTueim WE ARV DA
Usingin (collocations) Fufudrsznoutidadiyensa udpuilsluaniunimnivh
mﬁé’a%umgq Anwiiiningivesmintewiiamiunuy vieeninenuil Avvnis)
Tufisgusuunldiinindnlwsele Tunsfwarhnisdindmanngu ¥ininia
F51n15904 Coxhead sqqﬂa"lmmmunmmlj'ﬂnQﬁ'nmavanwauam {corpus) 32ufiUN1T
WA T-scare mﬁ’}ummﬂmmnﬂuwﬂwn:mUﬂngﬂu HAMTUATIZANUA NS
32 M1 LLUdLﬂuﬂ'ﬁJ's'm‘nn‘EU"l 30 A1 AnSuT2a 1 A1 1eun sum up wazdwunbila 1 A1 A
dispose of uaninu mnmiﬁnm*ﬂu‘uunﬁ'lﬂm1fmnsmmnﬂawmmmmm AINTE
nqmmumimmﬂsﬂ'i'tnglugﬂu,uunﬁmwn (active voice) 1INNIINTINTIRN (passive
voice)

Adndny : Andsang s / adsdayadin / Ao / nfui

*A student in Doctor of Phiiosophy in Arts, English Major, Naresuan Unversity

*#fn Associate Professor at Faculty of Humanities, Naresuan University
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ABSTRACT

Despite being widely used in English language education, Coxhead’s academic
word list still lacks important dimensions on collocations which largely account for
autheritic English texts. This study aimed at adding collocational knowledge of
verbs in the list by exploring verb + preposition collocations, cr in the other
comparable term, multi-word verbs {(Henceforth: MWVs). A collocational dictionary,
corpus use, and T-score calculations were combined to extract the MWs. With the
precedures, involved, thitty-two multi-word verbs were extracted. While thirty of
them are prepositional verbs, one of them, sum up, is a phrasal verb, and one
verb, dispose of, cannot be categorized. The results also showed that academic
MWVs in this study were less likely to be used as the passive voice when
compared with the active voice.

Kevwords : Collocations / Corpus / Multi-word Verbs / Phrasal Verbs

Statement of the Prokblern

With the rise of computational research technology in 1980s, evidence
from authentic language examples gathered from a wide variety of English texts
known as corpora (i of a corpus} has highlighted two important areas which have
fostered the development of vocabulary study and the field of English language
teaching as a whole. One area is the discovery of collocations, and the other is the

development of vocabulary lists.

Based on corpus data, more than a few linguists (e.g. Hunsten, 2002;
Lewis, 1997; Nation, 2001; Nattineer & DeCarrico, 1992; Sinclair, 1991; Wray, 2000)
have increasingly guestioned Chomskyan views of language desaiption that usually
see language systems or gmmmars as a milestone of language competence.
Instead of seeing grammatical structures as language frames for individual words to
fill in, corpus evidence shows that vocabulary is central to language pattemns as
words tend to occur with preferred syntactic sequences (Sinclair, 1991). Based on
Sinclair's (1991) discoveries, individual words are net chosen to form a sentence in
a random manner. In fact, the chances of werds to be mentioned together are
“oreater than random frequency® (Lewis, 1997, p 44). For example, the verb
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commit does not occur with every typs of actions, but it occurs with an illegal or
immeoral action such as commit a cime, commit a murder, and commit suicide.
Therefore, unlike free combinations, collocations’ constituents cannot be easily

substituted by cther words.

The fact that a relatively small number of words account for authentic
written and spoken English (Nation, 2001) is another crucial discovery that carpus
studies provided for the field of English language teaching as a whole. Due to this
fact, researchers have elicited lists of word families which are significantly used in
English in different contexts from corpora. Particularly, three major lists have been
subseguently used by numerous researchers, dictionary developers, as well as
coursebookwiiters. These lists include West's{1953) General Service List of English
Words (GSL), Xue and Nation’s (1984} University Word List (UWL}, and Coxhead’s
(2000} Academic Word List (AWL).

As discussed above, collocations and the initiations of different word lists
are the important offspring of corpus use. However, despite the significant
centributions to the field of vocabulary study and English language teaching, these
two areas have been separately presented. The important instances are the word
lists as mentioned earlier. They were not initiated with the realization that
collocations greatly account for 70% of authentic spoken and waitten English (Hill,
2000). Moreover, while these word lists contain words ranked by frequency of
occurrences in a corpus, other specifications are not provided, for example, parts
of speech and patterns in which these wards are likely to occur.

Due to these crucial limitations of pioneer word listings, the current
study attempted to expand Coxhead’s AWL, one of the most accepted word lists,
with a part of collocational knowledge by means of corpus-based research.
Criticizing Xue and Nation's (1984} UWL for its lacks of coverage of words due to a
small size of corpora used, Coxhead proposed the academic word list (AWL) in the
year 2000. The AWL consists of 570 academic word families developed from a
corpus of 3.5 million words of waitten academic texts compiled from academic
articles, university coursebooks, laboratory manuals, book chapters as well as other

academic corpera from varicus academic fields.

Meanwhile, verb + preposition collocations of Coxhead's AWL will be the
tarcet type of collocations to be extracted due to two important reasons.

(O8]
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1. Verb + prepasition collocations have beenreparted to be one of the
mest problematic language features to all learners of English as a
foreien language (Henceforth: EFL} (Bhumadhana, 2010; Chen, 2002;
Hama, 2010; Hong et al, 2011; Li, 2005; Liu, 1999; Miyakoshi, 2009;
Nesselhauf, 200%; Phoochareonsil, 2011; Phoochareonsil, 2013).
Especially for Thai students, they usually omit prepositions due to
the lack of use of the same features in Thai language. As
Phoochareonsit (2013) exemplified, Thai students often omitted the
preposition after verb + preposition collocations such as omitting to
after listen and omitting of after take care.

2. Coxhead’s AWL consists of the greatest number of verbs (389 verbs
[Bhumadhana, 2010}) which account for approximately 68 percent of
the list.

However, since characteristics of collocations are differently conceived
by different researchers, to avoid this theoretical inconsistency, the cumrent study
investigated and analyzed “verb + preposition collocations” in Coxhead’s AWL
using the classifications and definitions of “multi-word verbs” (IMWVs) proposed by
Biber, Conrad, and Leech (2002) and Cowan (2010). Like verb + preposition
collocations, MWVs are composed of a verb and a certain prepasition. According to
Biber et al. (2002) and Cowan (2010), three major classes of MWVs include: (1)
phrasal verbs, (2) prepositional verbs, and (3} phrasal-prepositional verbs.
Nevertheless, since phrasal-prepositional verbs have a very thin chance to appear
in academic written English (Biber et al, 2002), they were not mentioned and
investigated in the current study. Hence, phrasal verbs and prepositional verbs are
two types of MWVs which were focused in the current study.

Research Okjectives

This study was administered in order to find MWVs out of word
combinations in Coxhead's AWL. It also explored the voicing patterns in which
these WMWVs recur. The results from this study were expected to provide an
expansion of collocational knowledge which is rarely offered by vocabulary lists.
These include the prepaosition collocates of verbs. Even though this kind of
knowledge may be provided by typical English dictionaries, most of them usually
genemlize verb + preposition collocations as phrasal verbs, but overlook the

existence of prepositional verbs. Additionally, although dicticnaries provide

4
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vanations of verb forms including recular/irmrecular verb forms in different tenses
and aspects, as well as examples of use, their recuming verb forms and uses in
authentic written English are not well emphasized. These limitations are
particularly important since itis a central concept of collocations that words tend
to occur with preferred syntactic sequences or structures (Sinclair, 1991). In

response to this, two research guestions helpad guide the cument study as follows.

1. Of Coxhead’s AWL, which multi-word verbs are considered phrasal
verbs, which ones are considered prepositional verbs based on
dictionary consultation, manual cerpus analysis, and a collocation
formula?

2. In what voicing pattems do these phrasal verbs and prepositional
verbs in Coxhead’s AWL recur?

Theoretical Framework

According to well-known English grammar manuals including Student
Grammar of Spoken and Whitten English written by Biber et al. (2002) and the
Teacher’s Grammar of English written by Cowan (2010), the two classes of multi-
word verbs, phrasal verbs and prepositional verbs, have the same construction
with a verb followed by a particle or preposition. However, there are three
distinctive features which charactarize these two types of verbs, that is, idiomatic
meanings, particle movement, and adverb insertion.

To begin with, most phrasal verbs have idiomatic meanings, whereas
prepositional verbs can be literally translated. That is, the meanings of the phrasal
verbs' parts (either a verb or a preposition) cannot predict the meaning of the
whole. Especially, as a part of phrasal verbs, the preposition does not have a literal
meaning which usually signifies places and directions. Examples include set up,
hand in, and give up. The criginal meanings of up in set up and in in hand in is not
retrievable because as a whole, they mean to begin or to construct and to retum
or submit respectively. Meanwhile, the original meanings of both gve and up in
give up are not conveyed since give up is considered as another combination of
words which altogether means “to surrender”. On the other hand, prepositional
verbs such as ask for and listen to have literal meanings, not at all idiomatic.
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Secondly, even though both types of MWVs can appear in this same
pattem NP + V + prep + NP {or a MWV followed by one direct object), the particle
of a transitive phrasal verb can be moved after a direct object (DO) if that DO is a
pronoun or a short phrase. Examples include look it up. take your shows gff, and
pick a few up. Prepositional verbs, on the other hand, do not allow particle
movement after a DO. For instance, agpply for the job and depend on him are
correct, but apply the job for and depend him on are incorrect. However, in case
of two objects {(a direct object and an indirect object), a preposition can be
separated from a verb by a DO, such as remind me gf it and said something te me.

Finally, phrasal verbs cannct be separated by an adverb, but an adverb
insertion is allowed in prepositional verbs, For example, depend largely on him
and look exactly like her mom are proper since they are prepasitional verbs, but
for phrasal verbs, shut suddenly up and get early up are improper phrases.

The table below summarizes distinctive characteristics which differentiate
prepositional verbs and phrasal verbs. This table was used in the study for
classifying MWVs into phrasal verbs and prepositional verbs.

Table 1 Distinctive Characteristics of Phrasal Verbs and Prepositional Verbs

Characteristics of WMWs

Idiomatic meaning Particle movement Adverb inzertion
Types of MW\s after one DO
(NP + V £ prep + NF)

Phrasal verbs + 4 .

2 Prepositional verbs = 3 +

Additionally, when compared by the frequency of occurrences in
different text types, according to Biber et al. (2002), prepositional verbs are the
most freguently used multi-word verbs in English conversations, fictions, news, and
academic texts, whereas phrasal verbs come the second with far less frequent
occurrence. Espacially, the proporticn of prepositional verbs in academic English
exceeds the propartion of other types of MWVs. Some prepositional verbs
commonly appear as past participles in the passive voice (Biber et al,, 2006) such
as be accused of and be based on due to the likeliness of some academic verbs
to recur in the passive voice, usually without a by-phrase (Coxhead & Byrd, 2007).
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Research Methodology

The current study is compus-based research which employs a top-down
research approach as the basis. This approach attempts to elaborate existing
language features via corpus evidence as it studies how those features occurin a
corpus (Conrad, 2000). For this study, the existing language features were verbs in
Coxhead’s (2000) academic word list. There were three stages involved in the
extraction of multi-word verbs: dictionary consultaticn, concordancing and corpus
analysis, and T-score calculation. Then, two additional stages were conducted to
answer two research guestions: the identifiation of phrasal verbs and prepositional
verbs and the identification of voicing pattems.

1. Dictionary consultation - The Oxord Collocations Dictionary
software (2008} for Windows, which includes the infermation from both American
English and British English, was used. By adding keywords in the search box, if the
searched words appeared with a prepesition and were listed as phr verb (phrasal
verb), which, in fact, is meant to be any verb phrases. those words were selected
in the first place.

2. Concorcdancing and corpus analysis were conducted to extract
MWVs including phrasal verbs and prepositional verbs from Coxhead’s AWL.
Developed by Tom Cobb in 1997, the Compleat Lextutor version 6.5 was the
concordancing program which the study used. The program is freely available
online at website http/Awwwlextutor.ca/concordancers/ concord_e.hthl and has

been recently updated in July, 2014. Among different corpora provided by the
program, Brown corpus and BNC{Sampler version) written corpus, which consist of

2,000,000 words in total, were selected as the sources of data.

As the processes of corpus analysis, tagging and parsing were done
manually due to two purposes of grammatical analysis: (1) to differentiate verbs
from other parts of speech when a keyword had more than one part of speech
and {2) to reveal the voicing pattems in which the multi-word verbs recur. Although
manual tagging and parsing are time-consuming, the outputs are usually more
accurate than an automatic approach (Hunston, 2002). Despite manual corpus
tagsing and parsing, the researcher fostered the reliability of the results by means
of intra-coder data analysis, which involves two occasions of analyses of the same
set of data by one researcher (the first author). The first analysis and the final

analysis were conducted with a two-week interval.
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3. T-score calculaticns were conducted to extract the final list of MWVs
and to reveal voicing patterns in which these verbs recurred. Developed by Church,
Gale, Hanks, and Hindle (1991, cited in Stubbs, 1995), the T-score formula was used
as “a measure of the absolute frequency of collocations® (Stubbs, 1995, p. 10).
This formula is appropriate for extracting grammatical collocations such as verb +

prepositicn collocations.
T-score formula: T = [fn.c) - KnRcIN] / vfin,c)

The values represent different things as follows: n as node or the
keyword {verb), c as collocate (preposition), N as the size or the number of words
stored in a conpus. Meanwhile, fin,c) is the joint freguency of node and collocate,
and f{n} and flc): are their independent frequencies. The following criteria based on
Stubbs (1995} were used in selecting the collocations:

(1) All cases of which their joint freguency eguals 1 or lower were
discarded because being a collocation, a node and a collocate must appear
together with a frequency, at least larger than a single co-occurence.

(2) Al cases where T is less than 2 were discarded. This number
confirms a strong association between a node and a collocate in a corpus and,

hence, is an indicator of being a collocation.

After all, the M\WVs extracted by the three procedures above were
further analyzed and classified into phrasal verbs and prepositional verbs based on
three criteria guided by Biber et al. (2002), Cowan (2010}, and Longman Dictionary
of Contemporary English of Advanced Leamers 2009 edition.

Conclusion and Discussion

Research question 1: Of Coxhead’s AWL, which multi-word verbs are
considered phrasal verbs, which ones are considered prepositional verbs based on
dictionary consultation, manual corpus analysis, and a collocation formula?

The initial list of multi-word verbs from Coxhead’s AWL obtained from the
consultation of Oxford Collocations Dictionary software (2009) for Windows
includes forty-six verb phrases. These verbs were then concordanced via the
Compleat Lextutor version 6.5 to obtain freguency information for T-score
calculation. The table below reports the fin,c) values and the T-score values in

rank arder.
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Table 2 the Jaint Frequency of a Verb and a Preposition and the T-score

Fank Bz
e Vb figs) T — Verbs o& T
1 corsiztof 173 1312 bt rastare £ 12 358
Z cordibus 9 143 115z Z5 rasde i 15 355
3 remove from &1 &%3 zZ5 guste a3 4 343
< desive fram 72 233 T imenere i 1z 344
5 ConCerTaEe on T8 845 23 shit 4o 11 325
S parsticeis in £3 T8 22 fre for 10 e
7 rely en 5z 712 33 refesze from 3 275
3 focuz on 42 FTTI 1 submit for 3 237
7 st 0 35 553 32 e 5 220
10 suhmido 3¢ 557 | 33 conictwih’ 4° . 198
11 zdapi#e 33 550 | 34 sipend from 4 192
12 bersilem 4 581 | 35 Hannctina 3 173
13 coincde i 22 561 35 pfeetaginst 3173
11 opeei 32 581 3T .dedstefiom LS 12
15 wansfommies 22 527 35 volmearfor 3. 170
14 ditpess of 23 527 “abardonio 31 180
17 lelaal 0] Z3 516 1§ FEVIVE On Ee 147
18 tekio 25 655 | imgaricn 1089
17 conform i 21 457 | - dEcriminate s@et 1 0%
2 recoverfiom 19. a3zl ctanslio £ 097
31 sumag 18 424 | © redterat a.  om
22 esluizfom 3 4z triges of . oi2,
23 compenssts for 17 411 | prospect for “10% O{)ﬂ .

Based cn Stubbs’ (19935) first criterion, six cases of which their joint
frequency equals 1 or lower were discarded. These include: impact on,
discnminate against, channel to, register at, trigeer of, and prospect for. Meanwhile,
the other eight cases were discarded due to the second criteria, discarding all cases
of which the T-score values are less than 2. These were: conflict with, suspend
from, channel to, offset against, deviate from, volunteer for, abandon to, and
survive on. Thus, despite being mentioned in the collocation dicticnary fourteen
verb phrases were not qualified collocations based the two cnteria.

Thirty-two multi-word verbs extracted were further analyzed and
classified into phrasal verbs and prepositional verbs based on Biber et al. (2002)
and Covvan (2010). The results showed that only sum up was found to meet three
criteria, while dispose of meets two criteria. This is consistent to Biber et al.’s
(2002) report in that prepositicnal verbs have far more chances to appear in all
text types, especiallyin academic texts. Table 3 displays how sum up and dispose
of meet the three criteria of being phrasal verbs.
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Takle 3: Phrasal Verks Found in Coxhead's AWL

Characteristics of phrasal verbs

Idiomatic meaning Farticle movemert  Adverb insertion

Phrasal verbs after one DO
(+) (+) ()
i Sumup + + -
2 Dispose of + + +

As illustrated in Table 3, sum up is the only one MWV in Coxhead’s
academic word list which meets. all the three criteria. That is, (1) sum up has an
idiomatic meaning since up does not actually tell the direction, (2) it allows
particle movement after one direct object such as sum it up. and (3) it does not
allow an adverb insertion. However, dispose of, despite having an idiomatic

meaning like a phrasal verb, allows an adverb insertion just like a prepesitional
verb. While the original meaning based cn LDCE (p. 488) of dispose refers to {g
arrange them or put in their places, the combination dispose of provides various
meanings different from the original’s including: to get nd of something, to sell
somethine, to deal with a problem or a question successfully, and te defeat an
opponent. One of these examples includes: The Secretary may dispose of water
and bypreducts resulting from his eperation. In this context, dispose of means to
get rid of something. However, based on corpus data, this verb allows an adverb
insertion like an ordinary prepositional verb, as shown in one language sample
from the corpus data: the Govemment's most embanossing problem is hows to
dispase inconspicuously of 100 million tons of surplus farm. This kind of use,
despite appearing cnce in the 2-million-word Brown and BNC written corpus, was
also found in the other corpus which was not used in the study, such as
to dispose safely of and to dispose subsequently of in BYU-BNC: Bntish National
Cormpus. As a result, based on the three criteria proposed by Biber et al. (2002) and
Cowvan (2010), only sum-up can be categorized as a phrasal verb, whereas dispose
of cannot be categerized.

Research question 2: In what voicing patterns do these phrasal verbs
and prepositional verbs in Coxhaad’s AWL recur?

After T-score calculations, the rest thirty-two MWWVs were further
analyzed for their recurring voicing patterns. As academic English verbs are likely
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to be used as the passive voice (Coxhead & Byrd, 2007}, the results will be
preserited with the focus on this characteristic as a prionty.

The findings showed that six MWVs including link to, expose to,
transform into, exclude from, ottribute to, and denve from were reporied to be
used more freguently in the passive voice than in the active voice. As illustrated in
Table 4, the proportions of the active voice per the passive voice occurring with
the six M\WV's compared by percentages were: 24:76, 25:75, 36:64, 44:56, 39:61, and
45:55 respectively. Meanwhile, the proportion of two voicing pattems of release
from was 50:50 percent.

Table 4: The Proportions of the Active Voice per the Passive Voice per MWVs

i Ame Fazine s i ATENE Pazineg
Mo MEVE Ko,
(e S f % o F 0 = £ %
1 Link#d 25 £ 24 12 74 17 Fefor i0 k) #0 1 12
2 Supnieto 3z 5 i5 b 75 18 Cofomid 21 12 30 2 13
3 Tracsform o 28 12 34 i &2 12 Fecoweriom 12 15 55 i 5
4 Exchodz from 13 8 a3 10 =& i3 ERyon 5z 53 26 z 4
5 Aitimts 0 34 12 37 il 31 it Corsmtof 17 172 33 1 1
& Dernefrom i3 35 A5 43 L33 22 Cotoieto 14 123 103 "] bl
7 Relezze from = 4 =s] a 52 23 omentEiEon T8 EE S {2 ) = 3
g Adaptto 34 17 k13 15 44 4 paricpsten 53 &2 1067 o] o
3 remone from 51 45 53 32 a1 5 pecsttiom 23 - () a b
12 Dupose o 3 13 -1 19 34 28 ConCdEwith 3z ¥ 163 ] z
11 Qurteas 13 10 71 & i 37  Ooowrio 23 i3z 109 3 G
12 Rastyeio 15 12 75 -4 z5 5 Compenzatefor 17 171 2 a
12 Swomiab 34 i 75 & brir i) is 15 102 b ]
12 o 13 14 75 4 22 32 12 12 103 [ bl
15 Fonson 42 34 &1 3 13 31 i1 11 103 ) g
16 Sohmitfor 7 3 &5 1 14 32 I3 5 1 2 a

Despite being regularly used as the passive vaice, these verbs could be
also used as the active voice, but usually in a pattem of prepositional verbs in the
case of two objects separated by a preposition (Biber et al., 2002) as exemplified
baloww.

The active volce The passive volce

The gangolank that linked the slipway to the The name of Brazenose, which was linked
boat... ta the “brazen head” and...

| consider it to be my job to expose thepublicto  But millions of human beings were exposed
what is baing written today. fo Luegar's propaganda...
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In spite of being found more freguently as the active voice, there were
other six M\WVs which could be used with the same pattemns as these six verbs.
That is, when they were found freguently in the passive voice, their active voice
pattem needs two objects with a preposition in the middle. These verbs are: adapt
to, remave from, quote as, restore to, submit for, and file for.

Meanwhile, the rest nineteen verbs including conform to, recover from,
rely on, consist of, contribute to, concentrate on, participate in, benefit from,
ceincide with, occur to, compensate for, reside in, intervene in, shift to, shift into,
submit to, sum up, focus on, and dispose of were found to be used as the active
voice with one direct object. Eleven of them were 100 percent occurring in the
active voice including contribute to, concentrate on, participate in, benefit from,
caincide with, occur to, compensate for, reside in, intervene in, shift to, and shift
into. Some of the language samples of these MWVs provided by Brown and BNC
written corpus are demonstrated as the following.

a. The beer's name was also changed tc conform to its traditional image.

b. The current govemment's reluctance to intervene in the workings of ...

c. It wouldn't eccur to the participants for one second that...

The results illustrates that the MWVs in Coxhead’s AWL are mare likely
to be used as the active voice. A number of them only occur in the active voice.
Meanwhile, some of them are used as the passive voice or have an altemative
pattem to be written in the passive voice, and these verbs are prepositional verbs.
This finding is somewhat consistent with Biber et al. (2002) and Coxhead and Byrd
(2007) that some (not most) academic verbs and some prepesitional verbs
frequently appear as past participles in the passive voice, usually without a by-
phrase.

To conclude, based on a collocation dictionary, corpus data, and T-score
calculations, thirty-two MWVs were extracted from Coxhead’s (2000) AWL. Of this
number, only one is a qualified phrasal verb based on a theoretical framework
guided by Biber et al. (2002) and Cowan (2010), whereas the other thirty are
prepositional verbs. The results also show that words and patterns correlated as
certain verbs only recur with either the active voice or the passive voice. They
were not freely compased with random pattemns. This provides evidence to
support what Sinclair (1991) claimed before, that vocabulary is central to language

pattems as words tend to occur with preferred syntactic sequences.
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Implications of the Study

This study has provided a further insight into collocaticnal knowledge
and language descriptions of multi-word verbs in Coxhead's (2000) AWL. Not only
does the study reveal the prepositions which are used with the verbs in the list
and the pattems of use, it also provides further considerations on classifications of
multi-word verbs by attempting to test theoretical perspectives propcsed by Biber
et al. (2002) and Cowan (2010). Especially, as phrasal verbs are dominantly
mentioned in commercial English instructional materials which the authors have
been used, the finding that there are more prepositional verbs than phrasal verbs
in usual English texts leads to two important questions. Are Thai leamers
appropriately exposed to these two types of multiward verbs? If not, should this
knowledee be recognized more by English language education stakeholders?

Additionally, the result that the verb dispose of cannot be categorized
based on the classification shows that using the theoretical perspectives proposed
by Biber et al.’s (2002) and Cowan’s (2010) may be limited. Due to this limitation,
further research may test other related theories alongside in order to perfectly
answer the research guestions and find the best framework for classifying multi-

wword verbs.
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